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ABSTRACT

Title: Assessment of Communicative Competence: A CEFR-Based Analysis of
Elementary level Textbooks of Punjab

This study evaluates the communicative competence promoted by A2-level elementary
English textbooks used in Punjab, aligning them with the Common European
Framework of Reference for Languages (CEFR). The selected grades 6, 7, and 8
textbooks follow the Single National Curriculum and are published by the Punjab
Curriculum and Textbook Board. The research addresses the problem of whether these
textbooks adequately support the development of communicative competence as
defined by CEFR standards at the A2 level. Adopting a qualitative and descriptive
methodology, the study examines textbook activities to assess their alignment with
CEFR standards. Data is collected through a CEFR-based checklist, which allows for
an in-depth and structured evaluation of linguistic and sociolinguistic competence
components. The CEFR model, founded on well-known principles of communicative
competence, is utilized to analyze the data, ensuring a systematic evaluation. The
analysis categorizes activities under CEFR-defined language skill areas: Reception,
Production, and Interaction. It further evaluates linguistic components such as
vocabulary and grammatical structures, and sociolinguistic elements like greetings,
politeness conventions, and appropriate register use. While the textbooks include
activities supporting reading, writing, listening, and speaking skills, notable gaps exist
in fostering interactive and real-life communication practices. This research offers
valuable insights for curriculum developers, educators, and policymakers to refine

instructional materials, ensuring their alignment with CEFR standards.
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CHAPTER 1
INTRODUCTION

Language education has increasingly aligned with standardized frameworks to
promote consistent, goal-oriented language proficiency development. The Common
European Framework of Reference for Languages (CEFR) is one of the most widely
adopted standards, guiding the creation of curricula, textbooks, and assessments that
foster communicative competence. This study, titled Assessment of Communicative
Competence: A CEFR-Based Analysis of Elementary Level Textbooks of Punjab,
investigates the alignment of A2-level English textbooks used in Punjab’s elementary
education system with CEFR standards. It specifically examines the development of
communicative language skills through a structured checklist based on CEFR
guidelines. In this research, sociolinguistic and linguistic competences are assessed
using the CEFR checklist and an analysis of language skills facilitated by CEFR
communicative activities and strategies. By systematically analyzing elements of
linguistic and sociolinguistic competencies outlined within the CEFR checklist in areas
such as lexical, grammatical, and phonological components, this study explores how

effectively these textbooks equip learners for real-life communication.

In this study, the term “sociolinguistic competence” is used in alignment with the
Common European Framework of Reference for Languages (CEFR), which
distinguishes it as a key component of communicative competence alongside linguistic
and pragmatic competences. While many of the features analyzed, such as politeness
strategies, register use, and culturally appropriate expressions, overlap with what is
traditionally considered the domain of pragmatics, CEFR (Council of Europe, 2020)
categorizes these under sociolinguistic competence to emphasize their role in socially
appropriate language use. Therefore, the scope of “sociolinguistics” in this thesis
extends beyond the narrow academic field of sociolinguistics and refers specifically to
the CEFR-defined competencies that enable learners to use language appropriately in
varied social and cultural contexts. Due to the limitations of this study, pragmatic
competence is not investigated, and the focus remains on linguistic and sociolinguistic
features as outlined in the CEFR framework. This clarification ensures conceptual
consistency with the CEFR framework and justifies the use of the terms “linguistic and

sociolinguistic competences” throughout the study.



Although English at the elementary level in Pakistani government schools is primarily
taught as a subject rather than as a medium of communication, evaluating
communicative skills within this instructional context remains essential. The inclusion
of English in the curriculum reflects its role as a key academic and professional skill in
Pakistan; however, classroom practices often emphasize rote memorization for
examinations instead of functional language use (Tasnim, 2023). This study focuses on
communicative competence by aligning the analysis with the Common European
Framework of Reference for Languages (CEFR), which provides detailed descriptors
for what A2-level learners achieve in listening, speaking, reading, and writing.
According to CEFR A2 descriptors, learners at this level understand and use basic
sentences, communicate simple ideas in everyday situations, and handle short social
exchanges (Council of Europe, 2020). By analyzing the Grade 6 to 8 English textbooks
against these descriptors, the study evaluates whether the materials enable students to
progress from knowing isolated words and phrases to producing basic sentences and
participating in meaningful interactions. This focus bridges the gap between exam-
oriented English instruction and the communicative needs of students, ensuring that
textbook content supports the development of functional language skills rather than
solely academic knowledge. Therefore, this research examines these grade levels to
determine whether the existing textbooks prepare students for real-life communication
and meet the CEFR A2-level expectations. This directly aligns with the study’s
objectives, which aim to evaluate how textbook activities address CEFR-based
linguistic and sociolinguistic competence to prepare learners for authentic

communication.

Textbooks play a pivotal role in shaping students' language acquisition at the
elementary level, where foundational skills are built. For learners in Punjab, these
textbooks often represent their primary exposure to English, making it crucial that they
are designed to meet both local and global communication needs. This study identifies
where competences are well-developed or lacking by evaluating A2-level textbook
activities through the CEFR checklist. Identifying these strengths and gaps highlighted
how effectively the textbooks prepared students for authentic communication. The
findings of this research could guide educators, policymakers, and textbook developers
in enhancing English language instruction, ultimately ensuring students’ language

competence aligns with international standards for diverse, practical contexts.



1.1 The Role of English Textbooks

The term "textbook" has multiple interpretations. Generally, it refers to a
printed and bound book designed for a particular year or course of study (Chalabian,
2020). Also known as a "course book," it is a resource used by both teachers and
students, serving as the primary guide for specific instructional activities. Fahriany et
al. (2019) further emphasize that textbooks are central to teaching foreign languages,
with language and culture being closely intertwined. Textbooks are a fundamental
component of most language programs and, in some cases, form the core of the
language input that learners receive, as well as the practice they engage in during class.
For learners, textbooks are crucial, as they provide the main source of language

exposure, apart from the input offered by the teacher.

One of the main benefits of using EFL lesson textbooks is that they simplify the
process of organizing, planning, and monitoring the course for teachers, as they are
easy to use and require less time and effort to prepare. For students, textbooks serve as
valuable resources for self-study. Textbooks, or course books, contain materials and
teaching-learning activities that make up the bulk of classroom instruction, along with
general guidance for teachers, either as the primary content or as supplementary
information. In other words, textbooks can be seen as tools that support both teachers
and students in the learning process. Moreover, Goodarzi and Weisi (2020) highlight
the distinct roles textbooks play for both students and teachers. In addition to the
teacher's guidance, textbooks can serve as a means for students to engage with the

language. For novice teachers, textbooks can also act as a form of teacher training.

Moreover, Bori (2020), argues that ELT publishers present a particular
worldview in the texts they create. While these texts are designed primarily to teach
language, they also convey cultural messages. As a result, textbook authors should
identify the essential components that make for effective textbooks and incorporate
these into their work. In other words, textbook designers must first understand the needs
of both students and teachers before creating suitable and beneficial resources for both

groups.

Additionally, Baker et al., (2017) argue that textbook use is often seen as a
dynamic interaction between the teacher, the student, and the text itself. Newton



proposes a model of textbook usage in which the teacher is seen as the mediator of the

text’s content.

Textbooks play an essential role in education for several key reasons. Firstly,
they support students in second-language learning, aid in self-study, and serve as a
central repository for important information. Additionally, textbooks provide well-
organized and comprehensive content, ensuring consistency and quality throughout the
material. They also offer clarity and guidance, establishing a foundational resource for
both teachers and students to begin and sustain the learning process (Murphy & Wiese,
2015).

There is a wide range of ESL and EFL course books available for students of
different levels and ages, and the content of these textbooks has expanded significantly
in recent years. Teachers’ preferences often influence the structure of syllabi and even
the entire language curriculum. Based on this information, many teachers rely on
textbooks for classroom instruction, as they contain all the necessary teaching materials.
Textbooks provide teachers with a sense of security, as they offer comprehensive
resources aligned with the teacher's syllabus and curriculum. Moreover, course
materials should be organized according to the goals of the institution, the priorities of
the language program, and the needs of the students enrolled. As such, a complete
teaching and learning experience often cannot be achieved without the support of a
textbook. Textbooks thus play a critical role in education across all levels.

The selection of these three elementary-level English language textbooks,
designed for the "way stage" or A2 level, aims to examine their effectiveness in
developing communicative competence, with a particular focus on sociolinguistic and
linguistic competencies, as well as language skills. These textbooks, aligned with the
Single National Curriculum, provide an opportunity to assess how well they address
essential elements of communicative competence according to CEFR standards.
Specifically, by analyzing sociolinguistic and linguistic aspects, this study evaluates
how these textbooks prepare students for real-life communication situations, ensuring
that they not only acquire language skills but also understand appropriate usage within
various social contexts. This targeted focus on communicative competence helps to
identify both strengths and areas for enhancement in supporting learners' foundational

language development.



1.1.1 Importance of English as a Foreign Language

Due to social media, communication skills are crucial in today's environment.
Through social media, people from many backgrounds have come together. It’s a
sizable platform with a wealth of business, educational, and employment prospects.
Due to its widespread usage worldwide, English is studied as a second language in
Pakistan (Arshad et al., 2020). Being fluent in English is crucial because it is the
primary language used for international communication. It was difficult to
communicate with individuals in other nations years ago, but thanks to social media,
even young children can now communicate with people worldwide. In light of this,
individuals need to acquire effective communication skills in the modern world. The
Single National Curriculum, developed by the Pakistani government, calls for teaching
English in a way that facilitates improved intercultural and national communication.
This method heavily relies on English textbooks because they contain exercises and
assignments designed to help people become more proficient communicators. The goal
of our study was to assess the effectiveness of Pakistani elementary school English
textbooks in supporting students, development as communicators.

1.1.2 The Notion of Communicative Competence

This study takes the Common European Framework of Reference for
Languages (CEFR) (Council of Europe, 2001, 2020) as its main framework for
analyzing the selected textbooks, as the CEFR is designed on Hymes (1967) theory of
communicative competence. The concept of communicative competence was first
introduced by Hymes (1967) as a reaction to Chomsky’s notion of linguistic
competence, highlighting the importance of sociocultural context in language use.
Hymes (1972) further developed the concept, emphasizing that communicative ability
involves not only grammatical knowledge but also the appropriate and effective use of
language in real-life situations. This theoretical foundation later informed frameworks
such as the CEFR, which operationalizes communicative competence into measurable

skills and competencies.

Communication occurs in a certain context or scenario, hence communicative
competency is context-specific (Alvarez, 2020). When a circumstance develops, the
communicatively competent language user knows how to choose the appropriate

registers and style for the situation. Competence is what a person knows, whereas



performance is what a person does, and it is critical to recall the fundamental distinction
between the two. Performance may be observed, and only via performance can
competence be generated, preserved, and retrieved (Savicki, 2020). Bachman
conducted a more recent poll. He categorizes it into three categories: "organizational
competence,” which encompasses grammatical and discourse (or textual) competence,
and "pragmatic competence,” which includes sociolinguistic and "illocutionary
abilities." The ability of interlocutors to deploy persuasive strategies is linked to
strategic competence (Faerch and Kasper, 1983; Lin, 2015). It is widely accepted that
communicative competence should be the goal of language education and the heart of
good classroom practice, thanks to the strength of communicative language training.
This is in contrast to the old viewpoint, in which grammatical competence was

frequently given primary emphasis.

As noted by EI Hiani (2015), the fields of pragmatics and the philosophy of
language, particularly the theories of speech acts developed by Searle and Austin, have
significantly shaped our understanding of communicative competence. Building on
this, Sidik (2018) highlights that Celce-Murcia offers a revised model of
communicative competence, which divides it into six categories: sociocultural, debate,

linguistic, formal, interactional, and strategic competences.

Competence is closely linked to performance, a concept originally introduced
by Chomsky in the 1960s. For some linguists, performance is seen as the creation of
language suited to specific contexts. Canale and Swain’s (1980), conceptualization of
communicative competence extends beyond knowing the structures and norms of a
language, encompassing the ability to apply those rules appropriately in various
contexts (F. Cocetta, 2018). According to Tuan (2017), communicative competence is
the ability to say the right thing at the right time to the right person in the appropriate
situation. The researcher supports Bachman’s (1990), theory that language acquisition
involves understanding and applying rules in different settings. Oral communication
competence, as the researcher defines it, refers to the ability to use language

appropriately and confidently across various situations.

Numerous studies in second and foreign language learning have explored the
concept of communicative competence (Souto, et al., 2019). This term can be seen as
both a research topic and a goal for anyone learning a second or foreign language. In

linguistics, communicative competence involves not only grammatical knowledge of



syntax, morphology, phonology, and other language components, but also the social
awareness necessary to use language appropriately in different situations. This
distinction between competence and performance is central to understanding
communicative competence. Canale and Swain (1980), in their work, identified four
components of communicative competence: grammatical competence, sociolinguistic

competence, discourse competence, and strategic competence.

Yufrizal (2017) notes that in the field of second and foreign language education,
there has been ongoing debate between linguistic competence and communicative
competence, with many experts considering communicative competence the superior
model for language acquisition. In Indonesia, English is taught as a foreign language
from an early age, beginning at age ten and continuing through university. However,
clear criteria for assessing English proficiency are lacking, and the national
examinations at various educational levels do not accurately reflect true English

competence.

The ultimate goal of learning English is the development of communicative
competence, which encompasses the ability to use English in both oral and written
communication. This involves creating reliable and valid tests to measure these skills
across the country. Additionally, there is a need to clearly define the scope and sub-
elements of each competence. Initially, sociocultural competence refers to the
pragmatic understanding of how to use language appropriately in socio-cultural
contexts. Next, discourse competence focuses on the ability to select, organize, and
arrange language effectively to ensure cohesion. This study aims to establish a
comprehensive framework for defining English communicative competence standards
for Indonesian EFL students. Specifically, the researcher is interested in examining how
the components of communicative competence, as proposed by Celce-Murcia, are
represented in two EFL textbooks, comparing which components are emphasized most

and in what ways.
1.1.3 Development of Communicative Competence

A proficient speaker must possess an understanding of the linguistic,
sociolinguistic, and sociocultural aspects of a language to communicate effectively.
With this knowledge, they can select the appropriate language for the right purpose and

context, thus demonstrating communicative competence. However, for many foreign



language learners, reaching this level of proficiency remains a challenge. They often
struggle and encounter numerous obstacles on their path to achieving this goal. As a
result, there have been several debates regarding the design of language courses and
services in foreign language settings aimed at fostering this competence. Remache
(2016) explored the introduction of the term "communicative competence” as a
sociolinguistic concept by Hymes (1972), which was a response to Chomsky's (1965)
notion of linguistic competence. While Chomsky's theory focuses on the implicit
understanding of language structures, it largely disregards the socio-cultural

dimensions of language use (Taghizadeh, 2017).

Sociolinguistic competence refers to a speaker's ability to produce and interpret
language in various social contexts. On the other hand, strategic competence involves
the use of language to achieve communication goals and enhance the effectiveness of
communication. In 1990, Bachman expanded the concept of "communicative
competence” by introducing the term "communicative linguistic capacity,” thereby

broadening its scope.
1.1.4 The Common European Framework of Reference for Languages

The Common European Framework of Reference for Languages (CEFR) was
proposed at an intergovernmental symposium in Switzerland in 1991. Its primary goal
is to promote clarity and consistency in curriculum development, teaching, and
assessment within individual institutions, and to ensure alignment and transparency

across institutions, educational sectors, regions, and countries (Prajapati, 2022).

The Common European Framework of Reference for Languages (CEFR) serves
as an internationally accepted framework for defining foreign language proficiency
levels for learners across Europe and globally. It offers a structured approach to
language learning, teaching, and assessment applicable to all European languages,
categorizing proficiency into six levels, from Al (beginner) to C2 (proficient mastery)
(Council of Europe, 2001). These six levels are further grouped into three main
categories: Basic User, Independent User, and Proficient User.

The Common European Framework of Reference for Languages (CEFR) is
structured to help educational institutions, employers, and individuals assess language
qualifications, compare them to other exams, and encourage innovative methods in

language instruction (Nikolaeva, 2019). Built on descriptors of language competencies



and sub-competencies, CEFR has had a far-reaching impact on language education and
assessment worldwide. In summary, the CEFR serves as a vital international
benchmark for describing language proficiency, offering a standardized reference for
learners, educators, and employers to evaluate and compare language skills. Its
influence on language learning and testing remains significant, continually fostering

global advancements in language education.

The CEFR is widely regarded as a versatile framework that aligns with three
key principles: comprehensiveness, transparency, and coherence. First,
comprehensiveness in the CEFR entails specifying a complete range of language
knowledge, skills, and usage. Additionally, it differentiates the various dimensions of
language proficiency, offering reference points (such as levels, steps, or stages) to
assess learning progress effectively. Transparency is demonstrated through its
provision of clear, explicitly defined, accessible, and easily understandable information
for users. Finally, coherence is achieved through a balanced integration of related
components, ensuring that descriptions within the framework remain consistent and
free from contradictions. These components include identifying needs, defining
objectives, and determining content, selecting or creating materials, establishing
teaching and learning programs, applying teaching methods, and conducting evaluation
and assessment. Designed around these three core principles, the CEFR is a flexible,
adaptable, and user-friendly framework that can be applied across varied contexts and

settings (Council of Europe, 2001).

The CEFR defines six proficiency levels using four key criteria for
measurement and description. First, the level descriptors are designed to be context-
free, allowing results to be generalizable across various specific contexts. Second, the
CEFR is adaptable to diverse relevant contexts, making it "context-relevant" and
suitable for application in different functional settings. To achieve this, descriptions are
rooted in theories of language competence, ensuring that learners can use the target
language appropriately in spoken and written forms across specific situations. For
example, at the A2 level, learners are expected to manage simple, routine tasks
involving straightforward information exchange on familiar topics. Third, the CEFR
descriptions are accessible to language practitioners due to their user-friendly design.
Lastly, the six levels are structured to adequately demonstrate progression across

different sectors. Overall, the framework’s flexibility, adaptability, and ease of use have
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made the CEFR a preferred global standard, serving as an internationally recognized

benchmark for language learning and assessment in many countries.

1.1.5 Common European Framework of Reference for Languages: Learning,
Teaching, Assessment

The Common European Framework provides a common basis for the
elaboration of language syllabuses, curriculum guidelines, examinations, textbooks,
etc. across Europe. It describes comprehensively what language learners have to learn
to use a language for communication and what knowledge and skills they have to
develop to be able to act effectively. The description also covers the cultural context
in which language is set. The Framework also defines levels of proficiency which
allow learners’ progress to be measured at each stage of learning and on a life-long

basis. CEFR provides three types of competence.
1.1.5.1 Linguistics Competence

According to the CEFR, "the main components of linguistic competence
defined as knowledge of, and ability to use, the formal resources from which well-
formed, meaningful messages may be assembled and formulated” are the lexical,
grammatical, semantic, phonological, orthographical, and orthoepic competences.
(Sugar, 2015)

1.1.5.2 Pragmatic Competence

Pragmatic Competence is defined as the knowledge of the linguistic resources
available in a given language for realizing particular illocutions, knowledge of the
sequential aspects of speech acts, and finally, knowledge of the appropriate
contextual use of the particular language's linguistic resources. Pragmatic
competence encompasses both the aptitude for carrying out language activities and
the understanding of language use that is suitable for social contexts. The distinction
made by Leeche between Socio-pragmatic and Pragma linguistic knowledge is useful
in figuring out the challenges that students might encounter. The Cooperative
Principle and the Politeness Principle function differently in various cultural or
linguistic contexts, among various social classes, and in other situations. These
"specific 'local’ conditions on language use™ are referred to as socio-pragmatic
knowledge (Leech 1983: 10).

Communication is the primary goal of learning a foreign language, according
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to the Common European Framework of Reference for Languages (2001). Learners
must acquire a set of communicative abilities to accomplish this. Linguistic,
sociolinguistic, and pragmatic competences are all part of communicative language
competencies. The Council of Europe (2001: 123) states that pragmatic competencies

pertain to the learner's understanding of the principles that govern how messages are:
a. structured, arranged, and organized (discourse competence);
b. employed to carry out communicative tasks (functional competence);

c. arranged in a transactional and interactional schemata manner (design

competence).
1.1.5.3 Sociolinguistics Competence

The knowledge and abilities required to deal with social norms surrounding
language use, such as the use of various greetings, turn-taking guidelines, politeness
markers, and ways to express regret and gratitude, are referred to as sociolinguistic
competence. This is followed by the capacity to use language appropriately in formal,
informal, and less regulated settings based on various functional styles. It also
involves the capacity to identify and differentiate across dialects, as well as to detect
and identify regional variances and variations in nonverbal cues used by
communication partners. (CEFR: 118 — 128).

1.2 Statement of the Problem

English language teaching is one of the most important aspects of our education
system. Textbooks are used as a tool to make students proficient in the English language
and different kinds of activities are designed to develop language skills among students.
A single national curriculum is designed to provide equal and quality education to the
students now the problem arises of how the activities are improving language skills
specifically communicative competences among students because our students are not
as proficient in communicative skills. It is still unclear how A2-level elementary
textbook activities address the linguistic and sociolinguistic competences specified by
the CEFR, which presents a challenge. To fill this gap, this research investigates how
well elementary English textbook activities align with CEFR guidelines in fostering

communicative skills. This research helps to point out areas where the design and execution
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of textbook activities can be strengthened and improved, offering insightful information for the

creation of curricula and language teaching methods in the field.
1.3  Objectives of the Study
The present research aims to fulfill the following research objectives:

e Evaluate the alignment of A2-level elementary textbooks with CEFR standards
in fostering specific language skills
e Analyze how A2-level elementary textbook activities address linguistic and

sociolinguistic competences for real-life communication preparation
1.4 Research Questions

The present research answers the following research questions:

1 What are the specific language skills where A2-level elementary textbooks are
designed according to CEFR standards?

2 How do A2-level elementary textbook activities address linguistic and
sociolinguistic competence outlined by CEFR, preparing learners for real-life

communication situations?
1.5 Theoretical Framework

Communicative competence, introduced by Hymes (1967), challenges the
traditional view that language competence only includes grammar and syntax. It
emphasizes a practical, social understanding of when and how to use language
appropriately. This theory has influenced communicative language teaching, with the
study of speech acts, pragmatics, and philosophy of language shaping our
understanding. The CEFR model, which includes linguistic, sociolinguistic, and
pragmatic competence, operationalizes this theory, offering a comprehensive

framework for assessing language proficiency.
1.6 CEFR Framework

The Common European Framework of Reference for Languages (CEFR),
developed by the Council of Europe, offers a standardized system for assessing
language proficiency across six levels: Al, A2, B1, B2, C1, and C2. These levels
define specific competencies and skills, with a focus on practical language use in real-

life situations rather than mere grammatical accuracy. The levels range from Al
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(Beginner), which involves basic communication, to C2 (Proficient), where one can
understand nearly everything and express themselves fluently and precisely. The levels
in between, such as A2 (Elementary), cover abilities like handling simple information
and expressing oneself in familiar contexts, while B1 (Intermediate) and B2 (Upper
Intermediate) involve more complex interaction and fluency. C1 (Advanced) and C2
(Proficient) indicate higher levels of flexibility and precision in social, academic, and
professional language use. The CEFR is based on the competence theory developed
by Hymes (1967), which emphasizes linguistic, sociolinguistic, and pragmatic
competence. This research focuses on the A2 level, also known as the way stage level,

to analyze communicative competence in elementary textbooks.

By analyzing the textbooks through the lens of CEFR communicative competence
components, this study aims to identify gaps or strengths in how these textbooks
prepare learners to use language not only in a grammatically correct manner but also
in a socially and culturally relevant way. This evaluation ensures that the textbooks
not only align with the CEFR A2 proficiency level but also help learners develop the

practical skills necessary for effective communication in real-life situations.
1.7 Research Methodology

1.7.1 Research Design

This study employs a qualitative and descriptive research design to analyze
how textbook activities enhance communicative competence among learners. It
explores textbook content within its natural context, aligning with CEFR standards to
provide an in-depth understanding of language learning materials (Denzin & Lincoln,
2005).

1.7.2 Data Collection

Three elementary English textbooks from the Single National Curriculum are
selected for analysis. These textbooks are taken from the 6th, 7th, and 8th grades as the
research sample. The data is collected from activities in these textbooks to assess their

contribution to communicative competence development.
1.7.3 Sampling Technique and Sample Selection

A purposive sampling technigue is used to select three elementary-level English
textbooks (Grades 6, 7, and 8) published by the Punjab Curriculum and Textbook
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Board. These textbooks follow the Single National Curriculum, ensuring consistency
in analysis. Purposive sampling, as described by Rai and Thapa (2015), involves the
researcher's discretion in selecting specific units for study to approximate the

population’s characteristics.
1.7.4 Tool for Data Analysis

For the first research question, the CEFR framework is used to classify textbook
activities into Reception, Production, and Interaction skills. Activities are examined for
their alignment with A2-level proficiency standards, focusing on tasks like reading

comprehension, listening for instructions, dialogues, and structured writing.

For the second research question, a CEFR-based checklist evaluates linguistic
and sociolinguistic competence. It analyzes activities involving vocabulary, grammar,
politeness conventions, greetings, address forms, turn-taking, and register. Examples
from textbooks are documented to assess their effectiveness in preparing learners for

real-life communication (Rai & Thapa, 2015).
1.7.5 Rationale for Methodology

The rationale for selecting a qualitative and descriptive methodology for this
research is grounded in the nature of the research objectives, which focus on evaluating
the alignment of A2-level elementary textbooks with CEFR standards and analyzing
how these textbooks foster communicative competence. A qualitative approach allows
for an in-depth exploration of the textbooks’ content, examining the specific language
skills and communicative competences that are targeted at the A2 level, as outlined by
the CEFR. This methodology is well-suited for understanding the complexity and
nuances of textbook design, including how activities align with the CEFR framework
for linguistic and sociolinguistic competence. A descriptive approach is chosen to
systematically categorize and analyze the activities and competences present in the
textbooks, providing a clear picture of how well they support real-life communication
skills at the A2 level.

Furthermore, a qualitative and descriptive analysis enables the identification of
gaps in the textbook content where certain competencies may not be adequately
addressed, offering insights into the effectiveness of these materials in fostering

language skills. By using a CEFR-based checklist, this methodology allows for a
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structured yet flexible examination of language tasks, helping to identify how well the

textbooks meet the communicative competence criteria of the CEFR.
1.8  Significance of the Study

This research helps to understand the effectiveness of the activities designed for
students. It is also valuable for curriculum designers to evaluate the utility of these
activities. Additionally, it provides insights for educationists to foster innovations in
the syllabus. Furthermore, the communicative competency section of the CEFR
encompasses speaking, listening, reading, writing, and other language abilities,
ensuring a comprehensive approach to language learning. Moreover, promoting
alignment with international language standards enhances learners' competitiveness in
academic and professional contexts, creating more opportunities for personal and
professional development. Ultimately, this research aims to enable students in Punjab
to achieve greater competency and fluency in English, equipping them to thrive in an
increasingly interconnected world by incorporating the CEFR model into English

language instruction practices.
1.9 Delimitation of the study

» The present study is delimited to the most recent editions of textbooks of a
Single National Curriculum (SNC) for grades 6, 7, and 8.

« The geographical coverage is restricted to schools located in the province of
Punjab, excluding other regions or provinces of Pakistan.

» The Common European Framework of Reference (CEFR) Model is utilized for
the analysis, with an emphasis on the communicative skill components included
in the textbooks.

* The study employs a qualitative methodology that prioritizes descriptive
analysis over quantitative data. Within the given context and study parameters,
these delimitations guarantee a targeted and feasible examination.

» The present study is delimited to the analysis of A2-level textbooks only.

1.10 Organization of the Thesis

The thesis, Assessment of Communicative Competence: A CEFR-Based Analysis of
Elementary Level Textbooks of Punjab, is structured to comprehensively evaluate the
alignment of A2-level English textbooks with the CEFR framework, focusing on

communicative competence. Chapter 1 introduces the research, highlighting the significance
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of CEFR standards in language education and their application to textbook analysis. Chapter
2 provides a literature review, exploring the concept of communicative competence, the CEFR
framework, and prior studies on textbook evaluation. Chapter 3 details the research
methodology, including a qualitative design, purposive sampling of Grade 6, 7, and 8
textbooks, and the use of CEFR-based checklists for data analysis. Chapter 4 presents the
analysis, assessing textbook activities in terms of their alignment with CEFR-defined
language skills and communicative competencies, such as linguistic and sociolinguistic
elements. The final chapter discusses findings, identifies gaps, and offers recommendations
to improve textbook alignment with CEFR standards, emphasizing the importance of fostering

real-life communication skills in elementary education.
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CHAPTER 2
LITERATURE REVIEW

Communicative competence refers to the ability to effectively and appropriately
convey, interpret, and negotiate meaning in social and linguistic contexts. It
encompasses linguistic competence (knowledge of grammar and vocabulary),
sociolinguistic competence (understanding of social norms and cultural contexts),
discourse competence (ability to construct coherent texts or conversations), and
strategic competence (skills to overcome communication breakdowns). This concept
was first introduced by Hymes (1972) as a counterpoint to Noam Chomsky's focus on
grammatical competence, emphasizing the importance of social context in language
use. This study explores the CEFR framework, and previous studies on textbook
analysis and grammatical error provide a comprehensive background for evaluating
elementary-level textbooks. Communicative competence, first introduced by Hymes
(1972) and later elaborated by Canale and Swain (1980), comprehends the ability to use
language effectively in various contexts. It involves not only grammatical accuracy but
also the ability to use language in socially and culturally appropriate ways. In addition,
developing communicative competence is essential for learners to explore real-life

interactions and achieve fluency.

In the study "A Systematic Review of CEFR-Related Research of English
Education in South Korea" (Ji-hye Jeon, 2022), the author examines trends in CEFR
(Common European Framework of Reference) research within South Korean English
education between 2000 and 2020. Adopting a systematic review methodology, the
study identifies and analyzes numerous relevant studies selected through defined
criteria. The review expresses a significant increase in CEFR-related studies post-2015,
particularly after the revised national curriculum was implemented, with a notable
increase in publications from 2018 and a predominant use of quantitative
methodologies in the studies. The research primarily focuses on matric and university
levels, including a broad range of CEFR levels from Basic to Proficient Users.
Furthermore, 80% of the studies are related to curriculum and evaluation based on
corpus data, emphasizing the need for further research on detailed-level settings and
their linkages to effectively apply CEFR in the Korean context. The study highlights

the necessity for extensive research to adapt CEFR to the EFL (English as a Foreign
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Language) context in Korea, aiming to enhance the overall quality and scope of English

education in the country.

