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The objective of this study was to explore students and teachers’ attitudes
towards GAT, O-Net, and the 9 common subjects as the national English entrance
examinations through the Critical Language Testing perspective. It also explored the
influence of the tests on English learning/ teaching in high school. 927 1st year
university students were selected by purposive and snowball sampling and 108 high
school English teachers were selected by using convenient random and snowball
sampling. Subsequently, a validated modified questionnaire and the in-depth interview
was administered to both groups.

The findings of this study revealed that high-stakes tests have three major
effects on test takers. First, in terms of education, tests significantly increased test-
driven pedagogy in both mainstream and shadow education (cram schools). Second,
from a psychological aspect, the students felt more stressed, worried, and anxious from
preparation for the entrance examinations than the teachers did because the stakes of
the tests on the students were higher than those on the teachers. Finally, in terms of the

social aspect, these three tests created social inequality due to the high costs involved.
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Direct costs included admission fees and faculty selection fees, while indirect costs
included travel expenses and cramming tuition fees. As a result, poor students may not
have as many options when it comes to choosing universities as those who were more
fortunate. It demonstrated that these three tests and the TCAS were tools used to
discriminate against students from lower socioeconomic backgrounds when they
entered the national arena.

Results of this study revealed that the national English examinations have
affected the teaching and learning in both school level and the students themselves. In
addition, it also created the social inequity. This information can be used for further
study for those who are involved in the organization of the education system and

university entrance examinations.
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CHAPTER 1

INTRODUCTION

“It 1s difficult to find a person who does not have a testing story that relates to how a
single test affected and changed his or her life”” (Shohamy, 2001, p. 7).

One example of the above phenomenon is a language test. Despite the fact that
language tests play an important role in their lives, little studies focus on test takers'
experiences in preparing for the test and what they have perceived from those practices
after having been accepted at the university, nor the impact of the national tests on
teachers’ teaching in English classrooms. Thus, this research attempts to deliver the test

takers’ perspective of English language tests of the national examinations in Thailand.

Figure 1.1 Up to 11,056 students fill a convention hall at Impact Muang Thong
Thani sitting an admissions exam. Photos: Apichit Jinakul Source:

Bangkokpost.com



In this chapter, the researcher describes the overall content of this thesis: the
background to the investigation, the purposes of the study, research questions, the

significance of the study, and key terms.

1.1 Background of The Study

1.1.1 The University Admission System and English Polity in Thailand

Since 1999’s educational reform, the Basic Education Core Curriculum B.E.
2551 (2008) was introduced with four major strands: Language for Communication;
Language and Culture; Language and Relationship with other Learning Areas; and
Language and Relationship with Community and the World (Baker, 2017). Up until the
most recent announcement of the Ministry of Education according to the Policies and
Focus of the Ministry of Education fiscal year 2020 states that English and local
languages for communication are to be focused for elementary level, a third language
should be learned in secondary school level, and teachers’ English skills should be
expertly trained (Ministry of Education, 2019). It shows that the government not only
focuses on Communicative Language Teaching (CLT) but also the third language. So,
when the policies aim high for students to complete in the international arena, the
standardized tests become tools to assess students’ English proficiency and to ensure
educational accountability (Goodman, 2017; Au, 2009).

The change in policy leads to a change in the admission system. The national
entrance examination is the most influential examination in Thailand; it has long been

impacted by students and teachers since first established in 1961. The 1961°s system was



a single examination system, and it was administered for 12 years, then in 1973, the
system was changed to the Entrance System. Even though this system was a single
examination, the students had a chance to choose 1-4 faculties with some years can
choose up to six faculties. This system was administered for 26 years. From 1999
onwards the admission has changed seven times, the current system called TCAS has
been administered since 2018.
1.1.2 Changes in University Admission System

English language tests are used for a variety of purposes in a multitude of
settings, and they are regarded as one of the most significant aspects of professional life,
one of the purposes is to administer in university admissions. For university admissions, a
wide variety of systems have been used in different countries, with different selection
criteria taking into account for equity issues. In Thailand, the Thai university admission
system is under a centralized system, and it has a reputation for objectivity and fairness,
as every student has an equal chance of taking the same test (Watson Todd, 2008).
However, the system has undergone changes over the years. Prior to 2006, the university
admission relied on one single entrance exam. In 2006, the Ministry of Education (MOE)
wanted students to focus more on what they learned in class rather than spending time
after school in private tutorial courses. Therefore, a 10% Cumulate Grade Point Average
(GPAX) was accounted towards the components of university admission, and they were
required to take two main examinations after they finished upper secondary school
(Watson Todd, 2008). The first examination is the Ordinary National Education Test (O-

NET) that was compulsory for grade 12 students in order to graduate by Thai law with its



aims to assess students’ academic proficiency. The second test, the Advanced National
Education Test (A-NET), went over each subject in greater detail, and students could
choose which subjects to take based on the criteria of the program they were applying for.
In 2006, the GPAX of their upper secondary school scores accounted for 10%, and O-
NET and A-NET together counted for 90%, and the ratio rose to 40:60 in 2007 (The
National Institute of Educational Testing Service (NIETS, 2016). This system offered the
universities autonomy to have their own examinations and requirements while the O-
NET and A-NET would be administered by the NIETS. GPAX, on the other hand,
triggered debates over the reliability of each school's standards, and the O-NET/ A-NET
system became controversial when students shifted to each university's direct admission
system to increase their chances of acceptance, even though it cost more than the O-NET/
A-NET system (Kitcharern, 2019).

Apparently, the rapid fluctuation of changes in the system has caused conflicts,
troublesome and challenges among several stakeholders. The two most powerful ones are
the Ministry of Education (MOE) and the Council of University Presidents of Thailand
(CUPT). The MOE aimed to motivate students to pay more attention to their secondary
school studies while the CUPT questioned the reliability of second school scoring and
suggested minimizing the GPAX percentage to the exams. At that time, the CUPT
seemed to be winning the fight of controlling agendas on the admission system (Watson
Todd, 2008), so it led to a significant shift in the university entrance system in 2010.

The system changed in 2010, and students were now required to take three

major examinations for university admission. The O-NET accounted for 30% of the total,



with the two new tests, the General Aptitude Test (GAT), which assessed reasoning
ability and English proficiency, and the Professional Aptitude Test (PAT), which is
similar to the A-NET, making up for 50% and the students’ GPAX accounting for 20%.
(NIETS, 2016). The ratio of this version of the university admission system to GPAX
increased from 70:30 to 80:20. Even though the GAT/PAT system seems to be more
common than the O-NET/A-NET system, the sheer number of subjects and students
required was daunting. In 2010, students were required to take GAT and PAT four times
per year, which was reduced to three times in 2011 and to two in 2012. In 2012, the
CURT launched the seven common core subject examinations (7 Wi Cha Sa Man — 7
subjects), which was later extended to nine subjects (9 Wi Cha Sa Man) in 2015.
However, compared to the direct University’s direct admission and the quota system this
system became unfavorable (Kitcharern, 2019).

Up until the most recent change in 2018, the Council of University Presidents
of Thailand (CUPT) has changed its new university admission system called Thai
University Central Admission System (TCAS). High school students would then compete
for university seats in five rounds under the new system. TCAS needs to encourage
equality among those competing for university seats by giving each successful student
only one opportunity to confirm whether they prefer to be admitted to a university that
has offered them a place (Bangkok Post, 2018). Moreover, the changes in university
admission policies make the examination subjects more complex. When each university
has its own criteria and qualification requirements for recruiting and finding gifted

students, the system has become even more complicated. The more competitive the



university admissions process, the more opportunities for elite universities to gain
students (Kitcharern, 2019).

Apparently, the admission system in Thailand is not stable due to the
performance of TCAS even though it has only been administered for 2 years (2018-
2019). In 2020, CUPT has considered merging O-NET with the 9 common subjects but
will add a Thai General Aptitude Test (TGAT) which will test students in three areas:
English communication, critical and logical thinking, and the future workforce
competencies. This system is said to become effective in the academic year 2021
(Council of University Presidents of Thailand, Feb. 2020). This rapid change in the
Thailand University admission system shows a lack of efficiency and consistent policy
(Kitcharern, 2019) since there were changes seven times in the format of Thailand’s
university admission system during 1999 — 2018. And right now, it seems as though the
direction Thailand is heading is causing more complexity and confusion.

As a result, in terms of language testing, it is fair to assert that these three tests
(O-NET, GAT, and the 9 Common Subjects) are high-stakes tests, giving these three tests
a powerful place in Thai academic society. Because of their status as high-stakes tests,
test takers strive to perform well in them in order to increase their chances of admission
to prestigious universities. Accessing public universities, therefore, implies better
education with lower costs that lead to a better career perspective (Poovudhikul, 2013).
For this reason, from the perspective of Critical Language Testing (CLT) which examines
the uses of the tests and the consequences of the tests in education and society (Shohamy,

2001), tests can create a distinction between people, with the unsuccessful classified as



losers and the successful classified as winners. As a result, test results increase economic
value and can thus provide a means of controlling knowledge, as Shohamy (2001) stated
that tests have the power to control what should be taught and what should be learned.
Thus, CLT assumes that testing is not neutral because it contains cultural, social,
political, educational, and ideological agendas that affect the lives of students, teachers,
and those involved (Shohamy, 1998).

To sum up, while the policymakers have been trying to improve the university
admission system for equality and fairness by employing O-NET, GAT, and the 9
common subjects, the reasons why students have to take these three different types of
English language tests are still unclear to the public and the students’ voice is not loud
enough to make an echo to the policymakers. The most they can do is to express their

feeling through Twitter where they emphasize their thoughts towards Thailand’s

education with hashtags #msaAnmainnu  (#educationkillsme) #93mawiny #dek63

(Twitter.com, 2020).

Therefore, Critical Language Testing (CLT) is needed to be applied to monitor
the use of tests and to question the areas of knowledge that are being tested and why.
CLT considers test takers to be political subjects in a political context. Consequently,
CLT asks questions such as what kind of agenda is delivered through the tests and whose
agenda it is, whose knowledge is based on the tests, and what ideology is delivered
through the test. Examining the effects of tests on students from a different perspective
may provide policymakers with a different point of view to consider before implementing

a new policy.



1.1.3 Constructs of English admission Tests

In this thesis, | place a strong emphasis on English language tests and
emphasize their construct competence so that we can determine whether the construct of
English tests is relevant to the curriculum. First, the Ordinary National Educational Test
(O-NET) is designed to assess students' academic proficiency in accordance with the
Basic Education Core Curriculum B.E. 2551. (A.D. 2008). The English test focuses on
language for communication, language and culture, language and other subject group
relationships, and language, community, and work relationships, which are more aligned
with classroom instruction than the GAT. The second test is the General Aptitude Test
(GAT), which is a cognitive aptitude test that assesses phonetic coding, language analytic
ability, and memory. GAT’s test includes reading, writing, vocabulary, and English
communication by correlating the outcomes on the test to those found on other widely
accepted measurements of cognitive aptitude. Third, an English test of the 9 Common
Subjects — the testing construct is similar to GAT which tests students’ reading, writing,
vocabulary knowledge, and English communication but heavily focuses on reading
ability and real-world communication.

On the other hand, these tests are not in line with the national curriculum
(Organization for Economic Cooperation and Development (OECD), 2016) which has
been reformed several times from 2001 to 2015. In 2001 Thailand replaced the content-
based curriculum to be more learner-centered and standards-based. This shift in curricular
philosophy and structure gave educators responsibility for what students should be taught

— teachers found the change perplexing (OECD, 2016). The current curriculum was



developed in 2008 and has been trying to reform ever since. Due to the challenges of the
political context, Yingluck Shinnawatra became Prime Minister in the 2011 election but
was deposed by a military coup in 2014, so the effort to review the curriculum in 2011
was halted, and a clear review agenda that has been developed in the curriculum is
ambiguous (OEDC, 2016).

Consequently, short-term solutions are implemented so that the policy makers’
responsibility will be appropriately credited as each political player has had such a short
time in office. “Thailand has had eight governments and 21 education ministers since 1999,
Sompong [Jitradap] said, each of whom had approximately 6 months and 16 days to work™
(as cited in Goodman, 2017). As Lao (2015) regards higher education in Thailand is that
education reflects the state of politics. In order to ensure educational accountability,
standardized tests are used as a tool to assess students’ proficiency (Goodman, 2017). But
what is the government trying to achieve? Wuttayakorn (2019) argued that the effects of an
in directional policy reform will be on the country’s children. They have to take a
tremendous number of exams and how many more examinations will they have to take?
How much money will they have to spend on tuition, examination fees, and medication for
physical and mental conditions? Similarly, Shohamy (2001) claims that tests are tools of
power, and that their misuse can change test takers' behavior to conform to agendas in
order to maximize their test scores. Similarly, Broadfoot (2005) asserted that the social
dimension of a test includes determining whether the inferences drawn from the test score
are meaningful, useful, or appropriate for the students. As a result, the consequential

validity of the evidence provides information about the social consequences of using a test
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for a specific purpose (Frey, 2018). Therefore, this study put more emphasis on students’
and teachers’ perspectives through the lens of consequential validity.

To sum up, the above-mentioned shows that English tests for university
admission in Thailand have hidden agendas that show political power over the test takers
and parties involved. For this reason, the test makers need to consider responsibility for
test consequences. Students need to know the rights of test-takers, they should have the
right to question, complain or appeal if the tests do not fit their knowledge; the test
makers have accepted it without question. This is a critical aspect of testing when it is
used as a disciplinary tool, which means that test takers must change their behavior,
whether willingly or unwillingly, in order to meet the demands of the tests.

1.1.4 Impacts and washback of English entrance examinations

Shohamy (1996) defined washback as “the connections between testing and
learning” (p.298). The consequences or washback of the above mentioned are that
students devote their time and parents spend money for their children to prepare for the
tests where they have to study from the books published by well-known instructors, to
learn strategies to take the test. The high value placed on renowned universities leads to
intense competition among high school students, who need to cram to prepare for the
high-stake entrance exams. Many preparation classes, then, are offered, and many books
about preparing for the test are published.

In this sense, the business of cram schools has become a fast-growing industry,
worldwide commercialized testing that can generate a lot of economic benefits for private

tutoring schools. The number of privately-owned tutorial schools or another word “shadow
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education” has been increased and seen across Thailand (Saengboon, 2019) because
mainstream education aims to impart to students conventional knowledge and skills that are
officially stated in the curriculum set by an authorized party, tutoring schools provide
students with additional information and coaching or training to help them prepare for a
variety of examinations (Bray, 1999; Charoenroop, 2017; and Charoenkul, 2018). In 2018,
a report showed that there are over 2,000 tutoring schools nationwide, and that figure does
not include online teaching. This number reflects the need for cramming for these high-
stake tests since the fact that the reliance on multiple-choice testing means that tutoring
schools can be highly effective in improving students’ exam scores (Saengboon, 2019;
Bangkok Post, 2019). It appears the students, the teachers, and the parents accept the fact
that cramming is a normal routine, and it becomes commonplace in Thai society without
being questioned. Most parents would sacrifice their time to commute their children from
one institute to another as they believe that the knowledge given from a tutoring school is
more than what the children obtain from schools (Thaipublica.org, 2019). Implying that
students who attend tutoring schools have an advantage over those who do not. Since the
top tutoring schools can be very expensive, students who come from well-off families have
more chances than students from poor backgrounds. This creates an even wider gap
between the rich and the poor as the exam format can be seen as promoting inequalities in
accessing higher education as Poovudhikul (2013) claimed that the entrance admission
system has increased household expenditure. The phenomenal heavy reliance on tutoring
schools created social inequalities that contrast with the claims made by the policymakers

to be equality if centralized tests are used for the university admission system.
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Even more concerning is the fact that Thai youth have lost agency and
autonomy in their learning. They are placed in tutoring schools at a young age, forcing
them to rely heavily on tutors.

"It was absurd,” Ms. Sivakul (a daughter of a famous tutor — Aj. Au) recalls.

"Parents lined up outside our building, demanding that we let their children

into the lessons.” (Bangkokpost.com, 2019).

The given situation demonstrates that the tutoring industry is the result of
inadequate public-school education. Moreover, the great amount of money the parents
have spent, years of preparation that would cause a great amount of pressure on students’
shoulders, a feeling of tremendous psychological burden during the process of the
preparation and examination process that they cannot avoid. All of these are
consequences of a test-driven curriculum.

In addition, high-stakes tests have a powerful effect to control curriculum and
influence classroom teaching (Shohamy, 2001; Klinger & Luce-Kapler, 2007; Au, 2009).
As in Au’s qualitative study (2009) in the United States on the effect of high-stakes, tests
discovered that high-stakes tests have control over the curriculum in three areas. First, it
controls the content of the curriculum in which the curriculum for subjects in the test is
expanded while it is contracted for non-tested subjects. Second, high stake tests affect
curricular form meaning that it responds to the tests, teachers change their form of
teaching. They teach the subject in small, separated, and isolated test-size chunks that are

directly related to the test. Third, the tests also have a pedagogical impact on the
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curriculum. As a result of the tests, there is an increase in teacher-centered and test-driven
pedagogy. Therefore, these issues were addressed in this thesis.

As an illustration, in many Thai schools, the teaching-learning process in the
final semester of the last academic year (grade 12) has focused on the contents and
format of university entrance examinations. Teachers and students began to use the same
teaching-learning formats in preparation for the test administration, as they experienced
fear and anxiety as students, principals, and parents prepared for the tests. So, the
teachers teach to the test (based on teaching to the test approach) and the test becomes the
most influential instructional source (Shohamy, 2001). This test-like teaching became the
new de facto curriculum because it raises students' test scores, but what is the overall
effect on students as a population in the real world? That shows the power of the tests
that obviously brings the change in education, and it is unethical to decide what
knowledge the learners should have. In other words, tests have come to function as policy

tools and as substitutes for meaningful educational reform.

Figure 2.1 Real world skills

Source: https://funnyasduck.net/
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Therefore, the purpose of this study is to investigate the washback of the
English national examinations on Thai students’ learning and high school English
teachers’ teaching, as little research has been conducted in the Thai context. The reason
for selecting both 1% year university students and high school English teachers because
they are considered being the highest stakeholders and are in a weak position in Thai
academic society. Then, in this study, | wish to explore the consequences and
perspectives of major stakeholders (students and teachers) by applying a Critical
Language Testing lens to emphasize the importance of students' and teachers' perceptions
about English tests of national entrance examinations in Thailand, as CLT pointed out
some significant advantages in listening to students' voices about the tests, such as
identifying the use of the test and the importance of the tests and their meanings to

students' lives, et cetera.

1.2 Purpose of the Study

The study aims to achieve:

1. To investigate attitudes of Thai university and high school English teachers
towards English national entrance examinations via the lens of critical language
testing.

2. To investigate the influences of the English national entrance examinations on
students’ English learning in high schools.

3. To investigate the effect of the English national entrance examinations on high

school teachers’ teaching in their English classrooms.
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4. To investigate the impact of the English language tests of national entrance
examinations on students’ higher education, teachers’ career, and both students

and teachers’ lives.

1.3 Research Questions

1. What are the attitudes of 1% year university students and high school teachers
towards the English national entrance examinations through the lens of critical
language testing?

2. What are 1% year university students’ perspectives of the English national
entrance examinations on their learning English in high school?

3. What are the high school English teachers’ perspectives of the English national
entrance examinations on their teaching in English classrooms?

4. How do university students and high school English teachers perceive the value
and the use of English national entrance examinations in relation to their future

education and lives?

1.4 Significance of The Study
Based on the background and the purpose of the study, this section presents
significant contributions of the present study to the language testing research in a Thai

context in relation to Critical Language Testing paradigm.
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1.4.1 Theoretical aspects

In Thailand, the positivist view dominates language testing, and the critical
language testing of university entrance examinations is not commonly discussed. My
finding shows few studies dealing with the impact of evaluation on Thai ELT (Watson
Todd, 2003; 2008) that reflected the issues in the Thai university entrance system and
testing. However, that study is outdated as the admission system has been changed
several times since then. One narrative research on educational failure in Thailand looked
closely at the O-NET test by using nationwide data (Goodman, 2017). The finding of this
study shows a need for educational reform in the sense of international competitiveness
by using a standardized test as a tool. More studies relating to English language testing
are concerned about validity, the test fairness, the format of the tests, and students’
opportunity on the English tests (Jaturapitakkul, 2013; Chaisuriya & Shin, 2019;
Nipakornkitti, 2016). Fortunately, Kitcharern’s research study (2019) is mostly related to
what | intend to investigate which revealed the causes and procedures of changing
Thailand’s university admission policy and the system as well as the impact of the
changes in the university admission policy on students. Therefore, it indicates that
qualitative studies in testing in Thailand especially under the Critical Language Testing
paradigm are understudied.

Thus, the present study would give a contribution to critical language testing
research in the Thai context and illuminates the use and consequences of the current
entrance examinations which may challenge the government in the need for change and

concern about the power of the test. As explained above and due to a relatively small
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number of research studies focusing on issues brought by critical language test paradigm,
this research study explored the students’ and teachers’ experience of preparation for
university admission whether the process has affected their English learning/ teaching,
behavior, life, or society, etc.
1.4.2 Pedagogical aspects

Besides giving theoretical contributions to the testing area, the study also
contributes to pedagogical implications. The previous studies reflect the current situation
of teaching and learning practice in English classrooms that creates parallel systems
where curriculum and classroom practices never meet, and the use of such high-stakes
tests in an unethical and undemocratic way of making policy (Shohamy, 2001; Watson
Todd, 2008; Goodman, 2017; Kitcharoen, 2019). This qualitative study may illuminate
how incomparability of the admission policy and pedagogical policy is, so the urge for a
change in either policy or pedagogy may need to be highlighted.

1.4.3 Social aspects

Moreover, a study by Poovudhikul (2013) shows that the centralized university
admission system which is believed to provide equity among test takers affects people of
different socio-economic statuses. Perhaps, the study may boost the attention of how
much power and control of the tests can affect society. Additionally, the study to some
extent may help raise the awareness of the rights of the test-takers so that they can voice
their concerns and opinions about English tests of National Entrance Examinations in
Thailand. It could provide test-takers with opportunities to inform and question the

CUTL of their opinions about test results and the current test methods. It is important that
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the little voice be heard by the public in order to promote further discussion on how to
improve the university admission system.

The following sections provide the definition of key terms in the study.

1.5 Definition of key terms

Attitude / Perspective: can be explained as an emotional reaction to the given
object (Gable & Wolf, 1993). Specifically, these are the characteristics of a human
being’s optimistic or pessimistic feelings towards objects, situations, persons, or thoughts
(Nitko, 2004). In social science, Thurstone (1959) defines attitude as “the sum total of a
man’s inclinations and feelings, prejudice or bias, preconceived notions, ideas, fears,
threats, and convictions about any specified topic” (p.216). His definition can be
interpreted as the total level of optimistic or pessimistic effect related to some given
matters. This definition expands the concept of attitude from simply positive or negative
feeling into a combination of terminology which includes a subject’s complex
psychological characteristics. However, in this study, attitude refers to the feelings that
the high school teachers and students have through their experience in both teaching and
learning English for taking entrance examinations.

Communicative language teaching: The type of learning approach that focuses on
interaction as the ultimate goal of learning a language. The use of real situations to

necessitate communication in common (Richards & Schmidt, 2010).
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Cram School/ Tutoring Schools: are specialized schools that train their students to
meet particular goals, most commonly to pass the entrance examinations of high schools
or universities.

Critical language testing (CLT): refers to the examination of the uses and
consequences of tests in education and society (Shohamy 2001; Spolsky 1995). The topic
gained attention by various scholars and particularly Messick (1981, 1989), who argued
for expanding the definition of construct validity as a criterion for evaluating the quality
of tests, to include components related to tests use, such as values, impact, and
consequences. CLT emerged from the realization that tests are powerful tools in
education and society, which may lead to unintended consequences that need to be
examined and evaluated. It is the power of tests, especially those of high stakes, that
causes test takers and educational systems to change their educational behaviors and
strategies as they strive to succeed in tests given their detrimental impact.

English Tests: the tests include Ordinary National Educational Test (O-NET),
General Aptitude Test (GAT), Professional Aptitude Test (PAT) and national nine core
subject examinations.

National Entrance Examination: A centralized university admission system in
Thailand, in which students grade 12 have to take in order to be accepted in Thai
universities.

Thai Universities: institutions of higher education in Thailand, both public and

private.
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University Admission System: a centralized system of examination which managed
by the National Institute of Education Testing Service (NIETS). It conducts to select
prospective students for admission in Thai Higher Education. At present the university
admission system is called Thai University Central Admission System (TCAS) in which

high school students will be given five rounds to compete for university seats.



CHAPTER 2

LITERATURE REVIEW

This chapter provides a brief history of education in Thailand and then presents the
history of the entrance admission system. In addition, studies of the impact and washback
of the test is touched on. Next, the background of high-stakes tests in Thailand is
introduced. After that, the framework of the study — the critical language testing is
described. The chapter finally ends with reviews of previous studies in relation to the

critical language testing.

2.1 History of English Education and University Admission in Thailand

This section explains the history of English education in Thailand, the English
education policy and history of university entrance examinations in Thailand since the
1990s to the present.

2.1.1 English education policy

English was introduced to Thailand's education system by an American
missionary during the reign of King Rama Il (1824-1851), but it was most well-known
during the reign of King Rama V (1868-1910) (Baker, 2005; Darasawang, 2007).
However, English has become mandatory for students grade 1 in the Thailand Education

Reform 1996 (ibid) due to the growing need to reconstruct Thai education as a result of
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the 1990s economic, political, cultural, and social crisis (Baker & Jarunthawatchai,
2017). Accordingly, the government anticipated that urgent reform would enable Thais to
compete with other countries in globalization, which resulted in the introduction of the
National Education Act in 1999. The goal of curricula at all levels, according to the
National Education Act of 1999, is "human development with a desirable balance of
knowledge, critical thinking, capability, virtue, and social responsibility.” Despite the
fact that the English language was never mentioned in the National Education Act of
1999, it is still the primary foreign language for Thai students, and its role was expanded
as a result of the Act of 2002. (Wongsothorn, Hiranburana, & Chinnawongs, 2002).
Aside from becoming the most commonly taught foreign language in schools and higher
education, it also became a required subject for degree completion (Darawang, 2007;
Foley, 2005). The transformation of passive classrooms into learner-centered classes was
a significant change in English language education policy (Baker, 2017). This policy shift
has resulted in changes in Thailand's education system, including English language
teaching, implying that Communicative Language Teaching (CLT) has gained
prominence in English Language Teaching and among teachers.

Since 1999°s educational reform, the Basic Education Core Curriculum B.E.
2551 (2008) was introduced with four major strands: Language for Communication;
Language and Culture; Language and Relationship with other Learning Areas; and
Language and Relationship with Community and the World (Baker, 2017). Up until the
most recent announcement of the Ministry of Education according to the Policies and

Focus of the Ministry of Education fiscal year 2020 states that English and local
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languages for communication are to be focused for elementary level, a third language
should be learned in secondary school level, and teachers’ English skills should be
expertly trained (Ministry of Education, 2019). It shows that the government not only
focuses on Communicative Language Teaching (CLT) but also the third language. So,
when the policies aim high for students to complete in the international arena, the
standardized tests become tools to assess students’ English proficiency and to ensure
educational accountability (Au, 2009 and Goodman, 2017). Although the English
language education policy aims for Communicative Language Teaching, are the tests in
line with the policy? | will discuss this issue in the next section.
2.1.2 History of University Entrance Examination in Thailand from the 1990s to
the Present
The national entrance examination is the most influential examination in
Thailand; it has long been impacted by students and teachers since first established in
1961. The 1961’s system was a single examination system, and it was administered for
12 years, then in 1973, the system was changed to the Entrance System. Even though this
system was a single examination, the students had a chance to choose 1-4 faculties and
some years were 6 faculties. This system was administered for 26 years. Due to the
growing concern from the Ministry of Education (MOE) that the testing format was
heavily reliant on a multiple-choice format which created an opportunity for the well-
prepared ones to win the seat in the elite university. As a result, students sought tutoring
because the content of the exams did not match the content in the classes, causing them to

pay less attention to their school subjects (Bray, 1999; Watson Todd, 2008; Goodman,
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2017; Kitcharern, 2019). Consequently, the MOE desired to eliminate that problem and
encourage students to focus on their school subjects, and to comply with the 1999’s
National Education Act (Office of the National Education Commission, 1999) in which
the act promotes leaner-center education from which emerged a new admission system.
The purpose of changing the system seems to be idealistic, however, in reality;
the changes in the admission system have led to a confusing and an assortment of
unprincipled changes (Watson Todd, 2008; Kitcharern, 2019). Evidence of this is that
there were seven changes in the format of Thailand’s university admission system from
1999 — 2017 and there is one more change on its way which will become effective in

2021. The timeline of change is shown in the table below:

Table 2.1 Timeline of Changes in Thai’s University Admission System from 1999 until
the present

Year of Change ~ Examination System Duration
1999 Entrance System  Two-time examination system (Choose the best score) + 10% of 7 years
GPAX
2006 Entrance System  O-NET and A-NET scores (Depend on the criteria of each 4 years
(O-NET System) university and faculty) + 20% of GPAX
2010 Admission System  O-NET Score of 30% (Every university) + 20% of GPAX + 3 years
(GAT/PAT System) GAT/PAT Scores

2010 four rounds of examinations per year

2011 three rounds of examinations per year

2012 two rounds of examinations per year + the Seven
Common Subject Examination (Clearing house system)

2013 Admission System O-NET Score 30% (Every university) + 20% of GPAX 2 years
GAT and PAT score (2 rounds per year)
the Seven Common Subject Examination (Clearing house
system)

2015 Admission System The Seven Common Subject Examination (Clearing house 2 years
system) has been changed to the 9 Common Subject
Examination
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Table 2.1 Timeline of Changes in Thai’s University Admission System from 1999 until

the present (Cont.)
Year of Change Examination System Duration

2017 TCAS System Five rounds of central admission system 4 years
- Portfolio
- Direct Quota
- Co-Direct Admission (required GAT / PAT scores)
- Admission (required the 9 common subject scores)
- Direct Admission

2021 System Merging O-NET with the 9 Common Subject Examination and -

replace by a Thai General Aptitude Test (TGAT)
Source: ( www.dek-d.com/admission (as cited in Kitcharern, 2019))

The modifications to the university admission policies have made the test
subjects more intricate. The current admission system called the Thai University Central
Admission System (TCAS) involves five rounds. Each round has separate demands
determined by each university and faculty in which the students wish to apply. The five
rounds of TCAS include:

1. The first, which begins in late November, requires students to submit a

“portfolio”. Each university requires different criteria, for example,
Mahidol University — a minimum of 3.00 accumulated grade point average
(GPAX) and more importantly they are either a nationally/ internationally
recognized certification or award or participation in a camp for an
International Science Olympiads, or other academic activities, or other
social public activities organized by institute/ school are required
(https://tcas.mahidol.ac.th, 2019).

