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ABSTRACT

Computer-based testing (CBT) has become increasingly prevalent
in tertiary education; however, empirical evidence concerning
stakeholder experiences with CBT in English for Occupational
Purposes (EOP) assessment remains limited. Drawing on the
Computer-Based Assessment Acceptance Model (CBAAM), this
study examined convergence and divergence in students' and
teachers' evaluations at a Vietnamese technical university. An
explanatory sequential mixed-methods design integrated surveys of
113 students and 122 teachers with interviews involving seven
students and six teachers, complemented by observations of three
CBT sessions. The findings indicate that both groups expressed
generally positive perceptions of CBT but differed significantly in
their evaluations of content validity and implementation conditions,
reflecting their distinct assessment roles and experiences. The study
Keywords: Computer- extends CBAAM to EOP assessment in Vietnamese higher
based testing; education and highlights assessment-related factors influencing
Computer-based stakeholder acceptance of CBT. Overall, the results provide
assessment; CBAAM;  practical implications for developing more valid, effective, and
Language assessment;  sustainable technology-mediated assessment in tertiary EOP
EOP contexts.

Introduction

The integration of digital technologies has transformed educational assessment, particularly in
the post-COVID-19 era, where online and blended learning environments have accelerated the
adoption of computer-based testing (CBT). Originally introduced as an alternative to paper-
based examinations, CBT has evolved into a central component of digital assessment systems
because of its efficiency, scalability, and compatibility with remote and hybrid learning
contexts (Luecht & Sireci, 2011). Recent developments in educational technology, learning
management systems, computer-adaptive testing, and Al-assisted assessment have further
expanded the role of CBT in higher education and language learning (Abdullaeva et al., 2024;
Khasawneh et al., 2024).
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CBT offers multiple advantages over traditional paper-based testing (PBT). It supports
innovative item formats that can assess knowledge and skills beyond the capabilities of
conventional paper-and-pencil tests (Huff & Sireci, 2001), while providing efficient
administration, immediate feedback, and flexible assessment delivery (Trinh & Trinh, 2023;
Nguyen et al., 2024). Online testing also enables teachers to monitor students’ progress in real
time and is particularly suitable for virtual learning environments (Al-majd, 2023). However,
CBT also presents challenges related to technological infrastructure, assessment validity,
academic integrity, test anxiety, and the increasing use of Al-assisted cheating (Nguyen et al.,
2024; Nguyen et al., 2025; Vo, 2023).

These opportunities and challenges are likely to be experienced differently by key educational
stakeholders. Students engage with CBT primarily as test takers, whereas teachers are
responsible for assessment design, administration, monitoring, and evaluation. Consequently,
comparing students' and teachers' perceptions provides a more comprehensive understanding
of the strengths and limitations of CBT than examining either group alone. Such comparisons
are particularly important in language assessment, where concerns about assessment validity,
authentic task design, and the evaluation of productive language skills remain central.

These issues are especially relevant in English for Occupational Purposes (EOP) courses, where
assessment is intended to measure learners' ability to use English effectively in discipline-
specific and professional contexts. Although CBT is increasingly adopted in language
education, research in EOP settings remains limited. Existing studies have largely focused on
students' acceptance of CBT, with relatively little attention paid to whether students and
teachers evaluate computer-based assessment in similar or different ways. As a result, little is
known about the areas in which their perceptions converge or diverge, or how classroom
practices may explain these differences.

This gap is particularly relevant in Vietnam, where the digital transformation of higher
education has accelerated the integration of technology into teaching, learning, and assessment.
At Hanoi University of Industry (HaUI), CBT has been implemented in EOP courses for
approximately five years and is currently used in progress tests, mid-term examinations, and
final assessments for thousands of non-English-major students each academic year. This
institutional context provides an opportunity to examine how different stakeholders experience
the same assessment system and to identify factors that influence its successful implementation.

To address these gaps, the present study employs CBAAM (Terzis & Economides, 2011) to
examine students' and teachers' perceptions of CBT in EOP courses, with particular attention
to areas of convergence and divergence across its nine constructs. By integrating questionnaire,
interview, and classroom observation data, the study extends the application of CBAAM to
EOP assessment and provides new evidence on stakeholder perceptions in technology-assisted
language assessment. The findings offer practical implications for improving the design,
implementation, and sustainability of CBT in tertiary EOP education and inform future research
on computer-based language assessment.