Studies have emphasized the importance of aligning textbooks with CEFR
standards to ensure that they support the development of communicative competence
(Little, 2011; North, 2022). For instance, Littlejohn (2012) highlighted the need for
textbooks to include communicative activities, such as role-plays and group
discussions, to allow learners to practice language use in interactive contexts. Similarly,
Ahmad (2016) argued that effective textbooks should integrate a balance of receptive
(listening and reading) and productive (speaking and writing) skills, reflecting authentic
communication scenarios. However, there is limited literature specifically focusing on
the elementary level textbooks in Punjab and their alignment with the CEFR
framework. Given the educational reforms in Punjab aimed at enhancing English
language instruction, there is a pressing need for systematic evaluation of these

textbooks to determine their effectiveness in fostering communicative competence.
2.1 Components of Communicative Competence

The term "communicative competence” was first introduced by Hymes (1972)
and later elaborated by Canale and Swain (1980), who identified four components:
grammatical competence, sociolinguistic competence, discourse competence, and
strategic competence. Grammatical competence refers to the ability to use correct
syntax, morphology, and vocabulary. Sociolinguistic competence involves
understanding and appropriately using language in social contexts, including varying
registers, politeness conventions, and cultural norms. Discourse competence pertains to
the ability to produce coherent and cohesive spoken or written texts, while strategic
competence involves the use of verbal and non-verbal communication strategies to
overcome communication difficulties. Together, these components enable individuals
to effectively and appropriately communicate in various contexts, highlighting the

multidimensional nature of language proficiency.

This communicative approach moves beyond traditional grammar-focused
instruction to include interactive activities that simulate real-life communication
scenarios. For instance, role-plays, group discussions, and problem-solving tasks are
used to provide learners with opportunities to practice language use in meaningful

contexts (Savignon, 2002). These activities help learners not only to understand the
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mechanics of the language but also to apply their knowledge in practical situations,
therefore bridging the gap between theoretical knowledge and practical application.
The importance of communicative competence in language education is underscored
by its relevance to real-world communication. As Bachman (1996) notes, language
learners need to develop a broad set of skills that allow them to navigate various
communicative situations effectively. This holistic approach to language learning
ensures that students are prepared to engage in diverse interactions, whether in
academic settings, professional environments, or everyday social exchanges. The
emphasis on communicative competence reflects a shift towards more learner-centered
and functional approaches in language education, aligning with the goals of the
Common European Framework of Reference for Languages (CEFR) to promote

comprehensive language proficiency.

The implementation of communicative competence in language education also
presents challenges, particularly in contexts where traditional teaching methods are
deeply entrenched. In Kashmir, for instance, educators may face difficulties in
integrating communicative activities into the curriculum due to a lack of resources,
large class sizes, and limited professional development opportunities (Aurangzeb,
2022). These challenges highlight the need for targeted support and training for teachers
to effectively adopt and implement communicative language teaching practices.
Furthermore, textbook content must be carefully designed to include activities and
exercises that promote the development of all components of communicative

competence.

Given these considerations, it is essential to evaluate the alignment of
educational materials, such as textbooks, with the principles of communicative
competence. Analyzing the extent to which elementary-level textbooks in Punjab
incorporate elements of linguistic competence and pragmatic competence can provide
valuable insights into their effectiveness in fostering comprehensive language skills.
This analysis can inform curriculum development and instructional practices, ensuring
that learners are equipped with the necessary tools to achieve communicative
proficiency. By emphasizing communicative competence, language education can
better prepare students to meet the demands of a globalized world where effective
communication is key to exploring human interaction (Canale & Swain, 1980).
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2.1.1 Grammatical Competence

Grammatical competence refers to the knowledge of the linguistic code,
including vocabulary, morphology, syntax, and phonology. This component is
fundamental for producing and understanding accurate language structures (Chomsky,
1965). Vocabulary encompasses the words and phrases used in a language, while
morphology deals with the formation and structure of these words. Syntax involves the
rules that govern the structure of sentences, and phonology focuses on the sound system
of the language (Celce-Murcia & Larsen-Freeman, 1999). Together, these elements
form the foundation of grammatical competence, allowing learners to create
meaningful and grammatically correct sentences. In educational settings, developing
grammatical competence often begins with explicit instruction in grammar rules and
structures. Teachers use various techniques such as drills, exercises, and direct
instruction to help students internalize these rules. For instance, teaching the difference
between past and present tenses helps students describe actions accurately in time
(Idaryani et al., 2021). Furthermore, understanding the principles of sentence structure

enables students to construct complex sentences that convey more nuanced meanings.

The role of authentic materials cannot be understated in teaching grammatical
competence. Exposure to real-life language use through literature, media, and
interaction with native speakers helps students see grammar in context, reinforcing their
learning and providing models for correct usage (Krashen, 1985). Assessments to gauge
grammatical competence typically include multiple-choice questions, sentence
correction tasks, and essay writing, which require students to apply their knowledge of

grammar in various contexts.
2.1.2 Sociolinguistic Competence

Sociolinguistic competence involves the understanding of social norms and
cultural contexts that influence language use. It ensures that language is used
appropriately depending on the setting, the relationship between speakers, and the
intended purpose of the interaction. This competence is essential for effective
communication, as it allows individuals to navigate different social situations and
cultural nuances. For example, the formality of language used in a job interview differs
significantly from that used in a casual conversation with friends. Incorporating

sociolinguistic competence in language education involves exposing learners to diverse
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communicative situations and cultural contexts. Activities such as role-playing,
simulations, and cultural discussions help students practice appropriate language use in
various settings. Teachers also emphasize the importance of cultural conventions, such

as greetings, requests, and expressions of politeness, which vary across cultures.

Interaction with native speakers and immersion experiences significantly
enhance sociolinguistic competence by providing authentic contexts for language use
(Byram, 1997). These experiences allow learners to observe and practice the subtleties
of sociolinguistic norms in real-life situations. Assessments of sociolinguistic
competence often involve performance-based tasks, such as role-plays and peer
interactions, where students demonstrate their ability to use language appropriately in
different social contexts. Sociolinguistic competence, as defined by the CEFR, involves
understanding and applying the social rules of language use. It includes the ability to
use language appropriately in different social contexts, taking into account factors such
as politeness, formality, and cultural norms. This competence is crucial for learners to
interact effectively and appropriately in various social settings. The study explores how
sociolinguistic competence is developed and assessed in language learners, focusing on
the use of language in social interactions, cultural nuances, and the ability to convey
and interpret social meanings. By concentrating on these two competences, the study
aims to provide a comprehensive understanding of the linguistic and social dimensions
of language learning and use, in alignment with the CEFR guidelines for

communicative language competences.

Sociolinguistic competence involves the appropriateness of language use in
different social contexts, a key aspect of communicative competence as outlined by the
Common European Framework of Reference for Languages (CEFR) (Council of
Europe, 2001). This competence ensures that learners can adapt their language to fit
different social and cultural situations, which is essential for effective communication.
Sociolinguistic competence encompasses understanding and applying various linguistic
forms, registers, and cultural references in appropriate contexts (Council of Europe,
2001). Recent studies emphasize the significance of teaching methods such as
Communicative Language Teaching (CLT) and Content and Language Integrated
Learning (CLIL) in fostering sociolinguistic competence. CLT focuses on real-life
communication and interactive activities, which allow learners to practice language in

socially and culturally relevant contexts. This approach helps students develop the
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ability to adjust their language use according to the social norms and cultural
expectations of different settings (Richards, 2019). Similarly, CLIL integrates language
learning with subject matter content, providing learners with opportunities to engage
with language in diverse contexts and enhancing their sociolinguistic awareness (Coyle,
Hood, & Marsh, 2019).

Implementing sociolinguistic elements in language teaching aligns with the
CEFR objectives of developing comprehensive language proficiency. By incorporating
activities that require learners to navigate various social and cultural situations,
educators can help students develop a deeper understanding of language
appropriateness and cultural nuances (Doérnyei, 2021). Research indicates that learners
who receive instruction incorporating sociolinguistic aspects are better equipped to
communicate effectively in multicultural environments (Garcia, 2020). Therefore,
integrating sociolinguistic competence into language education is crucial for achieving
the communicative goals set by the CEFR and preparing learners for real-world

communication.
2.1.3 Discourse Competence

Discourse competence is the ability to construct coherent and cohesive texts,
whether spoken or written. It encompasses the understanding of how sentences and
utterances are connected to form meaningful communication (Halliday & Hasan, 1976).
Coherence refers to the logical flow of ideas in a text, while cohesion involves the use
of linguistic devices such as conjunctions, pronouns, and lexical ties to link sentences
and paragraphs. Effective discourse competence allows individuals to produce texts
that are both understandable and engaging. For example, in writing an essay, a student
must organize their ideas logically and use cohesive devices to guide the reader through
their argument. Similarly, in conversation, speakers need to maintain coherence and
cohesion to ensure that their message is clear and comprehensible (Somwe, 2010).
Teaching discourse competence involves providing students with opportunities to
practice constructing coherent and cohesive texts. Activities such as writing essays,
giving presentations, and participating in discussions help students develop their
discourse skills. Teachers also emphasize the use of cohesive devices and strategies for
organizing ideas logically. Assessments of discourse competence often include tasks
that require students to produce extended texts, such as essays and speeches, where they

must demonstrate their ability to create coherent and cohesive communication.
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2.1.4 Strategic Competence

Strategic competence entails using verbal and non-verbal strategies to overcome
communication barriers and enhance the effectiveness of communication (Dibekulu,
2020). This includes paraphrasing, asking for clarification, using gestures, and other
strategies that help individuals convey their message and understand others. Strategic
competence is crucial in situations where language proficiency may be limited or where
communication challenges arise. In language education, developing strategic
competence involves teaching students how to use various strategies to manage
communication breakdowns. For example, if a student does not know a specific word,
they might use a synonym or describe the concept in other words (Nurwahyuningsih,
2019). Teaching students to ask for clarification when they do not understand

something ensures that communication remains effective even when difficulties arise.

Role-playing and simulations effectively teach strategic competence, as they
allow students to practice using communication strategies in controlled settings.
Additionally, teachers can provide explicit instruction on different strategies and when
to use them. Assessing strategic competence often involves observing students in
communicative tasks to see how effectively they use strategies to manage

communication challenges.

Table 1

Categorization of Language Competences According to Chomsky, Hymes, Cummins,
Canale and Swain, Bachman, and Dibekulu

Form Function
Noam Chomsky Competence, Performance
Dell Hymes Linguistic Competence, Communicative Competence

James Cummins  Cognitive/Academic Language Proficiency (CALP), Basic
Interpersonal Communicative Skills (BICS)
Michael Canale & Grammatical + Discourse Competence, Sociolinguistic + Strategic

Merrill Swain Competence

Lyle Bachman Organizational Competence, Pragmatic Competence

Elaine Tarone Linguistic System, Production Strategy, Communication Strategy
Dibekulu Strategic Competence: Use of verbal and non-verbal strategies to

overcome communication barriers and enhance effectiveness of
communication

It is debatable how advisable and beneficial it is for students to prioritize one

aspect of language competence over the other. Communicative functions, it can be
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argued, necessitate the activation of linguistic competence. According to Canale and
Swain, the relative importance assigned to these two aspects of language should vary
depending on the students’ language proficiency levels. They suggest that, in the early
stages of second language acquisition (SLA), the focus should be on using language as
a means to develop grammatical competence (Canale & Swain, 1980). The ongoing
question is when it is appropriate to transition from focusing on grammatical knowledge

to mastering practical language use.

Bachman's concept of pragmatic competence is divided into two components:
illocutionary competence and sociolinguistic competence, as illustrated in Figure 2
below (Bachman, 1990, p. 87).

Language
Competence

Organizational Pragmatic
competence competence

Textual Sociolinguistic
competence competence

Grammatical
competence

Sensitivity
to
dialect or variety

Rhetorical

Cohesion  grganization

Vocabulary Syntax

Morphology lllocutionary

competence

Cultural reference
‘o and figures of speech
Sensitivity
to
Ideational naturalness  ggnsitivity

functions ) \ Heuristic to
Manipulative competence register
functions

Imaginative
competence

Figure 1

Bachman’s components of language competence.

When considering illocutionary competence, there are numerous strategies to
perform an illocutionary act. Bachman provides an example of asking someone for
help, varying in the level of subtlety or directness (Bachman, 1990, p. 91). A native or
proficient speaker naturally discerns and applies these strategies, such as choosing an

appropriate text from the following options:

a. | request that you help me.

b. Please help me.

o

If you help me, I’ll buy you a new comic book.

Q

Could you help me?

®

Why aren’t you helping me? (Bachman, 1990).
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The essential lexical items in these examples are 1/you/me, help, request, buy, to be,
could, why, if, please—all of which an A2 student typically knows. However, not many
students would likely be able to generate such a variety of ways to perform the
mentioned illocutionary competence. An intriguing aspect of Bachman’s theory of
communicative language use is his model of language use. He details the steps of
language execution, considering organizational competence, context, and strategic
competence. The first step involves the goal of interpreting or expressing speech with
a specific function, modality, and content (Bachman, 1990, p. 103). Bachman describes
three subsequent steps leading to the utterance, which is the act of expressing or
interpreting language. From my perspective, for L2 learners, the final phase, utterance,
does not necessarily equate to achieving the set goal. On the contrary, the utterance may
significantly deviate from the intended text, thereby obstructing comprehension or the
desired extra linguistic effect. Combining grammatical, sociolinguistic, discourse, and
strategic competences provides a comprehensive framework for understanding
communicative competence. Each component plays a crucial role in enabling effective
communication. Grammatical competence ensures that language is used correctly,
while sociolinguistic competence ensures it is used appropriately. Discourse
competence ensures that communication is coherent and cohesive, and strategic

competence helps manage communication breakdowns.

In practice, these components are interrelated and often overlap. For example,
a speaker might use grammatical rules to construct a sentence (grammatical
competence), choose appropriate language for the context (sociolinguistic
competence), organize their ideas logically (discourse competence), and use strategies
to clarify their message (strategic competence). Effective communicators seamlessly
integrate these competences to convey their message clearly and appropriately.
Language education programs that aim to develop communicative competence must
address all four components. This holistic approach ensures that learners are well-
equipped to handle a variety of communicative situations. Integrative activities that
require the use of multiple competences, such as group projects and debates, can help
students practice and develop their communicative competence in a balanced manner

(Larsen-Freeman et al., 2023).

Implementing the framework of communicative competence in language

education involves practical applications that enhance learners' abilities in real-world
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settings. For example, project-based learning activities can incorporate elements of
grammatical, sociolinguistic, discourse, and strategic competences. In a project where
students create a presentation on a cultural topic, they must use correct grammar
(grammatical competence), consider cultural norms (sociolinguistic competence),
organize their presentation logically (discourse competence), and manage any
communication issues that arise during the presentation (strategic competence).
Technology can also play a significant role in developing communicative competence.
Language learning apps and online platforms can provide interactive exercises and real-
time feedback, helping students practice and improve their skills. For instance, apps
like Duolingo offer grammar exercises (grammatical competence), while platforms like
Tandem connect learners with native speakers for conversational practice

(sociolinguistic competence) Celce-Murcia & Larsen-Freeman (1999).

Despite the clear framework, teaching communicative competence comes with
challenges. One significant challenge is ensuring that students get enough exposure to
authentic language use. Classroom settings can sometimes be too controlled, lacking
the unpredictability of real-life communication. To address this, language educators can
incorporate more authentic materials and real-world tasks into their teaching. Another
challenge is balancing the focus on all four components of communicative competence.
Some educational programs may emphasize grammatical competence at the expense of
the other components. To overcome this, educators should design curricula that
integrate all aspects of communicative competence, ensuring that students develop a

well-rounded skill set, (Celce-Murcia & Larsen-Freeman, 1999).

Additionally, teachers need adequate training to effectively teach
communicative competence. Professional development programs that focus on the
principles and practices of communicative language teaching can equip teachers with
the necessary skills and knowledge. Collaborative workshops and peer observations can
also provide opportunities for teachers to learn from each other and improve their
teaching practices. Developing communicative competence is essential for effective
language use in a variety of contexts. By understanding and addressing the components
of grammatical, sociolinguistic, discourse, and strategic competences, language
educators can create comprehensive programs that equip learners with the skills they
need to communicate effectively. Through integrative activities, practical applications,
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and overcoming challenges, students can achieve a high level of communicative

competence, preparing them for real-world interactions.
2.2 CEFR Framework and Language Competence

The CEFR focus on communicative competence aligns with modern language
teaching methodologies that prioritize the functional use of language. This approach
contrasts with traditional methods that heavily emphasize grammatical accuracy
without necessarily preparing learners for real-world communication (Chuan, 2010).
By addressing both linguistic and pragmatic aspects of language, the CEFR framework
helps learners develop the ability to communicate effectively in diverse contexts. The
prescribed English language textbook can become a highly effective tool for developing
oral communicative competence by incorporating more visual supplementary content.
According to Al-Mashagba (2017), the English textbook "Mosaic One Listening and
Speaking (Student's Book)" met 84 percent of the criteria for communicative
competence as defined by experts. The textbook was also evaluated for its ability to
demonstrate word usage in discussions. Learners practice through role play, which
helps them perform better in real-life communication scenarios. Initially, students
follow the textbook's conversation model, then organize and use terms in specific

situations.

Communicative competence, initially conceptualized by Hymes (1972),
emphasizes the ability to use language appropriately in various social and cultural
contexts. This concept goes beyond grammatical knowledge to incorporate pragmatic
and sociolinguistic understanding, ensuring that speakers can effectively communicate
in real-life situations. The Common European Framework of Reference for Languages
(CEFR), established by the Council of Europe, provides a widely recognized set of
standards that define language proficiency in terms of listening, speaking, reading, and
writing skills. The CEFR, categorized into six levels (A1-C2), has become an
international reference for language proficiency assessment (Council of Europe, 2021).

The shift towards communicative competence in language teaching has been
largely influenced by the growing demand for learners to acquire practical language
skills for everyday communication, both in personal and professional contexts. In this
respect, the CEFR has facilitated a more holistic approach to language assessment by

emphasizing not just grammatical accuracy, but also the ability to interact meaningfully
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and appropriately in real-world situations. For instance, CEFR focus on “can do”
descriptors support the development of practical communicative tasks that align with

students’ linguistic goals (Little, 2023).

The incorporation of CEFR into educational practices has been a significant step
toward standardizing language assessment worldwide. According to So and Slager
(2023), the CEFR comprehensive approach offers a more dynamic framework for
assessing communicative competence, moving beyond traditional grammatical
competence to assess learners’ ability to function effectively in real-world contexts.
This approach is particularly useful in contexts like Punjab, where English serves as a
second language, yet remains a significant tool for academic and professional success
(Ali & Han, 2023).

In Punjab, the integration of CEFR standards into language education has had a
transformative effect, particularly at the elementary school level. Textbooks, which
play a pivotal role in shaping the language skills of young learners, have been
increasingly aligned with the CEFR guidelines to ensure a balanced approach to
language acquisition. This involves focusing not only on linguistic competence but also
on the pragmatic and sociolinguistic skills required for effective communication (Shah
& Saleem, 2024). A recent study by (Bakir & Aziz, 2022) found that while CEFR-based
textbooks improved students’ grammar and vocabulary, there was still a need for more

emphasis on real-life communicative contexts.

The challenge of aligning textbooks with communicative competence and
CEFR standards lies in balancing the traditional focus on grammar and structure with
the need for interactive, real-world language use. According to Barani and Mollah
(2023), many textbooks continue to prioritize vocabulary and grammar exercises that
often do not reflect the context of actual communication. These textbooks, while
essential for building foundational language skills, fall short in fostering the pragmatic
and sociolinguistic skills that are central to communicative competence. To remedy
this, Barani and Mollah (2023) suggest a more integrated approach that incorporates
real-world tasks, like role plays and problem-solving activities, to better reflect the

CEFR communicative focus.

Linguistic competence, which encompasses knowledge of syntax, morphology,
and phonology, is often prioritized in textbooks, particularly at the early stages of
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language learning. However, recent research suggests that a singular focus on linguistic
competence without corresponding emphasis on pragmatic competence may hinder
learners from achieving true communicative competence (Richards & Rodgers, 2023).
The CEFR emphasis on pragmatic skills, such as the ability to make requests, give
advice, or express opinions, is often underrepresented in elementary textbooks, limiting
students' ability to function fluently in communicative settings (Jones & Thomsen,
2023).

Moreover, sociocultural competence—understanding the social and cultural
contexts in which language is used—plays a crucial role in communicative competence.
Recent studies indicate that textbooks in Punjab often fail to adequately represent the
sociocultural diversity necessary for effective communication. For example, although
the textbooks may teach basic language structures, they often lack content that
addresses cultural nuances and situational appropriateness, essential elements of
communicative competence (Ahmad, 2023). Research by Khan and Aziz (2024) further
emphasizes the need for textbooks that incorporate culturally relevant material,
enabling students to understand language use in various contexts, both inside and

outside the classroom.

The CEFR “can-do” descriptors guide the design of assessment tasks that
measure learners' ability to use language in practical scenarios. However, the challenge
in the Punjab context is that many assessment tools in current textbooks focus
predominantly on traditional forms of language assessment, such as fill-in-the-blank
exercises and vocabulary quizzes, which do not adequately measure communicative
competence. Research by Sulaiman and Choudhary (2023) indicates that assessment
tools in textbooks should be updated to align with the CEFR emphasis on real-world
tasks, such as group discussions, presentations, and written assignments that require

students to demonstrate their ability to use language in authentic contexts.

Despite these challenges, there is growing recognition of the importance of
aligning textbooks with the CEFR to enhance communicative competence. The CEFR
provides clear descriptors for both linguistic and pragmatic competence, offering
valuable guidelines for developing textbooks that foster these skills in students. Recent
efforts in Punjab have focused on updating English language textbooks to integrate
communicative tasks that promote interaction and real-world language use, but there

remains significant room for improvement (Mirza & Raza, 2024).
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Finally, future research should focus on longitudinal studies that evaluate the
effectiveness of CEFR-aligned textbooks in enhancing communicative competence
among elementary school students in Punjab. By examining students’ actual language
use in varied contexts, such research could provide deeper insights into how well
textbooks support the development of both linguistic and pragmatic competence, and
how these competencies correlate with real-world communicative abilities (Shams &
Igbal, 2024).

2.3 Pedagogical Implications of CEFR in Language Teaching

The Common European Framework of Reference for Languages (CEFR) has
become an important benchmark in the field of language education, offering a
standardized method to measure and describe language proficiency across different
contexts. This literature review explores various teaching methods and approaches in
relation to the CEFR, highlighting how these methodologies align with CEFR

communicative competence objectives and proficiency levels.

The CEFR, introduced by the Council of Europe in 2001, provides a
comprehensive framework for language teaching, learning, and assessment (Council of
Europe, 2001). It emphasizes communicative competence, encompassing linguistic,
sociolinguistic, and pragmatic components. The adoption of CEFR has significantly
influenced language education practices worldwide, encouraging a shift towards more
communicative and learner-centered approaches. Moreover, the CEFR impact extends
to curriculum design, assessment practices, and teacher training. Educational
institutions have increasingly aligned their curricula with CEFR standards to ensure
consistency and transparency in language education. Assessments have also evolved to
include more formative and performance-based evaluations that reflect the CEFR
emphasis on practical language use (Piccardo, North, & Goodier, 2019). Additionally,
teacher training programs now frequently incorporate CEFR guidelines to better
prepare educators for implementing communicative and learner-focused methodologies

in their classrooms (East, 2020).
2.3.1 Grammar-Translation Method

The Grammar-Translation Method, one of the oldest language teaching
approaches, focuses on translating sentences between the target language and the native

language, with an emphasis on grammar rules and vocabulary (Richards & Rodgers,
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2001). Although this method is associated with CEFR communicative approach, it can
support foundational knowledge at lower levels, particularly Al and A2, where basic

vocabulary and grammatical structures are introduced (Council of Europe, 2001).

At the beginning levels of language learning, students are often introduced to
the Grammar-Translation Method (GTM), which focuses on acquiring fundamental
vocabulary and grammatical structures. GTM provides a solid foundation for
understanding the syntax and grammar of the target language, which is beneficial for
learners who prefer an analytical approach (Richards & Rodgers, 2014). The method
emphasizes translation and grammar exercises, aiming to help students build a strong

base in the language's structural components.

However, the Grammar-Translation Method has been critiqued for its limited
focus on communicative competence. Unlike more modern approaches that prioritize
communication skills, GTM does not necessarily foster the ability to use language in
real-world contexts. The Common European Framework of Reference for Languages
(CEFR) stresses the importance of not only understanding grammar but also being able
to use the language effectively in authentic situations (Council of Europe, 2001). The
CEFR framework promotes a shift toward language use in meaningful interactions,

which is central to communicative competence.

While the Grammar-Translation Method can be a useful tool in the early stages
of language learning, it should ideally be supplemented with more communicative
approaches to better align with the CEFR emphasis on practical language use. This
supplementation could involve incorporating activities that enhance speaking, listening,
and interactive skills, ensuring a more holistic development of language abilities that
extends beyond theoretical knowledge

By integrating GTM with CEFR communicative principles, educators can help
students achieve a balanced understanding of language, combining grammatical
accuracy with the ability to effectively communicate in diverse situations. This
approach facilitates a more comprehensive mastery of both the structural and functional
aspects of the language, preparing learners to meet the demands of real-world

communication.

In Pakistan, both government and private schools predominantly employ the
Grammar-Translation Method (GTM) for teaching English. This method emphasizes
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the teaching of grammatical rules followed by translation exercises, concentrating
mainly on reading and writing while neglecting listening and speaking skills.
Vocabulary acquisition is often achieved through memorization, and the native
language is frequently used in the classroom (Richards & Rodgers, 2014). Despite its
limitations, such as its ineffectiveness in developing communicative skills, GTM
remains prevalent in Pakistan due to the lack of alternative methods and the teachers'
familiarity with it from their own education (Awan & Nawaz, 2015). GTM is also
favored for its ability to provide teachers with greater control and for its suitability in
managing large classes (Richards & Rodgers, 2014).

2.3.2 Direct Method

The Direct Method emphasizes speaking and listening in the target language
without translation, using real-life contexts to facilitate language acquisition (Larsen-
Freeman, 2000). This method supports CEFR communicative competence objectives
by fostering spontaneous language use across all proficiency levels, from Al to C2
(Council of Europe, 2001).

This method supports CEFR communicative competence objectives by
fostering spontaneous language use across all proficiency levels, from Al to C2
(Council of Europe, 2001). At the Al and A2 levels, learners are encouraged to use
basic phrases and sentences to communicate in everyday situations. As they progress
to higher levels, the emphasis shifts to more complex interactions, such as discussing
abstract concepts and participating in debates. The Direct Method aligns with the CEFR

goal of enabling learners to use language fluently and appropriately in various contexts.

One of the key advantages of the Direct Method is its ability to create an
immersive learning environment where learners are constantly exposed to the target
language. This continuous exposure helps improve their pronunciation, listening
comprehension, and overall fluency. By avoiding translation and focusing on direct
association between meaning and language, learners develop a more intuitive grasp of
the target language, which is crucial for achieving communicative competence (Larsen-
Freeman & Anderson, 2011). Another frequently employed method for teaching
English in Pakistani schools is the Direct Method (DM) (Awan & Nawaz, 2015). The
Direct Method implicitly introduces grammar and discourages the use of the native

language during instruction. Classroom instructions are delivered entirely in the target
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language, and vocabulary is acquired through its use in oral communication. Unlike the
Grammar-Translation Method, DM emphasizes speaking and listening, alongside
reading and writing. It promotes demonstration over translation and action over
explanation, encouraging students to apply grammatical rules in communication rather
than memorizing them (Richards & Rodgers, 2014). This method, however, is primarily
used in elite schools in Pakistan (Qayyum, 2014). Although considered superior to
GTM, DM also has its drawbacks. Students often face challenges adjusting to this
significant shift, and the exclusive use of the target language in the classroom can create

a linguistic barrier (Hussain et al., 2022).
2.3.3 Audio-Lingual Method

The Audio-Lingual Method uses repetition and drills to teach language
structures, focusing primarily on listening and speaking skills (Brooks, 1964). This
approach aligns with CEFR oral production and interaction descriptors, helping

learners practice pronunciation and oral fluency, particularly at the Al and A2 levels.

This approach aligns with CEFR oral production and interaction descriptors,
helping learners practice pronunciation and oral fluency, particularly at the Al and A2
levels (Council of Europe, 2001). By engaging in repetitive drills, students at these
foundational levels can develop their basic speaking and listening skills, which are
essential for building confidence in using the target language. The method's focus on
correct pronunciation and structured dialogue can be particularly beneficial for learners
who need to establish a solid foundation in the sounds and basic sentence structures of
the language. Studies on the Audio-Lingual Method have explored its effectiveness in
various contexts. Research has shown that this method can be particularly useful for
beginners who need intensive practice to develop their speaking and listening skills
quickly. For example, a study by Demirezen (2019) found that repetition and drills in
the Audio-Lingual Method significantly improved students’ pronunciation accuracy
and fluency in an EFL context. Another study by Abedi et al. (2020) highlighted the
method's effectiveness in enhancing learners’ immediate recall of vocabulary and
language structures, although it noted that the method might not adequately develop

learners' communicative competence in more spontaneous, real-life situations.

Furthermore, recent research has examined the integration of modern

technology with the Audio-Lingual Method. For instance, Namaziandost et al. (2020)
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investigated the use of language learning apps and software that incorporate audio-
lingual techniques. The study concluded that such digital tools could enhance the
traditional method's efficacy by providing more engaging and interactive forms of

repetition and practice, thus maintaining learners' motivation and interest.
2.3.4 Communicative Language Teaching (CLT)

Communicative Language Teaching (CLT) focuses on interaction as both the
means and the goal of learning, using real-life communication tasks (Savignon, 2002).
Strongly aligned with CEFR focus on communicative competence, CLT emphasizes
functional language use and is effective across all levels, from Al to C2 (Council of
Europe, 2001).

