
PEOPLE’S DEMOCRATIC REPUBLIC OF ALGERIA  

MINISTERY OF HIGHER EDUCATION AND SCIENTIFIC RESEARCH  

MOHAMED KHIDHER UNIVERSITY OF BISKRA  

FACULTY OF ARTS AND FOREIGN LANGUAGES  

SECTION OF ENGLISH 

 

Investigating the Application of the Competency-based Approach 

in Testing: Case Study of Omar Idriss High School El-Kantara 

 

 

Presented to the Department of Foreign Languages as partial fulfillment for the 

Master’s Degree in Sciences of Languages 

 

 

Presented by Tobbi Youcef 

 

Board of Examiners 

 

Chairperson: Mr. Chenini Abdelhak                                            University of Biskra 

Examiner: Dr. Salhi Ahlem                                                            University of Biskra 

Supervisor: Dr. Saihi Hanane                                                        University of Biskra 

 

Academic Year 2019/2020 



II 
 

Dedication 

 

I dedicate this work to all my family  

To my lovely MOTHER and FATHER for their prayers  

 To my dearest SIBLINGS 

To my friends and whom I adore  

The ones I will never forget the greatest moments we shared together 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



III 
 

Acknowledgments 

 

 

My greatest gratitude goes to my supervisor Dr. Saihi Hanane whose dedicated supervision 

and unrelenting encouragement enabled the concretization of this work. Sincere thanks are 

extended to the jury members: Dr. Salhi Ahlem, Mr. Chenini Abdelhak for having kindly 

accepted to read this thesis. I am also grateful to Omar Idriss high school English teachers for 

their cooperation and comprehension. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



IV 
 

Abstract 
 

In its attempt to adapt to the fast paced changes in the worldwide scene when it comes to 

education, Algeria launched the competency-based approach in all around the nation’s 

classrooms, like any other relatively new practice, deficiencies are often noticed, a prime 

example of this is the assessment of learners’ competencies, the present study is an attempt to 

gauge the compatibility of the assessment instruments used in the Algerian high schools to the 

competency based assessment guidelines. For this study, several paper-and-pencil tests have 

been collected from Omar Idriss high school (El-Kantara). Among the collected tests, 22 

students tests are selected randomly to undergo an analysis per predetermined criteria, and 

then a self-constructed checklist is composed to specify whether the quality being evaluated is 

observed in a particular test under consideration., the results suggested that teachers regularly 

use selective response tests, and plenty of isolated items without involving oral production, 

group performance, integrated performance, and other interactive tasks. Therefore, there is no 

assessment of the relevant skills directly as they are performed in reality-like situations. It is 

also noted that the majority of the tests lack one or more qualities of usefulness, the analysis 

have shown an apparent contrast between the qualities frequency. It is concluded then that no 

selected test pertained in a satisfactory way to the CBA assessment characteristics. 
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General Introduction 
 

Looking from a broad perspective, education is being considered as an investment in 

the eyes of the learners, and as they are more concerned with the yields of their investments in 

the form of education, Teaching and learning sphere continually witness new approaches with 

different perspectives that seek to further enhance learners experiences, as well as make 

teaching outcomes more likely to be fulfilled and noticed in reality: In that sense, Algerian 

policy makers and education experts while making reforms to the educational sector, adopted 

the competency based approach (CBA) in a bid to raise the efficiency of the teaching process 

and to concretize the well-defined educational goals that are expected from it. 

1. Statement of the problem 
 

In its attempt to adapt to the fast paced changes in the worldwide scene when it comes 

to education, Algeria launched the CBA in all around the nation’s classrooms. The approach 

is drastically different in all aspects from its predecessor, the teaching process’ objectives 

shifted from the theoretical knowledge to successfully doing specified tasks and from the 

teaching process itself to purely outcomes-based. Consequently, the assessment of learners’ 

achievements did not get spared from transforming to a performance-based model where 

learners mastery of language is measured not by what they know from the rules of language, 

but to how they fare when faced by situations that requires the use of their knowledge from 

the language. Like any other relatively new practice, deficiencies are often noticed in the form 

of mismatches between how the instructions are in the proposed teaching approach and 

teacher’ practices in classrooms, these deficiencies can get worse when teachers apply some 

aspects of 4 the proposed approach without applying others although the approach’ aspects 

are closely related and complementary in nature, a prime example of this is the assessment of 
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learners competencies that CBA asserts must be criterion-based with a very specified 

outcomes to assess learners on, the present study is an attempt to gauge the compatibility of 

the assessment instruments used in Algerian high schools to the competency-based 

assessment principles. 

2. Aims of the study 
 

The wider research aim of the present research is gauging the extent to which testing 

in Algerian high schools is appropriate to the principles of the CBA in general and the 

competency based assessment in particular, narrowly focused aims are:  

1. Determining the usefulness of the tests administered in the high school of Omar Idriss as a 

basic requirement for the competency-based assessment. 

1. Investigating whether the competency-based assessment in EFL is applied in the context of 

Omar Idriss high school in El-Kantara.  

2. Suggest recommendations that have the prospect of improving the assessment of students 

in line with the CBLT. 

      3. Research questions and hypothesis 
 

Question: Are the principles of the competency based assessment used in the assessment of 

EFL learners in Algerian high schools?  

Hypothesis: The principles of the competency based assessment are not used in the context of 

testing in the Algerian high schools. 
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Chapter I 

I.1. Testing in Language Learning 

Introduction 

 

Laying the theoretical framework for the present research is the basic concern of the 

first chapter, which consists of two parts. We start the first section by giving an overview of 

the relationship between testing, assessing and evaluating, clearing ambiguities related to 

language tests, and including a classification of the types of language tests, to finish by 

outlining the fundamentals necessary for the construction of the language tests. The second 

half of the chapter deals with the second variable in this research, we begin by stating the 

background behind the competency-based teaching as a major approach to the planning of 

language programs, its definition, and what characterizes it as a method of teaching, we then 

move to the competency-based assessment as an outcomes-based testing methodology. 

I.1.1. Evaluation, Assessment and testing 

 

Evaluation, assessment and testing are popular and sometimes misunderstood terms in 

the field of language teaching. Therefore, it is necessary to draw a clear distinction between 

these terms that are in center of the present research. 

I.1.1.1 Evaluation 

 

(Kizlik, 2014) defines evaluation as an inclusive term which encompasses all the 

information to be collected in relation to learners’ education because evaluation seeks to draw 

a full picture of the student as well as his capacities and abilities, to evaluate a given situation 

then is to judge the worthiness, the goodness and appropriateness of the situation based on a 

defined purpose or criteria. 
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I.1.1.2. Assessment 

 

Another broad term is assessment which is different from evaluation in that 

assessment is a continuous process that does not aim to determine a value but rather to 

improve the situation through measuring knowledge, skills and attitudes. (Harmer, 2007) 

Views assessment as checking the learners’ progress in regard to their achievements, it is a 

broad concept that includes several behaviors such as offering a comment, responding to a 

question or giving a remark. Although assessment and testing have the same objective of 

determining whether the learning objectives have been met, testing is more specific in 

comparison to assessment; this is because testing is considered the kind of assessment that is 

conducted at the end of learning. 

I.1.1.3. Testing 

 

     Testing is a common theme in humans’ social life throughout history, proving 

capabilities or establishing credentials of any sort was, and still is largely linked to performing 

adequately in relation to a predefined performance threshold or by simple terms, passing the 

test successfully. In modern days, proving capabilities related to language in a language-

specific tests is a simple notion in the first glance, yet, perhaps little is understood about 

language testing except the scene of pencil and paper as well as the overwhelming stress upon 

thinking about it (McNamara, 2000). While (Caroll, 1968) States the definition of tests as 

instruments or procedures that are constructed to trigger a certain behavior from which we can 

interpret some characteristics of the test taker. 
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I.1.2. Additional Testing Terminology 
 

I.1.2.1. Objective versus Subjective Tests 

 

According to Kopriva (2008) there are two main test types are distinguished by means 

of how they are scored, the objective test raters compare the candidate’s answers to a set of 

correct or possible answers, so the answers are objectively scored without external factors. In 

opposition, Subjective tests criteria of rating is vaguer than its counterpart, such as an essay, 

the rater judgments and opinions about the correct answers in aspects of what should it 

include, and how it should be presented, are possible subjectivity factors. Questions formats 

often used in objective tests are fixed response format such as multiple choice and 

true/false/not given questions. The subjective tests use open ended questions such as essays, 

interviews and comprehension questions.  