Research Questions

Guided by the Computer-Based Assessment Acceptance Model (CBAAM), the study compares
students' and teachers' perceptions of computer-based testing (CBT) and examines how
classroom practices help explain areas of convergence and divergence between the two groups.
To achieve these objectives, the study addresses the following research questions:
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RQ1. How do students and teachers differ in their perceptions of CBT?

RQ2. Which aspects of CBT generate the convergences and divergences in students’
and teachers’ perceptions?

RQ3. How do classroom practices explain the divergences between students’ and
teachers’ perceptions?

Literature Review
Computer-based Testing

Computer-Based Testing (CBT) refers to a mode of assessment in which computers are used to
evaluate students’ learning outcomes (Conole & Warburton, 2005). Bodmann and Robinson
(2004) further described CBT as an assessment system that enables the electronic
administration, scoring, and management of tests, thereby enhancing efficiency and reducing
administrative burdens. Likewise, Huff and Sireci (2001) viewed CBT as a technology-
enhanced assessment approach that allows the use of innovative item formats and the
measurement of skills and abilities that may not be adequately captured by traditional paper-
and-pencil tests. Although these definitions emphasize different aspects of CBT, they all
highlight the central role of technology in the delivery and administration of assessment. The
present study adopts a view of CBT that most closely aligns with Huff and Sireci’s (2001)
definition, conceptualizing CBT not merely as a tool for administering examinations but as a
technology-assisted assessment system that supports diverse assessment formats and language
skills in EOP contexts.

Theoretical Framework

The Technology Acceptance Model (TAM) proposed by Davis (1989) is considered one of the
most influential models for explaining users’ technology acceptance. This model includes two
determinants: Perceived Usefulness (PU) and Perceived Ease of Use (PE), which explain
individuals’ intentions to adopt and use technological systems. Building on TAM, Terzis and
Economides (2011) developed the Computer-Based Assessment Acceptance Model (CBAAM)
to explain users’ acceptance of computer-based assessment systems. Unlike TAM, CBAAM
incorporates cognitive, affective, social, and contextual factors that are particularly relevant to
assessment settings. The model comprises nine constructs: Perceived Usefulness (PU),
Perceived Ease of Use (PE), Perceived Playfulness (PP), Computer Self-Efficacy (CS), Social
Influence (SI), Facilitating Conditions (FC), Content (CT), Goal Expectancy (GE), and
Behavioral Intention (BI).

The present study adopts CBAAM as its theoretical framework because it was specifically
designed for computer-based assessment rather than for technology use in general. More
importantly, the nine constructs of the CBAAM framework provide the analytical basis for
addressing the current study's research questions. First, they enable systematic comparisons of
students’ and teachers’ overall perceptions of CBT (RQ1). Second, examining each construct
separately enables identification of the specific dimensions that drive convergence or
divergence between the two groups, such as perceptions of content, facilitating conditions, or
behavioral intention (RQ2). Finally, because perceptions are shaped by stakeholders’
experiences within authentic assessment settings, classroom observations are incorporated to
explain how implementation practices and contextual conditions contribute to the observed
divergences (RQ3). In this way, CBAAM not only measures stakeholder acceptance of CBT
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but also provides a conceptual framework for interpreting similarities, differences, and their
underlying contextual explanations.

Having established the theoretical foundation of the study, the next section reviews previous
research on computer-based assessment with particular attention to findings related to the nine
constructs of CBAAM and similarities and differences in students’ and teachers’ perceptions
across various educational contexts.