The Audio-Lingual Method, with its emphasis on repetitive drills and controlled
practice, aligns well with the CEFR descriptors for oral production and interaction,
particularly benefiting learners at the A1 and A2 proficiency levels (Council of Europe,
2001). By engaging in consistent and structured practice, students can develop their
basic speaking and listening skills, which are crucial for building confidence in using
the target language. The method's focus on correct pronunciation and structured
dialogue helps establish a solid foundation in language use, making it particularly
effective for beginners who need to master foundational vocabulary and grammatical
structures. Research into the effectiveness of the Audio-Lingual Method has produced
valuable insights. Studies have confirmed that this method is particularly useful for
beginners who require intensive practice to enhance their speaking and listening skills.
For example, Demirezen (2019) found that the repetitive drills characteristic of the
Audio-Lingual Method significantly improved students' pronunciation accuracy and
fluency in an English as a Foreign Language (EFL) setting. Similarly, Abedi et al.
(2020) demonstrated that the method effectively enhances learners' immediate recall of
vocabulary and language structures. However, they also noted that while the method is
effective for basic language acquisition, it might not sufficiently develop learners'
ability to use language spontaneously in real-life contexts.

Recent research has also explored how modern technology can augment the
traditional Audio-Lingual Method. Namaziandost et al. (2020) examined the
integration of language learning apps and software that incorporate audio-lingual
techniques. Their study concluded that these digital tools could enhance the traditional
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method's effectiveness by offering more engaging and interactive repetition and
practice opportunities, thus improving learners’ motivation and engagement. This
integration reflects a growing trend of combining classic methods with contemporary

technologies to support language learning.
2.3.5 Task-Based Language Teaching (TBLT)

Task-Based Language Teaching (TBLT) centers on engaging learners in
meaningful tasks that require the use of the target language to achieve specific
outcomes. Rather than focusing on explicit language instruction or form, TBLT
emphasizes the completion of practical tasks that mirror real-life language use (Nunan,
2004). This approach aligns well with the CEFR communicative competence
framework, which prioritizes the ability to use language effectively in various contexts
over mere grammatical accuracy (Ellis, 2003). By integrating tasks that involve
problem-solving, project work, or real-world interactions, TBLT helps learners develop

their linguistic skills in a context that is relevant and applicable to everyday situations.

The alignment of TBLT with CEFR goals of practical language use makes it
suitable for all proficiency levels. At lower levels, tasks can be simplified to match
learners' current capabilities, while at higher levels, more complex tasks can challenge
learners to apply their skills in more sophisticated ways. For instance, tasks designed
for A1 and A2 levels might involve basic interactions or simple problem-solving
scenarios, whereas tasks for B1 to C2 levels might include debates, presentations, or
complex projects (Ellis, 2003). This flexibility allows TBLT to cater to a wide range of
proficiency levels while maintaining a focus on practical language use. Research has
shown that TBLT can effectively enhance language learning outcomes by promoting
active engagement and real-world application of language skills. For example, a study
by Carless (2019) demonstrated that TBLT improved students’ communicative
competence and motivation by involving them in meaningful tasks that reflected real-
life situations. Similarly, Jeon and Hahn (2020) found that TBLT contributed to
significant gains in learners’ fluency and task performance. These findings underscore
the effectiveness of TBLT in supporting CEFR aim of developing learners' ability to

use language effectively in various contexts.

2.3.6 Content and Language Integrated Learning (CLIL)
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Content and Language Integrated Learning (CLIL) is an educational approach
that combines learning academic subjects with acquiring a foreign language. In CLIL,
subjects such as history, science, or geography are taught through the target language,
thus integrating content learning with language development (Coyle, Hood, & Marsh,
2010). This method enhances language skills and allows students to gain knowledge in
other academic areas simultaneously. By using the language to learn and discuss
various subjects, CLIL fosters cognitive and linguistic development, making it highly
relevant for learners at intermediate to advanced proficiency levels, particularly from
B1 to C2 on the CEFR scale (Dalton-Puffer, 2007).

CLIL's alignment with CEFR goals is evident in its emphasis on practical
language use within meaningful contexts. This approach supports the development of
language skills through the exploration of content, which helps students apply language
in authentic situations and develop higher-order thinking skills (Coyle et al., 2010). For
example, learners might engage in activities such as discussing historical events in the
target language or conducting science experiments, which provides them with
opportunities to practice language in varied and complex contexts, thereby advancing

their proficiency.

Recent studies on CLIL have highlighted its effectiveness in improving both
language and content knowledge. A study by Lasagabaster and Sierra (2019) found that
CLIL students outperformed their peers in language proficiency and subject
knowledge, attributing these outcomes to the dual focus on language and academic
content. Another study by Dalton-Puffer (2020) revealed that CLIL promotes greater
language use and fluency compared to traditional language learning methods,
demonstrating its efficacy in supporting CEFR communicative competence framework.

2.3.7 Total Physical Response (TPR)

Total Physical Response (TPR) is a language teaching method developed by
James Asher in 1969 that involves physical movement as a response to verbal
instructions. The approach is designed to help learners, particularly beginners,
understand and internalize new language through actions associated with the commands
given (Asher, 1969). This method is especially effective in the early stages of language

learning (Al and A2 levels) as it facilitates comprehension and reinforces listening
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skills by engaging learners in physical responses to verbal input (Richards & Rodgers,
2001).

TPR aligns with CEFR focus on receptive skills and comprehension at the
foundational levels. By integrating physical actions with language input, TPR helps
learners develop a strong connection between spoken language and meaning, which is
crucial for building initial language skills. For instance, students might follow
commands such as "stand up" or "sit down," thereby reinforcing their understanding of
these instructions through physical enactment (Asher, 1969). This kinesthetic approach
supports language acquisition by making the learning process more interactive and

memorable.

Recent studies have highlighted the benefits of TPR in various educational
contexts. A study by Koga and Nakata (2021) demonstrated that TPR effectively
improved elementary students' listening comprehension and vocabulary retention by
incorporating movement-based activities. Another study by Amin and Fadilah (2022)
found that TPR enhances engagement and reduces anxiety among young learners,
facilitating a more positive learning experience. These findings underscore TPR's
alignment with CEFR goals of fostering comprehension and initial language

proficiency through interactive and practical methods.
2.3.8 Suggestopedia

Suggestopedia, developed by George Lozanov in 1978, is a teaching method
that leverages relaxation and positive suggestion to enhance language learning. The
approach emphasizes creating a comfortable and stress-free environment, which is
believed to facilitate the acquisition of new languages by reducing learner anxiety and
increasing motivation (Lozanov, 1978). This method is versatile and can be applied
across various proficiency levels to support CEFR goals of communicative competence
by fostering a positive and supportive learning atmosphere (Richards & Rodgers,
2001).

The method aligns with CEFR focus on reducing learner stress and promoting
effective communication. By employing techniques such as relaxation exercises,
classical music, and suggestive language cues, Suggestopedia aims to improve learners'
receptivity and engagement, which in turn can enhance their ability to use the target
language effectively (Lozanov, 1978). This approach supports the development of
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linguistic and pragmatic skills by creating a conducive learning environment where

learners feel more confident and motivated to participate in language activities.

Recent research on Suggestopedia has explored its impact on language
acquisition and learner attitudes. A study by Liao and Wu (2020) found that
Suggestopedia significantly improved learners' language retention and fluency by
reducing anxiety and increasing their willingness to communicate. Another study by
Kovalchuk and Yelina (2021) highlighted that the method's emphasis on relaxation and
positive reinforcement positively affected learners' motivation and engagement. These
studies underscore Suggestopedia alignment with CEFR communicative competence
objectives by demonstrating its effectiveness in fostering a supportive and engaging

learning environment.
2.3.9 Natural Approach

The Natural Approach, developed by Stephen Krashen and Terrell (1983),
prioritizes natural language acquisition through a focus on comprehension and
meaningful communication rather than explicit grammar instruction. This method
aligns with the CEFR emphasis on communicative competence by promoting language
use in real-life contexts and fostering a natural learning environment (Krashen &
Terrell, 1983). By emphasizing understanding and interaction, the Natural Approach
supports learners in acquiring language skills organically, making it applicable across
all proficiency levels, from Al to C2 (Council of Europe, 2001).

In practice, the Natural Approach involves creating a language-rich
environment where learners are exposed to comprehensible input and encouraged to
engage in meaningful communication. This method values the acquisition of language
in a context that mirrors natural language use, supporting the development of both
linguistic and pragmatic skills. The approach aligns with CEFR goal of achieving
communicative competence by facilitating language learning through authentic
interactions and reducing the focus on formal grammar instruction (Krashen & Terrell,
1983).

Recent studies have examined the effectiveness of the Natural Approach in
various educational settings. Another study by Huang and Yang (2021) demonstrated
that the Natural Approach effectively supported language acquisition in immersive

environments, reinforcing CEFR focus on real-life language use. These findings
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underscore the Natural Approach's alignment with CEFR communicative competence
objectives by highlighting its role in fostering natural and effective language learning

experiences.

The CEFR has significantly influenced language teaching and assessment
practices, promoting a communicative approach to language education. Aligning
various teaching methods and approaches with CEFR levels and competencies
enhances the effectiveness of language instruction, ensuring that learners develop the
necessary skills to communicate effectively in real-life contexts. Ongoing research and
professional development are essential for the continued success of CEFR

implementation in diverse educational settings.
2.3.10 Bloom's Taxonomy

Bloom's Taxonomy, a framework for categorizing educational objectives, has
long been recognized as an essential tool for structuring curriculum and assessments in
education. Over the past two decades, various studies have explored its application in
different educational contexts, particularly in relation to textbook design and
instructional methods. Anderson and Krathwohl’s (2001) revision of Bloom's original
model introduced a more dynamic and action-oriented framework, emphasizing
cognitive skills such as "remembering,” "understanding,” and "creating." This revised
taxonomy has been extensively integrated into textbook design, especially in English
language teaching (Richards & Rodgers, 2014), where textbooks aim to build higher-

order thinking skills in students.

Recent studies examining Bloom's Taxonomy and its application in textbook
development show a shift towards fostering critical thinking and problem-solving skills
in students. According to Alhaysony (2021), many English language textbooks
published in recent years incorporate the revised Bloom's Taxonomy to structure their
contents in a way that promotes cognitive engagement through tasks that progress from
simple recall to complex analysis and creation. These textbooks increasingly focus on
developing students’ ability to use language in meaningful and authentic contexts,
rather than just mastering vocabulary and grammar rules (Brown, 2020). Such
approaches align with the goals of the CEFR (Common European Framework of

Reference for Languages) to build communicative competence, where textbooks serve
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not only as repositories of knowledge but as tools for active learning and engagement
(Council of Europe, 2001).

Furthermore, studies on the effectiveness of Bloom’s Taxonomy in textbooks
have shown that textbooks designed with a focus on higher-order cognitive skills
enhance student outcomes in both language learning and critical thinking. For instance,
Ayodele and Lawal (2022) found that textbooks that utilized Bloom’s revised
taxonomy provided learners with opportunities to engage in tasks that demanded
higher-order thinking skills, such as problem-solving, argumentation, and synthesis.
These textbooks, in turn, promoted better understanding of the content and encouraged
students to take ownership of their learning. The use of Bloom’s levels in textbooks,
such as fostering analysis and evaluation, also provides teachers with clear guidelines
for assessing student progress in developing these skills (O'Neill & McMahon, 2021).

In contrast, a study by Rahman (2020) highlighted the challenges faced in
designing textbooks that adhere strictly to Bloom’s Taxonomy. They noted that many
textbooks, particularly in under-resourced contexts, still focus primarily on rote
learning and basic knowledge recall, with limited attention to higher-order skills. This
issue is particularly prevalent in regions where traditional teaching methods, such as
the Grammar-Translation Method (Richards & Rodgers, 2014), continue to dominate
classroom practices. Rahman and Rahman (2020) argued that despite the presence of
Bloom’s Taxonomy in the curriculum, textbooks often fail to fully engage students in

the cognitive processes necessary for deep learning and critical thinking.

Additionally, the integration of Bloom's Taxonomy in the design of digital
textbooks has become an emerging trend in educational research. According to Li and
Zhang (2023), digital books are increasingly being designed to incorporate interactive
activities that align with Bloom's cognitive levels. These activities aim to encourage
students to move beyond passive learning and engage in more active forms of learning
through quizzes, simulations, and multimedia content. By offering opportunities for
students to interact with the material, these digital textbooks foster a more immersive
learning experience, which is critical for the development of both cognitive and

communicative competences (Churches, 2008).

The impact of Bloom’s Taxonomy on textbook design is also reflected in its

ability to support differentiated instruction. By structuring tasks and activities
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according to Bloom's levels, textbooks can cater to students with varying levels of
proficiency and learning styles. A study by Kaur and Cheema (2021) examined the role
of textbooks in supporting differentiated instruction in the Pakistani context, finding
that textbooks incorporating Bloom’s Taxonomy were more effective in catering to a
diverse range of learners. These textbooks not only provided a range of activities at
different cognitive levels but also allowed teachers to modify tasks according to student

needs, ensuring that all learners could engage with the content meaningfully.
2.4  Communicative Competence for A2 Proficiency Level

According to the same framework, an A2 level learner, classified as a basic or
"waystage" user, should be capable of expressing personal opinions and attitudes,
exchanging information, and both making and responding to requests. This proficiency
includes using simple, everyday expressions and engaging in basic social interactions,
such as following common routines and employing standard polite forms of greeting
and addressing others. Additionally, the learner should be able to make and respond to
invitations, suggestions, or apologies in a straightforward manner. The table below
illustrates examples of communicative competence and sociolinguistic skills relevant
to the A2.

Table 2

Examples of Communicative Competence Skills with Sociolinguistic Features for A2
Level Retrieved from CEFR.

Category Activity and Description

Strategy
Productive Speaking ADDRESSING AUDIENCES: Can give a
Activities and short, rehearsed presentation on a topic
Strategies pertinent to his/her everyday life, briefly

giving reasons and explanations for opinions,
plans, and actions.

Writing CREATIVE WRITING: Can write about
everyday aspects of his/her environment,
such as people, places, job or study
experiences, in linked sentences.

Can write a series of simple phrases and
sentences about family, living conditions,
educational background, and most recent job.
Receptive Aural Reception LISTENING TO AUDIO MEDIA AND
Activities and (Listening) RECORDINGS: Can understand and extract
Strategies essential information from short, recorded
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passages dealing with predictable everyday
matters that are delivered slowly and clearly.
Visual Reception OVERALL READING
(Reading) COMPREHENSION: Can understand short,
simple texts on familiar matters of a concrete
type which consist of high-frequency every
day or job-related language.

Interactive Spoken OVERALL SPOKEN INTERACTION: Can
Activities and Interaction handle very short social exchanges.
Strategies

CONVERSATION: Can establish social
contact  with greetings, farewells,
introductions, and thanks. Can participate in
short conversations in routine contexts on
topics of interest. Can express feelings in
simple terms and thanks.

Can handle very short social exchanges but
may struggle to keep the conversation going
independently.

Can use simple everyday polite forms of
greeting and address.

Can make and respond to invitations,
suggestions, and apologies.

Can say what he/she likes and dislikes.

Informal Can make and respond to suggestions, agree
Discussion (With and disagree with others, and discuss
Friends) everyday practical issues in a simple way

when addressed clearly, slowly, and directly.

Formal Discussion Can exchange relevant information and give

and Meetings opinions on practical problems when asked
directly, with some improvisation, and can
ask for repetition of key points if necessary.
Can say what he/she thinks about things in a
formal meeting when addressed directly,
provided he/she can ask for repetition of key
points if needed.

Written Correspondence Can write very simple personal letters
Interaction expressing thanks and apologies.
Interaction Taking the Floor Can use simple techniques to start, maintain,
Strategies (Turn taking) or end a short conversation.

Can initiate, maintain, and close simple face-
to-face conversations.
Can ask for attention.
Mediating No description
Activities and available for level
Strategies A2
This table illustrates the range of communicative competencies expected from

learners at the A2 level, highlighting their abilities in various skills and strategies.
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Examples of Communicative Competence Skills with Linguistic Features for A2 Level
Retrieved from CEFR.

Category

Activity and Strategy

Description

Productive
Activities and
Strategies

Receptive
Activities and
Strategies

Interactive
Activities and
Strategies

Written
Interaction

Interaction
Strategies

Speaking

Writing

Aural Reception

(Listening)

Visual Reception

(Reading)

Spoken Interaction

Informal Discussion

(With Friends)

Formal Discussion

and Meetings

Correspondence

Taking the
(Turntaking)

Floor

ADDRESSING AUDIENCES: Can give a
simple description of their surroundings or
activities. Can use basic vocabulary and
structures to convey familiar topics clearly.
CREATIVE WRITING: Can write short,
simple texts on familiar subjects such as daily
routines, places, and people using basic
sentence structures. <br> Can produce brief
personal notes and messages with simple
language.

LISTENING TO AUDIO MEDIA AND
RECORDINGS: Can understand short,
clear, and simple messages and
announcements on familiar topics delivered
slowly and clearly.

OVERALL READING
COMPREHENSION:

Can read and understand  short,
straightforward texts on familiar matters,
including simple instructions, signs, and
notices.

OVERALL SPOKEN INTERACTION:
Can engage in simple, routine conversations
about familiar topics, using basic language to
ask and answer questions.

Can manage simple discussions in familiar
contexts, such as discussing daily activities or
making plans. Can ask for and provide basic
information.

Can give brief contributions to discussions on
familiar subjects when addressed directly,
using basic language to convey opinions or
ask for clarification.

Can write very simple personal letters or
messages about everyday topics, using basic
structures and vocabulary to express simple
thoughts or requests.

Can use simple techniques to participate in
conversations, such as asking for
clarification, giving a brief response, or
taking turns in a conversation.
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This table outlines the various linguistic competencies expected from learners at the
A2 level, reflecting their ability to use basic language structures and vocabulary in

different communicative contexts.
2.5 CEFR-Aligned Textbook Features

2.5.1 Skills and Competencies

Each CEFR level is associated with specific skills and competencies across four
key areas: listening, reading, speaking, and writing. For example, at the Al level,
learners should be able to understand and use familiar everyday expressions and very
basic phrases aimed at satisfying concrete needs. At the C1 level, learners should be
able to understand a wide range of demanding, longer texts, and recognize implicit
meaning (Council of Europe, 2001). Implementing the CEFR framework in Malaysia
poses several challenges. One major issue is the need for teacher training to ensure that
educators understand and can effectively apply CEFR standards in their teaching
practices (Mohamad, 2023). Additionally, there is a need for resources and support

materials that align with CEFR levels to be made available to schools and teachers.

The application of the CEFR framework to textbook analysis has been
extensively studied to evaluate how well educational materials align with the
competencies outlined by the CEFR. Textbooks are crucial in shaping the language
learning experiences of students, and their content can significantly influence the
development of communicative competence. Studies by Little (2011) and North (2022)
have highlighted the importance of aligning textbooks with CEFR standards to ensure
that learners are adequately prepared for real-world communication. Aligning
textbooks with CEFR standards involves ensuring that the materials cover the necessary
competencies for each proficiency level. This includes providing tasks and activities
that foster grammatical, sociolinguistic, discourse, and strategic competence. By
adhering to the CEFR framework, textbooks can offer a structured approach to language
learning, enabling students to progress systematically through the proficiency levels
(North, 2022). Such alignment ensures that learners receive a comprehensive education

that prepares them for practical language use.

Littlejohn's (2011) seminal study underscored the critical role of communicative
activities within language textbooks. He advocated for the integration of diverse

activities such as role-plays, simulations, and group discussions, highlighting their
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effectiveness in enabling learners to practice language skills in interactive settings.
These activities are designed not only to enhance linguistic proficiency but also to foster
communicative competence by encouraging learners to use language in contextually
relevant situations (Littlejohn, 2011). Echoing this sentiment, Tomlinson (2012)
emphasized the need for language textbooks to strike a balance between receptive
(listening and reading) and productive (speaking and writing) skills. He argued that
textbooks should provide ample opportunities for learners to engage in meaningful
communication tasks that mirror authentic language use in everyday scenarios. By
incorporating communicative activities, such as problem-solving tasks and
collaborative projects, Tomlinson asserted that textbooks can better prepare learners to
navigate real-life communication challenges with confidence and proficiency
(Tomlinson, 2012).

Moreover, both Littlejohn and Tomlinson highlighted the pedagogical benefits
of communicative activities in fostering active learning and engagement among
learners. These activities not only facilitate the application of language skills in
practical contexts but also promote interaction and collaboration among students,
thereby enhancing their communicative competence (Littlejohn, 2011; Tomlinson,
2012). Furthermore, the integration of communicative activities aligns with the
principles of communicative language teaching (CLT), which emphasizes the
importance of meaningful interaction in language learning. By engaging learners in
tasks that require negotiation of meaning and authentic communication, textbooks can
effectively support the development of both linguistic and pragmatic competencies
(Littlejohn, 2011; Tomlinson, 2012). Critically, Littlejohn and Tomlinson's work
underscores the need for language educators and textbook developers to prioritize
communicative activities in curriculum design. These activities not only enhance
language proficiency but also equip learners with the necessary skills to effectively
communicate in diverse social and cultural contexts, thereby promoting language
learning outcomes that extend beyond mere grammatical accuracy (Littlejohn, 2011;
Tomlinson, 2012). In conclusion, the emphasis on communicative activities in language
textbooks, as advocated by scholars like Littlejohn and Tomlinson, represents a pivotal
step towards fostering communicative competence among language learners. By

providing opportunities for authentic language use and meaningful interaction, these
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activities play a crucial role in preparing learners to navigate the complexities of real-

world communication effectively (Littlejohn, 2011; Tomlinson, 2012).
2.5.2 CEFR and Language Assessment

The CEFR framework provides a comprehensive basis for designing language
assessments. Tests such as the Test of English for International Communication
(TOEIC) and the International English Language Testing System (IELTS) use CEFR
levels to align their scoring systems, ensuring that their assessments reflect a
standardized measure of language proficiency (WALUYO, 2023). This standardization
helps in comparing language proficiency across different tests and educational contexts.
Evaluating textbooks against CEFR standards typically involves analyzing the content,
structure, and activities provided in the textbooks. Key aspects of this analysis include
the types of communicative activities, the integration of cultural contexts, and the
opportunities for authentic language use. For instance, little (2022) emphasizes the need
for textbooks to include a variety of tasks that reflect real-life situations, thereby helping

learners to develop practical communication skills.

Designing textbooks that align with CEFR standards can be challenging,
particularly in terms of ensuring that all competencies are adequately addressed. One
common issue is the overemphasis on grammatical competence at the expense of other
components such as sociolinguistic and strategic competence. Little (2022) points out
that while grammar is important, it should not overshadow the need for learners to
develop the ability to use language appropriately in various social and cultural contexts.
In regions like Punjab, where English is taught as a second or foreign language,
adapting textbooks to align with CEFR standards involves considering the local
linguistic and cultural context. This adaptation process ensures that the materials are
relevant and accessible to students. Thiagarajan (2023) suggests that incorporating local
examples and contexts into CEFR-aligned textbooks can enhance their effectiveness
and help learners relate to the content more easily. Studies have shown that using
textbooks aligned with the CEFR framework can have a positive impact on student
learning outcomes. By providing a clear progression of language skills and emphasizing
practical communication, these textbooks help students develop a well-rounded
proficiency in the language. Little (2011) notes that students who use CEFR-aligned
materials tend to perform better in language assessments and demonstrate greater

confidence in their communication abilities. The integration of the CEFR framework
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into textbook analysis provides a robust method for evaluating and enhancing language
learning materials. By aligning textbooks with CEFR standards, educators can ensure
that students receive a comprehensive and practical language education. While
challenges exist in the design and implementation of such textbooks, the benefits for
student outcomes and communicative competence are significant. Ongoing research
and development in this area continued to improve the quality of language education
materials, ultimately helping learners achieve greater proficiency and confidence in

their language skills.

Further extending this line of inquiry, Chen and Wang (2009) investigated the
extent to which language textbooks catered to learners' diverse learning styles and
preferences. Their findings emphasized the need for personalized learning approaches
within textbook design to accommodate varying levels of proficiency and individual
learning needs (Chen & Wang, 2019). Addressing the role of assessment in textbook
analysis, Clark (2011) examined how language textbooks incorporated formative and
summative assessment strategies to monitor and enhance students' progress in
communicative competence. In a comprehensive meta-analysis, Garcia et al. (2021)
synthesized findings from multiple studies on textbook analysis across different
educational contexts. Their review identified common trends and challenges in
textbook design, suggesting future directions for improving the alignment of materials
with communicative language teaching principles (Garcia et al., 2021). These studies
collectively contribute to understanding the complexities of textbook analysis in
language education, emphasizing the need for continuous evaluation and adaptation of

materials to foster communicative competence effectively.

Effective use of CEFR-aligned textbooks also requires teachers to be well-
versed in the CEFR framework and its application. Teacher training programs that focus
on the principles of the CEFR can equip educators with the skills necessary to
effectively implement the framework in their teaching practices. North (2022)
emphasizes the role of ongoing professional development in helping teachers

understand how to use CEFR-aligned materials to enhance student learning outcomes.
2.6 Previous Studies on CEFR within Pakistani Context

Several studies have focused on analyzing language textbooks to assess their

effectiveness in developing communicative competence. (Tasnim, S, 2023), her study
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aimed to investigate the feasibility of implementing the Common European Framework
of Reference for Languages: Teaching, Learning, and Assessment (CEFR) in Pakistani
primary public and private schools for teaching English. The research involved semi-
structured interviews with nine primary school teachers who specialize in teaching
English. Participants were selected using a purposeful sampling technique. The findings
revealed that all nine teachers confirmed that the current teaching methods and
evaluation systems promote rote learning, which significantly hinders the development
of communicative competence in students. According to the teachers, the primary
objective of teaching English is not language acquisition but achieving good grades and
passing exams. They noted that educational management often perceives classroom
activities such as games or group discussions as time-wasting since these activities do
not directly contribute to higher grades. Consequently, the focus remains predominantly
on memorization. However, participants acknowledged that learning activities, as
opposed to conventional methods, enhance student learning. Notably, teachers from
remote areas provided positive feedback on activity-based learning and instruction,
agreeing that such methods make learning English easier and more enjoyable for
students. All teachers emphasized that, to develop students’ communicative skills,
speaking and listening should be taught alongside reading and writing. The study
suggests that adopting CEFR could potentially address the issues of rote learning, the
negative wash back effect, and high dropout rates in Pakistani primary schools,
(Tasnim, S, 2023).

Moreover, (Muhammad, et.al 2024) their study conducted a systematic review
to investigate the intricate relationship between vocabulary learning strategies (VLS)
and the Common European Framework of Reference (CEFR) proficiency levels among
language learners in Pakistan. By synthesizing existing literature, it analyzes the
effectiveness of various VLS at different CEFR proficiency levels, contributing to a
deeper understanding of how these strategies impact proficiency outcomes. The review
begins by outlining the conceptual framework of VLS and CEFR, providing a
foundation for exploring their interconnectedness. It then examines empirical studies
and theoretical frameworks that have investigated VLS utilization and its correlation
with CEFR levels in the Pakistani context. Key themes such as vocabulary acquisition,
retention, and usage strategies are analyzed within the framework of CEFR proficiency

descriptors. Through a critical analysis of the literature, the review identifies trends,



49

gaps, and challenges in VLS research in Pakistan, highlighting the need for context-
specific strategies aligned with CEFR benchmarks. It discusses implications for
language teaching pedagogy, curriculum development, and assessment practices,
aiming to enhance vocabulary learning and proficiency attainment in Pakistani
language learners. This study offers valuable insights into the relationship between VLS
and CEFR proficiency levels, suggesting potential avenues for future research and

practical applications in the Pakistani context, (Muhammad, et.al 2024).

In a contrasting study, Fatih (2016) focused on the integration of technology in
language textbooks, investigating its potential to improve both linguistic and strategic
competencies among learners. Their research highlighted the benefits of interactive
multimedia tools in fostering engagement and facilitating authentic language use.
Analyzing textbooks through the lens of the CEFR framework, Taimoor (2021)
explored the implementation of CEFR standards in Pakistani, and Saudi Arabia
educational contexts. His study examined how textbooks aligned with CEFR
proficiency levels and their effectiveness in preparing students for practical language
use in real-world settings (Taimoor, 2021). Baloch (2019) highlights the rising
importance of English language use in many domains such as technology, science,
trade, politics, and communication, leading to its enlarged implementation as a global
means of communication. Despite its occurrence as a medium of instruction in various
countries, including Pakistan. The evaluation of the 10th-class English textbook by the
Sindh Textbook Board, suggests improvements in textbook quality to serve student's
language learning needs. In Punjab, the integration of CEFR standards into elementary-
level textbooks represents a significant step towards enhancing language education. By
adopting these standards, educational authorities aim to improve the quality of English
language teaching and provide students with the skills necessary to compete in a
globalized world (Naz, 2020). This alignment also helps in benchmarking student

performance against international standards.

Sociolinguistic and linguistic competence are crucial components of effective
communication across all four language skills. As learners advance in proficiency, their
ability to use appropriate sociolinguistic expressions in context becomes increasingly
refined, reflecting their growing communicative competence. The CEFR underscores
that awareness of these nuances enhances the learner’s capacity to engage meaningfully

in diverse contexts and situations (CEFR, p. 122). Shah and Pathan (2016) conducted
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research on “Representation of Western Culture in O’Level English Language
Textbooks™ to investigate language's role in shaping identities through English
pedagogy in Sindh, Pakistan. Using Fairclough's model, they analyze Oxford English
textbooks, revealing a bias towards Western culture, and neglecting indigenous
traditions. This underscores an agenda to westernize learners while marginalizing their

native culture.

The adoption of CEFR standards in Punjab is expected to have a positive impact
on students' language proficiency. By following a structured and internationally
recognized framework, students can develop their language skills systematically and
effectively. This structured approach helps students build a solid foundation in language
learning, which is essential for their academic and professional success (Naz, 2020).
Future research and development in the implementation of the CEFR in Punjab should
focus on continuous evaluation and improvement of teaching practices and materials.
Pilot programs and feedback mechanisms can help identify areas for enhancement and
ensure that the framework is meeting the needs of students and teachers. Additionally,
fostering collaboration between educational institutions and policymakers can support

the sustainable integration of the CEFR.

The CEFR framework offers a comprehensive and standardized approach to
language education that emphasizes communicative competence. Its implementation in
Punjab aims to enhance English language teaching and align it with international
standards. While there are challenges in terms of teacher training and resource
availability, the potential benefits for students are significant. By adopting the CEFR,
Punjab can provide students with the linguistic skills needed to succeed in a globalized

world.