2. The second round is a “quota round”, quota seats are offered to specific

groups of students, such as sporting talents or those living in the chosen
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institute’s home region (www.nationthailand.com, 2020). These two rounds

do not require written exams but their GPAX.

3. In the third round, a direct admission system shared by partner institutes is
used, with each student selecting four possible subjects without ranking
their preferred order. The criteria are GPAX, Ordinary National
Educational ~ Test (O-NET) scores, General Aptitude Test
(GAT)/Professional Aptitude Test (PAT), and the 9 common subjects
scores.

4. The fourth round, the criteria are GPAX, O-NET, GAT/ PAT’s scores with
each student choosing another four courses, now in order of preference.

5. Lastly, the final round of direct admission features different criteria for
each university.

Despite the fact that the TCAS system has enough rounds for students to
choose and ensure their seats in universities, another side is that the students have to take
more tests as for the qualifications of round three. The increase in the number of
examinations not only affects students’ behavior in preparing for the examinations but
also the cost of the examination. The more subjects they take the more money required.

The table below shows the cost of examination fees for each round.


https://www.nationthailand.com/national/30352580
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Table 2.2 Application Fees for Portfolio Round

D > c c
= S 5o <} —
2 58 % z

2 S S6E =% =

3 S S 2 E T 5 3

£ g8 =25 23 2§

Medical and Dentistry School ? 200—1,000 2,500 1500-1,700  TOEFL/IELTS/SAT
ICU-TEP / BMAT

Pharmacy School 200700

Nursing 350-400 300 940

Allied Health Sciences, Associated 200 — 300

Medical Science, Public Health

Veterinary Science 200 - 700

Science and Technology Group 300 —400

Engineering 2 200 — 350 CU-AAT/SAT Il / CU-
ATS

Information Technology 200 - 500

Social Science and Humanities Group 3 250 — 350

Communication Arts * 200 - 600 TOEFL / IELTS/
TOEIC/CU-TEP/
SWU-SET

Political Science / Faculty of Law ° 200—-350 IELTS/ TU-GET/
TOEFL

Business Administration / Commerce and 300 TU-GET/ CU-AAT /

Accountancy / Economics / Psychology © SAT

Architecture Group ’ 200 - 500 TU-GET/ IELTS/
TOEFL

Source: ( www.dek-d.com (as cited in Kitcharern, 2019))

Table 2.3 The Cost of Additional Tests

Test BMAT TOEFL IELTS SAT CU- CU- SAT CU TOEIC SwWU- TU

TEP_ AAT 1 ATS SET GET
Fee 6,700 6,000 6,900 3,000 900 1,300 3,000- 1,000 1,500 500- 500
4,000 600

Source: (https://pgschula.org/)

The application fee for round 2 (direct quota) is between 200 — 600 baht
depending on the requirement of each university and faculty. Round 3 (Co-Direct
Admission) requires GAT/PAT and the 9 Common Subject Tests. While round 4, the cost

of selecting each faculty is 100 baht per faculty for the first 4 faculties and an additional
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fee of 50 baht per faculty for the 5" and the 6™ ones. Lastly, the application fee for this
final round ranges between 300 — 1,000 baht (see appendix A).

Based on the table 2.2, 2.3, and appendix A, it can be concluded that in each
round of admission the parents spend a great amount of money for an examination and
more costs are added for more competitive faculties and universities, on top of that the
students obligate to travel to a different province to sit an examination for the direct quota
round (round 2) if they desire to attend such universities located in different provinces.
Hence, if the students have insufficient funds, they will work out the probability of being
accepted in each round and give some rounds a miss to save money, while the rich do not
have to be concerned about that issue. It can be inferred that the TCAS system causes an
inequity of opportunity to select their future careers, which could create an even wider
gap between the rich and the poor (Poovudhikul, 2013; Bangkok Post, 2019).

It appears the more the system changes the more problems increase. The study
by Kitcharern (2019) investigated the causes and procedures of changes in Thailand’s
admission system and the impact of the changes on students. The results of interviewing
many stakeholders such as government officers in the Ministry of Education and Office
of Higher Education Commission, students, parents, former government officials who
had worked at the National Institute of Educational Testing Service (NIETS), and
university lecturers who are involved in Thailand’s university admission policy reveal
that CUPT has held the dominant policymaking power since 2003. The Ministry of
University Affairs' function of testing administration was transferred to a public

organization called the National Institute of Educational Testing Service (NIETS). With
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the separation of the Ministry of University Affairs' policy administration and testing
administration, CUPT gradually gained more power and influence in the university
admissions system (Kitcharern, 2019).

Since CUPT members are representatives of Thailand's elite universities, the
government has accepted the change in university admission policy based on the belief
that CUPT's decision is based on evidence and professional experience, whereas other
sectors have such a limited role in policymaking. The policy is implemented without
further consultation with those who will be affected by it. Thailand's previous university
admission policies failed and left many issues in society due to a lack of substantial
participation in the policymaking process. Since the university admission policy and its
changes have a wide-reaching impact on society, the people who are involved and
directly affected by the policy should decide the choice of policy. The study discovered
that changes in university admission policies have an impact on educational opportunity
equality (Kitcharern, 2019). Therefore, in this aspect, this present study investigated the
effects of the current admission system on students and teachers to illustrate that the
policymakers should consider their views before changing policy rather than trying the

new system in their future.
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2.2 Studies on impacts of entrance examinations on students and teachers

This section describes the consequential validity and previous studies regarding the
problems, washback and impacts of the entrance examinations in Thailand.
2.2.1 Consequential validity
Messick (1996) demonstrated that validity has six key aspects: content,
substantive, structural, generalizability, externality, and consequentiality. The content
aspect includes evidence of content representativeness and technical quality. The
substantive aspect refers to theoretical explanations for test response consistency. The
structural aspect assesses the dependability of the construct domain's scoring structure.
The generalizability aspect investigates how well score properties and interpretations
generalize across populations, settings, and tasks. Convergent and discriminant evidence
from multi-trait multimethod comparisons is included in the external aspect. The
consequential aspect considers the value implications of score interpretation as a basis for
action, as well as the actual and potential consequences of test use, particularly in terms
of sources of invalidity related to bias, fairness, and distributive justice. The six
dimensions of consequential validity are as follows: 1) educational consequence, 2)
meaningfulness, 3) directness, 4) transparency, 5) fairness, and 6) usability (Jung, 2017).
In the same way Shohamy's (2001) Critical Language Testing paradigm states
that testing should be included in the consequential aspects of validity. The social
dimension of a test becomes one of the most important factors to consider when
determining the test's validity (Messick, 1981). The social dimension of a test considers

whether the inferences drawn from the test score are meaningful, useful, or appropriate
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for the students (Broadfoot, 2005). As a result, the consequential validity of the evidence
provides information about the social consequences of using a test for a specific purpose
(Frey, 2018). As a result, research into the impact of a test on the lives of key
stakeholders is becoming increasingly important.

Shohamy (2001) also emphasized the significance of a student's perception of
an assessment for a test. She asserted that it is critical to listen to students' perspectives on
the test, such as identifying the test's use, importance, and meanings in students' lives,
particularly in educational and social contexts. Therefore, this study put more emphasis
on students’ and teachers’ perspective through the lens of consequential validity.

2.2.2 Test impact

The effects of a test on individuals, policies, or practices in the classroom,
school, educational system, or society as a whole are referred to as test impact (Tsagari &
Cheng, 2017). According to Brachman and Palmer (1996), the impact of test use affects
both micro and macro levels. They refer to the stakeholders — students and teachers — at
the micro-level because the testing procedure and the results directly affect both parties.
The macro-level, on the other hand, refers to the effects in a broader sense, such as the
educational context and society. As a result of test-driven pedagogy, shadow education
has emerged, which can consume considerable financial resources and have a significant
effect on social stratification (Bray, 2007). The impact of shadow education can result in

educational and social inequality (Charoenroop, 2021).
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low-income high-income
families families
| low achievers | | high achievers |

l

shadow education

social and social and
educational educational
inequality inequality

Figure 2.2 Effects of Shadow Education on social and educational inequality —

Charoenroop (2021)

Similarly, Shohamy (1993) stated that the test's impact is more complicated
than previously assumed. It has been practically stated that a particular test would have a
particular impact in a particular context.
2.2.3 Washback
2.2.3.1 Definition of washback
The term "washback' was coined to describe the phenomenon in which
testing interferes with the teaching and learning process (Alderson & Wall, 1993).
Washback, as defined by Shohamy (1996), is the association of testing and learning.
According to Change (2005), washback is a change in public examinations caused by an
intentional or unintentional direction and function of curriculum change on aspects of
teaching and learning. According to Frederiksen and Colllins (1989), tests are more likely

to influence student and teacher behavior. As a result, the class will spend more time on
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the skills that will be tested and little or no time on the skills that will be excluded from
the target area. Furthermore, he claims that if tests fail to measure the abilities that must
be tested, they may create test bias against teaching important skills that are not tested.
2.2.3.2 Positive washback
Washback is generally regarded as either negative (harmful) or
positive (beneficial). Positive washback is said to occur when a testing procedure
encourages ‘good' teaching practice; for example, an oral proficiency test is introduced
with the expectation that it will promote the teaching of speaking skills (Alderson &
Wall, 1993; Taylor, 2005). As a result, both teachers and students have a positive attitude
towards the test and work voluntarily to achieve its goals.
2.2.3.3 Negative washback
When the content or format of a test is based on a narrow definition of
language ability, the teaching/learning context is said to suffer from negative washback
(Alderson & Wall, 1993; Brown, 2004). Davies, Brown, Elder, Hill, Lumley, and
McNamara (1999) provide an example: "If, for example, the skill of writing is only tested
by multiple-choice items, then there is great pressure to practice such items rather than
the skill of writing itself." As a result, the purpose of this thesis is to investigate whether
or not this notion holds true in the Thai context.
2.2.3.4 Studies on impact and washback of tests
This section presents several studies that involved students and teachers

that might be affected by high-stakes tests.
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1. Washback effects on students

The issue of the washback effects of high-stakes tests on students has
been studied extensively around the world. Ahmmed and Rahman (2019) review the
studies on washback in language testing and conclude that public examinations influence
students' and teachers' beliefs, attitudes, experience, education, training, personality,
teaching, and learning style. Such positive washback was discovered in Green's (2013)
study, which found that students from China who attempted to enroll in UK universities
received good IELTS scores because the high-stakes test may have influenced and
motivated them to learn. Similar findings on a positive washback effect were found in
Luxia's (2005) qualitative study, where the findings revealed that the main motivation for
students to learn English was to achieve high scores on national examinations.
Furthermore, Sukyadi and Mardiani (2011) and Puspitasari (2020) discovered that the
national entrance examination in Indonesia had a positive impact on students, such as
motivating and driving students to learn English. There is some evidence that students are
motivated to study harder if they know their academic future is at stake. Mons (2009)
states that testing influences student behaviors by increasing the motivation to study.

Although positive washback effects were discovered in the studies
mentioned, they were outweighed by negative washback. According to Mahmoudi
(2015), when preparing students for high-stakes tests, the teaching method was to push
students towards mastering test-taking strategies rather than pursuing English for genuine

learning. Thus, students who were motivated by high-stakes tests were labeled as
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“shallow learners” by Harlen and Deakin (2003) because performance goals, rather than
learning goals, were their primary focus.
2. Washback effects on teachers

Cholis and Rizqi (2018) discovered that the Entrance Examination of
an Indonesian University has positive washback because the teaching pedagogy is not
entirely dependent on the test contents and patterns. However, the negative washback
discovered in this study was that teachers adopted the teaching to the test method, which
included preparing and revising teaching materials to correspond with the tests. Similarly,
Watanabe (2013) investigated the national center test for university admission in Japan.
The test consists of both writing and listening parts designed by the national center for
university entrance examinations and found that the test influenced the improvement of
test preparation materials and finally concluded that the test had positive washback on the
learners and teaching materials. Hence, this study aims to investigate whether any new
materials have been created by the teachers to prepare students for university entrance
examination. Subsequently, how does it affect students’ English learning and testing.

In the same way, Sukyadi and Maridiani (2011) investigated the
washback effect of the English National examination and discovered that the
examinations influenced teachers' time management, subject matter, approach, technique,
and methods of analysis. This study also stated that national examinations influenced
students' learning in the classroom, where teachers required students to practice the test

and improve their test-taking skills. They discovered, however, that the washback varied
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depending on the students' conditions, and they concluded that the national examinations
had both positive and negative washback depending on the context.

Since little is found in the Thai context, this study aims to
investigate the washback of the English national examinations on students’ and high
school teachers in Thailand.

2.2.4 GAT, O-NET, and the 9 Common Subjects as High-Stakes Tests

The General Aptitude Test (GAT), Ordinary National Education Test (O-
NET), and the 9 common subjects are important tests because the results are used to
determine university admission in Thailand. They are important in the lives of students
and provide test impact as well as washback for stakeholders. These kinds of tests are
known to have a negative impact on students because "[d]oing well on a test may mean
that a person can be classified as a success, while doing poorly may mean that he or she
will be classified as a failure™ (Shohamy, 2001). This may cause issues not only for the
students but also for education. In the next section of this chapter, the problems of these
high-stake tests were reviewed. Specific problems such as how the tests may create
problems regarding the test’s fairness, and how the tests have the power to control
education were discussed.

To examine the test’s fairness, the relevance of the construct competence tests
to the curriculum needs to be highlighted. First, O-NET aims to test students’ academic
proficiency according to the Basic Education Core Curriculum B.E. 2551 (A.D. 2008).
This assessment is seen as a compulsory part of graduation for improving teaching

methodology and academic proficiency and also using the assessment for other functions
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such as skill assessing. The English test itself evaluates students in the following areas:
language for communication, language and culture, language and other subject group
relationships, and language, community, and work relationships. According to Baker and
Jaran (2017), O-NET is more compliant with classroom practice and curriculum. The
format of the test is 100% multiple-choice, even though the test maker attempted to add a
written test item in the year 2008 and due to the chaos in marking the test, the testing
format was changed back to pure multiple-choice in the following year and onwards.
Second, GAT is a cognitive aptitude test that measures phonetic coding, language
analytic ability, and memory. GAT’s test items are on reading, writing, vocabulary
knowledge, and English communication. Third, the 9 common subjects, the construct of
this test is similar to GAT which assesses students’ reading, writing, vocabulary
knowledge, and English communication however the 9 Common Subjects is more
heavily focused on reading ability and real-world communication.

To sum up, it shows that the tests are not in line with English language policy
in Thailand is not in line with the tests. As mentioned in section 2.1.1 the Thailand
educational policy is now focusing on Communicative Language Testing (CLT),
however, implementing CLT in the hope of inspiring Thai students to communicate in
English appears to face some challenges due to the language's lack of real-world
application outside of the classroom (Taladngoen, 2019). Because these three high-stakes
tests are created, developed, and administered by a powerful institution, the test maker
has the authority to decide what knowledge is important to society. As a result, in order to

maximize their scores, test-takers frequently alter their behavior to meet the agendas of
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the tests. As a result, these high-stakes tests result in the ability to control education,
which means responding to the tests. Teachers changing their teaching style to teach
small, individualized, and isolated test-size pieces in direct relation to the test are
examples of pedagogical actions (Shohamy, 2001). Knowledge is thus transformed into a
collection of facts, operations, or data that are primarily required for rote memorization in
preparation for the test (Au, 2009).

Supporting this idea of empowering the tests, some studies on the impact of
entrance examinations on students and teachers reported some problems in the tests. For
example, some studies by Kaur, Young, & Kirkpatrick (2016) and Watson Todd (2008),
found that English classrooms in Thailand have been heavily emphasized on grammatical
and lexical knowledge, along with the format of testing that multiple-choice format so it
leads students to rely on cram schools. The change in the university admission system not
only causes stress and emotional illness in students and parents (Bowarnkitiwong, 2002)
but also affects the financial household expenditure (Poovudhikul, 2013; Charoenroop,
2017; Kitcharern, 2019). They claimed that tutoring schools are one of the factors for
students to ensure a seat in elite universities because the format of testing makes it easier
to study to the test (Watson Todd, 2008). Hence, the study aims to investigate the
appropriateness of the English tests of the entrance examinations whether they are
relevant to the policy, too difficult beyond test takers’ abilities, or suitable for university
admission from the views of students and teachers who consider being major

stakeholders in this context.
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2.3 Theoretical Framework

This section reviews and synthesizes the literature that deals with studies within the
concept of critical language testing.
2.3.1 Critical Language Testing
Critical Language Testing (CLT) was developed from the theories of critical
pedagogy and critical applied linguistics to the field of language testing (Lynch, 2001;
Shohamy, 2004). The 15 principles of Critical Language Testing (CLT) are: 1) While
being unbiased, CLT is influenced by a variety of societal issues, like cultural, social,
political, educational, and ideological ones, 2) CLT encourages test-takers to engage in
an active, critical response, 3) Test-takers are seen as political subjects in a political
context by CLT, 4) CLT regards tests as tools in the context of social and ideological
struggle, 5) Questions concerning who or what agendas tests serve arise in CLT, 6) CLT
states that testers must have a greater understanding of the impact of the tests they design
within a broader societal perspective and how those tests are used, 7) CLT considers
assessments of knowledge to be a combination of their measurement and evaluation of
knowledge along with their definition and instruction of knowledge, 8) CLT challenges
the assumptions underlying tests: whose knowledge?, 9) CLT studies the range of
stakeholders' impact and involvement in a testing context, 10) In CLT, tests are
embedded in educational and social systems, 11) Because CLT acknowledges the limited
knowledge of each tester, it is necessary to seek out additional sources of knowledge, 12)
CLT challenges the dominant psychometric traditions, and encourages “interpretive”

approaches to assessment that give users different perceptions and perspectives, 13) CLT
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utilizes this interpretive framework to explain the meaning of test scores. CLT enables a
multitude of interpretations to exist simultaneously, 14) CLT challenges the knowledge
on which tests are based and advocates for a more democratic representation of society's
diverse groups, and 15) CLT questions the primacy of the 'test' as an instrument of
assessment and considers multiple procedures for interpreting an individual's knowledge.
Therefore, CLT aims to explain the dynamics of social power, politics, and practices of
language testing (Cumming, 2004). Furthermore, Shohamy (2001) states that “Critical
testing implies the need to develop critical strategies to examine the uses and
consequences of tests, to monitor power, minimize their detrimental force, reveal the
misuses and empowers of the test takers” (p.132). It is undeniable that tests are powerful
tools that are frequently abused by those in positions of authority to exert control over
powerless stakeholders such as test takers. They are frequently used for disciplinary
purposes as well as to carry out various policy agendas. Hence, Critical Language Testing
encourages those involved in the test, such as test developers, test takers, teachers, and
score users, to question the use of the tests, the materials or knowledge on which they are
based, and to criticize the values and beliefs of the tests.

A better understanding of the social and political role of testing is critical when
considering language testing formulated within the framework of Critical Language
Testing. According to Pennycock (1994), the effects of language learning are not only
educational but also social and political. The act of testing is assumed to be a
representative and a product of cultural, social, political, educational, and ideological

agendas that shape the lives of each participant, teacher, and learner in CLT.
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Furthermore, CLT regards tests as tools that are directly related to levels of success and
are deeply embedded in cultural, educational, and political arenas where ideological and
social forms are in conflict (Shohamy, 1998; 2001). As a result, it is possible to argue that
English national entrance examinations can shape the lives and futures of Thai high
school students.

In conclusion, the present study took advantages of the five main principles of
the framework to run CLT guidelines in the investigation of the impacts of English
national examinations because these five principles are mainly dealt with test-takers who
were the main focus of the present study. Hence, these five principles investigated the
impacts, the consequences, the uses of the tests, the awareness of the test-takers, and their
perception on the English national entrance examinations. The five principles that were
adopted are 1) Principle 1 - While being unbiased, CLT is influenced by a variety of
societal issues, like cultural, social, political, educational, and ideological ones, 2)
Principle 2 - CLT encourages test-takers to engage in an active, critical response since
test-takers are ones who directly affected by tests they should question the use of the tests
and critique their values, 3) Principle 3 - Test-takers are seen as political subjects in a
political context by CLT, in this sense, tests can be seen as economic and political
purposes indicating that test makers have more opportunities created by the test than test-
takers. By opportunities, test-takers referred to test-maker’s commercial gains (Chik and
Besser, 2011), 4) Principle 4 - CLT regards tests as tools in the context of social and

ideological struggle as tests are tools of power that could shape and determine the lives of
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test-takers, and 5) Principle 10 - In CLT, tests are embedded in educational and social
systems — meaning that tests can unfairly determine the outcomes of young Thai lives.
2.3.2 Studies on Critical Language Testing

In this section of this chapter, the previous studies within the concept of
Critical Language Testing were reviewed.

Comparing with several studies on washback and the impact of the tests all
over the world, there have been few studies conducted within the framework of CLT.
Some researchers believe that tests are critical, and they are utilized for control
(Shohamy, 2001; Khan, 2009; Puspawati, 2012; Salehi & Tarjoman, 2017). Shohamy
(1993) analyzed the impact of three national language tests by employing several kinds of
data collection tools, including interviews, questionnaires, document analysis, and
classroom observation. The study found that the tests were used for monitoring,
quantification, classification, standardization, showing authority, imposing punishments,
and control learning. The teachers were to blame or reward students with the results of
the tests. In Shohamy’s (2001) narrative research, the test takers described their
experiences of second language test-taking and what the effects of these tests were on
their lives and future. The results showed that they have low confidence in tests and feel
that testing is separated from real learning and real-life performances.

A study on the nationwide examination in Iran by Salehi & Tarjoman (2017)
found that the agenda of the TEFL MA entrance examination was almost unknown to the

test takers; they claimed that the test is mainly created by politically and educationally
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empowered parties. In other words, the power was not equally shared among all
stakeholders.

In the same way, Takagi’s study (2010) shows that some respondents were not
aware of a test-taker’s rights and responsibilities and simply regarded the entrance exam
as a necessary evil while some respondents complained about the contents of the entrance
examination and its use. It can be concluded that the test takers’ rights were a new issue
in the Japanese context and Japanese students and teachers were not familiar to view
language testing from a critical point of view (Takagi, 2010).

Puspawati (2012) research was on the impact of one of the most powerful
standardized tests — TOEFL. The participants in this study reported that they had been
tested on unfamiliar materials, (e.g., unfamiliar topics) using unfamiliar methods (e.g.,
unauthentic tasks and time limitations), and they also reported that the test results had
been used for purposes that they were not intended to. The participants felt that a test like
the TOEFL test should not be used as a single measurement to make important decisions
on the test-takers’ life. That is in line with Khan’s (2009) and Siddiquil, Sartaj, & Shah’s
(2018) which argued that the English language utilizing as a part of TOEFL did not
mirror the English that had been utilized by the worldwide speakers of the English
language.

To sum up, high-stakes tests have detrimental effects on the test-takers because
the score affects them in many ways. The consequences of tests need to be investigated,
especially for test-takers and teachers. The voices of the test-takers who account their

experiences and perceptions in taking the test are rarely investigated, although they are
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the ones that will be most affected by this test and the use of the score of the test.
Reviews of the related study about test-takers’ perceptions towards the high-stakes test
showed important information about the test and its consequences in the test-takers’ lives.
Since research study of the effects of English national examinations under the framework
of Critical Language Testing could not be found in the Thai context, this study
investigated the test-takers’ perceptions towards the English national examinations. So
that it can contribute to the understanding of the power of the high-stakes tests and their
effects on the test-takers and teachers’ lives in the aspect of social, financial, and

psychological aspects.

2.4 Summary

This chapter represented the review of the literature of the present study. It discussed
the history of English education and university admission in Thailand from the 1990s to
the present followed by studies on impacts of entrance examinations on students and
teachers, next washback, positive and negative washback, test usefulness, test impact was
presented, the theoretical framework as well as critical language testing and studies on
critical language testing were also provided. Although there were quite a few studies
about washback and impact of the high-stake tests, as far as | know there was no research
conducted within the framework of critical language testing in Thailand. Moreover, this
chapter also provided the background of GAT, O-NET, and the 9 common subjects as
high-stake tests in Thailand, along with previous studies on those tests. The chapter

ended with the summary of overall literature review.
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In the next chapter, the details of the research methodology of the present study
such as research design, procedure, setting and population of the study, research

instrument, data collection, and data analysis are presented, respectively.



CHAPTER 3

RESEARCH METHODOLOGY

This chapter begins with the research design, and then the research site and
participants are described. Followed by data collection, and finally data analysis was

discussed in the last section.

3.1 Research Design

In this study, the Critical Language Testing paradigm is adopted not only to
understand behavior, but also to examine social conditions in order to uncover hidden
structures (Cohen, & Morrison, 2000). As described in Chapter 1, the research that deals
with the critical aspects of entrance examinations in Thailand from a critical perspective
is understudied even though the entrance examinations have a significant impact on both
students and teachers and have undergone changes in terms of language policy. That is
the reason why the critical approach was employed for this study and the findings to a
certain extent might reveal students’ and teachers’ unique perspectives and attitudes
towards the entrance examinations, which might be grounds for improving the use of the
tests in university entrance examinations in Thailand.

The objectives of the study were to explore the effects of university entrance

examinations on students’ learning English in high school and high school English
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teachers’ teaching, and to examine the impact of the English national entrance
examinations on students’ higher education and their lives. It means that this study
attempted to describe the perspectives of Thai university students and high school
English teachers towards the national entrance examinations through experiencing in
preparation for taking the tests. Based on those objectives, this study involved
quantitative and qualitative research methods to find possible explanations regarding the
experiences of students’ and teachers’ voices towards the English national entrance
examinations in the Thai contexts.

The current study was grounded in a mixed method research approach. Creswell
(2002) states that the term mixed-methods research is a procedure for collecting,
analyzing, and “mixing” both quantitative and qualitative data at some stage of the
research process within a single study, to gain a better understanding in a research
problem. Mixed methods research is the third major research paradigm, and it aids in
bridging the gap between qualitative and quantitative approaches (Johnson &
Christensen, 2004, 2007). The main theory that underpins mixed methods research is
pragmatism, which states that the most effective approach for answering research
questions is simply "what works" (Cohen, Manion, & Morrison, 2011). To put it another
way, "research methods should be combined in ways that provide the best opportunities
for answering critical research questions” (Johnson & Christensen, 2004, p.15). In fact,
mixed methods study is "an effort to legitimize the use of multiple approaches in
answering research questions, rather than restricting or constraining researchers' choice"

(Johnson & Christensen, 2004, p.17).
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Therefore, both quantitative and qualitative measurements will be useful and
relevant for this study because the significance of the findings might help enhance
integrating both methods (Onwuegbuzie & Leech, 2006). The dual measurement will
help describe the stake holders’ (test takers of these three high stake tests and high school
teachers) contexts, and it will also help explain how English national entrance
examinations affect the life of the test takers and classroom practices for high school
English teachers. In this study, the quantitative data was used to uncover the general
attitude of the participants towards English national examinations. Qualitative data was
given more dominance because it was used to interpret and evaluate the findings in more

details.