Review of Previous Studies

A substantial body of research has examined students’ perceptions and acceptance of computer-
based testing (CBT). Overall, the literature consistently indicates that students perceive CBT as
an effective alternative to traditional paper-based examinations because of its flexibility,
accessibility, efficiency, and rapid feedback (Deutsch, 2012; Teo, 2009; Terzis et al., 2012;
Thelwall, 2000). These positive perceptions have been reported across different educational
settings. For example, Nirmalakhandan (2013) found that students regarded CBT as enjoyable
and well aligned with course content, while post-pandemic studies have shown that students
increasingly value CBT for its ability to reduce test anxiety, provide timely score reporting, and
support self-regulated learning in technology-enhanced environments (Abdullaeva et al., 2024;
Azodo, 2024). Rather than viewing CBT solely as a technological innovation, these studies
collectively suggest that students associate it with improvements in both learning experiences
and assessment quality.

Previous research has also identified factors explaining students’ acceptance of CBT, providing
empirical support for CBAAM. Terzis et al. (2013) demonstrated that perceived ease of use and
perceived playfulness significantly predicted students’ acceptance of computer-based
assessment. Similarly, Karadeniz (2009) reported that students held favorable attitudes toward
web- and mobile-based assessments due to their ease of use, comprehensiveness, and
immediate feedback. In contrast, factors such as computer self-efficacy, enjoyment, focused
attention, and testing efficiency have been shown to enhance students’ assessment experiences
(Bodmann & Robinson, 2004). More recent studies have highlighted emerging affective and
psychological dimensions of Al-enhanced assessment. Abdullaeva et al. (2024) reported that
technology literacy and acceptance of intelligent computer-assisted language assessment
(ICALA) enhanced EFL learners’ academic emotion regulation, resilience, willingness to
communicate, and enjoyment, whereas insufficient technological knowledge led to negative
emotions and lower engagement. Likewise, Khasawneh et al. (2024) further demonstrated that
learner autonomy and academic buoyancy in Al-assisted assessment contributed to
psychological well-being and academic success. However, Azodo (2024) argued that
inadequate infrastructure and unstable internet connectivity continued to constrain successful
implementation. While earlier studies primarily emphasized usability and efficiency, more
recent research has expanded the focus to include emotional, motivational, and contextual
dimensions. Collectively, these findings indicate that students’ acceptance of CBT is a
multidimensional construct shaped by technological, cognitive, affective, and contextual
factors, consistent with the assumptions of CBAAM.

Compared with students, teachers’ perceptions of CBT have received considerably less
attention. Existing evidence suggests that teachers generally recognize the pedagogical and
administrative benefits of technology-supported assessment, but their acceptance tends to be
more conditional because they evaluate CBT not only as technology users but also as
assessment designers and administrators. Jamil et al. (2012) found that teachers viewed CBT
favorably, although some still preferred traditional paper-based examinations in certain
contexts. Their findings also suggested that professional qualifications, prior experience with

157



https://callej.org Nguyen Thi Diep, Tran Lan Anh Vol. 27; No. 2; 2026

CBT, computer training, and teaching experience influenced teachers’ perceptions. Similarly,
Aydin (2013) reported that Turkish EFL teachers expressed positive attitudes toward
technology integration despite encountering difficulties related to software usability, technical
support, limited facilities, administrative constraints, and insufficient technological knowledge.
In one of the few studies comparing the two stakeholder groups, Singh and Singh (2020) found
that students and teachers similarly appreciated the flexibility, accessibility, immediate
feedback, and reduced administrative workload associated with CBT, although acceptance
varied with computer proficiency and disciplinary background. Together, these studies suggest
that teachers’ acceptance depends more strongly on implementation conditions, institutional
support, and assessment quality than students’ acceptance, highlighting the importance of
examining both stakeholder groups simultaneously.

Research conducted in Vietnam has largely confirmed international findings while highlighting
challenges associated with the local educational context. Trinh and Trinh (2023) found that
students appreciated CBT for its ease of use, diverse assessment formats, immediate feedback,
and the confidentiality of assessment materials. Likewise, Nguyen et al. (2024) reported that
both students and teachers recognized the efficiency and engagement afforded by CBT but also
expressed concerns regarding technological infrastructure and assessment validity in their
investigation of computer-delivered and face-to-face speaking tests in the Vietnamese
Standardized Test of English Proficiency (VSTEP). Vo (2023) further demonstrated that
although students generally reported positive attitudes and relatively high levels of computer
self-efficacy, they continued to experience anxiety related to testing conditions, plagiarism,
cheating, and academic integrity. Compared with studies conducted in technologically
advanced educational systems, Vietnamese research consistently places greater emphasis on
contextual constraints, including infrastructure limitations, differences in digital literacy, and
institutional support. This contrast suggests that stakeholder acceptance is influenced not only
by individual perceptions but also by institutional readiness and the broader educational
environment, implying that findings from other contexts cannot be directly generalized to
Vietnamese higher education.

