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ABSTRACT 
Background/purpose – Classroom assessment practices, being either 
formative or summative, form a fundamental part of the teaching and 
learning process. This paper presents findings on secondary school 
teachers’ competences for constructing quality classroom tests. In 
particular, the study examined teachers’ awareness of skills and 
procedures for constructing quality classroom tests, established the type 
of professional support teachers need for constructing quality tests based 
on the identified areas of deficiency, and determined the influence of 
experience in the teaching profession on teachers’ competences for test 
construction. 
Materials/methods – This study was conducted with a convenient sample 
of 246 secondary school teachers who were drawn from four regions in 
Tanzania, namely Lindi, Mtwara, Kilimanjaro, and Arusha. The study 
employed a quantitative research approach with the use of semi-
structured questionnaires as the data collection tool. Data were analyzed 
using IBM’s Statistical Package for Social Sciences Version 22.0 to compute 
frequencies, percentages, and other relevant statistical tests. 
Results – The findings show that the majority of the participant teachers 
lacked competences for preparing quality classroom tests, particularly on 
the use of Table of Specification and test-item analysis. The results 
showed that more than 70% of the teachers had never received inservice 
training on the subjects of assessment and testing. It was further found 
that the teachers lacked professional support on how to prepare matching 
items, short answers, and multiple-choice test items.  
Conclusion – Based on the findings, the authors recommend 
strengthening initial teacher education in view of competence-based 
assessment. 
Keywords – Teachers’ test construction skills, classroom-based tests, 
secondary schools, Tanzania. 
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1. INTRODUCTION 

Over the past decade, the quality of education in Tanzania has been a major growing 
concern amongst researchers and the general public. Efforts to increase access to education 
at the national level have been evident over recent years. For example, net enrollment in 
Forms I to IV has increased by 5.5%, up from 29.1% in 2009 to 34.6% in 2018 (United 
Republic of Tanzania, Ministry of Education, Science and Technology, 2019; United Republic 
of Tanzania, Office of the President, 2017). This increase reflects the concerted efforts made 
by the Government of Tanzania to expand secondary education over the past 10 years by 
ensuring that all primary school leavers who pass the Primary School Leaving Examination 
(PSLE) go on to attend secondary education (United Republic of Tanzania, Ministry of 
Education, Science and Technology, 2017). However, the enrollment increase has not 
matched with the quality of learning outcomes. For example, the pass rates in the Certificate 
of Secondary Education Examination (CSEE) have fluctuated annually, with a significant 
downward trend from 91.5% in 2004 to 42.9% in 2013 (United Republic of Tanzania, Office 
of the President, 2017). Similarly, the pass rates show a rapid decline from 83.6% in 2008 
down to 43.1% in 2012 (United Republic of Tanzania, Ministry of Education, Science and 
Technology, 2017), although this has recovered somewhat to 77.09% in 2017 (UnistoreTz, 
2018) and 78.38% in 2018 (Mtema, 2019).  

Several factors have been attributed to the poor quality of education in Tanzania. 
Mosha (2011) classified these factors into two main categories, namely: Contextual factors 
and input factors. “Contextual factors” include political, economic, demographic, cultural, 
and international conditions, while “input factors” include poor institutional leadership, poor 
funding, poor infrastructure, poor quality of teachers, and curriculum problems. Other 
researchers have linked the quality of education in Tanzania with teacher supply and 
competence, teachers’ commitment to teach, inadequate learning materials, and low levels 
of parental and community involvement in education (Irvine, 2010; Mkumbo, 2013; Mosha, 
2011; Oduro et al., 2008). Most of the factors investigated in the literature have focused 
upon teaching methods, low parental and community engagement, poor quality of teaching 
and learning infrastructure, teachers’ qualifications, and teachers’ commitment to teaching. 
However, little has been published on how classroom assessment practices affect students’ 
learning, which eventually leads to poor learning outcomes. 