Pakistani school instructors, particularly those teaching at the primary and
elementary levels, are not familiar with the Common European Framework of
Reference for Languages: Learning, Teaching, and Assessment (CEFR). Traditional
approaches to teaching English, such as the Grammar Translation Method (Aslam et
al., 2020) and the Direct Method (DM) (Awan & Nawaz, 2015), are used in Pakistan.
Pakistani pupils are not learning English efficiently using those techniques of
instruction (Sartaj et al., 2019)
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Because English is the language of instruction for all professional degrees at
universities, English is not only a foreign or second language for Pakistani students;
rather, it is an essential skill for their future. In addition, it is the language of opportunity
both domestically and internationally. As a result, those who are not proficient in
English cannot find employment or a high-quality further education. Therefore,
advanced English teaching techniques must be implemented at initial levels,
particularly in public schools, as this would give students from disadvantaged
socioeconomic backgrounds equal access to higher education and the chance to succeed
in life. There is currently ample data to suggest that Pakistani students cannot learn
English using any of the current approaches (Irfan et al., 2020). Therefore, exploring

the prospect of CEFR is a need of time.

This perspective on balancing skills in textbooks is particularly relevant in the
context of Punjab, where English language education is integral to academic and
professional success. The adoption of CEFR-based standards in Punjab's educational
reforms underscores the importance of aligning textbooks with international
benchmarks to enhance the quality and relevance of language instruction (Punjab
Curriculum and Textbook Board). In conclusion, Tomlinson's emphasis on a balanced
approach to skills development in textbooks resonates with the principles of CEFR and
advocates for a comprehensive integration of listening, speaking, reading, and writing
activities. This approach not only supports the acquisition of language proficiency but
also prepares learners to communicate effectively in diverse and authentic contexts,

thereby enriching their overall language learning experience (Tomlinson, 2022).

In Punjab, Pakistan, English language education plays a crucial role in the
school curriculum, reflecting its importance in global communication and academic
achievement. The Punjab Curriculum and Textbook Board (PCTB) has recently
undertaken efforts to align elementary level textbooks with the Common European
Framework of Reference for Languages (CEFR). This framework, developed by the
Council of Europe, provides a standardized approach to language teaching, assessment,
and learning across different contexts and languages. By integrating CEFR standards
into local educational practices, the PCTB aims to enhance the communicative

competence of students in Punjab.

The initiative to align with CEFR standards signifies a shift towards adopting

international benchmarks in English language education within Punjab. This alignment



52

is intended to ensure that students not only develop proficiency in English but also
acquire the necessary skills to communicate effectively in real-life situations. The
CEFR framework categorizes language proficiency into six levels (A1-C2), each
specifying the skills and competencies required at different stages of language learning.
By incorporating these standards into textbooks, the PCTB seeks to provide a structured
and comprehensive approach to language education that meets global standards of

proficiency and communication.

Moreover, the integration of CEFR into elementary level textbooks is part of
broader educational reforms aimed at improving the quality and relevance of English
language instruction in Punjab. These reforms acknowledge the significance of English
proficiency in academic advancement, employment opportunities, and participation in
the global economy. By aligning with CEFR, the PCTB aims to equip students with the
language skills necessary to compete on a global scale and to engage confidently in

international academic and professional settings.

The study by Younis and Shah (2023) aimed to analyze secondary-level English
textbooks in Pakistan to determine their effectiveness in developing communicative
competence, encompassing linguistic, sociolinguistic, and pragmatic components.
Utilizing a checklist derived from the Common European Framework of Reference for
Languages (CEFR) (2001, 2020), the research found that while most relevant items
were present in the textbooks, their unsystematic inclusion hindered the development
of communicative competence. This qualitative and descriptive study underscores the
need for curriculum improvements to enhance communicative competence among

learners.

Additionally, the adoption of CEFR standards in Punjab underscores a
commitment to enhancing educational outcomes through evidence-based practices and
international collaboration. By adhering to CEFR guidelines, the PCTB aims to ensure
consistency and coherence in language education, providing teachers with clear
benchmarks for curriculum development, lesson planning, and assessment. This
initiative not only aims to elevate the quality of English language teaching but also to
empower students with the skills and competencies needed for lifelong learning and
success in an increasingly interconnected world. Moreover, the Common European
Framework of Reference for Languages (CEFR) is not only being used in Europe but

in several countries worldwide because of its effectiveness in learning and teaching
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languages. Unfortunately, there is limited research on CEFR implementation in the
Pakistani context, especially at the elementary level. While some studies have focused
on secondary education, the gap remains in understanding how CEFR standards can
improve language teaching and learning in primary schools across different regions of
Pakistan. Filling this gap is essential for advancing educational research and practice in

the country.
2.7 Challenges and Gaps in Implementation

Elementary level education requires a focused examination due to its
foundational role in laying the groundwork for language skills development from an
early age. Assessing CEFR implementation at this level is crucial for understanding its

impact on young learners' linguistic and other communicative competences.

Moreover, the Common European Framework of Reference for Languages,
(CEFR) is not only being used in Europe but in several countries of the world (Council
of Europe, 2021) because of its effectiveness in learning and teaching languages.
Unfortunately, researcher found only one study in the context of Pakistan that is directly
about using CEFR, especially about enhancing communicative competence but this
research is conducted at a secondary level textbook. A large number of research studies
have been conducted on English language teaching (ELT) in which different teaching
methods have been highlighted for language teaching but there is a distinct lack of
investigation into how textbook activities, specifically tailored to the A2 level of the
CEFR, contribute to fostering communicative competence among elementary learners.
There are also many other researches in which textbooks have been analyzed through
different lenses but the major research gap that has been found from the previous
research is that there is no research on Single national curriculum textbooks from this

particular lens which is discussed in the methodology chapter.

To conclude, the lack of literature on elementary-level CEFR alignment in
Punjab highlights the need for empirical studies that evaluate the effectiveness of
current textbook adaptations. These studies can investigate whether the incorporation
of CEFR standards enhances students' communicative competence, language
acquisition, and overall educational outcomes. By filling this gap, researcher can
contribute valuable evidence-based findings that inform future curriculum revisions

and instructional practices aimed at optimizing English language education in Punjab's
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elementary schools. In conclusion, addressing the gap in literature concerning
elementary level textbooks in Punjab is essential for advancing educational research
and practice in the region. By conducting localized studies on CEFR implementation,
researcher can enhance understanding of how international language standards translate
into effective pedagogical strategies and improved learning experiences for young
learners in Punjab. This localized approach not only supports evidence-based decision-
making in education but also contributes to the broader goal of fostering linguistic
proficiency and educational equity in the region.

2.8 Summary

To summarize, this literature review has emphasized the critical importance of
evaluating communicative competence through the lens of the Common European
Framework of Reference (CEFR) in textbook analysis. It has illuminated the necessity
for textbooks used in Punjab's educational system to align closely with CEFR standards.
Such alignment ensures that students not only gain proficiency in grammar and
vocabulary but also develop the broader language skills necessary for effective
communication in diverse contexts. The review has underscored the ongoing need for
comprehensive research specifically focused on evaluating elementary level textbooks
in Punjab. While there is considerable global research on CEFR implementation, there
remains a significant gap in understanding how effectively these standards are
integrated into the local context of elementary education in Punjab. This gap highlights
the importance of localized studies that can provide insights into the specific challenges
and opportunities faced in implementing CEFR guidelines at the elementary level.
Furthermore, this study aims to contribute valuable insights into the effectiveness of
Punjab's elementary level textbooks in fostering communicative competence. By
conducting a detailed CEFR-based analysis, this research seeks to identify strengths
and areas for improvement within current educational materials. Such findings not only
inform curriculum developers and policymakers but also support educators in designing
more effective teaching strategies that cater to the linguistic needs of students in Punjab.
Ultimately, this research endeavor is poised to bridge existing gaps in the literature by
offering empirical evidence on how well CEFR standards are being met within Punjab’s
elementary education system. By doing so, it aims to support ongoing efforts aimed at
enhancing English language education and promoting educational equity across the

region. Through rigorous analysis and thoughtful evaluation, this study seeks to
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contribute to the broader goal of improving learning outcomes and preparing students

for success in an increasingly interconnected and competitive global environment.
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CHAPTER 3

RESEARCH METHODOLOGY

This chapter outlines the research methodology used to analyze the selected
English textbooks for Grades 6, 7, and 8 in Punjab. It explains the research design,
sampling technique, data collection methods, and tools used for analysis. The aim is to
evaluate how these textbooks align with the CEFR A2-level standards and how their
activities contribute to developing communicative competence among learners. By
presenting the methodological choices and their rationale, this chapter provides a clear

framework for understanding how the research objectives are addressed.

3.1 Research Design

A qualitative research design is adopted for this study, as it requires a detailed
description of the analysis. According to Denzin and Lincoln (2005), qualitative
researchers investigate phenomena within their natural environments to interpret or
explain occurrences based on the meanings individuals assign to them. The analysis is
conducted to explore how textbook activities improve communicative language
competences among learners. It explores textbook content within its natural context,
aligning with CEFR standards to provide an in-depth understanding of language
learning materials (Denzin & Lincoln, 2005). In this study, the term “natural context”
refers to the analysis of textbooks as they are officially designed, published, and
implemented in government schools, without modifying their content. It does not
involve classroom observation or teacher—student interactions but focuses solely on the
activities and materials presented in the textbooks. This approach allows the evaluation
of how the prescribed content aligns with CEFR A2 standards within the intended

curriculum framework.

Holsti (1968) offers valuable insights into this technique, explaining that
analysis systematically and objectively identifies specified characteristics of messages
to draw meaningful conclusions. This research adopts a qualitative and descriptive
approach to assess the communicative competence represented in elementary-level

textbooks. This design is chosen to provide an in-depth understanding of the activities
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incorporated in the textbooks and their alignment with the CEFR framework. The study
aims to evaluate how effectively the textbooks contribute to developing communicative
competencies among students by analyzing the textbook activities through qualitative

lenses.
3.1.1 Research Method

This study uses a content analysis method to examine the activities in the
selected English textbooks for Grades 6, 7, and 8. Content analysis is suitable for this
research as it enables a systematic review of textbook activities to determine how they
align with the CEFR (Council of Europe, 2001, 2020) A2-level descriptors and a
checklist derived from the framework. This approach focuses on evaluating the types
of activities, strategies for developing language skills, and the extent to which these
activities address linguistic and sociolinguistic competences. Using content analysis
allows for a clear and structured assessment of the textbooks without altering their
content, making it appropriate for understanding their effectiveness in fostering

communicative competence.
3.2 Sampling Technique and Type

3.2.1 Data Collection

Three elementary textbooks from a single national curriculum are selected for
analysis. The textbooks, taken from elementary level, Punjab Curriculum, And
Textbook Board, Lahore 2023-2024 for class 6th, Punjab Curriculum, And Textbook
Board, Lahore 2023-2024 for class 7th, and Punjab Curriculum, And Textbook Board,
Lahore 2024-2025 for 8th grades, serve as the sample for this research. The selected
textbooks are analyzed to evaluate the communicative competence they promote among
students. Each textbook is examined for activities designed to foster various language
skills such as reading, writing, listening, and speaking. Data is collected from each
activity within the textbooks to identify their contribution to enhancing students’

language competences
3.3 Sample Selection

A purposive sampling technique is employed to select the data. A purposive
sampling technique is used to select the textbooks for analysis. The sample comprises

three English textbooks from the Punjab Curriculum, And Textbook Board, Lahore,
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specifically targeting the elementary level (6th, 7th, and 8th grades). This selection
ensures a focused examination of language learning materials. According to Rai and
Thapa (2015) purposive sampling encompasses various non-probability sampling
methods. Often referred to as judgmental, selective, or subjective sampling, this
approach depends on the researcher's discretion in choosing the units (e.g., individuals,
cases, organizations, events, or data points) to be studied. Typically, the sample size in
purposive sampling is relatively small, particularly when contrasted with probability
sampling methods. Adolph Jenson explains that purposive selection involves choosing
groups of units so that, collectively, they approximate the overall average or proportion
of the entire population in terms of characteristics that are already statistically known.
(Rai & Thapa, 2015).

3.4 Tool for Data Analysis

For the first research question, this study uses the CEFR framework to analyze
the alignment of textbook activities with specific language skills at the A2 level. This
part of the analysis categorizes activities according to CEFR-defined language activity
types Reception, Production, and Interaction along with relevant strategies necessary
for achieving A2-level proficiency. By applying these CEFR skill categories, the study
assesses the extent to which textbook activities foster skill development in listening,
speaking, reading, and writing. This approach allows a structured examination of how
well the textbooks facilitate the acquisition of these essential language skills, measuring
their alignment with CEFR standards for A2-level learners. For the second research
question, a checklist derived from the CEFR serves as the primary tool for analyzing
communicative competence within the textbooks. This checklist evaluates textbook
activities in terms of their effectiveness in developing linguistic and sociolinguistic
competences by addressing components like lexical items, grammatical elements, and
sociolinguistic features. This includes examining how activities are designed to help
students achieve competences in using vocabulary, grammar structures, and
sociocultural aspects of language in realistic communication scenarios. The checklist
thus enables a detailed analysis of how well the textbooks support the development of
A2-level communicative competence, particularly in preparing students for real-life

communication situations.

3.5 Data Analysis
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The collected data is systematically analyzed using the CEFR-based checklist.
Each textbook’s activities are evaluated component-wise and sub-component-wise,
focusing on their alignment with the CEFR standards of communicative competence.
This analysis includes examining how well the activities promote language skills such
as grammar, vocabulary, pronunciation, and the four primary language skills: reading,

writing, listening, and speaking.

To address the research objectives, this study employs a qualitative, descriptive
approach to analyze the content of A2-level elementary textbooks used in Punjab. The
analysis is structured around two research questions, each requiring a distinct but
complementary method of examination within the Common European Framework of

Reference for Languages (CEFR).

For the first research question, which examines the alignment of textbooks with
CEFR-defined language skills, the study categorizes textbook activities into three
primary CEFR communicative activity types: Reception, Production, and Interaction.
Each activity is examined to determine how it aligns with the CEFR A2-level standards
for listening, reading, speaking, and writing. Activities are coded based on specific skill
criteria, such as tasks focused on reading comprehension, listening for specific
information (e.g., instructions or announcements), role-play and dialogues for
interactive skills, vocabulary-building tasks, and structured writing activities. This
analysis identifies the presence, and type of each language skill activity in the
textbooks, highlighting how well they support the development of A2-level language
abilities. In addition, any gaps in specific skill areas or CEFR requirements are noted,
providing insight into areas where the textbooks may not fully meet the CEFR standards
for A2 proficiency.

For the second research question, the study applies a CEFR-based checklist
focusing on components of communicative competence, specifically linguistic and
sociolinguistic competence. Using this checklist, the analysis assesses how the
textbooks incorporate elements necessary for real-life communication. The checklist
includes subcategories of lexical and grammatical competence (e.g., use of articles,
prepositions, fixed expressions) as well as sociolinguistic competence (e.g., politeness
conventions, greetings, address forms, turn-taking, and register). Textbook activities
are examined to see if they include examples of these components, such as dialogues,

role-plays, and situational language use that reflect appropriate sociolinguistic cues and
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conventions. The checklist also captures whether the activities provide learners with
opportunities to practice both linguistic accuracy and sociocultural appropriateness.
Each relevant textbook example is documented in an Excel sheet, noting specific
instances where these competencies are emphasized and identifying any omissions.
This process enables a systematic comparison of textbook content with CEFR-defined
communicative competence elements, clarifying the extent to which learners are

prepared for real-life communication situations.

Through this two-part methodology, this study provides a comprehensive
evaluation of the textbooks, highlighting their alignment with CEFR standards for both
language skills and communicative competence. The findings aim to inform
improvements in textbook design to enhance the communicative abilities of A2-level

learners.
3.6 Communicative Competence Theory

The concept of communicative competence was first time developed by Hmyes,
(1967) and started as a reaction to the idea that language competence was inadequate.
Put another way, communicative competence describes a language competence user's
grasp of syntax, morphology, phonology, and other grammatical concepts, but it
reframes these concepts as a practical, social comprehension of the proper ways and
times to utilize utterances. A pedagogical application of communicative competency is
communicative language instruction. The study of speech acts and the fields of
pragmatics and philosophy of language have shaped our understanding of
communicative competence. One of the theories supporting the communicative method

of teaching foreign languages is the idea of communicative competence.

The communicative competence theory posits that effective communication
involves linguistic knowledge and sociolinguistic and pragmatic competence. To
operationalize this theory, the Common European Framework of Reference (CEFR)
model is adopted. The CEFR model offers a comprehensive framework for assessing
language proficiency across various dimensions, including linguistic, sociolinguistic,

and pragmatic competence.

3.7 The CEFR Framework
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The Common European Framework of Reference for Languages (CEFR)
provides a standardized method for assessing and teaching languages. Developed by
the Council of Europe, the CEFR outlines six proficiency levels (Al, A2, B1, B2, C1,
C2) and defines specific competencies and skills associated with each level. The
framework emphasizes a communicative approach to language teaching, focusing on
the practical use of language in real-life situations rather than mere grammatical

accuracy (Council of Europe, 2001).
3.7.1 CEFR Proficiency Levels
The six proficiency levels of the CEFR are as follows:

Al (Beginner): Basic ability to communicate and exchange information in a simple
way.

A2 (Elementary): Ability to deal with simple, straightforward information and begin
to express oneself in familiar contexts.

B1 (Intermediate): Ability to handle most situations likely to arise while traveling in
an area where the language is spoken.

B2 (Upper Intermediate): Ability to interact with a degree of fluency and
spontaneity that makes regular interaction with native speakers quite possible without
strain for either party.

C1 (Advanced): Ability to use the language flexibly and effectively for social,
academic, and professional purposes.

C2 (Proficient): Ability to understand with ease virtually everything heard or read,

and express oneself spontaneously, very fluently, and precisely.
3.8 A2 Level Communicative Activities and Strategies in the CEFR

Communicative activities encompass skills in reading, writing, listening, and
speaking. These can be further categorized into receptive, productive, interactive, and
mediating activities based on their forms and functions. Receptive activities cover
reading and listening, while productive activities involve speaking and writing
(Scrivener, 2005).

In interactive activities, participants alternate roles between producers and
receivers as they engage in communication. Mediation involves translating,
interpreting, or paraphrasing a foreign language for someone who cannot understand

the target language (CEFR, p. 99). In practice, these four skills reading, writing,



62

listening, and speaking are not isolated; they are interconnected and enhance one
another throughout the learning process. Additionally, communicative skills are often
complemented by non-verbal and paralinguistic features, which play a significant role
in face-to-face interactions. These features can vary across cultures, making it essential
to provide learners with basic examples to navigate these differences effectively (lbid.,
pp. 88-89).

COMMUNICATIVE ACTIVITIES AND STRATEGIES

RECEPTION
Listening — reading
I.e., announcements
and instructions,
conversation between
native speakers, audio
media and recordings,
top down and bottom-
up reading strategy or

extensive reading

PRODUCTION
speaking — writing
i.e., monologue
such as describing
experience, public
announcements,
addressing
audience or

creative writing

INTERACTION
Speaking — writing
i.e., correspondence,

interview,
negotiation, co-
operating, turn-
taking, or asking for

clarification

MEDIATION
Speaking — writing
i.e., spoken
interpretation and
written translation,
summarizing and

texts paraphrasing

Figure 2
Communicative Activities and Strategies, Retrieved from CEFR.

3.8.1 Listening

Listening comprehension is a fundamental component of effective
communication. The more adept students are at understanding spoken language, the
more proficient they become in overall communication skills. Through listening
activities, learners can naturally grasp language features as rhythm, intonation, and
emotional nuances. These aspects should be linked to realistic contexts and situations,
enabling learners to develop sociolinguistic skills and be mindful of appropriate and

polite tone in their interactions.

3.8.2 Reading
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Reading serves as a crucial method for acquiring information in a target
language. Besides enhancing linguistic and discourse competence, it also aids in
developing sociolinguistic competence by exposing learners to literature that reflects
cultural features, values, and beliefs. This exposure helps learners understand and

appreciate the cultural context embedded within the language.
3.8.3 Speaking

Speaking is a productive skill that often works in tandem with listening. The
primary objective is to communicate effectively with others, respond appropriately, and
express oneself accurately and contextually. Effective speaking involves not only
articulating thoughts clearly but also aligning one's speech with the social and

situational context.
3.8.4 Writing

Writing is an essential skill in language learning that allows learners to
demonstrate their language abilities in written form. It helps students recognize and
apply grammar and vocabulary structures while providing tangible evidence of their
progress. Writing also offers a means for learners to evaluate their language

improvement and reflect on their learning achievements.
3.9 Communicative Language Competences defined in CEFR

Sociolinguistic competence, as defined in the CEFR, is a component of

Communicative Language Competence, alongside linguistic and pragmatic

competences.
COMMUNICATIVE LANGUAGE COMPETENCES
Linguistic Competence Praamatic Competence Sociolinquistic Competence
Lexical, grammatical, Discourse, functional and Politeness conventions,
semantic, phonological, design competence. linguistic markers of social

orthographic and
orthoepic competence.
Knowledge and skills
show the language as a

system.

Knowledge and skills that
relate to how the language
is used in communication

practice.

relations, expressions of folk-
wisdom register differences and
dialect and accent.

Knowledge and skills that are
needed to deal with the social

norms of language use.
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Figure 3

Communicative Language Competences. Retrieved from CEFR.

3.10 Relevance of Theory to Present Research Framework

This research uses Communicative Competence Theory as its theoretical
foundation. Originating with Hymes (1967), Communicative Competence Theory
expands the idea of language competence to include not only grammatical knowledge
but also the ability to use language appropriately in various social and situational
contexts. The theory emphasizes that effective communication requires both linguistic
ability and the knowledge of sociolinguistic and pragmatic elements that guide

language use in different social scenarios.

To apply this theory in a structured, practical way, this research adopts the
Common European Framework of Reference for Languages (CEFR) as an analytical
framework. CEFR provides a comprehensive model that defines communicative
competence through a series of language proficiency levels (Al to C2), encompassing
linguistic, sociolinguistic, and pragmatic competencies. These levels specify the
expected skills in listening, reading, speaking, and writing for effective communication
at each stage of language learning. CEFR focus on communicative activities, strategies,
and functions aligns with Communicative Competence Theory, as it emphasizes

functional language use within relevant social and cultural contexts.

In this study, CEFR serves as the foundation for analyzing A2-level elementary
textbooks used in Punjab schools, aligning with the research questions. The CEFR
communicative activities (receptive, productive, interactive) are used as a framework
to evaluate the degree to which these textbooks address A2-level language skills in
listening, reading, speaking, and writing, as per the first research question. This
framework emphasizes communicative use, assessing whether textbooks facilitate

functional language use over a narrow focus on form.

To answer the second research question, the CEFR focus on linguistic and
sociolinguistic competence is applied through a detailed checklist. This checklist
includes specific components of lexical and grammatical knowledge (linguistic

competence) and social norms of language (sociolinguistic competence), such as
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politeness, cultural conventions, and register. By analyzing textbook examples in an
Excel sheet, this research systematically examines how these materials incorporate
CEFR-based communicative competencies, identifying strengths and any gaps in their

approach to real-life communication.

In summary, this research integrates the CEFR framework within
Communicative Competence Theory to analyze both language skills and competencies
in selected textbooks. This structured approach allows for a qualitative, in-depth
analysis aligned with the objective of assessing how effectively these textbooks equip

A2-level learners with the necessary communicative skills for real-life situations.
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CHAPTER 4
ANALYSIS

This analysis examines the alignment of Grade 6, 7, and 8 English textbooks
with the CEFR standards for A2-level language skills. The CEFR framework outlines
key competences in four major skill areas: Reception (listening and reading),
Production (speaking and writing), and Interaction (interactive speaking and writing).
By evaluating the activities within these textbooks, this analysis identifies how well
each grade level supports the development of these skills. It also highlights any
differences or gaps in the presentation of certain language competencies, such as
interactive listening tasks or more complex writing exercises. The findings aim to
comprehensively understand how effectively these textbooks facilitate learners'

communicative competence at the A2 level.

The textbook provides some foundational activities for developing listening and
reading skills, central to the A2 CEFR level. According to CEFR, A2 students should
be able to understand simple, clear messages and common instructions, comprehend
basic personal and factual texts, and engage with familiar phrases in spoken language
(Council of Europe, 2020). The Grade 6 textbook includes activities that meet these

criteria, but the extent and variety could be enhanced for comprehensive skill-building.

For instance, in Unit 1, page 2, the “Listening and Speaking” activity encourages
students to discuss good deeds they may do to help others. This exercise offers a
valuable opportunity to practice listening in a conversational context; however, it could
benefit from more structured listening tasks like identifying specific information or
summarizing key points to fully align with A2-level CEFR standards. Similarly, on
page 30, a dialogue between Roshan and Babar provides exposure to conversational
English, enabling students to recognize and respond to informal exchanges. While this
IS a positive step, adding audio resources of native speakers or recorded conversations
could enhance students' ability to engage with natural English language rhythms and

intonations.

On page 82, the “Reading Comprehension” activity involves reading
vocabulary with definitions (e.g., “toxic” as “poisonous” and “clustered” as “grouped”).

While this task helps build word recognition and comprehension, CEFR emphasizes
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the need for more extensive reading practice, such as employing top-down and bottom-
up reading strategies. Introducing graded readers or structured texts with
comprehension questions could bridge this gap, facilitating skills like skimming,

scanning, and contextual understanding.
4.1  Production Skills Analysis: Speaking and Writing

The Grade 6 textbook provides several activities that contribute toward
developing speaking and writing skills in alignment with CEFR A2 standards. A2
learners should be able to make simple statements about familiar topics, describe
experiences briefly, and express personal information (Council of Europe, 2020). The
Grade 6 textbook, Unit 2, page 25, includes a “Writing Skills” activity that prompts
students to write about meeting their best friend for the first time, effectively targeting

expressive writing for personal recounts.

Another example on page 35 involves narrative writing, asking students to
describe a beautiful place they have visited. This task encourages them to use
descriptive language, transition words, and concrete expressions, essential for
producing cohesive, well-structured narratives. However, while these activities are
beneficial, expanding on them with scaffold prompts or sentence starters would further
support students in meeting CEFR requirements for producing coherent written texts at
this level. For speaking, Unit 11, page 112’s group discussion on “How Can One Be a
Patriot?” encourages students to articulate ideas and exchange opinions, promoting
public speaking practice in a controlled setting. However, to better meet A2 standards,
students could benefit from additional opportunities to engage in simple public
announcements or storytelling activities, as CEFR outlines for Production skills.

4.2 Interaction Skills Analysis: Speaking and Writing

Interaction skills at the A2 level involve asking and answering simple questions,
engaging in basic exchanges, and cooperating with a partner in structured
conversations. The textbook provides meaningful interactive activities, yet there
remains room for growth. For example, in Unit 2, page 18, the turn-taking exercise asks
students to write about celebrating Eid, an opportunity to exchange personal
information. This activity could be enhanced by incorporating real-time role-play
scenarios where students practice greeting, introducing themselves, or asking questions

to replicate interactive exchanges.
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In the “Listening and Speaking” section on page 40, a dialogue between Azhar
and Mr. Rahman offers a chance for students to observe and practice polite
conversational exchanges. However, CEFR emphasizes the need for clarification
strategies in interaction, such as asking follow-up questions or confirming information.
Including activities that involve practicing these skills would strengthen students’

ability to participate in authentic exchanges.

Despite these aligned elements, significant gaps in the Grade 6 textbook need
to be addressed to meet CEFR A2 standards comprehensively. For Reception skills
(listening and reading), the textbook lacks structured listening activities incorporating
audio media, such as announcements or recorded conversations. CEFR guidelines
emphasize the need for learners to recognize everyday instructions and announcements,
which the textbook does not fully address. Additionally, the reading materials could
benefit from incorporating top-down and bottom-up strategies that are fundamental at
the A2 level, like skimming for main ideas or scanning for specific details. This would
involve adding diverse reading passages, such as short graded stories or articles that
encourage students to interact with text more extensively and strategically.

For Production skills (speaking and writing), while the textbook provides some
opportunities for personal expression, it lacks variety in structured speaking activities.
CEFR A2 standards recommend monologues for describing experiences and brief
public speaking exercises; however, these are mostly limited to informal peer
discussions. Incorporating tasks where students deliver simple public announcements,
recount experiences more thoroughly, or describe personal observations with clearer
prompts would support their expressive language development. Similarly, the writing
tasks could be further expanded to guide students in constructing coherent, organized
paragraphs on familiar topics, as CEFR emphasizes the need for developing structured

writing skills.

For Interaction skills, the textbook provides some basic dialogues and turn-
taking exercises, but it does not cover important interactional components such as
clarification and cooperation strategies. CEFR A2 learners are expected to handle
misunderstandings, ask for clarification, and negotiate simple requests. The absence of
activities designed to build these skills limits students’ capacity to engage in more
realistic and effective conversational exchanges. To bridge this gap, the textbook could

include scenarios where students must clarify a point, ask follow-up questions, or
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confirm information. This would promote confidence in handling spontaneous

interactions, which is a vital skill for A2 learners.

In conclusion, while the Grade 6 textbook aligns with some CEFR A2 standards
in areas like foundational reading, writing, and basic conversation practice, there are
substantial gaps in activities needed for comprehensive A2-level language
development. Expanding listening and reading materials, introducing structured
speaking and writing tasks, and incorporating strategies for interactive communication
would enhance students' ability to reach CEFR A2 communicative competence. These
adjustments would create a more balanced curriculum that better prepares students for

real-life communication scenarios as outlined in the CEFR framework.

Analyzing the 7th-grade textbook, a detailed examination of language skills
reception, Production, and Interaction provides insight into its alignment with the
CEFR A2 standards. This analysis explores the extent to which these skills are
developed through various activities and where gaps may exist in fostering specific

communicative abilities.
4.3  Reception Skills: Listening and Reading

4.3.1 Listening

Although, listening is a foundational component of CEFR A2-level skills,
explicit activities dedicated to enhancing listening comprehension are sparse in the
textbook. One example is found in Unit 6, page 54, where students are instructed to
listen to an audio or to the teacher reading aloud the lesson and then discuss the content
in class. This activity encourages listening comprehension and fosters discussion, yet
lacks the structured development of skills typically emphasized in CEFR, such as
interpreting announcements or following spoken instructions. Activities focused on
listening for specific information, like announcements or instructions key elements of
the A2 level are not sufficiently represented. Thus, while the text does introduce
listening, it would benefit from more varied and purposeful listening tasks aligned with
CEFR.

