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Abstract

Testing practices have been shown to have great effects on teaching and learning
in the university. In Vietnam, there have been many problems associated with the testing
process, and these are‘generally seen as being related to a p¢rceived décline in the quality
of students enrolling in universities. This study was conducted to help identify some of
the problems surrounding testing practices, and to offer suggestions for improving the
process.

This is a study of university teachers' and students' perceptions of the testing
process in Vietnam. Information wzts collected via a survey questionnaire of 178 students
i their second, third, and fourth year of study in the Chemistry Department of the
~University of Hochiminh City. Interviews were conducted with nine faculty members in
the department.

While most studen'ts demonstrated a good understanding of the use of testing,
marry questioned the validity of the tests. Respondents expressed concern about "rote
learning,” and cheating, which they felt were encouraged bythe kind of tests being used
and the way in which they had .been administered. |

N

The teaching staff relies mainly on past experiences and intuition in making tests.
Not only do they lack knowledge of testing practices, they show little understanding of
the sorts of problems some students experience in writing examinations. Although there
is general agreement about the need for improvement, teachers pay little attention to

assessment practices. In some cases, teachers reported that they actually are interested -

and willing to try new ideas, but that "the system" is improperly managed.

i
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Chapter 1
Introduction

The evaluation process plays a great role in the school. It has been used as a
powerful tool to assist the teaching and learning process. Many educators have'come to
common agreement on the impacts that evaluation can bring to the school. First,
evaluation is a method of acquiring and processing the evidence needed to determine the
student’s level of learning and the effectiveness of teaching. Second, evaluation can be
used as an aid in clarifying the significant goals and objectives of education and as a
process for determining the extent to which students are ;de've.loping in these desired
ways. Third, evaluation is a system of corrective feedback to determine ét each step in the
teaching-learning process whether changes must be made to ensure its effectiveness.
Bloom, Madaus, and Hastings (1981), in their book about evaluation, have considered
evaluation an importﬁant component of the learning process, in which the process of -
evaluation, instructional decisions, analysis of learners and learning outcomes are
interdependent. They emphasised that in order to get the best from the learning process,
the teacher must be able to d;agnose the/ relevant characteristics of his or her students,
their readiness for the learning tasks at the point of entry as well as during the learning
process, and on the basis of this information, make suitable adjustments to his or her
teaching.

While Bloom et al. (1981) focused on the benefits that teachers gain from
evaluation, Gronlund (1981) argued that evaluation can have big impacts on improving
student’s learning by its ability to clarify the nature of the intended learning outcomes,

provide short term goals for students to work towards, provide feedback concerning
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learning processes, and provide information for overcoﬁu'ng learning difficulties. Crooks
(1988), after examining many studies, came‘ to a similar conclusion:

Claséroom evaluation affects students in many different ways. For instance, jt

guides their judgement of what is important to learn, affects their motivation and

self-perceptions of competence, structures.their approaches to and timing of
personal study, consolidates learning, and affects the development of enduring
learning strategies and skills. It appears to be one of the most potent forces

influencing education’ (p. 468)

Gror;iund (1981) shared the view point with Blooﬁ et al. when saying that “the
teaching and learning processes involve a continuous and interrelated series of
instructional decisions concerning ways to enhance pupil learning” (p. 5), and that, “the
effectiveness of the instruction depends to a large é“Xtent on the quality of evaluation
information on which the decisions are based” (p. 5).

It is obvious thgt evaluation has an important role in assessing the teaching and
learning processes. But this is not the only function of e;/alualion. In fact, evaluation has
been used much more for its ther funCtio}l: the function of *“quality control” in the
school. It has been used for the purposes of “policy making,” “standard monitoring,”
“target setting,” and “‘curriculum improving” in the school (Sumner, 1991).

Because of its great effects on the educational process, evaluation, if used
improperly, can cause |much' damage to the educz;tion system. Recently, there have been
many criticisms of the misuses of evaluation in the school. Most of all, educators
complain ab(‘iul the over-emphasis of grading and selecting function of evaluation while
the role of facilitating teaching and th¢ learning process has usually been ignorgd. Crook

(1988) criticised: ,

Too much emphasis has been placed on the grading function of evaluation, and
too little on its role in assisting students to learn. The integral role of evaluation in

N



teaching and learning needs to be grasped, and its certification function placed in
proper perspective. (p. 468) ~
Bloom et al. (1981) had the same idea: D

The purpose of ‘evaluation, as it is most frequently used in the existing systems of
education, is primarily the grading and classifying of students. It is designed to
find those who have failed (D or F), and those who have succeeded (A or B), and
those who have got by (C)... As testing and other forms of evaluation are
commonly used in the schools, they contribute little to the improvement of

© . teaching and learning, and they rarely serve to ensure that all (or most of all} learn
what the school system regards as important tasks and goals of the educational

* process. (p. 4) ’

Many other critics focus on the lack of knowledge about evaluatipn within the -
administration and teaching staff in the school. This shortage of knowledgé directly leads
to the consequences of low quality assessment processes, test misuses, and evaluation
bias which have great negative impacts on the students and the school. Crook (1988)

indicated:

!

All too often, classroom evaluation places heavy emphasis on the recall or
recognition of comparatively isolated pieces of information to which the students
have earlier been exposed. This encourages surface (memorising) approaches to
learning. (p. 468)

Milton (1982) gave a general piéture of the insufficient knowledge of evaluation
9
among the teaching profession. He pointed out that many teachers do not have enough
knowledge about evaluation such as making tests and interpreting their results. They

——

usually rely on their own experiences, intuition, or trial and error during the teaching

process.

¥ ) . !
The uses and misuses of evaluation processes in the school have been a concern of

the education system of any country. Vietnam is not an exception in this respect.

Recently, due to many rapid changes in the socio-economic situation, the Vietnamese
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educational systém has been forced to change in order to adapt to the new situation.

Together with curriculum development and educational management, evaluation has been
considered the most important aspect that needs to be improved, especially in higher
education.

For the last decade, higher education in Vietnam has been in a crisis of “dec.lining
quality.” The college and university system has failed to catch up with the increasing
demand of the society for high quality m;npower: there has been a large number of
students entering the workplace without being well-prepared with sufficient knowledge
and skills. This is the consequence of the way the sysiem had been. Before 1987, the
Higher education system was managed b_y the central government, with the purpose of
recovering the severe shortage of specialists in many state enterprises and offices. As a
result, “‘almost every admitted student would receive a government grant, would graduate,
and be assigned a job i\‘n a state enterprise or office, without regard to his-or her ac4ademic

‘:‘achievements” (Le Thac Can, 1991). Dﬁﬁng that period, the system had been under little
or no pressure to make improvements in the quality of education.

Things have changed since 1987. The government of Vietnam decided to make
“renovations” to change the economy from a centrally planed economy to a mixe(}i
economy with both socialist and market sectors. The old way of managing higher
education became insufficient for the new situation. Many important changes in the role
of higher education have been made since then, as Le Thac Can (1991) describes:

I. Higher education institutes are training specialists not only fof the state-owned

sector of the economy but also for enterprises that are co-operative, privately
owned, and joint ventures. The task of higher education is not just confined to

the supply of scientific and technical; manpower to society; it is also designed
to meet the demand of people to receive scientific and cultural education.



2. Higher education and training are being carried out not only under the auspices
of the state plan but also according to contracts among universities, colleges,
and prospective employers or through agreements between educational
institutes and fee-paying students. ‘ '
3. The job placement of graduates is arranged not only by state-plan, but also
through contracts between universities and colleges and employers. Graduates
are encouraged to find their own employment in all sectors of the national
economy (p.172). "
The new role opened the door for the improvement of the higher education -
system, but certainly not without a costly price. With the open bolicy, the universities and
colleges had to face a problem of over burden. While the teaching staff and resources are
limited, the number of students has been increasing rapidly year by year, and this has
lowered the quality of students, generally. After almost eight years of renovation, “quality
decline” is still a big dilemma for the system at this time. There have been many efforts
to solve this problem such as: setting a national standard for higher education, applying
. . )
the credit system and, even recently, reforming the structure of the whole system. None
of them seems to “bring about the spring” to the System. - .. A\,
One reason that leads to the failure of these efforts is the lack of communication
between administrators who make changes in policy and teachers who directly implement
these changes. Most of the changes cofne from the subjective judgements of the policy
makers who do not have extensive understanding of the problems that particular institutes
have to face. Teachers, on the other hand, understand these pr;)blems but have little or no
power in making decisions about changes. The teachers express their disagreement by
paying little attention to change processes that they find inappropriate. As a result, most

of the changes take place at tl!admjnistrative level, such as policies, standards, and

procedures, but these have little effect in improving the situation.



The other reason for failure: is the shonage“’of educational knowledge among the
teaching‘ staff. Most of the university and college teachers do not have background
knowledge of education, such as a variety of teaching methods, and evaluation tools and
procedures, They rely mostly on their own intuition and experiences during the teaching
process. |

In such a context, in order to solve the dilemma, the first and foremost step must
be to identify correctly the situation. Strong and weak aspects of teaching-learning
processes must be identified. The perceptions of administrators, teachers, and students
should be examined carefully in order to find out the most appropriate way to develop the
system. There is a need for studies that can help to form a clear picture of the system, as
well as studies that can provide information about IC;ChCl:S, students, and teaching-
learning processes.

As mentioned earlier, evaluation plays an important role in controlling the quality
of school. Quality decline is a consequence of the poorly functioning evaluation

3
processes, both directly and indirectly. The selecting and certifying function of
evaluation, if done poorly, will allow ﬁnqualfﬁed students to get through the system. Thatr
1s the direct consequeni:e. The indirect consequence is the misuse of evaluation in
facilitating and assisting teaching and learning processes. This misuse can cause negative
effects in students such as “surface studying” that is, study for the degree and not for
knowledge (Crook, 1988). Misused evaluation process;s’t;rovide teachers with little

valuable information about the ing process of students, in order to make adjustments

and improvements in their teachink. This also leads to the decline of student quality.

«f
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It is clear that evaluation should be the first éspecl to be considered in order to
solve the “‘quality dilemma” in the higher education system of Vietnam. As discussed
earlier, there is a neeg\for studies that can illuminate the problem in order to correct the
system. This study Qill focus on the testing process in higher education institutions,

investigating the perceptions of university teachers and students about the uses and

misuses of tests in the university classroom.



Chapter 2
Literature Review

In order to find the most appropriate way to conduct the study, previous studies
about testing in the school are reviewed. Studies about the uses and misuses of tests, the
role of teachers in testing, and the effects of testing‘on teaching and learning processes

are examined.

The Uses of Tests

Testing has been a significant fact of life for a;long timé. Various means of testing
human performance have been used throughout history. As early as 2000 BC, Chinese
officials used examinations to select persongel for the public office. This grew into an
elaborate series of written essay> examinations by the time of the Han Dynasty (206 BC.-
10 AD. 220) (Dubois, 1970). Examinations were also part of the normal educational

_process in ancient Greece. As early as four centuries before Christ, Socrates used oral
questioning as an integral part of teaching and learning processes (Worthen, Borg, &
White, 1993). Tests have become more and more scientific and have been used widely in
and out of the school since then. Tests have been an important paﬁ of the school from
kindergarten to university, and have been used at every level, from classroom, school,
district, provincial, to national and international. Their uses have included directing
decisions in the education system, such as: instructional decisions, management
decisions, selection and ceniﬁ?ation decisions, as well as program administrative and .
policy decisions. Testing has been considered “the chief yard-stick in today's educational .

accountability surveillance system” (Popham, 1990).



Testing is also an educational device that can provide objective information in
L

order to modify the subjective, common-sense perspective of teachers in making

educational decisions (Kubiszyn & Borich, 1987).

v
The teaching-learning process involves a continuous and interrelated series of

instructional decisions concerning ways 40 enhance student learning. It is very important

for the teacher to make good decisions during the process. Without the help of

L}

measurement devices, it is very easy for the teacher to make subjective decisions that are
harmful to the learning process. Gronlund (1981) stated:

Carefully collected evaluation data help teachers understand the learners, plan
learning experiences for them, and determine the extent to which the instructional
objectives are being achieved. It is not intended that evaluation instruments
replace the thoughtful judgements of teachers but rather that they provide a more
dependable basic for making such judgements. Instructional decisions are more
likely to be sound when they are based on information that is accurate, relevant,
and comprehensive. (p. 3)

Effects of Testing on Students

There is no doubt that testing has a great influence on students, who, from the first
day to the last day of school, experience a huge number of tests. Tests have both good
and bad influences on students. On the good side, tests assist students in the promotion of
learning by giving them feedback on what they have mastered and what'they have not.
The study of Batten (1958) in 74 classrooms showed that learning was enhanced for those
students who received appropriate personal comments on their papers such as “excellent,”

'
“*good worl7,"/‘try to do still better,” “you can ‘make it.” The effects of feedback on

students’ performance was also studied by Kulhavy (1977), who found that feedback

generally increased what students learned from reading assignments. Po him, feedback



confirms correct answers to help students to “know what they know” as well as help them
identify their errors of knowledge and understanding.

The other function of testing is consolidation. Duchastel (1973) showed that
“merely taking a test on what one has just studied will enhance learhing, even when
feedback is not provided.” In addition, Mathews (1985) found that students’ desire to
succeed, or fear of failure toward tests, can provide a sufficient motivation for the
learning process. The benefits for students from testing, according to Crook (1988), can
be explained by three factors:

First, thestesting gets the students to attend to the content another time. This
constitutes a limited form of distributed practice, and the beneficial effects
of distributed.practice on retention are well established.

Second, the testmg encourages the student to actively process content, which is
known to @nhance learning and retention.

Third, the test directs Attention to the topics skills, and details tested, which may
focus the sti¥erit’ s preparation for a subsequent retention test. (p. 453)

Unfortunately, there are almost always two sides to everything. Testing, if used

improperly, can cause severe effects on students and their learning. The learning process

has been categorised into *‘shallow learning versus deep learning” (White, 1992), or

“surface approach versus deep approach” (Marton & Saljo, 1976a). In deep learning, the

students actively search for meaning and understanding of the material to be learned.

They try to find out the principles, structures that link the different concepls or ideas

together, in order to gain deep understanding. On the contrary, in the “shallow learning”
r ‘“the surface approach,” students rely primarily on attempts to memorise course

material, treating the material as if different facts and topics are unrelated. Their only goal

is to perform well on the course examination and other evaluation tasks. These students -



may “be able to manipulate complex formulates and to work through involve;i exercises
while not understanding fundamental principles” (Gipps, 1994, p. 23). As a result, their
understandings of fhe material are often discarded in a short time, for example, after a test
or exam.