Classroom assessment practices serve both formative and summative purposes 
depending on the intended learning goals. Formative assessment involves gathering and 
analyzing information about the students’ understanding of learning goals in order to 
provide instructional feedback for both teachers and students (Black & Wiliam, 2009; 
Perrigrino, 2014). It specifically intends to determine knowledge and skills to be taught and 
assessed (Ashfrod & De Stobbeleir, 2013), whilst making inferences and decisions based on 
students’ levels of mastery (Moon, 2005; Perrigrino, 2014). On the other hand, summative 
assessment intends to measure what students have learned at the end of a unit, a chapter, 
or a particular learning experience in order to make judgement about the quality of learning 
based on an established standard for various decision-making purposes (Earl, 2013; Isaacs et 
al., 2013); for example, selection of students for further education or employment, 
certification of school completion, or to enter certain occupations or professions (Ashfrod & 
De Stobbeleir, 2013; James & Lewis, 2012; Van den Berg et al., 2018). Reasonably, it makes 
sense to assume that both assessments “for” and “of” learning are critical in affecting 
students’ learning and how they perceive learning outcomes. As such, whatever form it may 
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take, since assessment has a role to play on students’ learning and their future, then 
understanding assessment literacy among teachers is imperative.  

Teachers at all levels of education construct and administer classroom tests and 
examinations. Research demonstrates that using appropriate classroom tests improves 
students’ learning, motivation and achievement, as well as students’ attitudes toward tests, 
reduces test anxiety, and improves teachers’ instructional methods (James & Lewis, 2012; 
Jones, 2005; Rahman & Majumder, 2014; Umar, 2018; Vlachou, 2018). In order for a test to 
serve its purpose, it should possess, among others, two important qualities; reliability and 
validity. Reliability means that the test measures with consistency what it is supposed to 
measure, whereas validity is the extent to which a test serves its purpose with respect to the 
content and group for which it is intended (Airasian, 2004; Miller et al., 2009). The quality of 
tests given by teachers is closely linked with its ability to provide the kind of information 
needed regarding students’ performance. A well-written test also allows teachers to 
accurately and consistently measure students’ mastery of specific content taught in the 
classroom. On the contrary, poorly designed test items can lead to the inaccurate 
measurement of learning outcomes, and in presenting false information regarding students’ 
performance as well as instructional effectiveness. 

Previous studies on the subject of academic assessment have revealed several 
challenges with regards to school-based continuous assessment practices. For example, 
Byabato and Kisamo (2014) found that the implementation of school-based continuous 
assessment (CA) is not always properly applied due to a lack of integrity of some teachers, 
and a lack of uniformity in both the assessment tools employed and the procedures applied 
for both CA recording and reporting. This not only brings into question the content validity of 
CA testing, but also teachers’ competences in their construction of quality classroom test 
items. The major reason put forward for this can be attributed to teachers’ deficiencies in 
their basic professional skills, including the required skills and procedures used in the 
construction of quality classroom tests (Chonjo et al., 1996). Moreover, Hamafyelto et al. 
(2015) revealed a significant relationship between the competence of commerce teachers 
and content validity. In their study, it was shown that teachers concentrated on the lower 
levels of the cognitive domain. Deluca and Klinger (2010) reported further that low levels of 
teachers’ assessment knowledge was more evident in newly qualified teachers and which 
lowers the quality of education (Popham, 2009). In another study, Ololube (2008) evaluated 
the competencies of professional and non-professional teachers in Nigeria and reported that 
professional teachers tend to construct effective evaluative instruments more than non-
professional teachers.  

To this end, based on the literature, it has become axiomatic that teachers’ competence 
in classroom-based assessment is critical to the attainment of educational quality. Thus, 
examining assessment literacy amongst teachers for the purpose of improving students’ 
learning outcomes is deemed worthwhile. More significantly, since learning and teaching are 
gradually becoming more competence-based, the call for assessment methods that 
adequately and effectively determine the required competences amongst learners has been 
equally emphasized in the literature. However, little has been done in Tanzania with regards 
to teachers’ knowledge of test construction procedures, the status of professional support 
on test construction, and areas of deficiency in teachers constructing quality tests with a 
view to recommending potential counter strategies as far as a competence-based curriculum 
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is concerned. Based on this knowledge gap, the current study was designed to address three 
objectives.  