I.1.2.2. Formative versus Summative Tests 

 

During the instruction phase, formative testing is undertaken with the purpose of 

collecting information about learners, showing which aspects of learning students has already 

mastered and discovering possible routes to continue the growth process, so the feedback 

given by the teachers to the learners which is meant to improve learners language and 

communicative ability is considered to be formative testing.  

At the end of the instruction phase, when decisions need to be made in regard to 

learners education, summative tests are conducted to collect the necessary information for the 

decision making process, taking into account what learners has grasped and what material 

have they covered in their learning process. Thus, summative tests are used to judge the 

learners performance to make decisions accordingly (Cizek, 2010) 
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I.1.2.3. Criterion-Referenced versus Norm-Referenced Tests 

 

As Abedi (2002) describes it, criterion-referenced testing usually intends to measure 

the mastery of a specific course or syllabus instructional objectives, the purpose is to measure 

of how much has been learned from well-defined material. The learner achievement is strictly 

estimated with respect to the extent of which his knowledge has covered the criterion that was 

set beforehand.Contrary to CRT, The main concern of the norm-referenced testing is 

measuring the global language ability of a learner, his achievement is not linked to a specific 

criteria but rather interpreted relatively against the results of other learners who took the same 

test, NRT practical purpose is placing learners within the normal distribution of learners based 

on achievements. 

I.1.3. Test Types 
 

I.1.3.1. Regarding the purpose 

 

I.1.3.1.1. Placement test 

 

As its name suggest, this test is designed to gauge the learners’ abilities in the 

language before the beginning of instruction, it is concerned with measuring the degree to 

which the learners have the required skills and abilities to begin the stage of instruction, the 

test can also act as a filter which is responsible for categorizing the learners’ into those who 

are ready for getting instructions and those who are not, it is worth mentioning that the test 

content is not linked to a specific syllabus.(Brown, 2004) 

I.1.3.1.2. Achievement test 

 

Achievement tests enable the measurement of the degree of learning in relation to 

predefined content and objectives, (McNamara, 2000) defines achievement test as a tool that 

measures what a learner has learned in a given period of time based on a clear and explicit 
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indication of the instruction that has been given, this definition imply that the achievement 

test is closely linked to a given syllabus as well as process of instruction. 

I.1.3.1.3. Diagnostic test 

 

 In contrast with the placement tests, diagnostic tests are held during the instruction, 

(Brown, 2004) States that the diagnostic tests seek to identify the hard parts in the language 

based on the learners’ performance on the different parts of the test, if a relatively high 

number of students fail at a given part, the teacher then determines that part as a potential 

deficiency that needs further adjustments, so the diagnostic tests show where the learners are 

finding a difficulty in learning and consequently what should be concentrated on to help 

learners overcome their deficiencies. 

I.1.3.1.4. Proficiency test 

 

Brown (2004) states that although proficiency tests are related to what learners has 

already studied or what their knowledge has come to, proficiency tests is concerned primarily 

with the ability to use the language in future situation without any limitation to a syllabus or 

formal learning, the goal here is to decide the test taker relative proficiency in a language so 

that he can be liable for occupational or instructional privileges such as asylum seeking, 

residency or citizenship application.  

I.3.1.1.5. Aptitude test 

 

According to (Brown, 2004)the aptitude test is conducted simply to predict the learning 

of a language degree of success even before the learning occurs, their design is characterized 

by gradual difficulty in order to measure the general ability to learn a specific language. The 

two most used aptitude tests are the modern language aptitude test (MLAT) and the Pimsleur 

Language tests aptitude battery (PLAB), although these tests are not common nowadays due 
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to their nature of mimicry, memorization, and puzzle-solving that lacks any prediction of 

learners’ communicative competence.  

I.1.3.2. Regarding the Method 

 

Three types of tests can be distinguished, the traditional paper and pencil tests, 

performance tests and the portfolios. 

I.1.3.2.1. The Paper and Pencil tests 

 

This type is generally considered the most used type of examination, the term refers to 

the set of examinations in which candidates are presented with questions and they respond to 

it by writing, it is used to assess both isolated components of language such as grammar, 

vocabulary and the candidates’ understanding of language through listening and reading. 

Candidates answer the questions using several formats(McNamara, 2000), the two most used 

formats of questions include: 

a- Multiple choice responses: the candidate is required with the mission of choosing the 

correct answer (or answers) from multiples choices. 

b- Short answers questions: the candidate is expected to answer the question in the form of a 

short answer, this type of questions does not indicate much about the language 

competences such as speaking and writing except indirectly.   

I.1.3.2.2. Performance-based tests 

 

(McNamara, 2000) asserts that in contrast with the paper and pencil test, the learners 

in performance tests are assessed in a communicative situation such as an interview, the most 

commonly tested skills using this type are the speaking and writing skills, the candidate 

performance are first elicited and then judged by a test rater using communicative related 

criteria, such as the successful execution of the communicative act, and the simulations of 
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real-world contexts. Performance-based tests are more realistic in nature but difficult to 

evaluate as well as being time consuming. 

I.1.3.2.3. Portfolios 

 

Portfolios are another method which is used in language testing, Portfolios can 

constitute of varied types of student’s individual works such as writings, recordings, notes, 

extracts from the projects and performance on traditional tests. Portfolios reflect different 

aspects of development, achievement, interest and motivation (Bachman & Palmer, 1996).  

I.1.4. Language Test Fundamentals 
 

Language test quality is measured according to Spolsky (1968) in aspect of eight main 

qualities that are namely: reliability, validity, and authenticity, wash back, interactiveness, 

usefulness, transparency and practicality. The importance of each quality differs from one test 

to another, so it can be said that the test usefulness can only be measured in relation to a 

specific situation. However, two of the qualities, which are respectively, reliability and 

validity, critical for tests and are referred to as crucial measurement components. This is 

partly because these are two qualities that supply the major justifications for using test scores 

as base for making inferences and decisions. 

I.1.4.1. Reliability 

 

Davies (1968) Sees reliability as an essential measurement quality to the usefulness of 

any language test, reliability is considered as the consistency of measurement. That is to say, a 

test is reliable if it yields similar results on different occasions.Reliability relates mainly to the 

consistency of test scores, which means that a test would offer similar results if it were 

performed at another time. For example, at two different times in two different settings, and if 

an identical test were to be offered to the same group of learners, the test-taker should not 
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notice any difference whether he takes the test on one occasion and in one setting or another. 

Likewise, if we create two copies of a test that are meant to be utilized interchangeably, it 

should not matter to the learner which form or variant of that test he takes. The learner also 

should get roughly a similar score on either version of that test. Inequivalent variants of 

exams are considered a possible threat to reliability, in that matter, using specifications can be 

beneficial and strongly recommended; detailing all versions of the test with taking into 

account all test specifications can guarantee equivalency across the versions.  

Generally speaking, three major factors can influence test reliability. Test factors; such 

as the arrangements and content of the questions along with the given time for learners to 

finish the exam must be consistent. Testing research shows that longer exams, for example, 

provide more reliable results than brief tests according to. Overall, the more reliable tests are 

those with more items in them as it is deemed that teachers will be provided with more 

samples of learners’ language ability.Administrative factors are also essential for the 

reliability of tests. These incorporate the classroom setting (seating arrangements, lighting, 

acoustics, absence of intrusive noise, etc.) and the way the teacher oversees the administration 

of his exam. Affective factors in the response of individual students can as well be an 

effective factor, personality type, and learning style, fatigue. Test anxiety can be reduced by 

training students to use better test-taking strategies. A major concern in both structuring and 

using the test is to recognize sources of bias in a given measure of language ability and to 

minimize the effect of these potential factors on test reliability.(Bachman L. F., 1990) 

(Henning, 1987)Classifies the threats to language test reliability by causing 

fluctuations in scores in three major categories. Fluctuations in the learner,embodied in the 

form of a variety of settings that may cause interference, and that is related to the learner that 

may change his true score from test to another such as including additional learning of the 

material or forgetting due to time passed, physical influences such as sickness, fatigue, 
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emotional problems, and practice effect which means that a student’s score could improve 

because he has taken the test many times that the content is familiar, that familiarity may 

create a deviation in the learner’s score from the score that more reflect his actual language 

ability. Furthermore, fluctuations in scoring, flaws in the scoring process or Subjectivity in 

scoring can add bias to learners' scores and influence the reliability of the test’s results. These 

kinds of errors usually happen within (intra-rater) or between (inter-rater) the raters 

themselves. Fluctuations in test administration,because inconsistent testing conditions and 

administrative procedures can reduce significantly the reliability of language tests. This 

problem occurs mostly in institutions where different groups of learners get tested in various 

locations on different dates. Reliability is considered an essential characteristic of test scores 

cannot provide us with information about the abilities we want to measure unless they are 

relatively consistent. 