Students choices to follow shallow or deep learning is greatly affected by the
teaching and learning context. Marton and Saljo (1976b) found that the students’ choice
of learning approach is very versatile. Their choice depénds on factors like: academic
motivation, the arﬂount of studying material, and their perception of how their learning is
evaluated. Tests and exams seem to be very potent in affecting students’ choices of
learning because they give students the clues to what should be studied and on what
criteria they are evaluated. Rogers (1969) pointed out:

Examinations tell them our real aim, at least so they believe. If we stress clear

understanding and aim at a growing knowledge of physics, we may completely

sabotage our teaching by a final that asks for numbers to be put into memorised
formulas. However loud our sermons, however intriguing the experiments,

students will judge by that examination- and so will the next year’s students who

hear about it. (p. 956) :

The influences of testing on learning have been investigated by many studies. In
the early 1930s, Terry (1934) found that “the kind of test to be given, if students know it
in advance, determines in large measure both what and how they study” (p. 343). The
study of Newble and Jaeger (1983) describes the effect of changing testing procedures in
‘a medical school. They found that when evaluation changed from an oral examination to
ward-rating, students spent more time in the library than in the ward. Apparently,
students found that ward-ratings were almost always above the pass level, while written

theory examinations did produce failures.



There is no doubt that the strategy of “studying for the tests” has been widely used
in the schools. Miller and Parlett (1974) found that many students plan their study with
the primary go:;l of passing the course examination. This trend is clearly illustrated by the
study of Macdonald (1975), in which a student said: |

The secret of success is simply to learn how to take tests that are given. In order to
do this, one must examine the tests that actually are given. The objectives
instructors may talk about are usually quite irrelevant to the way they test and
grade. Most talk should be ignored. After all, grades are what count, and you get
good grades by doing well on tests. (p. 21) Lo

-

»

Milton (1982) had a surprising experiénce when he found that only one-fourth of .
his students wanted to have their test papers discussed in detail while the others just
wanted to receive the grades.

The Misuses of Tests

“Study forq'the tests” may not be a serious problem if tests are designed according
to the objectives of’the courses. Unfortunately, most students found that there ére always
conflicts between gaining deep understanding of the subject and getting good marks on
the course exam. Even in a famous school like the Massachusetts Institute of Technology
(MIT) problems in assessment have been identified at various times. In his study at MIT,
Snyder (1971) found that while the formal curriculum emphasised a “problem-oriented
approach” and independence of thought, the tests tended to emphasise an “answer-
oriented approach” and rote learning. The same result was obtained from the University
of Illinois where 82 percent of almost 3,500 students agreed that, “despite instructors’
insistence that they do not teach facts, most grades are basleéi on tests which are primarily

factual in content” (Milton, 1982, p. 47). What teachers emphasise on tests so often

appears out of line with what they have emphasised during instruction. Haertel (1986, p.

12
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2) observed “classroom examinations often failed to reflect teachers’ stated instructlonal
objectives, frequently requiring little mor'e than repetitiop of material presented in the
textbook or*class, or solutions to problems much like those encountered during
instruction.” In addition to these findings, Fleming and‘Chambers (1983), after analysjng ‘
nearly 400 teacher-developed tests, came to the copclusions that: .

e Teachers devised more test questions to sample knowledge of facts than any of

the other behavioural categories studied.

e Almost 81 percent of the test questions focused on the areas of knowledge of

terms, knowledge of facts and knowledge of rule and principles.

° A Few questions were developed to test students’ ability to make applications.
These conclusions proved that classroom tests tend to focus on lower order knowledge
and skills at the expense of broad understanding and meaningful application.

Tests have been used with a false sense of prec.ision, that is, without r;zgard for
their limitations. Too often they are based on the subjective intuition of the teacher. For
one reason or other, teachers rarely use test information as a guide to improving
instruction, and students rarely use test results to help them decide how to do better’
(Rudman et al., 1980). In agreeing with this argument, Kubiszyn and'Borich (1987, p. 24)
indicate that “teachers often know little more about a student after testing than they did
before testing” and that “test scores have sometimes become eﬁds in themselves while the
meaning of test scores has tended to be ignored.” The tendency to use testing as a tool for
sorting, selecting, and classifyi!ng students has been considered the major purpose of

testing, while the purpose of assisting learning and teaching has almost been ighored. In

this context, the problem of “studying and teaching to the tests” is unavoidable. Besides.
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the conseguence of legding sfudents to “shallow learning,” this tendency has the potential
to produce much moré¢ harmful effects when thé tests are invalid and unreliable. Mathews
(1985) revealed this potential danger: i
In such’a system Of sele-ction there is bo'und to bé'waste: waste of those who
would have succeeded in late life but have not the ability to pass the

- examinations, and-waste of those who have that ability but do not succeed in
" careers for which the examinations have qualified them. (p. 23)

s ~
The ther p'rqble;Q with tests is the inco_nsisténcy of the criteria-on which they aré
based. The criieria are differerllt from institute to institufe, from teacher to teacher: Even
one teacher rﬁa‘y have many differcln,t cr{iteljia for the same situation. Lunneborg and
Patricia (1'978) citescribedfthe chaos in the grading 3ystem of the University of
Washington. They found fqyr d’if-ferent ways of grading: absolute, inspection, normal
curve and individual. These differences added up’to the fact that the grades, which
studgnts received, became meaningless; the same level of mrfo@mce might get different
grades from different professors. They al:éo found that S(;metimes there was no relation

between the level of achievement and the grade assigned, and that standards of,

performance ;:ould be distorted in many ways. Milton (1982) gave a clear description of
\ . ‘ .

the inconsistency of the grading system. He described a study in a dental school, where
faculties were asked to make brief comments on a student’s perforrﬁance, together with

assigning the grade:The result is as follow:

Student ~ _ Grade ' Comment
l B : Poor x-ray to show buccal canal, trial points
: too long.
2 B Well done, rare :
3 B Student needs a lot of,helﬁris not certain of
essential concept.
4 C+ / : Student did very well, knew what he had to

14



' do and did it.
5 C Well filled root canal, competént
’ performance
6 _ C This student is too meticulous
7 C Cautious.

Milton (1982, p. 15)
The inconsistency is obvious and it is not an atypical problem in the other
+ schools. Students’ grades in many schools are “assigned in haste or according to a

nebulous, undefined and little-understood marking system” (Kubizyn & Borich, 1987,

p.138).

>

Teachers and Test Uses
There are many reasons, which the teacher is mostly responsible for, that lead to
the misuse of tests. If teachers understand the good and bad effects that tests can bring,

and they know how to make valid and reliable tests, as well as how to correctly interpret

test résults, there should be no criticism of the misuse of tests at all. Unfortunately, not
<

many (cacﬁers can do thesevthings. The misusé of tests has been proved to be the direct
colnsbequence of the teachers’ lack bf knowledge about testing. In their study, Farr and

’ Grifﬁn (1973) argued that “in general, teachers have quite limited knowledge of
measurement concepts,” and that they “are not being taught what they need to know
about measuremeﬁt i‘n order to be more effective teachers.” Gullickson and Ellwein
(1985) found that teachers have not been taught how to evaluate their test items or
accurately set criterion levels for'student performance. They also noticed that few
teachers took time to improve tests and usually reused their test items without careful |

item-analysis. There is a substantial proportion of teachers who have little or no formal



training in educational measurement techniques, and many of those who do have such
training find it of little relevance to their cl’assroom evaluation activities (CrookT 1988).
Carter (1984) studied the lesl-making; skill of 310 high school teachers aind reported that
teachers had great difficulty developing test items to measure specific skills, especially -
higher order thinking skills. They also learned to write items at higher skilldevel with
difficulty and felt insecure about their test-making capabilities.

As aresult of the lack of knowledge of measureménl, teachers mostly rely on their
- own intuition and experiences in assessing the achievement of students. Most teacflers,
according to the study of Gulickson (1984), believe they learned how to test through their
or;-lhe-job experience, and that they are isolated in their testing for instructional purposes.

The lack of education in testing is lhé reason for the misuses of tests in the
schools, wl;ich cause the harmful effects that 'were discussed earlier. At the higher
education level, this lack in the teaching staff seems to be even worse. Nevertheless,
some secondary school teachers have been trained in the baSic knowledge of teaching and
testing, while most teachers in higher education have not. They are appointed mostly in'
terms of their knowledge of their discipline, not their knowledge of education. Piper B
(1994) pointed out this feature of higher education: .
In what way does university teaching not fit the q‘uimessehtial model of a
profession? As we have noted appointment to academic chairs and lectureships
requires a higher education, but the higher education required is in the discipline
to be taught; no professional in training in teaching or examining is required. (p.9)
Professors and lecturers in universities and colleges consider themselves as

researchers first and as teachers second. This perception was stated clearly in a statement

by one drama professor: “The day we see ourselves as the drama arm of the teaching staff
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rather than as the teaching end of the profession, is the day we give up preparing people
for the stage” (Piper, 1994, p. 7). Because of this position, most teachers in higher ,
education easily meet the criteria in respect to their academic discipline but seldom in
respect to teaching and examining. Milton (1982) identified the shortage of educational
knowledge of teachers in higher education:
Most faculty members receive no formal instruction in the craft they practice,
even most of those who serve as teaching assistants in graduate school learn by
trial and error without systematic supervision. Since informal discussions about
teaching, and about testing especially, are rare also, most of them tend to use

uncritically the practices of their mentors. (p. 19)

&
Noll (1955), after asking 108 experienced teachers in a large eastern university

about the fpndamenlal concepts apd procedures in measurement and evaluation, found )
that lhere was a serious lack of understanding of these concepts. A similar study was
conducted at the University of Tennessee (Milton, 1982, p. 46). The result of the survey
of 500 faculty members showed that almost three-fourths of the facully admitted that they
learned about test construction on their own, and over one-fourth attributed lheir test
making skill to intuition. )

The studies above revealed a tumour inside the body of higher education. Fo;
many years the higher education examination system has lake; for gramed the ability of
its teaching staff to make consistent judgements over time as well as their ability to carry
the academic standard from year to year. It appears not to be the case. To make the matter

. \ . .
worse, it has become an obstacle to improving the quality of the system. It is surprising

enough that the shortage of educational knowledge is still a big problem in higher



education today even though it has been identified for a long time. Almost 40 years ago,
Dale (1959, in Piper, 1991, p. 6) made the criticism:

One of the biggest obstacles to improvement is the unreliability and uncertainty of

university examinatiops and the greatest obstacle to reform is the ignorance of the

staffs of universities about the pitfalls which surround the examiners, the calm
assurance with which lecturers and professors alike believe that they can carry

around in their heads an unfailing correct conception of an absolute standard of 40

per cents as the pass line is incomprehensible to any one who has studied the

reliability of examinations. ‘

However, it is not fair to criticise only the teachers for their misuses of tests. So
ofterrthey are forced to deliver heavy curriculum and have no time left to improve their
teaching and testing skills. The problems of large class sizes and non-instructional duties
also constrain teachers’ efforts to improve assessment and its uses. In addition, the lack of
consideration for teaching and testing in the school encourages teachers to keep their old
routine day after day without finding ways to progreés. Nedelsky (1965) described the
situation:

College science departments attach little prestige to good teaching and

consequently allow very little time for related scholarly activity. Because science

teachers are busy and likely to become busier, so that they will spend more time

teaching and less in improving teaching. (p.189)

Gullickson (1984) also found that most teachers agreed that tests could be used

more effectively if they had more time.
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Purpose of the Study

From the results of the studies above, it is clear that solving the dilemma of test
misuses is not an easy task. It requires careful consideration of all aspects: the
curriculum, the school, the administrator, the teacher, and the student. It can not be done
properly if one of these aspects is overeﬁph%iséd or ignored. The studies above have
been completed in order to clarify the problems within the testing system to help teachers,
educators, and policy-makers to find ways to overcome the obstacles. For a long time,
such studies have not been paid proper consideratiort in the Vietnamese education system.
At this time, when many significant changes are underway in the education system, there
1s a need for studies that can point out the nature of the problems and hejp educators
make cofrect decisions about what to do. As a response to that need, this study is an
investigation to identify current problems in the testing system of higher education in
Vietnam. The study investigates the uses and misuses of tests and exams in the university
classroom, as well as the perceptions of teachers and students ‘about the current uses of
tests and how testing should be used. In particularly, the following issues are
investigated:

e How testing has been used in the university.

® What factors affect teachers in the way they make and use tests.

e The effects of testing on teaching and learning processes :

- How do teachers use testing to improve teac;hing?

- How does testing affect the way students learn?



o What the perception of teachers and students is about the current uses of tests

are and what they should be.
The scope of the study is limited to teachers and students in the Chemistry -

Department at the University of Hochiminh City, Vietnam.

20



Chapter 3
Methodology
As mentioned in Chapter 1, the‘purpose of this study is to determine the

perceptions of teachers and students about the testing process in the university. In order to
do that the following issues need to be considered:
. Students’ understanding of the use of tests.
e Students’ thinking about the current use of tests.
e Students’ ways of studying.
e Teachers’ thinking about the current use of tests.

e Teachers’ ways of making tests and using test results.

Tools for Measurement

To investigate the above areas of interest, questionnaire and interview techniques
seem to be the most appropriate (Alreck & Settle, 1995; Foddy, 1993; Qppenheim, 1992;
Rossi, Wright, & Anderson, 1983). Survey questionnaires and interviews have been used
widely in many similar studies, such as the studies by Noll (1955), Milton (1982), and
Carter (1984).

However, in Vietnam, where education research is not popular with teachers and
students, those methods need to be conducted in a careful way according to the
characteristics of the situation. In the Vietnamese context, the teacher has a respected
position. Many teachers find themselves in the position of giving guidance and not
receiving guidance, especially from the researchers who do not have much teaching
experience themselves. In this situation, it 1s unlikely for the researcher to get good
results by giving the teacher some specific questions to answer. From my own
experience, in this context, the most appropriate way to get good information from the

teachers is through an informal interview in which the researcher and the teacher discuss
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the topic they are studying. During the conversation the researcher needs to have the
skills to focus the discussion topic on the ideas he or she wants to get from the teacher.

Vietnamese students, on the other hand, usually consider themselves in the
position of receiving guidance. They will likely do what their teachers ask them to do. In
th.is situation, questionnaires cann help the researcher obtain useful information from the
students.

Based on these premises, I decided to use questionnaires as a means to measure
students’ perceptions, and informal interviews to measure teachers’ perceptions of
testing. The ’questionnaire was formed from selected items of similar studies, as well as
frogﬂﬁachers and students through informal interviews. This “raw’ questionnaire was
then piloted and was refined to be the official questionnaire.

The teacher interview framework was based on the following areas:

e - How teachers think about the current testing process.

e How teachers make their own 'tests.

e How teachers use test results to enhance their teaching.

Participants.

250 students and 40 teachers in the Department of Chemistry of the University of

Hochiminh City were chosen to be the study’s participants. The distribution of students

@ .+

N

enrolled in the Department i1s shown in Table 1.

Table 1: Year of study of Participants.