Despite the growing body of literature, the existing evidence remains fragmented in several
important respects. First, most studies have focused predominantly on students’ perceptions,
whereas teachers’ perspectives remain comparatively underexplored. Consequently, current
knowledge provides only a partial understanding of stakeholder acceptance of CBT. Second,
although a small number of studies have included both students and teachers, few have
systematically compared their perceptions within the same assessment context to identify the
specific dimensions that generate convergence and divergence. Third, research on CBT in EOP
contexts remains limited despite the distinctive assessment demands of professional language
education. Finally, although CBAAM was specifically developed to explain acceptance of
computer-based assessment, its application in EOP contexts and its integration with
quantitative, qualitative, and classroom observation data remain underexplored. Consequently,
existing research provides limited evidence not only regarding whether students and teachers
differ in their perceptions of CBT, but also why these differences emerge during actual
assessment implementation.

To address these gaps, the present study compares students' and teachers' perceptions of CBT
in EOP courses using CBAAM. By triangulating questionnaire, interview, and classroom
observation data, it identifies the CBAAM dimensions underlying convergence and divergence
and explains how classroom practices shape these differences, providing a more comprehensive
understanding of computer-based assessment in technology-assisted language assessment.
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Methods
Pedagogical Setting & Participants

This study was conducted at Hanoi University of Industry (HaUI), Vietnam, a large public
technical university offering EOP courses to non-English-major students across multiple
engineering disciplines. The site was selected because it represents a typical implementation
context of EOP in Vietnamese higher education, where blended learning and computer-based
testing (CBT) are systematically integrated into English language teaching and assessment.

The EOP program serves approximately 3,500 undergraduate students from seven engineering
majors (e.g., Electronics Engineering, Electrical Engineering, Automation, Mechanical
Engineering, Automotive Engineering, Information Technology, and Civil Engineering), with
around 500 students per major. The English faculty consists of approximately 150 lecturers,
most of whom are involved in EOP instruction. Within this program, CBT is used for both
formative and summative assessment. Students are required to complete 4—6 online unit tests
per course, along with a semester progress test (vocabulary and grammar) and a mid-term test
assessing listening, reading, and writing skills, all delivered via the institutional CBT platform.

A purposive sampling strategy was adopted to recruit participants with direct experience of
CBT in EOP courses. The student sample comprised 113 volunteers who had completed CBT
assessments during the semester in which the study was conducted. This sample exceeded the
minimum size required to detect a medium effect with a significance level of .05 and statistical
power of .80 in multiple regression analysis, based on Cohen's (1988) statistical power
guidelines. Although the sample was drawn from classes in which CBT had been implemented
during a single semester, it appropriately represented students with recent CBT experience, the
target population of this study. The teacher sample included 122 lecturers from approximately
150 EOP teachers (over 80% of the population), providing broad institutional coverage of those
directly involved in CBT implementation. Accordingly, the samples were considered
appropriate for describing and comparing students' and teachers' perceptions of CBT within the
HaUI context. The findings should therefore be interpreted within this institutional setting and
not generalized beyond similar EOP contexts.

Design of the Study

This study adopted an explanatory sequential mixed-methods design (Creswell & Plano Clark,
2018). Quantitative data were first collected through questionnaires administered to students
and teachers, followed by in-depth interviews and classroom observations to explain and enrich
the survey findings. Methodological triangulation was used to identify areas of convergence
and divergence in participants’ perceptions of CBT within the CBAAM framework.