Quantitative data

collection &
analysis
|

Qualitative data
collection &
analysis

Compare and
Related

Interpretation

Figure 3.1 Convergent Mixed Methods Design Flowcharts
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3.2 Settings of the study

Settings of interest for this study included two types of setting related to participants’
groups. The first ones are: universities located in four main regions (North, North East,
Central, and South) in Thailand. These sites were selected to answer research question 1,
2, and 4 which aimed to study 1% year university students’ group. The second is public
high schools in one province, Nakhon Ratchasima which allowed the research to recruit
the teachers’ group. To provide background information of the participants, I describe
these two groups of settings and the activities/ practices related to English language

learning / teaching at each setting.

Public Universities

Majority of the participants studies in 7 main universities including Suranaree
University of Technology (country rank no. 9) and Nakhon Ratchasima Ratchabhat
University (country rank no. 118) represented the North Eastern region of Thailand. Two
main universities in Bangkok metropolis Kasetsart University (country rank no. 5) and
Silpakorn University (country rank no. 18) represented the central region. Chiang Mai
University (country rank no. 3) and Maejo University (country rank no. 20) located in
Chiang Mai Province were representatives of Northern region of Thailand, and Taksin
University (country rank no. 31) located in Songkhla province represented the Southern
region of Thailand (Uni Rank, 2021). The rest of the participants’ settings (See Appendix
B) come from various universities across Thailand, and they are placed accordingly in

their regions.
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Table 3.1 Settings of the universities represented group 1

Region University Country Rank
North Eastern Suranaree University of Technology 9

North Eastern Nakhon Ratchasima Ratchabhat University 118
Central Kasetsart University 5
Central Silpakorn University 18
Northern Chiang Mai University 3
Northern Maejo University 20
Southern Taksin University 31

Source: https://www.webometrics.info/en/Asia/thailand?sort=asc&order=Excellence%20Rank%2A

All students from universities mentioned above had a selective admission policy
based on entrance examinations and students' past academic record and grades. The
admission system consisted of five rounds. The first, which began in late November,
required students to submit their “portfolio”, the second round was a “quota round”, in
which the students were selected based on specific qualification or with special talents.
These two rounds did not require written exams but their accumulated grade point
average (GPAX). The third round involved a central examination (GAT) with each
student choosing four possible subjects without ranking their preferred order. The fourth
round consisted of another central examination (the 9 common subjects) with each
student choosing another four courses, now ordered by preference. Lastly, the final round

of direct admission featured different criteria for each university.

High Schools
The selected sites of this study are state high schools located in Nakhon Ratchasima
Province, Thailand (in this study they are named under pseudonyms). Five of the schools

selected are located in Mueang Nakhon Ratchasima district, where they represent urban
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schools. And the rest (9 schools) from the outskirts of the province represent rural
schools. The aim of this school selection is to investigate teachers’ opinions teaching in
different school locations where both groups would encounter the inequity of the
available resources, all the teachers are qualified teachers managing under the jurisdiction
of the Ministry of Education. To be more specific about its’ surrounding context, Nakhon
Ratchasima is Thailand’s largest province, situated in Northeastern Thailand,
approximately 260 kilometers northeast of Bangkok (Tourism Authority of Thailand,

2019). Total population of the province is 2,482,900 (City Population, 2019).

Table 3.2 Setting of the schools Bresented group 2

No. of English teachers teaching in

District Number of schools in the district .
Yy I S % high school level
Muang District 5 102
Other districts ol \ 4 112
Total 14 214

3.3 Participants of the Study

There are two groups of participants: 1) 1 year university students, and 2) high
school English teachers. In relation to the former, 1% year university students are chosen
as the sample of this study for two main reasons. First, it is important to select
participants that have certain characteristics in common that relate to the topic of the
target sampling. What considers an important characteristic is experience in taking
English national examinations or having been through the process of university
admission. The experience of taking the English national tests is very crucial for this

study since it was the main data to be analyzed in order to investigate their perception
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about the test. The second reason to choose 1% year university students as the sample of
this study is because they are assumed to be more familiar with English national tests and
the process of university admission. Their background knowledge about these tests is
expected to be able to provide a richer data about their perception towards the English
national examinations.

Purposive sampling and snowball sampling were used to select the participants of
each university. As Medenda and Mugenda (1999) stated that purposive sampling is a
sampling technique that allows a researcher to use cases that have the required
information with respect to the objective of the study. Moreover, snowball sampling is
undertaken when a qualified participant shares a characteristic with other subjects similar
to them who qualify for the target population (Berg, 2006).

3.3.1 First Year University Students (Group 1)

3.3.1.1 Number of participants

Originally, as approved in the thesis proposal, the requirement to
conduct this study was 150 students of which 30 students would be selected from a
university located in each region. At the beginning of the main study, the survey
responses were mostly from the universities in the south followed by the northeast, a few
in Bangkok but none from the north. However, the total number of the participants was
greater than 150. Even though the research questions did not aim to investigate students’
attitude among students in each region, the researcher, after consulting with the advisor,
regarded this data not meaningful enough. Therefore, a supplementary voice by two

experts in statistics was given that the participants in this study should be around 1,000
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students to reflect the voice of nationwide 1% year university students. Obtaining such
great number of participants especially in COVID-19 pandemic was not easy but
particularly challenging. The research had faced many problems and difficulties in
accessing the research sites and the participants. The researcher employed various
methods in gathering participants including posting on Facebook pages, Twitter and
Instagram users related to admission system news, and asking for cooperation from
university’s instructors. However, the number of participants obtained from each region
was still unbalanced. The ratio of the participants from the Central: Northeast: North:
South was 22:18:1:30. At the end, a courtesy letter requesting to collect data signed by
the Dean along with hardcopy survey questionnaires were mailed out to universities in
northern Thailand to fill up the missing data. Therefore, at the end of January 2021 the
researcher was able to collect the data of 927 students.

A total of 927 1% year university students in academic year 2020: 236
were males, 678 females and 4 LGBTSs. 229 students of the participants are studying in
the universities in the Central region of Thailand, 139 students from the universities in
Northern of Thailand, 185 from the universities in North East, and 374 of them study in

the universities in the South of Thailand.

Table 3.3 Number of participants Group 1

Region Number of participants Percent
Bangkok 229 24.7%
North East 185 20.0%
North 139 15.0%
South 374 40.3%

Total 927 100%
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3.3.1.2 Round of university admission

The data revealed that 278 of the participants were admitted in round 1
(portfolio), 294 in round 2 (direct quota), 164 in round 3 (co-direct admission), 133 in
round 4 (admission system) and 58 of them in the last round (direct admission). Hence,
the majority of the participants were admitted in round 1 and round 2. Since the majority
of the participants admitted in the university was from round 1 and round 2 in which
these 2 rounds did not required scores from GAT, O-NET, and the 9 common subjects
and taking these 3 tests is not compulsory. Therefore, the majority of the participants may
not have these 3 tests-taking experiences, their perceived test value may not be as
accurate as those who were admitted in round 3-5.

3.3.2 High school English teachers (Group 2)
3.3.2.1 Number of participants

At the beginning 120 high school English teachers in Nakhon
Ratchasima province were aimed to be collected in order to meet the statistical number.
The data collection started in the beginning of September 2020, which was in the period
of COVID19 pandemic, but by the end of September 2020, the number of questionnaire
responses not only did not reach the statistic number but were also much lower than
expected (31 responses). Collecting data over the course of the COVID19 pandemic was
tough because the schools were delayed in opening their first school term resulting in
scraping of school break during October. Hence, the workloads were on the teachers such
as adapting to teaching online and teaching more courses as they had to break down the

number of students in classes. After several methods of approaching participants, the
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researcher was able to obtain data from 108 high school English teachers at the end of
January 2021. The number met the appropriated size according to calculation.

Overall, the participants of the high school English teachers in Nakhon
Ratchasima Province in Thailand included 108 teachers: 25 males, 81 females and 2
LGBTSs. 95 of them taught at state schools, 10 teachers taught at private schools and 3
teachers taught at other types of schools.

3.3.2.2 Experience in teaching English

In terms of experience in teaching English 39 teachers had 3-10 years’
experience, 18 teachers had 11-20 years, 27 teachers had 21-30 years and 24 teachers had
more than 30 years of experience in teaching English. The number of teachers in each
rank of experience was slightly different, the most responsive teachers (36.1%) were

those who had the least experience in teaching English.

3.4 Data Collection Methods and Procedures

There were three sources of data used in the study: a structured questionnaire
measuring students and teachers’ perception; open-ended questionnaire gathering further
information on students and teachers’ opinions; and in-depth interview in support to get

more insight in detail in support of other findings.
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Table 3.4 Instruments for the present study

Research Questions Data Collection Type of Data
1. What are the attitudes of 1st year university Structured Quantitative,
students and high school teachers towards the Questionnaire, Qualitative
English national entrance examinations through In-depth interview

the lens of critical language testing?

2. What are 1% year university students’ perspectives Open-ended Qualitative
of the English national entrance examinations on Questionnaire
their learning English in high school?

3. What are the high school English teachers’ Open-ended Qualitative
perspectives of the English national entrance Questionnaire
examinations on their teaching in English
classrooms?

4. How do university students and high school In-depth Interview Qualitative
English teachers perceive the value and the use of
English national entrance examinations in relation
to their future education and lives?

3.4.1 Structured questionnaire

The purpose of employing questionnaires was to gain holistic views of a large
number of participants’ perspectives towards English national examinations issued by a
national testing institute. The tests are considered standardized and are mandatory for all
students. For this study, the structured questionnaires were adopted from Shohamy
(2001) and adapted from Takagi’s (2010). Item 1, 2, 3, 4, 8, 6, and 11 of Takagi’s open-
ended questions were adapted to structured questionnaires and open-ended questionnaires
of this research (see Appendix C for Takagi’s version). The questions that were chosen
would have significant relationship to the Critical Language Testing paradigm (Shohamy,
2001) which concerned the factors affecting the behaviors, the learning/ teaching in their
classrooms, and the attitudes of Thai upper-secondary school students and high school

teachers in preparation for entrance examinations. The adapted structured questionnaires
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were designed in Thai to avoid any problems that may occur due to language barrier.
They were then piloted before implementing in the main study.

To investigate students and teachers’ attitude, items were formed according to
the principles of Critical Language Testing (CLT), that is, first, CLT is not neutral, but is
shaped by cultural, social, political, educational, and ideological agendas, secondly, CLT
encourages an active, critical response from test-takers since test-takers are ones who
directly affected by tests they should question the use of the tests and critique their
values, thirdly, CLT views test-takers as political subjects within a political context, in
this sense, tests can be seen as economic and political purposes indicated that test makers
has more opportunities created by the test than test-takers, fourthly, CLT views tests as
tools within a context of social and ideological struggle as tests are tools of power that
could shape and determine the lives of test-takers, and lastly, CLT perceives the
embeddedness of tests within social and educational systems, meaning that tests can
unfairly determine the outcomes of young Thai lives.

1. The pilot study (see Appendix D)

The experimental questionnaire was conducted during February 2020 at a
university in Northeastern Thailand and a school in Northeastern Thailand. Piloting is
essential to ask respondents or colleagues who understand the purpose of the
questionnaire to review it in order to improve it (Genesee & Upshur, 1996; Wellington,
2000). The purpose of the pilot study was to discover weaknesses in the questionnaire
and whether it was feasible for the main study. The pilot was tested on 3 groups: high

school students, 1% year university students, and high school English teachers.
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The pilot study suggested that the questionnaire needed to be adjusted.
Some words/terms were rewritten and adjusted into simple and meaningful Thai. In
addition, avoiding 2 questions in one item, therefore, the researcher separated the
question and added more items to the questionnaire. Moreover, the permission to contact
high school / universities for collecting data was be made formal by providing an official
letter from the university.

2. The final questionnaire (see appendix E and F)

There were two types of questionnaires: first, online questionnaire created
on Google Form, and secondly, on hardcopy. The questionnaires for both groups
composed of 3 sections — the 1% section was a consent form, the 2" section composed of
the background information of the students: sex, type of previous school, current
university, round of admission and for the teachers: sex, years of teaching, type of school
teaching, and number of years of teaching English. The 3" section led to answer the
research question no. 1. For Group 1, the questionnaires consisted of 20 questions, and
Group 2, consisted of 17 statements written in a Likert scale type with the scale type
ranking form “strongly agree” to “strongly disagree”. Number 5 was assigned “‘strongly
agree”, number 4 “agree”, number 3“neither agree nor disagree”, number 2 “disagree”,
and number 1 “strongly disagree”.

3. Questionnaire procedures

Group 1 (1t Year university students) — during September 2020, the

questionnaires were posted on social media platforms including Facebook pages, Twitter,

and Instragram that professionally and officially related to admission system news to
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attract participants with the same target group. Then they were asked to forward the
questionnaires to participants who share the characteristics. Moreover, online
questionnaires were distributed to students in English classrooms with the cooperation of
the teachers in each university.

By the end of September 2020, the number of the participants was over 150.
However, that number was meaningless as there were zero responses from students in the
universities in northern of Thailand. Hence, an expert in statistics suggested that to reflect
the opinions of 1 year university students nationwide, and to make the study valid and
reliable, a minimum of 1,000 students should be obtained. Therefore, hardcopy
questionnaires were also distributed to 5 universities in all regions with the cooperation
from administrators and university teachers in each university.

Due to the outbreak of COVID-19, all universities switched to
teaching/learning online, hence contacting students in person made it even more difficult.
Therefore, at the end of November 2020, the number of participants group 1 was about
700. In order to achieve data of sufficient quality, the researcher considered hiring a
research assistant as it would be necessary to use for a particular survey. The process of
collecting data was ended in January 2021 and the number of participants was 927 which
is 518% increasing, compared to the original number proposed in the thesis defense.

Group 2 (High school English teachers) — online questionnaires were
distributed to schools that were randomly selected. By the end of September 2020, it
turned out that the number of questionnaire responses not only did not reach the statistical

number but far below expected (31 responses). In October 2020, despite the outbreak of
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COVID-19 the researcher recruited new procedures of approaching the participants group
2. First, by personally approaching 8 schools which are in Mueang Nakhon Ratchasima
and nearby districts including Chok Chai, Phimai, Dan Khun Thod, and Kham Talay Sor
district. Second, for the rest of selected schools which were located in the outskirts of the
province, registered mails with prepaid return envelops were sent along with a courtesy
letter requesting to collect data signed by the Dean of Institute of Social Technology,
SUT.

Although the official letter from the Dean was provided, the researcher was
only able to meet the head of Foreign Language Department of some schools in person.
In most schools the questionnaires were only accepted at the school administrative office
and the researcher was asked to pick up the survey a week later. However, at the first
attempt to collect the completed survey from the schools, the returned rate was
approximately 15-30% (3-6 responses off 20 given) and the researcher was asked to go
back another week later. The reasons they gave were that they were assigned large
amounts of non-teaching related work (such as evaluating government programs and
administration) giving them limited time to complete the questionnaires.

On the whole, 20 sets of questionnaires were distributed to each school all
together 16 schools. By the end of November 2020, of all the 320 questionnaires
distributed, only 62 questionnaires were returned by post. Together with the number of
responses online in September 2020, the researcher was able to collect all the data for the

teachers’ group and met the statistical number.
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3.4.2 Open-ended questionnaires

To answer research question no. 2 and 3, open-ended questionnaires were
employed. The modified version of Takagi’s (2010) and Shohamy (2001) in Thai
language, and then back translated it into English. The questionnaires for the students
were 1 page in length. It had 4 open-ended questions to which the participants were asked
to respond as expansively as possible. These questionnaires were validated by 3 experts
on EFL education in Thailand by using Item Objective Congruence (IOC) index (see
appendix I and J).

Since there is always ambiguity in how to interpret what a respondent means in
answer to a questionnaire, — it is always reasonable to ask further what a person meant
by answering the question in the way that he or she did (Pring, 2000). Thus, a follow-up
interview was conducted after completion of the questionnaire survey.

1. The pilot study

The teachers’ pilot study was conducted at the same time as that of the
student, the results of the pilot study suggested that the open-ended questionnaires be
increased from two questions to four to encourage an active critical response from test
takers from the Critical Language Testing point of view.

2. The final questionnaire (see appendix G and H)

Like the structured questionnaires, open-ended questionnaires were created
in both online via Google Form and a hardcopy version. There were four questions for

each group, each question was asked whether the participants known or encountered the
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situation with a check box of yes or no. Followed by blank lines where the participants
allowed to respond to questions in their own words and provide more detail.
3. Questionnaire procedures
Participants’ response rate of both groups was given on the table 3.6 below.

The themes of data analyzing were based on number of responses.

Table 3.5 Participants’ response rate of open-ended questionnaires

Question Group 1 Group 2
(the first year university students) (the high school English teachers)
No. of No. of ~ Response No. of No. of Response
participants participants rate participants participants rate
response to response to
question question
1 622  671% 86 79.6%
2 927 642 ©69.3% 108 75 69.4%
3 603  65.0% 80 74.1%
4 594 64.1% 72 66.7%

3.4.3 In-depth Interviews

The in-depth interview was used as a supplementary resource to the survey
result in order to gain a better insight into the participants’ thought, attitude, and emotions
towards the tests. This type of interview was employed to collect data because it provided
an opportunity to collaborate with participants to raise their awareness and empower
them. The advantage of the interview was that it provided much more detailed
information than what was available through other data collection methods. It also
provided a more relaxing atmosphere so that participants could feel more comfortable
having conversation with the researcher and this enabled researchers to convey the views

of participants to the reader of the research report faithfully (Boyce & Neale, 2006).
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Some questions which were asked were those questions from structured

questions and open-ended questions as their comments may not be sufficient to reflex

their opinions, moreover emergent questions were asked according to the responses’

answers to make the interview process flow. Therefore, some sample questions that

included in the in-depth interview were as the following:

1.

2.

10.

What do you think about the current admission system?

Do you think is it necessary to have that many tests to test students’
English skills?

How do you think the admission system can be improved?

Should teachers and students be involved in the process of developing the
test?

How soon do you know before each admission system has changed?

Do you think the current admission system gives an equality and fairness

among students?

. Are you aware of the rights of the test takers?

What is your opinion about an inaccuracy in marking the test score in
academic year 2020?

Is the level of difficulties in GAT/ O-NET and the 9 Common Subjects
appropriate for national entrance examinations?

In what ways that English national entrance examinations help you in your

university life / professional life?
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Group 1 — there were 22 participants (see Table 3.6) selected by purposive
sampling. The students were selected according to their strong opinions in survey
questionnaires, and some with ambiguous answers. Two of them were interviewed in
person, and the other three were done by Line video call, the rest of the students (17

students) were interviewed via Zoom application.

Table 3.6 Data of the student interviewees

No. Name University

S1 Arthip Taksin University

S2 Nok Taksin University

S3 Wan Khon Kaen University

S4 Nan Khon Kaen University

S5 Jip Khon Kaen University

S6 Waranya Mae Fah Luang

S7 Chai Mae Fah Luang

S8 Som Chaing Mai University

S9 Fah Chaing Mai University

S10 Saranya Mae Fah Luang University

S11 Pan Silpakorn University

S12 Yok Silpakorn University

S13 Film Silpakorn University

S14 Pim Silpakorn University

S15 Toey Silpakorn University

S16 Aum Silpakorn University

S17 Earn Boromarajonani College of Nursing Khon Kaen
S18 Muk Nakhonratchasima Ratchabhat University
S19 Nut Mahidol University

S20 Orchid Panyaphiwat University

S21 Nui Suranaree University of Technology
S22 Cherry Kasetsart University

Group 2 — 10 high school English teachers (see Table 3.7) were purposively
selected to be interviewed based on their years of experience in teaching English. The

interviewed took place at their schools and three of them were done via Line video call.
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Table 3.7 Data of the teacher interviewees

Name School Years of Experience
T1 School A 33
T2 School A 21
T3 School A 20
T4 School B 3
T5 School C 25
T6 School C 5
T7 School C 21
T8 School D 18
T9 School D 11
T10 School E 22

Interview Procedures

The interviews took place during January and February 2021 at the
participants’ convenience. Each interview at that time for each group lasted around 20-30
minutes. Each participant was informed that their personal information would be kept
confidential, their name would be known to the researcher only and all the names used in
the study would be pseudonyms. They also provided the researcher contact details for
further inquiries. The participants were reassured of anonymity, confidentiality, the right
to withdraw at any point in the study and that the data would only be used for research

purposes.

3.5 Data Analysis

3.5.1 Quantitative data analysis
The completed questionnaires were analyzed through descriptive statistics

using Statistical Package for Social Sciences (SPSS 26.0) software package. The
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computed results were presented in terms of descriptive statistics: percentage, means and
standard deviations. There were five levels of agreement in the questionnaires.
5 = Strongly Agree
4 = Agree
3 = Neither agreed nor disagree
2 = Disagree
1 = Strongly Disagree
The mean evaluation is based on the following formular:
(Maximum score — Minimum score) / number of scales = (5-1)/5 = 0.8
The criteria of the mean evaluation will be:
The mean values from 4.21 to 5.00 are interpreted as strongly agree.
The mean values from 3.41 to 4.20 are interpreted as agree.
The mean values from 2.61 to 3.40 are interpreted as neither agree nor
disagree.
The mean values from 1.00 to 1.80 are interpreted as strongly disagree.
3.5.2 Qualitative Data Analysis
The interpretive process of analyzing qualitative data includes transcribing,
reading, and coding data, categorizing the data and checking interpretation with
participants. Analyzing qualitative data is also a process of obtaining meaning. It is a
creative process and researchers need to extract meaning from raw data (Esterberg,

2002).
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The qualitative date: words, phrases, and sentences obtained from the in-dept
interview which were record by Zoom application, HUWAI 07P recording application,
and Line application, were preceded into 4 steps. Step 1, transcribed and coded by
organizing the information into meaningful categories. In this process, similar topics
were clustered. Step 2, the data was assembled into categories, themes and patterns were
recognized and identified into related research questions. Step 3 compared data with
quantitative data, and step 4, interpret and merged data. Triangulating the data of the
students’ and teachers’ responses helped determine areas of agreement or divergence
(Guion, Diehl, & McDonald, 2011).

The researcher revisited the audio-recorded interviews and recalled the
previously analyzed interviews three months later for the purposes of examining the
reliability of the interview data. It was intended to ensure that | was in accordance with
the analytical criteria. Approximately 98 percent of the content was agreed upon. In
addition, a research assistant was brought in as second coder to look over a sample of the
interviews. Approximately 95 percent of the sample agreed. Chapters 4 summarize and

report on the main study interview data.

Table 3.8 Process of data collection and data analysis of the present study

Quantitative Data Qualitative Data
Step 1 Data Collection Survey Data Written answer, video, and voice records
Step 2 Data Analysis Analysis using SPSS Qualitative content analysis by transcribing,

reading and coding data

Step 3 Compare and Merge ~ Comparing data from the quantitative and qualitative data analysis and
Results merged results

Step 4 Interpret Results Interpret the results
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3.6 Summary

In order to obtain data of 1% year university students and high school English
teachers’ perceptions towards the English entrance examinations in Thailand, a mixed-
method research design was used in this study. 927 1% year students from nationwide
universities in Thailand, and 108 high school English teachers participated in this study
for the survey questionnaires. The structure questionnaires were written in a 5-point
Likert scale type. There were 20 items for participant group 1 and 17 items for
participants group 2. Then 4 open-ended questions were asked for the participants
respond as expansively as possible. The participants in the in-depth interview were
purposively chosen. Each interview took approximately 20-30 minutes via Zoom
application, Line application, and face-to-face interview. The recorded data, then, was
transcribed for analysis for further interpretation. Findings based on the data will be

reported later in Chapter Four.



CHAPTER 4

FINDINGS AND DISCUSSION

This chapter is aimed to provide results and discuss the answers from the 1% year
university students and high school English teachers’ voices to four main research
questions. Firstly, what are the attitudes of 1% year university students and high school
teachers towards the English national entrance examinations through the lens of critical
language testing? Secondly, what are 1% year university students’ perspectives of the
English national entrance examinations on their learning English in high school? Thirdly,
what are the high school English teachers’ perspectives of the English national entrance
examinations on their teaching in English classrooms? Lastly, how do university students
and high school English teachers perceive the value and the use of English national
entrance examinations in relation to their future education and lives? Three research
instruments were employed to determine the answers. The main instrument for collecting
data was the structured questionnaire, while the open-ended questionnaire and in-depth

interview were considered supplementary sources of data.

4.1 Background Data of the Participants

There were two groups of participants: 1) 1% year university students, and 2) high

school English teachers. For the 1% group, the background data revealed general
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demographic characteristics of the Thai university 1% year students in terms of their
personal backgrounds, types of high schools, program studied in high school, round of
university admission, and university regions. For the 2" group, the background data
revealed general demographic characteristics of the high school English teachers in terms
of their personal backgrounds, years of experience in teaching English, and types of
schools they were teaching.
4.1.1 Background data of group 1 (1st year university students)

The participants of the 1" year students were included 927 students (see table
4.1): 236 were males, 678 females and 4 GBTs. 751 participants graduated high school
from state schools, 159 from private schools and 17 of other types of schools. The data
revealed that 278 of the participants were admitted in round 1 (portfolio), 294 in round 2
(direct quota), 164 in round 3 (co-direct admission), 133 in round 4 (admission system)
and 58 of them in the last round (direct admission). 229 students of the participants study
in universities in the Central region of Thailand, 139 students from universities in
Northern of Thailand, 185 from universities in North East, and 374 of them study in

universities in the South of Thailand.

Table 4.1 Demographic data of 1% year university students’ group

Choice N Valid % Accum.
Gender Male 236 255 255
Female 678 74.1 96.4
Other 4 0.4 100.0
Type of high schools State schools 751 81.0 81.0
they graduated from Private schools 159 17.2 98.2
Other 17 1.8 100.0
Round 1: Portfolio 278 30.0 30.0
Round of university Round 2: Direct Quota 294 31.7 61.7
admission Round 3: Co-Direct Admission 164 17.7 79.4
Round 4: Admission System 133 14.3 93.7

Round 5: Direct Admission 58 6.3 100.0
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Table 4.1 Demographic data of 1% year university students’ group (Cont.)

Choice N Valid % Accum.
Central 229 247 24.7
University Region North East 185 20.0 44.7
North 139 15.0 59.7
South 374 40.3 100.0

4.1.2 Background data of group 2 (high school English teachers)
The participants of the high school English teachers in Nakhon Ratchasima
Province in Thailand were included 108 teachers (see table 4.2): 25 males, 81 females
and 2 LGBTSs. 95 of them taught at state schools, 10 teach at private schools and 3 at the
others. In terms of experience in teaching English 39 teachers had 5-10 years’ experience,
18 teachers had 11-20 years, 27 teachers had 21-30 years and 24 teachers had more than

30 years of experience in teaching English.

Table 4.2 Demographic data of high school English teachers’ group

Choice N Valid%  Accum.
Gender Male 25 23.1 23.1
Female 81 75.0 98.1
Other 2 1.9 100.0
Type of high schools they graduated from State schools 95 88.0 88.0
Private schools 10 9.3 97.2
Other 3 2.8 100.0
Years of teaching experience 5-10 years 39 36.1 36.1
11-20 years 18 16.7 52.8
21-30 years 27 25.0 77.8
More than 30 years 24 22.2 100.0
Highest Educational Level Bachelor’s degree 74 68.5 68.5
Master’s degree 34 315 100.0

Doctoral degree - 0 100.0
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4.2 Attitude towards the national English examinations

In response to research question 1: what are the attitudes of 1st year university
students and high school teachers towards the English national entrance examinations
through the lens of critical language testing?, five emerging themes of students and
teachers’ attitudes towards the national English examinations are: 1) attitude towards the
impacts of test preparation on their learning/ teaching, 2) attitude towards fairness and
test usefulness of TCAS system, 3) critical views towards the rights of a test-taker, 4)
Appropriateness of English entrance examinations as assessment tools, and 5) influence
of English national examinations on students and teachers’ psychological and social
aspects. The findings from participants of both groups from survey data and open-ended
questionnaires, and the in-depth interview are presented into categories below.