4.3.2 Reading

The textbook includes several activities under the "Reading and Critical
thinking” heading, which partially align with CEFR A2 reading competencies. For
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example, Unit 1, page 6, encourages students to identify silent letters in words like
"right,” "whom," and "honor." While this activity supports reading fluency, it is more
focused on phonological awareness than on CEFR-specific reading comprehension
strategies such as extensive reading or top-down and bottom-up processing. On page
17, another activity asks students to guess word meanings and verify with dictionary
definitions, promoting vocabulary-building skills, yet this may not fully encompass the
extensive reading and inferencing skills typically targeted at the A2 level. Overall, the
reading tasks address some aspects of critical thinking but lack a broader range of
reading strategies, such as skimming and scanning that are important for developing

receptive reading skills according to CEFR.
4.4  Production Skills: Speaking and Writing

4.4.1 Speaking

Oral communication skills are reinforced through role-play and dialogue
activities that simulate real-life conversations, as seen in Unit 1 and throughout the
book. For instance, on page 5, students engage in rhetorical questioning activities (e.g.,
"Do you know where my pencil case is?"), which aids in understanding conversational
nuances. Additionally, Unit 5, page 45, provides a dialogue about stress management,
allowing students to practice every day conversational topics. These exercises align
with CEFR A2’s requirement for students to manage basic exchanges on familiar
subjects. However, the book could be enhanced by including monologue tasks, such as
brief self-descriptions or recounting personal experiences, which are core to A2-level

speaking.
4.4.2 Writing

Writing skills are covered through tasks that develop students’ ability to
construct paragraphs and summarize texts. For example, Unit 1, page 11, instructs
students to write an objective summary of "The Last Sermon of Hazrat Muhammad
(S.A.W)," which supports summarization skills. Unit 2, page 21, further extends writing
skills by guiding students to create mind maps and outlines before writing on "Nishan-
e-Haider and its significance." These structured writing activities are in line with CEFR
A2 requirements for producing simple written descriptions. However, the absence of
creative or expressive writing tasks, such as describing personal experiences, limits the

range of writing practice and fails to fully meet CEFR emphasis on production skills.
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Including tasks that ask students to compose short, simple personal narratives or letters

could enhance this aspect.
4.5 Interaction Skills: Speaking and Writing

45.1 Speaking (Interaction)

The textbook introduces interactive speaking activities primarily through
dialogues and partner discussions. For example, in Review 2, page 59, students discuss
weather-related questions with a partner, using vocabulary like "degrees” and
"temperature.” This practice supports interactional skills, aligning with CEFR focus on
familiar topics in routine settings. Similarly, Unit 10, page 97, presents a dialogue
between a teacher and students on listening attentively and taking turns, which
reinforces turn-taking as a critical skill in spoken interaction. These activities provide
valuable opportunities for students to practice social language and basic conversational
patterns. However, the lack of more complex interactional scenarios, such as
negotiating or asking for clarification, limits students' ability to engage in more nuanced

exchanges, which are also important at the A2 level.
4.5.2 Writing (Interaction)

Writing interaction is minimally addressed in this textbook. While the book
includes essay writing tasks, such as Unit 9, page 86, where students write on "The
cause of pollution and its solutions,” these activities are predominantly production-
oriented and lack an interactive component. At the A2 level, interactive writing might
involve simple email correspondence or short responses to prompts, which are largely
absent. The inclusion of activities like writing short letters, notes, or messages could
strengthen students' interactional writing skills.

4.6  Mediation Skills (Spoken or Written)

Mediation skills, such as summarizing spoken or written information and
interpreting simple texts, are generally more relevant at higher CEFR levels. As such,
no mediation activities are necessary or present at the A2 level, which aligns with CEFR

expectations for elementary learners.

In conclusion, while the textbook does cover aspects of Reception, Production, and
Interaction, it falls short in a few key areas according to CEFR standards. The listening

component lacks variety, particularly in real-world comprehension tasks such as
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announcements or instructions. Reading and critical thinking tasks focus more on
vocabulary and phonetic skills, with limited emphasis on extensive reading strategies.
Production tasks are well-represented in speaking and writing; however, creative and
narrative writing is underdeveloped. For interactional skills, while basic dialogues are
present, the tasks do not encompass the full scope of interactive activities recommended
by CEFR, such as negotiation or structured correspondence. The Grade 7 textbook
provides a foundational approach to developing AZ2-level skills in Reception,
Production, and Interaction, mainly through reading and dialogue activities. Listening
exercises could benefit from more structured and realistic scenarios, such as following
instructions or interpreting announcements, to fully meet CEFR A2 standards. Reading
activities focus on phonetic awareness and comprehension questions, but the inclusion
of strategies for holistic reading would be beneficial. Speaking activities align well with
everyday interaction scenarios but lack monologue opportunities, while written tasks
effectively address paragraphing and summarization but could include additional tasks
like personal narratives for creative expression. Finally, interaction activities support

dialogue and questioning but could benefit from more varied interactive writing tasks.

Based on the CEFR framework for language skills like Reception, Production, and
Interaction analyzing the 8th-grade English textbook examples can reveal how these
activities align with A2-level standards, the effectiveness of skill coverage, and any
gaps in meeting CEFR requirements.

4.7 Reception (Listening and Reading)

Reception skills at the A2 level emphasize basic comprehension tasks, such as
reading simple texts for understanding and interpreting familiar audio inputs, like
announcements and dialogues. The following examples from the textbook align with
CEFR standards for reading.

4.7.1 Reading Skills:

In unit 1, page 4, activity (Reading for Understanding), activity focuses on
identifying the contextual and dictionary meanings of highlighted words in the text,
encouraging students to practice vocabulary comprehension and develop skills in
deducing meanings from context, which supports CEFR A2's focus on basic

comprehension. However, it lacks activities like listening comprehension or audio
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media exposure, limiting the development of listening skills essential for holistic

reception competence.

In Unit 3, Page 25 Reading the Poem "The Twins™ This activity encourages
students to identify literary devices such as alliteration and hyperbole. Although this
fosters an awareness of poetic language, it may be advanced for A2-level expectations,
as learners at this level are usually focused on straightforward comprehension rather

than literary analysis.
4.7.2 Listening Skills

The textbook includes activities like oral discussions (e.g., Unit 2, Page 12)
where students are encouraged to practice greetings and politeness in dialogue, which
helps them understand basic social interactions and instructions. Additionally, activities
like role-plays and group discussions (Unit 8, Page 80) facilitate listening to
conversations and allow students to interpret tone and context, mimicking real-life
conversational listening. However, the CEFR-recommended exposure to native speaker
conversations, audio media, or recordings is not explicitly covered, which limits the full

range of listening comprehension expected at the A2 level.

The above examples meet reading skills but would benefit from incorporating
top-down and bottom-up reading strategies, such as scanning for specific information
or recognizing main ideas, which are essential for enhancing reading comprehension in
alignment with A2 CEFR.

4.8 Production (Speaking and Writing)

Production activities at A2 level should focus on basic expression, such as
simple descriptions, narrating experiences, and composing short written passages on

familiar topics.
4.8.1 Speaking Skills

Several speaking activities, such as preparing speeches (Unit 4, Page 35), role-
plays, and group discussions (Unit 5, Page 51), help students practice structured and
spontaneous speech, as required at the A2 level. These exercises simulate scenarios
where students describe personal experiences, express ideas, and even make

announcements. However, there is less focus on monologues or structured speeches



74

addressing larger audiences, which limits the practice of public speaking skills
emphasized in the CEFR.

4.8.2 Writing Skills

Writing activities in the textbook, including narrative writing (Unit 1, Page 8),
paragraph writing (Unit 3, Page 29), and essay writing (Unit 4, Page 40), encourage
students to create texts that reflect on personal experiences, such as incidents
showcasing tolerance. These tasks align with A2 expectations for describing simple
events and structuring coherent narratives. Students are also guided in using graphic
organizers, which helps organize ideas for longer written expressions. However, while
some activities focus on reflective writing and storytelling, there is minimal emphasis

on creative writing, which could help students explore more descriptive language.
4.9 Interaction (Speaking and Writing)

Interaction skills, which are essential for conversational and written
exchanges, are addressed through several collaborative and interpersonal tasks in the
textbook.

4.9.1 Speaking Interaction

Dialogues and role-plays (e.g., Unit 8, Page 80, and reconciliation dialogue)
allow students to practice conversational exchange and turn-taking, a key interactive
skill at the A2 level. Activities like peer discussions (Unit 6, Page 62) and group
dialogues (Unit 5, Page 51) are well-designed to enhance interaction skills by
simulating real-life situations requiring students to negotiate and clarify points in
conversation. However, while these exercises introduce social interaction, they lack a
focus on tasks like interviews or negotiation, which are specifically mentioned in CEFR

guidelines for A2 interaction skills.
4.9.2 Writing Interaction

Written interaction activities such as correspondence or structured written
exchanges are less represented. Some exercises, like paragraph writing (Unit 3, Page
29), involve organizing ideas, but opportunities for interactive writing such as letters,
email exchanges, or written responses are minimal. Developing skills for written
interaction would benefit students by preparing them for practical communication

scenarios, such as responding to simple written requests or invitations. The examples
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effectively develop interactional skills through dialogues and group discussions, though
activities involving formal and informal written correspondence (like email or letter
writing) could further enhance interactive writing skills in alignment with CEFR
standards.

While the textbook includes several suitable activities for each skill category,
there are notable gaps in certain areas like Listening Skills: The textbook lacks listening
comprehension activities, which limits students' ability to develop listening skills in
contexts like understanding announcements or interpreting audio recordings, both vital
for CEFR-aligned reception skills. Incorporating listening exercises such as
comprehension tasks with audio dialogues could bridge this gap. Extensive Reading:
Reading activities tend to focus on short passages and vocabulary comprehension rather
than extended reading, which would help students develop endurance in reading longer
texts as anticipated by CEFR for the A2 level. Written Interaction: While speaking
interactions are well-represented, written interactive tasks are minimal. Including letter-
writing or email tasks could provide students with practice in more formal written

communication, enhancing their overall interaction skills.

Overall, the 8th-grade textbook includes many activities aligned with A2-level
CEFR standards for reading, speaking, and writing, though it could be improved by
incorporating more listening exercises and varied interaction activities for

comprehensive communicative competence.
4.10 Mediation Skills: Not Applicable at A2 Level

Since mediation skills, such as spoken interpretation or written translation, are
typically introduced at higher levels within the CEFR, these elements are not expected
in A2-level textbooks. The Grade 8 textbook appropriately does not focus on these

skills, aligning with CEFR standards for this level.

In conclusion, while the Grade 8 textbook includes several effective activities
for developing reading, speaking, and writing skills in line with A2 CEFR standards,
there are areas for enhancement, particularly in listening and interactive writing skills.
The activities meet many CEFR requirements, but with added focus on public speaking,
extensive listening, and interactive writing, the textbook could more comprehensively

cover the A2 level communicative language skills.
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4.11 Linguistic Competence

This section focuses on the analysis of the lexical competence components in
the A2-level elementary textbooks used in Pakistani schools, particularly for classes 6,
7, and 8, under the Punjab single national curriculum (SNC) 2022. The textbooks were
evaluated based on their alignment with the Common European Framework of
Reference for Languages (CEFR), specifically in terms of lexical competence. The
analysis covered lexical items, fixed expressions, single-word forms, and various
grammatical elements such as articles, quantifiers, demonstratives, pronouns, question
words and relatives, possessives, prepositions, auxiliary verbs, conjunctions, and

particles
4.11.1 Lexical ltems

Lexical competence was crucial for learners to understand and use vocabulary
appropriately in context. The analysis identified how lexical items, fixed expressions,
and single-word forms were introduced and reinforced across the textbooks.

4.11.1.1 Fixed Expressions

In the analysis of fixed expressions, idioms and proverbs were key components.
These expressions helped students understand language beyond literal meanings and

introduced them to common usage in everyday communication.
4.11.1.1.1 Idioms and Proverbs

In the Grade 6 Punjab textbook, the emphasis on idioms is evident, with
activities designed to facilitate students' understanding and use of figurative language.
For instance, Chapter 4 (p. 41) includes an activity where students write sentences
incorporating idioms like “cats and dogs,” "kill two birds with one stone," and "under
the weather." Similarly, Chapter 6 (p. 60) features an exercise that prompts students to
use idioms such as "down to earth™ and "lend a helping hand" (Punjab Textbook Board,
2023). While these activities introduce idiomatic expressions, they may pose challenges
for A2-level learners due to the abstract meanings and cultural nuances involved. The
CEFR emphasizes the need for straightforward language relevant to everyday
communication (Council of Europe, 2020). Thus, while these idioms enhance lexical

items.
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In the Grade 7 Punjab textbook, Unit 8 (p. 82) presents a more structured
approach to idioms through an activity that matches idioms with their meanings. This
is complemented by a similar exercise on the following page (p. 83) where students
match proverbs with their meanings. The Grade 8 textbook introduces comparable
activities in Unit 5 (p. 52), asking students to interpret idioms and complete proverbs
by selecting the correct words from a given set of options, such as completing "A bird
in the hand is worth two in the... (Cage, bush, stomach)™ and "Look before you... (Sleep,
leap, cross)" (Punjab Textbook Board, 2023).

Compared to Grade 6, which focuses primarily on idioms without including
proverbs, Grades 7 and 8 enrich students' lexical competence by providing structured
approaches to both idioms and proverbs. The matching exercises in these grades
facilitate students' association of non-literal expressions with their meanings, making
them somewhat more accessible for A2-level learners. Nevertheless, as the CEFR
highlights, the use of simple, practical language is vital for daily communication. Thus,
some idiomatic expressions may still be challenging without additional context or
examples to clarify their meanings.

The activities involving proverbs in Grades 7 and 8 align more closely with A2-
level goals than the idiom-focused Grade 6 activities. Proverbs typically convey
universal ideas, making them more suitable for basic conversational contexts. For
example, completing phrases like "A bird in the hand is worth two in the bush™ helps
students grasp commonly shared values and straightforward advice applicable to
everyday language. While these activities are beneficial, incorporating additional
context or simpler expressions could further support A2-level objectives, boosting
learners’ confidence in using language for practical communication (Council of Europe,
2020).

4.11.2 Single Word Forms

The Grade 6 Punjab textbook features an activity in Chapter 2 (p. 17) where
students read the meanings of various words and then use them in sentences. This
exercise promotes active engagement with vocabulary, encouraging students to apply
their understanding in context (Punjab Textbook Board, 2023). Such activities are
beneficial for developing single-word forms, as they prompt students to not only
memorize meanings but also to practice their usage. This aligns with the CEFR
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framework's emphasis on communicative competence, specifically in enhancing lexical
skills at the A2 level, where learners are expected to understand and produce basic
vocabulary relevant to everyday situations. The simplicity of this activity makes it
accessible for A2 learners, allowing them to build a strong foundation in vocabulary

usage without overwhelming complexity.

The Grade 7 textbook adopts a more dynamic approach to vocabulary
acquisition. In every chapter, including Chapter 1 (p. 8), students engage in activities
where they guess the meanings of words and compare their guesses with dictionary
definitions (Punjab Textbook Board, 2023). This method not only enhances critical
thinking but also encourages learners to explore language actively, facilitating a deeper
understanding of single-word forms. Compared to Grade 6, this activity adds
complexity as students must infer meanings and evaluate their understanding against
formal definitions. This exercise is particularly beneficial for A2 learners, as it
promotes independent vocabulary acquisition and fosters both grammatical and

semantic competences.

In the Grade 8 textbook, vocabulary activities demonstrate further complexity
and sophistication. For instance, in Unit 4 (p. 36), students write both the contextual
and dictionary meanings of highlighted words in sentences such as “let’s make our road
safer.” Additionally, in Unit 2 (p. 14), students are tasked with writing the contextual
meanings of highlighted words found in various texts (Punjab Textbook Board, 2023b).
These exercises not only reinforce the understanding of single-word forms but also
compel learners to consider how context influences word meaning. The dual
requirement to identify both contextual and dictionary definitions raises the complexity
of tasks compared to previous grades. By recognizing the distinction between these
meanings, students gain a nuanced understanding of vocabulary, enhancing their

semantic competence in line with A2-level objectives.

Across Grades 6, 7, and 8, the Punjab textbooks progressively incorporate
activities that support the development of single-word forms through increasingly
complex vocabulary tasks. Grade 6 focuses on practical applications through
straightforward sentence construction, while Grade 7 introduces critical comparisons
between inferred and dictionary meanings. Grade 8 further builds on this by requiring
learners to analyze and differentiate between contextual and dictionary meanings,

demanding a higher level of critical thinking and understanding. These activities
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effectively align with the CEFR framework's focus on lexical competence and prepare
learners for real-life communication. However, to further align with A2-level goals, it
is beneficial to ensure that the vocabulary presented is consistently relevant to students'
everyday experiences, making the learning process more applicable and engaging.
Balancing complexity with relevance helps maintain student engagement and facilitate

their mastery of essential vocabulary skills.
4.12 Grammatical Elements

4.12.1 Articles

In the Grade 6 Punjab textbook, instruction on articles appears in Unit 3 (p. 32),
where an activity asks students to fill in the blanks with “a,” “an,” and “the.” This
exercise introduces students to the basic usage of articles, aiding their understanding of
when to use indefinite articles (a and an) and the definite article (the). This foundational
knowledge is essential for A2-level learners, as it forms the basis for constructing
grammatically correct sentences. The simplicity of the activity allows students to
practice their understanding in a controlled manner, aligning with the CEFR

framework's goal of developing grammatical competence at the A2 level.

In the Grade 7 textbook, articles are revisited in Unit 4 (p. 37), where students
again engage in an activity that requires them to fill in the blanks with the appropriate
articles. This repetition reinforces the learning from Grade 6 and provides additional
practice. The activity encourages students to think critically about the use of articles
within different sentence structures, which enhances their grammatical competence as

they apply their knowledge in various contexts.

The coverage of articles in the Grade 8 textbook expands further. In Unit 4 (p.
39), students fill in the blanks with appropriate articles, such as in the sentence, "Sana
put __ orange in her plate." Additionally, in Activity 2 (p. 46), student’s complete
sentences using appropriate articles, noting that in some cases, no articles are needed
(Punjab Textbook Board, 2023). This increased complexity challenges students to
apply their understanding of articles more effectively and recognize instances where
articles are not necessary. The activities in Grade 8 reinforce previous lessons while
promoting critical thinking and deeper grammatical analysis, which are essential for

mastering the use of articles in line with CEFR expectations for A2 learners.
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Across Grades 6, 7, and 8, the Punjab textbooks progressively build on students’
understanding of grammatical elements, specifically articles. Grade 6 introduces the
basic concept with a straightforward activity, while Grade 7 reinforces this knowledge
with additional practice requiring critical thinking. By Grade 8, students engage in more
complex tasks that challenge them to apply their understanding of articles in varied
contexts, including situations where no articles are necessary. This progression supports
the development of grammatical competence in line with A2-level objectives outlined
by the CEFR framework. To further enhance learning, it may be beneficial to include
more varied and contextualized exercises throughout the grades, ensuring students have
ample opportunities to practice and solidify their understanding of articles in different

contexts.
4.12.2 Quantifiers

Across Grades 6, 7, and 8, a notable absence of activities focused on quantifiers
is evident in the Punjab textbooks. Quantifiers are essential grammatical elements that
convey amounts or quantities, playing a critical role in effective communication. The
lack of dedicated exercises on this topic limits students' exposure to a crucial aspect of
grammatical competence. In an A2-level context, learners are expected to understand
and utilize quantifiers such as some, any, much, many, few, and several. Incorporating
quantifier activities would enhance students' ability to express quantities accurately,
aligning more closely with CEFR standards for communicative competence.

4.12.3 Demonstratives

In Grade 6, the topic of demonstratives is introduced in Unit 2 (p. 22) through
an engaging activity that requires students to construct eight sentences using
demonstrative pronouns. This exercise effectively aids in understanding the practical
application of demonstratives like this, that, these, and those. Such activities are crucial
for A2 learners, as they enhance the ability to identify and indicate specific items in

communication.

However, Grade 7 does not mention demonstratives, representing a missed
opportunity to rein3force this important concept. Fortunately, in Grade 8, the topic is
revisited in Unit 8 (p. 83), where students learn about changes in places and how to use
demonstratives effectively. This activity promotes a better understanding of spatial
relationships and solidifies their grasp of how to point out specific objects or people in
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conversation. The inclusion of demonstrative pronouns across the grades supports
students’ grammatical competence, ensuring they can effectively use these forms in

various contexts.
4.12.4 Pronouns

The Grade 6 textbook presents a variety of pronouns throughout different units.
For instance, pages 21, 32, and 33 include activities that involve interrogative and
reflexive pronouns, allowing students to explore different types of pronouns and
expanding their grammatical knowledge. This inclusion is beneficial for A2 learners,
who are expected to comprehend and correctly use various pronouns in both speech and

writing.

In Grade 7, the textbook includes an activity on page 46 (Unit 5) that involves
replacing nouns with personal pronouns and completing sentences. This task
encourages students to practice pronoun antecedent relationships, which are essential
for maintaining clarity and coherence in writing. Additionally, page 124 (Unit 12)
features an exercise requiring students to fill in blanks using appropriate pronouns.
These activities enhance students' ability to utilize pronouns effectively, reinforcing

their grammatical competence as outlined by the CEFR.

The Grade 8 textbook further develops students’ understanding of pronouns
through a dialogue activity on page 45 (Unit 4), where students must add appropriate
pronouns where needed. This practical application promotes the integration of
pronouns into their speech and writing, reflecting real-life communication needs.
Additionally, activities on pages 28 and 27 (Unit 3) focus on pronoun antecedent
relationships and reflexive pronouns, respectively, providing opportunities for critical
thinking and deeper analysis of pronoun usage.

The progression of activities involving grammatical elements such as
demonstratives and pronouns is evident across the three grades, although the absence
of quantifier exercises presents a significant gap. The inclusion of demonstrative and
pronoun activities enhances students’ grammatical competence, facilitating their ability
to communicate effectively at the A2 level as specified by the CEFR framework.
However, the inconsistency in the presentation of these elements particularly the lack

of focus on quantifiers and the absence of demonstratives in Grade 7 suggests a need
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for a more balanced and comprehensive approach to grammar instruction in the Punjab

textbooks.
4.12.5 Question words and Relative pronouns

In the Grade 6 Punjab textbook, the treatment of question words and relative
pronouns is somewhat limited. An activity in Unit 5 (p. 52) requires students to fill in
the blanks with suitable relative pronouns. This exercise introduces students to relative
pronouns such as who, whom, which, and that, enabling them to understand how these
pronouns connect clauses and provide additional information about nouns (Punjab
Textbook Board, 2023). This foundational knowledge is crucial for A2-level learners,
as relative pronouns are essential for creating complex sentences that enhance

communicative competence.

However, the limited exposure to question words represents a missed
opportunity for comprehensive language development. Although an activity on Unit 2
(p. 22) encourages students to create interrogative sentences using question words such
as how, when, whom, what, and why, this is the only mention of question words in the
Grade 6 textbook (Punjab Textbook Board, 2023). Such limited exposure may hinder
students' ability to formulate questions effectively, an essential skill for real-life

communication.

The textbook does not include activities addressing question words or relative
pronouns in Grade 7. This absence is concerning as it represents a gap in the
curriculum that could hinder students' overall understanding of these essential
grammatical elements (Punjab Textbook Board, 2023). Regular practice and
reinforcement of question words and relative pronouns are vital for A2 learners, as
these elements are foundational for effective communication. The lack of focus on
these topics in Grade 7 may create a disconnect in students’ learning progression.
Similarly, the Grade 8 textbook does not include activities related to question
words or relative pronouns (Punjab Textbook Board, 2023). This omission is
significant, as A2-level learners are expected to demonstrate competence in forming
questions and using relative clauses in their communication. Without opportunities to
practice these skills, students may struggle to express themselves clearly and accurately

in various contexts.

Across the three grades, the treatment of question words and relative pronouns

lacks sufficient depth and consistency. While Grade 6 introduces relative pronouns
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through a fill-in-the-blank activity, the absence of question word exercises diminishes
the effectiveness of grammatical instruction. Furthermore, the lack of activities in
Grades 7 and 8 exacerbates this issue, leaving students without adequate opportunities
to practice and internalize these crucial elements of language.

To align more closely with the objectives of the CEFR framework for A2
learners, the Punjab textbooks should incorporate a wider range of activities focused on
both question words and relative pronouns throughout all three grades. By providing
consistent and varied exercises, students can develop a stronger grasp of these
grammatical components, ultimately enhancing their communicative competence and

preparing them for real-life communication scenarios.
4.12.6 Possessives, Prepositions, and Auxiliary verbs

In Grade 6, the treatment of grammatical elements is foundational, focusing on
essential concepts such as possessives, prepositions, and auxiliary verbs. The activities
provided are simple and primarily serve to introduce students to these grammatical

features.

For example, the mention of possessives is limited to Unit 2, page 21, where
personal pronouns are introduced, but the lack of varied practice limits students'
engagement with the concept. The activity requiring students to rewrite sentences using
apostrophes on page 48 (Unit 5) initiates a basic understanding of possession. However,
the limited activities specifically dedicated to possessive nouns fails to give learners

ample practice, which is critical at the A2 level for expressing ownership.

Similarly, the activity on page 87 (Unit 8) effectively introduces students to
essential prepositions like through, on, below, in, and at, fostering an understanding of
spatial relationships. However, given that prepositions play a crucial role in sentence
structure, more varied and frequent practice opportunities could further enhance

students' ability to use them accurately in communication.

The introduction of auxiliary verbs in Unit 6, page 62, is timely, as it helps
students identify main and helping verbs, a foundational knowledge that is crucial for
their language development. This activity effectively sets the groundwork for future

learning, enabling students to construct more complex sentences.

In grade 7 sees a slight shift towards more complex applications of the

grammatical elements introduced in Grade 6, but several gaps remain. For instance, the
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Grade 7 textbook does not introduce any new activities for possessives, which is a
significant oversight. The continuation of possessive practices is necessary for
reinforcing students' previous learning and ensuring they can confidently express

ownership in diverse contexts.

The absence of dedicated activities for prepositions in Grade 7 is concerning
(Textbook, 2023). Without practice, students may struggle to apply their knowledge
effectively. To build upon their previous understanding, students require consistent
practice opportunities that reinforce their learning and encourage them to use

prepositions in more complex sentences.

In this grade, the activities related to auxiliary verbs begin to deepen in
complexity. Students are prompted to fill in the blanks with modal auxiliary verbs,
helping them express necessity, ability, and possibility—key components of A2
communicative competence. However, the lack of a focus on how auxiliary verbs
interact with other grammatical elements may hinder students’ overall understanding

of sentence structure.

In Grade 8, the grammatical activities reflect a more advanced understanding of
the elements introduced in the previous grades. There is an observable shift towards
more contextualized and complex applications. For example, the inclusion of activities
that require students to write sentences using apostrophes on page 39 (Unit 4) indicates
an increased expectation for students to apply their understanding of possessives in
writing (Punjab Textbook, 2024). However, like Grade 7, there is still a lack of broader
context or more challenging tasks involving possessive nouns, which limits

opportunities for critical thinking.

The introduction of compound prepositions in the activity on page 81 (Unit 8)
represents an advancement in complexity. This activity allows students to engage with
prepositions beyond the basics, enhancing their ability to use more sophisticated
structures in their writing. Continued practice in this area is essential for A2 learners as

they prepare for real-life communication.

Furthermore, the activities focusing on auxiliary verbs become more intricate in
Grade 8. Tasks that require students to identify linking verbs and auxiliary verbs in

sentences help solidify their understanding of how these elements function within a
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sentence. This increased complexity reflects the growing linguistic competence

expected of students at this level.
4.12.7 Conjunctions

In the Grade 6 textbook, conjunctions are introduced with basic examples such
as and, but, and however, appearing across several pages (pp. 62, 87, 88, and 98). These
examples aim to familiarize students with the concept of joining ideas and contrasting
statements, which is essential for constructing cohesive sentences (Punjab Textbook
Board, 2023). The activities primarily involve straightforward sentence-level practice,
encouraging students to connect ideas logically. However, these exercises lack variety
and complexity, providing limited opportunities for students to explore different
conjunctions or develop a nuanced understanding of how conjunctions impact sentence
flow and meaning. At the A2 level, students benefit from learning to connect ideas in
various contexts, an area where the Grade 6 material could expand to provide a more

robust foundation.

In Grade 7, there is a notable absence of conjunction-focused activities. This
gap interrupts the progression from the basic conjunctions covered in Grade 6 and
misses an opportunity to help students deepen their understanding of conjunctions
across more complex sentences or in larger discourse contexts. By omitting conjunction
activities in this grade, the textbook does not fully support students' language
development in linking ideas, which is critical for advancing beyond basic sentence
construction (Punjab Textbook Board, 2023, p. 62).

In Grade 8, the treatment of conjunctions is more advanced and aligns better
with A2-level requirements. Activities prompt students to join sentences using
appropriate conjunctions (p. 87, Review 2) and introduce correlative conjunctions such
as either/or and neither/nor, requiring a more substantial understanding of sentence
structure and logical relationships between ideas (Punjab Textbook Board, 2024). By
incorporating correlative conjunctions, the textbook encourages students to construct
more complex sentences, enhancing their ability to communicate ideas clearly and
accurately. These activities represent a gradual enhancement in students’ linguistic
competence, enabling them to connect ideas effectively and produce coherent, complex

sentences.

4.12.8 Particles
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The Grade 6 textbook does not cover particles, which restricts students'
exposure to this aspect of language. Particles, though subtle, are essential for a full
understanding of sentence structure and contribute to the ability to express emphasis,
negation, and modality. The absence of particle exercises suggests that the Grade 6
curriculum does not fully support A2-level communicative competence in this area
(Punjab Textbook Board, 2023). Additionally, Grade 7 continues to lack any content or
activities related to particles. Including particles at this stage could have provided a
necessary bridge between foundational grammar and the more nuanced understanding
of language functions expected at higher levels. This omission suggests that students
may miss critical aspects of linguistic competence in forming more advanced sentences
(Punjab Textbook Board, 2023).

The Grade 8 still lacks coverage of particles, limiting students’ exposure to this
vital area of grammar. This continued absence highlights an inconsistency in the
curriculum, which could hinder learners from fully grasping the intricacies of English
language usage. At the A2 level, students are expected to demonstrate a solid
understanding of both conjunctions and particles, as these elements are crucial for

effective communication in various contexts.

To enhance grammatical instruction in Punjab textbooks, it is crucial to provide
particles consistently throughout all three grades. By doing so, students have the
opportunity to develop their communicative competence and better prepare for real-life

communication scenarios, aligning with the CEFR framework's objectives.