 To determine teachers’ awareness of existing procedures for constructing quality 
classroom tests. 

 To establish the type of professional support needed to construct quality tests based 
on the identified areas of deficiencies in preparing examinations. 

 To examine the influence of experience in the teaching profession on teachers’ 
knowledge of test construction procedures.  

Competencies for Test Construction: A Conceptual Framework 

The changing theories and methods of educational assessment have been the focus of 
education systems in many countries throughout the world. Critics of contemporary 
education argue that no real change will take place in schools if traditional examinations 
remain unchanged, in that they exert a constraining influence on how teachers and students 
approach the curricula (Wolf, 1995). In 2005, the Government of Tanzania applied changes 
to the secondary education curriculum, which represented a paradigm shift from a content-
based curriculum to one that is competence-based. These changes were guided by the 
Philosophy of Education for Self-reliance, Education, and Training Policy (United Republic of 
Tanzania, Ministry of Education and Culture, 1995), as well as other national programs such 
as the Growth and Poverty Reduction Strategy, the Tanzania Development Strategy of 2025, 
and the Education Sector Development Program (ESDP) (United Republic of Tanzania, 
Ministry of Education, Science and Technology, 2017). Curriculum improvement was one of 
the goals of the national program for the Secondary Education Development Plan (SEDP) and 
the Teacher Development Management Strategy (TDMS), of which some goals were aimed 
at improving the curriculum at the relevant level of education (Tanzania Institute of 
Education, 2013). As a result of the curriculum change, testing strategies are also expected 
to reflect the expected learning outcomes.  

Test construction has long been a crucial element for measurement and evaluation in 
the educational setting, irrespective of whether its purpose is teaching or training. This 
means that both teachers and trainers are expected to have a certain level of mastery in the 
construction of reliable and valid tests in order to adequately assess learner performance. As 
teachers are primarily responsible for the assessment of students’ learning, widespread 
concern exists about the quality of their assessment tools. The consensus has been that 
teachers use a variety of assessment tools, even though they may be inadequately trained in 
certain areas of educational assessment (Zhang & Burry Stock, 2003). Studies have also 
shown that teachers who only very minimally participate in professional development 
programs may not be adequately prepared to meet the demands and rigors of classroom 
assessment (Mertler, 2009; Schafer, 1991; Volante & Fazio, 2007).  

This all implies that a key to quality classroom test construction is based on teachers’ 
competences. Chidolue (1999, p. 36) highlighted that in order for a teacher to be able to 
construct high quality test items, they should possess a certain level of competency, 
including: determining the purpose of each testing exercise; stating specific and measurable 
educational objectives; establishing a good content outline; preparing a test plan which 
guides item construction; choosing an appropriate test-item format; constructing clear, 
precise, and unambiguous items; constructing items that focus on the attention of a group of 
students, often with widely varying background experiences, on a single idea; constructing 



                                                                                                       Amani et al. | 44 

Üniversitepark Bülten | Bulletin |  2021  |  10(1): 40-54.          

items with appropriate difficulty and discriminative indices; developing a marking guide 
specifically suited for the test; performing item analysis of test items; developing tests that 
are economical in both time and money; giving clear directions on how tests should be 
administered and applied; and, reviewing tests in order to correct any errors made during 
item construction. Moreover, Koksal (2004) added that for whatever purpose the test 
intends to achieve, the teacher needs to be able to provide answers to the following 
questions:  

 Is the task perfectly clear?  

 Is there more than one possible correct answer?  

 Can test-takers arrive at the correct response without having the skill supposedly 
being tested?  

 Do test-takers have adequate time available to perform the task(s)?  

Based on Chidolue’s (1999) classification, the researchers in the current study adapted 
and propose a conceptual framework which guides the undertaking of this study in Tanzania 
(see Figure 1). 