I.1.4.2. Validity 

 

Validity is to a far extent the most important and complex criterion of an effective test. 

Henning defines validity as follows: “Validity in general refers to the appropriateness of a 

given test or any of its component parts as a measure of what is purported to measure. A test 

is said to be valid to the extent that it measures what it is supposed to measure. It follows the 

term valid when used to describe a test should usually be accompanied by the preposition for 

any test then may be valid for some purposes, but not for others” (Bachman, 1990) 

Within the notion of validity, two types can be recognized according to Cronbach 

(1960). External validity which is also-called criterion validity because the students’ scores as 

being compared to other criterion measures of their ability. Also, Internal validity which is 

related to the studies of the content of test and its perceived effect. External validity relates to 
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the studies comparing students ‘test scores with measures of their ability gathered from 

outside the test. 

I.1.4.2.1. Internal Validity 

 

Internal validity can be assessed through several metrics. The following three metrics, 

which are respectively face validity, content validity, and response validity are the most 

prevalent. 

I.1.4.2.1.1 Face Validity 

 

Which is defined by Alderson et al (1995) as the kind of validity that involves the 

test’s broad acceptance. Brown (2004) stated that it requires an intuitive perception about 

test’s content by people whose judgment is not necessarily expert, such people constitute the 

examinees who take it, the administrative personnel who decide on its use as well as other 

psychologically inexperienced commentators. According to Alderson et al (1995), the 

importance of face validity is demonstrated in the following points, tests that do not appear to 

be valid to users may not be taken seriously for their given purpose. Second, the less test-

takers think of the test as face valid. The less they will perform to the best of their ability on 

that particular test and respond properly to its objects. Thus, face validity effects concern the 

response validity of the test. 

I.1.4.2.1.2 Content Validity 

 

Alderson et al (1995) outlined content validity as follows, "the representativeness or 

sampling adequacy of the content-the substance, the matter, and the topics-of a measuring 

instrument”. In other words, a test has content validity if the questions in it or the activities it 

requires the student to perform ,are those which he has been taught to answer or perform in 

the course of his study.Content validity is distincted from face validity in the sense that while 
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in the latter we do not fundamentally accept the judgment of others, although we respect it, in 

the former (content validity), we collect judgments from people who we are qualified to 

believe. It involves “experts” making judgments in some systematic way.  

I.1.4.2.1.3 Response Validity 

 

A separate source of validity involves gathering information on how students who are 

tested react to its items. Alderson et al (1995) asserted that in response validity, there is “a 

growing range of qualitative techniques like self-report or self-observation on the part of test 

takers are used to understand how they respond to test items and why” (as cited in Henning, 

1987, p.96). Data can be assembled in two ways: First, introspectively while test-taking. But 

in this case, data gathering can conflict with the method being investigated. Second, 

retrospectively after the candidate was tested, they can be questioned about the reasons why 

they wrote the answers they did, the problem with such retrospections is that candidates may 

not memorize why they answered in a particular way. The most reliable solution is to use 

parallel introspections. They consist of candidates “thinking about” while responding to the 

test’s questions and encouraged during periods of silence by silent observers. However, this 

solution is not accurate due to candidates not taking a authentic test but a test for research 

purposes (Alderson et al, 1995) 

I.1.4.2.2. External Validity 

 

The second type of test validity is the test’s external validity, which is comprised of two parts, 

namely the concurrent and predictive validity. 

I.1.4.2.2.1. Concurrent Validity 

 

Messick (1980) stated that a test has further validity if its results are confirmed by 

different tests whose object is to measure the same thing and whose validity has already been 
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established. This is called concurrent validity. In other words, concurrent validity includes the 

comparison of the test results with some other measure for the same candidates taken at 

roughly the same time as the test (Brown, 2004); the other measure may be scored from a 

parallel version of the same test or some other test. 

I.1.4.2.2.2. Predictive Validity 

 

According to Alderson et al (1995), its most simplistic form is to give learners a test, 

and then give them another test of the ability the original test was designed to predict. 

Predictive validation is essential because it identifies the students who might be at risk when 

studying in an English medium setting because of weaknesses in their English. 

I.1.4.2.3. Construct Validity 

 

Ebel and Frisbie (1991) defined the concept of construct validation is the manner of 

assembling evidence to support the claim that a given test indeed measures to psychological 

construct the creators intended it to measure. The purpose is to discover the significance of 

scores from the test, to ensure that the marks mean what we suppose them to mean. The term 

construct points to a psychological construct, a theoretical conceptualization about an aspect 

of human behavior that cannot be estimated or perceived directly. Parts of constructs are 

motivation, achievement attitude, anxiety, intelligence, and reading comprehension.  

Put it differently, it refers to the entirety of evidence about whether a particular 

operationalization of a construct appropriately represents what is intended by the theoretical 

description of the construct being measured. According to (Moss, 1994) construct validity in 

an oral test can be interpreted based on a criteria involving grammar, vocabulary and 

pronunciation, appropriateness of social context and fluency. So, construct validity involves 

the comparison and correlation of the present test with tests that have already been recognized 

as valid. A frequent topic in language testing literature is the view that reliability and validity 
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are closely interlocked. While validity focuses on the theoretical aspects and interweaves 

these concepts with the empirical ones, reliability focuses on the empirical aspects of the 

measurement process. For this reason, it is harder to assess validity than reliability. 

I.1.4.3. Authenticity 

 

In order for language learners to perform in real situations that require some kind 

language ability, both the teaching-learning process and testing should reflect the types of 

situation that learners may encounter in the future, that can be possible when language 

teachers use authentic materials in their testing, using materials that are appropriate in aspect 

of language level when testing can boost the learners exposure to the natural target language 

and ensure to a far extent that they are equipped with the necessary concepts as well as 

vocabulary to function well in real-life situations. 

I.1.4.4. Practicality 

 

An important characteristic of a good test is practicality. Classroom teachers need to 

think of how to overcome or better avoid practical matters related to testing. For example, 

good classroom tests should be “teacher-friendly.” A teacher normally should have the time to 

be able to develop, administer, and mark it within a reasonable period and depending on 

accessible resources. Tests are only helpful to learners when they are delivered quickly and 

when the feedback from the assessment is perceived by the student. Practical issues can also 

include the cost of test maintenance and development, resources (everything from computer 

access, copying facilities, and equipment to storage space), adequate time (for construction 

and test length), ease of marking, availability of suitable/trained graders. For example, a 

common knowledge between instructors is that ideally, it would be optimal to test the 

speaking skill one-on-one with ten minutes allocated per student. However, for a class of 
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40learners, this could take more than four hours. Also, what would the other 39 students do 

throughout the testing process? (Brown, 2004). 

I.1.4.5. Washback 

 

Washback is described as the effect of testing on teaching and learning. Ryan 

(2002)refers to washbackas the effects that the tests have on student's preparation for the test, 

it incorporates the effects of an assessment on learning preceding the test itself. Formal tests 

can have a positive washback in the case of students receiving more than a single number 

grade. A teacher's evaluation of an exam should include as many aspects of the test as 

possible to accomplish positive washback. Knight (2009) adds that one way to improve 

washback is to comment specifically on learners’ performance in the test, for example by 

giving praise for strengths as well as criticism for weaknesses. Thus, for learning and teaching 

to continue smoothly and successfully, students should have the chance to get feedback and 

give feedback on the teacher’s feedback; washback should create this atmosphere of exchange 

between teachers and learners. 