The analysis of lexical competence components in the A2-level textbooks for
classes 6, 7, and 8 revealed that most key grammatical elements were adequately

covered, although some important areas were underrepresented.
4.13 Grammatical Competence

4.13.1 Morphemes (Roots and Affixes)

The analysis of morphemes, particularly focusing on roots and affixes in the
A2-level elementary textbooks from Punjab, reveals a progressive development of
grammatical competence across Grades 6, 7, and 8. This progression fosters learners’

understanding of language structures, as outlined in the CEFR framework.
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In the Grade 6 textbook, the activities presented in Unit 3 (pp. 31-32) focus on
affixes—specifically prefixes and suffixes. Students engage with prefixes such as
super-, anti-, and pre-, creating new words and understanding how these affixes alter
the meanings of root words. This foundational understanding is crucial at the A2 level,
as it helps students deconstruct and reconstruct words, thereby enhancing their lexical
and grammatical awareness (Punjab Textbook Board, 2023, pp. 31-32). Additionally,
students work with suffixes like -ment, -ness, and -able, broadening their vocabulary
and understanding of word functions within sentences. This activity lays the

groundwork for more complex grammatical structures encountered in higher grades.

In Grade 7, the curriculum deepens the exploration of morphemes through
activities that test students’ understanding of prefixes and suffixes through multiple-
choice questions. For example, Unit 1 (p. 7) includes exercises designed to clarify the
meanings and functions of prefixes and suffixes. Students label prefixes and root words
in examples such as helper, unchaste, and kindness, reinforcing morphological analysis
and systematic categorization of words, aligned with the CEFR emphasis on
understanding word formation and structure (Punjab Textbook Board, 2023, p. 7).

By Grade 8, the complexity of activities increases. In Unit 1 (p. 7), students
generate ten words containing both prefixes and suffixes. This task requires recall of
learned morphemes and encourages creativity and application of knowledge,
reinforcing understanding of word formation (Punjab Textbook Board, 2024, p. 7). This
gradual progression, from simple identification in Grade 6 to application in Grade 8,

effectively scaffolds grammatical competence, essential for A2-level proficiency.
4.13.2 Words

Grade 6 introduces compound words in Unit 1 (pp. 5-6) by asking students to
identify and encircle compound words, enhancing their lexical skills (Punjab
Textbook Board, 2023, pp. 5-6). In Grade 7, Unit 1 (p. 8) includes a word-meaning
exercise that compares dictionary definitions, fostering vocabulary-building and
critical thinking (Punjab Textbook Board, 2023, p. 8). Grade 8’s proofreading
activities in Unit 4 (p. 37) and countable/uncountable categorization on p. 45 provide

further grammatical practice (Punjab Textbook Board, 2024, pp. 37, 45).
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4.13.3 Categories
4.13.3.1 Number

The lack of targeted activities on number across all grades represents a notable
gap, as understanding singular and plural forms is foundational for effective

communication.
4.13.3.2 Concrete/Abstract Nouns, Countable/Uncountable Nouns:

The Grade 6 textbook introduces noun categorization in Unit 1 (p. 8), asking
students to underline and classify nouns as concrete or abstract, which aids in building
complex grammatical structures (Punjab Textbook Board, 2023, p. 8). Grade 8’s
activities on countable and uncountable nouns (p. 45) emphasize practical application,

enhancing grammatical accuracy (Punjab Textbook Board, 2024, p. 45).
4.13.3.3 Past/Present/Future Tenses:

Grade 6 introduces tenses in practical activities like sentence completion in
simple past tense (p. 24) and negative/interrogative forms in past continuous (p. 44)
(Punjab Textbook Board, 2023, pp. 24, 44). Grade 7 shifts emphasis to future perfect
and simple past on pp. 20 and 128, respectively (Punjab Textbook Board, 2023, pp. 20,
128). Grade 8 covers present simple, continuous (p. 29), and perfect tenses (p. 55),
progressively introducing more complex tense structures (Punjab Textbook Board,
2024, pp. 29, 55).

4.13.3.4 (In)transitive, Active and Passive Voice

Activities targeting active and passive voice are absent, limiting students’ grasp of this
essential aspect of grammatical competence, which is crucial for advanced sentence

structuring.
4.13.4 Classes
4.13.4.1 Open Word Classes

In Grade 6, Unit 1 (p. 8), students identify nouns in sentences, such as "l am the
teacher,” which supports noun categorization. Unit 3 (p. 34) further reinforces this
understanding by asking students to identify sentence elements, including subjects and
nouns (Punjab Textbook Board, 2023, pp. 8, 34). Adjectives and adverbs receive focus

as well; for example, students identify adjectives in sentences (p. 22) and adverbs in
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context (p. 34), aiding comprehension of these grammatical elements (Punjab Textbook
Board, 2023, pp. 22, 34).

In Grade 7, activities like identifying verbs based on subject-verb agreement (p.
57) and categorizing adjectives as attributive or predicative (p. 37) contribute to a
deeper understanding of these grammatical structures (Punjab Textbook Board, 2023,
pp. 57, 37). In Grade 8, Unit 6 (p. 64) includes exercises on changing adjectives to
adverbs, reinforcing understanding of word classes and sentence construction (Punjab
Textbook Board, 2024, p. 64).

The analysis of grammatical competence in the textbooks for Classes 6, 7, and
8 indicates a focused approach on adjectives and adverbs, especially in the earlier
grades, yet reveals some notable gaps in content. In Class 6, for example, adjectives
and adverbs are introduced through targeted activities. Unit 2, Page 22, Activity 1,
prompts students to underline the subject, encircle the verb, and tick the adjective in
sentences such as "He is intelligent,” where "intelligent” serves as the adjective
(Council of Europe, 2001, p. 22). Similarly, Unit 3, Page 34, Activity 2, instructs
students to identify adverbs by encircling them in sentences like "He swims well,"
which aids in developing their skill in recognizing adverbs in context (Council of
Europe, 2001, p. 34).

The textbook for Class 7 continues to offer engaging activities that reinforce
grammatical competence but lacks exercises addressing conjugations and declensions.
For instance, Unit 6, Page 57, Activity 1, requires students to tick the correct form of
the verb in sentences such as "We has/have bought a computer.” This activity reinforces
subject-verb agreement by encouraging students to apply critical thinking when
selecting the correct verb form according to the subject. Additionally, the focus on
adjectives is evident in Class 7. In Unit 4, Page 37, Activity 1, students are tasked with
underlining adjectives and classifying them as either attributive or predicative, as seen
in sentences like "Did you have a nice trip?" This activity enhances their understanding
of adjectives and their functions within sentences. Further, Unit 4, Page 38, includes
Activity 2, where students create adjectives from given nouns and verbs, and Activity
3, which involves underlining adjectival phrases, offering a deeper understanding of

adjectives in varied contexts.
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For Class 8, there is a gap in the coverage of activities on nouns and verbs. In
Unit 4, Page 45, no activities focus on identifying or using nouns, potentially hindering
students’ grasp of this fundamental grammatical component. Nevertheless, activities
related to adjectives and adverbs are available. In Unit 6, Page 65, Activity 1, students
are asked to change adjectives into adverbs, such as transforming "strong™ to "strongly,"
which reinforces their comprehension of adjectives and adverbs along with their
grammatical forms and applications in sentences. Moreover, Unit 6, Page 65, Activity
2, has students underline adverbs and categorize them by type—manner, place, or
time—in sentences like "She runs quickly,” where "quickly" is identified as an adverb
of manner. This type of exercise provides students with practical applications for
understanding adverbs in different contexts. Activities across the textbooks contribute
to developing grammatical competence, significant gaps remain, particularly regarding
conjugations and declensions across all grades. While there is a robust presence of
activities targeting open word classes, especially adjectives and adverbs in Classes 6
and 7, the absence of noun-focused activities in Class 8 may limit a comprehensive
understanding of grammatical structures. To more effectively align with CEFR
standards, these textbooks would benefit from a more balanced range of activities that

cover all dimensions of grammatical competence.
4.13.4.2 Closed Word

In analyzing the closed word classes across the three grade levels of elementary
textbooks, we focus on the grammatical elements that include demonstrative pronouns,
interrogative pronouns, personal pronouns, and articles. These components are crucial

for students to understand sentence structure and effectively communicate in English.

In Class 6, activities related to closed word classes are present and serve to
enhance students' understanding of pronouns and articles. For instance, in Unit 2, Page
22, Activity 1, students are tasked with making eight sentences using demonstrative
pronouns, such as "this" and "that.” This activity promotes the practical application of
demonstrative pronouns in context. Additionally, Activity 2 in the same unit requires

students to create interrogative sentences using pronouns like "how," "when," and
"what." This not only helps students formulate questions but also encourages critical

thinking as they engage with various interrogative forms.
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A notable strength in Class 6 is the focus on foundational grammatical skills,
particularly with articles and pronouns. However, a weakness lies in the limited
complexity of activities, which may not fully challenge students' understanding.
Furthermore, while the inclusion of sentence separation exercises in Unit 9, Page 98,
Activity 3 allows for the practice of identifying compound and complex sentences, the

lack of varied sentence structures can restrict deeper comprehension.

Class 7 continues to engage students with activities centered on closed word
classes, though there remains a gap in activities addressing interrogative pronouns. For
instance, in Unit 5, Page 46, Activity 1, students replace nouns with personal pronouns,
thereby promoting their understanding of how pronouns can streamline
communication. An example sentence could be, “Ahsan went to the market. He bought
fruits,” where “He” replaces “Ahsan. “Additionally, in Unit 4, Page 37, Activity 2,
students fill in the blanks with “a,” “an,” or “the,” reinforcing their ability to apply
articles correctly based on context. However, the absence of specific activities
addressing interrogative pronouns in Class 7 represents a significant gap, which can
hinder students’ development of questioning skills and their ability to engage in more

complex dialogues.

In Class 8, the emphasis on closed-word classes continues with a variety of
activities that reinforce students’ grasp of grammatical elements. For instance, in Unit
7, Page 75, Activity 1 requires students to fill in the blanks using appropriate modal
verbs, which helps them understand how modal verbs can express necessity, possibility,
or permission. In Unit 4, Page 39, Activity 2, students fill in the blanks with appropriate
articles, further solidifying their understanding of noun specificity and the role of
articles in sentence construction. Additionally, Activity 3 in the same unit involves
reading a dialogue and adding appropriate pronouns where needed, which enhances

their ability to recognize the use of pronouns in conversational contexts.

Despite the strength of varied activities in Class 8, a weakness is noted in the
potential lack of deeper engagement with complex grammatical structures. While
students practice using modal verbs and articles, more advanced exercises involving
compound and complex sentences could better prepare them for real-life
communication scenarios. Overall, the activities related to closed word classes across
the three grades effectively engage students in practical applications of grammatical

elements, promoting their understanding of demonstrative pronouns, interrogative
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pronouns, personal pronouns, and articles. While the activities in Class 6 and Class 8
provide a robust foundation for these elements, the absence of specific interrogative
pronoun activities in Class 7 is a notable gap. However, the variety of activities present
in Classes 6 and 8 suggests a comprehensive approach to fostering grammatical

competence.

Strengths in these analyses include the foundational focus on essential
grammatical elements and the application of diverse activities. Weaknesses arise from
the limited complexity and variety of exercises, particularly in Class 7, where a gap in
interrogative pronoun practice could hinder students’ communicative skills. To enhance
alignment with CEFR standards, textbooks could benefit from incorporating more

diverse and targeted activities that address all aspects of closed word classes.
4.13.5 Structures
4.13.5.1 Compound and Complex Words

In analyzing the grammatical competence of compound and complex words,
phrases, clauses, and sentences within the textbooks for Grades 6 through 8, it becomes
evident that certain elements are emphasized more effectively across different grades.
This analysis reviews the strengths and gaps in each grade, with particular attention to
how the activities contribute to A2-level communicative competence in alignment with
CEFR standards. In Grade 6, activities focus on recognizing compound words, such as
in Unit 1, Page 5, Activity 1, where students encircle compound words in sentences.
For example, words like "fingernail,” "flashlight,” and "armchair" help students
understand how compound words function within language structure (Punjab Textbook
Board, 6th grade, p. 5). This foundational activity supports the recognition of compound
words but could be enhanced with exercises that encourage students to create

compound words, fostering independent use in communication.

In Grade 7 includes activities to form plural versions of compound nouns in
Review 4, Page 127, Activity 1, with examples like "blackboard,” "toolbox,” and
"sunflower” (Punjab Textbook Board, 7th grade, p. 127). This activity aligns more
closely with A2-level requirements as it encourages students to apply grammatical
rules, supporting their lexical competence. However, the focus remains on specific
compound nouns without extending to complex word forms, which could further

improve linguistic awareness.
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In Grade 8, the exercises advance by including the identification of sentence
types (simple, compound, complex) in Unit 12, Page 120, Activity 1. For example,
sentences such as “A hundred paisa makes a rupee” help students analyze sentence
structure and identify complexity (Punjab Textbook Board, 8th grade, p. 120). While
this activity introduces sentence variety, additional exercises encouraging students to
form their own compound and complex sentences could deepen their grammatical

competence.
4.13.5.2 Phrases

Phrase-related activities in Grade 6 include identifying and creating sentences
with phrasal verbs, such as “agree with” and “calm down” in Unit 4, Page 41, Activity
1 (Punjab Textbook Board, 6th grade, p. 41). This supports the development of practical
language use aligned with CEFR A2-level descriptors. Nonetheless, a broader focus on
types of phrases could enhance students’ syntactic range, helping them use English

more flexibly in real-life contexts.

In Grade 7, students engage with adjectival phrases by underlining them in
sentences (Unit 4, Page 38, Activity 1). Phrases such as “extremely delighted” and “in
the cage” help reinforce descriptive language use (Punjab Textbook Board, 7th grade,
p. 38). These activities allow students to analyze grammatical components, but without
exercises that require the construction of such phrases, their ability to generate complex
expressions might be limited.

Grade 8 expands on this knowledge by introducing adverbial phrases in Unit 6,
Page 65, Activity 1, where students fill blanks with phrases like “by the lake” and
“inside the room” (Punjab Textbook Board, 8th grade, p. 65). This progression aligns
well with A2 standards as it enables students to apply their understanding of adverbial
phrases in varied contexts (Council of Europe, 2001). However, more interactive tasks

that involve phrase manipulation could enhance students’ active use of English.
4.13.5.3 Clauses (Main, Subordinate, Co-Ordinate)

In Grade 6, students differentiate between compound and complex clauses, as
seen in Unit 9, Page 98, Activity 1, with examples such as “She studied hard for the
test, but she didn't get a good grade” (Punjab Textbook Board, 6th grade, p. 98). This
activity allows students to recognize different clause types, though it may not fully
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support their ability to generate complex sentences independently, which is essential

for A2-level competence.

In Grade 7, activities involve distinguishing between phrases and clauses in
Unit 11, Page 115, Activity 1, with examples like “We could not open the door”
(Punjab Textbook Board, 7th grade, p. 115). These exercises strengthen grammatical
awareness but remain limited to identification rather than application in student-

generated sentences.

In Grade 8, the textbook introduces students to more complex clauses in Review
4, Page 126, Activity 1, with sentences like “He ate when he was hungry” (Punjab
Textbook Board, 8th grade, p. 126). This level aligns well with A2 expectations,
supporting students’ ability to analyze and understand complex sentence structures.
However, students could benefit from additional tasks that allow them to create
complex clauses, strengthening their communicative competence (Council of Europe,
2001).

4.13.5.4 Sentences (Simple, Compound, Complex)

Sentence-based activities across grades primarily focus on identifying sentence
types. In Grade 6, Unit 4, Page 44, Activity 1, students are asked to distinguish simple
from compound sentences, such as “I don’t know the answer” (Punjab Textbook Board,
6th grade, p. 44). While this activity aids recognition, more practical application would
support communicative competence by allowing students to construct sentences

independently.

In Grade 8, Unit 12, Page 120, students identify sentence types and distinguish
among simple, compound, and complex forms. This activity reinforces sentence
structure understanding at a level consistent with A2 standards (Punjab Textbook
Board, 8th grade, p. 120). However, without tasks that require students to write or

modify sentences, their practical sentence-building skills may remain underdeveloped.

Overall, the textbooks offer a structured progression in teaching compound and
complex words, phrases, clauses, and sentence types. Strengths lie in the textbooks’
consistent structure and emphasis on grammatical awareness, allowing students to
develop foundational recognition skills in syntax and vocabulary. However, a key gap
remains the limited number of activities that encourage students to independently

construct and manipulate these grammatical structures. By including more practical
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exercises, these textbooks could better support the communicative and linguistic
competencies outlined in A2-level CEFR descriptors, enhancing students' real-world

language application skills.
4.13.6 Processes (Descriptive)
4.13.6.1 Nominalization

Nominalization, which involves transforming verbs or adjectives into nouns, is
absent from the activities in all three grades. This omission is significant, as
nominalization can enrich students’ ability to express complex ideas succinctly, a skill
important for advanced communication (CEFR, 2020). The lack of activities in this area

indicates a gap in advancing students’ skills beyond basic sentence structures.

4.13.6.2 Affixation

Affixation including both prefixes and suffixes, is introduced progressively
across the grades. In Grade 6, affixation is practiced in Unit 3, Page 31, Activity 1 and
Activity 2, where students add prefixes like super, anti, and pre, and suffixes such as -
ment, -ness, and -able. Grade 7 reinforces this concept in Unit 1, Page 9, Activity 1,
where students label words with prefixes, root words, and suffixes, helping them
understand word structure. Grade 8 continues this practice in Unit 1, Page 7, Activity
1, asking students to write words with prefixes and suffixes. This sequential introduction
aligns with the CEFR A2 objective of enhancing vocabulary through morphological
awareness, marking affixation as a strength across grades.

4.13.6.3 Suppletion

Suppletion, especially in forming comparative and superlative adjective forms,
is present in all grades. In Grade 6, students practice degrees of adjectives in Unit 5, (p.
51), Activity 1, with examples such as "good-better-best.” Grade 7 extends this with
adjectives like "wise-young-old" (Review 3, Page 93, Activity 1), while Grade 8
provides more complex examples in Unit 4, Page 38, Activity 1. This activity helps
students internalize irregular patterns in English, effectively supporting the CEFR A2
objective of grasping basic inflectional morphology.
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4.13.6.4 Gradation

Gradation appears in activities focused on tense usage and degree modification,
reinforcing students’ understanding of varying forms based on context. Grade 6, Unit
2, Page 24, Activity 1, encourages students to apply simple past tense, while Grade 7,
Unit 12, (p. 128), Activity 1, involves filling in future perfect tense, and Grade 8
addresses present continuous tense (Unit 5, Page 55, Activity 2). These tense variations
aid students in comprehending gradation within verbal inflections, aligning with the
CEFR expectation for A2-level learners to use basic verb forms (Council of Europe,
2020).

4.13.6.5 Transposition

No activities in any grade address transposition, which involves altering the
syntax or structure without changing meaning. This absence may limit students’
exposure to more flexible sentence restructuring, indicating a gap in expanding
syntactic awareness to express ideas more dynamically, a skill that becomes crucial in

more complex language use scenarios.
4.13.7 Relations
4.13.7.1 Government, Concord, and Valence

The areas of government (relationship between verbs and nouns), concord
(subject-verb agreement), and valence (verb argument structures) are not covered in
any grade level. The absence of these relational elements restricts students from fully
understanding sentence dependencies and syntactic hierarchies, essential for
developing more nuanced linguistic competence. This gap suggests a limited scope in
preparing students for the complex sentence construction required at higher
competency levels.

The textbooks demonstrate strengths in areas such as affixation and suppletion,
which are covered comprehensively across the grades. These activities support the
development of lexical knowledge and adherence to A2 CEFR standards. However,
notable gaps are present in nominalization, transposition, and relational elements such
as government, concord, and valence. These omissions may hinder students’ ability to
grasp more complex grammatical concepts, which are integral for advancing beyond

foundational language skills. Addressing these gaps could enhance students’ readiness
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for real-life communication and more advanced language proficiency, aligning more

closely with the CEFR communicative competence goals.
4.14 Components of Semantic Competence

4.14.1 Lexical Structure
4.14.1.1 Reference and Connotation

The concepts of reference and connotation are partially covered in the
textbooks. Grade 6 introduces the terms "connotation” and "denotation” on page 105,
but there is no accompanying activity to reinforce understanding or application. Grade
8 mentions reference words and provides some instruction in Unit 12, (p, 122) Activity
1, which involves editing peer texts to correct "reference words," but lacks specific,
guided activities on identifying or applying reference or connotation effectively. The
lack of targeted practice means that students are introduced to these concepts in a
limited theoretical sense without practical reinforcement, reducing their engagement
with the nuanced meanings and relationships between words that are central to semantic

competence as described by CEFR.
4.14.1.2 Exponence of General and Specific Notions

Activities supporting exponence, or the expression of general and specific
notions, are missing in all grades. This absence is a notable gap, as it restricts students
from practicing how to distinguish between broader and more particular ideas or terms,
which would help them develop clarity and precision in their expressions, especially in
distinguishing between concrete and abstract meanings. The lack of activities on this
subcomponent means students may miss valuable practice in understanding the scope
and scale of meanings, which is fundamental for nuanced language use at even the A2

level.
4.14.2 Inter-Lexical Relations
4.14.2.1 Synonymy, Antonym and Hyponymy

Synonymy and Antonym are better represented, particularly in Grades 6 and 8,
where students are guided to explore these relationships through specific activities. For
instance: In Grade 6, Unit 8, (PP 84-85) includes two activities: students are directed
to locate synonyms and antonyms using a thesaurus or dictionary and then apply them
to vocabulary words. In Grade 8, Review 2, (P. 92), Activity 1 has students identify
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synonyms and antonyms in context, and Unit 10, Page 101, Activity 2 prompts learners

to look up antonyms in a thesaurus.

These activities align with the CEFR A2 standard, helping students develop a
foundational understanding of lexical relationships. However, the absence of synonymy
and antonym in Grade 7 suggests an inconsistency in reinforcing this skill across all
levels. Regular practice in synonymy and antonym would be beneficial for building
students’ vocabulary and understanding of nuances, as well as improving paraphrasing

abilities, key at the A2 level.

There is no mention or activity involving hyponymy (the relationship between
more general and specific terms, such as “flower” and “rose”) in any grade. This
omission limits students’ exposure to categorical relationships among words, restricting
their understanding of hierarchical vocabulary organization, an essential skill in CEFR

framework for improving both vocabulary range and precision.
4.14.2.2 Collocation and Part-Whole Relations

Collocation knowledge, or the natural pairing of words (e.g., "make a
decision"), is crucial in achieving semantic fluency and natural-sounding language. In
Grade 8, Unit 5, Page 15, an activity prompts students to write a character sketch with
the help of a mind map. While this can introduce students to commonly associated
descriptive terms, it does not specifically teach collocations or emphasize word
pairings, making it only a partial, indirect approach to collocation learning. The absence
of direct collocation activities across all grades indicates a gap, as collocation skills are

essential for fluency and accurate vocabulary use, as noted by CEFR standards.

Part-whole relations (e.g., "tree" and "branch™) are not explicitly covered in any
grade. This omission means students are not introduced to important vocabulary
relationships that can enhance their comprehension and expression skills, especially in
descriptive and narrative contexts. Understanding part-whole relationships would help
learners develop a more structured vocabulary, contributing to the CEFR objective of
using vocabulary to describe and identify details.

4.14.2.3 Componential Analysis

There are no activities across any of the textbooks that focus on componential
analysis (analyzing words by their semantic components). This absence suggests that

students are not practicing how to dissect words into their semantic features, a skill that
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could contribute to clearer understanding and use of vocabulary. At the A2 level,
introducing componential analysis at a basic level could enhance students’ ability to

distinguish between subtle differences in meaning.
4.14.2.4 Translation Equivalence

Activities on translation equivalence, or matching words or phrases from
English to equivalent words in the students' native language, are not included in any
grade. Including such activities would support bilingual students in identifying
semantic similarities and differences between languages, which could be particularly
valuable in settings where students may need to translate ideas across languages, thus

reinforcing both lexical depth and cross-linguistic understanding.

The textbooks offer some support for developing semantic competence,
especially in synonymy and antonym. However, several crucial components, such as
hyponymy, collocation, part-whole relations, and translation equivalence, are either
minimally addressed or entirely absent. This limited scope restricts students’ ability to
achieve a well-rounded understanding of semantic relations and the flexibility required
for effective, nuanced communication. For students at the A2 level, introducing
consistent practice across grades in each component of semantic competence would
better align with CEFR focus on developing communicative language proficiency and

preparing learners for real-life language application.
4.15 Phonological Components

4.15.1 Sound Units (Phonemes and Allophones)

Across all three grades, there are no activities on phonemes or allophones. The
lack of exposure to these fundamental sound units’ limits students’ understanding of
basic sound distinctions within English. Phoneme recognition and differentiation are
essential for achieving intelligibility in pronunciation at the A2 level, as students must
recognize and produce distinct sounds to be understood accurately. The absence of
phoneme activities restricts students from engaging with the subtleties of English
sounds, making it challenging to develop clear pronunciation, which is a vital

component of communicative competence.
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4.15.2 Phonetic Features (Voicing, Rounding, Nasality, Plosion)

Textbooks do not include activities on voicing, rounding, nasality, or plosion,
all of which are fundamental phonetic features in language learning. Exposure to these
features at the A2 level would help students understand how sounds are produced,
allowing them to modify articulation as necessary. The absence of these phonetic
activities results in a lack of instruction on articulatory differences that can enhance
pronunciation accuracy. As a result, students miss the opportunity to understand and
practice the tones of English sound production, which are instrumental in minimizing

native language interference and enhancing phonological accuracy.
4.15.3 Phonetic Composition (Words, Syllables, Sequence of Phonemes)

While there is some focus on syllables in each grade (e.g., syllabic division
activities in Grade 6, Unit 5, and Grade 7, Unit 3), the practice is limited to syllable
division rather than exploring syllable stress or the phoneme sequence within words.
Only syllabic structure activities are present, which helps students divide words but
does not encourage them to internalize the rhythm or flow of English speech patterns.
Syllable-focused activities are a fundamental starting point for phonological awareness
but should be paired with an emphasis on phoneme sequencing and syllable stress to
ensure students gain full proficiency in word-level pronunciation, a key A2

competence.
4.15.4 \Word Stress and Word Tones

Limited activities addressing word stress and word tones appear only in Grade
8, where activities such as reciting poems with appropriate stress and rhythm (Unit 5,
page 48, and Unit 8, page 77) provide minimal practice. These tasks, while beneficial
for rhythmic and stress exposure, are not comprehensive enough to support systematic
learning of stress patterns. Effective word stress training is essential for English
intelligibility at the A2 level, as incorrect stress placement can impede comprehension.
The absence of dedicated stress and tone exercises in Grades 6 and 7, as well as a
structured approach in Grade 8, restricts students from developing consistency in

applying word stress, which impacts their clarity and fluency.
4.15.5 Sentence Phonetics (Prosody: Sentence Stress, Rhythm, and Intonation)

In Grade 8, there is limited instruction on sentence stress, rhythm, and

intonation, with some focus on reciting poems using appropriate stress and rhythm
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patterns. However, no such activities are present in Grades 6 and 7, resulting in a gap
in developing prosody awareness consistently. Prosody is essential for understanding
the natural flow of English speech, as sentence stress and rhythm convey important
cues about meaning and emotional undertones. Without regular prosody practice,
students struggle to grasp the flow of spoken language, leading to a more stilted or

unnatural delivery that may reduce communicative effectiveness.

4.15.6 Phonetic Reduction (Vowel Reduction, Strong and Weak Forms,
Assimilation, Elision)

The textbooks lack activities addressing vowel reduction, strong and weak
forms, assimilation, and elision. These aspects of phonetic reduction are particularly
important at the A2 level, as they contribute to a natural, fluent sound in spoken English.
Phonetic reduction elements are critical in authentic communication, where native
speakers frequently reduce vowels or omit sounds to create smoother and faster speech
patterns. Without exposure to these reductions, students may sound overly formal or
mechanical, making their speech less relatable and harder to understand in natural

conversations.

The lack of phonological training activities, especially in foundational areas like
phonemes, word stress, and prosody, points to a significant gap in aligning these
textbooks with CEFR-based A2-level expectations. The omission of comprehensive
phonological activities across grades limits students’ ability to develop phonological
competence systematically. For students learning English in an A2 context,
phonological competence is foundational to intelligibility and conversational fluency,
aligning directly with the objective of preparing learners for real-life communication.
Without phonological training, students miss out on essential skills for clear
articulation, sentence rhythm, and stress, which are crucial for conveying meaning

accurately and connecting with listeners.

By incorporating these elements, the textbooks could significantly enhance
phonological competence, better-preparing students for real-life communication by
enabling them to communicate more clearly and naturally. This approach would help
achieve the research objectives by ensuring a more comprehensive alignment of
phonological elements with CEFR standards, directly contributing to communicative

competence in an elementary English language context.
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4.16 Orthographic Components

In evaluating orthographic competence within the selected textbooks, analysis
shows varied levels of engagement with spelling, punctuation, and typographical
conventions, which are essential for A2-level students according to CEFR standards.
Orthographic competence is vital at this stage to enable students to develop core skills
in written English, enhance communicative effectiveness, and prepare learners for
practical language use. However, across Grades 6, 7, and 8, several gaps appear in the
coverage of orthographic aspects, which may affect students’ development of the

essential orthographic skills that underpin communicative competence.
4.16.1 The Form of Letters in Printed and Cursive Forms

In assessing the form of letters in printed and cursive forms in both uppercase
and lowercase, there is a limited focus across the selected textbooks. While uppercase
and lowercase letters are presented indirectly through punctuation activities, explicit
instruction in printed and cursive forms is largely absent. In Grade 6, students encounter
activities that reinforce capitalization through rewriting sentences with proper
capitalization and punctuation, such as in Unit 1, (P. 12), Activity 1, where students are
asked to rewrite sentences with correct capitalization (e.g., “Sana lives in Dubai”; “We
went to Saudi Arabia to perform Hajj last year”). Similar reinforcement appears in Unit
11, Page 115, Activity 2, and Unit 8, Page 108, Activity 3, where students are tasked

with rewriting paragraphs using correct capitalization and punctuation.