4.2.1 Attitude towards the impacts of test preparation on their learning/ teaching

Test impact refers to the effects that a test may have on individuals, policies, or
practices, within the classroom, the school, the educational system, or society as a whole
(Tsagari & Cheng, 2017). As Frederiksen and Colllins (1989) state that the behavior of
students and teachers are more likely to be influenced by tests. The findings below (Table

4.3) demonstrated the students’ attitude towards the impacts of the test on their learning.
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Table 4.3 Mean scores, standard deviation, and percentage of students’ experience of
preparing for the university entrance examinations

Frequency and Percent

Questionnaire Number Strongly o Neither R Strongly M S.D. Meaning
disagree isagree zijg'ree nor gree Agree
isagree

1. English classes that | 24 (2.6%) 100 275 338 189 3.61 1.01 Agreed
took in high school (10.8%) (29.7%) (36.5%) (20.4%)
aimed to prepare me
for the English
national entrance
examinations. n

2. The lessons in the last 19 67 201 356 282 3.88 1.00 Agreed
year of high school (2%) (7.2%)  (21.7%) (38.4%) (30.4%)
mostly aimed to teach
to the test. | |

3. The school has hired an 206 223 245 157 95 2.69 1.27  Neither
English tutor from (22.2%) (24.1%) (26.4%) (23.1%) (20%) agreed nor
cram schools to disagreed
prepare the students
for the tests. ry A w

4. English lessons in 69 (7.4%) 91 204 (22%) 278 284 3.67 1.22  Agreed
classrooms alone were (9.8%) (30%)  (30.7%)
enough for me to do
the test for the English
national entrance
examinations.

5. | prepared myself for 127 137 264 214 185 3.21 1.30 Neither
the National entrance  (13.7%) (14.8%) (28.5%) (23.1%) (20%) agreed nor
examinations by disagreed
studying with a cram
school.

1. The 1% year university students’ responses
The data proved an agreement from 638 students (68.8%) on the lessons in
their high school last year was mostly aimed to teaching to the test (Q.2). While 19
students (2%) strongly agreed with this. The mean score of this statement was 3.88
indicated that most of the participants agreed on this statement. Consequently, data on
Q.4 showed that 562 students (60.7%) agreed that learning English in their classes was

enough for them to do the English national entrance examination, although 69 students
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(7.4%) strongly disagreed. The mean value was 3.67 showed that most of the participants
agreed that studying in conventional English classes was sufficient for entering the
national entrance examinations.

Moreover, the frequency in the first row indicated that 527 students (56.9%)
agreed that the English classes in high schools aimed to prepare them for the national
entrance examinations with the mean score of 3.61 and 1.01 standard deviation. While 24
students (2.6%) strongly disagreed with this remark. The mean score of this statement
was 3.61 indicating that overall participants agreed that preparing for the national
entrance examination was mainly aimed in their high school English classrooms.

In addition, the majority of students (245 students/ 26.4%) neither agreed
nor disagreed that their schools employed a tutor from cram schools to prepare them for
the test (Q.3). However, the figures for all the answers given were nearly the same, hence
this statement will be further explained in the open-ended questionnaire and in-depth
interview. Thus, the results of Q. 5 indicated that although 264 students (28.5%) neither
agreed nor disagreed that they had attended a cram school to prepare themselves for
English national entrance examinations, 399 students (43.1%) agreed that they sought
help from cram schools.

The following table (Table 4.4) showed the teachers’ attitude towards the

impacts of the test on their teaching.
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Table 4.4 Mean scores, standard deviation, and percentage of high school English
teachers’ experience of preparing for the university entrance examination

Frequency and Percent

Questionnaire Number Strongly . Neither Strongly M S.D. Meaning
: Disagree agree nor Agree
disagree di Agree
isagree
1. I am aware of the 0 0 12 29 67 451 0.69 Agreed
importance of English (0%) (0%) (11.1%) (26.9%) (62%0)

national examinations,
and have designed the
lesson to prepare them for

the tests. |, |
2. The lessons in the last 0 6 13 51 38 412 0.81 Agreed
year of high school (0%) (5.6%) (12%)  (47.2%) (35.2%)
mostly aimed to teach to
the test. | i
3. The school has hired an 7 16 11 35 19 3.77 1.26 Agreed

English tutor from cram (6.5%) (14.8%) (10.2%) (32.4%) (36.1%)
school to prepare the
students for the tests.

4. Students/ parents/ or the Y L) 46 22 32 3.72 0.97 Agreed
principal have asked me (0%) (7.4%)  (42.6%) (20.4%) (29.6%)
to teach to the test. iy

5. GAT, O-NET, and the 9 0 1 20 40 47 4.23 0.78 Agreed
common subjects have (0%) (0.9%)  (18.5%) (37%) (43.5%)
affected the way | teach
in which I have to design
extra courses especially
for the tests.

2. The high school English teachers’ responses
The frequency of Q. 1 indicated that 96 teachers (88.9%) admitted that they
were well aware of the importance of the English national examinations therefore they
designed the lessons to prepare the students to do the tests. Only 12 of them (11.1%)
neither agreed nor disagreed on this statement while none of them disagreed on this. 4.51
was the mean value which revealed that most of the participants agreed on this remark.
Moreover, the findings of Q. 2 showed that 89 teachers (82.4%) agreed that

English lessons in the last year of high school aimed to teaching to the tests and none of
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them strongly disagreed to this remark. The mean value of this item was 4.12, proving
that overall participants agreed on this statement which is in line with the students’
results. Furthermore, 54 participants (64.5%) agreed that their schools had hired an
English tutor to give supplementary lessons for the last year students. This statement was
in high contrast with the students’ results. Therefore, further results were given in the
open-ended and in-depth interview.

In addition, 80.5% of the participants (87 teachers) agreed that GAT, O-NET
and the 9 common subjects had affected the way they taught which meant they had to
design special lessons to prepare their students to do the test. And none of them
disagreed. The mean value of this item was 4.23 meant that most of the participants
agreed on this statement. Lastly, there were 46 teachers (42.6%) who neither agreed nor
disagreed that the other stakeholders (students/ parents/ principles) had asked them to
teach to the test, even though 54 of them (50%) agreed on the statement. The mean score
of this statement was 3.72 showing that more participants agreed on this remark than did
not.

4.2.2 Attitude towards fairness and test usefulness of TCAS system
The social dimension of a test includes the consideration whether the
inferences made from the test score are meaningful, useful, or appropriate for the students
(Broadfoot, 2005). In addition, one of the aspects of consequential validity is to test
fairness. All assessments should be able to provide the opportunity for the test-taker to

demonstrate his or her abilities and maximize their potential (Brown, 2004).
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1. The Structured Questionnaires
The findings of survey questionnaires below (Table 4.5) demonstrated the
students’ attitude towards the fairness and usefulness of the English entrance

examinations and TCAS system.

Table 4.5 Mean score, standard deviation, and percentage of students’ attitude towards
the fairness and usefulness of the English entrance examinations.

Frequency and Percent

Questionnaire No. Strongly Disagree Neither ~ Agree Strongly , S.D. Meaning
Q) disagree agree nor Agree o
disagree
7. The areas of testing in GAT, 21 (23%) 64 279 326 236 3.750.99 Agreed
O-NET, and the 9 Common (6.9%) (30.1%) (35.2%) (25.5%)

Subjects are relevant with
the content | had learned in
classroom.

8. I have never learned the 342 175 209 123 75(8.1%) 2.36 1.32 Disagreed
content tested in GAT, O- (36.9%0) (18.9%) (22.5%) (13.3%)
NET, and the 9 Common
Subjects in classroom.

10. I’m aware of the objectives 17 (1.8%) 57 224 363 265 3.870.96 Agreed
of GAT, O-NET, and the 9 (6.1%) (24.2%) (39.2%) (28.6%)
Common Subjects.

11. I think the admission "15(1.6%) 72 286 292 259  3.77 1.00 Agreed
system is too complicated. (7.8%)  (30.9%) (31.5%) (29.7%)

12. I have to take the tests 28 89 304 238 267 3.681.08 Agreed
more than necessary. (3%) (9.6%) (32.8%) (25.7%) (28.8%)

13. These 3 tests (GAT, O- 25(2.7%) 100 360 295 146 3.47 0.97 Agreed
NET, and the 9 Common (10.8%) (38.8%) (31.8%) (15.7%)

Subjects) are appropriate for
university admission.

1.1 The 1%t year university students’ responses
There were 628 students (67.8%, see Q. 10) who were aware of the

objective of GAT, O-NET, and the 9 Common Subjects. While only 17 students (1.8%)
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strongly disagreed on this point. The mean value was 3.87 indicating that most of the
participants understood the three tests’ objective. In addition, 551 students (61.2%)
thought that the admission system was too complicated (Q.11) In addition, the findings of
their opinions towards the relevance of contents learnt and contents taught were that 562
(60.7% see Q. 7) of the students claimed that they had learnt the contents in their classes.
This was in line with the findings of its counterbalance (Q.8) which revealed that they
517 (55.8%) disagreed that they had not learnt the contents tested in their classes.

Moreover, 505 of them (54.4%) agreed that they had to take more tests
than necessary (Q.12). with the mean value of 3.77 and 3.68 respectively meaning that
participants mainly agreed on this statement.

However, according to Q. 13, the majority of the students which were
360 students (38.8%) neither agreed nor disagreed that GAT, O-NET, and the 9 Common
Subjects were appropriate for English entrance examinations, although 414 of them
agreed that these 2 tests were appropriate. Since the figures showed indifference further
discussion will be made in the open-ended questionnaire and the in-depth interview.

The following table (Table 4.6) showed the high school English
teachers’ feeling towards the entrance examinations and the influence of the

examinations on their teaching English.
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Table 4.6 Mean scores, standard deviation, and percentage of high school English
teachers’ feeling towards the entrance examinations and the influence of the
examinations on their teaching English.

Frequency and Percent

Statements (T) Strongly Neither Strongly M S.D. Meaning
. Disagree agree nor Agree
disagree di Agree
isagree
6. The area of testing in GAT, 3 28 39 17 21 3.23 1.12  Neither
O-NET, and the 9 common  (2.8%) (25.9%) (36.1%) (15.7%) (19.4%) agree nor
subjects are relevant with disagree

teaching curriculum of the
upper secondary school
stated by the ministry of

education. - -
7. The areas of testing in 0 2 0 28 78 4.69 0.57 Agreed
GAT, O-NET, and the 9 (0%) (1.9%) (0%)  (25.9%) (72.2%)

common subjects are more
difficult than the teaching

curriculum. | ¥ =\

8. | have never taught my 40 25 25 12 6 2.25 1.22 Disagreed
students to do the tests. (37%) (23.1%) (23.1%) (11.1%) (5.6%)

10. | think the admission "y 3 1 36 58  4.38 0.78 Agreed
system is too complicated. (0%) (2.8%) (10.2%) (33.3%) (53.7%)

11. | think the admission 0 5 12 31 60 4.35 0.86 Agreed
system changes too often. (0%) (4.6%) (11.1%) (28.7%) (55.6%0)

1.2 The high school English teachers’ responses

The findings in Q. 7, 106 teachers (98.1%) admitted that these 3 tests
were more difficult than conventional teaching classrooms. The mean value of 4.96
proved that the majority of the participants mainly agreed on this point. Moreover, 94
teachers (87%) agreed that the admission system was too complicated (Q.10) and 91 of
them (83.4%) believed that the admission system had changed too often (Q.11). The
findings of the teachers and the students was relevant and reflected the same direction.

Overall, there were 67 teachers (62%) neither agreed nor disagreed that
the area of testing in GAT, O-NET, and the 9 Common Subjects (Q.6). The mean score

of 3.23 proved this statement. Finally, the data from Q.8 indicated that 65 teachers
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(60.1%) who disagreed, in that they had never taught the contents tested for their
students, which is in line with the students’ findings on this point. The mean score (2.25)
indicated that they had taught the area of testing in their classes.
2. In-depth Interview

According to Orr, Usher, Haj, Atherton, & Geanta (2017) who stated that an
efficient admission system is one that accomplishes a beneficial match between the
applicant and the higher educational program. Hence, the opinions of major stakeholders
(students and teachers) are important. The findings of the in-depth interview below
demonstrated the students’ and teachers’ perspectives on the current admission system

(TCAS) academic year 2019.

Table 4.7 Students and teachers’ perspective towards the admission system (TCAS)

 R\I|/4 | Students Teachers
(N=22) (N=10)

Categories

Positive attitudes
e equality to all students
e enough rounds to ensure their seats 2 8
o fairness in term of taking the same tests
Negative attitudes
e the system is too complicated
too expensive 19 2
too many tests
inaccurate in score marking
change too often

2.1 The students’ responses
In this aspect, only 2 interviewees had a positive feeling towards TCAS.
Chai (S7), who admitted in the 2" round (quota round) confessed that if it was not for the

quota for athletes, he would not have a chance to study in the university. However, it was
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necessary for him to adjust his learning behaviors to survive his first year in university.
Muk (S18), on the other hand, who admitted in the last round of admission appreciated
that TCAS had 5 rounds of admission as she nearly missed studying in university.

However, the majority of the interviewees (19 students) had negative
feelings towards the admission system since their academic year of admission was the
year that there was an error in marking scores. This problem had never occurred before,
so the topic had never been raised. There was an outrage felt among students and doubt
about how accurate their scores had been marked. They could not believe how this
problem had occurred on such a big scale and wanted the government to take action on
this. However, the process of disputing was complicated and took up too much time and
energy. Therefore, they just obliged to accept the fact that they could not do anything.

“I was shocked when I saw the trend on Twitter saying that someone
who did not take Chemistry subject got some scores. It makes me think that what about
my scores?” (Aum — S16)

“I just knew on Twitter that you can claim to see your exam results — |
think something like this we should have known from the beginning before taking the test
that we have the right to ask to see our score marking. | was going to proceed with it but
it’s taking so much time by going down to the main office in Bangkok and there was a fee
for it too. So, I gave up.” (Som — S8)

“I kept updating my scores on the website to see if there was any
change. I think a big scale like this should not make a mistake that puts the risk in our

future. The error wasn’t just a mistake in marking but also in ranking our choice. I've
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heard that someone was announced that he had been accepted in a medical school, then
later they claimed that it was a mistake. If it had happened to me, | would have been
shocked.” (Yok — S12)

Moreover, the examination fees are a big concern, they understood and
accepted that if they had to pay for an examination sitting since there would be costs in
administering the tests, marking, and hiring the test makers. However, they wondered
why they should be charged for choosing university preferences when there could hardly
be any extra cost involved. All overall each student paid approximately 5,000 — 6,000
baht in this TCAS system. On top of that, there were some extra costs after the
examinations were over such as physical examination fee, the cost in traveling for
interviewing and that did not even guarantee their seats in the university.

“I was called for an interview and physical examination at one
university in Bangkok, at that time | was sure that | was accepted in the faculty otherwise
they wouldn’t have asked for a physical examination. I paid over two thousand baht. But
I wasn’t accepted into that university. I was disappointed! What a waste of time and
money and energy I've put into it. I think that’s unfair - people who failed physical
examination should be ones who had chronic diseases, didn’t they? I think it is a scam,
they just want the money.” (Earn — S17)

Overall, all the students agreed that admission fees were too high which

could cause some of them in missing an opportunity to choose a university.
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2.2 The high school English teachers’ responses

Three out of ten teachers did not know what the current admission was.
They knew that there were many rounds of admissions but did not know much about the
requirements. They claimed that the system was changed too frequently and could not
keep up with the latest one. One of the teachers got quite upset when asked about her
opinion on the current admission system. “....before asking about my opinion you have to
tell me what the current system is first...” (T2)

Even though they did not know about the admission system, they were
well aware of the English entrance examinations. Hence, the teachers were concerned
about their students. As T5 said that:

“I know that this system gives a lot of chances for students to choose,
such as portfolio round, and direct quota. If they miss one round, there will be another.”

In sum, the responses from the students and the teachers were different
on the appropriateness of the TCAS system. First group (the students) gave mixed
feelings that TCAS system was good in a way that it gave more chance for students to
enter university, while the contrast ones claimed that the cost of examination sitting was
too high and resulted in inequality in choosing universities. However, the teachers were
in favor for the system because having more than one chance in selecting a university
was better than just one.

4.2.3 Critical views towards the rights of a test-taker
Shohamy (2001) mentions that one necessary principle in assessment is the

need to protect the rights of test takers and it is important for the test takers to know their
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rights, they should have the rights to question, complain or appeal if the tests do not fit
their knowledge.
1. The Structured Interview
Hence, the findings below (Table 4.8) demonstrated the students’ attitude
towards their rights as a test taker.
1.1 The 1%t year university students’ responses
The frequency in Q.20 indicated that there were 628 students (79.7%)
who agreed that students and teachers should be involved in the admission system. The
mean value of 4.26 supported this statement. Moreover, 469 students (68.4%) admitted
that they knew if there were some inaccuracies in score marking, they could question the
testers (Q.19). Though 303 students (32.7%) neither agreed nor disagreed with the
statement. Therefore, these 2 statements will be further discussed in both open-ended
and in-depth interviews to get a clearer picture of what their suggestions were.
1.2 The high school English teachers’ responses
From the Q.17, 91 teachers (82.4%) who agreed that the students and
teachers should be involved in test development, which is in line with the students’
findings. In addition, 34 of the teachers (31.5%) neither agreed nor disagreed that they
knew whether they could question the testers if there were some inaccuracies in the score
marking. The mean score of 2.73 proved that most participants were unsure of this

statement. More discussion on this matter will be further discussed.
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Table 4.8 Mean scores, standard deviation, and percentage of students’ opinions of
whether they know the rights of a test taker

Frequency and Percent

Statements

Neither

(S) 3?;23?;! Disagree aé;_ree nor Agree Sgg?ggy M SD.  Meaning
isagree

| am aware Students” 73 (7.9%) 100 303 247 202 3.44 1.18 Agreed
that | can responds (10.8%) (32.7%) (26.6%) (21.8%0)
question the (Q.19)
testers foran  Teachers’ 19 29 34 14 12 2.73 122  Neither
inaccuracy in  responds (17.6%) (26.9%) (31.5%) (13%) (11.1%) agreed nor
the scoring. (Q.16) disagreed
Studentsand  Students’ 6 14 (1.5%) 168 285 435 426 0.85 Agreed
teachers responds  (0.6%) (18.1%) (30.8%) (48.9%)
should be (Q.20)
involved in Teachers’ 1 3 13 40 51 427 0.85 Agreed
the test responds  (0.9%)  (2.8%) (12%) (37%) (47.2%)
development (Q.17)
process.

2. Open-ended and In-depth interview

The following data obtained from open-ended questionnaires and the in-depth

interviews contents the findings on how much students know their rights as a test taker.

Table 4.9 Students’ views of the awareness of the rights of a test taker

Categories

Qgepset?(;?]r:]giefes In-depth interview
(N=594) (N=22)

Frequency / Percent

Frequency / Percent

Did not know that they have the right to question or
dispute if there was an inaccuracy in score marking.

e nobody had ever mentioned it before

e did not know who, where and how to contact

254 (42.8%)

10 (45.5%)

Know about the test-taker’s rights
e known it from the test administer

known it from a tutor
known it from twitter’s hashtag
somewhat know about it but not in details
the process of questioning was too

complicated and time consuming

340 (57.2%)

12 (54.5%)
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The data obtained from the open-ended questionnaires indicated that the
percentage of students knew and unknew about the rights of a test taker were nearly the
same. 57.2% of the students knew about it and some sorts were from the test administer,
from a tutor, and from twitter’s hashtag. However, the findings also showed that even
though they knew about their rights, but the process of questioning or deputing was too
complicated and time consuming. While 42.8% of the student respondents did not aware
of their rights, reasons given were that no one had ever informed them, nor they knew a
little about it but did not know who, where, and how to contact.

In the same way, the results of open-ended questionnaires yielded similar
results, 54.5% of the students knew that they can question, request, or dispute the test
administer if there was doubt in an accuracy in marking scores. It is interesting that
students found out about test-taker’s rights from Twitter as Pim (S14) claimed that
“...I’m on twitter and | saw a lot of people tweet about their mismatching in scores so |
doubt mine too..... | thought about requesting to see my scores but with a long process
and I knew that I wouldn’t get the answer before choosing the university, so I gave up.”

4.2.4 Appropriateness of English entrance examinations as assessment tools
Each test including GAT, O-NET and the 9 common subject consist of 4 parts;
1) speaking part — involved short dialog situated in different settings, 2) vocabulary part —
this part to test students’ knowledge of vocabulary such as synonym and meaning in
context, 3) grammar part — this part involved error recognition and cloze test to test
students’ usage of grammar, 4) reading part — involved short and long reading passages

which may include advertisement, and short research articles.
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1. Open-ended questionnaire’s responses
In the sense of students’ opinion towards the appropriateness of GAT, O-
NET, and the 9 common subjects as English national assessment tools, the data from the
open-ended questionnaire showed that there were 5 categories discovered in the

inappropriateness of the tests. According to the table below (Table 4.10)

Table 4.10 1% year university students and high school English teachers’ perceptive on
the appropriateness of the English national entrance examinations as
assessment tools

Categories Students Teachers
(N=635) (N=75)
f = -y No. responses / Percent

Appropriate 417 (65.7%) 33 (44.0%)
e standard 146 (23%) 12 (16.0%)
e motivate students to try harder 120 (18.9%) 11 (14.7%)

e equality 62 (9.8%) 6 (8.0%)

e giving them chances for making up 89 (14.0%) 4 (5.3%)
Inappropriate _— R A\ 4 Sy 218 (34.3%) 42 (56%0)
e not relevant to classroom practice 60 (9.4%) 9 (12.0%)
e {00 many tests 57 (9.0%) 15 (20.0%)

e too difficult 38 (6.0%) 7 (9.3%)

e not practical to everyday life 34 (5.5%) 9 (12.0%)

e inappropriate of test format 29 (4.6%) 3 (4.0%)

1.1 The 1% year university students’ responses
The data from the open-ended proved that the majority of the responses
(417 students — 65.7%) believed that GAT, O-NET, and the 9 common subjects were
appropriated for national examinations. The reasons given categorized into 4 categories:
1) the tests are standardized tests (23%), 2) the tests motivated students to work harder to
achieve their goals (18.9%) — this finding is in line with that of a positive washback

effect, 3) being centralized system so that the tests are equal to all students (9.8%), and 4)
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each test had been allocated to a different percentage according to the university’s
requirements, hence when they missed one test there was another chance for them to
make up the score with another (14%). Therefore, the findings in this statement are in
line with the survey that most of the students agreed that these 3 high-stake tests
appropriate for national university admission.

On the contrary, 218 students (34.3%) thought that these 3 high-stake
tests were inappropriate for university admission. The reasons were found under 5 main
categories: 1) the tests were not relevant to classroom practice; they said that classroom
practice focused only on grammar and vocabulary, with no reading or speaking (9.4%),
2) there were too many tests, which could result in a lot of test administration costs (9%);
3) the tests were too difficult for them to complete, as they claimed that the reading
passages in the tests were too long despite the limited time available (6%), 4) the tests
were not practical for everyday life and did not test real language use (5.5%), as they
claimed that the tests primarily tested grammatical points and long reading passages but
did not test speaking ability, and 5) the test format of multiple-choice items did not reflex
the real English ability as they admitted that even guessing all the answers they still got
the marks (4.6%).

1.2 The high school English teachers’ responses

The data from the open-ended questionnaire showed that the responses
from the teachers’ group is different from those of the student. Most of the teachers
(56%) believed that GAT, O-NET, and the 9 common subjects were inappropriate for a

national university admission. Most of the reasons given were the number of tests that
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students had to take was too many (20%), followed by the fact that the contents tested
were not relevant with everyday life usage and the tests were not relevant with the
classroom teaching in which 9 teachers (12%) supported each statement. In addition,
9.3% of the teacher participants claimed that the tests were too difficult, and 4% of the
respondents stated that the test format was not appropriate for national testing level.

On the contrary, 33 teachers (44%) claimed that these 3 tests were
appropriated for the university admission and expressed similar thoughts to those of the
students. Main reasons were allocated into 5 categories as following: 1) being
standardized tests (16%), 2) motivated students to try harder (14.7%), 3) being fairness
and equality (8%), 4) giving them chances for making up the scores (5.3%).

2. In-depth interview
The data from the in-depth interview below showed students and teachers’
opinion towards the appropriateness of the 3 tests as assessment tools.
2.1 The 1t year university students’ responses

In this aspect, the data from the in-depth interview revealed that the
students thought that the tests were too difficult as they had hardly learned in class. What
they had learned in class was really simple: speaking part involved slang and idioms in
which only English speakers speak that way. Nearly all of them disliked reading
passages: they had never done well in the classroom because when reading passages were
given as homework, they could just use Google Translate or copy from friends. As a
result, the alternative way of doing the examinations was guessing meaning from

contexts. As some students said,
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“I only studied for conversation and grammar parts, if I get 20 points
from GAT English I'm happy. So, instead of studying and rot memorizing vocabulary — |
just dropped it and spent time reading other subjects. When | was sitting the exam, |
remember marking a “C” when I don’t know the answer.” (Muk — S18)

“I thought the test can’t test the real language used in everyday life.
Why some of my friends who could speak English better than me got lower scores.”
(Arthip — S1)

Therefore, more than half of the students thought that GAT, O-NET, and
the 9 common subjects were not appropriate for entrance examinations. They thought that
there were too many tests testing the same things but expand to three different types of
tests. As one of the students stated that:

“I don’t understand why we have to take English test 3 times, one time
is enough 3 times is too many.”’ (Earn — S22)

In sum, the majority of the students showed that English national
entrance examinations drive the curriculum and students’ behaviors in studying not for
the sake of speaking the language but for the purpose of passing the tests.

2.2 The high school English teachers’ responses

Compare with the students who had clear opinions that they view these
three tests as inappropriate for university admission, teachers gave mixed opinions —
interestingly, some experienced teachers did not know the contents or topics of the

examinations, while some novice ones expressed a different point of views. They thought
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that the students had to take too many tests and they were much more difficult than
classroom teaching.

“The tests were absolutely difficult; the students only learn Present
Simple in the classroom whereas the examinations would be Future Perfect. | think the
tests and classroom teaching should be related so that it can reflect the quality of
teaching.” (T4 — 3 years experience in teaching)

However, most of the teachers believed that these 3 tests were
appropriate for university admission because they believed in the efficiency of the
policymakers. Moreover, they believed that tests are the tool to discriminate against
students.

“O-NET is used to test students’ English ability in general, but GAT
tests their aptitude. So, these examinations are a must for students to enter university.”
(T3)

Only one teacher thought that these three tests were not appropriate for
university admission because there was a gap between contents learnt in classroom
practice and contents tested in the examinations.

4.2.5 Influence of English national examinations on students and teachers’
psychological and social aspects

Shohamy (1993) stated that the impact of the test is more complicated than it

had previously been assumed. Hence, the consequence of the test impacted on students

and teachers’ psychological and social aspects was to be investigated.
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1. The structured questionnaires’ responses
The findings below (Table 4.11) demonstrated the students’ attitude towards

the influences of the tests on their emotional and social aspects.

Table 4.11 Mean scores, standard deviation, and percentage of students’ opinion on the
influence of the English entrance examinations on psychological and social
aspects

Freqygnlzxand Percent -
Strongly Disagree Neither  Agree Strongly

Questionnaire no. S.D. Meaning

disagree agree nor Agree
~ disagree

9. Preparing for the 19 65 298 338 206 3.70 0.96 Agreed
English entrance (2%) (7%) (32.1%) (36.5%) (22.2%)
examinations has
helped me in my
studying in university. -l A -

15. The preparation for 27 63 213 265 356 3.93 1.07 Agreed
university entrance (2.9%) (6.8%) (23%) (28.6%0) (38.4%)
examinations has
caused anxiety, stress,
and worry. o el A\ 4 Sy o

16. I was well prepared 99 228 299 202 99 297 115 Neither
for my English (10.7%) (24.6%) (32.3%) (21.8%) (10.7%) agreed
entrance examinations, nor
so I didn’t feel anxiety, disagreed
stress, orworry.

17. The preparation for 47 84 247 270 278 3.70 1.14 Agreed
university entrance (5.1%) (9.1%) (26.6%) (29.1%) (30%)

examinations has
affected my household
economy.

1.2 The 1%t year university students’ responses
Data from Q. 15 showed that 621 students (67%) agreed that preparing
for these three tests caused them anxiety, stress, and worry, although 213 students (23%)
neither agreed nor disagreed on this. The mean value (3.93) could be summarized that the

participants agreed that anxiety, stress, and worry could be caused from studying for
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these three tests. To be more specific, the result of item Q.16 was in line with Q.15 which
was its counterbalance showing that 299 students (32.3%) neither agreed nor disagreed
that they were well prepared for the tests and they did not feel anxiety, stress, and worry.
The statement was supported by the mean score of 2.97.

Besides, the information from Q. 9 revealed that 565 students (61%)
agreed that preparing to do GAT, O-NET and the 9 Common Subjects had influenced on
their feeling towards learning English, while 295 of them were neither for nor against.
The mean value of this item was 3.75 suggesting that participants mainly agreed on this
point. However, this statement will be further discussed from other instruments in the
next section as feelings towards learning can be negative and positive.

Furthermore, 548 students (59%, see Q.17) agreed that their household
expenditures were affected by preparing for university admission. While 247 students
(26.6%) neither agreed nor disagreed on this remark. The mean score of 3.70 suggested
the participants in the main agreed on that preparing for the admission system had
affected their household economy. Overall, there were 544 students (58.7%) who agreed
that preparing for entrance examinations could help them in studying in university,
although 298 students (32.1%) were neither for nor against. The mean value of 3.70
indicated that most participants agreed on this statement (Q.9).