I.1.4.6. Usefulness 

 

     For Bachman and Palmer (1996) the most important consideration when designing 

and developing a language test is the application for which it is designed “Test usefulness 

provides a kind of metric by which we can evaluate not only the tests that we develop and use 

but also all aspects of test development and use”. Thus, usefulness is the most significant 

quality or cornerstone of testing. Bachman and Palmer’s model of test usefulness dictates that 

any language test must be developed with a specific purpose, a defined and known group of 

test-takers, and specific language aspect in mind. 
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I.1.4.7. Interactiveness 

 

     Bachman and palmer (1996) defined interactiveness in langauge assessment as the 

degree and type of involvement of the test taker’s personal characteristics in performing the 

test task. The individual traits that are most relevant for language testing are the test taker’s 

topical knowledge, language ability, and affective schemata. For instance, a test task that 

requires a test taker to relate the topical content of the test input to his topical knowledge is 

expected to be comparatively more integrative than one that does not .Interactiveness was 

portrayed by Bachman and Palmer (1996) in the following figure: 

 

Figure01 Interactiveness In language test 
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I.1.4.8. Transparency 

 

Knight (2009) relates the transparency in language testing with the availability of 

open, accurate information to students about testing. Such information should introduce the 

objectives that are supposed to be evaluated, formats to be used, the weighting of items and 

sections in the scoring process, the time allocated to finish the test, and evaluation criteria. 

Transparency dismisses the myths and mysteries surrounding testing and makes students’ part 

of the testing process. 
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I.2. Competency-based Teaching and Assessment 
 

I.2.1. Definition of the Competency-based Approach 
 

The application of the competency-based instruction principles to language teaching is called 

competency-Based language teaching (CBLT). In a CB program, the unit of progression is 

mastering specific competencies and skills as it is learner-or participant-centered, it seeks to 

teach students the basic skills they need in order to prepare them for situations they would 

commonly encounter in every-day life. 

   A debate may go around the use of “Competence” and “Competency”. We will be 

content here to join Smith (1996) definition in his article "What is competence? he considers 

the first as visitors and qualifications enabling the individual learner for real life tasks while 

the later as atomistic abilities or skills to be attained in gradual stages and on different 

learning occasions. Despite this slight difference, “Competence” and "Competency" are used 

interchangeably in this paper .In reference to language," Competence” or “Competency” is 

one’s underlying knowledge of the system of a language ;its rules of grammar ,its vocabulary, 

all the pieces of a language and how those pieces fit-together. In a broader meaning, 

competency refers to a combination of social, cognitive and communicative skills which all 

together are used as the operational definition. 

               Relying on competencies, CBE focuses on the outcomes or outputs of learning in the 

development of language programs. It defines educational goals in terms of precise 

measurable description of the knowledge, skills, and behaviors students should possess at the 

end of a course of study .Hence, CBE addresses what the learners are expected to do with the 

language .In other words, it seeks to teach the language in relation to the social context in 

which it is used. Competency-based language teaching has for this reason been used as a 
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framework for language teaching in situations where learners have specific needs and where 

the language skills they need can be fairly predicted (Richards and Rodgers, 2001) 

Schenck (1978) sees competency-based approach in education as an outcome based 

instruction and is adaptive to the changing needs of students, teachers, and the community. 

Competencies describe the student’s ability to apply basic and other skills based on a set of 

outcomes that are derived from an analysis of tasks typically required of students in life role 

situations. There are two things to be noted about the competency–based teaching as Richards  

(2006) states, it first seeks to build more accountability into education by describing what a 

course of instruction seeks to accomplish, and it shifts attention away from methodology or 

classroom processes to learning outcomes. In a sense, it can be said that with this approach, it 

does not matter what methodology is employed as long as it delivers the desired outcomes.  

I.2.2. Competency-based Approach Characteristics 
 

Competency-based education (CBE) is perceived as an approach where the focus 

shifts from what students know about language, or the explicit knowledge of rules such as 

grammar, to what they practically can do with it. The course planning, therefore, starts with 

the identification of the tasks the learner will need to perform within a particular setting (an 

example would be the role of a company worker, restaurant chef, or a doctor) as well as the 

language demanded within those tasks. According to Richards (2006) a typical specification 

of competencies for a job training course includes what the learners will be able to: 

-Identifying a variety of jobs through simple help-wanted ads. 

-Describing own skills and work experience. 

-Demonstrating the ability to fill out a simple job application with assistance. 

-Producing relevant and correct forms of identification for employment. 
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-Identifying income tax deductions, social security as well as tax forms. 

-Demonstrating good understanding of employment expectations, rules, regulations, and 

safety.  

 In this case course designers would then have to plan language lessons around these 

competencies. In conclusion, we can sum up the CBE characteristics by outlining the 

following points: 

 Competencies to be achieved are carefully identified and selected in advance. 

 Participants progress through the instructional program at their own rate by 

demonstrating the attainment of the specified competencies. 

 Self-paced learning. 

 Language learning objectives are broken into narrowly defined sub-objectives in order 

for both teachers and students to get clearer sense of progress. 

 Ongoing and continuous assessment process. 

 Student centered instruction when it comes too bjectives, pace, level, which are also 

defined in terms of individual needs. 

I.2.3. Competency-based Approach Objectives 
 

            Competencies consist of a description of the essential skills, knowledge, attitudes and 

behaviors required for effective performance of a real-world task or activity. CB approach to 

language teaching and assessment offers teachers and students an opportunity to revitalize 

their education and training programs. Hence, the quality of teaching and student learning will 

be enhanced by the clear specification of expected outcomes and the continuous feedback that 

CB assessment can offer a performance outline of language tasks that lead to a demonstrated 
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mastery of language associated with specific skills that are necessary for individuals to 

function proficiently in the society in which they live (Auerbach, 1986). 

               It is clear that what characterizes the CB approach is its focus on the outcomes of 

learning as the main objective of the teaching process. Richards and Rodgers (2001) identified 

features involved in the implementation of CBLT programs in language teaching as: 

 A focus on successful functioning in society. The goal is to enable students to become 

autonomous individuals capable of coping with demands of the world. 

 A focus on life skills, rather than teaching language in isolation, CBLT teaches 

language as a function of communication about concrete tasks. Students are taught just 

those language forms required by the situations in which they will function. 

 Task-or performance- oriented instruction: what counts is what students can do as a 

result of instruction; the emphasis is on overt behaviors rather than on knowing 

language or ability to talk about language and skills. 

 Outcomes are public knowledge specified in terms of behavioral objectives so that 

students know what behaviors are expected of them. (Cited in Richards, 2006) 

From the above-mentioned points, it can be said that the central objective of CBLT is 

assisting students in becoming more effective in their communicative, intellectual, cultural, 

and social performance of real-world tasks. In short, learners will: 

 Develop the ability to think critically and solve problems. 

 Be creative, able to use the power of analysis, imagination, and set and test 

hypotheses. 

 Transfer their English learning competencies to other learning situations. 

 Develop various communication skills. 

 Be tuned to quality performance (e.g. projects and presentations). 
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 Be willing to work hard, and be lifelong learners.  

I.2.4. Teaching-Learning in the Competency-based Approach 
 

Since CBLT is a teaching approach that focuses on the outcomes of language learning, it 

emphasizes what learners are expected to achieve with the target language. Consequently, the 

approach considers the learning process outputs more important than the learning process 

itself.Competency-based language teaching is concerned with what learners are supposed to 

achieve with the acquired language. In other words, CBLT turns attention away from 

methodology or classroom processes to actual results that can be demonstrated. But that does 

not mean the neglect of the learning-teaching process, what follows is four principal parts that 

are essentially important to any competency-based curriculum, namely the teacher, learner, 

competency, and evaluation. 

Due to the four being interconnected, the good exploitation of the collective four will generate 

successful results in FLT, as it is displayed in the following diagram by Fletcher (1991). 

 

Figure 02 A model of competency based syllabus in EFL 
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I.2.4.1.Competency 

 

Competencies that are required from the learners to master are predefined, they should 

specify exactly what is demanded from learners, this enables learners to be aware of what 

should be taken into focus at any given point. An example of competencies that may be 

integrated into a competency-based school curriculum is illustrated in the following diagram 

by Chappuis (2009). For both learners and instructors, it is rather a matter of designation of 

roles to be played individually and cooperatively. 