In Grade 7, there are no specific activities that address the form of letters
directly. By Grade 8, capitalization exercises continue to be part of punctuation
activities, but there are still no activities targeting the distinct forms of letters in both
printed and cursive styles. This lack of focus leaves a notable gap, as foundational
familiarity with letter forms in both cases is critical for students’ reading fluency,
writing accuracy, and recognition of proper names and sentence structures. Direct
instruction on printed and cursive forms would not only align with A2-level
orthographic competence goals but also enhance students’ general writing skills by

reinforcing the correct formation and application of letters.
4.16.2 Proper Spelling and Recognition of Contracted Forms

Although spelling activities are present, such as silent letters, homophones, and

homographs, contracted forms are absent. Examples include Grade 6 activities on
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dictionary abbreviations and homographs (Unit 8, p. 85; Unit 2, p. 19) and silent letter
recognition in Grades 7 and 8 (Unit 1, p. 6; Unit 5, p. 54). However, the lack of exposure

2 ¢

to contracted forms (e.g., “can’t,” “won’t”) may reduce students’ readiness for
conversational and informal English use, which is frequently encountered in real-life
communication. Given the practical value of understanding contractions at the A2 level,
students would benefit from explicit activities incorporating these forms to better align

with CEFR communicative standards.
4.16.3 Punctuation Marks and Their Conventions

Punctuation is covered across all grades, with activities that encourage students
to practice sentence punctuation, capitalize proper nouns, and apply punctuation marks
correctly. For instance, Grade 6 includes sentence punctuation tasks (Unit 2, p. 24; Unit
3, p. 35), and Grades 7 and 8 further develop punctuation awareness with paragraph
punctuation exercises (Grade 7, Unit 6, p. 61; Grade 8, Review 3, p. 125). This
emphasis aligns with A2 requirements by helping students structure sentences clearly,
supporting coherent communication. As a result, this area of orthographic competence
is well-represented, helping learners convey meaning accurately and enhancing

communicative competence.
4.16.4 Typographical Conventions and Varieties of Font

Although typographic variation (e.g., bold or italicized words) appears in each
chapter, there are no specific activities or guidance that teach students how to use or
interpret these conventions. This gap limits students’ understanding of how
typographical elements enhance textual interpretation, which is important for A2-level
learners. Typographical competence allows students to distinguish headings, emphasize
key terms, and follow the organization of written material, all of which facilitate
efficient reading and comprehension. By adding explicit instructions or exercises on
typographic conventions, textbooks could significantly enhance orthographic

competence.
4.16.5 Logographic Signs (e.g., @, &, $)

The textbooks also lack activities introducing common logographic signs such
as @, &, and $. These symbols are integral to daily written English, particularly in both
informal digital contexts and professional communication, where such signs are

frequently used. Understanding these symbols would provide students with essential
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tools for real-world written interactions, contributing to their communicative
competence. The absence of activities involving logographic activities involving
logographic signs leaves students underprepared for practical language use outside the

classroom.

The limited coverage of critical orthographic elements across these textbooks’
limits students’ comprehensive development of orthographic competence, hindering
their communicative competence at the A2 level as defined by the CEFR framework.
Although spelling and punctuation are well-addressed, the absence of focused activities
on letter forms, typographic conventions, contracted forms, and logographic signs
prevents a fully rounded orthographic foundation. As such, these textbooks only
partially support the A2-level communicative objectives of equipping students with the
foundational skills needed for real-life communication in English.

4.17 Orthoepic Competence

The analysis of Orthoepic Competence within the selected textbooks reveals
both strengths and notable areas for improvement. A range of spelling conventions and
activities is provided in each grade, facilitating student familiarity with Standard
English spelling patterns. For example, in Grade 6, activities on prefixes and suffixes
(Unit 3, p. 31) enhance students’ ability to modify base words, fostering vocabulary
expansion and spelling accuracy. Additionally, activities on homographs (Unit 2, p. 19)
introduce students to words with multiple meanings and pronunciations, encouraging
contextual awareness. Grade 7 builds upon this with activities focused on silent letters
(Unit 1, p. 6), which help students recognize non-phonetic spellings in English. In
Grade 8, activities that prompt students to underline silent letters and recognize
diphthongs (Unit 2, p. 17) further reinforce knowledge of English orthographic

conventions.

Regarding the ability to consult a dictionary and knowledge of conventions
used for representing pronunciation, each grade includes activities that encourage
dictionary use. In Grade 6, students are guided to locate parts of a dictionary and
understand their functions (Unit 7, p. 73). Grade 7 offers tasks on guessing and then
verifying meanings with a dictionary (Unit 4, p. 36), which develops word exploration
skills. In Grade 8, students are prompted to use a dictionary to find meanings, syllables,

and pronunciations (Unit 1, p. 5), which enriches their understanding of word forms
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and linguistic structure. However, while dictionary skills are fostered, direct instruction
on pronunciation representation is largely absent, with only a pronunciation chart at the

end of Grade 7’s textbook providing reference but lacking interactive tasks.

In terms of understanding the implications of punctuation for phrasing and
intonation, some punctuation activities are present, but they do not explicitly address
their impact on phrasing or intonation. Without this link, students may miss the
opportunity to understand how punctuation choices can affect the rhythm and tone of

spoken or read-aloud text.

Finally, there is a lack of activities that address resolving ambiguity (such as
homonyms or syntactic ambiguities) based on context. This gap may limit students'

ability to navigate multiple meanings in real-life communication effectively.

The primary gap identified in the textbooks is the absence of comprehensive
activities for representing pronunciation, interpreting punctuation for phrasing and
intonation, and resolving ambiguity through context. Addressing these areas is
essential, as they underpin the development of phonological awareness, reading
fluency, and comprehension all critical at the A2 level according to CEFR. Introducing
targeted exercises on ambiguous language and explicit phonetic representations would
enhance students’ ability to navigate both written and spoken forms of English. This
could include activities that explore context-dependent meanings or exercises that link
punctuation to speech patterns, which would strengthen their communicative

competence and align more closely with CEFR objectives for A2-level learners.
4.18 Sociolinguistic Competence

Sociolinguistic competence is an essential element in achieving communicative
competence, encompassing the skills and knowledge needed to navigate the social
aspects of language use. Previously referred to as sociocultural competence, this
dimension acknowledges language as inherently socio-cultural. Much of the
Framework addresses sociocultural aspects, particularly those related to sociolinguistic
competence. Here, the focus is on components specifically tied to language use, which
are not covered elsewhere, such as linguistic markers of social relationships,
conventions of politeness, folk expressions, variations in register, and distinctions in

dialect and accent.
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4.18.1 Linguistic Markers of Social Relations

Linguistic markers of social relations are signs communicated in verbal and
nonverbal ways that help in the identification of individuals regarding the groups to
which they belong. For the development of sociolinguistic competence, the component
of linguistic markers of social relation contained words of greeting and different forms
of addressing others found in all the books in writing exercises and oral practices.
Activities like group discussion, letter writing, application writing, and writing an e-
mail exhibited the use of these markers.

4.18.1.1 Choice of Greetings

The analysis of sociolinguistic competence, particularly concerning the use and
choice of greetings in Class 6 textbooks, reveals a structured approach to social
interaction through dialogues. For example, in Unit 3, Page 30, Roshan greets Babar
with “Assalamu Alaikum,” a culturally appropriate and respectful Islamic greeting, to
which Babar responds with “Wa Alaikum Assalam.” This initial exchange, followed by
questions such as “How are you?” and “Would you like to eat [mangoes]? " indicates
an effort to teach learners not only polite and socially appropriate greetings but also
how to extend conversations with inquiries, expressions of politeness, and gratitude.
Similarly, on (Unit 11, p, 112) the dialogue between Zubair and Basit opens with
“Hello Basit, How are you?” reflecting a casual and friendly greeting form that initiates
a polite interaction. This exchange models how to inquire about someone's wellbeing

and engage in further conversation based on the response.

Both dialogues introduce learners to the practical use of greetings that align with
CEFR sociolinguistic competence framework. They guide students in adopting various
forms of address suitable for informal contexts, such as greetings among friends or
classmates, reinforcing social norms through phrases like “Thank you” and expressions
of concern or encouragement. These dialogues demonstrate appropriate turn-taking and
the polite acknowledgment of another person’s perspective, fostering an understanding
of basic sociolinguistic conventions. Overall, the integration of these examples
indicates that the textbook aligns well with CEFR standards for the A2 level, as it
teaches learners to engage in exchanges that are contextually appropriate and respectful,
thereby supporting learners' development of culturally informed and communicative

competence.
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In Class 7 textbook integrates sociolinguistic competence through numerous
examples of greetings within dialogues and role-play activities, facilitating a clear
understanding of social and cultural norms. These activities present a variety of
greetings across different social contexts, allowing students to practice and distinguish

between informal and formal expressions.

In Unit 2, Page 16, students engage in a role-play activity where they greet a
counselor with “Assalam-o-Alaikum, Sir,” to which the counselor responds, “Wa
Alaikumussalam.” This provides students with a model for respectful and formal
greetings used in student-teacher interactions, emphasizing politeness and formality. In
Unit 3, Page 24, Shiza and Urooj exchange greetings with “Assalam-0-Alaikum” and
“Wa Alaikumussalam,” which model culturally appropriate informal greetings between

peers, suitable for use among friends or classmates.

Further examples include Unit 4, Page 35, where a role-play dialogue begins
with “Hi Shaukat, how are you? " Here, the greeting "Hi" reflects a casual and friendly
tone, making it suitable for peer-to-peer exchanges, while “How are you?” encourages
students to use follow-up questions to show engagement. In Unit 11, Page 110, the
greeting “Hello Fiza! How are you?” and the response “Fine, and you?” illustrate
typical conversational norms in informal settings, reinforcing a friendly and interactive

tone among classmates.

Moreover, Unit 9, Page 86, presents a specific activity for practicing various
greetings and introductory questions, such as “Hi / Hello / Assalam-0-Alaikum / Good
morning” and questions like “What’s up?” and “How are you?” This activity
encourages students to choose suitable greetings depending on context and familiarity,
as well as to gather personal information with follow-up questions, such as “What's
your name?” and “Where do you live?” This structured approach equips students to
adapt greetings and questions based on the level of formality, enhancing their

sociolinguistic competence in real-life social situations.

Overall, these examples collectively strengthen sociolinguistic competence by
allowing students to practice both formal and informal greetings in context-sensitive
ways. This aligns with the CEFR standards for A2-level learners by encouraging polite,
appropriate, and culturally relevant social interactions, essential for building effective

communication skills in various real-life scenarios.
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The use of greetings in Class 8 further supports the development of
sociolinguistic competence by reinforcing the cultural norms and politeness
conventions integral to communication in a social context. In Unit 10, Page 100, an
example dialogue presents a student exchange where Maryam initiates with “Assalamu
Alaikum, how are you? ” and Shabnam responds with “Wa Alaikum Asalaam. I am fine.
Thank you.” This interaction models the linguistic markers of social relations,
specifically through the use of traditional greetings in Urdu, which reflect respect and
cultural appropriateness.

This dialogue not only provides students with examples of formal greetings but
also allows them to practice expressing concern for others and responding politely. By
integrating both the initial greeting and a polite response, the activity familiarizes
students with the rhythm and norms of social exchanges. This reflects CEFR A2-level
standards, which emphasize that learners should understand and use simple phrases in
socially and culturally appropriate ways. Furthermore, through consistent exposure to
greetings in context, students can better grasp the nuances of social interactions and
develop confidence in engaging in polite exchanges, which contributes significantly to

their communicative competence.

This activity aligns with the research objectives and questions by demonstrating
that the textbook promotes an understanding of linguistic markers essential for real-life
communication. It highlights that students are being introduced to polite, respectful
forms of address that prepare them for social interactions beyond the classroom,

emphasizing the textbook’s role in fostering culturally relevant communication skills.

In Class 6 textbook includes various sociolinguistic components such as address
forms, turn-taking conventions, and culturally appropriate responses that align with
CEFR A2-level standards for sociolinguistic competence, taught through dialogues and
role-play activities. However, there are gaps, such as the absence of ritual insult, which
could provide students with exposure to playful or sarcastic language in a controlled

and safe way, helping them understand boundaries in social interactions.

Based on the Class 6 textbook examples, we observe multiple sociolinguistic
elements embedded within the dialogues and activities that align with CEFR

descriptors.
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In terms of greetings and address forms, both formal and informal settings are
presented. For instance, Dawood greets with “Assalaamu Alaikum, sir” (Unit 1, Page
4, Activity 1), demonstrating a frozen and respectful approach typical of social
formalities. In informal contexts, students practice writing letters, such as informal
letters to friends (Unit 6, Page 67, Activity 3) and formal letters, like addressing the
police inspector (Unit 7, Page 78, Activity). Here, learners differentiate between formal
and informal language conventions, helping them navigate social hierarchies and

relationship dynamics.

Regarding turn-taking conventions, the dialogues between characters, such as
Usman and his mother (Unit 2, Page 18), exhibit natural exchanges that mirror real-life
conversational flow, giving learners insights into polite interruption, response timing,
and respecting turns in speech. However, ritual insult, a more culturally nuanced
element, is not incorporated within this grade, potentially limiting exposure to more

diverse sociolinguistic scenarios.

The presence of peremptory language is also illustrated subtly in exchanges that
utilize surnames for direct address, such as “Hello, Azhar” and “Hello! Kamran”
(Units 4, Page 40, and 7, Page 71). This practice introduces students to a mode of

address that reflects authority or emphasis within social hierarchy contexts.

This textbook introduces foundational elements of sociolinguistic competence,
employing role-playing and dialogue practices as effective teaching tools for real-world
social interaction skills. The absence of certain elements, such as ritual insult and use
and choice of expletives, marks an area for further enhancement to ensure students gain

exposure to a broader range of social interactions.

The sociolinguistic components of the Class 7 textbook are well represented
through role-play dialogues, providing students with meaningful practice in informal

social interactions.
4.18.1.2 Address Forms

The dialogues reflect several address forms activities in books like frozen
language typically includes formalized expressions used in formal ceremonies or highly
structured communication, this level lacks explicit frozen expressions. Formal and
Informal: These dialogues are informal, addressing each other by first names, such as
"Shiza" and "Urooj" (Unit 3, page 24), as well as “Hi Shaukat” and “Hi Tarig” (Unit
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4, page 35). This use of informal greetings helps students understand the distinction
between casual and formal settings and reinforces the appropriate usage of informal
language with peers. Formal: The dialogue between the teacher and students (Unit 10,
page 97) shows a formal address, where students use “Sir” to refer to their teacher,
demonstrating respect. Similarly, in the doctor and attendant conversation (Unit 12,
page 121), the attendant addresses the doctor with formal courtesy, reinforcing the

social norms of professional relationships.

Familiar: Familiarity is demonstrated through the relaxed, friendly language and
the choice of topics, like personal preferences and vacation activities that suit
conversations between close friends. The dialogues include familiar phrases such as
“Hi” and personalized topics that reflect everyday speech patterns between peers.
Familiar and Peremptory: Familiarity appears in friendly exchanges between students,
while the peremptory address is subtly shown in Unit 7, pages 71 and 78, where
surnames are used without titles, indicating a certain authoritative tone, such as
“Father: Hello, Azhar.” This helps students distinguish between different levels of
familiarity. Ritual Insult: No ritual insults are present, which could limit students’
exposure to mild, socially acceptable forms of teasing that exist in various cultures.
Including such expressions could deepen learners’ understanding of nuanced

communication.
4.18.1.3 Turn-Taking Conventions

The dialogues successfully teach turn-taking by following natural, alternating
exchanges. For instance, Shiza and Urooj's dialogue (Unit 3, page 24) models polite
exchanges and back-and-forth interactions, enabling students to grasp timing and
conversational flow. Phrases like “It is a hot day, isn’t it?” and “What would you like
to drink?” encourage response, showing learners how to engage others actively and
respect conversational turns, essential in informal communication. In the dialogue
between teacher and students (Unit 10, page 97), students ask questions in an orderly
manner, allowing the teacher to respond fully before proceeding. This structured turn-
taking teaches students to respect conversational flow, listen actively, and avoid
interruptions. Similarly, in the doctor-attendant interaction (Unit 12, page 121), the
attendant patiently asks questions and waits for the doctor’s responses. The dialogue
emphasizes orderly exchanges and respect for authority, guiding students in practicing

conversational politeness in formal settings.
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4.18.1.4 Expletives

The dialogues do not incorporate expletives or mild expressions, limiting
students’ exposure to commonly used expressions of surprise, emphasis, or frustration
that often appear in casual conversations. The absence of expletives may omit an aspect
of natural, expressive language use that could enrich students' conversational range in

real-life situations.

Overall, the dialogues in this textbook provide a sound foundation in informal
language use, focusing on conversational skills with friends. They incorporate greeting
expressions, choice of familiar address, and structured turn-taking, making the
activities suitable for teaching sociolinguistic competence at the A2 level. However, the
absence of ritual insults, expletives, and frozen language forms suggests room for

broadening content to cover a wider range of social scenarios.

The Class 7 textbook provides additional examples of sociolinguistic
competence through both formal and informal dialogues. These activities are effective
for helping students practice various communicative competencies, including address
forms, turn-taking conventions, and the use of expletives, reinforcing the social aspects
of language through dialogue-based activities. These activities collectively support the
research objective of preparing learners for real-life communication by enhancing their

ability to use language appropriately in both formal and informal contexts.

The activities presented in the 8th-grade textbook offer various insights into
how sociolinguistic elements align with the objectives of preparing students for real-
life communication. The formal and informal address forms are adequately represented
in both written and spoken tasks. For instance, in Unit 12, students write formal letters,
such as one to the Director of Education about a textbook shortage and another to a
newspaper editor about cleanliness issues. These activities align well with the formal
address standards, encouraging students to use respectful and courteous language when
addressing authority figures, thereby building an understanding of appropriate language

use in formal settings.

Conversely, informal address is practiced through dialogues between friends or
family members, like the one in Unit 8, where ljaz apologizes to Rehan for speaking
harshly. Rehan responds with “OK! Your apology is accepted. But be careful next

time,” reflecting familiar language that is suitable for interactions between close
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friends. This exchange, combined with phrases like “delicious lunch” and “mouth-
watering,” allows students to practice familiar and informal language that mirrors real-
life interactions among peers, thus contributing to their sociolinguistic competence in

informal contexts.

The activities also effectively model turn-taking conventions, as seen in the
conflict-resolution dialogue from Unit 1, where Aslam, Imran, and Asghar discuss a
misplaced pen. Asghar’s mediating phrases, “You should not fight with him,” and
Aslam’s eventual resolution, “Yes, you are right! I forgive him,” reflect clear and
structured exchanges. This type of dialogue allows students to practice listening,
waiting for their turn, and responding appropriately, which reinforces respectful

conversational flow and social interaction norms.

However, there are notable gaps. The activities lack peremptory address forms,
which would help students understand commands and directives in relationships that
entail power dynamics, such as between teacher-student and employer-employee.
Furthermore, ritual insults teasing or joking in socially accepted forms are missing,
limiting students’ exposure to playful yet culturally nuanced aspects of sociolinguistic
competence. For instance, an added dialogue between friends could introduce light-

hearted, acceptable teasing to help students understand this aspect of familiar speech.

Lastly, the absence of expletives or mild expressions of frustration in the
activities could represent a gap in exposure to realistic social language, though this may
be to maintain appropriateness in a classroom context. Overall, while the textbook
activities effectively model formal and informal address and turn-taking conventions,
they could be enhanced by incorporating peremptory address, ritual insults, and mild

expletives to provide a more complete sociolinguistic learning experience for students.

The provided textbook activities meet several aspects of the CEFR framework's
sociolinguistic competence requirements, though some gaps remain. Activities
involving formal and informal address (e.g., letters to authorities and friendly
apologies) align with CEFR guidelines on address forms and register differences,
allowing students to understand appropriate language use across social contexts. The
inclusion of structured dialogues supports CEFR emphasis on turn-taking conventions
by modeling polite conversational exchanges, which prepares students for smooth

communication in various interactions. However, the absence of peremptory address,
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ritual insult, and expletives leaves gaps in fully addressing the CEFR checklist, as these

elements are essential for a more comprehensive.

The 6th and 7th-grade textbooks incorporate elements of positive and negative
politeness, aligning with A2-level sociolinguistic competence as described in the CEFR
framework. Positive politeness, often shown through friendly and engaging language,
is demonstrated in several dialogues. For instance, in Unit 3 (Grade 6, p. 30), Roshan
offers mangoes to his friend Babar by saying, “Take one and taste it, please,” which
demonstrates polite insistence and friendliness. Similarly, in Unit 2 (Grade 6, p. 18),
Dawood respectfully addresses an elderly man with, “How may I help you?”” and later
says, “Don’t worry, sir. I will bring a new bag in a few minutes,” which further
promotes helpfulness and respect. The Grade 7 textbook mirrors these examples; in
Unit 4 (p. 45), a student offers assistance to a peer with, “Would you like some help
with the assignment?” and ends the exchange with “Thank you,” demonstrating the

polite expressions of friendliness and cooperation essential for A2 learners.

Negative politeness, which shows respect and reduces imposition, also appears
in these textbooks. For example, in Grade 6, Unit 11 (p. 112), Basit uses a polite
apology, saying, “Please forgive me,” after failing to complete an assignment on time,
which conveys an awareness of formal politeness toward a peer. In Grade 7, Unit 5 (p.
50), a student apologizes to a teacher by saying, “I am sorry for the delay,” and
respectfully adds, “Thank you for your patience,” demonstrating a polite, respectful

response in an authority-based context.

These examples meet the A2-level sociolinguistic competence requirements
outlined by CEFR, as they provide students with essential practices of polite language,
gratitude, and apology. Such dialogues are appropriate for A2-level learners, as they
expose students to the fundamentals of polite exchanges, essential expressions like
“please” and “thank you,” and social interaction etiquette. By engaging in these polite
dialogues, students acquire valuable tools for respectful communication, helping them
prepare for real-life scenarios that demand politeness, gratitude, and respect in social

interactions (Council of Europe, 2001).

The selected 8th-grade textbook activities demonstrate several sociolinguistic
components, specifically focusing on politeness conventions, positive and negative

politeness, and the use of courteous expressions like "please™” and "thank you,™ which
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align with A2-level competencies outlined in the CEFR framework. These elements are
essential for fostering respectful communication skills in students and preparing them

for real-life social interactions.

The activity on page 4, Unit 1, where Asghar mediates a conflict between Aslam
and Imran, reflects both positive and negative politeness strategies. Asghar approaches
the situation politely and suggests a constructive solution, saying, "You should not fight
with him, instead we should try to find it." This encourages problem-solving and
tolerance, as seen when Aslam agrees to forgive Imran, saying, “I forgive him.”” Here,
students observe positive politeness through Asghar’s language, which is friendly and
inclusive, promoting reconciliation and understanding. Additionally, expressions like
“Thank you, brother, I shall remember this act of tolerance” teach students to use

gratitude in appropriate situations, emphasizing forgiveness and respect.

In unit 8, page 80 offers another scenario where two friends, ljaz and Rehan,
seek reconciliation after a misunderstanding. Ijaz's apology, “I am sorry for the harsh
talk that we had yesterday,” illustrates negative politeness as he attempts to
acknowledge his mistake and minimize any imposition on Rehan. Rehan’s response,
“Well, you talked insolently and insulted me for nothing,” reflects an honest reaction,
yet he accepts the apology later, underscoring the use of respectful communication.
This dialogue effectively showcases reconciliation through politeness, where students
witness how apologies and courteous behavior can resolve conflicts. Additionally,
[jaz’s offer to “treat [Rehan] to a delicious lunch” serves as a positive politeness gesture,

adding warmth to their interaction and restoring their friendship.

The activities in Unit 10, page 104, and Unit 12, (p. 122,) further reinforce the
importance of politeness conventions through written communication. Students are
asked to write letters or emails that include polite, respectful language, such as a letter
advising a younger sibling to "have a good attitude with them as they help us in doing
house chores"” or an email to encourage a friend to “plant saplings to make the earth
green.” These activities teach students how to express courtesy and positive

encouragement in writing, extending sociolinguistic practice beyond dialogues.

Similarly, the group activities on page 8, Unit 2, where students discuss
kindness and relationships, and the role-play on page 13, Unit 2, where they enact polite

expressions in speech, are particularly suited to A2-level learners. These activities
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involve practical applications of politeness, empathy, and positive communication,
helping students practice essential social skills. Students reinforce their understanding
of respectful communication in various contexts by discussing kindness and role-

playing challenging situations with politeness.

The use of polite expressions like "please™ and "thank you" in these activities
also plays a crucial role in teaching students’ appropriate manners and social
conventions, as outlined in the CEFR for A2-level learners. For example, in Unit 1,
page 4, Aslam expresses gratitude to Asghar by saying, “Thank you, brother, I shall
remember this act of tolerance.” This interaction models a respectful, socially
appropriate response to forgiveness, reinforcing the importance of gratitude in
maintaining positive social relationships. Similarly, Unit 10, page 104 encourages
students to practice courteous language in written form, as they are prompted to advise
a younger sibling to "use courtesy words with them™ when addressing helpers at home.
Such activities consistently highlight the value of respectful communication, ensuring
that learners understand when and how to use "please” and "thank you" in various
contexts. This training is instrumental for A2-level students, helping them apply these

polite expressions naturally in conversations.

Notably, there is an absence of impoliteness in the textbook activities across
6th, 7th, and 8th grades, which aligns with the educational objective of fostering
positive social skills. The lack of impoliteness scenarios ensures that students are
focused on learning respectful and constructive language rather than exposure to harsh
or confrontational expressions. This approach is especially beneficial for A2-level
learners, as it guides them towards understanding and practicing courteous and positive
interactions, thereby setting a strong foundation for respectful communication in real-
life situations. By excluding impoliteness, the textbooks adhere to a positive learning
environment that supports sociolinguistic competence development without

encouraging or modeling disrespectful language.

Overall, these activities are suitable for A2-level learners, as they provide age-
appropriate, relatable examples of politeness conventions, including both positive and
negative politeness strategies, apologies, and expressions of gratitude. These activities
align well with the CEFR focus on developing communicative competence in
sociolinguistic aspects, preparing students for respectful and effective social

interactions (Council of Europe, 2001).
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4.18.2 Expression of Folk Wisdom

The analysis of idioms and proverbs in the elementary textbooks reveals notable
variations across Grades 6, 7, and 8, indicating both the presence and absence of certain
sociolinguistic elements, which align with aspects of A2-level CEFR standards.

Activities involving idioms are present in the Grade 6 textbook. For instance,
Unit 6 on page 60 includes an activity (Activity 2) where students are prompted to write
sentences using idioms like "cats and dogs," "kill two birds with one stone," and "lend
a hand." This activity introduces students to idiomatic expressions, allowing them to
practice language in a contextually meaningful way. There are no activities focused on
proverbs in Grade 6, which creates a gap in students’ exposure to this specific aspect

of folk wisdom.

In Grade 7, both idioms and proverbs are included. Unit 8, on page 83, presents
an activity (Activity 1) that has students match proverbs with their meanings, such as
“No pain, no gain” and “Actions speak louder than words.” Another activity in the
same unit (Activity 2, page 82) involves matching idioms with their meanings, with
examples like “I am feeling blue” and “I am in a pickle.” These exercises encourage
students to understand both idiomatic and proverbial expressions, expanding their

sociolinguistic competence.

The Grade 8 textbook includes activities on both idioms and proverbs. For
example, in Unit 5, page 52, Activity 1, students’ complete proverbs by filling in blanks
with words from a list, as in “Every dog has his  (day).” Additionally, Activity 2
on the same page asks students to interpret idioms such as “Better late than never,”
“Break a leg,” and “Spill the beans.” These exercises help reinforce understanding of

common expressions in English, contributing to students’ sociolinguistic skills.

Familiar Quotations: There are no activities related to familiar quotations in
any of the three grades. This absence means students miss out on exposure to widely
recognized sayings that could enrich their sociolinguistic awareness. Expressions of
Beliefs, Attitudes, and Values: Similarly, none of the textbooks include activities that
focus on expressions of beliefs, attitudes, or values. This gap in content limits students’
understanding of how language reflects cultural norms and values, a critical aspect of

sociolinguistic competence.
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The analysis reveals that while idioms and proverbs are progressively
introduced across Grades 6, 7, and 8, with an increasing level of complexity, there are
notable gaps in activities involving familiar quotations and expressions of beliefs,
attitudes, and values.

4.18.3 Register Differences

In analyzing register differences within the 6th, 7th, and 8th-grade textbooks,
various examples indicate varying levels of formality, aligning with CEFR
sociolinguistic competence for A2-level learners. Each register frozen, formal, neutral,
informal, and intimate serves to familiarize students with social context cues that
influence how language is used in different interactions. While most examples from the
textbooks concentrate on formal and neutral (consultative) registers, there is limited
representation of the frozen or intimate registers, which suggests an emphasis on

cultivating polite, formal interaction styles among learners.
4.18.3.1 Formal Register

Activities such as letter-writing exercises (e.g., Unit 10, Grade 7, Page 104),
where students write to a younger sibling or an authority figure, allow them to practice
the formal register, using polite and structured language appropriate for respectful
communication (Punjab Textbook Board, 2023, p. 104). Similarly, in Review 3, Grade
8, Page 126, students write a letter to a newspaper editor, requiring them to adopt a
formal tone to address a public issue, which aids in developing respect for social roles

and formality.
4.18.3.2 Neutral (Consultative) Register

Neutral or consultative interactions are seen in dialogues where students resolve
conflicts or apologize (e.g., Unit 8, Grade 7, Page 80), displaying a balanced
conversational tone that is neither overly formal nor casual (Punjab Textbook Board,
2023, p. 80). This register is appropriate for interactions with acquaintances or peers in
non-intimate settings, helping students practice using contextually suitable language for

everyday exchanges.
4.18.3.3 Informal (Casual) Register

The informal or casual register appears in dialogue activities where friends

discuss and reconcile over disagreements (e.g., Unit 8, Grade 6, Page 4), encouraging
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students to use natural, everyday language in a less formal tone (Punjab Textbook
Board, 2024, p. 4). Such exercises support students’ understanding of colloquial

expressions and interpersonal language that feels more familiar and direct.
4.18.3.4 Frozen and Intimate Registers

Although not explicitly represented, the frozen register characterized by
ceremonial or ritualistic language could enhance learners’ understanding of culturally
significant phrases or language used in formal settings (e.g., pledges or national
slogans). Similarly, there is an absence of the intimate register, which involves highly
personal communication. Incorporating examples of both registers, such as culturally
familiar sayings or family-centered dialogues, could add depth to the students'

sociolinguistic awareness and help them navigate various social contexts appropriately.

The textbooks focus primarily on formal, neutral, and informal registers,
offering students foundational skills in adapting language based on social roles and
relationship dynamics. While these registers are appropriate for A2-level learners as
they lay a groundwork for functional communication, introducing activities with frozen
or intimate registers could enhance the scope, better-preparing students for diverse,

real-world communication situations.