Second year Third year  Fourth year Fourth year

96-97 96-97 96-97 95-96
Time of entering university 1995 1994 1993 1992
Number 200 75 150 70
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The University of Hochiminh City uses the two-phase system for student
administration: the first phase includes the first two years, in which students are taught
basic science knowledge; the second phase includes the third and fourth years, in which

?

students study in their major field. In the Chemistry Department, during the first and
second year, s'ludenls are taught basic science knowledge, such as mathematics, physics,
and chemjslry.v The proportion of chemistry is about one-fourth in the first year and one-
third in the second year. At the end of the second year, some good students (based on
GPA’s) are automatically transferred to the third year, while the others have to take the
transfer exarﬁjnalioh. Students who pass this examination are allowed to go on to the
third year. The ones who fail are expelled froﬁ the university. In the third and fourth
years, students take mostly chemistry coufses. In the second semester of the fourth year,
qualified students (based on GPA’s) are allowed to do a reseafch project as a fulfillment *
for their degrees. The other students must write the national examination in order to
graduate. All of the evaluations of students’ achievement are based on their performances

3

on the course examinations. Students are allowed a second chance to take the course
exam, if they fail the first writing. Students who fail both times have to repeat the course.
The course instructor has the authoriz.e’lt“idﬂ of making and grading course examinations.
The University and Department do hot‘ interfere with how the tesfs are made and graded.
In this context, course examinations have great effects on the teaching and learning
process in the Department.

In this study, fourth-year students of the 95-96 academic year were involved in the

pilot study, which was conducted from June, 1996 to August, 1996. These students

graduated in mid-August 1996. The main study involved students of second, third, and
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fourth year of the 1996-1997 academic year. Since this study required students to have
experience in the testing process at the university, first-year students were not included in
the study.

The teaching staff includes 40 professors, lecturers, and teaching assistants. The
teaching experience ranges from 30 years to 2 years, while over 20 people have 15 or
more teaching years. In the Vietnamese university system, good students who meet the
cﬁteria of the ins.titute after graduating are chosen to work as faculty members in the
institute and are trained further. They start with ihe position of Teaching Assistant (TA). .
Depending on their performance on the job, they will become lecturers and professors.
Professors and lecturers are in charge of teaching, making tests and grading for their own
courses. The TA's job is teaching in the tutorial and lab courses; they are not allowed ?o
make or grade course exams. In the testing process, the teachers have full authorization in
making tests, administering the tests and grading the papers. The Department does not
interfere with the teachers unless there is an appeal from a student, which rarely happens.

In this study, the teachers are categorized into sen;or teachers, who have over 10
years of teaching, and junior teachers, who have less than five years of teaching
experience. Senior teachers include professors and lecturers who teach their own courses,
make and use their own tests. Junior {eachers are TAs, who do not teach the large class

L4

and are not in charge of making tests.

The Context: Advantages ahd Disadvantages of the Study

As mentioned earlier, the university system of Vietnam is in a transition period

from an annual system to a credit system. In 1996, several universities, including the
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University of Hochiminh City, were merged into one National University. This led to
changes in personnel and cyrriculum in the system. In this context, educational studies,
such as this one, are encouraged in order to find better ways to manage the system. As a
result, this study received a great deal of support from administrators and teachers in the
university. On the othet hand, because of the changing situation, most teachers have been

worrying about their positions in the new system. This may limit their contribution to the

study.
Research Procedure ’

.

The study was conduc}d in the following steps.
Developing the questionnaire.\
. e Making “raw questionnaire.”

e Piloting the raw questionnaire.

e Refining the questionnaire.
Developiné the interview framework and questions.
Conducting the sur;ey.
Conducting interviews.

Analyzing the results.
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Many studies have shown that the way students study is greatly affected by their
understanding of the testing process, as well as their perceptions about the current
situation of the process. These three aspects (studying style, understanding, and the
testing process) are closely related. Only when the ;tudents understand the benefits of
testing, and only when the testing process is functioning properly, can the problem of
“studying for the test”” and shallow-studying be prevented.

The three above aspects are the main objectives of this investigation study,
therefore the questionnaire was designed in order to reflect:

e Students’ understanding about the testing process.
e Students’ perceptions \aiut the current uses of the tests.
e Students’ ways of studying.

The questionnaire was based on the framework éf the National Grade Survey
conducted by Milton et al. (1986). Items for the questionnaire were either selected and
adjusted from the original survey, or developed by the researcher.

In order to find the appropriate questions for the questionnaire, infor:ﬁgal
interviews were conducted with students, alumni, and faculty members of the Chen\listry
Department. The interviews happened as normal conversations between the researcher
and the interviewees, who (:id not know in advance that they would be interviewed. Most
of the interviews took about 10 to 20 minutes. After the interview, the interviews were
asked for permission of using their opinions for the study. The following are some 1deas

>

that were taken from interviewing 15 students, 6 alumni, and 5 faculty members.
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Students

=
AN,

I do not think much about the exams. I don’t see any problem, I study well and  /

always get gc;od marks.

e The exams ask for too much memory and do not require problem solving skills.

e There are so many students who do not study at all and still pass the exams, they even
sometimes get better grades than the ones who study hard.

¢ [ know many students who got good marks by cheating.

e The teachers do not seem to care about what they give us on the exam.

Alumni

e [ was a C student but now I have a bettérjob than many A students in our class. To

‘me, grades mean nothing.

¢ Students now seem have to study much more than we did before.

Faculty

e Students seem to be so lazy these day. All they want to do is to pass the exams and
get out of the school.

e [ do not like to see students fail. Anyway only the good ones get good marks.

e You need to remember a lot to be a good scientist.

e It does not matter how much you can remember, the matter is how to think.

From the above ideas, the raw questionnaire was formed which included 52

Likert-scale items. The questionnaire also had two open-ended questions that invited
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students to express their ideas in their own words about what they think about the current
rd

T

io

testing process. These two items also helped the researcher to find more reasonable items
to put into the final questionnaire. Students were also invited to make comments on
-

whether or not the wording of the study was appropriate, what items may cause

-

misundérstanding, and what types of format they preferred.

Piloting the Raw Questionnaire -

The pilot study was conducted in order to help the researcher check the validity

¢

and reliability of the questionnaire. It also gave information about the reaction of the
students to the study.

The questionnaires were randomly sent to 30 fourth-year students in the
Chemistry Department. Twenty-six out of thirty returned the completed questionnaires;
most of them completed the two open-ended questions. This suggested that students were
very interested in the study. The data were then analyzed. Items .lhat caused confusion
and misunderstandings were eliminated. From the data analysis and from the comments
of the students, the questionnaire was refined to become the “official”” questionnaire
(Appendix A). This questionnaire includes 54 Likert-scale items, distributed in three
subscales. In order to avoid “quick response” from the students, the items were put into
both positive category, which favor positive attitude and negative category, which favér

negative attitude. The item distribution is shown in Table 2.
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Table 2: Questionnaire items.

Positive Negative . Total
Students’ ways of studying Id,e, g, h Ia b, f 9items
| IV a

Students’ understanding of ITld, e, f IIta, b, c 17 items
the purpose of’tesling I12a,c,d, e 2 b, f

) Illa, d, e b, c
Students’ percqptions ai)out I13b ! [13a,c,d, e - 28 items
the current testing process I14d [14a,b,c,d, e, f, g

’

I5b,c,d, e f,g 15a,h,i,j k

IVb,c,d,e,f

Interpreting of Table 2 ’ .

Table 2 shows‘lhe distribution of questionnaire items in three slescales.

e Studénts’ way of studying.

This subscale includes 9 items whvich ask students to express their ideas about their study
approaches. These approaches range from merely studying for passing the tests to
studying to master the knowledge. i:our items: Ia, Ib, Ic, and If were put on the negative
category because they reveal the negative approach to sludying, which emphasize on

coping with the course exams.
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& Students’ understanding of the purpose’oftesting.

In this part, students were asked to express their opinions on how théy perceive the
functions of testing should be. Students were found to have good understand of the
purpose of testing if they favor the ideas that the function of testing are, facilitating the
learning process, helping refine the teaching process, giving useful feedback to students,
as well as helping students to identify the problem in their studying. Therefore items I11d,
Il1e, IT1f, I12a, [12¢, 112d, 112¢, Il1a, IIId, and IIle, which ask students about the positive
function of testing, were put in the positive category. The other 7 items were in negative
category because-they reveal the negative functions of testing such as, forcing students to
study or sorting students.

& Students’ perceptions about the current testing process.

Through the pilot study, it was noticed that students perceived the current testing process
have many proble’ms that include, memorization, lack of test qﬁality, and cheating
problem. The items in this subscale ask students about their thinking on test validity, test
quality, test fairness, and the cheating problem at the university. Students are required to
give 1deas on, what factors can affect their exam results; hoW accurate their understan;iing
of the courses have been evaluated; whether or not the tests are of good quality; and
whether or not they think cheating a problem in the current t;stin'g process. The pesitive
items include positive statement about the testing procesé such as: “most of the test
reflects correctly the course objective that has been stated by the instructors,” “tests are
marked fairly,” or “important factor that make students get high marks in the exam

include d}sp\ynderstanding of the course.” The negative items, onthe other hand, are

statements that focus on the bad side of the testing process such as: “students who do not
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understand the course content still can get good marks,” “many students cheat in the

LA INYY

exams,” “most of the tests just asks about the simple facts (that student have to

memorize).”

Conducting the Survey

v

In the second month of the first semester of 1996-1997 academic year, the
questionnaires were sent to students in their second, third, and fourth year of study in the
Chemistry Department. The queslionnéires were distributed and collected through the
class representatives of each class. Students could a}so return the questionnaires directly
to the researcher through the Department mail box. Students were ensured that their
responses would be'kept anonymous and could not be used to make any evaluative
judgments agajnél them. The warranty letter frorﬁ the researcher to the student was

attached to each questionnaire booklet. -

Somprer

Teacher Interview

The interviews were conducted on a one-on-one basis between the individual -
teacher and the researcher. At first, the researcher contacted the teacher to ask for
permission to perform the inl;arviews. Time and location of the interviews were then
arranged between the two. The interviews usually occurred at the home or at the office of
the teacher. The teachers were ensured that their ideas were kept confidential and were
used only for study purposes. The interviews were conducted in the form of informal
conversations in which the researcher raised questions to focus on the ‘lopic of testing at

the university. There were no tape recordings made during the interviews. Teachers’ ideas
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were recorded by note-taking during the interviews or were rephrased by the researcher
after the interviews.
Questions that were asked by the researcher during the interview included:
e Please let me know your way of makiné tests? Why?
e Based on what criteria, do you grade the stuﬂdents’ papers? Why?
¢ Whatdo yoﬁ think about the testing process in your department at this time?
e [sitgood or not? Why?
e [s there any problem that need to be considered? What are the causes of these
problems?
¢ In your opinion, how should the testing procéss proceed?
Depending on the on-going process of the interviews, the order and the wording

of the questions might be changed or the questions might be repeated or probed.

Data Analysis Technique

Because this is an exploratory study, most data analyses are descriptive using both
qualitative and quantitative techniques. The interview transcripts and free response
questionnairg items were treated as qualitative data, while the multiple-choice responses
in the questionnaires were treated as quantitative data.

For the quantitative data, the frequency and percentage of responses were
calculated for each of the items. The scores of students’ understandings and students’

perceptions were manipulated for all groups of students.
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During the pilotﬁ study it was noticed that there have been some differences in the
perceptions among students due to differences in their capability, gender, and time spent
in university. Therefore, the study also made comparisons between groups of students.
Students’ perceptions about testing were compared by gender, year of study, and’gradé
point average. The students were categorized into A, B, and C students based on their
GPA’s (Table 3).

Table 3: Student Ability Groups (based on GPA’s)

GPA’ greater than 7.0 6.0t0 7.0 less than 6.0

Grade A B C

Following is the scoring scale that was used to calculate the item score from the

v
responses.
Table 4: Scoring scale.
Negati\}e Items Positive Items Score
1 5 o]
2 4 2
3 . 3 3
4 2 4
5 1 5 o

" In Vietnam, Grade Point Average (GPA) is based on scale of 10.

33



Chapter 4
Results

S

This chapter presents the data that were collected in the study together with the
data analysis.
The Student Survey

Collecting Data

The survey began in mid-September and ended in mid-October, 1996. Two
hundred fifty copies of the questionnaire were sent to students, 178 were returned, of
which 164 were usable. The other l4fvere either incomplete or incorrectly answered, and

therefore could not be used. Table 5 shows the distribution of questionnaires sent and

&
returned.
Table 5: Distribution of questionnaires sent and returned
Student - Sent Returned Useable Return Rate
Fourth year 100 75 70 0.75
Third year v 50 39 36 - 0.78
Second year - 100 64 58 0.64
Total 250 178 164 0.71

The survey process went rather smoothly with the students of fourth-year and
third-year, who took the same courses most of the time. It is note worthy that these two
classes had two representatives and the students of these two classes were former students
of the researcher. This may have had a big impact on the high return rate of the )
questionnaires. The second year students, on the other hand, have quite different

characteristics from the fourth and third year students. They are under the administration

of a different school (College of General Studies). They do not have official class
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representatives and their students may take different courses. These factors made it
difficult to administer and collect the questionnaires from them. As a result, the return
rate of the questionnaire is lower.

From the returned 164 questionnaires, the percentage of responses for each item
was calculated for all students, as well as for all sub-groups: female students, male
students, secohd year students, third year students, fourth year students,_ “A” students,
“B” students, e"nd “C" students. The results are shown in Appendix B. Also the mean
score for Test l}nderstanding, and Perceptions about the Test were calculated for each

group of students. The results are shown in Appendix C.

Students’ Ways of Studying

Students’ strategies for studying seem to be very positive when over 80 percent
chose mastering the main ideas and principles of the course as their way of studying,
Only 30 percent of the students thought that memorizing course material is a good way of
studying. However, students still paid much attention to coping with the course exams.
Nearly half of the students admitted that they always study only the content they think
will be covered in the final exams. Only ten percent of students stated that they do not
study just to pass the exams. Second-year students seemed to be more exam-oriented than
third- and fourth- year students, and, not surprisingly, the C students are people who paid
less attention to passing the course exams.

Students mostly studied course textbooks and lecture notes only. They felt more
comfortable discussing the course material with friends (76 percent) than with the course

instructors (12 percent).
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Students’ Understanding of the Purpose of Testing

At first blush, one might consider that a 3-way ANOVA is warranted in the data
analysis to find if there are interactions between these groups. However, because of the
relatively small sample size and the fact that the cell sizes vary, three separate one-way
ANOVA tests were performed.

There were o differences found between the level of understanding of students in
the different groups. Table 6 shows the analysis of variance for studenté’ understanding

of the testing process.

Table 6: ANOVA for students’ understanding of the purpose of testing.

Source Sum-of-Square DF Mean Square F-Ratio p
Gender 01253 1 0.153 2.022 0.157
Error 12.142 160 0.076
Class 0.197 2 0.098 1.302 0.275
Error 12.182 161 0.076
Grade 0.095 2 0.047 0.622 0.538
Error 12.284 161 0.076

The students show a good understanding of the purpose of the testing process.
Over 80 percent agreed that the test results gave them good feedback on how well they
studied for the course. Half of the students also felt that tests can help instructors refine
their teaching.