Figure 1. Teacher’s competences in constructing quality test items (Chidolue, 1999) 

2. METHODOLOGY 
The current study was conducted in four different regions within mainland Tanzania, 

namely Lindi, Mtwara, Kilimanjaro, and Arusha. Form Four examination results from 2016 
were used to rank the four regions in terms of both high and low levels of performance 
(Open Africa, n.d.). The population of the study consisted of ordinary level secondary school 
teachers working in the four selected regions. In each region, two low-performing and two 
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high-performing schools were selected based on the national examination results and 
relevant publically available statistics.  

The participant teachers’ qualifications and their working experience levels were 
assessed. The study included both teachers with a Diploma in Education and also those with 
a Degree qualification. Through semi-structured questionnaires, the teachers’ skills related 
to constructing quality tests were examined. Furthermore, the participant teachers were 
asked for their opinion on those areas of the test construction process with which they 
experienced the most difficulty and in which they would value additional support. 
Descriptive statistics were used in calculating the mean scores and frequencies so as to 
determine the degree of emphasis placed on the problems. Also, an independent sample t-
test was employed in order to determine differences in the participant teachers’ knowledge 
on the procedures for constructing quality test items between the low-performing regions, 
whilst One-way Anova was applied in order to determine the effect of the participants’ 
teaching experience on their knowledge of test construction procedures.  

3. FINDINGS AND DISCUSSION 

Participants’ Background Information 

In total, 246 completed questionnaires were analyzed following data cleansing. From 
the participant teachers purposively selected from secondary schools (I-IV) in the targeted 
study areas, of those who responded to the survey, 52.8% were female and 47.2% were 
male. As previously mentioned, the four regions of Tanzania were purposively selected 
based on the examination performance of their schools, as ranked by the National 
Examinations Council of Tanzania for 2016 (add citation/reference), and which included an 
equal mix of both low-performing and high-performing regions. The selection of the study 
participants was based on the following variables: gender, teachers’ qualifications, and 
length of working experience. The study revealed that the majority of the participant 
teachers had teaching experience of 1-5 years. In terms of their qualifications, participants 
holding a Bachelor’s degree formed the largest group (69.1%), followed by those with a 
Diploma qualification (26%), and those with a Master’s degree (4.9%) (see Table 1). 

Table 1. Participants’ demographic information 

Variable Categories Frequency Percentage 

Teacher numbers by 
region 

Lindi 
Mtwara 
Kilimanjaro 
Arusha 

46 
57 
63 
80 

18.7 
23.2 
25.6 
32.5 

Total 246 100.0 
 

Gender Male 
Female 

116 
130 

47.2 
52.8 

Total 246 100.0 
 

Teaching experience 1-5 years 
6-10 years 
11-15 years 
16 years+ 

109 
76 
31 
30 

44.3 
30.9 
12.6 
12.2 
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Variable Categories Frequency Percentage 

Total 246 100.0 
 

Highest qualification Diploma  
Bachelor’s degree 
Master’s degree 

64 
170 

12 

26.0 
69.1 

4.9 
Total 246 100.0 

Status of Teachers’ Professional Development in the Area of Test Construction 

The study investigated the status of teachers’ professional development in the area of 
test construction. This was considered important in order to relate the teachers’ knowledge 
and skills on test construction, and whether or not they had the opportunity to attend 
training in this area. The results indicated that 72.8% of the participants had not attended 
any training on test construction (see Figure 2). Most of the participant teachers had 
received general professional development for teachers, but without any emphasis on the 
skills and procedures required for developing quality classroom tests. This implies that the 
majority of the teachers lacked continuous professional development on how best to assess 
their students based on the curriculum intentions. 

 
Figure 2. Status of teacher’s professional development on test construction 

Type of Test Items Preferred by Teachers 

The study also found that when the teachers employed essay-type questions, 50.8% 
were said to have “very often” used true-false questions, whereas 18.3% said “rarely,” and 
15% said” or “never” in terms of assessing their students. The implications here may be that 
the teachers found it easier to prepare essay-type questions than matching items, short 
answers, or multiple-choice items. This was corroborated by the teachers’ responses 
regarding the areas in which they most needed support so as to enable them to construct 
valid and reliable test items. The results illustrated in Figure 3 indicate that the teachers 
need support on how to construct multiple-choice questions (39.8%), essay-type questions 
(39.8%), matching items (39%), short answers (26.8%) and true-false items (23.2%). 
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Figure 3. Professional support required by teachers on test-item construction 