The following table (Table 4.12) showed the teachers’ attitude towards

the influences of the tests on their emotional and social aspects.



94

Table 4.12 Mean score, standard deviation and percentage of teacher’ attitude towards
the influences of the tests on teachers’ professional lives

Frequency and Percent M S.D. Meaning
Neither
Statements ifgggilz Disagree aé;_ree nor Agree SXgregely
isagree

14. | feel anxiety, stress, 5 21 38 27 17 3.28 1.09  Neither
and worry when (4.6%) (19.4%) (35.2%) (25%) (15.7%) agreed nor
preparing to teach my disagreed
students for GAT, O-

NET, and the 9 Common
Subjects. | 1]

15. | feel happy when 2 15 60 20 11 3.21 0.87  Neither
preparing my students for  (1.9%) (13.9%) (55.6%) (18.5%) (10.2%) agreed nor
GAT, O-NET, and the 9 disagreed
Common Subjects.

16. In my opinion, I think 1 (0.9%) 5 (4.6%) 12 (11.1%) 43 46 4.20 0.88 Agreed
that preparing for GAT, (39.8%) (42.6%)

O-NET, and the 9
Common Subjects of
students help them be
ready for studying in
higher education.

1.2. The high school English teachers’ responses

The data from Q. 16 revealed that there were 89 teachers (82.4%) who
agreed that preparing for English national examinations would help them be ready for
university life. The mean score of 4.2 proved that most participants agreed on this point.

However, from Q. 14, and 15, the data revealed that the teachers neither
agreed nor disagreed on the statements that KP1 had affected their teaching, preparing for
tests causing them anxiety, stress, and worry, nor feeling happy about it, with the
frequency of 40, 38, and 60 respectively. These findings contrasted with those of the

students in the same respect.
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4.2.6 Discussion

The perception on student’s learning and teachers’ teaching (see section
4.2.1 for full details)

In correspondent to the Critical Language Testing Principle 1 - CLT is
influenced by a variety of societal issues, like cultural, social, political, educational, and
ideological as Shohamy (2001) stated that the effects of the test refer to the impacts and
consequences of tests in education and other areas. Some researchers believe that tests are
critical, and they are utilized for control (Shohamy, 2001; Khan, 2009; Puspawati, 2012;
Salehi & Tarjoman, 2017). In addition, high-stake tests have a powerful effect to control
curriculum and influence classroom teaching (Shohamy, 2001; Klinger & Luce-Kapler,
2007; Au, 2007). The findings from this study showed consistency with those mentioned
above that high-stakes tests have the power to control curricula in three primary areas.

First, it controls the contents of the curriculum, which means the contents that
were taught in the class were designed to relate to those contents tested such as studying
grammar points and vocabulary building, while skills that were not tested had not been
taught such as communicative and listening skills. Supplementary data from the in-depth
interview also showed students’ feelings and struggles that the contents learned in class
were not relevant to the real world used and the purpose of learning English was to
increase their test scores. This finding complies with Shohamy’s (2001) statement that
tests are tools of power, and that the misuse of tests can change the test takers’ behavior

to follow the agendas in order to maximize their test scores. In a similar vein, Pan (2009)
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claimed that students only learn several points of knowledge being tested in the test, but
not the real-life knowledge.

Second, the findings revealed that tests affect the form of teaching and learning
test-driven pedagogy. It means that teachers changed teachers’ behaviors in teaching by
teaching to the test and students studied only the areas that were tested. The data from the
survey section proved that the majority of the student participants consensually agreed
that their last year of high school was mostly aimed to learn to pass the test. This issue is
in line with the results from those of the teachers: they admitted that they planned the
lessons corresponding to the tests. The results of the study comply with Shohamy’s
(2001) and Mecken (2017) statement that this test-like teaching became the new de facto
curriculum as teaching to the test does raise students’ test scores.

Third, the findings showed that tests significantly increase shadowing
education as a response to the test. As a result, shadowing education which means private
supplementary tutoring emerged from this test-driven pedagogy (Bray, 1999;
Charoenroop, 2017; Saengboon, 2019). Since mainstream schooling aims to teach
students’ traditional knowledge stated in the curriculum, tutoring school, provides
students with additional information and coaching or training to prepare them well for a
variety of examinations (Charoenkul, 2018). The data from the survey section showed
that the majority of the students neither agreed nor disagreed that they attended cram
schools; the interpretation of the statement is supported by the open-ended survey,
meaning that these students did not attend cram schools at all in order to survive

academically. However, the number of students’ attended cram schools was nearly the
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same as did not, showing that education is still has a profound influence on Thai
education.

Attitude towards fairness and test usefulness of TCAS system (see 4.2.2)

Language testing has long been used to control test-takers behaviors, and it is
known to be used for gatekeeping purposes (Martin, 2018). Therefore, the life of the test-
takers as non-native speakers is affected by the test, test fairness will be inspected.
Hence, the in-depth interview data from this study revealed what students and teachers
perceived these three tests through Critical Language Testing principle 2 - CLT
encourages an active, critical response from test-takers. The previously presented
findings from the open-ended survey yielded different findings between the students and
the teachers. 65.7% of the students thought these three tests were appropriate for national
examinations, while the majority of the teachers (61.3%) thought they were not.
Therefore, the results revealed that students had contradictory opinions about the tests.
Most of them accepted the current tests as appropriate for assessing their English
proficiency, while some of them critically analyzed the tests and pointed out various
problems, this complied with Takagi’s (2010) findings in the Japanese context.

Moreover, the study reported 5 main problems of the tests were: 1) the tests
were not relevant to classroom practice, 2) there were too many tests, 3) the tests were
too difficult, 4) the tests were not practical to the Thai context, and 5) inappropriate of the
test format. These findings were in agreement with Shohamy, 2001; Watson Todd, 2008;
Goodman, 2017; Kitcharern, 2019 that the high-stakes tests were used in an unethical and

undemocratic way of making policy. Thus, the system forced them to seek knowledge
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elsewhere outside the schools since the tests were too difficult beyond their ability,
hence, unreasonably difficult tests are unethical for test-takers because they cannot see
that the tests truly and accurately assess their ability (Punch, 1994).

The data from the in-depth interview revealed that students and teachers had
negative attitudes towards the TCAS and had critical views on the fairness of the
admission system. The results gathered from the open-ended and the in-depth interview
pointed out that they doubted the reliability of the score marking. Even though more than
half of the participants acknowledged the right of the test-takers they admitted that the
process to question, to check, or to dispute against mismarking or misuse of the score was
complicated.

The data from the in-depth interview reflected the contradiction of participants
in both groups. 19 of 22 student participants felt rather negative about the TCAS system,
while 8 out of 10 teachers were in favor of TCAS. The negative attitudes towards TCAS
were found to be too complicated, too expensive, too many tests, inaccurate in score
marking, and changed too often. Some critical views that the participants most talked
about were the cost of admission fees, and the rapid change in university admission
systems. This in line with Shohamy’s (2005) findings that the government or those in
power use testing as a tool of power.

While positive attitudes towards TCAS were showed to be equal to all
students, having enough rounds to ensure their seats, and fairness in terms of taking the
same tests. However, some interviewees claimed that even though the TCAS system had

a reputation for being fair as all students had the same chance in taking the tests.
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However, the hidden unfairness comes in terms of social education inequality as the poor
may not have the same chance in taking the tests due to the high cost of the test
applications. This inconsistent with the findings of Charoenroop (2017), Poovudhikul
(2013), and Kitcharern (2019) that household expenditure was affected by preparing for
the examinations.

In conclusion, the findings of students' and teachers’ perspectives on value in
the use of English National Examinations demonstrated a picture of mixed attitudes
among participants towards English national examinations. The students’ group
expressed that the 3 tests were appropriate for the admission system, but the TCAS
system needed improving. While the teachers’ group gave opposite views, they thought
that the tests were not appropriated as they were much more difficult than classroom
teaching but they agreed that the TCAS system was appropriated because it gave students
enough rounds to ensure their seats in university.

Critical views towards the rights of a test-taker (see full details in section
4.2.3)

To raise awareness of the test-taker’s rights, CLT’s principle 2 shall be applied.
As CLT encourages test-takers to engage in an active, critical response since test-takers
are ones who directly affected by tests they should question the use of the tests and
critique their values. According from the results found in section 4.2.3, nearly half of the
students were not aware of their rights, that is in accordance with Takagi’s (2010) study

that test-takers’ rights were a new issue in Japanese context, so was in Thailand.
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Appropriateness of English entrance examinations as assessment tools (see
full details in section 4.2.4)

To examine the participants’ perception of the tests, the Critical Language
Testing (CLT) principle 4 - CLT views tests as tools within a context of social and
ideological struggle shall be applied. According to Bradfoot (2005) and Shohamy (2001),
the social dimension of a test includes the consideration of whether the inferences made
from the test score are meaningful, useful, or appropriate for the students. Therefore, this
study pointed out some major problems in GAT, O-NET, and the 9 common subjects.

According to the findings in the survey, the participants from both groups were
well aware of the objective of the tests that these 3 tests tested students’ English
proficiency in different areas, however, they did not see the necessity in taking that many
types of English tests. In term of contents learned and contents taught, the students
admitted that they had learned these contents in their class and that is in line with the
teachers’ responses that they also taught the contents in classrooms which complies with
Au’s (2009) content of the curriculum that was tested is expanded compared to those
non-test subjects.

In addition, the data from the open-ended surveys and the in-depth interview
asserted that the multiple-choice format makes it easy for the test-takers to guess the
answer. The data from the in-depth interviews claimed that the students chose to study
with cram schools because they were taught to do test-taking techniques and strategies.
This shows consistency with a few research studies (e.g., Watson Todd, 2008;

Saengboon, 2017; Rhein, 2017; Puspitasari, 2020) in that tutoring schools are one of the
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factors for students to ensure a seat in elite university because the format of testing makes
it easier to study to the test. On the other hand, the students who struggled to do the tests
chose to guess the answers by choosing just one choice and answer all. This finding is
corresponding with Imsa-ard's (2019) research study which showed multiple-choice
questions with the predetermined correct answers may result in guessing. Hence, the data
from the open-ended survey of the student participants doubted whether these 3 tests
really tested their English proficiency.

The perception on the TCAS system

Therefore, this study pointed out some major problems in GAT, O-NET, and
the 9 Common Subjects, as well as the admission system (TCAS) as perceived by the test
takers who participated in this study. they expressed that the admission system was too
complicated, and changed too often.

In sum, the students and teachers recognized that university entrance
examinations have a strong impact in their learning behaviors not only in classroom
practice but also at home and at cram schools. It can clearly be seen that test-driven
pedagogy did have a serious side effect. In this light, shadow education plays a pivotal
role: attending cram schools has become one of the regular Thai students’ lifestyles
(Bangkokpost, 2019), the business of tutoring schools is growing despite the sluggish
world economy (Saengboon, 2019). It is quite ironic that the government and the Council
of University Presidents of Thailand (CUPT) who oversee the admission system had first
tried to eliminate this problem of students heavily relying on preparatory schools by

accounting students’ GPAX towards the components of the university admission in 2006
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(Watson Todd, 2008). However, 15 years later nothing has changed. Students still depend
mostly on tutoring schools or worse the schools provide tutors in their classrooms.

Influence of English national entrance examinations on students and
teachers’ psychological and social aspects

In correspondent to Critical Language Testing’s principle 4 - CLT views tests
as tools within a context of social and ideological struggle, the findings of this study
revealed the test-takers’ attitude towards the influence of the high-stakes tests on their
emotional and social aspects as following:

First, the psychological aspect, the results of students and teachers yielded a
few different and conflictive perspectives. The data from the survey showed that the
students suffered from the tests more than the teachers. The majority of the students felt
heavily stressed, worried, and anxious from preparing for the university entrance
examinations due to the high stakes of the tests. On the other hand, lower stakes were on
the teachers. The survey data showed that the students’ examination results had no effects
on their pays nor their KPIs. Hence, the teachers did not feel stressed, worried, nor
anxious in preparing students’ lessons, even though the students’ success affected the
schools’ reputation. The results are remarkably in line with the study of Heissel, Adam,
Doleac, Figlio, and Meer (2021) that the level of stress correlates with the level of stakes
of the test.

Second, the impact of the test on student family’s expenses: as previously
presented, the survey results indicated that 59% of students’ household expenditures had

increased due to the exam’s preparation. The supporting information was given by the in-
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depth interviews in which all the students agreed that they had to spend a lot of money in
each round of TCAS both directly and indirectly. The direct costs include application
fees, and physical examination fees if required by the university. While indirect costs
may include traveling expenses because in order to sit the tests in different districts or
provinces since the test centers are not located in small districts and the cost of attending
tutoring schools for those who can afford. Similar findings also reported by studies
conducted by Poovudhikul (2013) and Kitcharern (2019) who claimed that the current
admission system not only causes stress and emotional illness in students and parents

(Bowarnkitiwong, 2002) but also affects the financial household expenditures.

4.3 Impacts of the tests on students’ learning

In response to research question 2: what are students’ perspectives of the English
national entrance examinations on their learning English in high school? Two
emerging themes of students’ attitudes towards the national English examinations are: 1)
students’ washback on learning, and 2) alternative methods of students’ preparation for
the examinations. The findings from student participants drawn from the open-ended
questionnaire and the in-depth interview are presented into categories below.

4.3.1 Students’ washback on learning

Alderson and Wall (1993) who also emphasized the fact that evidence of
washback was typically demonstrated in behavioral and attitudinal changes in teachers
and learners that were associated with the introduction of tests bearing important

educational consequences. Furthermore, Pan (2009) stated that good tests will affect the
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teaching learning process in a positive way, motivate teachers as well as learners and
encourage the idea of lifelong learning.
1. The open-ended questionnaire’s responses

In the sense of washback, the data from the open-ended questionnaire
showed that preparing for English national examinations yielded two sides of opinions:
positive and negative washback. As elicited in Table 4.13 below, despite the fact that the
majority (62.6%) felt negatively towards the tests on their learning, some students
(37.4%) believed that English national entrance examinations had motivated them to
work harder to accomplish their goals which were attending a university or faculty of
their dreams. Positive feedback was given as: the process of preparing for the entrance
examinations created learner autonomy, and preparing for difficult tests gave them some
sort of achievement.

However, most of the students (62.6%) felt negatively towards the English
national entrance examinations. The characteristics that were found indicating negative
feelings were: anxiety and stress, felt forced to do the tests, lost intertest in learning
English, gave up on studying English, scared to use English, practicing exam techniques
rather than language learning activities, and learning discrete point of knowledge that

were tested.
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Table 4.13 Students’ washback on learning

Open-ended questionnaire Interview
Categories (N=642) (N=22)
Frequency / Percent Frequency/ Percent

Positive washback

e motivating students to work harder 240 2

e creating learner autonomy (37.4%) (9.1%)

o feeling achievement
Negative washback

e feeling anxiety and stress

o feeling forced to study 402 20

e losing interest because the tests were not (62.6%) (90.9%)

relevant with the real use of language

e giving up on studying English

e scared to use English

e practicing exam techniques rather than
language learning activities

e learning discrete point of knowledge that
were tested

2. The in-depth interview’s responses
In this aspect, the data from the in-depth interview also yielded the results
proved that English national entrance examinations had a negative washback to their
learning. Twenty interviewees expressed a rather negative attitude towards the tests as
they were too difficult beyond classroom teaching and that would force them in seeking

help from cram schools. As Wan (S3) angrily expressed her feeling towards the tests.
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doesn’t teach us. The students have to seek knowledge on their own; I think if you are

going to test these contents you should teach us the contents tested too. It is not like we
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can’t do it, but it is a national examination — you should test us what we have learned at
schools. In the end, we have to seek help from a tutor and the adults always say kids these
days like to study with tutors, but because we aren’t taught in schools and that is why we
have to go the cram school.)

A few students feel like learning English is just for doing the test, they could
not speak it even though they could do the tests.

“We only learn English to do the tests, 12 years of studying and I can’t
speak the language. I'm scared to speak English.” (S1 - Arthip)

On the other hand, Nut (S19), a medical school student at Mahidol
university claimed that national tests should be difficult because it would make ones who
really want to achieve their goals work harder for those who deserved it. However, he
confessed that he had learned English only at the discrete point of knowledge that was
tested.

While 5 interviewees admitted that they had been self-taught and equipped
themselves with online channels such as free education websites, YouTube, and
Facebook.

4.3.2 Alternative methods of students’ preparation for the examinations
Shohamy (2001) stated high-stake tests have a powerful effect to control
curriculum and influence classroom teaching, hence, learning activities were
consequences of the tests. The findings in the table 4.14 below demonstrated the

students’ activities conducted to prepare for the national English entrance examinations.
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Table 4.14 Students’ activities conducted to prepare for the examinations

Open-ended questionnaires In-depth interview
(N=622) (N=22)
Frequency / Percent Frequency / Percent
Learning at school alone 377 (60.1%) 8 (36.4%)
Attending a cram school 245 (36.2%) 14 (63.6%)
The school hired a tutor 35 (5.6%) 8 (38.1%)
Activities
400 377
300 245
200
100 3 14 35 3
0 b I
Learning at school Attending a cram school The school hired a tutor
B Open-ended questionnaire M In-depth interview

Graph 1 Activities conducted to prepare for the examinations.

1. The open-ended questionnaire’s responses

The data obtained from the open-ended questionnaire showed that the
majority of the students (60.1%) only studied English from their conventional
classrooms. Further reasons given for that were divided into 3 groups: 1) knowledge from
studying at schools alone was enough to do the test, 2) they did not have funding to study
at cram schools as it could be quite expensive, and 3) they admitted at the first round of
university admission and there was no necessity to cram for the examinations.

On the contrary, 36.2% of the respondents admitted that they sought help
from cram schools in the hope to cram themselves for testing techniques. They agreed

that to be competitive in such a big testing arena they had to do something more than just
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waiting to receive knowledge from their regular classrooms. Moreover, this group of the
students believed that tutorial schools could access them as a shortcut in doing
examinations since the test items were multiple choice and tutors always taught how to
work out the probability of correct answers. Therefore, according to the data, 34.7% of
those who attended cram schools spent less than 3 months (1 semester) in preparing
themselves with tutoring schools. And the rest of the remaining (65.3%) spent more than
3 months at cram schools. It can be clearly seen that cram schools were supplementary
tutorial classes for Thai students.

Moreover, even the schools realized that cramming for examinations was
important and introduced a tutor from outside to cram for their students in the last year of
high school since there were 35 students (5.6%) who mentioned that their schools hired a
tutor to teach an extra class.

2. In-depth interview’s responses

Even though the findings on alternation methods of learning English from
the in-depth interview contradicted the open-ended questionnaires’, which could cause by
the number of smaller sampling group, the information obtained from the in-depth
interview gave richer details.

There were 8 interviewees who claimed that they did not attend a cram
school. Four of them, Nan, Chai, Pan, and Fah agreed that the cost of attending tutoring
schools was too expensive and asserted that they emphasized on practicing the past year

test materials together with learning from classrooms and that created learner-autonomy.
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As Pan (S13) stated that “....I never attended a cram school because English is my
favorite subject and there were so many free teaching online and on YouTube..”

The 5 remaining of those who did not attend a cram school were Yok,
Waranya, Som, and Arthip, who admitted in the university round 1 and 2, so they either
felt necessary to attend a cram school or studied any harder because their seats were
guaranteed. However, Arthip (S1) confessed that even though he did not attend a cram
school in his last year of high school, though out his school years he always studied at
cram schools.

On the contrary, 14 informants did not hesitate to affirm that they attended a
cram school, Film (S13) expressed that, “....my mom always made me study at cram
schools since I was very young, until I finally told her that I couldn’t take it anymore...”.

She mentioned it with a sound of bitterness in her voice, and further
explained that, “....my parents wanted me to study in a field of healthcare but I never
liked it, they finally accepted my decision when | choose to study Education for Early
Childhood....”

In addition, Cherry (S22) stated that there was nothing special in her
classroom. She felt that the teachers did not care much as the students were given a lot of
homework that was not related to national examinations,

“I rarely learned anything from my classroom, the teachers gave us too
much work without concerning that we were in our last year and had to study for the

upcoming examinations. So, I had to study outside the school on the weekend instead.”
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Moreover, a few students stated that English teachers in their English
classes did not prepare them well enough for the tests. They felt that the tests were too
difficult for the teachers to teach.

“The teacher gave us a lot of tests but never explained which and why those
items were correct or wrong.” (Nan - S4)

“What we learned in school was extremely basic such as present simple,
present perfect but the real tests were difficult, and the reading passages were so long.
We had never learned to do the reading in English class.” (Yok - S12)

Therefore, some of the schools solved the problem by hiring an English
tutor from a tutoring school to prepare the students for those high-stake tests. However, 2
interviewees revealed their unpleasant experiences with their extra classes. Nui (S21)
provided a clear picture that,

“My school hired an English tutor to teach us once a week during our last
semester, we had to learn in a school auditorium with many students. The sound system
was so bad, and many students did not care much, and the tutor ended up advertising for
their tutoring schools. I think it is a scam.”

While Pan (S11) went into more details about her opinions on the reason
behind school’s hiring a tutor,

“[ think the school only hired a tutor to teach us O-NET because ranking or

rating of the school was based on O-NET scores. My school didn’t hire a tutor to teach

us how to do GAT/PAT or the 9 common subjects. I don’t think they cared.”
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To sum up, it was found that the English national examination brings both
positive and negative washback viewed from the teachers’ perceptions. Even though the
ratio is not exactly equal, but overall, the positive and the negative have the same portion
as believed by the teachers. The positive washback of the national examination for the
teachers is that it motivates them to equip the students with the best learning materials
that are useful for the students to be ready to face the national examination. Because of
the longing to make the students get a good score for their national examination, the
teachers try their best for teaching the students by presenting the materials by using
varied methods, techniques, and books to make the students able to understand the
materials well and also having fun at class.

4.3.3 Summary discussion

According to the results of the data relating to Research Question 2, the results
found yielded two sides of washback: positive and negative. Positive washback refers to
the positive attitude of both teachers and students towards examination that makes them
work willingly and collaboratively towards its objectives (Watanabe & Curtis, 2004).
This study reported three main findings of student positive washback on their learning: 1)
motivating students to work harder, 2) creating learner autonomy, and 3) feeling
achievement. This positive washback is in line with Mons (2009), Sukyadi & Mardiani
(2011), and Puspitasari (2020).

However, the data from the in-depth interview yielded a significant difference
in disagreement. Twenty interviewees reported that there were seven main characteristics

of negative washback on their learning: 1) feeling anxiety and stress, 2) being forced to
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study for tests, 3) and as a result they lost interest because the tests were not relevant with
the real use of language, 4) giving up on studying English due to the difficulty of the
tests, 5) scared to use English as they never been taught to use the language in daily life
or communicative English, 6) classroom learning shifted to practicing exam techniques
rather than language learning activities, and 7) learning discrete points of knowledge that
were tested in order to get high scores. These support the findings in the survey as well as
Harlen & Deakin (2003), Pan (2009), Jianrattanapong (2011), and Mahmoudi (2015) that
high-stakes tests give negative washback to test-takers since the students’ behaviors
shifted to mastering the test-tackling strategies rather than pursuing English for genuine
learning.

In correspondence with the Critical Language Testing principle 4 — CLT
perceives the embeddedness of tests within social and educational systems, the
consequences of the high-stakes tests on students’ alternative methods of preparation for
examinations are discussed. The data from the open-ended survey and the in-depth
interviews showed that there were three main findings according to this respect in
relation to students’ alternative methods of test preparation: 1) studying hard in school
and studying more on their own, 2) attending cram schools, and 3) relying on a special
class that organized by the school.

The open-ended data revealed that, while the majority of student participants
(60.1 %) studied from school yielded a higher number than those attending cram schools
(36.2 %), the reasons were that they did not have financial support to attend a cram

school or they had already been accepted in the first round of admission, so there was no
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necessity to cram. Besides, 5.6% of the respondents claimed that their schools had hired a
tutor to prepare them for the national examinations. This statement can be interpreted as
even the schools where it was supposed to be a place for students to gain their knowledge
did not feel confident in teaching students to do the tests. This is really a painful and
inconvenient truth.

Additionally, the previously presented data of the in-depth interview showed
similar findings: 14 of 22 interviewees asserted that they had to study in cram schools
because some of the contents required in the national tests were not taught at their
schools, especially GAT. They felt left out that it seemed as though the testers did not
care whether the contents of the classroom curriculum were related to the content of the
tests. Most of the interviewees agreed that mainstream education was not enough for
them to compete in the national arena. Therefore, seeking alternatives or shadow
education seemed to be their last resource. The findings complied with Bray (1999) and
Charoenroop (2017) that when mainstream education is not sufficient for the test, shadow
education is supplementary. Moreover, the previously presented findings revealed that
the Thai schools only hired a tutor to prepare students for O-NET because the range of
the school is based on students’ O-NET scores. Hence, this statement showed a hidden
agenda which shows political power over the test takers. In this regard, it supported
Critical Language Testing (CLT) principle 1 that testing is not neutral, but is shaped by
cultural, social, political, educational, and ideological agendas.

To sum up, in relation to students’ perspectives on their English learning in

high school, the results showed that preparing for the entrance examinations gave them
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both positive and negative washback. The positive effects were motivating students to
work harder, creating learner autonomy, and a feeling of achievement. While the negative
ones were feeling anxious and stressed, being forced to study, losing interest in learning
English, giving up on learning English, scared to use the language, etc. Hence, the
alternative ways for students to prepare for the English national examinations were

studying on their own, attending cram schools, and relying on tutors from the school.

4.4 Impacts of the tests on teachers’ teaching

In response to research question 3: what are the high school English teachers’
perspectives of the English national entrance examinations on their teaching in
English classrooms? Two emerging themes of teachers’ attitudes toward the national
English examinations are: 1) washback on teaching, and 2) classroom’s teaching activity.
The findings from participants of the student group from the open-ended questionnaire
and the in-depth interview are presented into categories below.

4.4.1 Washback on teaching

Similar to the students’, the data from the in-depth interview (Table 4.15)
showed that the effects of preparing to teach for English national examinations yielded

two sides of opinions: positive and negative washback.
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Table 4.15 Washback on teachers’ teaching

In-depth interview (N=10)
Categories Frequency / Percent

Positive washback 7 (70%)

e encouraging them to prepare lessons

e feeling pride in students’ achievements
Negative washback 3 (30%)

e struggling with teaching to the tests

e pressuring from the principal / parents / students

Positive washback

In relation to positive washback, 70% of the teacher participants admitted that
planning lessons for students to do the test was their job and they were fully responsible
for that. A novice teacher of age 26 who had 3 years experience in teaching at s state
school said that “...planning the lessons that related to the examination is a challenge, |
have to keep active and keep update with the latest examination items...” however she
then further complained that she latest tests were so difficult and admitted that the
students would be better off seek technique from a tutorial school.

Moreover, all of the teachers claimed that teaching was their job and planning
lessons to prepare their students for the examinations was their responsibility. In other
words, it increased their teaching skills. Furthermore, students’ accomplishments made
them feel proud.

“My main concern is more for the students’ achievements and if the school
gets the fame from that it is a benefit.”” (T8)

“I don’t feel stressed from teaching, my students satisfied with what I teach,

and | am contented if they do their parts and I do my parts.” (T3)
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Negative washback

On the contrary, 30% of the respondents admitted that the English national
entrance examinations had affected teachers’ teaching in a negative way such as changing
classroom practice to teaching to the test. Moreover, hiring a tutor to give supplementary
classes was another method that schools employed in the hope of booting up students’
scores. Therefore, they felt that students’ achievement had affected their KPI, if not, in
some respects affected the school frame.

In sum, classroom preparation for the tests had both positive and negative
washback. The data obtained from the open-ended survey and the interview were in line
with those of the structured survey.

4.4.2 Classroom activities

Regarding English classroom activities, the data from the open-ended

questionnaire, and the in-depth interview as presented below demonstrated the teachers’

activities served to prepare their students for the national English entrance examinations.

Table 4.16 Students” activities conducted to prepare for the examinations

Activities Open-ended In-depth interview

questionnaires (N=10)
(N=86)

Frequency / Percent Frequency / Percent
Used materials that imitate the tests 29 (33.7%) 3 (30%)
Taught the contents related to the tests 26 (30.2%) 2 (20%)
No special activities related to the tests 13 (15.1%) 3 (30%)
Relied on afterschool tutors 10 (14%) 1 (10%)

Vocabulary building 8 (9.3%) 1 (10%)
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1. The open-ended questionnaire’s responses

The data from the open-ended questionnaire revealed that the majority of the
respondents (33.7%) taught the students to practice doing the test materials that imitate
the tests which are in line with the findings in the survey. Moreover, 30.2% of the
teachers taught the content known to be covered by the examinations. Clearly, they
focused on grammatical skills that were often required in examinations. A few aimed to
build their students’ vocabulary (9.3%), while some relied on an English tutor that was
employed to give students in an extra class (14%). However, 15.1% of the teachers did
not especially plan any classes for the tests.