The dialogue and letter-writing activities provided in these textbooks offer
students practical exposure to different registers, enhancing their sociolinguistic
competence as outlined by the CEFR A2-level. For example, the letter-writing tasks,
such as writing to a younger sibling or a newspaper editor, help students learn formal
register conventions, appropriate for addressing different audiences. Dialogue
activities, such as peer conversations, simulate neutral or consultative registers,
allowing students to practice respectful, polite expressions. These activities are
instrumental in preparing students to choose registers based on real-life communication
contexts' formality, supporting their sociolinguistic competence development. The
absence of activities addressing dialect, accent, and related sociolinguistic aspects—
such as social class, regional provenance, national origin, and ethnicity—reveals a
notable gap in the elementary-level textbooks. These components are essential for
developing sociolinguistic competence, as they help learners understand how language
varies across different social and cultural contexts. By omitting these elements, the

textbooks do not provide students with the opportunity to recognize or practice the
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diverse language variations they might encounter in real-life situations. Addressing
such aspects could enrich students’ communication skills, as an awareness of dialect
and accent is crucial for understanding diverse English-speaking communities and

adapting language use to various social contexts.
Summary

The analysis of linguistic components in the elementary textbooks for Grades
6, 7, and 8 demonstrates a partial alignment with A2-level CEFR standards. Core
aspects, such as vocabulary building and basic grammatical structures, are well-
covered, with frequent activities on lexical items, fixed expressions, and the use of
articles, pronouns, and auxiliary verbs. These provide students with essential language
tools, helping them to construct simple sentences and comprehend basic texts.
However, the textbooks reveal notable gaps in areas like advanced grammatical
processes such as nominalization, and affixation, and relational concepts like concord
and valence limiting opportunities for students to develop more complex linguistic
competence. Grade 8 provides slightly more complex vocabulary and sentence
structures than earlier grades, but the absence of structured phonetic and orthoepic
activities across all grades hinders students' pronunciation and fluency, which are vital
for progressing in oral language skills and achieving a more rounded linguistic
foundation.

In terms of sociolinguistic competence, the textbooks show varying degrees of
alignment with CEFR A2-level requirements. Positive and negative politeness
strategies, such as apologizing, thanking, and expressions of forgiveness, are present in
dialogue and role-play activities in Grades 7 and 8, offering students practice in polite
exchanges relevant to real-life situations. However, significant sociolinguistic gaps
exist, particularly in terms of register differences (frozen, formal, neutral, informal, and
intimate), dialects, and accents, which are absent across all three grades. Although
Grade 8 provides more diverse expressions, such as proverbs and idioms, enhancing
cultural literacy, it lacks activities on regional dialects, social class, or ethnicity, which
are essential for understanding varied social contexts in communication. Overall, the
Grade 8 textbook offers a broader range of sociolinguistic elements, but all three grades
fall short of fully preparing learners for real-life sociolinguistic interactions according
to CEFR A2 standards.
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CHAPTER 5

CONCLUSION

5.1 Conclusion

The findings of this study reveal that while the textbooks are generally
structured to cover the basic language skills listening, speaking, reading, and writing
there are notable gaps in terms of promoting communicative competence in its full
sense. The CEFR framework emphasizes not only linguistic proficiency but also
sociolinguistic, pragmatic, and discourse competences, which were found to be
inadequately represented in the textbooks. This suggests a need for a shift in textbook
design, where a more balanced and integrated approach to language teaching is adopted,

one that includes a focus on real-world communication skills and contexts.

The analysis also emphasizes the importance of aligning the curriculum with
global standards such as the CEFR, which provides a robust framework for assessing
and promoting language proficiency. However, it was found that the textbooks in
Punjab do not fully embrace the communicative approach advocated by the CEFR,
particularly in terms of fostering spontaneous interaction and the functional use of
language. The study concludes that enhancing the communicative competence of
Pakistani learners requires a reevaluation of the current textbook content and teaching

methods, making them more learner-centered and contextually relevant.

This research has significant implications for curriculum developers, textbook
authors, and policymakers in Pakistan. It provides evidence-based recommendations
for revising existing textbooks to better align them with international standards of
language learning. The study also underscores the importance of teacher training, as
educators play a crucial role in translating the curriculum into effective language
learning experiences. Teachers must be equipped not only with the knowledge of
language but also with the skills to teach communicative competence effectively,

considering the diverse needs of learners in different regions.

Furthermore, this thesis contributes to the growing body of research on the
application of the CEFR framework in non-native contexts, offering insights into how
this global tool can be adapted to fit the unique linguistic, cultural, and educational

realities of Pakistan. The study calls for a more localized approach to language
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education that takes into account the challenges faced by Pakistani learners, such as the
influence of regional languages, varying levels of access to resources, and the socio-

economic disparities that impact learning outcomes.

In conclusion, this thesis sheds light on the current state of communicative
competence development in the elementary English textbooks of Punjab and provides
practical recommendations for enhancing language education in Pakistan. By aligning
textbooks with CEFR guidelines and focusing on the development of communicative
competence, the Pakistani education system can better prepare students to use English
effectively in real-world situations, thus empowering them to participate more fully in

the globalized world.
5.2  Findings and Discussion

This section presents a comprehensive findings on how the Grade 6, 7, and 8
English language textbooks align with the CEFR A2 framework. The CEFR (Common
European Framework of Reference for Languages) A2 level represents an elementary
proficiency where learners can understand and use familiar everyday expressions and
basic phrases for immediate needs. The analysis highlights strengths, weaknesses, and
potential areas for improvement in terms of linguistic competence, sociolinguistic

competence, and the development of skills.

Linguistic competence is at the core of the CEFR framework and is defined by
the ability to understand and produce language in a grammatically correct and coherent
manner. The textbooks under analysis include various linguistic components,
vocabulary, grammar, and phonetics, but exhibit varying degrees of alignment with
CEFR A2 standards. While vocabulary and grammar exercises largely adhere to A2
expectations, phonetic practice is nearly absent, limiting students' ability to engage with

spoken language effectively.

Objective 1: To evaluate the alignment of A2-level elementary textbooks with
CEFR standards in fostering specific language skills.

This study examines how A2-level elementary textbooks correspond to
internationally recognized CEFR standards by analyzing the extent to which they
support the development of key language skills. Through a focused evaluation of
textbook activities across Grades 6, 7, and 8, the analysis explores how these

materials promote receptive, productive, and interactive skills as outlined at the A2
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proficiency level. The findings reveal the degree of alignment with CEFR descriptors
and illustrate how well the textbooks facilitate skill-building in listening, reading,
speaking, and writing. Evidence is drawn from the CEFR framework to substantiate
the extent to which the language skills required at the A2 level are reflected in the

content and structure of the selected textbooks.

Skills Development

The CEFR A2 level emphasizes the development of receptive skills (listening
and reading), productive skills (speaking and writing), and interactive skills
(communication in dialogues and discussions). The textbooks analyzed show varying
levels of attention to each skill, with stronger emphasis on receptive skills and

weaknesses in interactive and productive writing tasks.

Receptive skills include listening and reading comprehension, which are critical
at the A2 level. The textbooks focus on these skills, providing texts that are generally
accessible to learners at the A2 level. The reading and listening tasks support the
development of these skills, but the complexity of texts could be further increased to

better reflect the diversity of language forms and situations at this level.

Grade 6 includes simple texts, dialogues, and short stories that allow students
to practice basic comprehension skills. Grade 7 presents’ slightly more complex
narratives and introduces listening tasks with slightly more varied accents. Grade 8
provides a broader range of texts, including stories and informational content, which
are well-suited to A2 learners but could further explore varied accents and real-life
situations. There is a need for more diverse listening materials, such as audio recordings
with various accents and natural speech patterns, to prepare learners for real-world

communication better.

Productive skills—speaking and writing—are less emphasized in the textbooks.
While there are speaking tasks and writing prompts, they lack the variety and depth
required to foster true productive proficiency at the A2 level.
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Table 4

Result Language Skills

Grade Speaking Activities Writing Activities CEFR A2
Alignment

Grade 6  Dialogue practice (p. 20) Short narrative writing (p. 35) Partially aligned

Grade 7 Informal conversation (p. 45)  Summary writing (p. 50) Partially aligned

Grade 8 Role-playing scenarios (p. 75) Essay writing (p. 85) Aligned

In Grade 6, speaking tasks focus on simple dialogues and interactions, which
are appropriate but lack complexity. Grade 7 introduces more interactive tasks, such as
informal conversations, but these remain limited in terms of fluency and spontaneity.
Grade 8 offers more advanced writing tasks, such as essay writing, and role-playing
activities that allow for extended speaking practice. However, the textbooks could
include more varied and contextually rich writing tasks, such as formal emails, letters,

and other real-world writing forms.

Interactive skills specifically, the ability to engage in conversations and
discussions are an area where the textbooks show significant gaps. While there are some
group activities, these do not fully develop the range of interactive competencies
required for the A2 level. The textbooks include some group work and dialogues but
do not provide sufficient opportunities for learners to practice real-world
communication in more varied settings. Interactive skills would be enhanced by
incorporating tasks that involve negotiating meaning, asking for clarification, and
offering opinions on familiar topics. Formal debates, discussions, and collaborative

problem-solving tasks could further develop students' interactive language skills.

The findings related to the first research question indicate that the textbooks
emphasized receptive skills, particularly reading, more than productive and interactive
skills. While this supports basic comprehension, it falls short of CEFR aim of
developing a balanced set of language skills at the A2 level (Council of Europe, 2020).
This imbalance reflects Tasnim’s (2023) findings that Pakistani classrooms often
prioritize reading and writing for examination purposes, neglecting the development of
speaking and listening skills needed for authentic communication. The limited
inclusion of interactive activities such as group discussions and role-playing further
restricts opportunities for students to practice real-world conversational strategies.

According to Hymes’ theory of communicative competence, language learning requires
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not only structural knowledge but also the ability to use language appropriately in
different contexts. The lack of tasks promoting negotiation of meaning, asking for
clarification, or expressing opinions undermines this core principle.

Table 5

Summary of Findings

Competence Strengths Weaknesses

Linguistic Appropriate vocabulary, basic  Lack of phonetic focus,
grammar, context-based insufficient grammar depth
learning

Sociolinguistic  Basic politeness strategies, Limited focus on dialects and
cultural expressions register variations

Skills Strong receptive skills Weak productive
(reading/listening) (speaking/writing) and interactive

skills development

Objective2: Analyze how A2-level elementary textbook activities address linguistic

and sociolinguistic competences for real-life communication preparation

In addition to language skills, the study also examines how the selected A2-
level elementary textbooks address linguistic and sociolinguistic competences essential
for real-life communication. The analysis focuses on components such as lexical,
grammatical, semantic, phonological, and orthographic competence, along with
sociolinguistic elements like politeness strategies, forms of address, and register use.
These aspects are evaluated using the CEFR-based checklist, allowing for a
comprehensive assessment of how effectively the textbooks prepare learners to engage
in meaningful, socially appropriate communication. The findings reflect the degree to
which these competences are integrated into textbook activities and aligned with CEFR

expectations at the A2 level.

Vocabulary is one of the fundamental aspects of linguistic competence at the
A2 level. The CEFR specifies that A2 learners should be able to understand and use
approximately 1,000 to 1,500 words, including familiar everyday expressions and
common phrases. In this regard, the textbooks adequately address this standard by

introducing vocabulary that supports basic communication needs.

Table 6

Linguistic Competence
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Grade Vocabulary Focus Examples CEFR A2
Alignment

Grade 6  Basic vocabulary for "Toxic," "Clustered” (p. Partially
everyday use 82) aligned

Grade 7 Synonyms, antonyms, and "Right,” "Honor" (p. 6) Partially
silent letters aligned

Grade 8 Contextual and dictionary Words from The Twins  Fully aligned
meanings (p. 25)

The textbooks introduce vocabulary that is appropriate for A2-level learners.
Grade 6 focuses on essential, everyday vocabulary like basic adjectives and nouns.
Grade 7 goes further by introducing synonyms and antonyms, enhancing learners'
lexical range, though it still remains fairly basic. Grade 8 increases vocabulary
complexity by using words in context from specific texts, which aids learners in
understanding how words function within sentences. However, the overall scope of
vocabulary could be expanded, particularly in thematic areas such as health, travel, and

cultural exchange, which are central to the A2 level.

The CEFR A2 level requires learners to have a grasp of basic grammatical
structures, including sentence formation, verb tenses, modal verbs, and simple
prepositions. The textbooks across all grades cover basic grammar well, but they show
limitations in addressing more complex grammatical features such as the passive voice,

conditionals, and more advanced sentence structures.

Table 7

Linguistic Competence

Grade Grammar Components Examples CEFR A2
Alignment

Grade 6  Basic sentence Use of articles and pronouns  Aligned
structures

Grade 7 Sentence correction Stress management dialogues Partially aligned
exercises (p. 45)

Grade 8 Contextual grammar Concord and valence absent  Misaligned
usage

Grade 6 adequately introduces foundational grammar structures, such as
sentence types, articles, and basic pronouns, which align well with the A2 standard.
Grade 7 introduces sentence correction tasks, which enhance learners’ understanding
of syntax and help build grammatical accuracy. However, more complex grammar,
such as conditionals and relative clauses, is not sufficiently explored. Grade 8 focuses

on more advanced structures but does not sufficiently cover key grammar concepts like
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concord or valence, which are critical for A2-level learners to understand how different

grammatical components interact within a sentence.

The development of phonetic skills, such as pronunciation, stress, and
intonation, is an essential part of CEFR A2 competency. However, the textbooks exhibit
a significant gap in addressing phonetic awareness. The CEFR recommends that
learners at this level should be able to recognize and produce key sounds, but the

textbooks provide minimal activities or exercises that target phonetic skills.

The textbooks fail to include focused exercises on phonetic training. There is
no explicit attention to stress patterns, intonation, or the production of English vowels
and consonants. For learners to progress to a higher level of speaking proficiency, this
aspect of language learning must be integrated. Phonetic drills, minimal pair exercises,
and stress/intonation practice should be incorporated to allow students to engage with

spoken English more effectively.

Sociolinguistic competence involves understanding and using language in
socially and culturally appropriate ways, considering factors such as politeness,
registers, and cultural contexts. At the A2 level, learners should be able to engage in
basic social interactions and understand simple social rules in communication. The
textbooks under analysis cover some aspects of sociolinguistic competence, but they

lack depth in exploring cultural diversity, dialect variation, and register shifts.

At the A2 level, learners should demonstrate an understanding of politeness
strategies, including expressing thanks, apologies, and making requests. The textbooks
provide useful exercises in this area, with a focus on polite expressions and appropriate

responses in various contexts.

Table 8

Sociolinguistic Competence

Grade  Politeness Features Examples CEFR A2
Alignment

Grade  Simple exchanges Thanking exercises Partially aligned

6

Grade  Apologizing and Stress management dialogues  Fully aligned

7 forgiving (p. 45)

Grade  Cultural expressions Proverbs and idioms (p. 80) Fully aligned
8
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Grade 6 introduces basic polite expressions such as "please,” "thank you," and
"excuse me,"” which are foundational for A2-level learners. Grade 7 expands on this
with more complex scenarios, such as apologizing and forgiving, and helps students
understand the nuances of formal and informal expressions. Grade 8 further develops
this by introducing proverbs and idioms, which enrich learners’ understanding of
language in context. The textbooks could improve by including more diverse politeness
strategies from different cultures and exploring the use of politeness in formal and

informal settings.

The CEFR A2 level expects learners to have an understanding of how language
varies across different registers (e.g., formal vs. informal language) and dialects.
However, the textbooks reviewed largely neglect this aspect. The lack of focus on
register variation and dialectical differences is a critical gap, as learners are not exposed

to the various ways in which English is used in different contexts and regions.

The textbooks do not adequately explore the variation in language use across
different social situations or regional dialects. For example, there is no focus on how
English is spoken differently in the UK, the US, or other English-speaking regions.
There is also little to no content on formal versus informal registers. Introducing
activities that examine how language changes depending on the audience, context, and
region would enrich students’ sociolinguistic competence and help them use English

more appropriately in diverse settings.

The second research question and objective focused on how the textbooks
addressed linguistic and sociolinguistic competence to prepare learners for real-life
communication. The findings revealed that while vocabulary instruction largely met A2
expectations, its thematic scope was narrow, omitting essential domains like travel and
cultural exchange. This aligns with Muhammad et al. (2024), who emphasized the need
for context-specific vocabulary learning strategies that enhance practical
communication. Grammar instruction covered basic structures but neglected more
complex forms such as relative clauses and concord, particularly in Grade 8, which
limited students’ ability to construct varied and accurate sentences. Furthermore, the
almost complete absence of phonetic training contradicts CEFR recommendations,
which stress the importance of pronunciation, stress, and intonation for intelligible

speech at this level.
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In terms of sociolinguistic competence, the inclusion of politeness expressions,
apologies, and idioms indicated some alignment with CEFR descriptors. However, the
lack of register variation and exposure to different dialects limited learners’ ability to
adjust their language use according to context, an essential skill for achieving
communicative competence. This finding echoes Younis and Shah’s (2023) study,
which highlighted the unsystematic integration of sociolinguistic features in Pakistani
textbooks. Tomlinson (2022) also advocates for textbooks to incorporate culturally rich
and contextually varied activities, which were largely missing from the analyzed

materials.

The findings suggest partial alignment with CEFR standards but reveal a
broader issue: while the textbooks introduce some communicative elements, they do
not fully operationalize CEFR focus on preparing learners for real-life communication.
In light of Hymes’ communicative competence theory, this gap demonstrates that
learners are given linguistic knowledge but are not adequately trained in using language
appropriately in different social and cultural contexts. This reinforces Taimoor’s (2021)
conclusion that Pakistani textbooks often adopt international frameworks superficially

without fully integrating their communicative objectives.

These findings have several implications. Curriculum developers should
integrate more phonetic training, expand thematic vocabulary, and include tasks that
promote interactive communication, such as debates, role-playing, and collaborative
problem-solving. Teachers require professional development to implement
communicative strategies effectively, moving beyond exam-oriented teaching.
Policymakers should ensure regular reviews of textbook content to guarantee
systematic CEFR integration rather than selective adoption.

5.3 Recommendations for Improvement

To improve students' language proficiency, several strategies can be
implemented. First, more phonetic practice should be incorporated, with drills and
activities focusing on pronunciation, intonation, and stress patterns to enhance spoken
language skills. Additionally, grammar depth should be expanded by introducing more
complex topics such as conditionals and passive voice, ensuring that students are

equipped to meet the full scope of A2 proficiency. Exposure to diverse cultural and
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dialectical variations can be achieved through tasks and texts that introduce different
English dialects and explore both formal and informal registers, which foster
sociolinguistic competence. Furthermore, interactive skills can be strengthened by
providing more opportunities for real-life interactions, such as debates, discussions, and
role plays, across various contexts. Lastly, writing skills can be diversified by
incorporating tasks that require students to produce different forms of written
communication, such as emails, letters, and reports, allowing them to practice writing

in various genres.
5.4 Future Recommendations

The findings of this study reveal several gaps and areas for improvement in the
current curriculum and instructional materials used for teaching English at the
elementary level in Punjab. To align the textbooks more closely with the Common
European Framework of Reference for Languages (CEFR) and to foster greater
communicative competence in students, several future recommendations can be
proposed. One of the key recommendations is to integrate authentic materials, such as
real-world audio clips, videos, and text samples, into the textbooks. The use of these
resources exposes students to a wider range of language use, reflecting real-life
communication situations. Authentic materials, including dialogues, radio broadcasts,
and interviews, help students develop their listening skills by interacting with varied
accents, registers, and informal language. This practice can also be beneficial in
promoting critical listening skills, as students are tasked with deciphering non-standard
language forms and colloquial expressions that they are likely to encounter outside the

classroom.

The current textbooks tend to prioritize reading and writing over speaking and
listening, leaving students underprepared for practical language use. It is crucial to
emphasize the development of speaking and listening skills as integral components of
communicative competence. This can be achieved by introducing more interactive
speaking activities, such as pair and group discussions, role-plays, debates, and
presentations. These activities should focus on encouraging spontaneous speech, which
aligns with CEFR goals of enabling students to engage in simple conversations and
express personal opinions on familiar topics. Similarly, listening exercises should be

more varied, incorporating a range of accents, speeds, and contexts.
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Textbooks need to place greater emphasis on functional language use and
pragmatic competence. The CEFR framework underscores the importance of using
language for practical purposes, such as making requests, offering advice, and giving
directions. Textbooks should include more functional language activities that simulate
everyday communication scenarios. This could involve tasks such as asking for
information, making polite requests, or negotiating meaning in group settings. By
practicing these skills, students not only improve their linguistic accuracy but also their
ability to use English appropriately in social and cultural contexts.

Sociolinguistic competence, which involves understanding the social and
cultural nuances of language use, is a vital component of communicative competence
that is currently underrepresented in the textbooks. To address this gap, textbooks
should include exercises that focus on the social aspects of language use, such as formal
vs. informal speech, appropriate language in different settings, and understanding
regional variations. By incorporating culturally relevant content and polite forms of
expression, students become more aware of how language varies according to context

and are better equipped to navigate social interactions.

The introduction of task-based and project-based learning approaches can
greatly enhance students' ability to use language in real-life situations. Rather than
focusing solely on individual skills like grammar or vocabulary, textbooks should
include comprehensive tasks that require students to collaborate, problem-solve, and
create projects in English. These tasks could include preparing presentations, writing
collaborative reports, or engaging in simulated real-world scenarios such as organizing
an event or conducting a survey. Such tasks not only boost students' language skills but
also enhance their critical thinking, creativity, and collaboration, which are essential

components of modern education.

In order to implement these recommendations successfully, it is essential to
invest in teacher training and professional development. Teachers must be equipped
with the knowledge and skills to deliver communicative, task-based lessons that align
with CEFR standards. Training programs should focus on helping teachers understand
the importance of the four key language skills: listening, speaking, reading, and writing
and how to integrate them effectively into lessons. Additionally, teachers should be
encouraged to adopt student-centered methodologies that promote active participation

and encourage students to use English in meaningful, real-world contexts. The process
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of aligning textbooks with CEFR standards is ongoing and should be periodically
reviewed and updated. It is crucial for policymakers and educators to assess the
effectiveness of the textbooks regularly by collecting feedback from teachers and
students. .A continuous review process allows for adjustments based on the evolving
needs of students and the changing demands of the global English language landscape.
This dynamic approach ensures that the curriculum remains relevant and up to date,

providing students with the tools they need to become competent English speakers.

Multimodal learning integrating text, images, videos, and other sensory inputs
can significantly enhance students’ learning experiences. Textbooks should incorporate
more multimodal elements that encourage students to interpret and engage with content
through different sensory channels. For instance, integrating info graphics, interactive
online resources, and multimedia content can enhance understanding, retention, and
application of language concepts. This approach aligns with CEFR emphasis on
creating a comprehensive and immersive learning environment that supports varied
learning styles. In conclusion, by incorporating these recommendations, the
elementary-level English textbooks of Punjab can more effectively promote
communicative competence, ensuring that students are equipped with the necessary
skills to engage in meaningful and practical language use. Implementing these changes

not only aligns the curriculum with international standards but also better prepares students to

communicate confidently and effectively in the globalized world.
5.5 Limitations of the Present Study

Despite its contributions to the assessment of communicative competence in
elementary-level textbooks based on the CEFR framework, this study has several
limitations that should be acknowledged. These limitations provide valuable insights

into the areas where future research can expand and refine the findings.

One of the primary limitations of this study is the limited scope of the textbooks
analyzed. The study focused only on a selection of elementary-level English textbooks
used in Punjab, which may not fully represent the diversity of teaching materials across
Pakistan. As curricula and textbooks may vary from province to province, the findings
may not be generalizable to other regions with different educational contexts or

curricular frameworks. Further research could involve a broader sample of textbooks
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from different provinces or educational systems to provide a more comprehensive

understanding of communicative competence across the country.

The classification of textbook content according to the CEFR levels is
inherently subjective. While the study followed the CEFR guidelines to the best of its
ability, the interpretation of language tasks and activities in the textbooks may vary
depending on the researcher’s judgment. The CEFR levels themselves are broad, and
activities in textbooks often do not align perfectly with a single level. As a result, there
is a potential for discrepancies in the classification of tasks or skills, which may affect
the consistency and accuracy of the analysis. Future research could employ a more
collaborative or panel-based approach to enhance the reliability of the CEFR level

classification.

While the study assessed the textbooks themselves, it did not take into account
the perspectives and experiences of teachers who implement these materials in the
classroom. Teachers play a crucial role in translating textbook content into
communicative practice, and their insights regarding the practical application of
textbooks, challenges faced, and areas for improvement could provide a more holistic
understanding of communicative competence in the classroom. Future studies could
incorporate teacher interviews or surveys to complement the textbook analysis and offer
a more nuanced view of how the curriculum supports or hinders communicative

competence.

Another limitation is the absence of direct feedback from students who use the
textbooks. Student input regarding their experiences with the textbooks, their perceived
challenges, and their engagement with communicative tasks could provide valuable
data to assess the real-world effectiveness of the materials. A future study could
integrate student surveys or focus groups to gather direct insights into how textbooks

align with their learning needs and help them develop communicative competence.

This study was cross-sectional in nature, providing a snapshot of the current
state of communicative competence in elementary-level textbooks. However, language
learning is a dynamic and progressive process, and textbooks may need to be evaluated
over a longer period to assess their long-term impact on students' communicative

abilities. A longitudinal study could track student progress over time and provide more
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insight into how effectively the textbooks contribute to the development of

communicative competence throughout their academic journey.

The textbooks analyzed in this study were assessed primarily through a
linguistic and pedagogical lens, with less emphasis on how cultural context influences
communicative competence. The CEFR framework emphasizes the importance of
sociolinguistic and pragmatic competence, which includes understanding how language
is used in culturally specific contexts. Future research could explore how cultural
references, idiomatic expressions, and contextual language use in textbooks affect

students’ ability to communicate in culturally diverse settings.

While the study focused on analyzing the textual content and language activities
within the textbooks, it did not explore the multimedia and technological resources that
may be integrated into modern textbooks. Many textbooks now include online
platforms, videos, and interactive features that can enhance communicative competence
through multimodal learning. A limitation of the present study is that it did not consider
these supplementary resources, which could be an important aspect of future research
in assessing communicative competence in modern educational contexts. In conclusion,
while the present study provides valuable insights into the alignment of elementary-
level textbooks with CEFR standards, it acknowledges several limitations that warrant
further investigation. Future research can build upon these findings by expanding the
scope, incorporating multiple perspectives, and considering the evolving nature of

language learning materials.
5.6 Contribution in the Pakistani Academic Context

One of the significant contributions of this study is its analysis of textbooks
based on the CEFR framework, a globally recognized standard for measuring language
proficiency. In Pakistan, where English is a second language, aligning textbooks with
international standards of communicative competence is crucial for improving
language education. By assessing how well the elementary-level textbooks in Punjab
align with CEFR levels, this study provides a benchmark for curriculum developers,
textbook writers, and educators to evaluate and refine their materials to ensure that
students are learning English in a way that meets internationally accepted
communicative standards. Moreover, this research bridges the gap between theoretical

frameworks and real-world teaching practices in Pakistan. While the CEFR framework
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is widely used in many countries, its implementation and practical application in
Pakistani textbooks have not been extensively studied. By conducting this analysis, the
study provides a clear picture of how well the communicative competencies outlined in
the CEFR are represented in elementary-level textbooks, offering both a critique and a

guide for how textbooks can be enhanced to better serve the needs of Pakistani students.

The study's findings are highly relevant for the ongoing efforts to reform and
improve the English language curriculum in Pakistan. By identifying gaps in the
communicative competence components of textbooks, the research offers practical
recommendations for curriculum developers to refine the existing syllabus. These
recommendations can guide policymakers in ensuring that the curriculum adequately
fosters the four essential language skills—Ilistening, speaking, reading, and writing—
while also emphasizing the development of sociolinguistic and pragmatic skills that are
crucial for effective communication in real-world contexts. In addition, in the Pakistani
context, English language education often focuses on grammatical accuracy and rote
learning, sometimes at the expense of communicative competence. This study advances
the understanding of what constitutes communicative competence in the context of
elementary-level textbooks, emphasizing not just linguistic skills but also the ability to
use language appropriately in social and cultural contexts. By promoting this broader
understanding of language proficiency, the study encourages educators and
policymakers to move beyond traditional language teaching approaches and embrace
more holistic methods that foster real communication skills. The findings of this study
also hold significant implications for teacher training and professional development in
Pakistan. Teachers are often the key to translating curriculum materials into effective
learning experiences. By highlighting the areas where textbooks fall short in promoting
communicative competence, the study can guide the development of professional
training programs that equip teachers with the necessary tools to address these gaps.
Additionally, it emphasizes the importance of continuous professional development,
encouraging teachers to adopt communicative approaches in their own teaching

practices, which can enhance the overall quality of language education.

While the CEFR is an international framework, its implementation in Pakistan,
where English is taught as a second language, requires contextualization. This study
contributes to localizing the CEFR framework by considering the specific educational

and cultural context of Pakistan. It acknowledges the unique challenges faced by
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students and teachers in Pakistan, such as the influence of regional languages and
varying levels of English proficiency across different socioeconomic groups. By
examining how CEFR-based principles are applied in local textbooks, the study helps
tailor the framework to better meet the linguistic and cultural realities of Pakistani
learners. Furthermore, this study contributes to the promotion of a learner-centered
approach in Pakistan’s English language education system. Communicative
competence is inherently learner-centered, focusing on developing students’ ability to
interact meaningfully and effectively in real-life situations. By emphasizing this aspect
in its analysis of textbooks, the study encourages a shift from traditional, teacher-
centered methods towards more interactive, communicative teaching methods. This
shift can foster greater student engagement, critical thinking, and confidence in using
English in everyday contexts.

The study paves the way for further research on English language education in
Pakistan. By establishing a framework for analyzing textbooks through the lens of
communicative competence and the CEFR, it provides a model for future studies that
can explore other educational levels, regional variations, or different language skills.
Additionally, the research highlights the need for a more nuanced understanding of
language learning in Pakistan, particularly in relation to the impact of socio-economic
factors, cultural influences, and the role of technology in language education. Finally,
this study significantly contributes to the academic context of Pakistan by offering an
in-depth, CEFR-based analysis of elementary-level textbooks, advancing our
understanding of communicative competence in the local educational setting. Its
recommendations and findings can help shape future curriculum reforms, teacher
training programs, and language learning materials to better meet the needs of students

and educators across the country.
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