The characteristics of a good test such as “requiring students to think critically,”
“assessing correctly the ability of students,” and “asking students to use course

knowledge in real application™ are advocated by the majority of the students. Only 10
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percent of students thought that a good test requires students to reproduce factual detail of
the course, and only 18 percent wanted a test to ask simple questions only.
. -~ .
The free response items also expressed students’ good understanding of the

purpose of the testing process. The students pointed out that:

»

The exams help me to study better by letting me know how good or bad my
studying is.

The good test is the one that asks students to show their real understanding of the
subject matter, not oné which requires students to memorize a bulk of useless
facts.

Good exams require students tothink, not to rote learn.

I am interested in exams that test students on all the main subjects of the course. |

am sick of the kind of tests that ask just about the highlights stated in the last
class.

Students’ Perceptions about the Testing Process

Measuring students’ perceptions about the current use of tests is the main purpose
of the study, therefore néarly half of the items were designed for this purpose. The
students’ perceptions were examined from four main aspects:

e How students think about the fairness of the tests. (Items ISe, I5f, [5g, ISh, ISi, [Vc
IvVd)

e How students think abpul the validity of the test, that is, do they think that the tests
really measure the students’ understanding of the course? (Items 113a, 113b, I13c, I13e;
[14b, 114c, 114d, I14e, 114f, 114g)

o How students think about the quality of the tests. (Items 113d, [14a, 1I5a, II5b, II5c,
I15d; Vb, IVe)

¢ How students respond to the problem of cheating in the examination process. (Items

I151, II5k; TV1).
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Fairness‘of the Test

Overall, the students’ scores on the fairness of the tests was only slightly above
the scale midpoint of 3. This means that many students did not believe that the tests are
fair, as revealed by items II5f and IVc. When being asked directly about whether or not
the tests are f_a'{xr, almost 50 percent of students stated that it was not the case, 30 percent
were confused, and only 20 percent believed that tests are faie=f0 make the matter worse,
only 30 percent of the students agreed that the test results reflect the real understanding of
students.

“ Only a few students (14 percent) found that the unfairness of the tests was the
consequence of the teachers’ mistakes when marking the papers (item IISe). The students
criticized the tests themselves, not the teachers who made and marked those tests. This is
one of the special characteristics of Vietnamese students, who always respect their
teachers even when the teachers make mistakes.

Looking at the bright side of the matter, the majority of the students believed that
good students, who have a deep understanding of the course, always get good marks.
Only about one tenth of the students believed that students who do not understand the
course still ‘get good marks.

There is no difference found between groups of students, regarding their gender,
year of studying, and capability on their perceptions ébout test fairness. Table 7 shows

results of the analysis of variance for studems’ perceptions on test fairness.
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Table 7. ANOVA for students’ perceptions on Test Fairness

Source  ° Sum-of-Square DF Mean Square F-Ratio P
Gender 0.703 1 0.703 2.529 0.114
Error 44.486 160 0.278
Class 1.641 2 | 0.820 3.000 0.053
Error 44.030 161 0.273
Grade 0.310 2 0.155 0.550 0.578
Error 45.361 161 0.282

Students’ responses reveal a serious problem in the testing process of the
University: students perceive they have been unfairly evaluated. This causes harmful
effect on the teaching and studying process. Although students did not directly criticize
the teachers, they somehow expressed their frustration by critiquing the quality of the
testing process. To identify the problems of the tests, we need to look closer at the tests

themselves.

Quality of the Tests

The common problem with tests, in general, is their lack of validity. Many studies
(Milton ,1982; Snyder, 1971) have proved that often tests are constructed without serious
consideration for the objectives they are supposed to measure, or the test makers do not
have a clear understanding of what they want to measure. As a result, the tests became
vague, off-target, or became a tool that merely measures students’ ability for memorizing
course materials. |

Students’ responses in this study represent a similar situation. The tests that have

been used in the Department appear to be too memory-oriented, when almost half of the
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students agreed that having good memory and/or memorizing the lecture notes is the best
way to get good marks for the exams. However, from the students’ point of view, the
quality of the tests is still acceptable. Almost 70 percent of the students agreed that most
of the tests reflected correctly the course objectives stated by the instructors, and ove; 60)
percent found that tests ask them to think critically.

This viewpoint is shared by all groups of students, although there is little
difference between second-year students and students of third- and fourth-year. The
second year students are somewhat more negative about the quality of the tests than the
senior students. Table 8 shows the difference between the three groups in their
perceptions of the quality of the tests.

Table 8. ANOVA for students’ perceptions on Test Quality

Source Sum-of-Square DF Mean Square F—Ra;io P
Gender 0.024 1 0024  0.110 0.740
Error 34.671 160 0.271
Class 1.896 2 0,9428 | 4.614 0.011*
Error 33.081 161 0.205
Grade 0.787 2 0.394 1.854 0.160
Error 34.189 161 0.212
*P<.05 |

Validity of Tests

Students’ scores on the validity of the test, despite being rather positive (M=3.4),
appear to be not enough to ensure that they perceive the tests are valid and reliable.
Although a deep understanding of the course is accepted by over 90 percent of students to

be an important factor regarding success in the course exams, there are so many other
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factors that contribute to a good performance in the exams such as luck, test-taking
experience, ability to predict the test questions, and cheating.

The validity of the tests seems to be seriously violated when over 20 percent of
the students believed that good performance in the exams is the result of luck, while
nearly half of them thought that luck is not the factor influencing the exam résults. Also,
over 35 percent of the students agreed that an ability to predict the exam questions and
having test-taking experience were what counts for good eCam results.

These results give a serious warning about the misuse of tests. It is not clear that
the tests measure correctly what they are supposed to measure: student understanding of

the course. They may also measure studc;nts‘ skill of coping with the tests. 3
There is a significant difference between second-year students and third-year
/students in their perceptions on the validity of the testing process. The former are more
doubtful about the test validity (score of 3.27) than the latter (score of 3.58). No other

difference is found for other groups of students. Table 9 shows the results.

Table 9. ANOVA for students’ perceptions on Test Validity

Source Sum-of-Square DF Mean Square F-Ratio P .
Gender 0.013 1 0.013 0.064 . 0.801
Error 33.536 160 0.210
Class 2.226 2 1.113 5.698 0.004*
Error 31454 161 0.195 |
Grade 0.451 2 0.225 1.093 0.338
Error 33.229 161 0.206 »

* p< .0l

The post-hoc test shows there is a significant difference between group C2

(second year students) and group C3 (third year students).
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From the scores on Test validity, it is noticed that the larger the group population,
the lower score they received (Table 10). 4

Table 10. Mean score on test Validity of each group

Group Second year Fourth year Third year
Number of students 200 150 “ 70
Score ‘ 3.269 3.417 3.538

It is also noticed that the larger the population of lh; students, the harder the
testing process is to manage. Tests managing may play a big role in lowering the validity
of the tests. Students’ responses somehow reveal this situation. Over 90 percent of
students agreed that “students have to take so many course exams in a short time so the
quality of testing is not good” and “the testing process needs to be more di.sciplined."

During the informal interview with the researcher many students were also very

concerned about the way tests were given to them. They expressed:

We know that it is not good to study just to cope with the tests, but we have no
choice. We have so many tests coming up in a very short time. We have to rote
learn and cheat to survive. I hate to admit it but I feel I know nothing about the
course even though I passed the exam.

I am so frustrated. I studied like crazy and still got bad results in the exams, while
some guys did not study at all and still passed the exams with the photocopied
materials they brought with them into the examination.

The students, while showing no criticism of their teachers and just a little on the
quality of the tests, strongly criticized the way testing is managed. Cheating appears to be
the most serious problem that affects the process. When asked to express their ideas
regarding the statement, “‘Many students cheat in the exams,” almost 40 percent of the
students accepted that it is the truth while only 27 percent disagreed. Most students (over

60 percent) made excuses for the cheating problem by pointing to the heavy workload
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they had to carry and the undisciplined testing process. To them, too much to study
makes students cheat, and the process seems to encourage cheating by making no or little
punishment for students who cheat. These ideas were clearly expressed by the free

responses of the students in the questionnaires.

There are many péople, who do not study at all, but by cheating they get good
marks in the exams. Something must be done about this.

Cheating becomes so easy to do that many students believe that they do not need
to study to pass the exams.

In my opinion, over 80 percent of the students who pass the course, do not
understand the course materials.

The rooms used for examination are usually too small. You may feel like you
have won a lottery when you come into an exam and have a seat next to a good
students.

The process is so carelessly managed, there are always students cheating in the
exams. This thing discourages students who want to study seriously.

There is no difference found between the students in their perceptions of the
cheating problem regarding students’ gender and GPAs. However there is a significant
difference between students of different classes. Table 11 shows the analysis results.

Table 11. ANOVA for students’ perceptions on Cheating

Source Sum-of-Square DF Mean Square F-Ratio P
Gender 0.466 1 0.466 1.441 0.232
Error 51.406' 159 0.323
Class 2.580 2 1.290 4182 0.017*
Error 49.354 160 0.308
Grade 0.280 2 0.140 0.434 0.649
Error 51.655 160 0.323
*p<.05



The post hoc test shows a significant diffgence between students of third year and
second year. The students shared the low score on perceptions about cheating: overall
score: 2.44, second-year students: 2.30, third year students: 2.64, fourth year students:
2.45. The well-below-average scores show that students took this problem very seriously.
Here again we see the pattern that was mentioned before: the larger the stu%ient
population, the more negative the scores. It again shows that the wéy the testing process

is managed plays a big role in the misuse of tests in the departments.

f/ Summary a

Students showed good understanding of the testing process. Although they
reported productive ways of studying, students-found themselves victims of the carelessly
managed testing processés.‘ Although students found no serious problem with the teachers
and the tests themselves, they were really concerned about the validity of the testing
process. This perceived lack of validity proved to be the main factor that forces students

to use strategies other than seriously studying to cope with the examinations.

Teacher Interview

In this part, the focus of the analysis is on how the testing process looks from the
view point of the teachers.

I intended to interview five junior and 10 senior faculty members of the
Chemustry department. I ended up interviewing all five junior mcr;lbers but only four
senior members. The reason that made senior members not willing to participate in the
study may be because there had been a lot of change in the University due to the K
restructuring of higher education, and these changes may have caused faculty members to

be reluctant to voice their opinion.



However, with nine interviews, it was eﬁough to make a brief description about
the perceptions of teachers regarding the testing process. The teachers’ ideas will be
presented and analyzed based on the framework of three main objectives:

e Teachers’ ways of making tests and using test results. )
e Teachers’ perceptions of quality of the testing process.

e Teachers’ perceptions of factors that affect the testing process.

Teachers’ Ways of Making Tests and Using Test Results
Because junior teachers are ﬁot in _charge of making and using tests, this pa:t only
presents the experience of senior teachers. Ali of the teachers responded that they had not
studied test-making skills, nor had they ever taken any course on making tests. They
believéd that their test-making skills were formed from their own experiences as students,
from their teachers, their colleagues, and from their teaching experience. They believed
that “when you teach something, you will automatically know what to ask on the test.”

When being asked what they think about making a good test, the teachers all
agreed on the following points:

First, the good test must cover the main objectives of the course.

Second, the test must be clear so students all understand what the teacher wants to
ask. There should not be tricky questions that make students confused in the test.

Third, the test should not be too easy or difficult. Usually the- teachers preferred
tests that have two parts. Part one covers the general objectives of the course, which can
be completed by normal students. Part two includes questions that require more creative
thinking from students. This part is used to identify outstanding sludlentst

The teachers were unable to answer precisely, “What level of difficulty is enough
for the test?” They thought that it was impossible and unnecessary to measure precisely

the difficult level of the test before giving it to the students. They believed that with their

experience, they can decide how difficult would be difficult enough for their tests.
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There was one aspect in which the teachers did not share the same idea. That was
the problem of the fact-oriented test versus the problem-solving-skill-oriented test.
Although they all agreed that studen;s need to know both facts and problem solving

skills, one teacher strongly criticized fact-oriented testing. He stated:

What students need to know is not remembering the common facts. They are all
written in books. What they need to know is how to use these facts to solve the
problems. That why I always permit my students to bring with them whatever
books they want to the exams.

The other three teachers did not see any problem with asking students facts in the
exams. They believed that, “Chemistry is a science of facts. If you can not remember
facts, you can not study chemistry at all.” i

" Beside the conflict between facts and solving skills, the teachers seemed to be
very pleased with their method of making and using tests. They also agreed that the test
results help them to improve their next tests a.s well as to make adjustments to their

teaching because the feed backs help them see “what part of the course students feel

confused about.”

Teachers’ Perceptions of the Quality of the Testing Process

There is a big difference between opinions of junior and senior teachers regarding
the quality of the current testing process in the Department. The junior teachers were very
concerned about the low quality of the tests. To them, many of the tests were not good
enough to be used. They also indicated that the disorder in managing the testing process
had a lot to do with the low quality of testing. The senior teachers, on the other pand, felt
very comfortable with the testing process. To them, there were only minor problems that
needed to be fixed to improve the quality of the process; most of the problems belonged
to the management of the process, not the quality of the tests themselves. The teachers

agreed that some teachers prefer fact-oriented tests, while others prefer problem-solving

46



skill oriented tests. In general, this is not a problem as long as the tests represent correctly

the objectives of the course. One teacher pointed out:

I know there are many people who do not like tests that ask for a lot of
memorizing from students. Personally I do not see any problem with it. Chemistry
1s an experimental science, you need to remember a lot of facts to master it.

It may be useful to elaborate on the difference between junior and senior teachers.
The junior teachers were all former students at the Department. They graduated only two
to five years ago. Their percepti(;ns about testing may be influenced greatly by their
experience as students. Moreover, their relationship with students was closer than Senior
teachers, because they teach mostly small groups of students in tutorials or in lab courses.
Therefore they may know a great deal about the effects that testing has on students. As a
result, they strongly expressed their criticism about the low quality of testing in the
Department.

The senior teachers, on the other hand, have been making and using tests for a
long time and rarely received any complairits from the’students, from whaogm they ‘
maintain quite a social distance. The result is that teachers rarely know about the
consequences that testing causes to students. This may be the reason why ttgey saw little
or no problem with the testing process. L S

Teachers’ Perceptions of Factors that Affect the Testing Process

Junior teachers;hsaw problems coming from the teachers, the students, artd also the
administration. Senior teachers admitted to problems coming from students and the
managing process only.

All five junior teachers made strong statements on the misuses of testing. To them
the low quality of testing are the consequences of poor design, negative attitudes, and

heavy workloads, as the following excerpts attest:
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I found many awful-written tests. Even I don’t understand what they are about.

In the tutorial, I taught students to master the main principles of the gourse, and
the exam asked about some tricky facts. I ended up being blamed by the students.