Teachers’ Awareness Skills and Procedures for Constructing Quality Classroom Tests 

This objective assessed knowledge of the participant secondary school teachers 
regarding the skills and procedures required for the construction of quality testing. In total, 
20 items were developed based on the conceptual framework, and the relevant literature 
from the field of educational assessment and evaluation. The questions focused on both test 
preparation and test administration processes which are considered important for today’s 
teachers. The results of the assessment are presented in Table 2. 

Table 2. Teachers’ awareness of test construction procedures 

No. Statements Responses (%) 

Lindi Mtwara Kilimanjaro Arusha 
SA+A      
SD+D 

SA+A       
SD+D 

SA+A      
SD+D 

SA+A   
SD+D 

1.  I outline the content covered 
before setting a test. 

93.5            
6.5 

96.4              
3.6 

98.4              
1.6 

93.8            
6.2 

2.  I prepare a table of specifications 
(test blueprint) as a guide in test 
construction. 

9.1             
90.9 

8.9              
90.1 

39.7            
60.3 

42.5         
57.5 

3.  I consult standard textbooks in the 
subject as a guide. 

84.8          
15.2 

98.2              
1.8 

90.6             
9.4 

96.3           
3.7 

4.  I organize test items in a logical 
manner. 

93.5            
6.5 

92.8              
7.2 

96.9              
3.1 

97.6            
2.4 

5.  I give clear instructions to guide 
test-takers. 

86.9          
13.1 

98.3              
1.7 

96.9              
3.1 

98.7            
1.3 

6.  I construct tests so that both high 
and low achievers can understand 
them. 

89.1          
10.9 

94.6              
5.4 

93.7              
6.3 

88.8          
11.2 

7.  I subject the test items to item 
analysis. 

10.1             
80.9 

18.9             
81.1 

29.7            
70.3 

32.5          
67.5 

8.  I keep a resource bank of 
questions that can be referred to 

97.8            
2.2 

98.2              
1.8 

92.2             
7.8 

98.7           
1.3 
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when setting a new test. 