I.2.4.2 Teacher 

 

A teacher’s sense of appropriateness is a determining factor in bringing the language 

classroom to meet the expected learning objectives. Since the main role of the teacher is that 

of, counselor, assessor, and organizer, it boasts his/her confidence to deal in a free way with 

any textbook or methodology and to go beyond the classroom walls. Therefore, teachers are 

supposed to change their teaching habits and adopt new ways and new techniques to 

complywith the principles and goals of the new approach (CBLT).In addition to using 

prescribed textbooks, the teacher is expected to produce his/her own teaching technique or 

procedure advocated by any new methodology .Hence ,access to other teaching materials has 

become easy especially with the wide-spread of the internet .However, some teachers still 

stick to the textbook as they strongly believe learning is absolutely exam-driven. (Black and 

William, 1998) 

I.2.4.3 The learner 

 

In any given teaching-learning process, the role of the learner is of high importance. For a 

long time, learners have also always been considered as recipients of knowledge, or in other 

words, parrots, they have behaved accordingly in classrooms. Yet, competency-based 
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language teaching is a learner-centered approach, its focus moves from what students know 

about language to what they can do with it. In this sense, learners are given the choice, and the 

ability that was not available before, to be more responsible and prepared to acquire and learn 

by themselves, as long as they meet the anticipated goals from them. Like any other approach, 

they are supported by qualified teachers who play the role of facilitators and supervisors to 

guide them through mastering the required competencies. (Black and William, 1998) 

I.2.4.4 Evaluation 

 

If teaching occurred according to the competency-based education methodology, it is 

imperative to consider new assessment tools that suit with the new principles. The language 

learners' assessment has always been a matter of administering knowledge-based tests in the 

former language teaching assessment methodologies, the primary focus in CBLT teaching, as 

well as assessment, is on demonstrating the mastery of relevant skills. (Mulder et al, 2007). 

Since our concern in this research is CB assessment, we will devote the second part of this 

chapter to deal with it in details. 

I.2.5. Competency-based Assessment 
 

I.2.5.1. Issues related to competency-based assessment 

 

            Some related issues should be introduced before we go deep in competency based 

assessment for their importance to make things clear. 

I.2.5.1.1. Criterion-referenced 

 

Since CBE specifies standards to aim at by the end of the course; therefore, it is criterion 

rather than norm referenced. Simon (1969) argues that the assessment in CB programs must 

be criterion-referenced with the criterion being the competencies upon which the program is 
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base. The previous argument leads us to define Criterion-referenced assessment and its 

relationship with competency based assessment. 

Criterion referencing is a familiar term to assessment having been advocated within 

education since early 1960’s.It is concerned with clearly specified outcomes, and with 

assessments that address these outcomes separately rather than dealing with “pass-marks” or 

norms. In fact, the need to move away from norm-referencing and ranking to an emphasis on 

what students can actually do, and about the beneficial effects of clear criteria on teaching and 

learning are arguments which we meet in CB assessment.Criterion referencing tests also have 

come to be associated primarily with the concept of testing for mastery just as CB assessment 

has done. But Wolf (1995) argues that “the detailed methods adopted by criterion-referenced 

and CB assessment also made it clear the latter is a specialized development of the former”.   

I.2.5.1.2. Norm-referenced 

 

             As it is mentioned above, CBA is ‘criterion-referenced’ rather than ‘norm-

referenced’. We find it necessary to give a brief definition to the latter.Norm-referenced is an 

approach to measurement in which an individual performance is evaluated against the range 

of performances typically of a population of similar individuals (McNamara, 2000) which is 

not the case in CB programs. 

I.2.5.1.3. Performance-based 

 

             According to Scheneck (1978), the competency-based approach has much in common 

with such approaches to learning as performance-based education. Consequently, the 

competency-based assessment is mostly performance based, it focuses on what students can 

actually do with the language to demonstrate the appropriate knowledge related to a particular 

standards performance. 
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I.2.5.1.4. Continuous Assessment 

 

Continuous assessment is another familiar term in CB programs .In this latter, 

participant’s knowledge and skills are assessed as they enter the program. Those with 

satisfactory knowledge and skills may bypass competencies already attained. Pretesting also 

determines what skills they lack, and participants are post-tested after instruction on that skill. 

If they do not achieve the desired level of mastery, they continue to work on the objectives 

and are retested. This situation can be reached thanks to the continuous feedback that the 

CBLT offers .Moreover, instruction is not time-based, students program at their own rates and 

concentrate on just those areas in which they lack competence.  (Grant et al., 1979) 

I.2.5.2. Characteristics of the Competency-based Assessment 

 

The rise of the competency-based assessment began in American teaching education 

and certification processes, followed by the U.K since there was a dire national need that is 

surfacing, there were not enough young workers among the workforce, there was significant 

interest for highly particular objectives and learning plans in a diversity of contexts. The 

competency-based assessment came with the long waited method in which the learner or 

candidate outcomes, or what can he give in reality, is in center point (Wolf, 1995). 

Before dealing with major characteristics of CB assessment, we would like to give its 

definition as it is stated by Baartman et al. (2006). Competency-based assessment is a form of 

assessment that is derived from the specification of a set of outcomes that so clearly state both 

the outcomes –general and specific- that assessors, students and interested third parties can all 

make reasonably objective judgment with respect to student achievement of these outcomes, 

and that certifies student progress on the basis of demonstrated achievement of these 

outcomes. Assessments are not tied to time served in formal educational setting.Wolf’s 

definition of the competency based assessment entails three main characteristics: 
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 It emphasizes on outcomes, specifically, multiple outcomes, each distinctive and 

separately considered. 

 The belief that these outcomes can and should be specified to the point where they are 

clear and unambiguous. That assessors and assesses should be able to understand what 

is being assessed, and what should be achieved. 

 The decoupling of assessment from particular institution or learning programs. And it 

is not time based assessment. 

It is worth noting also that criteria to be used assessing achievement and the conditions 

under which achievement will be assessed are explicitly stated and made public in advance. 

Moreover, assessment of competency takes participants knowledge and attitudes into account 

but requires actual performance of the competency as the primary source of evidence. Hence, 

tests in a CB program are used to ascertain whether or not the students attend specific 

objectives. Students’ receive credit according to the progress they have made and the amount 

of material they have mastered, rather than according to their standing or rank within class. 

(Black, 1989). 

I.2.5.3. Competency-based Tests 

 

 In the context of a competency-based program, tests are generally associated with the 

criteria defined by the school curriculum. In this meaning, competency-based tests are 

distinguished by the following three features: 

Validity and reliability: In contrast with the traditional tests that are concerned with 

what is called norms or pass marks. Competency-based tests are developed around the minute 

specification of outcome which is intended to be clear and unambiguous. This specification of 

required aims guarantees the validity and reliability of assessment. As Bradley (1989, p88) 

said, ’’reliable, parallel assessment can be derived from it directly’’. 
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Flexibility in scheduling: if students are permitted to take tests when they feel ready to 

do so, the teacher must establish flexible system of administering tests. If aspects of 

traditional teaching are applied to classes where the teacher should schedule all tests in 

advance, the teacher may schedule tests somewhat earlier than the prescribed dates. In this 

way he/she will be able to correct the examination and return results to students before the 

official dates. Students who do not achieve the objectives may be retested at the regular 

examination time. (Brindley, 1994). 

Rapidity of scoring: if students are allowed to take tests over as often as necessary for 

them to demonstrate that they have mastered the material being tested, it is essential that they 

will be informed of their test results as quickly as possible. It is usually advisable to give 

series of short tests rather than one long test; in this way the student who experiences 

difficulties will retake only that short test about those specific competencies he/she did not 

master. The teacher also will save the time of recording long tests several times.  