Students nowadays seem not to be interested in studying like we did before. In the
tutorial, it seem that the only way to make them pay attention is saying, “This
material will be asked in the exams.”

“Pass the exams, get the degree” that I think what they are studying for.

Many students told me that they would cheat in the exams if they had chance,
because there was po way for them to study for ten exams in less than two weeks.

[ feel sorry for my students. They spend most of the time in the lecture room. |
don’t know how they can find time for self study and do home work.

I'm tired of teaching students knowledge that they would have known from the
previous courses. | wonder how those students could pass all of these courses.

Cheating has become very common in students now. You can find students

cheating in every exams. Something need to be done from the administration level am
like putting more discipline into the process. We, teachers, can not do anything >
about it. Our job is teaching, not punishing students.

Many teachers want to prove-that they are generous by letting most of their
students pass the exams. This generosity really hurts the student quality of the
department.

The senior teachers seemed to be more careful when expressing their ideas than
their junior fellows. They did not want to make comment on others teachers’ jobs.
Although they also found that the ““generosity” of other teachers sometimes causes
difficulty in their teaching, they did not think that it is a big problem. They even admitted

that they became easier with students after time:

I used to be very difficult with my students. They even called me “students
killer”. But after time, I became more easy with them. I let more students pass
and gave them better marks. Maybe because I started to think that encouragement
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is more useful than punishment. However, don’t think that all my students pass
my course. The bad ones still fail.

- ;ghe senior teachers also were concerned about the cheating problem in the tesling
process. To thenﬁ.1, this problem can be solved by increasing the discipline level of the
process and by changing the test format. Three out of four senior teachers believed that
changing from closed-book exams to open-book exams or multiple-choice-question
exams can largely reduce the number of students cheating.

The senior teachers also complained about the quality of students and the attitude

of students toward studying. One stated:

Many students express their irresponsibility in studying. It’s their job to study. We
cannot study for them.

N

The teachers all agreed that the workload is too heavy for the students. But to
them, there was no easy way out of this problem because “when you have not enough
teaching and learning materials and you still want your students to get enough ™
knowledge, lecturing more seems to be the only answer.”

Responding on the issue of what factor‘s influence the use of tests, the senior
teachers all agreed that it was their responsibility to keep trying to improve the tests.
They wanted to help students study better by giving them correct evaluations. Otherwise,
they were under no pressure from the university, as well as from their colleagues, to
improve their use of tests. o

To the teachers, it is unreasonable for students to use their heavy workload as an
excuse for not studying well because “they, the students, must feel happy to have the

/
chance to learn more.”
There is one factor that both senior and junior teachers believed to be the most

serious obstacle for not only the testing process but also the whole teaching-learning

process in the university. It is the way “the system’ has been run. The teachers expressed
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that they have been doing their best to keep the quality of teaching and learning from

declining but unless some innovation happens in the system, their efforts would not be

enough.

Summary

The teachers expressed their ideas and understandings on making and using tests.
They believed that their teaching experience and intuition helped them to make good
evaluation judgments about their teaching and their students.

The junior teachers revealed more of their feelings about the problems inherent in
the testing process. They saw these problems coming from the fo?i;)wing reasons:

e Teachers do not take seriously the task of writing quality tests.

e A negative attitude of students toward studying.

e _ The heavy work load on students.

e The testing process is being misused.

The senior teachers, on the contrary, thought that these were just minor problems.
They believed that tests have been used quite well in the Department.

However, both senior and junior teachers found a serious problem with the testing
process, and also the whole process of teaching and learning in the university: the

improperly functioning system of higher education.
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Chapter 5
Discussion and Recommendations

P
In this chapter the findings of the study are summarised and discuss‘ed. Some

recommendations are made about 'what should be done to improve the testing process in
universities

Summary and discussion of the findings

The study results show that students have a good understanding of the testing
process. They also have clear understanding about what style of learning would be good
for them in terms of gaining knowledge. However what they do with their learning seems
to contradict what they think should be done*Most of the students agreed that rote
learning and cheating has become popular in the school, but the university seemed to pay
no attention to this problem. This situation raises a question: How could students choose
to participate in approaches to learning that they know are not good? Students have their
own excuse for this. To them, the heavy workload and the pO(;r assessment process in
school forces them into an approach to learning they do not agree with. In order to
“survive” they have no other choice. This viewpoint is not totally shared by the teachers,
especially the senior ones. They accuse the students of being lazy and irresponsible about
their studying. However, students and teachers shared the common viewpoint that “the
syslem") is to blame for letting the problem happen.

By analysing students’ and teachers’ ideas when considering the context of the

institution, it was found that all the three parties- students, teachers, and “*system™- have a

share in responsibility for generating the problem.
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The “system” is seen to be responsible for makihg the workload so heavy for
students and for the careless management of teaching-learning processes. Recently, due to
the rapid growth of the economy and technology, there is a need for more knowledge of
modern science and technology, which the old curriculum of the university is not able to
provide to the students. As a result, the curriculum was upgraded to meet the demand.
Becausc of the lack of manpower as well as facilities, the upgrading process has been
conducted in an Unorganised manner: many new courses were added, while the old ones
remain unchanged. This led to a situation where students have to take more courses in
order to get the degree. At the University of Hochiminh City, students are required to
complete approximately 200 credit hours (compared to 120 credit hours in most of the
Western universities) for the Baccalaureate degree. Besides the problem of overload, “the
system” s also blamt;d for the lack of discipline in the university, especially in the testing
process. This lack of discipline has led to a situation where students consider cheating as
a relatively risk-free strategy for passing the exams.

For a long time, Vietnamese teachers have been used to the old routine of
university teaching with small classes, few courses, and no problem with student quality
(Le Thac Can, 1991). With the changing university context, serious problems have arisen.
Reasons that lead to this situation have been pointed out in the study.

First, it is the lack of educational knowledge within the teaching staff, in this case
related to assessment. As a result, teachers tend to produce tests that have not enough
validity and reliability. These tests have negative effects on the teaching learning process

by giving students misleading objectives for the course as well as making students



frustrated about being wrongfully evaluated. Besides, the poor tests give teachers no
valuable feedback to improve their teaching.

The second reason lies in the lack of communication between students and

teachers. This prevents teachers from knowing the effects, both good and bad, of their
teaching on students. Lack of communication in the testing process means that students
and teachers ook at the course objectives in two different ways: teachers fail to make
students understand their goals, and s-tudents fail to interpret correctly teachers’ ideas. As
a result, the testing process, as it is currently conceived and practised in Vietnam, is
unlikely to achieve its intended objectives: evaluating correctly students’ understanding

of the courses. .
AY

The third and also the most dangerous reason that cause§ the problem has been
identified as teacher frustration over “the system.” Because of this frustration teachers
gradually lose their interest in teaching and spend less effort on improving their teaching
and pay less attention to on the effects they have on students..

Among the three parties responsible for problem associated with the testing
process, students seems to be the most innocent. Most students believe themselves to be
victims of the process. However it is not wrong to say that they are responsible for
making the problem more serious. Many students agreed that, instead of helping the
university to solve the problem, students tend to take advantage of the poorly functioning
system to get their degree with less effort. The idea of “getting the degree without
studying™ has become popular with students, and cheating is a typical expression of this

viewpoint. Looking at the bright side of the problem, there is still a majority of the
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students who believe that this attitude is only a temporary one, and that it can be changed
easily when the system is managed effectively.

A

Recommendations
From the discussion above it is clear that in order to solve problems inherent in
the testing process, there is a need to make changes not only in the way the process is
managed, but also in the perception of teachers and students.
Following are recommendations of what should be done to improve quality of the
testing process in the university: |
® Increase discipline in the testing process.
® Use alternative testing me‘thods such as open book exams, multiple choice exams.
® Provide teachers with test-making knowledge by means of in-service training.
® Use students’ course evaluation questionnaire as a source to provide teachers with
students feedback, as well to make students more involved in the teaching-
learning process. .
e Consider pedagogical ability as one criterion for choosing faculty members.
@ Establish a system of teaching evaluation to evaluate the teaching process of each
teacher. Give rewards fof good teaching and good teachers.
These recommendation are made in order to move from a short term strategy to a
long term strategy. The first and easiest thing needed to be done is to enhance the
discipline level in the testing process. This action can help reduce the cheating rate in

examinations, therefore increase the fairness of the testing process. Alternative methods
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of testing, such as open book and multiple choice exams can also be used for this
purpose. Second, the teachers need to be e;]uipped with proper educational knowledge
and test making skills. This task can be done by providing teachers with in-service
iraining courses about testing and evaluation. This is a difficult and time-consuming
- process, but it can help solve the problem. Good knowledge of test making and
evaluation can help teachers increase validity and reliability of their tests. This could help
. prevent students from using negative approaches to learning. Using students’ course

N
evaluation questionnaire is a good way to enhance communication between students and
teachers. Teachers should be encouraged to make their own student-course evaluation-
questionnaire. Through this process teachers can get useful feedback from students to
help them make adjustment on their teaching as well as testing. Students on the other
hand, can feel more engage to the teaching-learning process when knowing that their
ideas are useful for the teachers. For the long term strategy, considering pedagogical
ability as one criterion for choosing faculty members can help the university to develop
teaching staff that is capable of making correct educational judgement. This can greatly
help to increase the effectiveness of tea;ching and learning in the institute. Also, having a
teaching evaluation system can help teachers to improve their teaching method. Rewards
for good teaching that are celebrated widely in the community can encourage teachers to

do better. These actions can help reduce teachers’ frustration toward the higher education

system.
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Significance of the Study

As mentioned earlier, educational research is rather new to the Vietnamese higher
education syste;n. For a long time, educators in the system have struggled with the
problem of identifying what the troubles are and where they come from. Usually, the
troubles are seen comi.ng from the macro level, therefore much effort has been spent to
restructure the system. Little consideration is paid to improving the teaching-learning
process, which in fact is the core of the university. The findings of this study can be used
as a “wake-up alarm” to help educators become aware that, in order to improve
“the system,” the first and foremost thing that must be done is to pay more attention to
teachers, students, and teachiné-learning processes. However, this study has examined
only one faction of the te;ggpi‘ng-leami‘ng process: the process of testing. There is a need

for more studies in order to find better ways to improve the quality of teaching-learning

processes in the university system.

i
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Questionnaire on Students’ Perceptions of the Testing Process
o
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UNIVERSITY OF HOCHIMINH CITY
Faculty of Chemistry.

Dear students,

We are conducting a study of the use of tests in the university classroom in order to
improve the-teaching and learning process in our university.

Attached is a questionnaire that can give us your opinion about the testing process in your
university, and what should be done to make it better.

Because your opinions are very valuable to us, please take time to complete this
questionnaire and send it back to us.

We would like to inform you that your participation is absolutely voluntary. You can
withdraw from the research at any time without consequence. All of the information you
give us will be kept anonymous, and cannot be used to make any evaluation judgement
against you.

If you have any complaints about this research, please contact directly Dr. Robin Barrow,
Dean of the Faculty of Education, Simon Fraser University, Burnaby Canada. Telephone:
604-291-3395.

The research results can be obtained from Dr. Allan MacKinnon at the Faculty of
Education, Simon Fraser University. Telephone: 604-29]-3432.

We appreciate your time and co-operation and look forward to receiving your complete
questionnaire.

Sincerely,

Nguyen Quoc Chinh



INSTRUCTION

To answer, circle the chosen number.

Example:
Right 1 2 © 4 5 Choose
number 3
Wrong 1 <E 3 4 S
Wrong | 2 g 4 5
To change the answer, cross out the old number and circle the new one.
Example: .
Right 1 2 X 4 5 choose 2
instead of 3
Wrong 1 2 @ 4 S
Wrong 1 2 @ﬁ 4 S
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QUESTIONNAIRE

1- Always use 2- sometime use 3. Rarely use

4- Never use 5. No idea

a) Study only materials that can be asked in the exams. 1 2 3 4 5
b) Study the previous course exam in order to predict the 1 2 3 4 5

questions to be asked in the next exams.
c) Try to memorize as much course material as possible. 1 2 3 4 5
d) Do not memorize all of the content but try to master the 1 2 3 4 5

main ideas and principles.

e) Read additional material that is related to the course 1 2 3 4 5
content.

f) Read only the course text books and lecture notes. 1 2 3 4 5

g) Discuss with a friend about the course. 1 2 3 4 5

h) Discuss with instructors about the course. 1 2 3 4 5

Other ideas:

.......................................................................................................................................................

.......................................................................................................................................................

.......................................................................................................................................................

......................................................................................




1- Strongly agree 2- agree 3- No idea

4- Disagree 5- Strongly disagree

a) rank students. 1 2 3 4 5

b) select good students for further traning. 1 2 3 4 5

c) force students to study. 1 2 3 4 5

d) help instructors determine the effect of the teaching 1 2 3 4 5
process.

e) help students see the strong and weak side in their learning. 1 2 3 4 5

f) help instructors understand the learning process of students 1 2 3 4 5

in order to adjust their way of teaching.

g) Other ideas:

a) require student to think critically. 1 2 3 4 5
b) ask only simple questions. 1 2 3 4 5
c) assess correctly ability of students. (Give high mark to 1 2 3 4 5

students who understand the course, and low mark for

students who do not.)
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d) ask students to use course knowledge in real applications. 1 2 3 4

e) contain all of the main ideas of the course. 1 2 3 4 5

f) require students to reproduce many factual details of the | 2 3 4
course.

e) Other ideas:

a) S/he is lucky. 1 2 3 4 5

b) S/he really mastered the course content. | 2 3 4 5

c) S/he has cheated in the exam. 1 2 3 4 5

d) S/he has good a memory (to memorize all of factual 1 2 3 4 5
details of the course).

e) S/he has predicted correctly what question to be 1 2 3 4 5

asked in the exam.

f) Other ideas:

................................................................................................................................................

................................................................................................................................................

...............................................................................................

a) ability to memorize. 1 2 3 4 5

b) test-taking experience. 1 2 3 4 5

c) ability to predict which instructor will ask which 1 2 3 4 5
question.
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d) deep understanding of the course.
e) cheating experience.

f) luck.

e e e
[ oS I \O R S I 8
W W W W
A~ b~ s b
W W W

g) impression to instructor.

h) Other ideas:

................................................................................................................................................
................................................................................................................................................

................................................................................................

a) Most of the test just asks about the simple facts (that 1 2 3 4 5

students have to memorize).

b) Most of the test requires students to have not only 1 2 3 4 5
memory of facts but the ability to think critically.

c) Most of the test requires students to use course 1 2 3 4 5
knowledge in real application.

d) Most of the test reflects correctly the course objective 1 2 3 4 5

that has been stated by the instructors.

e) Tests are marked fairly. 1 2 3 4 5
f) Test results reflect correctly the ability of sudents. 1 2 3 4 5
g) Students who get high mark are students who have 1 2 3 4 5

adeep understanding of the course.
h) Students who do not understand the course content 1 2 3 4 5

still can get high marks.

i) Usually good students do not get high marks. 1 2 3 4 5
j) Many students cheat in the exams. 1 2 3 4 5
k) Students have to study too much so cheating is 1 2 3 4 5
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unavoidable.