2. The in-depth interview’s responses

The findings regarding English classrooms’ activities were found that 3 of
the interviewees (30%) did not do anything special for their English classes. They felt
that it was their job to teach, and it was down to the head of the foreign department to
decide what to teach and organized an English tutor to give special lectures after school
hours. As one of the teachers (T2) declared:

“Our school is fortunate to have many special programs, and the head of
each program is in charge of arranging or teaching our students. For a normal program,
the school also hires a tutor to teach them in a homeroom class (after school hours). So,
besides having knowledge from normal English classes, our students also have special
classes from an English tutor.”

“Tutors from outside can give students up-to-date test items so that students

could apply in doing the tests”. (T.4)
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Furthermore, 20% of interviewees prepared their lessons by assigning an
assignment that related to or imitated previous test items. The main areas of instruction
were vocabulary building, grammatical points, and the analysis of old test items. While
others did not do anything special in terms of exam preparation.

Lastly, 2 informants: T4 and T5 who were novice teachers (less than 5 years
experience in teaching) designed their class activities related to examinations such as
giving reading assignments and speaking practice.

4.4.3 Discussion

In relation to teachers’ washback on teaching, the data from the open-ended
survey showed the majority (62.5%) of the participants had negative washback on
teaching. They felt struggling with preparing lessons to cope with the class requirements.
Supported by the interview’s data that preparing for examinations was time-consuming
and tiring because the contents were much more difficult than normal fundamental
classrooms. Hence, data from an interview revealed a teacher felt satisfied when her
school hired a tutor to give the supplementary classes to the students. All interviewed
teachers thought that hiring a tutor gave benefits to both parties (students and teachers).

From the open-ended survey, only a few teachers felt pressured by the
principals or the performance of the students. However, the data from open-ended and
interviews showed the same meaning with the structured survey that they were neither
stressed nor anxious about classroom preparation. The tone of the interviewees was
neutral showing indifference in their emotion. Moreover, all of them admitted that they

were teachers by profession and their job was to teach despite a rapid change in the
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admission system. Grounded in CLT framework, it can be interpreted that the teachers
were the group of a stakeholder that accepted change without questioning nor simply
could they be ignorant. However, the tests also had positive washback on their teaching,
those characteristics were: encouraging to prepare for the tests — this enthusiasm was seen
in those younger teachers and feeling pride from students’ achievements.

The findings are in correspondence with CLT Principle 10 - In CLT, tests are
embedded in educational and social systems, the consequences of teachers’ classroom
teaching activities were discussed. The data obtained from the open-ended survey and
showed that their classroom activities were involved in 4 main activities: 1) vocabulary
building, 2) teaching test materials that imitate the tests, 3) teaching the contents related
to the tests, and 4) relying on afterschool tutors. It can be clearly seen that the areas
taught in classrooms relevant to the areas tested. The findings are in line with Watanabe
(2013) and Cholis & Rizqi (2018) was that the teachers adopted teaching to the test
method or test-driven pedagogy, such as preparing and revising teaching materials to
correspond with the tests.

To sum up, the results found in an interview demonstrated that the contents
they had learned in English classes in high school were somewhat relevantto the
curriculum, but the contents were shifted to test-taking skills in last year of high school.
The normal practice that both students do, and teachers give is studying past years’ test
items so they can get familiar with the vocabulary and grammatical knowledge. It shows
that the students only care about improving their test-taking skills and it is in line with

classroom teaching where teachers change their teaching content to relate to the entrance
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examinations. This indicates the detrimental effect entrance examinations have on
students and teachers (Shohamy, 2005). While students clearly focused on grammar and
vocabulary, reading is a big challenge for them because they had rarely been given
reading assignments at schools.

In sum, preparing students for English entrance examinations affected teachers
in neither positive nor negative ways. They neither felt stress, worry, anxiety, nor happy
about preparing for the tests. Hence, these high-stakes tests had lower stakes to them than

to the students. Additionally, classroom teaching mostly involved test-taking skills.

4.5 Value of the tests on students’ future education and teachers’ career

In response to research question 4: how do university students and high school
English teachers perceive the value and the use of English national entrance
examinations in relation to their future education and lives? The findings from
participants of students and teacher from the open-ended questionnaire and the in-depth
interview are presented into categories below.

4.5.1 Influence of English national entrance examinations on students and
teachers’ lives and future

Shohamy (1993) stated that the impact of the test is more complicated than it
had previously been assumed. Hence, the consequence of the test impacted on students

and teachers’ psychological and social aspects was to be investigated.
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1. The structured questionnaires’ responses
The findings below (Table 4.17) demonstrated the students’ attitude towards

the influences of the tests on their emotional and social aspects.

Table 4.17 Mean scores, standard deviation, and percentage of students’ opinion on the
influence of the English entrance examinations on psychological and social

aspects
Frequency and Percent
Questionnaire no. Strongly Disagree Neither ~ Agree Strongly n s.D. Meaning
disagree agree nor Agree
| ~ disagree
6. The scores of English 6 35 214 350 320 4.02 0.89 Agreed
National entrance (0.6%) (3.8%) (23.1%) (37.8%) (34.5%)
examinations have affected
my decisions on choosing
my field of study. Y ¥ . ¥
14. Preparing for the tests of 19 47 295 346 219  3.75 0.94 Agreed
GAT, O-Net, and the 9 (2%) (5.1%) (31.8%) (37.3%) (23.6%)
common subjects has
influenced my feelings
towards learning English.
18. I believe that good scores 37 79 289 314 205 3.62 1.05 Agreed
in English entrance (4%) (8.5%) (31.2%) (33.9%) (22.1%)

examinations will result in a
good and well-paid job.

1.2 The 1t year university students’ responses
Data of Q.6 revealed that 670 students (72.5%) thought that the English
scores of national entrance examinations affected their decisions on choosing fields of
study. Only 6 of them (0.6%) strongly disagreed. Hence, the mean value (4.02) confirmed
the statement that in choosing the faculty of studying, English scores were of importance.
Moreover, 565 of the students agreed that studying for English national entrance
examinations influence them in learning English (Q.14). Finally, there were 519 students

(56%) who believed that good scores in English examinations would result in them being
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in a good well-paid job, although 4% (37 students) strongly disagreed on this statement
(Q.18).
The following table (Table 4.18) showed the teachers’ attitude towards

the influences of the tests on their emotional and social aspects.

Table 4.18 Mean score, standard deviation and percentage of teacher’ attitude towards
the influences of the tests on teachers’ professional lives

Frequency and Percent M S.D. Meaning
Strongly Disagree Neither  Agree Strongly
Statements disagree agree nor Agree
disagree

12. The rapid changes in the 2 8 26(24.1%) 49 21 375093 Agreed
admission system have (1.9%)  (7.4%) (45.4%) (19.4%)
affects my teaching.
13. My students’ entrance 7 14 40 38 9 326 1.00 Neither
examination scores have (6.5%) (13%) (37%) (35.2%) (8.3%) agreed nor
affected my key disagreed

performance indicator (KPI)
assessed by the
director/chief.

1.2 The high school English teachers’ responses

In addition, 70 teachers (64.8%, see Q. 12) who agreed that the rapid
change in the admission system had affected their teaching but 1.9% (2 teachers) were
strongly in disagreement. The mean value (3.75) indicated that participants were mainly
agreed that their teaching would be affected due to a quick change in admission system.
However, from Q 13 the data revealed that the teachers neither agreed nor disagreed on
the statements that KPI had affected their teaching, preparing for test causing their
anxiety, stress, and worry, nor feeling happy about it, with the frequency of 40. This

findings contrasted with that of the students in the same respect.
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2. In-depth interview’s responses
According to the results of the in-depth interview (Table 4.19), 20 students
(91%) said that English entrance examinations had some influence on their lives, while

9% of them claimed that these tests had little influence.

Table 4.19 Students and teachers’ views of the influence of the English entrance
examinations on their lives and future

Students Teachers
. N=22 N=10
Categories Fr((aquenc)y / Fr((aquenc)y /
| | i Percent Percent

Has influence 20 (91%) 3 (30%)

e expand one’s future 17 1

e motivate students to study English and teachers to teach English 2 1

o personal development (students) 1 1

e teachers’ KPIs = =
Has little influence 1 | 2 (9%) 7 (70%)

e Memorizing only for an exam (Students) 1 -

¢ Studying English only to pass an exam (Students) 1

o feeling indifferent 7 7 - 7

In the interview, the students pointed out some influences on their lives and
future. Nearly all of the students thought that these tests were important because if they
got accepted in a good university it is most likely for them to get a good job, while two of
them thought differently. Saranya (S10) commended “...English is very important for
every career, if you are good at English, you can get a job in any field....”

On the other hand, two students who claimed that they did not like English
and struggled in school. Mul (S18) asserted that English scores affected her choices in

choosing a university.
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“I gave up on this subject, so I tried my best to study other subjects to make
up for the loss of English score. If | get high a score in GAT Thal, | would settle for that.”
(S18 — Muk)

In contrast, the teachers’ results yielded different results. Most of the
teachers (70%) felt that these 3 tests had little influences on them. The students
achievements did not affect their KPIs nor their career. This finding is in line with the
findings of the survey questionnaires mentioned above. T. 10 commended that
“...teaching is my job, I'm happy and willing to teach my students...”

4.5.2 Discussion

According to the findings the students found these 3 tests and the TCAS
system influenced their feeling towards English learning because they believed that the
test result could access them to public universities and determine their future careers,
therefore, implies better education with lower costs that lead to a better career perspective
(Poovudhikul, 2013). This is in correspondent to Principle 10 - In CLT, tests are
embedded in educational and social system. Since the use of language assessment has
been a part of meritocratic policies in homogeneous Asian countries (Tagaki, 2010),
English tests have been employed as gatekeeping devices for access to higher education,
and professions.

On the other hand, tests did not have significant impacts on the teachers but did

on their teaching. It could be because they are government school teachers and students’

success, nor failure affects their pays.
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4.6 Summary of Findings

This study aims at investigating the 1% year university students and high school
English teachers towards the English national entrance examinations (GAT, O-NET, and
the 9 common subjects). As presented earlier in the chapter, this study revealed some
important information about the test based on the test takers’ point of view. This study
revealed 5 pieces of information about the tests based on participants of study

perceptions. The summary of the results of this study is presented in table 4.20 below:

Table 4.20 Summary of participants’ perceptions toward the English national entrance
examinations.

Categories | Positive Neutral Negative

1. The perception on their learning/ teaching

e  The students

e  The teachers
2. Attitude towards fairness and test usefulness of TCAS system

e  The students

e  The teachers 0
3. Critical views towards the rights of a test-taker

e  The students

e  The teachers
4. Appropriateness of English entrance examinations as an assessment tool

e  The students

e  The teachers
5. Influence of English entrance examinations on their psychological and social aspects

e  The students

e  The teachers
6. Value of the tests on their future education and career

e  The students O

e  The teachers 0

It can be inferred that the participants group 1 (1% year university students) mainly
held negative perception about the tests in 4 categories: 1) perception of their learning, 2)
perception on the impacts of the tests on students’ psychological and social aspects, and

3) perceptions on the topics covered in the tests. While they had mixed feeling towards
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the perception on the tests and the TCAS system, but neutral feelings towards the fairness
and test usefulness.

On the other hand, the participants group 2 (high school English teachers) felt
positively towards 3 categories: 1) the perception of their teaching, 2) perception on the
tests and TCAS system, and 3) the perception towards the fairness and test usefulness.
However, they felt negatively towards the perceptions on the topics covered in the tests
which was the same as the students’ but held neutral feelings towards the perception on
the impacts of the tests on teachers’ psychological and social aspects.

In addition, all of the data in this chapter will be theoretically discussed and analyzed

to make discussions on the answers to the RQs in the next chapter.



CHAPTER 5

CONCLUSIONS AND RECOMMENDATIONS

This chapter begins with a brief summary of research’s aims, follow by implications

and recommendations based on the results of the study.

5.1 Conclusions

Language testing plays an important role in many EFL countries all around the
world, including Thailand. This study has explored the influence of English national
examinations on major stakeholders, 1% year university students and high school English
teachers. The English national tests are GAT, O-NET, and the 9 common subjects and are
used as gatekeeping tests by Thai universities as a university admission. Performance of
these 3 tests may have serious implications for the life chance of test takers. Therefore,
this study was set out to investigate the influence of these high-stake tests on 1% year
university students and high school English teachers via the lens of Critical Language
Testing in which not only closely investigated the washback effects but also the social
and psychological aspects.

Although the data shown that both positive and negative washback on the tests but
that was expected. The data emerged from this study confirm that the agenda the

government sought to fix in year 2006 by changing admission has not improved since the
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students still sought shadow education as their supplementary knowledge, and even worst
the schools employed English tutors to teach at the schools and claimed that as their
strategies. The findings of this study show that even though Thailand English policy aims
at communicative language teaching, practically heavily rely on test drive pedagogy. This
finding shows an incomparability of the admission policy and pedagogical policy. This
study also shows the same finding as Takagi’s (2010) study that test-takers’ rights were a
new issue in Japanese context, so was in Thailand. Since English tests have been
embedded in Thai education and preparing for examinations is part of their lives, some

students may not be aware of their rights in viewing the uses of the test critically.

5.2 Implication and Recommendations

This section's implications and recommendations for the test-takers and the testers
are discussed in order to consider how we could improve current practices. Based on the
findings, the implication of this study considers 3 mains aspects. First, pedagogical shifts
— in this sense, it can be clearly seen from the findings that Thailand’s pedagogical has
unintentionally shifted to exam-oriented education system on the last year of high school.
Despite the education policy focusing on communicative language teaching, the high-
stakes tests still pay an important role in controlling pedagogy. Second, views on testing —
language assessment as well as testing should be looked through a critical lens that
language test is not just a tool to evaluate a level of success. Third, the role of testing —
tests should focus on the use and the consequences of the tests on their role in

educational, social, political, and economic context.
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Therefore, the following sections outlines implications for: 1) policy makers, 2)
students and high school English teachers, and 3) educators, administrators and officials
of the CUPT based on the 3 aspects mentioned above.

5.2.1 Policy implementation

English tests should be in line with the policy. Since Thailand education policy
aims for communicative language teaching, the English tests should properly assess test-
takers’ communicative skills, as well as promote positive washback on students’ learning
and teachers’ teaching. Real speaking and listening should be given weight in tests, and
grammar and reading skills should be minimized. Additionally, the test format should be
improved; test developers should consider using a different format, such as open-ended
items that assess higher-level cognitive abilities, rather than pure 100 percent multiple
choice questions. Additionally, the current cost of applying for admission examinations is
excessive in comparison to Thailand's minimum wage (350 baht/day). The high cost of
sitting an exam results in inequality in Thai society, as the poor may not have the same
opportunity to choose their preferred university as the rich and that could create a wider
gap between the rich and poor. Hence, the students cry for help in lowering admission

fees.
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Figure 5.1 Students’ opinions towards Thai education

Source: instragram

5.2.2 Implications for students and high school English teachers

The main implication for the sake of students’ rights. That’s they should be
aware of their rights as a test taker. They should realize that they can question and dispute
the misuse of tests. By this way, they will learn to develop the critical point of views
towards the examination system (Shohamy, 2001). In this study, even though more than
half the students realized the rights of the test-takers, the process of disputing is still
confusing. It is important that the public should hear the voice of test-takers, even the
little one, so that we can promote the urge for improvement of the university admission
system. They should know that to limit the uses of tools of power of the tests their voices
are essential. Moreover, the students should be aware that the real purpose of studying
English is to communicate in real life. Let us not let the cram school industry and testing

industry take away the sense of learning English.
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Not only students but high school English teachers should be aware of the
rights of the test-takers, even though they do not take the tests directly, but in a broad
sense, their practices affect test results (Shohamy, 2001). Therefore, teachers should not
only concentrate on preparing students to pass the tests but also focus on the real use of
the language. The teachers should develop a critical view of the tests and question their
use, and perhaps start from changing classroom’s assessment by applying the Critical
Language Testing in their practice such as asking question like: who do | test? what do |
test? do | test what | teach? what is the consequence of the test? would it give a positive
washback?

It is not just the tests alone that the teacher question but the whole admission
system. Since the teachers will be the first party affected by any changes to the admission
system, especially in this test-driven pedagogy. Moreover, teachers should try to keep up
with the current trends in when there is an opportunity to express their feeling towards
the education system or current admission system, they should not hesitate to do so.

5.2.3 Implications for the Council of University Presidents of Thailand (CUPT)

Most importantly, the CUPT, in line with ELT test takers and educators, should
reconsider the agenda of the tests. If looking through the lens of Critical Language
Testing, the testers should always keep these questions into consideration: who are the
testers? whose knowledge is the test based on? what are the underlying values behind the
tests? is the tested contents give positive washback? because the majority of the test-
takers claimed that the current English entrance examinations neither assess their real use

of language nor classroom teaching. If the tests are too difficult beyond their ability,
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shadow education will become their supplementary resource. Moreover, it is unethical to
assess test-takers with unreasonably difficult tests because the test-takers’ ability cannot
be accurately access. Secondly, the CUPT should have the research capacity to make sure
that the tests are reliable. Also, they should ensure that the examination results are
believable, credible, and fair to test-takers. Lastly, they should thoroughly study and
evaluate the advantages and disadvantages of the admission system before making a
change. The voice of the test-takers should also be considered in making changes in
policy, such as admission fees should be lower and the processes of choosing university
range should be less complicated.
5.2.4 Implications for the educators and administrators

The results of the study showed that both students and high school English
teachers are greatly influenced by the English national entrance examination. The effects
are much greater than just a fail/pass result but also affected society, and the economy as
a whole. Therefore, the educators and administrators who are in higher positions and
have louder voices in the society than those major stakeholders should hear their voices

and speak out or educate others when possible.

5.3 Future Research

Future research may consider exploring the same issue but from the perspective of
other test-takers such as parents, high school students or from a tester like administrators,

and policy makers. Lastly, this study on the high school English teachers was based on
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one province in Northeastern of Thailand, so it would be interesting to have similar

surveys in different regions of Thailand.

5.4 Limitation and Delimitation of the Study

This study was conducted in schools located in Nakhon Ratchasima, Thailand, and
the public universities in 4 regions of Thailand. The sample included high school English
teachers in Nakhon Ratchasima province and 1% year university students nationwide. The
first limitation of this study lies in the number of participants in this study. The limited
number of the participants made the findings of the study difficult to be generalized for a
bigger population because of the issue of representation. Although, the researcher tried to
recruit relatively large numbers of participants for the in-depth interview and individual
interviews to provide a variety of perspectives and to give enough data to allow me to
seek trends and consistency across the data. Secondly, the location of the study might
have had an effect on the study, since perspective as well as opportunities in other areas
of the province might differ from these findings. Lastly, it was extremely difficult to
gather data during the COVID-19 pandemic, especially from the teacher group. Since the
researcher has no direct contact with any of the teachers nor the schools, hence, the data
could not be obtained without an authority causing a delay in data collection. Therefore,
the researcher, after consulted with the advisor, decided to reduce the number of teacher

participants to 108 compared to 120 teachers as originally planned.
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The Cost of Application Fee for Round 3 *Information from
https://pgschula.org/
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Subject GAT/ PAT The 9 Common Subjects
> N ol al B = ;
= Flo|la|o|s|w|lo|~|S s 2 =l gl 2 g Meqlcal Total
3 < Flaldld|lad|la|lals|8| 2| B|&8|.8| £| E| 5 |Aptitude
g |° FlelEz|28]&8s
(@]
Physical 140(140|140 100{100{100{100 100{100|100 1120
Science
Health 140(140|140 100{100{100|100 100{100|100 1120
Science
Medical 100{100{100|100 100{100|100| 800 |1500
Nursing 140(140|140 100{100{100|100 100{100|100 1120
Engineering |140|140{140|140 100{100{100{100|100 100{100|100 1360
Architecture |140{140{140 140 100{100{100{100|100 100{100|100 1360
Fine and 140 140 100{100{100 100{100 780
Applied Arts
Business/ 140(140 100{100{100{100|100 780
Accountancy
Social / Law (140|140 140{100{100|100 100{100 920
/ Political
Science
Arts / 140|140 140(100{100|100 100|100 920
Humanities
Education 140(140|140 140 100{100{100|100 100{100|100 1260
(Science)
Education 140 140 100{100{100 100|100 780
(Arts)
Education 140(140(140|140 140 100{100{100{100 100{100{100 1400
(Industrial)
Education 140 140 140(100{100|100 100 820
(Language)
Education 140 140 140|100{100|100 100 820
(Social)
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Settings of the study
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2. University
Frequency | Percent | Valid | Cumulative
Percent | Percent

Bangkok University 2 2 2 2
Bansomdejchaopraya Rajabhat University 1 A A 3
Boromarajonani College of Nursing Nonthaburi 1 A A 4
Burapha University - 5 to 3 1 A A .5
Chaiyaphum Rajabhat University 1 1 1 .6
Chandrakasem Rajabhat University 2 2 2 9
Chiang Mai Rajabhat University 12 1.3 1.3 2.2
Chiang Mai University 96 10.4 10.4 12.5
Chiang Rai Rajabhat University 1 A A 12.6
Chulalongkorn University 4 4 4 131
Huachiew Chalermprakiet University 1 Nl Nl 13.2
Kasetsart University 83 9.0 9.0 22.1
Khon Kaen University 67 7.2 7.2 29.3
King Mongkut's Institute of Technology Ladkrabang 14 15 15 30.9
King Mongkut's University of Technology North Bangkok 5 .5 .5 314
King Mongkut’s University of Technology Thonburi 5 .5 .5 31.9
Mae Fah Luang University 8 9 9 328
Maejo University 16 1.7 1.7 345
Mahidol International College 2 2 2 34.7
Mabhidol University 3 3 3 35.1
Nakhon Ratchasima Rajabhat University 35 3.8 3.8 38.8
Naresuan University 2 2 2 39.1
Panyapiwat Institute of Management 2 2 2 39.3
Prince of Songkla University 15 1.6 1.6 40.9
Prince of Songkla University - Pattani 9 1.0 1.0 419
Prince of Songkla University - Phuket 2 2 2 421
Prince of Songkla University - Surat Thani 17 1.8 1.8 43.9
Rajabhat Maha Sarakham University 1 A A 440
Rajamangala University of Technology Isan 33 3.6 3.6 47.6
Rajamangala University of Technology Lanna 3 3 3 479
Rajamangala University of Technology Phra Nakhon 1 A A 48.0
Rajamangala University of Technology Thanyaburi 1 Nl Nl 48.1
Rangsit University 1 A A 48.2
Silpakorn University 9 1.0 1.0 49.2
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2. University
Frequency | Percent | Valid | Cumulative
Percent Percent

Srinakharinwirot University 81 8.7 8.7 57.9
Srinakharinwirot University 4 4 4 58.4
Suan Sunandha Rajabhat University 3 3 3 58.7
Suranaree University of Technology 46 5.0 5.0 63.6
Thaksin University 251 271 271 90.7
Thammasat University 3 3 3 91.0
Ubon Ratchathani University 3 3 3 91.4
University of Phayao 1 A A 915
Walailak University 79 8.5 8.5 100.0
Total 927 100.0 100.0
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Tagaki’s Version of Questionnaires

IT. Questions about the English entrance examinations for universities (National
Center Test and tests conducted by national universities)

Please answer each question as fully as possible.

1. Do you think that English classes you took in high school aimed to prepare you for
the English entrance exammations for universities? If so, please deseribe why and

what the English classes were like.

[

Were English classes in high school useful for preparing for the English entrance

examinations for universities? Please answer giving reasons.

3. Did you prepare for the English entrance examinations for universities outside of

English classes m school? If yes, please describe what kinds of preparation you did.

If you have experience of going to a cram school or a preparatory school for

preparation. please describe what you studied there.
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4. Dad the English enfrance examinations for nmiversities influence your feelngs or
ways of studying English? If so, please describe the kinds of influence they had on

you.

5. Do you think that the English entrance examinations for umiversities {WNatiomal
Center Test and tests conducted by national universifies) assessed your English
ability appropniately? Please descnibe, giving reasons.

6. Do you think that the English test is necessary for the university entrance exams?

Flease describe, giving reasons.

7. Do you think that the English entrance examinations for umiversities reflect the
purposes of Foreizn Languages descnibed mm The Course of Study for Upper

Secondary School? Please descobe, giving reasons.

Reference : The Course of Study for Upper Secondary School Foreign Languages
1. Overall Objectives

To develop students’ practical commmmication abilities such as understanding
information and the speaker's or wrter's Imtentions, and expressing their own ideas,
deepening the understanding of language and culture, and fostering a posiive attitude
toward communication through foreizn languages.

8. Do you think that the English entrance examinations for umiversities reflect the
purposes of the Fundamental Law of Education? Please describe, giving reasons.

Reference : The Fondamental Law of Education (Article 1. Aim of Education)
Education shall aim at the full development of persomality, stnving to murture the
citizens, sound in mund and body, who shall love truth and justice, esteem mdividual
value, respect labour and have a deep sense of responsibility, and be imbued with the
mdependent spint, as bulders of the peaceful state and society.

9. Do wyou think that the English enfrance exammations for umversites realize
educational policies by the Ministry of Education, Culture, Sports, Science and
Technology (e.g. Fegarding the Establishment of an Action Plan to Cultivate
“Japanese with English Abiliies™). Please answer, giving reasons.
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Eeference : Goals to Cultivate “Japanese with English Abilities™
English langnage abilities required for all Japanese pecple
[Goals]
English language abilifies required for all Japanese nanonals
“On graduanng from junier high schoel and semior high school, graduates can
communicate in English”

* On graduation from a jumor lugh school, students can conduoct basic
commumnication with regard to areas such as greetings, responses, or topics relating
to daily life. (English-language abilities for graduates should be the third level of
the Society for Testing English Proficiency (STEP) on average.)

* On graduation from a semor high school, students can conduct normal
communication with regard to topics, for example relating to daly life
(English-langnage abilities for graduates should be the second level or the
pre-second level of the Society for Testing English Proficiency (STEP) on
average.)

English language skills required for specialized fields or for those active in
mternational society
“On graduating from university, graduates can use English in their work™

*+ Each umiversity should establish attainment targets from the viewpoint of fostenng

personnel who can use English in their work.

10. Do you think that the English entrance examinations for umiversities influence the
future of high school students (e g, profession famnmly hfe, and personal

development)? Please descnibe, giving reasons.

11. If you have any other opimions about the Enghsh entrance examinations, please
write them down
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Pilot Study
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Piloting is essential to ask respondents or colleagues who understand the

purpose of the questionnaire to review it in order to improve it (Genesee & Upshur,

1996; Wellington, 2000). The purpose of the pilot study is to discover weaknesses in

the questionnaire and whether it is feasible for the main study. The questionnaire will

be tested on a sample of participants who will be participating in the final survey

(Thomas, 1998).

1. Participants

Participants Group | Total Remark
High school students 1 10 Students grade 11 & 12
1t year university 2 30 Engineering students studying English 11 (English for
students communication)
High school English 3 10 At least 5 years experience in teaching English
teachers

1. Results of Structured Questionnaires (all groups)

Table 1 Mean score, standard deviation, frequency and percent of students in Groups
1 & 2’s experience of preparing for the university entrance examinations

Frequency and Percent

Statements Group ?rongly Disagree | Unsure | Agree Strongly | M |S.D. | Meaning

isagree Agree
1. English classes 1 0 2 2 3 3 3.70|1.16| Agreed
that | took in high (0%) (20%) | (20%) | (30%) | (30%)
school aimed to 2 0 7 7 10 6 3.50(1.07| Agreed
prepare me for the (0%) (23.3%) |(23.3%) |(33.3%) | (20%)
English national
entrance
examinations.
2. The lessons in 1 2 2 2 2 4 3.60(1.58| Agreed
the last year of (20%) (20%) | (20%) | (20%) | (40%)
high school 2 2 3 6 14 5 3.57|1.10| Agreed
mostly aimed to (6.7%) | (10%) | (20%) |(46.7%)| (16.7%)
teach to the test.
3. English lessons 1 3 3 2 2 2 2.30(1.16 | Disagreed
in classrooms (30%) (30%) | (20%) | (20%) | (20%)
alone were 2 9 9 6 5 1 2.33|1.18 | Disagreed
enough for me to (30%) (30%) | (20%) |(16.7%)| (3.3%)
do the test for the
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Frequency and Percent

studying with a
cram school.

Statements Group ?j@rongly Disagree | Unsure | Agree Strongly | M |S.D. | Meaning
isagree Agree

English national

entrance

examinations.

4. The school has 1 1 1 3 2 3 3.50(1.35| Agreed

hired an English (10%) (10%) | (30%) | (20%) | (30%)

tutor from cram 2 3 3 5 15 4 3.47|1.17| Unsure

schools to prepare (10%) (10%) |[(16.7%)| (50%) | (13.3%)

the students for

the tests.