Conclusion 

The present chapter has provided relevant background knowledge about the testing in 

the context of language learning, and its majors theoretical and practical elements, as well as 

its application in teaching. During every stage of instruction, the learners’ progress should be 

assessed and provided by corrective feedback from either the teacher or study peers. In that 

regard, language teachers use a variety of testing practices, which each has its strengths and 

weaknesses. Nevertheless, language testing should adhere to several principals to be 

considered for the assessment process, as well as to adequately measure what it is supposed to 

measure. We also discussed the competency-based approach in the context of language 

learning as an approach that seeks to measure learning regardless of time. Learners’ prove 

their language mastery by demonstrating competencies, as long as learners can function 

properly within real-life settings, the learners are considered to be language users, which is 
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the primary goal of the CBA. According to the competency-based approach, teachers are 

relieved of many of their previously known duties, most of the study time is allocated to 

learners, their practice of the tasks and activities, and their assessment which was revealed 

through this chapter to be timeless and objective-oriented, learners are ultimately assessed 

based on the outcomes they display during actual performances of the objectives. 
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Chapter II 

Research Methodology and Discussion of the findings 

 

Introduction 

 

The introduction of the competency-based approach in the field of language learning 

brings about major implications in terms of the learners' assessment. Assessment formerly 

comprised of conducting knowledge-based tests. While knowledge-based assessments can be 

used in CBT to measure mastery of content, the main focus of the CBT is to measure the 

mastery of language skills. Within this scope, the assessment within the competency-based 

must be criterion-referenced, with the competencies upon which the program is based as a 

criterion. In this study, our concern is the issue of test type and content appropriateness to the 

competency-based assessment, along with highlighting this problem on the Algerian 

secondary school tests after the implementation of the Competency-based education in 2005. 

The attempt to give an evaluation of the tests originates from our endeavor to prepare teachers 

in complying with the new competency-based trend in teaching in general, and the closely 

related assessment strategy in particular. Thus, It is our primary concern to investigate the 

method's degree of feasibility in the various present classroom tests. The people that are most 

likely to carry out the evaluation process successfully are test creators and teachers, with 

teachers being in an optimal position when equipped with the underlying theoretical 

background, teachers are the ones who are immersed in a daily basis with the classroom 

environment and situations, and they are the responsible party who are supposed to yield 

practical results from theoretical materials. It is only in the real classroom tests that evidence 

can be collected to investigate the suitability of the conducted tests to the competency-based 

assessment. 
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II.1. Instruments 

 

We will make use of the content analysis method. Weber (1990) describes the content 

analysis method in research as using a set of procedures to form legitimate inferences from 

written materials, and it has various advantages when compared with other research 

approaches. Firstly, content analysis is applied right to texts or transcripts, or the products of 

human communication. Secondly, high-quality studies use both the quantitative and 

qualitative interpretation of documents. Moreover, the different kinds of documents provide a 

credible source of information for a long time, due to their lifespan that amounts to several 

decades or even centuries. Finally, the unobtrusive characteristic of this research method 

guarantees that no part of the communicational situation is being interpreted, therefore, the 

risk that they will behave according to certain expectations, which can consequently alter the 

validity of data. For the purpose of this study, a self-constructed checklist is composed and 

presented in the tables below to facilitate the use of questions to assess the gathered classroom 

tests. This checklist's elements are extracted from multiple sources for more inclusive look 

regarding the description of the good competency-based test, sources include Brown (2004, 

p.31) as well as Lyle F. Bachman and Adrian S. Palmer (1996:155) checklists for test 

evaluation. It includes a space to specify whether the quality being evaluated is observed in a 

particular test under consideration or not. 

II.2. Research procedure 

 

Upon analyzing the selected tests, our focus will be on the degree of the competency-

based assessment guidelines applicability on those tests. In that regard, we determined that the 

convenience sampling will be the most suitable choice in the wake of the sanitary crisis, the 

researcher however, aimed to draw the tests sample from the biggest possible pool of English 

language tests through keeping variety when it comes to teachers and the corresponding 
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academic years. Various paper-and-pencil tests have been collected from Omar Idriss high 

school (El-Kantara). Among the collected tests, 22 tests are selected randomly. Cohen et al. 

(2007) describe the process of content analysis as simply coding, categorizing, comparing, 

and concluding. As for Dörnyei (2007), coding is applied to diminish or clarify the data while 

emphasizing and preserving their specific peculiarities to connect them to more general 

concepts, whereas “code” is commonly a label related to a particular idea or concept intended 

to make the particular piece of information manageable and malleable. Also, categorizing 

points to producing meaningful categories into which words, phrases, or sentences. As the 

parts of analysis can be arranged while comparing means making connections between 

categories. Finally, concluding which attains to the idea of expressing theoretical 

considerations on the basis of the text and the results of the analysis. Taking into 

consideration the theoretical framework, the study will be based on the application of the 

following criteria:  

- Test usefulness  

- Competency-based assessment  

II.3. Assessment criteria 

 

The criteria for the evaluation of test quality and appropriateness differ from one test 

type to another. These criteria depend on the purpose of the test, whether it is general or in 

accordance to competency-based assessment. 

II.3.1. Test usefulness 

 

Brown (2004) stated the three principles of reliability, validity, and practicality to be 

the major indicators for both designing an assessment procedure and evaluating an existing 

one. Quizzes, final exams, and standardized proficiency tests among others can all be 

analyzed through these three lenses. 
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II.3.1.1. Test Reliability  

As seen in chapter I, test reliability concerns the test, the teacher, and administrator. 

Unreliability of a test causes variation in test scores due to factors other than the one thing we 

want to measure. Amongst the factors that affect test reliability, four factors must be checked: 

1. Is the test photocopy of acceptable quality and clear fonts? 

2. Does the test have a proper length? 

3. Are the tasks instructions clear (not vague or ambiguous)? 

4. Are the instructions and items correct? 

II.3.1.2. Test Validity  

The most important point regarding validity in the classroom test is content validity 

(Brown, 2004), this means the extent of the classroom materials integration into classroom 

tests, as well as the degree to which the learning objectives are mirrored in those tests. 

Another crucial form of test validity is face validity, which is the quality of structuring 

assessment procedures to elicit the optimal performance of the student. We will consider: 

1. Is the structure of the test logically organized? 

2. Does the test cover what has been studied? 

3. Is the test suitable for the students’ level? 

4. Can the objectives of the test be sufficiently identified from the proposed items? 

II.3.1.3. Test Practicality 

Practicality is dominantly related to the teacher and student time constraint, cost, and 

administrative details, and to a degree by what occurs before and after the test. To determine 

whether a test is practical for our needs, an answer to the following questions is needed: 

1. Is it easy to administer the test? 

2. Can students complete the test comfortably within the test time frame? 
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3. Is the scoring system feasible in the teacher correcting time frame? 

4. Are methods for reporting results explained in advance? 

 S1 S2 S3 S4 S5 S6 S7 S8 S9 S10 S11 S12 S13 S14 S15 S16 S17 S18 S19 S20 S21 S22 

Reliability 

1 ✔ ✔ ✔ ✔  ✔ ✔ ✔  ✔ ✔ ✔ ✔ ✔ ✔ ✔  ✔ ✔ ✔  ✔ 

2 ✔ ✔ ✔ ✔ ✔ ✔ ✔  ✔  ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ 

3 ✔ ✔ ✔    ✔ ✔ ✔  ✔  ✔ ✔ ✔ ✔ ✔ ✔  ✔   

4 ✔ ✔ ✔ ✔    ✔ ✔  ✔ ✔ ✔  ✔   ✔ ✔ ✔  ✔ 

Validity 

1 ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ 

2 ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ 

3 ✔ ✔  ✔ ✔ ✔  ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ 

4 ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔  ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ 

Practicality 

1 ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ 

2 ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ 

3 ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ 

4 ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ 

Tableau 01 frequency checklist regarding test usefulness 
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Table 01 shows the frequency checklist regarding test usefulness. A self-constructed 

checklist was composed by the researcher to facilitate answering questions in order to extract 

the necessary results, as well as the coding of the literature related to the language test 

usefulness in Brown (2004). The above checklist includes the three major principals of the 

useful test, which are respectively reliability, validity, and practicality. 

II.3.2. Criteria for Competency-Based Tests 

 

We saw before that the competency-based assessment focuses on the outcomes or 

outputs of learning in the development of language tests, which are the main references that 

instructors depend on to make a reasonable objective judgment concerning student 

achievement. Of the various characteristics of competency-based assessment, the criteria 

includes key five major points from which we draw subpoints to include in the self-

constructed checklist, as follows: 

II.3.2.1. Knowledge and Simple Understanding 

 

Well-constructed and brief responses items are one way of assessing the subject 

matter, procedural knowledge, and simple understanding in the students, particularly when it 

comes to recognizing or remembering isolated facts, definitions, spellings, concepts, and 

principles. The questions can be answered and scored quickly, so it is efficient for teachers. 