1) Other ideas:

.....................................................................................................................................................

.....................................................................................................................................................

.............................................................................................

1- Strongly agree 2- Agree 3- No idea
4- Disagree 5- Strongly disagree
a) Exams give students the chance to generalize the 1 2 3 4 5

knowledge studied during the course.
b) Exams force students to study. 1 2 3 4 5
¢) Exams cause bad effects on students’learning because 1 2 3 4 5

most students study just for the test and not for

knowledge.

d) Exams give students feedback so they can adjust their 1 2 3 4 5
learning.

e) The competition to get higher mark help students study 1 2 3 4 5
better.

f) Other ideas:

.......................................................................................................................................................
.......................................................................................................................................................

.......................................................................................................
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1- Strongly agree 2- Agree 3- No idea

4- Disagree 5- Strongly disagree
a) Most students study just for the tests. 1 2 3 4 5
b) Memorizing the lecture notes is the best way to get high 1 2 3 4 5

mark in the course exam.

¢) The exams are not fair. Student who rote learn or cheat 1 2 3 4 5
usually get better marks than students who study seriously.

d) The instructors are so easy that many underqualified 1 2 3 4 5
students still pass the courses.

e) Students have to take so many course exams in a short time 1 2 3 4 5
so the quality of testing is not good.

f) The testing process needed to be more disciplined. Students 1 2 3 4 5
who cheat must be seriously penalized.

g) Other ideas:

............................................................................................
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V). Please let us know some information about yourself:

Gender: _ Male ___Female
Age: __17-20 _20-23
__23-26 __over 26
Student of: __Istyear  __2nd year
__3rdyear  __ 4thyear

Your GPA’s of the last year:
__lessthan 5.0 __5.0-6.0
__60-70 __7.0-8.0 __over 8.0

Thank you!
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B§ Giao Duc Va Pao Tao
Pai Hoc Quéc Gia Thanh Phé Hé Chi Minh

Ngay __/_ /1996
Than gii cac anh chi sinh vién,

Nhim muc dich ning cao chit lugng day va hoc trong trudng dai hoc, ching t6i dang
ti€n hanh nghién cttu dnh hudng cta viéc thi ¢, ddnh gid sinh vién dé€n qud trinh hoc tip cla
sinh vién ciling nhu viéc gidng day cta gidng vién trong cdc trudng dai hoc. *

Kém sau day 1a bdn thim do y ki€n sinh vién vé thuc trang cla viéc thi c\f trong trudng
dai hoc. Bin tham do y ki€n nay sé& gitip ching tdi xdc dinh dudc nhitng wu va khuyét di€m, -
tir 46 tim ra dudc nhitng céch tot nhit d€ cdi ti€n qua trinh day va hoc trong nha trudng.

Ching t6i rat mong cé dudc su cdng tiac cla cac anh chi trong qué trinh nghién ctru nay.
Xin cdc anh chi vui 1dng danh chiit thdi gian hoan tdt bdn thim do y ki€n nay va gdi lai cho
ching t5i. Ching t6i xin ddm bdo nhitng ¥ ki€n cla anh chi s&€ dudc sif dung hoan toan vdi
muc dich nghién cttu. Nhitng y ki€n nay sé& dudc git dudi dang nac danh, va khong dnh hudng
gi dén viéc hoc tip cla cdc anh chi.

Néu anh chi c6 thic mic vé viéc nghién ctu nay, xin vui long lién hé vdi Tién si Robin
Barrow, Trudng khoa Gido Duc, trudng Pai hoc Simon Fraser, Burnaby Canada theo dia chi:
Dr. Robin Barrow ‘ ,
Faculty of Education, Simon Fraser University,
Burmnaby, B.C., Canada, V5A1S6.
Telephone: (604)-291-3395

K&t qua clia nghién cttu ¢ thé nhan dugc tir Tién si Allan Mackinnon theo dia chi:
Dr. Allan Mackinnon,
Faculty of Education, Simon Fraser University,
Bumnaby, B.C., Canada, V5A1S6.
Telephone: (604)- 291-3432

Rat mong dudc sy cdng tac cla cdc anh chi.

Ngudi nghién cuu,

Nguyén Qudc Chinh.
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HUGNG DAN

Dé tra 13i cau hdi, dung biit khoanh tron MOT SO dudgc chon trong MOI DAY SO

Vi du:
Piing 1.2 @ 4 5 | ChonsG 3
Sai 1 & 3 4 5 .
Sai 12 ¥ 4 5

Néu mudn thay ddi su lya chon, gach chéo chit s6 di chon trudc sau d6 khoanh tron chit s6

mudn chon.
Vi du: )
Pung 1 Q \X 4 5 chon s& 2 thay vi *
s6 3
Sai 12 QG 4 5
Sai 12 3 4 5




PHAN CAU HOI

1- Lu6n luén ding 2- Thudng ding 3. It khi ding

4- Khong bao gits ding 5. Khong c6 ¥ kién

a) Chi hoc nhitng bai c6 thé c6 trong bai thi. 1 2 3 4 5
b) Nghién cttu cdc dé thi rudc d€ du dodn céch ra dé thi cia 12 3 4 5

cdc gidng vién.

¢) C&8 gdng hoc thudc 1ong bai hoc cang nhidu cang t6t. 1 2 3 4 5
d) Khong thudc 10ng tat cd cdc bai hoc ma chi c8 ging nim 12 3 4 5

vitng cdc nguyén 1y va dinh luit co bdn ciia mén hoc.

e) DPoc thém sdch bio, tai liéu c6 lién quan dé€n mén hoc. I 2 3 4 5
f) Chi doc gido trinh va bai gidng clda gidng vién trén 18p. I 2 3 4 5
g) Thdo luin, ban bac véi ban bé vé bai hoc. 1 2 3 4 5
h) Thdo luin, ban bac vé bai hoc vdi gidng vién. 1 2 3 4 5
Y kién khéc:

...........................................................................................................................................................
...........................................................................................................................................................
...........................................................................................................................................................

..........................................................................
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’

1- Rat ddng y 2-Péng 3- Khéng c6 ¥ kién

4- Khong ddng y 5- R4t khong dong ¥

a) Xé&p hang sinh vién. 1 2 3 4 5

b) Lua chon cic sinh vién c6 dd khd ning va ki€n thdcchocdac 1 2 3 4 5
giai doan hoc tp ti€p theo.

¢) Budc sinh vién phdi doc tai liéu cia mon hoc. 1 2 3 4 5

d) Gitp gidng vién x4c dinh dudc hiéu qui cda qud trinh gidng 1 2 3 4 5
day.

e) Gitp sinh vién thdy dugc nhitng wu khuyé&t diém trong qua 12 3 4 5
trinh hoc d€ hoc tap 5t hon.

f) Gidp gidng vién nim dugc tinh hinh hoc tdp cia sinhvién,tt 1 2 3 4 5
d6 gidng day hiéu qud hon.

g) Y kién khic:

..........................................................................................................................................................

..........................................................................................

a) Doi hdi sinh vién phdi ¢é kha ndng suy luan. 1 2 3 4 5
b) D& di dé cho tit c4 sinh vién c6 thé dau. 1 2 3 4 5
c) Ddnh gid chinh x4c kh3 ning cla sinh vién. (cho sinh vién 1 2 3 4 5
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gidi diém cao, sinh vién kém diém thap).
d) Doi hdi sinh vién van dung nhitng ki€n thitc d¢3 hoc trong 1 2 3 4 5
nhitng bai todn thyc t€.
e) Bao ham cic n6i dung chinh cia mdn hoc 1 2 3 4 5
f) Doi hdi sinh vién phii thudc bai hoc mdt cach chi ti€t. 1 2 3 4 5
e) Y kién khic:

..........................................................................................................................................................

.................................................................................................

a) Ngudi dé gap may. 1 2 3 4 5
b) Ngudi dé thuc sy thiu hiéu ndi dung mén hoc. 1 2 3 4 5
¢) Ngudi d6 gian 1an trong ky thi. 1 2 3 4 5
d) Ngudi dé hoc thudc 10ng bai hoc. 1 2 3 4 5
e) Ngudi d6 di nghién ctuky céchra dé thi cia gidngvién. 1 2 3 4 5

f) Y ki€n khéc:

.....................................................................................................................................................

.....................................................................................

a) C6 kha ning hoc thudc 1dng t3t.. 1 2 3 4 5

b) C6 kinh nghiém thi ci. 1 2 3 4 5
¢) C6 kha ning du dodn dugc ki€u ra dé thi cia cic 1 2 3 4 5
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gidng vién.

d) C6 su hi€u bi€t that sit vé mon hoc. 1 2 3 4 5
e) Biét cdch gian 14n trong thi ci. 1 2 3 4 5
f) May min 1 2 3 4 5
g) Chi€m dugc cdm tinh cia gidng vién 1 2 3 4 5
h) Y ki€n khéc:

.....................................................................................................................................................

.....................................................................................................................................................

......................................................................................

a) Pa s6 cac dé thi chi ddi hdi sinh vién kha ning thudc 1 2 3 4 5

10ng bai hoc.

b) Pa s6 cdc dé thi ddi hdi sinh vién phdi c6 kha nangsuy 1 2 3 4 5
luin.

c) Pa s8 cdc dé thi ddi hdi sinh vién phdi ¢6 khi ning van 1 2 3 4 5

dung céc ki€n thitc da hoc trong nhitng trudng hdp ting

dung khac nhau.

d) Pa s cdc dé thi thé hién chinh x4c muc dich cia mon 1 2 3 4 5
hoc.

e) Bai thi cla sinh vién dugc chim cong bing. 1 2 3 4 5

f) Céc ky thi ddnh gid chinh x4dc k&t qua hoc tip cia sinh 1 2 3 4 5
vién.

g) Sinh vién dat di€m cao trong c4c ky thi 12 nhitng ngudi 1 2 3 4 5
hi€u n6i dung khoa hoc mdt cach thyc su.

h) Sinh vién khong cin thié€t phai hi€u bai hoc vin c6 thé 1 2 3 4 5

dat diém cao trong cac ky thi.
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i) Céc sinh vién gidi thyc sy thudng khong dat diém cao 1 2 3 4 5

trong cac ky thi

j) R4t nhiéu sinh vién cd tinh vi pham qui ché thi. 1 2 3 4 5
k) Lich hoc tip qud cing thing nén hién tugng hoc ddi 1 2 3 4 5

phé va gian lan trong thi cit 12 khéng thé tranh dugc.
1) Y ki€n khic:

..........................................................................................................................................................

..........................................................................................................

1- R4t dong ¥ 2-Pbéng y 3- Khong ¢ ¥ kién
4- Khong dong ¥ 5- R4t khong dbng ¥

a) Céc ky thi tao cd hoi cho sinh vién téng quat lai nhitng kién 1 2 3 4 5
thitc d3 hoc trong khéa hoc.
b) Cécky thi gy sitc ép budc sinh vién phai hoc bai. 12 3 4 5

c) Cic ky thi giy dnh hudng khong t6t dén viéc ti€p thukién 1 2 3 4 5
thifc clia sinh vién bdi vi da s8 sinh vién chi hoc dé d8i phé
vdi ky thi chi khdng hoc d€ thu nhan kién thifc cin thiét.

d) K&t qua thi gidp sinh vién thiy dugc mit manh va y€ucta 1 2 3 4 5
minh d€ tim cach hoc tap t8t hon.

e) Viéc tranh dua dat diém cao trong cdc ky thi gitip sinh 1 2 3 4 5

vién hoc tip c¢6 hiéu qua hon.




...........................................................................................................................................................

...........................................................................................................................................................

........................................................................................................................................................

1- R4t dong y 2-Péng ¥ 3- Khong ¢6 ¥ kién

4- Khong dong y 5- R4t khong déng ¥
a) Da s6 sinh vién chi hoc dé d6i phé vdi cdc ky thi. 1 2 3 4 5
b) Hoc thudc 1ong bai gidng clia gidng vién 13 cich t6t nhat 1 2 3 4 5

dé dat diém thi cao.

¢) Cédcky thi khong thé hién dugc tinh cong bing: cdc hoc 1 2 3 4 5
sinh hoc vet hay quay cép thudng dugc diém cao hon cédc
hoc sinh hoc tdp nghiém tic.

d) Mot s gidng vién chdm thi qud nuong tay khi€n cho 1 2 3 4 5
nhiéu sinh vién khong di trinh d6 van ¢6 thé thi dau.

e) Sinh vién phai thi qud nhi€éu mon trong mot thdi gianngdn 1 2 3 4 5
nén chi't lugng hoc tip khong dugc bdo ddm t6t.

f) C6 hinh thdc ky luat nghiém khic ddi v6i cdc trudnghgp 1 2 3 4 5
gian 1an trong thi ct.

g) Y kién khic:

...........................................................................................................................................................

..........................................................................................................................




Gidi tinh: Nam Nir

Tudi : __ 17 dn20 __20d&n23
___23dn26 ___L6nhon 26

Anh chi 12 sinh vién thudc nim thit:

Piém trung binh ¢ nim clia anh chi trong nim hoc trudc:

_ Thiphon5.0 __5.0-6.0
__6.0-70 __7.0-8.0 __Caohon 8.0

Xin cam on sy h¢p tdc ciia anh chi.
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Appendix B

-

Percent of Responses to Each Feature of Each Item in the Questionnaire.
Distribution of responses: \Q‘

& All students (ALL) : 164

& Female students (F): 93

& Male students (M): 69

& Second year students (C2): 58

e Third year students (C3): 36

e Fourth year students (C4): 70

& (Grade A students (A): 21

e (rade B students (B): 82

® Grade C students (C): 61
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I). Following are ways of studying that have been used by students in the university.

Please indicate what methods you are using.