5. | prepared 1 3 0 1 3 3 3.30(1.70| Unsure

myself for the (30%) (0%) (10%) | (30%) | (30%)

National entrance 2 5 8 12 4 1 2.60|1.04| Unsure

examinations by (16.7%) | (26.7%) | (40%) |(13.3%)| (3.3%)

Table 2 Mean score, standard deviation, frequency, and percent of teacher experienced
of preparing for the university entrance examinations

Frequency and Percent
Statements ?j’;rongly Disagree | Unsure | Agree Strongly | M |S.D. | Meaning
isagree Agree
1. I am aware of the 0 0 1 3 6 450(0.71| Agreed
importance of the English (0%) (0%) | (10%) |(30%)| (60%)
tests in the university
admission tests and have
designed the lessons to
prepare my students for the
tests.
2. The lessons in the last 0 1 0 6 3 4.1010.88| Agreed
year of high school mostly (0%) (10%) (0%) |(60%)| (30%)
aimed to teach to the test.
3. The school has hired an 1 1 3 2 ] 3.50(1.35| Agreed
English tutor from cram (10%) (10%) | (30%) |(20%)| (30%)
schools to prepare the
students for the tests.
4. Students/ parents/ or the 0 0 1 5 4 4.3010.67 | Agreed
principal have asked me to (0%) (0%) (10%) |(50%)| (40%)
teach to the test.
5. GAT, O-NET, and the 9 0 0 5 2 3 3.80|0.91| Agreed
Common Subjects have (0%) (0%) (50%) |(20%) | (30%)
affected the way | teach in
which | have to design extra
courses especially for the
tests.
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b) Influences of the tests on their psychological and social aspects

The results in Table 1 showed the students' attitudes toward the effects of the tests
on their emotional and social aspects. The findings revealed that both groups agreed
that the three high-stakes tests (GAT, O-NET, and the nine common subjects) had
influenced their attitudes toward learning English and influenced their decisions about
which field of study to pursue. Furthermore, Group 1 participants agreed that studying
for the English entrance examinations would benefit their university studies, whereas
Group 2 participants were unsure. Furthermore, both groups agreed that the cost of
preparing for university entrance examinations had an impact on their household
expenditures, and they believed that high test scores would result in a good, well-paying
job.

However, the results yielded differently in the teachers’ group which showed that

the teachers were mostly neither agreed nor disagreed that students’ performance had

affected their KPls.

Table 3 Mean score, standard deviation and percent of students group 1 and 2’s attitude
towards the influences of the tests on their emotional and social aspects
Frequency and Percent

Statement G M |S.D.|Meanin
> roup itrongly Disagree|Unsure | Agree Strongly "9
isagree Agree
1. Preparing for the 1 1 2 1 3 3 3.50|1.43| Agreed
tests of GAT, O-Net, (10%) | (20%) | (10%) | (30%) | (30%)
and the 9 Common 7 1 1 11 | 10 7 [3.70(0.99] Agreed

Subjects has influenced
my feelings towards
learning English.

2. The scores of 1 0 0 2 8 5 4.30({0.82| Agreed
English National (0%) (0%) | (20%) | (30%) | (50%)

entrance examinations 2 0 1 6 17 6 3.93[0.74] Agreed

have affected m
decisions on chgosing (0%) (3.:3%) | (20%) |(56.7%)| (20%)

(3.3%) | (3.3%) |(36.7%)|(33.3%)| (23.3%)

my field of study.

3. Preparing for the 1 1 0 3 3 3 3.70|1.25| Agreed

English entrance (10%) (0%) | (30%) | (30%) | (30%)

f;‘::‘r‘]"rf;";ﬁ d")‘/’i'r']'ghi?]'p 2 1 2 12 14 0 [3.30]0.80| Unsure

0 0, 0, 0, 0,

university. (3.3%) | (10%) | (40%) |(46.7%)| (0%)

4. The preparation for 1 1 3 0 3 3 3.40{1.50| Unsure

university entrance (10%) | (30%) | (0%) | (30%) | (30%)

g:ﬁgh”iﬂg?est;a;ress 2 1 3 9 10 7 |3.63[1.07| Agreed
’ ' 0, 0, 0, 0, 0,

and worry. (3.3%) | (10%) | (30%) |(33.3%)]| (23.3%)

5. I was well prepared 1 2 1 2 4 1 3.10{1.50| Unsure

for my English (20%) | (10%) | (20%) | (40%) | (10%)
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Frequency and Percent
Statements Group 3t_rong|y Disagree| Unsure | Agree Strongly| M |S.D.|Meaning
isagree Agree

entrance examinations, 2 3 8 11 7 1 2.83|1.02| Unsure
so I didn’t feel anxiety, (10%) | (26.7%) |(36.7%)|(23.3%)| (3.3%)
stress, or worry.
6. The preparation for 1 1 1 1 5 2 3.60(1.26| Agreed
university entrance (10%) | (10%) | (10%) | (50%) | (20%)
examinations has 2 1 4 12 7 6 3.43|1.07| Agreed
affected my household (3.3%) | (13.3%) | (40%) |(23.3%)| (20%)
economy.
7. | believe that good 1 0 1 2 2 5 4.10(1.10| Agreed
scores in English (0%) (10%) | (20%) | (20%) | (50%)
entrance examinations 2 1 2 5 9 13  |4.03|1.10| Agreed
will result in a good (3.3%) | (6.7%) [(16.7%)| (30%) | (43.3%)
and well-paid job.

Table 4 Mean score, standard deviation and percent of teacher’ attitude towards the
influences of the tests on their emotional and social aspects

Frequency and Percent
Statements ivong'y Disagree|Unsure | Agree Strongly M |S.D.|Meaning
isagree Agree

1. My students’ entrance 0 1 5 3 1 3.40|0.84| Unsure
examination scores have (0%) (10%) | (50%) |(30%)| (10%)
affected my key performance
indicator (KPI) assessed by the
director/chief.
2. In my opinion, | think that 1 1 3 3 2 3.40|1.26| Unsure
preparing for GAT, O-NET, (10%) (10%) | (30%) |(30%)| (20%)
and the 9 Common Subjects of
students help them ready for
studying in higher education.
3. | feel anxiety, stress, and 0 0 4 3 3 3.90/0.87| Agreed
worried when preparing to (0%) (0%) | (40%) |(30%)| (30%)
teach my students for GAT, O-
NET, and the 9 Common
Subjects.
4. | feel happy when preparing 2 1 5 1 1 2.80|1.23| Unsure
my students for GAT, O-NET, | (20%) (10%) | (50%) |(10%)| (10%)
and the 9 Common Subjects.

c) Fairness and test usefulness

The following tables 3 and 4 showed students both groups and the teachers’ opinions
about the content, needs, and purpose of the English entrance examinations. The results
indicated that both groups were aware of the objective of these three tests. Even though,
they agreed that these three tests were appropriated for university admission, they were too
complicated, and the students had to take the tests more than necessary. Referring to the
contents learned, and the contents tested, participants in Group 1 agreed that the contents

tested were taught in their classrooms, while the participants in Group 2 were unsure.
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Table 5 Mean score, standard deviation and percentage of students’ attitude towards
the fairness and usefulness of the English entrance examinations.

Frequency and Percent
Statements Group itrongly Disagree| Unsure | Agree Strongly| M |S.D.| Meaning

isagree Agree
1. I’m aware of the 1 1 0 2 3 4 3.9 |1.29| Agreed
objectives of GAT, O- (10%) (0%) | (20%) | (30%) | (40%)
NET, and the 9 2 0 1 8 15 6 3.87(0.78| Agreed
Common Subjects. (0%) (3.3%) [(26.7%)| (50%) | (20%)
2. | think the 1 1 0 1 4 4 4.0 |1.25| Agreed
admission system is (10%) (0%) | (10%) | (40%) | (40%)
too complicated and | 2 0 2 14 5 9 3.70(0.99| Agreed
have to do the tests (0%) | (6.7%) |(46.7%)|(16.7%)| (30%)
more than necessary.
3. These 3 tests (GAT, | 1 1 0 2 4 3 3.8 1.22| Agreed
O-NET, and the 9 (10%) (0%) | (20%) | (40%) | (30%)
Common Subjects) are| 2 0 4 9 12 5 3.6 |0.93| Agreed
appropriated for (0%) | (13.3%) | (30%) | (40%) | (16.7%)
university admission.
4. The areas of testing 1 0 1 4 3 2 3.6 [0.97| Agreed
in GAT, O-NET, and (0%) (10%) | (40%) | (30%) | (20%)
the 9 Common 2 3 2 11 12 2 3.27(1.05| Unsure
Subjects are relevant (10%) | (6.7%) |(36.7%)| (40%) | (6.7%)
with the content | had
learned in classroom.
5. The areas of testing 1 2 3 4 1 0 2.4 10.97 |Disagreed
in GAT, O-NET and (20%) | (30%) | (40%) | (10%) | (0%)
?jb?eggrma%“never 2 5 g 9 8 0 |2.67|1.06] Unsure

’ (16.7%) | (26.7%) | (30%) |(26.7%)| (0%)

learned in classroom.

Table 6 Mean score, standard deviation and percentage of teachers’ attitude towards
the fairness and usefulness of the English entrance examinations.

Frequency and Percent
Statements i_tl’ongly Disagree|Unsure | Agree Strongly | M |S.D.|Meaning
isagree Agree

1. The area of testing in GAT, 2 1 3 2 2 3.10|1.45| Unsure
O-NET, and the 9 Common| (20%) (10%) | (30%) [(20%)| (20%)
Subjects are relevant with
teaching curriculum of the
upper secondary school stated
by the ministry of education.
2. The areas of testing in GAT, 3 2 2 0 3 2.80(1.68|Unsure
O-NET, and the 9 Common| (30%) (20%) | (20%) | (0%) | (30%)
Subjects are more difficult than
teaching curriculum and | have
never taught them to do the tests.
3. | think that the admission 1 0 2 1 6 4.10|1.37 |Agree
system is too complicated and| (10%) (0%) | (20%) |(10%)| (60%)
changes too often which affects
my teaching.
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Results of Open-Ended Questionnaires

Research question no. 3: What are the high school teachers’ perspectives of the
English tests of the national examinations on their teaching of English in the classrooms
and their career?

Questions number 1, 2, and 3 of the questionnaires had an open-ended format
to provide greater freedom of expression for the participants to express their viewpoints
of teachers’ experiences in preparing for the university English entrance examination
in and outside of high school. These 3 items are dealt with below:

Q1: Do you design your class for preparing students to take GAT, O-NET, and
the 9 Common Subjects? If yes, please explain in detail.

Based on table 4.27, 62.5% of the teachers prepared the lessons to aid students
in doing the test such as look up old tests and teach to the tests, while 37.5% of them
taught according to the curriculum.

Q2: Do you think GAT, O-NET, and the 9 Common Subjects are appropriate
for the university admission? Please describe by giving reasons.

According to table 4.27, 87.5% of the respondents thought that GAT, O-NET,
and the 9 Common Subjects are not appropriate for entrance examinations because the
tests were too difficult and it is not relevant with the classroom teaching, as a result the

students have to seek knowledge elsewhere such as cram schools.

Table 7 Frequency and percentage of students’ opinion on their experiences, contents

of the tests
Item number Yes | No
1 | Do you design your class for preparing students to take GAT, O- Frequency | 5 3
NET, and the 9 Common Subjects? If yes please explain in details. Percent | 625 | 375
2 | Do you think GAT, O-NET, and the 9 Common Subjects are Frequency | 1 7
appropriate for the university admission? Please describe by giving Percent 125 | 875
reasons.

Q3: What is your opinion about the success or failure of your students in

university admission on affecting your career as a teacher? Please explain in detail.

Three out of five respondents admit that students’ scores affect school’s fame.

That is the reason why some high schools hired English tutors from private institute’s
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to teach the last year high school students in the hope that they would get a last piece
of knowledge. The responses of the rest describe that the students’ scores do not have

an impact on them directly but does make them proud.

Q4: What do you think the government should do to improve the admission

system? How? Please describe.

The responses from the teachers’ group showed various opinions toward the
current admission system. Some said the TCAS was too complicated and it was costly,
another said the tests should be created to suit the use in a real world situation, and one

said the old Entrance System was more effective than the current one.

Results of In-depth Interview

A high school English teacher who responded to the survey was selected to be
interviewed. The interview was recorded, took place at her convenience and
transcribed, respectively. The results of in-depth interview fall into three themes:

opinion, problem, and suggestion.

Firstly, she said she has taught English at a state school for nearly 3 years. She
designed her lesson plan and submitted to the head of English subject for approval. She
believes that the lessons she planned are good enough to prepare students for admission
examinations. She created the lesson plan by integrating old test items to fit in the
curriculum for students grade 12. However, she admitted the test items are getting more
difficult each year, more than her students’ ability and some items are even more than
hers. She added that “I don’t blame students who study outside schools otherwise they

won’t be competitive in the examination arena”.

Secondly, the problem that she encounters is not teaching but the administration
work relating to school. She feels that if her work was only teaching, she would have
had more time in preparing the lessons. Moreover, she claims that during the
examination season of each year she feels stress because she hopes her students to do
well at the examinations that could be because she is a new teacher and her students’
performance might have an impact on her future career. While some of her senior
colleagues who have been teaching for over 10 years do not feel anxious about the

examination season because students’ examination results do not affect their pay.
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Lastly, she suggests that those who are in power such as the Ministry of
Education, the Council of University Presidents of Thailand and the test maker should
cooperate and work as a team. All the major stakeholders should take part in developing
the tests and researching on the advantage and disadvantage of the admission system

should be done rather than a sudden change.

Conclusions and Suggestions

The results of the pilot study revealed that the agenda of the TCAS admission
system is almost unknown to the test takers. The major group of the stakeholders (high
school students, university students, and high school teachers) agrees that the admission
system is too complicated, and the system has changed too often. In addition, some
students claim that the cost of admission fees is too high, and it affects the choice of
selecting their future faculty. The participants feel that they have no chance in arguing
or complaining but to obey it. The results generated from the data analyses indicated
that, from the participants’ viewpoint, the test items are too difficult beyond the test
takers’ ability which they have hardly learnt in the classroom. Consequently, they have
to obtain it by studying in the tutoring schools. Additionally, the high school teachers
suggest that all major stakeholders should be involved and empowered in the process
of test developments and before changing the admission system, enough research

should be done to support the reasons of amending the system.

After pilot study, the researcher has concerns on several issues that may occur

during the real survey:

1. Inorder to conduct research in schools, a consent form and an official letter
from Suranaree University of Technology must be presented even though it
was just a pilot study.

2. Posting questionnaires on social media can be challenging as the
participants can be anyone and can answer anything. The researcher will
deal with this matter by targeting specified groups who the subjects are most
related to.

3. On site surveys can be time consuming, well prepared ahead of time so it

will interfere with the planned lessons. Besides informing the teachers of
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the studied group in advance of the approximate time spent, the researcher
will also conduct the main study at the beginning of the term when the
classes are mostly introduction.

4. To avoid any misunderstanding, the language use in online form must be as
simple and clear as possible because the participants are not there to ask if

they have some questions.

Table 8 below illustrates the important revision of each instrument after the pilot study
as completed.

No. Instrument Before Pilot Study After Pilot Study
1 Structured Item no. 6, 7, 8 (teachers’ Adjust some wording and make
Questionnaires questionnaire) and item no. 11, 12, Thai translation as simply and
14, and 15 (students’ questionnaire). | shortly as possible.
2 Open-ended 3 items Add a questionnaire item to 4
Questionnaires items.

Table 4.28 Revision of each instrument after the pilot study
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APPENDIX E

Students’ Questionnaires in Thai language
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APPENDIX F

Students’ questionnaires in English

Part 1: General Information and educational background

Please select the most appropriate choice.

1.

Your gender
a. Male
b. Female

Type of a upper secondary school you graduated from
a. State school

b. Private school

C. Other (please SPeCify).......coccoviiiirin,

Your program in an upper secondary school
a Sciences and Mathematics Program
b Arts and Mathematics program

C. Arts program in........oooooeveeeeee
d
e

English Program
Other (please Specify)...........ccoovviiiviieinr,

Your round of university admission

a. Round 1: Portfolio

b. Round 2: Direct Quota

c. Round 3: Co-Direct Admission

d. Round 4: Admission System

e. Round 5: Direct Admission

Your contact information

a. Telephone NO .....ocveeeveiieeeeeeee
b. Email: ..o,

C. Line id: coeeeeeeeeeeeeeee e
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Part 2: Opinion about the effects of English tests in national university examinations.

Directions: Please indicate your level of agreement or disagreement with each of these
statements. Place an "O" mark in the box of your answer.

5 = Strongly Agree

4 = Agree
3 = Unsure
2 = Disagree

1 = Strongly Disagree

Level of
Description agreement
213|415

1. English classes that | took in high school aimed to prepare me
for the English national entrance examinations.

2. The lessons in the last year of high school mostly aimed to teach
to the test.

3. The school has hired an English tutor from cram school to
prepare the students for the tests.

4.  English lessons in classrooms alone was enough for me to do the
test for the English national entrance examinations.

5. | prepared myself for the National entrance examinations by
studying with a cram school.

6. The scores of English National entrance examinations have
affected my decisions on choosing my field of study.

7. The areas of testing in GAT, O-NET, and the 9 Common
Subjects are relevant with the content | had learned in classroom.

8. I have never learned the content tested in GAT, O-NET, and the
9 Common Subjects in classroom.

9. Preparing for the English entrance examinations has helped me
in my studying in university.

10. T’m aware of the objectives of GAT, O-NET, and the 9 Common
Subjects.

11. 1think the admission system is too complicated.

12. | have to take the tests more than necessary.

13. These 3 tests (GAT, O-NET, and the 9 Common Subjects) are
appropriate for university admission.

14. Preparing for the tests of GAT, O-Net, and the 9 Common
Subjects has influenced my feelings towards learning English.

15. The preparation for university entrance examinations has caused
anxiety, stress, and worry.

16. 1 was well prepared for my English entrance examinations, so |
didn’t feel anxiety, stress, or worry.

17. The preparation for university entrance examinations has
affected my household economy.
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Level of

Description agreement

11234

18.

I believe that good scores in English entrance examinations will
result in a good and well-paid job

19.

I am aware that | can question the testers for an inaccuracy in the
scoring.

20.

Students and teachers should be involved in the test development
process.

Part 3: Opinion about the effects of English tests in national university examinations
- open ended questions

1.

Did you prepare for the English entrance examinations for universities outside

of the English classes in school? If yes, please describe what kind of
preparation you did. If you have experience of going to a cram school for
preparation, please describe what you studied there.

Yes No

What is your opinion about employing GAT, O-NET, and the 9 Common
Subjects for the university admission? Please describe by giving reasons.

Yes No

What do you think the government should do to improve the admission
system? How? Please describe.
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Teachers’ questionnaires in Thai language
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APPENDIX H
Teachers’ questionnaires in English

Part 1 - Demographic Information

1. Your gender
a. Male
b. Female

2. 'Your age range
a. 20-30
b. 31-40
c. 41-50
d. 51-60

3. Your highest educational level

a. Bachelor’sdegree in...................coooocoee
b. Master’sdegree in.................ccccoeeveiieeen..

c. Doctoraldegree in.................ccoccoooiiiiiei,

2. Your experience in teaching English................ month...... year
4. Type of a secondary school you are teaching

a. State school

b. Private school

c. Other (please SPeCify) .........cccoooiiiiiiiiieeiee,
5. Your contact information

a. Telephone.,.... e D 4

b. Email: YN 6 4 4 6 6 6

C. LinelD: .
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Part 2: Opinions about the effects of the English tests in the University Admission
Tests
Directions: Please indicate your level of agreement or disagreement with each of these
statements. Place an "[1" mark in the box of your answer.

5 = Strongly Agree

4 = Agree
3 = Unsure
2 = Disagree
1 = Strongly Disagree
Degree of
Description agreement
1123415

1. lam aware of the importance of English national
examinations, and have designed the lesson to prepare them
for the tests.

2. The lessons in the last year of high school mostly aimed to
teach to the test.

3. The school has hired an English tutor from cram school to
prepare the students for the tests.

4. Students/ parents/ or the principal have asked me to teach to
the test.

5. GAT, O-NET, and the 9 Common Subjects have affected
the way | teach in which I have to design extra courses
especially for the tests.

6. The area of testing in GAT, O-NET, and the 9 Common
Subjects are relevant with teaching curriculum of the upper
secondary school stated by the ministry of education.

7. The areas of testing in GAT, O-NET, and the 9 Common
Subjects are more difficult than the teaching curriculum.
| have never taught my students to do the tests.

In my opinion, I think that preparing for GAT, O-NET, and
the 9 Common Subjects of students help them be ready for
studying in higher education.

10. I think the admission system is too complicated.

11. I think the admission system changes too often.

12. The rapid changes in the admission system has affects my
teaching.

13. My students’ entrance examination scores have affected my
key performance indicator (KPI) assessed by the
director/chief.

14. 1 feel anxiety, stress, and worry when preparing to teach my
students for GAT, O-NET, and the 9 Common Subjects.
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Degree of
Description agreement
1123|415

15. | feel happy when preparing my students for GAT, O-NET,
and the 9 Common Subjects.

16. | am aware that | can question the testers for an inaccuracy
in the scoring.

17. Students and teachers should be involved in the test
development process.

Part 3: Opinion about the effects of English tests in national university examinations -
open ended questions
1. Do you design your class for preparing students to take GAT, O-NET, and the
9 Common Subjects? If yes please explain in details.
Do you design your class for preparing students to take GAT, O-NET, and the

9 Common Subjects? If yes please explain in details.
L Yes J No

2. What is your opinion about employing GAT, O-NET, and the 9 Common
Subjects as English proficiency tests? Please describe by giving reasons.
What is your opinion about employing GAT, O-NET, and the 9 Common
Subjects as English proficiency tests? Please describe by giving reasons.

L Yes I No

3. What is your opinion about the success or failure of your students in university
admission on affecting your career as a teacher? Please explain in details.
What is your opinion about the success or failure of your students in university
admission on affecting your career as a teacher? Please explain in details.

L Yes I No

4. What do you think the government should do to improve the admission
system? How? Please describe.

What do you think the government should do to improve the admission
system? How? Please describe.
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I0C Questionnaires for Students
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mauN 1 mumwﬁﬂﬂmmﬁmmmua 9UNV (General Information and educational background)

Description

Index of item Objectives

Congruence (I0C)

N1

N2

N3

Total

Remarks

1. 1W# (Gender)
a. B8 (Male)

b. ‘Vii‘ljﬁ (Female)

1

1

Accepted

Accepted

v
A o o K

3. Ammuisanguimasdnelumamsanelagiu (Your

English course in this semester)

a. MB1OINgENEMIaoas I (English for Communication I)

b. mmé"mqmﬁamiﬁams 11 (English for Communication
1)

c. Mu19angu 1B 111 (English for Academic
Purposes)

d. SW]: .................. (@iher: . % .. O B )

0.67

Accepted

4. Type of school that you graduated from (i’?n%ﬁ]ﬂﬁﬁﬂ‘m
T59i5ouisen)
a. 133E8UAINAYBIT VA (Private school)
b. l53Feuenau (State school)
c. Su N (TEY) e (Other (please

SPeCify)...viiiiiiiiiin, )

Accepted

5. angassendAnyIneulate (High School Program
Curriculum)
a. INNNANS ANAAEAS (Sciences and Mathematics
Program)
b. Aalmans muin (Arts and Mathematics program)

a o .
c. AAUAEAT oo (Arts program in.......................

Accepted
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Index of item Objectives

Description Congruence (I0C)

N1 | N2 | N3 | Total | Remarks

6. mulasumsndnuide Tagseu (Your round of university 1 1 1 1 Accepted

admission)

a. Round 1: Portfolio (iﬂ‘u‘ﬁ 1 Portfolio)

b. Round 2: Direct Quota (iﬂ‘lj‘ﬁ 2 msi"mmﬂmm)

c¢. Round 3: Co-Direct Admission i’r)‘lJ’ﬁ 3 SUATITINAUAY
aquanniuuwnemaniuialszmalne (nann)

d. Round 4: Admission System (EE]‘U‘?; 4 MITVUDVUDANY
FU)

e. Round 5: Direct Admission (50U 5 MITUATIOATL)

= v 9

9 A a A ga o s A a
7. mayawmmmmﬂﬂmuﬂimm NTJ YADINITAUNYUNUOY | 1 1 1 1 Accepted
(Your contact details in the case of the researcher needs further

interview.)

10C > 0.5 0.95

Y a 3 A o o 4 ' o
ﬂ@uﬁZ ﬂ??uﬂﬂlﬁulﬁﬂ’mﬂN’dﬂiz‘ﬂ’U"’lJ’t'Nﬂ'li’dﬂ’UﬂT]el'l’t'Nﬂi]‘]elLﬁﬂﬁﬂﬂ?@ﬂiuizﬂuq@uﬁﬂh?

(Part 2: Opinion about the effects of English tests in national university examinations)

Index of item Objectives Congruence

Description I00)

N1 (N2 [N3 |[Total |Remarks

i
1. Lﬁ’t’]‘l’i'lﬂﬁLiﬂuﬂ'ﬁﬁﬂu?‘]ﬂﬂ?‘ﬂ15ﬁﬂqyiuﬁ}ﬂﬂliﬂu unnu 1 1 1 1 Accepted
' = Y Y9 Y A (Z Fs
M ENADMIIAI BuANNNS o IR IR uAs suA I LI
U1INaY (English classes that I took in high school aimed to

prepare me for the English national entrance examinations.)

Y a = Y ! Y a o
2. mameuludesFouluilgaie drumnniumaiansim 11| 1| Accepted

9 A Y = ' o a @ .
Yoao UG ouae IUTTAUNTIINGAY (The lessons in the

last year of high school mostly aimed to teach to the test.)
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Description

Index of item Objectives Congruence

(I100)

N1

N2

N3

Total

Remarks

= o Y = =1 ] = o vy Y YR
3. m3izeumsangy ludesssuiietediuded M lddmdian
NnaisaneMIEssudITeUTE suae IuszAUNHIINSY
(English lessons in classrooms alone was enough for me to do the

test for the English national entrance examinations.)

0

0.67

Accepted

~ Y v Y A s o A
4. Tseisouldimsdadednaesvinaaiuenyuiomasulu
v
1595 8ud M5 VUNITOUFY 1.6 (The school has hired an English

tutor from cram schools to prepare the students for the tests.)

Accepted

s Y Y A Y v )
5. "’ll"IWL"lﬂ]lﬂLGISEJiJﬂ'J'IiJWS’f]iJGlfL!ﬂ"lifff’f]“lJﬂTHTfJ\?ﬂi]‘HIﬂﬁlﬂ'ﬁliﬂu

A a o a s

ANAUA AR T UDNIATOU (I prepared myself for the

National entrance examinations by studying with a cram school.)

Accepted

6. MIATINAIADUNHIOINOY GAT, O-NET, 110z 9 131a1iay 3l
nsnanemsiseumpisinguuazthvinelumsisou
NMHID9 ﬂf]‘hl‘lJ’stlBﬁWL%BH (Preparing for the tests of GAT, O-Net,
and the 9 Common Subjects has influenced my feelings toward

learning English.)

0.67

Accepted

7. AZUUUNHIBINOBINAADNTIADNUNIINGTNY 113 0ABLIT
) Yy o ¥ 9 Y= q v i ~ o
VDIVINLD muuﬂnwmwﬂwmmmﬂtymmszmaumﬁau
(The scores of English National entrance examinations have

affected my decisions on choosing my field of study.)

Accepted

9 Y @ =2 I [
8. ﬂl1WLﬂ1§]§$WNﬂﬂ\?ﬂ@ﬂ33ﬁﬁﬂ1uﬂ1iﬁﬂﬂﬂ1ﬂ]@ﬂﬂﬂﬂ GAT, O-
NET, uag 9 3“1)’1?{13:@ (’m aware of the objectives of GAT, O-

NET, and the 9 Common Subjects.)

0.67

Accepted

9 Y a U 1% @ =K Y A ' o

9. A NszuUMISUTnAnM NS sune luszay
VHINSFBTANNTUFOU LazdDIToaD U IAAUAIY
o & . .. . .
311U (I think the admission system is too complicated and I

have to do the tests more than necessary.)

Accepted

E
10. ﬁ?uﬂu%ﬂﬁﬂﬂﬂ?ﬂ?ﬂﬁﬂﬂﬂﬂﬂ GAT, O-NET, tlag 9 1¥1a14gy
a ' v A v A Y '
Ianumuzauaemsaa@eninis sz ouae lu

5EAURANANEIANAD (These 3 tests (GAT, O-NET, and the 9

Common Subjects) are appropriate for university admission.)