II.3.2.2. Reasoning and Interpretation 

 

This requires the understanding of cultural patterns of meaning in presented discourse 

because interpretation is a step beyond comprehension and indicates the ability to”get what is 

between the lines”. 
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II.3.2.3. Assessing the Four Skills 

 

A distinctive criterion of competency-based programs is that they take into 

consideration, in an equal manner, the four skills of the target language (reading, writing, 

listening, speaking). Consequently, competency-based assessment tests both receptive skills 

(reading and listening) together with productive skills (writing and speaking). 

II.3.2.4. Behavior 

 

(Burns, 1972)Asserted that the competency movement is packed with nouns and 

adjectives emphasizing the essential role of behavior, "shaping behavior" and "behavioral 

objectives" are examples of them, it is the specification of the behaviors, or what is commonly 

called behavioral objectives that give leverage to the competency-based approach. Learning 

objectives in the CBA are specified behaviors, or what the learner can do in the end of the 

instructional period, which must be demonstrated by the learner as a preparation for 

performing complex professional activities. 

II.3.2.5. Interaction and Communicative Ability 

 

As far as communicative competency is concerned, learners are supposed to acquire 

the communication competencies within the foreign language to an acceptable standard, 

allowing them to communicate fluently and appropriately. For personal and social situations, 

learners are recommended to get the appropriate social tools to express their identity and 

interact using an appropriate and acceptable social manners with speakers of the target 

language.  
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Table 02 displays the frequency checklist regarding the competency-based assessment 

criteria. A self-constructed checklist was composed by the researcher to facilitate answering 

questions in order to extract the necessary results, as well as the coding of the literature 

related to the language test usefulness in Bachman and Palmer (1996). The above checklist 

covers ten main points that characterize the competency-based assessment practices, including 

interpretation, reasoning, integrating the four skills, communicative abilities, and behavior. 

 

 S1 S2 S3 S4 S5 S6 S7 S8 S9 S10 S11 S12 S13 S14 S15 S16 S17 S18 S19 S20 S21 S22 

1 ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ 

2 ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔  ✔ ✔ ✔ ✔ ✔ ✔  ✔ ✔ ✔ ✔ 

3 ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ 

4 ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ ✔ 

5                       

6                       

7                       

8                       

9                       

1

0 

 ✔   ✔ ✔                 

Tableau 02 Frequency checklist regarding the competency-based assessment criteria 
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II.4. Analysis of the results 
 

We extracted the following quantitative data from the previous checklists of test 

usefulness and competency-based assessment criteria, upon analyzing the tests. The results 

are as follows: 

II.4.1 Test usefulness 

II.4.1.1 Test Reliability 

Test reliability criteria Yes No 

Is the test photocopy of acceptable quality and clear fonts? 82% 18% 

Does the test have a proper length? 91% 9% 

Are the tasks instructions clear (not vague or ambiguous)? 64% 36% 

Are the instructions and items correct? 64% 36% 

                                                                           Tableau 03 Test reliabilityfrequency 

 

The analysis of the test reliability table shows that only 8 out of 22 tests are reliable. 

These tests, as it is shown, are S1, S2, S3, S11, S13, S15, S18, S20. This number represents 

only 36%. The remaining tests S4, S5, S6, S7, S8, S9, S10, S12, S14, S16, S17, S19, S21, 

S22 are unreliable, with a percentage of (64%). The reliability of tests is attributed to the fact 

that all the criteria are satisfied. Equally important, the unreliability of tests can be attributed 

to the fact that not all the criteria are satisfied. That is, these tests have only partial reliability: 

75% for S4, S7, S8, S9, S12, S14, S16, S19, S22. 

50% for S6, S17. 

25% for S5, S10, S21. 
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Hence, this result drew a fundamental yet significant consideration. The four 

measurement qualities of the test copy clarity, appropriate length of the test, the clarity of 

instructions, and correctness are basic conditions. If the test does not fulfill complete 

reliability, or it has only partial reliability as seen in the drawn results, a significant part of 

tests is not satisfactory enough to be taken by students in fair conditions. 

II.4.1.2. Test Validity 

 

Test validity criteria Yes No 

Is the structure of the test logically organized? 100% 0% 

Does the test cover what has been studied? 100% 0% 

Is the test suitable for the students’ level? 91% 9% 

Can the objectives of the test be sufficiently identified from the 

proposed items? 

96% 4% 

Tableau 04 Test Validity frequency 

The results obtained from the test validity frequency table determine that 20 out of 

22 tests put under criteria are valid with a percentage of 91%. In terms of content validity, all 

tests are equally valid. In comparison, face validity is not satisfied in two tests that are S3, S8, 

the sole deficiency in the two tests is that some of the proposed material is inappropriate 

regarding the students’ level. Thus, the tests are predominantly valid. 

II.4.1.3. Test Practicality 

The table above points out that all the tests are practical. As such, the quality of 

easiness to administer, appropriateness of time frame, the feasibility of scoring, and stating 

the methods for reporting results are all satisfied. 
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Test practicality criteria Yes No 

Is it easy to administer the test? 100% 0% 

Can students complete the test comfortably within the test time 

frame? 

100% 0% 

Is the scoring system feasible in the teacher correcting time frame? 100% 0% 

Are methods for reporting results explained in advance? 100% 0% 

Tableau 05 Test practicalityfrequency 

II.4.2. Competency-based assessment 

 

Competency-based assessment criteria Yes No 

Does it test the students’ knowledge of language? 100% 0% 

Does it test the student’ reasoning and deep understanding? 91% 9% 

Does it test reading skills? 100% 0% 

Does it test the writing skill? 100% 0% 

Does it test the student’ listening skill? 0% 100% 

Does it test the student’ speaking skill? 0% 100% 

Is there an integration of skills? 0% 100% 

Does it test the student’ language in terms of behavior? 0% 100% 

Does the test contain the element of interaction? 0% 100% 

Does it test the student’ communicative competence? 14% 86% 

Tableau 06 Competency-based assessment criteria frequency 
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Table 06 shows that all the analyzed tests examine students’ knowledge and simple 

understanding. Reading and writing skills are extensively involved, However, none of the 

tests contained elements that gauge the students' listening and speaking skills, the same goes 

for an important skill which is deep reasoning and interpretation. In addition, there is no 

integration of the skills and no interaction of learners to measure their social use of language. 

As far as assessing the communicative competence is concerned, the tests S2, S7, 

S8 examine the level of communicative competence among students, whereas the rest do not 

expand to such lengths. (see table 05). In S2 students are required to respond to a letter sent 

by a friend. In S7 the writing section instructs them to write dialogue. Finally, S8 requires 

students to write a speech. In the remaining tests, writing tasks revolve either around 

summarizing, ordering sentences, or writing a composition about a given topic. 

It is insufficient to explore the usefulness of classroom tests just by conducting 

quantitative data analysis. Therefore, making justifiable interpretations from the part of the 

researcher's is desirable. Assessing the overall usefulness of a given test is essentially 

subjective since this involves personal judgments from the test developer. The following 

analysis takes into consideration the different reasons that lead to a lack of reliability and 

validity of tests, on the part of the test creator. We identified the reasons to be within four 

main classifications: 

 Lack of linguistic knowledge. 

 Lack of knowledge about the test non-linguistic content. 

 Technological equipment misuse. 

 Lack of attention when developing the test. 

In an attempt to investigate the lack of reliability and validity, which is found in 

several test sheets under this study, the researcher extracted the most frequent mistakes which 

marked the majority of these tests. As the study of 22 tests concluded that the teachers 
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appeared to have a lack of theoretical knowledge about the language. To consolidate this 

deduction, empirical research was used to put more credibility into these interpretations. As 

for the linguistic mistakes that confirm this claim, grammatical as well as punctuation 

mistakes are the most present. S6 shows that the instructions are not correct because the 

correct form of the verb "occupy" in the Written Expression part is occupied and not 

occupy, a period should be put to show a new sentence and avoid misunderstanding. An 

inaccuracy of instructions can also be noticed in S10 where there are two wrong instructions. 