1- Always use 2- Usually use 3. Rarely use

4- Never use 5. Noidea

Ia. Study only materials that can be askeﬂyin th(:. exams .

| ALL F M C2 C3 C4 A - B C

1 6.10 538 704 862 278 571 476 ?.32 4.92
2 37.80 3548 40.85 46.55 44.4'4 27.14 4286 4146 31.15
3 37.80 29.78 3521 2586 27.78 52.86 3333 31.71 47.54
4 11.60 11.83 11.27 1207 13.89 10.00 14.29 12.20 9.84
5 6.70 563 690 11.11 429 4.76 7.32 6.56

7.53

Ib. Study the previous course exam in order to predict the questions to be asked in

the next exams

C3

ALL F M C2 C4 A B C
1 9.15 7.53  11.27 8.62 556 1143 9.52 8.54 9.84
2 31.10  31.18 3099 3276 2222 3429 3333 3293 2787
3 3841 4086 3521 3966 3889 37.14 38.10 3659 4098
4 11.59 12,90 986 1034 16.67 1000 1429 1220 9.84
5 9.76 7.53 12.68 8.62 16.67 7.14 4.76 976 11.84
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Ic. Try to memorize as much course material as possible

ALL F M C2 C3 C4 A B C
1 13.41 1398 1286 1897 11.11 10.00 1429 1341 13.11
2 17.07 1720 1690 18.97 556 21.43 1429 1220 24.59

3 40.24 4086 3944 3793 50.00 37.14 4286 4286 36.07
4 1829 17.20 19.72 1897 25.00 1429 19.05 2073 14.75

5 1098 10.75 11.27 5.17 833 17.14 952 1098 1148

Id. Do not memorize all of the content but try to master the main ideas and principles

ALL F M C2 c3  C4 A B C

] 4573 38.71 5439 4138 4444 5000 5238 4756 4098

2 40.85 45.16 3521 4655 4444 3429 3333 4024 4426

3 793 1290 1.4] 8.62 - 1143 9.52 6.10 9.84
4 0.61 - 1.4] - 2.78 - - 1.22 -
5 4.88 3.23 7.04 345 8.33 4.29 4.29 4.88 4.92

Ie. Read additional material that is related to the course content

ALL F M C2 C3 C4 A B C

1 10.37 7.53 14.08 8.62 19.44 7.14  28.57 8.54 6.56

2 3232 30.11 3521 39.66 2500 30.00 2857 3537 295]

3 50.00 5484 43.66 43.10 41.67 60.00 3%33 48.78 57.38
4 3.05 2.15 4.23 345 2.78 2.86 4.76 1.22 4.92
5 4.27 5.38 2.82 517 1L11 - 4.76 6.10 1.64

82



If. Read only the course text books and lecture notes.

C2

ALL F M C3 C4 A B C
1 29.88 3226 2676 31.03 2500 3143 2381 3537 2456
2 50.00 45.16 56.34 4655 5278 5143 4762 4390 59.02
3 - 1159 15.05 7.04 13.79 556 1286 19.05 1341 6.56
4 1.22 2.15 - 1.72 2.78 - - 122 1.64
S 7.32 5.38 9.86 6.90 13.89 4.29 9.52 6.10 8.20

Ig. Discuss with a friend about the course.

ALL F M C2 C3 C4 A B C
1 20.12 1828 2254 1207 1944 27.14 3333 23.17 1148
2 4695 5376 38.03 43.10 5556 4571 4286 5122 4262
3 29.88 2581 3521 39.66 2222 2571 2381 23.17 4098
4 1.83 2.15 1.41 3.45 2.78 - - 122 3.28
S 1.22 ) - 2.82 1.72 - 1.43 - 122 1.64

Th. Dis¢uss with instructors about ti1e course.

ALL F M C2 C3 C4 A B C
1 0.61 1.08 - - - 1.43 - 1.22 -
2 12.20 968 1549 1379 13.89 1000 19.05 9.76 13.11
3 60.37 5376 69.01 6034 61.11 60.00 4762 6585 57.38
4 18.29  27.96 563 2241 1389 17.14 2857 1463 19.67
S 8.45 7.53 9.86 345 11.11 1143 4.79 8.56 9.84




II). Do you agree or disagree with the following ideas

1- Strongly agree 2- agree 3- No idea
4- Disagree 5- Strongly disagree ’

1. In the University, testing is used to:

II1a. Rank students .

ALL F M c2 - C3 C4 A B C

l 7.32 5.38 9.86 8.62 2.78 8.57 ; 9.52 6.100 820
2 3537 3548 3521 3621 41.67 3143 38.10 3415 36.07
3 2683 2473 2958 2586 1667 32.86 19.05 : 28.05 27.87
4 22.56 2581 1831 1724 3056 22.86 23.81 23.17 2131

5 7.93 8.60 7.04 12.07 8.33 4.29 9.52 8.54 6.56

II1b. Select good students for further training.

ALL F M C2 C3 C4 A B C

1 2927 2688 3239 3276 3333 2429 2857 2927 29351

2 5427 53776 5493 4655 5000 6286 57.14 5488 5246

3 10.98 968 1268 1207 13.89 8.57 - 1098 14.75
4 4.88 8.60 5 8.62 - 429 1429 3.66 3.28

5 0.61 1.08 - - 278 - - 1.22 -
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II1. Force students to study.

ALL F M C2 C3 C4 A B C

1 1159 1075 1286 1379 1111 10.00 \14.29¥ 9.76 13.11

2 37.20  36.56 38.03 2414 41.67 4571 1429 4390 36.07

3 25.00 21.51 529,58 2241 2500 17.14 47.62 20.73 22.95

"4 23.11 2686 1831 3276 1944 17.14 2381 2195 2495

5 3.05 431 1.41 6.90 2.78 - - 3.66 3.28

II1d. Help instructors determine the effect of the teaching process.

"~ ALL ; F M cz2. C3 | C4 A B C

1 16.64 1398 1972 1552 16.67 17.14 1429 1341 21.3i

2 3841 4301 3239 3966 27.78 4286 4762 37.80 36.07

3 3415 3333 3521 2931 4722 3143 2857 4146 2632

I4 9.15‘ 7.53 11.27 13.79 5.56 7.14 4.76 6.10 14.75

5 1.83-  2.15 1.41 172 2.78 1.43 4.76 «'jl.zz 1.64

lllge. Help students see the strong and weak side of their learning.

ALL F M C2 G 4 A B C

1 439 3763 5211 5172 47.22 ‘A 35.71 42.86\ 42.68 4590

2 4207 4731 3521 3966 3333 4;3.57 “47.62 39.02 4426

3 9.76 9.68 9.86 517 1389 1143 9.52 1341 492

4 3.66 4.30 2.82 3.45 5.56 2.86 - 488 3.28

5 0.61 1.08 - - - 1.43 - - 164

85



~

-

I11f. Help instructors understand the learning process of students in order to adjust

' their way of teaching

ALL F -~ M c2 Q3 C4 A B C

2

1 3049 2688 3521 3793 1944 30.00 2857 2439 3934

2 46.34 50.54 40.85 43.10 5556 4429 5238 48.78 4098

3 1890 19.35 1831 1207 19.44 2429 1429 23.17 145
4 3.05 2.15 4.23 5.17 5.56 - 4.76 366 1.64
5 1.22 1.08 1.41 1.72 - 1.43 - - 3.28

2. A good exam must:

II12a . Requires students to think critically.

ALL F M C2 C3 C4 A B C

1 42.07 3226 5493 4483 3333 4029 4286 3659 49.18

2 4878 5591 3944 4655 5556 47.14 38.10 58.54 39.34

3 854 10.75 5.63 8.62 11.11 7.14  19.05 488 9.84
4 0.61 1.08 - - - 1.43 - - 1.64
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I12b. Ask only éimple questions

ALL F M C2 C3 C4 A B C
1 4.88 7.53 1.41 690 2.78 4.29 9.52 3.66 492
2 1463 1398 1549 2586 11.11 7.14 19.05 14.63 13.11
3 26.83  23.66 30.% 24.14 2222 3143 9.52 3049 27.17
4 39.63 39.78 39.4;1 3448 4444 4143 4286 3537 4426
5 1402 1505 12.68 862 1944 1571 1905 1585 9.84
I12¢. Assess correctly ability of students.
ALL F M C2 C3 C4 A B C
1 25.61 2581 2535 2586 3056 2286 38.10 2638 19.67
2 45.12 46.24’; 4366 3276 5556 S50.00 38.10 4756 4126
3 1341 1290 1408 1897 833 1143 1429 1341 13.11
4 1280 1075 1549 17.24 5.56 12.6 952 1098 16.39
5 3.05 4.30 1.41 5.17 - 2.86 - 122 6.56
I12d. Ask students to use course knowledge in real applications.
- ALL” F M C2 C3 C4 A B C
1 2500 2558 2817 1552 3056 30.00 2857 2439 2459
2 59.15 58.06 60.56 6552 5833 5429 57.14 5732 6230
3 14.02 13.20 986 17.24 11.11 1286 1429 1585 1148
4 1.83 2.15 1.41 1.72 - 2.86 - 2.44 1.64
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I12e. Contain all of the main ideas of the course.

ALL F M C2 C3 C4 A B C
1 21.34 2151 2113 1379 1667 30.00 2857 1955 21.31
2 58.54 5699 6056 6034 63.89 5429 66.67 6098 5246
3 1402 16,13 11.27 1897 13.89 10.00 - 1341 19.67
4 5.49 5.38 5.63 5.17 5.56 5.71 476" 488 6.56
5 6.61 - 1.41 1.72 - - - 1.22 -

II2f. Requires students to reproduce many factual details of the co;rse.

ALL F M C2 C3 C4 A B C
1 1.22 2.15 - 3.45 - - - - 328
2 10.37 968 11.27 1379 11.11 7.14  14.29 9.76  9.84
3 16.46 1505 1831 2069 1667 1286 1429 1341 21.31
4 4878 45.16 5352 41.38. 5556 5143 4762 5122 4590

a

5 23.17 2796 1690 20.69 1667 28.57 23.81 2561 19.67
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3. When a classmate get good high mark in a course exam, you may conclude that:

I13a. S/he is lucky

ALL F M C2 C3 C4 A B C
1 - - - - - - - - -
2 21.31 2258 19.72 3793 16.67 1000 2381 20.73 21.31
3 39.02 4301 3380 2759 4444 4571 4762 3537 4098
4 31.71 2796 36.62 25.16 3056 37.14 2381 3537 29.5]
5 7.93 6.45 9.86 8.62 8.33 7.14 4.76 8.54 8.20

II3b. S/he really mastered the course content.

ALL F M C2 C3 C4 A B C
1 17.07 1398 21.13 1552 1944 17.14 9.52 17.07 19.67
2 5244 5161 5352 5000 5278 5429 4286 56.10 50.82
3 1829 2043 1549 20.69 2222 14.29 3810 1463 16.39
4 976  10.75 845 10.34 556 1143 952 1098 8.20
5 2.44 3.23 1.41 3.45 - 2.86 - 122 492




II3c. S/he has cheated in the exam.

ALL F M C2 C3 R C4‘ A B C
I 1.22 - 282 345 - - - 122 164
2 793 986 563 1207 833 420 1429 732  6.56.
3 5427 50.54 59.15 5345 4722 5857 5857 4878 - 67.21
4 28.05 29.03 2676 2241 33.33 30.00 30.00 3239 19.67
5 854 1075 563 862 IlIl 714 714 * 976 4.92

I13d. S/he has a good memory (to mentorize all of factual details of the course).

ALL F M C2 C3 C4 A B C
I '1.83 | - 423 345 278 - 476 122 1.64
2 4085 4086 4085 46.55 2500 4429 1905 4146 47.54
3 3293 3333 3239 2414 38.89 /3‘7ﬁ14 38.10  28.05 3770
4 1829 1720 1972 2241 25000 1143 3333 1951 1148
5 6.10 860 282 345 833, 714 476 976 164

I13e. S/he has predicted correctly what question to be asked in the exam.

ALL F M C2 C3 C4 A B C
I 244 108 423 690 - - - 366 1.64
2 2561 21.51 3099 2931 1667 27.14 1429 2683 2787
3 4512 | 50.54 3803 3793 3889 5429 4286 4512 4590
4 23.17 2151 2535 2069 3889 17.14 42.86 20.73 19.67
5 366 538 141 517 556 143 - 366 492
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4 Important factor that make students get high mark in the exam include:

II4a. Ability to memorize

ALL _F M C2 C3 C4 A B C
1 671 430 986 1207 556 2.6 T 610 984
2 5000 5054 4930 5517 3611 5286 6667 4512 50.82
3 1585 1613 1549 690 2778 17.14 476 1707 18.03
4 2439 2473 2394 2586 2778 2143 2857 2561 21.31
5 305 430 141" . 278 547 - 6,10 i
I14b. Test-taking experience
ALL, F M C2 C3 C4 A B C
I 610 430 845 1552 T 143 T 610 820
2 3110 2903 3380 3966 2222 2857 2381 3293 3LIS
3 3537 3441 3662 20697 3611 47.14 2381 3415 40.98
"4 2256 2581 1831 1897 3611 1857 4762 2073 16.39
5 488 645 282 517 556 429 476 610 3.28
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I14c. Ability to predict which instructor will ask which questions.

ALL F M C2 C3 C4. A B
Jl 244 215 5.82 3.45 T 286 - 244 328
2 33.54 3226 3521 3966 27.78 3143 2857 31.71 37.70
3 3659 3226 4225 3621 30.56 4000 3810 34.15 3934
4 2378 2688 1972 1724 3889 21.43 3333 2561 18.03
5 366 645 . 345 278 429 - 610 164
I14d. Deep understanding of the course. ss":? ;
- ALL F M C2 C3 C4, A, B C@
1 4756 40.86 5634 4483 44.44 51.43 57.14 4634 45.90
2 4634 52.69 3803 5172 5278 3857 3810 48.78 4590
3 427 430 423 345 278 571 476 244 656
4 183 215 14l - - 429 - 244 164
I4e. Cheating experience. 65 )
ALL F M cﬁ C3-_ C4 A B C
L 1.83 . - 423 517 - - 122 328
2 793 860 704 1552 s 952 854 6.56
3 3232 3333 3099 3103 3611 3143 2381 3171 3607
‘4 3049 29.03 3239 2414 2778 37.14 3810 3049 27.87
5 27.44 2903 2535 2414 3611 2571 28.57 2805 26.32
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I14f. Good luck..

ALL F M C2 C3 Cc4 A B C

1 2.44 3.23 141 3.45 - 2.86 - 244 328
2 31.71  31.18 3239 3966 27.78 27.14 4762 2805 31.15
3 3841 4409 3099 31.03 3333 47.14 2857 4024 3934

4 2378 2043 28.17 2414 3056 20.00 19.05 26.83 21.31

5 3.66 1.08‘ 7.04 1.72 8.33 2‘.86 4.76 244 429
I14g. Impression to instructor ©
ALL F M. C2 C3 C4 A B C
2 5.49 4.30 7.04 10.34 2.78 . 2.86 9.52 3.66 6.56
3 3415 3441 3380 2241 3889 4143 3333 31.71 37.70

4 3659 3871 3380 3793 3056 38.57 3333 39.02 3443

5 . 2387 2258 2535 2931 2778 17.41 2381 2561 21.31

S
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5. The testing process in your university can be described as:

1

IISa. Most of the test just asks about the simple facts (that students have to

memorize).
ALL F M C2 C3 C4 A B C
1 3.05 3.23 2.82 1.72 2.78 4.29 476 244 328
2 3049 26.88 3521 3621 27.78 27.14 3333 23.17 39.34
3 2256 2366 21.13 1897 2222 25.71 1429 25.61 21.31
4 39.02 39.78 38.03 3448 4722 3857 4286 4268 3279
5 4.88 6.45 2.82 8.62 - ;1.29 4.76 6.10 3.28

II5b. Most of the test requires students to have not only memory of facts but the

ability to think critically.