9.  I set tests with due regard to the 
time available for testing. 

75.7           
24.3 

76.4              
23.6 

66.9             
33.1 

71.2          
28.8 

10.  I add enough test items to cover 
all the requisite cognitive domain 
levels. 

63.4            
36.6 

61.1              
38.9 

63.8             
36.2 

62.6          
37.4 

11.  I assign scores for each test item. 71.3            
28.7 

76.4              
23.6 

85.3             
25.7 

86.2          
23.8 

12.  I ensure that the items measure 
the determined objectives. 

87.8            
12.2 

89.3            
10.7 

88.2             
21.8 

90             
1 0 

13.   I prepare a marking guide while 
constructing the test. 

51.3            
48.7 

61.1              
38.9 

55.4             
44.6 

56.3          
43.7 

14.  I consider the age of learners 
during item writing. 

78.3          
21.7 

77.8            
22.2 

70.9           
29.1 

78               
22 

15.  I avoid gender stereotypes in the 
test items. 

78.3          
21.7 

83.9            
16.1 

84.3           
15.7 

81.2          
18.8 

16.  I submit items for vetting to the 
Head of Department or the Head 
of School. 

78.3          
21.7 

75.9              
24.1 

76.4           
25.6 

79              
21 

17.  I avoid giving clues in multiple-
choice questions. 

82.6          
17.4 

81.1              
18.9 

81.2            
18.8 

88.3          
11.7 

18.  I use appropriate numbering and 
lettering formats in writing tests. 

97.8            
2.2 

96.4              
3.6 

93.8             
6.2 

91.3            
8.7 

19.  I avoid questions or phrases that 
are too long when item writing. 

86.9          
13.1 

94.6              
5.4 

78.1            
21.9 

82.5          
17.5 

20.  I set test items that elicit 
information on one thing at a 
time. 

75.8          
24.2 

76.3              
23.7 

75                 
25 

77              
23 

From Table 2, it can be seen that, with regards to outlining the content covered for the 
specific term before test construction, over 90% of the respondents from all four regions 
indicated their awareness of this practice. On the preparation of a table of specifications 
which is used as a guide for test construction, very few of the respondents from the Lindi 
and Mtwara (9.1% and 8.9%, respectively) regions were aware of this tool; whereas, that 
percentage was far higher in Kilimanjaro (39.7%) and Arusha (42.9%). In addition, more than 
80% of the respondents reportedly consulted standard textbooks in their respective subject 
areas as a guide during test preparation. The findings also revealed that more than 90% of 
the respondents organized their test items in a logical manner during the test construction 
process.  

Regarding the giving of clear instructions to their test subjects (students), more than 
95% of the respondents from Mtwara, Kilimanjaro, and Arusha reported having given clear 
instructions to guide their students, whilst that figure was 85% for teachers from the Lindi 
region. The results showed that more than 85% of the respondents strongly agreed that they 
prepared tests with the intention that both low-achievers and high-achievers could 
adequately comprehend each question. The findings further indicated that very few of the 
respondents from Lindi (10.1%) and Mtwara (18.9%) subjected their proposed test items to 
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item analysis, and, whilst somewhat higher, less than one-third of the respondents from 
Kilimanjaro (29.7%) and Arusha (32.5%) reportedly applied the practice. Regarding keeping a 
resource bank of questions which could be referred to when constructing tests, the vast 
majority of the respondents (90%) indicated having maintained a resource bank of 
questions. In total, 75% of the respondents from the Lindi and Mtwara regions set tests that 
took into consideration the time availability for testing, whereas the figure was 66.9% from 
Kilimanjaro and 71.2% from Arusha regions.  

On the topic of ensuring that test items appropriately measured the predetermined 
course objectives, a vast majority of the respondents, 90% from Arusha, 89.3% from 
Mtwara, 88.2% from Kilimanjaro, and 87.8% from Lindi, stated that they ensured that the 
test items they developed measured the predetermined course objectives. In addition, more 
than 50% of the respondents strongly agreed that they prepared marking guides whilst 
constructing tests. In terms of the respondents appropriately considering the age of learners 
during test-item preparation, the responses ranged from 70.6% in Kilimanjaro to 78.3% in 
Lindi. Also, the majority of respondents in both Lindi (78.3%) and also in Kilimanjaro (84.3%) 
strongly agreed that they avoided the issue of gender stereotyping when constructing test 
items.  

When an independent sample t-test was performed for the purpose of determining if 
any statistical differences were found between the respondents knowledge of procedures 
for the construction of quality test items, no statistically significant differences were found 
between the low-performing regions (M = 94.4, SD = 11.5) and the high-performing regions 
(M = 99.4; SD = 11.9); t (243) = 3.34, p = .01 in terms of the teachers’ awareness of test 
construction procedures. One-way Anova was also conducted so as to determine the effect 
of the respondents’ teaching experience on their procedural knowledge of test construction. 
The results showed that teaching experience did not affect the teachers’ awareness of 
appropriate test construction procedures (f (3, 241) = 1.307, p = .27). 

Despite awareness of the various skills at play, it is evident that the majority of teachers 
in the current study had limited understanding of how to prepare and use a “Table of 
Specifications” (ToS), which is considered a necessary tool to ensure the construction of 
valid, quality classroom tests. The ToS, which is also referred to as a “test blueprint,” helps 
teachers to align objectives, instruction, and assessment (Airasian, 2004; Miller et al., 2009; 
Notar et al., 2004). Therefore, teachers need to be aware of this tool because it can be used 
for a variety of assessment purposes, but is most commonly associated with test 
construction (Fives & DiDonato-Barnes, 2013). It is argued that when constructing a test, 
teachers need to be concerned with measuring an adequate sample of the class content 
according to the cognitive level that the course content/materials were taught (Fives & 
DiDonato-Barnes, 2013).  