The first one in the third question. The correct form should be: ”Answer the following 

questions according to the text” instead of: ”Answer the following questions according to the 

tex”. The latter can also be attributed to the test developer's lack of attention, while the second 

mistake can be located in the instruction of the second part. It is essentially a short summary 

“of” the text and not a short summary “to” the text. In the test S21, it is hard to determine 

whether the lack of attention or the lack of linguistic knowledge caused the mistake in the 

third question, in which the teacher used the verb do instead of does. The incorrectness of 

instructions persists along with the tests S5, S6, S7, S10, S14, S16, S17, S21. (See 

appendices) 

Even though the lack of linguistic knowledge is the main reason for tests unreliability 

but it is not the sole. Lack of none-linguistic knowledge that is the awareness of the content in 

the test as well as the cultural luggage, together with misuse of technological devices is of 

great value in the consistency and therefore the reliability of language tests.  

Ambiguity can also be considered as a lack of attention from the part of the test 

designer, as an example to illustrate ambiguity. The fourth activity in S4 reveals that the test 

designer lacks background knowledge. The instructions say that the student needs to find the 

question for the statement "through the repetition of slogans". The text contains more than one 
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use of slogans. Consequently, there is more than one possible answer to the question. this 

might confuse the students and possibly hinder them from completing other questions. 

Most teachers do not give much importance to the test sheet of paper, since it is supposedly 

irrelevant to the performance of students, whereas a not well-photocopied paper plays an 

important role in their poor performance. A badly photocopied test sheet can be associated 

with the teacher's lack of skills regarding technological devices. This can clearly be shown in 

S5, S9, S17, S21. 

II.5. Discussions of the results 

We classified the present research’ results based on the criteria we used in the test 

evaluation, the outcomes are two sections dealing with the general usefulness, as well as the 

compatibility of the sample with the competency-based assessment guidelines 

II.5.1 Test Usefulness 

 

Based on the analysis, out of the selected 22 tests, only seven tests are considered 

useful tests with a percentage of 32%. Based on the fact that test usefulness pertains to the 

function of several different qualities, all of which contribute in unique but interrelated ways 

to the overall usefulness of a given test, the remaining ones that lack one or more quality are 

not considered to be useful, and this is partly because the qualities are more or less 

imbalanced with noticed contrast between one quality and the other. In this case, validity and 

practicality are maximized at the expense of the third quality of reliability. 

II.5.2 Compatibility to Competency-based assessment 

 

When compared to the traditional tests, the selected tests in this study and the 

traditional tests have the same characteristics, no distinctions can be noticed. The exams are 

largely based on the usual reading comprehension part followed with mastery of the language 
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part to conclude with written expression in best cases, and just another uncreative task of 

ordering phrases in many cases (see appendices). Interpretation tasks are unheard of, 

communicative competency can be rarely found as we have seen, the positive side of these 

tests are the same as the traditional testing methodology, including an extensive assessment of 

explicit linguistic rules and the comprehension skills. 

Pedagogical implications and further suggestions 
 

Although traditional forms of assessment can provide psychometrical valid measures 

of language learners’ performance, they usually fail to deliver the kind of information that 

serves the competency-based purpose, which is namely what learners can do with the foreign 

language. What follows are some pedagogical implications that are recommended to solve 

this problem. 

When designing tests for language learning classes, it is needed from the teachers to 

bear in mind the characteristics of useful tests, how practical, valid, and reliable the tests will 

be. When writing tests, it is important to work out what we want to achieve especially since 

the learners' results will indicate their mastery of the language. It is helpful to make a list of 

language items to be included in the test, however, it is not advised to be always a paper and 

pencil test. 

 In recent years, there has been a growing interest in the application of assessment 

procedures that are radically different from traditional forms of assessment. More authentic 

tools of assessment such as portfolios, interviews, journals, project work, and self or peer-

assessment have become increasingly common in EFL classrooms. These tools of assessment 

are more student-centered because students are more involved in their learning and give them 

a better sense of control for their own learning. This is one of the most significant 

characteristics of a competency-based assessment. 
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The assumption that new theories are very likely to yield interesting results in 

acquiring a foreign language is increasingly popular among scholars. Therefore, teachers are 

supposed to change their testing habits and adopt new ways and new techniques to comply 

with those assumptions, principles, and goals of the new approach. If a teacher, for example, 

adopts his/her outdated audio-lingual procedures and techniques - and has in mind, for 

example, to get students to acquire the basic pragmatic strategies for communication in 

English and interact in appropriate manners with other speakers of the language- he will have 

to adapt his teaching and testing techniques to the new methodology and consequently the 

learners’ performance will be better. 

There are many ways of testing the students’ abilities to use the foreign language. We 

will provide the most important ones. In testing the listening skill, we may ask students to 

make or choose the best summary of what they have been listening to. We may also ask them 

to put a set of pictures in the right order as they listen to a story, or to comprehend a phone 

message, as listening tasks. When testing the speaking skill, we can interview students or we 

may arrange them in pairs and ask them to perform a number of tasks. In addition, we may 

ask them to discuss the similarities and differences between the two pictures. Moreover, we 

can ask them to describe how to furnish a room, or to perform role plays such as buying a 

flying ticket or asking for information in a shop. 

One of the problems with prevailing attitudes towards testing is the view that all tests 

are summative. Students might have thought ‘whew I am glad that is over; I do not have to 

remember that stuff anymore’. The challenge that test designers face is to change that attitude 

among students. They can instill more formative quality to what students might otherwise 

view as a summative test. They can offer students an opportunity to convert tests into 

‘learning experiences’; this can be achieved by a delivery (by the teacher) and internalization 

(by the student) of appropriate feedback on performance.  
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Interaction, communicative competence, and integration of skills can be tested in 

many ways. The project work is one of them. The latter is based on creating opportunities for 

language learning through problem-solving, cooperative learning, collaboration, and 

organization of meaning-processes which are believed to be central to foreign language 

acquisition; "a project is an activity which learners carry out using their available language 

resources and leading to real outcome" (Richards and Renanday, 2002). Examples of projects 

are solving problems, sharing and comparing experiences, etc. In carrying out projects, 

learners will be taking part in such processes as negotiation of meaning, paraphrasing, and 

experimentation which lead to successful language development. 

For appropriate use of the project work, students are supposed to work in small 

groups; choose a topic of interest and investigate it. Pupils then analyze and interpret data, and 

finally present their findings in class. In carrying out the task, students experience enough 

opportunities for meaningful use in realistic contexts.  The use of project work does not only 

provide valuable real-world knowledge but also provides the basis for a meaning-based 

pedagogy that goes beyond a focus on studying a language that is completely deprived of its 

contextual use. It is also considered as a valuable vehicle for integrating the four language 

skills across a variety of educational settings. 

Conclusion 
 

Based on the analysis of these tests, we noted that the tests administered in our high 

schools leave much margin for improvement. A lot has been said about the use of 

competency-based education in Algerian high schools but little has been done in terms of 

teachers teaching approaches and classroom procedures. Some of the teachers are depending 

on the same way of testing as the way they were tested or the way they used to test students 

before the introduction of CBA. In other words, teachers are stuck using the traditional 
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method of testing they used to from their own previous experience without adapting their 

teaching practices to the latest method. If it was taken into consideration in our schools the 

fact that the competency-based assessment should test the competencies upon which the 

curriculum is based, we can conclude that no present test is actually testing what has been 

taught. Basic skills such as speaking and listening are taught in all the levels but they do not 

get tested on these two fundamental skills. Teachers regularly use paper-and-pencil selective 

response tests, and plenty of isolated items without involving oral production, group 

performance, integrated performance (across skill areas), open-ended responses, and other 

interactive tasks. Students, therefore, do not get an assessment on the important and relevant 

skills directly as they perform them, in actual or simulated real-world tasks. 

 

General conclusion 

Implementing the competency-based approach in teaching the English language, and 

subsequently, the related assessment methods in a sufficient and efficient way are still 

something to be seen. This study concludes that the testing methods did not get its share of 

improvement. According to recent studies, teachers’ understanding of the CBA is mediocre 

and the Algerian educational institutions face many challenges that limit the effectiveness of 

CBA lesson plans implementation, and the learners' assessment process did not make an 

exception. In light of these challenges, supporting the execution of the educational reforms in 

the field, including, the provision of extensive CBA pedagogy preparation for instructors. 
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