0.67

Accepted
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Description

Index of item Objectives Congruence

(I100)

N1

N2

N3

Total

Remarks

11. o1 ludeaounusangy GAT, O-NET, 1ag 9 3
awiy deandeenutiommsFouluszauisoudnuinou
IR (The areas of testing in GAT, O-NET, and the 9 Common

Subjects are relevant with the content I had learned in classroom.)

1

1

Accepted

12. T ldne 1@z swdleovni Idae v ludeaounuidinguves
GAT, O-NET, ttag 9 aﬁlﬂ’c’ﬂﬁty, (The areas of testing in GAT, O-
NET and the 9 Common Subjects [ had never learned in

classroom.)

Accepted

13. MIFTHUAITOUNIBIOINGY GAT, O-NET, 1ag 9 191a11iny
o Y9 Y A Y = 1 @ =
‘1/I'IGL“H"U'I‘V‘IH]'lllﬂ'ﬂll‘l/‘l5E]ilsluﬂ'ﬁﬁﬂuﬂﬂiui%ﬂUQﬂMﬁﬂHW
(Preparing for the English entrance examinations has helped me

in my studying in university.)

Accepted

9 Y A 9 A o A o o
14, VTNRIUANUINUDYAT LATYA LLASNNID VAUSNIATIUAITDU
MEIDINGY GAT, O-NET, Hag 9 11138y (The preparation
for university entrance examinations has caused anxiety, stress,

and worry.)

Accepted

15. sz euaNuns ouluaeUAIMI8INGY GAT, O-NET,
a Y] 3 1 [ o
uag 9 Ina i wuiluedsd nazmiaenluldsi liawmsad
AnuAseauang1ela (I was well prepared for my English

entrance examinations, so [ didn’t feel anxiety, stress, or worry.)

Accepted

16. ToaouMEIBInguiNemITaU IS sude lusEAUNNIINGRD
ﬂwadaaummm%’mﬁw (I believe that English entrance

examinations have a positive influence on my future career.)

Rejected

~ o A 9 1 @ a v

17. Ma@souaANeMsaoUsouas TuszaUNINg ALl
HANTYNUADITIEVIBVDIATOUATIVEIY NI (The preparation
for university entrance examinations has affected my household

economy.)

Accepted

9 Yy A o 9 9 A Y '
18, VTN ULTDINNITNIVBADUNHIDINGRINDNITADULUUITYIUND
TuszauurInedsl lanzuuud sz ldnndiiondwuas
s10lana (I believe that good scores in English entrance

examinations will result in a good and well-paid job.)

Accepted
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Y a < B @ @ 4 1 @ [
aoui 3 ﬂ??ﬂﬂﬂlﬂulﬂﬂ?ﬂﬂWaﬂﬁZ‘VI‘U"UENﬂﬁﬁ'ﬂ‘]JﬂﬁslWENﬂE]ELﬁﬂﬁﬂ]ﬂ?@]@iuﬁ%ﬂﬂi}ﬂﬂﬁﬂEW - 107

IR

(Part 3: Opinion about the effects of English tests in national university examinations - open ended questions)

Description

Index of item Objectives

Congruence (I0C)

N1

N2

N3

Total

Remarks

1. v lAs oudadeu GAT, O-NET, uag 9 3nanin Iaons
Founeenuaoiuniaiviuen IsaFourse b drly vuly
nalumsiseumpisingenuaniunaixnuem Ins
(531

(IR L1 iy
Did you prepare for the English entrance examinations for
universities outside of the English classes in school? If yes, please
describe what kind of preparation you did. If you have experience
of going to a cram school for preparation, please describe what

you studied there.

D Yes D No

1

1

1

Accepted

2. MuAnNYeaeU GAT, O-NET, ag 9 3y Shuteaeui
L“Vfll']%ﬁllsl‘uﬂﬁ’Slﬂi$ﬁﬂﬂ’)'lil?ﬂll'liﬂVINﬂTH']’fjv\iﬂi]‘]zJallﬂ\i‘I/l"lu
3o li ad1els (@F110)

L 9 [T %300
Do think GAT, O-NET and the 9 Common Subjects are
appropriate for testing students English proficiency? How? Please

describe.

D Yes D No

Rejected

3. MuAaNtoael GAT, O-NET, uaz 9 nawiny idudoaeui
1 v A Y A 1 @ = A '
L“Hll']gﬁuﬂﬂﬂ'ﬁﬂﬂmﬂﬂﬂl'll,ﬁﬂu@]ﬂiuigﬂﬂq@nﬁﬂ‘ﬂ?ﬂiﬂqu
281415 (95119)
(AR L ity
What is your opinion about employing GAT, O-NET, and the 9
Common Subjects for the university admission? Please describe

by giving reasons.

D Yes D No

Accepted
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Description

Index of item Objectives

Congruence (I0C)

N1 | N2 | N3 | Total | Remarks

' Y = o A Y A '
4. musnz liumsnlasuszuumsaeudadoninizouns lu
1% =4 A ] ] a
szaugandAny s lu oe1els (eF110)
What do you think the government should do to improve the

admission system? How? Please describe.

1 1 1 1 Accepted




APPENDIX J

I0C Questionnaires for Teachers

mauUN 1 @ mumwﬁﬂﬂmmﬁmmmua 9UNY (General Information and educational background)
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Description

Index of item Objectives

Congruence (I0C)

N1

N2

N3

Total

1. WA (Gender)
a. ¥19 (Male)

b. ﬂﬁjﬂ (Female)

1

1

Comment:

2. 919 (Age)
a. 20-30
b. 31-40
c. 41-50

d. 51-60

Comment:

3. 5391"1Jmiﬁﬂmgqqmmwim (Your highest educational level)
a. USQaes @11 (Bachelor’s degree in........................... )
b. ST a1 (Master’s degree in..................cocoeeevn. )

c. U uen a1 (Doctoral degree in..............ccoocveevrenennn,

Comment:

4. Tlszaumsailumsasumunsing (1)) (Do you have any
experience in teaching English? if yes, how many years?)
a 1% U (Yes, ..oovvvvn years)
b lai%i (No)

Comment:

5. Tseisouiseninmiudeou (Type of school that you are teaching.)
a. 15350udaNAv035311a (State school)
b. I59iTeuenyy (Private school)

c. dU QN CEAT) - (Other (please specify)..................... )

Comment:
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Index of item Objectives

Description Congruence (I0C)

N1 N2 N3 Total

~ A v 9

A a 1 o S A A
6. Joyanamsnaase ld lunsaingitedesmsdunualinuay 1 1 1 1
(Your contact details in the case of the researcher needs further

interview.)

Comment:

Y a & A o o 4 ' o
ﬂi’)uﬁZ ﬂ’ﬂiJﬂﬂm‘uLﬁfJ’Jﬂ‘]JWaﬂi%‘ﬂ’U"’UENﬂﬁﬁﬂ’UﬂT]al']ENﬂi]‘]alLﬁﬂﬁﬂ’m@]ﬁ]iui&’ﬂuq@uﬁﬂHW

(Part 2: Opinion about the effects of English tests in national university examinations)

Index of item Objectives

Description Congruence (I0C)

N1 N2 N3 Total

1w ldnszmindeanudiAgvesmsdeunmsInguvenineu | 1 1 1 1
A 9= ' o = v A a

iworAnmIae luszaugaudnm taz Inosnuuums dowiioms oy
anundeuldnuiiniseu (I am aware of the importance of English

national examinations, and have designed the lesson to prepare them for

the tests.)

Comment: N1 = I am aware of the importance of the English tests in the University Admission Tests and have

designed the lessons to prepare my students for the tests.

2. myaeuluilganeaiulugniumsihdeaomieniisudelu 1 0 1 0.67

@

iSﬂUQﬂMﬁﬂHW (The lessons in the last year of high school mostly

aimed to teach to the test.)

Comment: N1 = “msisoudeunmsanguluilganevesszauisoulaedmlngniumsihdedouive
Y =X ' (2 =2
Anyde luszAUgANANYT”
o 9

9 1] i
N2 = T v dumwaiagdaou w.6 Tasasuaonio i Srmndunwaingdaeusudui lils u.e 019

Yo d' d’ 7 < Y Y Y o dy Y
ldmaounamiamasy mndunmusigaeu u.6 Tasaselddomomillday

—_
—_

a Y v Y A 4 Y A
3. lsa5euldtimsdadsaunesvnaaiuenyuiemnaeulu 1 1
v
1595 8Ud S VUNITOUFU 1.6 (The school has hired an English tutor

from cram schools to prepare the students for the tests.)
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Description

Index of item Objectives

Congruence (I0C)

N1

N2

N3

Total

Iy a Ia @ @ 4 =
Comment: N1 = “IiQGﬂullﬁlllfﬂi%INGIJMEJTJGNQT]&HENﬂE]H%1ﬂﬁﬂ?ﬂul@ﬂ"lﬁ«!!ﬁﬂlﬂm%'fli]ﬂ?ln\lw%}ﬂﬂ

IrtnuiinGeulumsaeumndnmiae luszdugaudnu”

v o

o v DR v vy Y § 9 q 9
4. inGew dilnasey Milsdutiygen Tave lddmdaewnoninlg

v A o 9

nizewTeaey I (Students/ parents/ or the principal have asked

me to teach to the test.)

0.67

o A Y A Yo o o v vy v A 9 qYe a o
Comment: N1 = “UNLTYU Qﬂﬂﬂi@\i LLaz/ma@mﬂuuaﬂﬂﬂma%mwmmamwmuuiwumiﬂum

9 o Ay = ' o = 9.
"Uﬂ’s’f'f‘)‘]_lﬂﬂ&lWENﬂE]HLW'E‘)L"]ﬂ?fﬂEW]E]Glu‘Szﬂ‘]J'E‘)qﬂllﬁﬂ‘hﬂmlﬂ”

I < @ Y Y a
N3 = asueniihu 3 sziau fetinieu dilnases dusviis

5. TPABUMBIOINGY GAT, O-NET, 1oy 9 ARy dIHaGoNTADY
o Y gy ) =
MBPIBDINYHUDIVINL Iﬂﬁlﬁll'IWH]WIENHJQEJULL‘]JENﬂ'Iiﬁﬂu
¥
‘L!E]ﬂL’Viﬁﬂ%1ﬂ1ﬁ8ﬁ1ﬂ1§Liﬂuﬂﬁﬁ@uﬂWNﬂﬂﬁ (GAT, O-NET, and the
9 Common Subjects have affected the way I teach in which I have to

design extra courses especially for the tests.)

9 ) o = P o D) Y q ¥ Y o A A
Comment: N1 = “"’UW\ILi]WIENTJi’U!‘]Jaﬂ‘uﬂﬁLiﬂuﬂ'ﬁﬁﬂuﬂ'}‘mﬂﬁﬂq‘]&lﬂlﬂﬁ"’ll']‘l/‘lﬁ]'ll‘l’iﬁ’f]ﬂﬂaﬂﬂﬂmu Y 1N0Y

Tudfosoun1B189ngy GAT, O-NET, tag 9 Imaniay”

a =4 a 1 [
6. lupnuAaruyest s ndAa Yo dounE189ng GAT, O-
a @ 3 9 ~ 1 v A v A
NET, uag 9 ey iludeaouimingauaemsaaaoninSou
A 9y A 1 [ =2 - ) .
mammﬂuﬁa“lusmuqcvmﬁﬂm (In my opinion, I think GAT, O-

NET, and the 9 Common Subjects are suitable tests for entrance

examinations.)

\ O & a g o 4 ' o
Comment: N1 = ﬁﬁ]uﬁu'ﬁ]mﬂuﬂ’ﬂuﬂmﬁuﬂﬂﬂ']’iﬁﬁ]’ﬂﬂTH']’E'Nﬂi]‘}_-l!ﬁ’f]ﬁﬂ‘]slW]’fﬂui&’ﬂu’q@ﬂﬁﬂﬂ'ﬂﬂfJ@'liQ

Taglilswansznuaengnsensoumsdouludessou

A Y W < 9 Y
N3 = igwde aaluauiuvesiimeioon

7. Lf:am*ﬁ'1%’mﬁaummé"mqmm GAT, O-NET, 1ag 9 331a11iqy
aﬂﬂﬂ5’0@fTamifﬂgmmiﬁﬂuiuizﬁuﬁﬁauﬁﬂymauﬂma (The
area of testing in GAT, O-NET, and the 9 Common Subjects are
relevant with teaching curriculum of the upper secondary school stated

by the ministry of education.)

Comment:

AR ) & A 19 @ o
8. Td line ldaewiionnegludeaouniisangy GAT, O-NET,

a o I { y ' @
1Hag 9 11Ny !,Wﬁ']glﬂulﬁﬂﬂ']ﬁﬂ?ﬂﬂﬂ?ﬂ']iﬁﬂu@ﬂuﬂﬁﬂgﬂﬁ (The

0.67




188

Index of item Objectives

Description Congruence (I0C)

N1 N2 N3 Total

areas of testing in GAT, O-NET, and the 9 Common Subjects are more
difficult than teaching curriculum and I have never taught my students

those areas.)

Fl ]
Comment: N1 = “a1mui1 lumedowiionnogludodouniu1dengy GAT, O-NET, uaz 9 2ananiny sz
fuileminnnmseumsaouamundngas”
Y] 4 Y o (Y U Y a U ] a o @
N2 = Jagilszasdvestomniug ludauns muanudilvianag ldaoumsizeniulddmsvaguas
< A A v 23 A A A T A4 o ° 9 '
19N (AgdeudIN NN nEeudsnenNiFmangashuae 13) uazag ligou
a Vo o Y Ay g v o )
mszennunrangasmuuans n3uandeai llslumsaey ey
1] ?1’/
HuVAPUNINABY Yes (Aol ldaou) sxquitioudaou hilalovie lumaisas //
FoNasuuzaz Mindesnmsveyaneanumsnag ligou mguadus aasgnminnmuaie
A [ [ =) [ " Y g’; o A @ dy A a Y
w3o luag 1wy nariFeuluneme 1 ldaou / vndamoruneiduiiesnennu 11 e
o dy v 9 o 9 A '
M0 overlap NUTBAMDWAD 7 1130 laine

' A A ~ '
N3 = lupeaou visordennay luaeu

9 Y a 1 [ Y 1 @ a =
9. "’ll']‘WH]'lﬂﬂ’J']i&"U’Uﬂﬁi’U‘L!ﬂﬁﬂ‘};l']!611']Liﬁlu@]’f]lui%ﬁﬂﬂilﬂTJﬂﬂTaﬂll -1 1 0 0
o 9 v A £y o 9 a o
ANNFUFDU LA UNISIUABIMTO T VIEBZINUANNIUTI U (In my

opinion, I think the admission system is too complicated and

confusing.)

[} g < a < 1 @ 4 ' @
Comment: N1 = dauiiinnziluanufaiindensdounsinguivedny e luseaugauiny lnsas
Taglilswansznuaengusemizoumsaouluiesisou
WL o~ :
N2 = Aanaauidaieinude 10 Az

N3 = wozilasuiuin

10. ¥ini3 sudosaotieaziiuli Taslutinus iy (The students have | -1 | 0 0

to take too many tests which are not necessary.)

v X

{ ? o \ v \ 7, o a &
Comment: N1 = Lﬁﬂﬂ']ﬂlﬂﬂ"’l]'f]ﬂ"]f']ﬂﬂ‘ﬂ']\?ﬁ'\]uium@ 9 Lmzﬁ’mﬁumm‘ﬂummﬂﬂmummiﬁau
o A = ' o = 9 ' A ~
ﬂ']‘ls-l']ﬂﬂﬂﬂHLW@ﬁﬂHW@]@iui&’ﬂﬂQﬂllﬁﬂ}:l'liﬂﬂﬁiﬁ Iﬂﬂllllqlﬁh'wﬁﬂﬁ&“ﬂﬂﬂ@ﬂgﬁi@ﬂ?ﬁlﬁﬁlu
Y =
ﬂ?ﬁﬁﬂuiuﬁﬂﬂﬁﬂu

N3 = wozilasuiuinn

11. Suudoaoun1u189ngy (GAT, O-NET, tag 9 2naniny) Iany | -1 0 0 -.033
1 o A v 9 ' ) = a gy
mzauaeMIAA NN eUIToUAD TUTEAURANANYIALA?

(These 3 tests (GAT, O-NET, and the 9 Common Subjects) are

appropriate for university admission.)
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Index of item Objectives

Description Congruence (I0C)

N1 N2 N3 Total

U 4 ] 3 a 3 1 [ 4 1 Y
Comment: N1 = dauilinziluanufiamiudemsdounpisinguiednuiae luszauganany Ingas
Taolulsnansznuaengnsemsiseumsaeuluiosison
N2 = defmoune Inedumpsings luasenuuzas Saounmizessuiudeaeuuuutesioy
a 1 1o & 9 o A 9 ' Y o
mu nedan lidullunazenadwanuduauuzaz o indeasunaaz yadofinim
[ A Y o [ ) o o 9 = ") Yy
Timdy nam i limidu mstaanummnzanvessudeasy Taeh 1u'lan
o S A o v Y 1o & ' "y 3 A
TagUszasmmonanddeaoueinee lusuiluag / uadnmanuiuGEosnnuming e
voaveasyluamsufanaeuaw ldn:

N3 = Mz aududd a1dum

12. AzUUUMBIBINgBYDNINEsulNaaenslsziiumsaonlay 1 1 1 1

v o

Ej: N Uﬂjﬂlu"lﬂsu’t]ﬁsl}iwmsﬁ (My students’ entrance examination scores

have affected my key performance indicator (KPI) assessed by the

director/chief.)

@ 9 ' [ @ 1
Comment: N1 = “ﬂ35LluuﬂT};I']ENﬂi]‘]zﬂ‘hlﬂ'liﬁ'f]ﬂﬂﬂﬁﬂ‘HWWﬂqlui&’ﬂﬂﬁ)‘ﬂllﬁﬂ‘};l'l"llﬂﬂuﬂﬁﬂuﬁNﬁﬁ@ﬂWi

a Yo o o Y
ﬂizmumiﬁauTm@mﬂuuaﬂwmmwm”

13. ﬂfwwg%ﬁﬂiwmim%mi"aﬁaummé"aﬂqy GAT, O-NET, ttag 931 | 1 1 0 0.67
o v A o Yo Ao = k2 Y A
Ty vosriniseuwih Ininizeulianunienlumszouly
9 zﬁuqmﬁﬂm (In my opinion, I think that preparing for GAT, O-
NET, and the 9 Common Subjects of students help them ready for

studying in higher education.)

2 Y a 1 (J o a o o o
Comment: N1 = “91W91AANMIIATENAINDUNBIBINGY GAT, O-NET, 1az 9 I1aigyvoiinizeusii
Y o v [ o
ThinFeulinnundonluGoumeisingsluszanganing”

N3=MnIY

9 Y A Yy A o A A o

14. PINDIWANUHUBIAT AT UA LLAZNIID VUZNIATINAITOU 1 1 1 1
MBIBINGE GAT, O-NET, 1o 9 Inawin IinuinEeuves
T (I feel anxiety, stress, and worried when preparing to teach my

students for GAT, O-NET, and the 9 Common Subjects.)

D) Y & Yy A o ~a o o A A
Comment: N1= “YTNRINANUVUDYIAT LATYA LLIAZNIIA Gluﬂ"lim'if]im’)ﬁﬂuﬂﬂelW?Nﬂi]HLWE‘)LGﬁEJiJﬂ’NlI

Y Yo o A Y =K ' o =2
‘Wi’t‘)llal‘l/iﬂ‘]JuﬂliﬂuiuﬂﬁﬁﬂllHﬂﬁﬂ]ﬁﬁﬂiﬂi%ﬂ‘ﬂqﬂﬂﬁﬂﬂ?”

15. MIIATINAIFOUINDNTHOD NB18INYY GAT, O-NET, 1az 9 331 | 1 1 1 1

aniy Lildi i unaanuss oauaed1ala (1 feel happy
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Index of item Objectives

Description Congruence (I0C)

N1 N2 N3 Total

when preparing my students for GAT, O-NET, and the 9 Common
Subjects.)

9 Y A = (g o A = Y Yo o
Comment: N1 = “EUTWH]nlﬂ’ﬂllﬁjllﬂl‘ufﬂim'iEJllG]’Jﬁﬂ‘uﬂTHWENﬂi]‘HL‘Wﬂmiﬁlilﬂ’NﬂJWiﬂllGl‘ﬂﬂ’UuﬂLiEluiu

9 = ' o =2
fﬂiI‘TEJ’UL"’UWﬁﬂHWWﬂiui&’ﬂ’UQﬂMﬁﬂHT’

9 Y a J v @ KR 9 = 1 @ a [="
16. "’IITWH]Wﬂﬂ’]15$’U°1Jﬂ15iﬂuﬂﬁﬂ‘HH"’lﬂﬁﬂu@lﬂﬂluigﬂﬂll‘ﬂTJ‘V]ﬂWﬁﬂll 1 1 1 1
o 9 A 1 a & U 1
ﬂ’JHJCH‘]JCHE!“L!L!EWLﬂﬁﬂullﬂﬁiﬂ@ﬂmuvlﬂ FIFINANTIENUADNIT
1938 miﬁaumm{ﬁm%ﬁ (I think that the admission system is too

complicated and changes too often which affects my teaching.)

y & 'y ] a1 4
Comment: N1 = mﬂuﬂ1ﬂﬂ$ﬂ§mﬂllﬁﬂﬂ Vlﬁllﬂgfﬂﬂua\ii']fJagl,'f]ﬂﬂquﬂaﬂullﬂaﬂiu‘ﬂ’mlﬂ

Y a & A o o 4 ' o o
ﬂi’)uﬁ 3 ﬂ’ﬂiJﬂﬂm‘uLﬁfJ’Jﬂ‘]JWaﬂi%‘ﬂ’U"’llfNﬂ']i’!;TE]’UﬂTH']’E'Nﬂi]‘]alL‘ﬁﬂﬁﬂ‘HW]ﬂcluizﬂUQﬂiJaﬂBW — 101U

anaila

(Part 3: Opinion about the effects of English tests in national university examinations - open ended questions)

Index of item Objectives

Description Congruence (I0C)

N1 N2 N3 Total

1. v 8t oumsaeuimduiiom oumsaevdmsuinGou ue | 1 1 1 1
wie i hlyedals (@5110)
O 1% C 13i795
Do you design your class for preparing students to take GAT, O-NET,

and the 9 Common Subjects? If yes please explain in details.

D Yes D No

' Yt A A a A A 9 A g = '
Comment: mu”lmlmil,memmiﬁaumummwmmammummflumiﬁa‘ummmﬁﬂmﬁﬂu

o A

@ Yo VY qoa a
szaugandAnm IdnuinGounse lu drlyednls (@3u1e)
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2. MUAATINMIAOD GAT, O-Net, 118 9 IMA Y tHUIZaNADMS
v A v A 9y A 1 @ a @ A ] 1
ﬂmaaﬂumiﬂummﬂumﬁluimuwnwmaﬂma% ’E)fJNllﬁ
(®5110)
(IREY [ ity
What is your opinion about employing GAT, O-NET, and the 9
Common Subjects as English proficiency tests? Please describe by

giving reasons.

I:l Yes D No

Comment: -HUAANAMTADY GAT, O-Net, Hag 9 Inaiiy mmngaugeminadeninizowdAnuiae

luszaugaunie li od1els (e5u10)

9 < a 1 @ a @ v A
3. ﬂ’JﬁJﬁ'll,ii]al‘Llﬂﬁﬁﬁ]ﬂl"’l?’]ﬁﬁl‘lﬁ]ﬂiui&’ﬂﬂilﬂ?’f]ﬂ&l'laﬁl"llﬁ]\iuﬂliﬁlu
T = 1 Y Y 9 = ' A ] [l

nu llWﬁﬂﬁz‘ﬂ‘]_lﬁ@ﬂ?WﬂﬂW?ﬂu?ﬂ?u@W%Wﬂ]@\i1/]11!14i’f‘)mlll ’E‘)fJNUl‘i
(95119)

(IR L1 iy
What is your opinion about the success or failure of your students in
university admission on affecting your career as a teacher? Please

explain in details.

I:l Yes D No

9 ' @ a @ o 1
Comment: ﬂ’J”IllZ’ﬂ!,'i%Glufﬂiﬁ’t‘]‘]_lLsﬂﬁﬁﬂHWlﬂ‘luﬁﬁiﬂ‘UllWTWIEﬂflfJ‘lJ@\iuﬂG‘EluﬁWﬁﬂi%V]‘]Jﬂ@ﬂ’ﬂllfaﬁ’Jﬂﬁﬁ

9 = v A ' 1 a
auomnvesnunie i agals (@311e)

' Y = =} 9 A 1
4. ‘1/]'l‘Ll’t']fJ']ﬂi]251‘”llﬂﬁLﬂaﬂuiz’ﬂ’ﬂﬂ'ﬁﬁﬂﬂﬂﬂ!aﬂﬂ!"lﬂﬁﬂuﬂﬂlu
[ = A ] 1 a
szAUgANANYIMS0 11 081915 (9F118)
What do you think the government should do to improve the

admission system? How? Please describe.

Comment:
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APPENDIX K

Example of open-ended response on Google form

1. vuldledaudiaay GAT, O-NET, uas ¢ maidn TaanisBauitAwAudaiduniaiznuaniseisaunia
14 a1l vinuTdnar lunisBeunedengeduaantiuniaiznuiuwinlus (szu)

746 responses
2idian -
11 2udau
1 dau
TlddsufivanrAuaaiiumeaiziuanisedau
1 wauus lutamnzsinaeding e
Guudous w4 f9 16 Soulszna anfinday 2-3 Tu afsay 2-3 1T
1u
1 aniiatag 2 afe unan 2 Wau

TildGouay

' = i = o ™ =l ' ar = o ' .
2. vinudaindadgau GAT, O-NET, uag 9 3xaiia ifutasgauimunyaudanisdaidaniznGaudalusseu
anudAnEusa’li atnels (aduna)

754 responses

O-net tiangas wegat, 9321 fanuanfvlluaziaaavauazuuinie audiaauie2adeasinneasaags

Linzauiniars dnisianatuusiug Tasdianuasednaavaiadmnuaaliazuuuinlunisdami
wiTinendsdninfazaavivudunsaaiuads

wnnzauiliasanafunisdaidanuaaatinandneidaluduiiauwasaiia
wilauas us AndiAinagiinmaaauineenis writing uag listening ée wsailuineefidasly
LANNZAN LEUNIAR TARZLUBLEAZLNTIZATTLAN

weaufAli uiu wan'lng delifiluunSouudrAlinnudriivianaay lsfueauazaunisdaaayinil
gaslildfaniedaias fianldae vvaudeiuldSowiee O-Net Tawa wd9imnaia Aa dudnluldSouies
fadninaninlidanld wngeaiinisiniadeifuldaindneas dearasaluasSemianunniiazaiednas
Tvuaiin3au

fianumanzay

a@atsADR
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, vl o w o [ . o = o A =
3. 1"'I'11.I,E‘Iﬂ'1ﬂ‘;l:ﬂtﬂllf'l'ﬁl,'l]SIﬂuiﬁ‘].lllﬂTiﬂallﬁﬁLSIaf'lL‘].I'Iliﬂuﬁaiui:ﬂﬁui}ﬂﬂﬁﬂﬁﬂﬂiaiu atna'ls (aun)

726 responses

BB LIETCI B EELIRAY

v o 2 d PP = 1w = oo = = = x5 &
aga lnunzauduasnaauluszduisauaieg ilvdasasniainfsazuinasdagaunaatAuasansiduiu

sule

agn winrmsaauvatsadsusiiuirdmdui itdaaasludlas danan

Liuldauae

amalwiinsaauiiasasiiaasaliEnsanauassaliuadamnzaavinunaiainm

BigrsAueaay uazfudlamfidnlidasSouiiiar anudiiaanaisagluaaden

agaluiinsuldsuuilas

& ¥ wvar 1 . L a - & e > v -
vwaTsazuuuf Lilddainsaaiadiuaies dagaulsiadelefitald asalitludaaauaniziaizasiilan

dmFuaindaviau asauiagavuataiviliueaseiuduay

wuinduduan

) P v = T a= o a_as od
4. mummmﬂwﬁwaa@&aumaiu Ly sg&auuawﬁquwaansuuu&auusamﬂﬁmaxi

nsraanuTligneiaa (@5ua)

712 responses

flansd e awldfianuadsssududaan
Tluvnuanag

8 e Tuduuasdrvaaa

lainsu

nu wnsnamaldsluasuuuna e tudsadiaale

wWansning

GLEIMINAZLUUT

N wine Tamezuuuilssamaaansnunuaznaifiilam ensamaidanaiauaifainias duluaiaz
tAnatnnslusavaauluninidaaamitazuuuaanan biduiiiwala @nduifearaldvaanaaavuasds
a9 Fo'liidadludasuilan fefiarsdnada tavaalasdvivaasivasdieay difimdasfmmasiianuada
wagsduddiuashitaiadu Lilvnsfanawilaamadmeavinaiy Geazfevih inafilsamaanuliduihin

o
Liiaéia
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