Questionnaires

The questionnaire items were adapted from the nine constructs of CBAAM (Terzis &
Economides, 2011) and modified to reflect the EOP context, drawing on validated instruments
and findings from previous studies on computer-based assessment. Two parallel
questionnaires—one for students and one for teachers—were developed, each comprising 27
items covering the nine CBAAM constructs. Responses were recorded on a five-point Likert
scale ranging from 1 (Strongly disagree) to 5 (Strongly agree). To establish content validity,
the questionnaires were reviewed by three experienced EOP lecturers with expertise in language
assessment and educational technology. Based on their feedback, minor revisions were made
to improve item clarity and contextual relevance. The student questionnaire was then translated
into Vietnamese using a translation-and-review procedure to minimize ambiguity and ensure
accurate responses. The teacher questionnaire was administered in English, as all participating
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teachers were English lecturers with sufficient proficiency to understand the questionnaire

items.
Table 1
Demographic Characteristics of Student and Teacher Participants
Variables Category Number Percentage
Participant
Group
Students Gender Male 96 85
(n=113) Female 17 15
Year of study | First Year 26 23
Second Year 35 31
Third Year 45 39
Final Year 7 7
Major Electronics Engineering 66 58
Electrical Engineering 27 24
Automation 20 18
CBT Yes 113 100
Experience No 0 0
Teachers Gender Male 6 5
(n=122) Female 116 95
Teaching Less than 5 years 10 8
experience 5-10 years 32 26
11-15 years 46 38
1620 years 30 25
More than 20 years 4 3
CBT Less than 1 year 12 10
experience 1-2 years 17 14
3—4 years 51 42
4-5 years 26 21
More than 5 years 16 13

In-depth Interviews

To explain the quantitative findings, 13 participants (seven students and six teachers) were
purposively selected using maximum variation sampling. Each interview lasted 30—45 minutes
and was audio-recorded and transcribed verbatim. The interview protocol was based on the
CBAAM framework. Data were analyzed manually in Microsoft Excel using Braun and
Clarke’s (2006) thematic analysis.

Data collection continued until thematic saturation was reached, with no new themes emerging
after the 13th interview. In line with Creswell and Plano Clark’s (2007) integration approach,
the interview findings were used during the interpretation stage to triangulate and explain the
quantitative results, thereby enhancing the validity and depth of the overall analysis.

Classroom Observations

Classroom observations were conducted to complement the questionnaire and interview data
and to examine how CBT was implemented in authentic assessment settings.
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Three EOP classes were randomly selected for classroom observations during progress and
mid-term tests. Each session lasted 40—60 minutes, including preparation and post-test
activities. Detailed field notes were recorded using an observation protocol that focused on
students’ test-taking behaviors, interactions with the CBT platform, teachers’ administrative
procedures, classroom management practices, technical issues, and institutional support
mechanisms. The observation data were analyzed alongside the questionnaire and interview
findings to provide contextual evidence for interpreting participants’ perceptions and to support
methodological triangulation.

Pilot Data

Prior to the main study, a pilot test involving 32 students and six teachers was conducted to
evaluate the clarity and reliability of the research instruments. Minor revisions were made to
improve the wording and clarity of the items. Reliability analysis using Cronbach’s alpha
showed high internal consistency, with overall coefficients of 0.89 for the student questionnaire
and 0.91 for the teacher questionnaire. All subscales exceeded the recommended threshold of
0.70, indicating satisfactory reliability. The pilot data were excluded from the main analysis.

Table 2
Reliability of the CBAAM Constructs for Student and Teacher Samples

Participant | Latent constructs Cronbach’s | Indicators | Acceptability

Group Alpha

Students Perceived usefulness (PU) 0.89 3 High

(n=113)
Perceived ease of use (PE) 0.92 3 High
Perceived playfulness (PP) 0.92 3 High
Computer Self-Efficacy (CS) 0.88 3 High
Social influence (SI) 0.93 3 High
Facilitating conditions (FC) 0.89 3 High
Content (CT) 0.88 3 High
Goal expectancy (GE) 0.91 3 High
Behavioral intention to use (BI) 0.87 3 High

Teachers Perceived usefulness (PU) 0.85 3 High

(n=122)
Perceived ease of use (PE) 0.82 3 High
Perceived playfulness (PP) 0.86 3 High
Computer Self-Efficacy (CS) 0.82 3 High
Social influence (SI) 0.85 3 High
Facilitating conditions (FC) 0.74 3 High
Content (CT) 0.86 3 High
Goal expectancy (GE) 0.92 3 High
Behavioral intention to use (BI) 0.87 3 High