Another aspect that teachers showed little awareness of was item analysis, which is a 
process that examines student responses to individual test items and multiple-choice 
configurations in order to assess the quality of those items (Airasian, 2004; Miller et al., 
2009), and also of the test as a whole. Item analysis is deemed important because the quality 
of a test depends upon each constituent item of a test (Sharma, 2000). Item analysis is 
especially valuable in improving items which are intended to be reapplied again in later 
tests, but may also be used to eliminate ambiguous or misleading items in a single test 
administration. In addition, item analysis is valuable for increasing instructors’ skills in test 
construction, and for the identification of specific areas of course content which deserve 
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greater emphasis or where increased clarity is needed. Item analysis helps to identify items 
which are deemed likely “too difficult” or “too easy,” for the intended target base, or which 
cannot differentiate between students who have adequately learned the content vs. those 
who have not, or questions that have distracters which are not plausible (Airasian, 2004; 
Miller et al., 2009). Therefore, once identified, teachers can remove them from the pool of 
items or change the items or modify the instruction accordingly. 

Additionally, the preparation of a marking guide whilst constructing a test was not found 
to be highly regarded by the participant teachers in the current study, despite their 
numerous reported merits; with the reason given as because of a shortage of available time 
(Masayile et al., 2017). It may be argued further that a marking guide is an essential tool to 
help ensure teacher accountability for every mark, whilst enabling students to self-evaluate 
themselves while enhancing standardized grading (Masayile et al., 2017). Generally, Galle 
(2019) argues that the quality of tests given by a teacher, whether for formative or 
summative purposes, can be closely associated to its ability to provide the kind of 
information needed regarding students’ learning outcomes. Thus, is it important for teachers 
to possess the relevant skills and knowledge for the preparation of quality tests and 
examinations, so as to ensure quality and reliable learning outcomes are met in full.  

4. CONCLUSION AND RECOMMENDATIONS 

Although the current study found that the majority of respondents seemed to be aware 
of a good number of procedures for constructing classroom tests, they did not, however, 
possess the required skills and competences for preparing a Table of Specifications or for 
conducting item-based analysis. These results could be partly attributed to the participant 
teachers having received inadequate training on the topic of assessment and evaluation in 
the course of executing their profession. However, it may be said that these findings have 
key implications for teacher education in current-day Tanzania. The results underline that 
classroom-based assessment may require additional focus during initial teacher-training 
programs, and specifically in the preparation of courses on assessment and evaluation.  

It was also noted that the participant teachers preferred essay-type questions than 
matching items, short answers, or multiple-choice items in the tests they prepared for their 
students. This finding may imply a simple lack of knowledge and/or familiarity with how best 
to prepare test items. The current study concludes that valid classroom tests require proper 
planning, whilst adhering to relevant principles and procedures for the construction and 
administration of valid academic tests. Therefore, in order to ensure the delivery of quality 
education, teachers need to possess the relevant skills to be able to prepare and manage 
classroom-based tests, and thereby to provide effective and useful feedback on student 
learning. Based on these findings, the current study recommends strengthening both initial 
teacher education in view of the competence-based assessment in secondary schools, and 
also emphasizes regular inservice teacher professional development in the area of 
assessment and evaluation. 

LIMITATIONS AND FUTURE RESEARCH 

Despite the current study contributing to the existing knowledge on teachers’ skills for 
quality test construction, and also the status of professional development amongst 
secondary school teachers in Tanzania, one major limitation of the study should be taken 
into consideration. The study adopted a survey design that employed the use of 
questionnaires to enable researchers to collect quantitative data on the phenomenon within 
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a relatively short period of time. The choice of such a research design, however, may be said 
to limit eliciting any deeper understanding of the matter under investigation. The use of 
mixed-methods research could have provided greater insight into the preference of one type 
of test item over another, and how the procedures for test construction are applied in the 
actual classroom setting. Therefore, it is recommended that a qualitative inquiry should be 
applied in order to measure the extent to which secondary teachers prepare and administer 
competence-based classroom testing, and how the feedback of such an assessment is 
communicated back to the students, to the school’s management, and also the students’ 
parents so as to improve the students’ learning and the general quality of education.  
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