ALL F M C2 C3 C4 A B C
1 8.54 6.45 11.27 - 1389 1286 19.05 732  6.56
2 5366 4946 59.15 58.62 5556 48.57 38.10 5122 6230
3 2073 2581 14.08 20.69 2222 20.00 2381 2195 18.03
4 1646 17.20 1549 20.69 833 17.14 1905 1829 13.11
1.08 - - - 1.43 - 1.22 -

5 0.61
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IISc. Most of the tests requires students to use course knowledge in real application.

ALL F M C2 C3 C4 A B C
1 17.07 11.83 2394 1552 1944 17.14 2857 1585 14.75
2 5427 61.29 4507 50.00 5556 S7.14 57.14 S0.00 59.02
3 1707 15.05 19.72 2586 1389 1143 9.52 ’ 18.29 1403
4 10.37 10.75 9.86 517 1111 14.29 476 1463  6.56
5 122  1.08 1.41 345 - - - 1.22 1.64

I15d. Most of the test reflects correctly the course objective stated by the instructors.

ALL _F M C2 C3  ci& A B C
[ 1402 1075 1831 1724 833 1429 2381 1463 984
2 5000 5161 4789 5354 6389 4000 38.10 4634 59.02
3 2622 2473 2817 2414, 2222 3000 2857 2927 213l
4 9.15 1183 563 345 556 1571 952 976 820
5 06l 108 R, i : i . 164
IISe. Tests are marked fairly .
ALL F M C2 < c4 A B C
[ 1890 1935 1831 2759 1944 1143 1905 1585 2295
2 4024 3548 4648 4138 3611 4143 5238 4024 3607
3 2683 3118 2131 2069 3611 27.14 1905 2683 29.51
4 1220 1290 1127 690 556 2000 952 1463 9.84
s 183 108 28 345 278 i . 244 164
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IISf. Test results reflect corréctly ability of students.

ALL F M C2 C3 (/C4 A B C

L

1 427 215 704 862 556~ - - 366 6.56
2 2683 2258 3239 3621 2500 2000 . 2857 2805 2459
3 2866 268 3099 2069 3889 3000 3333 2927 26.23
4 3354 3978 2535 2586 2500 4429 3333 3171 3607

5 6.71 8.60 4.23 8.62 5.56 5.71 4.76 732  6.56

I5g. Students who get high marks are students who have a deep understanding of the

course.

ALL F M C2 C3 C4 A B C

1 . 13.41 1075 1690 862 1944 1429 9.52 19.51 6.56
2 4329 3656 5211 4483 4722 4000 4286 3537 54.10
3 2378 2796 1831 27.59 2222 2143 3333 23.17 21.31
4 1829 2258 1268 17.24 833 2429 1429 2073 16.39

5 1.22 2.15 - 1.72 2.78 - - 122 1.64

115h. Students who do not understand the course content still can get high marks.

ALL _F M c2 3 ca A B C
1 061 1.08 172 - - ) T 164
2 1280 1505 986 1379 11.11 1286 476 14.63 13.11

3 2805 2473 3239 1879 1667 4143 2381 2683 31.15
4 4329 4731 3803 5000 5556 3143 57.14 4512 36.07

5 1524 11.83 1972 1552 16.67 1429 1341 1341 18.03

96



I1Si. Usually good students do not get high mark.

ALL F M C2 C3 C4 A B C
1 3.66 - 4.30 2.82 5.17 - 4.29 4.76 6.10 -
2 1463 1075 19.72 24.14 - 1429 14.22 9.76 21.31
3 30.12 21.51 1831 2414 11.11 21.43 952 17.07 27.87
4 5427 59.14 47.89‘ 41.38 8056 5143 57.14 58.54 47.54
5 7.32 430 11.27 5.17 8.33 8.57 14.29 8.54 328

¥
I15j. Many students cheat in the exams.

ALL F M C2 C3 C4: A B C
1 7.32 430 1 l.-27 13.97 5.56 2.86 476 854 6.56
2 3049 30.11 3099 3966 27.78 2429 3333 2561 36.07
3 3415 39.78 2676 2069 3333 4571 4286 34.15 31.15
4 2195 2043 2394 17.24 3056 2143 1429 2439 2131
5 6.10 5.38 7.04 8.62 2.78 5.71 4.76 732 492

115k. Students have to study too much so cheating is unavoidable.

ALL F M c2 - C3 C4 A B C
1 1890 13.89 2535 2069 I1.11 2143 9.52 1951 21.31
2 4695 5484 36.62 4483 3056 57.14 4286 4634 49.18
3 1707 1505 19.72 1897 30.56 8.57 2381 17.07 14.75
4 1524 16,13 1408 1552 27.78 8.57 23.81 15.85 11.48
5 1.83 - 4.23 - - 4.29 - 1.22 3.28
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IIla. Exams give students the chance to generalize the knowledge studied during the

course.

ALL F M C2 C3 ca A B C

1 37.80 39.78 3521 2586 38.89 47.14 47.62 39.02 32.79

2 57.32 5591 59.15 6724 5833 4857 38.10 5854 62.30

3 366 215 563 517 278 286 476 244 492
4 122 215 - 172 - 143 952 ; ;
5 - - - - - - - i i

IIIb. Exams force students to study.

ALL F M C2 C3 C4 A B C

1 - 976 7.53 1268 13.79 8.33 9.52 952 1098 820

2 5549 59.14 5070 5690 6l.11 6190 6190 5488 54.10

3 1829 2043 1549 17.24 833 1429 1429 1585 2295
4 1402 1075 1831 1034 1944 1429 1429 1585 11.48
5 2.44 2.15 2.82 1.72 2.78 - - 244 328
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II1. Exams cause bad effects on students’ learning because most students sfudy just

for the test and not for knowledge.

ALL F M C2 C3 C4 A B C
1 7.32 5.38 9.86 10.34 8.33 429 19.05 488 6.56
2 23.17 2581 19.72 3448 1667 17.14 19.05 2195 26.23
3 3049 31.18 29.58 25.86 3056 3429 2381 3695 24.59
4 33.54 3226 3521 2586 3333 40.00 3333 31.71 36.07
S 5.49 5.38 5.63 345 11.11 4.29 4.76 488 6.56

IIID. Exam give students feedback so they can adjust their learning

ALL F M C2 C3 C4 A B C
1 2500 2258 28.17 3103 2778 1857 2857 2195 2787
2 | 6098 6237 59.15 55.1‘7“ 55.56 68.57 66.67 6098 59.02
3 1280 1398 11.27 1034 16.67. 12.86 476 17.07 9.84
4 - - 141 - - - - - _
5 1.22 1.08 - 3.45 - - - - 328

IT1e. The competition to get higher marks helps students study better.

ALL F M C2 C3 C4 | A B C
1 1829 16.13 21.13 2241 19.44 1429 2381 20.73 13.11
2 5183 5269 5070 4828 5278 . 5429 6190 46.34 5574
3 20.12 2151 1831 2241 1389 2143 1429 2073 21.31
4 9.15 8.60 9.86 690 13.89 8.57 - 1098 9.84
5 0.61 1.08 - - - 1.43 - 11.22 -
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IV). Following are ideas collected from studénts in your university. Do you agree or
disagree with them.

IVa. Most students study just for the tests. -

ALL F M c2 -~ 4 A B C

1 1341 1075 1690 24.14 556 857 952 1341 14.75
2 4695 5054 4225 S5.07 5000 3857 S7.14 4268 -49.18
3 2500 2903 1972 862 3333 3429 1905 2927 213
4 1341 968 1831 862 1LI1 1856 1429 1341 I3.11

5 1.22 - 2.82 3.45 - - - 1.22  1.64

IVb. Memorizing the lecture notes is the best way to get a high mark in the course

»

-€Xam.

ALL F M C2 a C4 A B C

1 . 4.88 3.23 7;04 6.90 2.78 429 1429 244 492
2 33.54 3226 3521 4483 2778 27.14 2381 3049 40098
3 2195 2473 1831 1724 1667 2857 1429 23.17 2295
4 36.59 3656 36.62 2759 5278 3571 47.62 37.80 3l1.15

5 3.05 3.23 2.82 3.45 - 4.29 - 6.10 -




IVc. The exams are not fair. Student who rote learn or cheat are usually get better

- marks than students who study seriously.

ALL  F M C2 C3 C4 A B C

1 1098 860 1408 1897 556 714 476 1341 984
2 3780 37.63 3803 4655 2222 3857 3810 3780 37.70
3 292'7: 3118 2676 2069 4444 2857 3333 2805 2951
-4 1951 1828 2103 1207 2500 2286 2381 - 1829 19.67
5 244 430 S 1! 278 286 - 2.;14 328

IVd. The instructors are so easy that many underqualified students still pass the

courses. *
ALL F M C2 C3 C4 A B .C
1 5.49 3.23 8.45 12.67 ’ 2.78 1.43 4.76 6.10 492
2 1524 2043 8.45 8.62 2222 17.14 19.05 2073 6.56
3 4451 39.78 50.70 36.21 47.22 50.00 28.57 45.12 49.18
4 3049 3333 2676 36.21 2222 3000 47.62 2561 31.15
5 4.27 323 5.63 6.90 5.56 1.43 - 244 8.20
N
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IVe. Students have to take so many course exams in a'short time so the quality of

test{ng is not good.

ALL F M C2 C3 C4 A B C
1 33.54 3333 3380 3448 1667 4143 2381 3780 31.15
2 48.17 4839 4789 4828 4167 5143 4286 45.12 54.10
3 9.76 9.68 986 1207 19.44 286 14.29 9.76 8.20
4 7.32 7.53 7.04 345 1944 429 19.05 732 3.28
5 1.22 1.08 1.41 1.72 2.78 - - - 328

IVf. The testing process needed to be more disciplined. Students who cheat must be

seriously penalized

ALL F M C2 C3 | C4 A B C
1 23.78 16.13 3380 3448 2500 1429 2857 “26.83 18.03
. 2 47.56 53.76\ 3944 3966 38.89 5857 3333 4878 50.82
3 2439 2366 2535 2066 3056 2429 2857 20.73 27.87
4 3.05 4.30 1.41 3.45 2.78 2.86 9.52 244 1.64
5 0.61 1.08 - - 2.78 - - 1.22 -
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Ahppendix C

Means score or responses to each feature in the questionnaire.

ALL: All students (164)

F: Female students (93)

M: Male students (69)

Cé: Sécond-year students (58)
C3: Third-year students (36)
C4. Fgurth-year students (70)
A A stddcnts 2hH

B:B stude\;ts (82)

C: C-students (61)
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Students’ perceptions of the testing process

ITEM ALL F M c2 C3 C4 A B C
[13a 3.262. 3.183 ’ 3362 3052 3306 3414 3.095 3317 3.246
I3b. 3720 3.624 3.899 3.638 3861 3.714 3.524 3768 3.721
3¢ 3348 3409 3.261 3207 3472 3400 3476 3427 3.197
3e 3000 3086 2899 2879 3333 2929 3286 2939 2984
I4b 2,860 3011 2739 2586 3250 2957 3333 2878 2.754
[l4c 2927 3032 2768 2776 3.167 2929 3048 3012 2770
Il4d 4394 4323 4478 4414 4417 4371 4524 4390 436l
[14e 3738 3785 3.652 3466 4.000 3.829 3857 3.756 3.672
[14f 2945 2849 3.101 2810 3.194 2929, 2810 2988 2934
[14g 3787 3796 3754 3862 3.833 3700 3714 3866 3.705
Validity 3401 3410 3391 3269 3583 3417 3467 3.434 3334ﬂ
113d 2860 2935 2768 2759 3111 2814 3.143 2951 2639 :
[14a 2671 2.742 2.53'6 2466  2.861 . 2743 2619 2805 2508
lI5a 3122 3194 3000 3.121 3.139 3.114 3.095 3.268 2934
I15b 3530 3430 3.638 3379 3750 3543 3571 3451 3.623
1I5¢ 3756 3720 3783 3.690 3.833 3771 4.095 3.646 3.787
115d 3.677 3591 3812 3810 3.750 3.529 3.762 3.659 3.672
| IVb 2994 3043 2913 2759 3194 3086 2952 3146 2.803
IVe 1945 1946 1957 1897 2500 1.700 2.286 1.866 1934
Quality 3.069 3.075 3051 2.895 3267 3.038 3190 3.099 2988
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Students’ perceptions of the testing process (con.)

ITEM ALL -~ F M C2 C3 C4 A B C
[ISe 3.622 3591 3.681 3828 3.639 3443 3810 3.524 3.689
[15f 2.884 2.699 3.]45 3.103 3.000 2643 2857 2890 2.88S
[I5¢ 3494 3312 3768 3414 3722 3443 3476 3512 3475
II5h 3.598 3.538 3.652 3.638 3778 3471 3810 3572 3.557

: *
[15i 3470 3.484 3478 3.172 3972 3457 3.619 3.537 3.328
IVe 2.646 \ 2720 2565 2310 2972 2757 2762 2585 2.689
I'vd 3.128 3.129 3116 3.172 3.056 3.129 3.190 2976 3.311
Faimess 3.263 3210 3344 3234 3448 3.192 3361 3.228 3276
115 2890 2925 2841 2672 2972 3029 2810 2963 2820
115k 2341 2333 2377 2293 2750 2.171 2619 2329 2262
Ivf 2086 2.196 1913 1930 2194 2157 2190 2024 2133
Cheating 2440 2486 2377 2208 2639 2452 2540 2439 2406
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Students’ understandings of the purpose of testing

ITEM ALL F M C2 C3 C4 A B C
[la 3.124  3.031 3250 3.124 3.000 3.173 3.141 3.062 3.184
II1b 4.0167 3968 4203 4.034 4.111 4.071 4000 4.073 4082
Mlc 2689 2774 2580 2948 2611 2514 2810 2.659 2.689
nid 3.585 3591 3565 3.534 - 3.500 3.671 3.619 3.561 3.607
e 4250 4.161 4.362 4397 4222 4143 4333 4.195 4.295
mif 4018 4000 4.029 4.103 3889 4014 4048 3939 4115
I2a 4323 4194 4493 4362 4222 4343 4238 4317 436l
I12b 3433 3409 3464 3.121 3.667 3571 3429 3451 3410
I2c 3774 3785 3797 3569 4111 37F 4048 3878 3.541
I12d 4.073 4011 4159 3948 4.194 41 14 4.143 4.037 4.098
I2e 3945 3946 3928 3793 3917 4086 4.190 3927 3.885
m2f 3.823 3817 3739 3.621 3778 4014 3810 3927 3.689
Mla 4317 4333 4290 4.172 4361 4414 4238 4366 4279
Ib 2439 2409 2493 2293 2472 2.534 2333 2439 2475
Hlc 3.067 3.065 3.087 2776 3222 3229 2857 3.098 3.098
111d 4085 -4054 4.116 4.103 4.111 4.057 4238 4.049 4.082
Ile 3.780 3.742 3812 3862 3778 3714 4095 3.774 3.72\1Q

MEAN 3731 3702 3769 3.693 3754 3761 3789 3732 3720
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