Data collection & analysis

Data collection was conducted during the sixth week of the 2024-2025 EOP semester, after
students had completed Progress Test 1, the mid-term examination, and several online unit tests.
Questionnaires were administered via Google Forms, yielding 113 valid student responses and
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122 valid teacher responses after screening. In line with the explanatory sequential mixed-
methods design, quantitative data were collected and analyzed first, followed by classroom
observations and semi-structured interviews to explain and enrich the survey findings.

Quantitative data were analyzed using SPSS Version 20.0. Descriptive statistics (means and
standard deviations) were computed to summarize participants' perceptions across the nine
CBAAM constructs, while independent-samples #-tests were performed to compare students'
and teachers' perceptions. In addition to p-values, Cohen's d effect sizes were calculated to
assess the magnitude of group differences and interpreted according to Cohen's (1988)
guidelines (0.20 = small, 0.50 = medium, and 0.80 = large).

Qualitative data from interviews and classroom observations were analyzed using deductive
thematic analysis (Braun & Clarke, 2006). Initial codes were derived from the CBAAM
framework and the three research questions, and then organized into broader themes that
represent areas of convergence and divergence between students' and teachers' perceptions of
CBT. Finally, quantitative and qualitative findings were integrated through methodological
triangulation to provide a comprehensive interpretation of stakeholder perceptions and enhance
the credibility and trustworthiness of the findings.

Findings

The triangulation of quantitative, qualitative, and observational data revealed both shared and
contrasting perceptions among students and teachers of CBT in EOP courses. To facilitate
interpretation, the findings are organized around two major themes: areas of convergence and
areas of divergence between the two stakeholder groups.

Regarding Areas of Convergence

Findings from the questionnaires, interviews, and classroom observations revealed a high level
of convergence between students and teachers regarding the overall value of CBT in EOP
courses. Despite significant differences in mean scores across several constructs, both groups
generally perceived CBT as a useful, easy-to-use, engaging, and manageable assessment
approach. These shared perceptions were reflected in six dimensions of CBAAM: Perceived
Usefulness (PU), Perceived Ease of Use (PE), Perceived Playfulness (PP), Computer Self-
Efficacy (CS), Social Influence (SI), and Behavioral Intention (BI).

Table 3
Areas of Convergence between Students’ and Teachers’ Perceptions of CBT
Variable Students Teachers df t y Cohen's d
M (SD) M (SD)

PU 4.21 (1.06) 3.52 (0.47) 233 5.47 <.001 0.85
PE 4.19 (1.06) 3.89(0.64) 233 2.60 .010 0.34
PP 4.30(0.91) 3.88(0.58) 233 4.24 <.001 0.55
CS 4.19(1.01) 3.70 (0.68) 233 4.39 <.001 0.57
SI 4.06 (1.13) 4.00 (0.44) 233 0.53 .598 0.07
BI 4.11(1.03) 3.82(0.77) 233 2.52 012 0.32

Note. Cohen's d values were calculated to estimate the magnitude of group differences and interpreted

according to Cohen (1988): 0.20 = small, 0.50 = medium, and 0.80 = large.

As shown in Table 3, both students and teachers reported generally positive perceptions of
computer-based testing (CBT) across all six CBAAM dimensions. Students consistently
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reported higher mean scores than teachers for PU, PE, PP, CS, and BI. Independent-samples #-
tests revealed statistically significant differences between the two groups for these constructs.
However, the magnitude of these differences varied. PU showed a large effect size (Cohen's d
= 0.85), indicating a substantial difference in the extent to which students and teachers
perceived the usefulness of CBT. PP (d=0.55) and CS (d = 0.57) demonstrated moderate effect
sizes, whereas PE (d = 0.34) and BI (d = 0.32) showed small effect sizes. In contrast, no
statistically significant difference was found for SI (p = .598), and the negligible effect size (d
=0.07) suggests that both groups perceived similar levels of institutional and social support for
CBT.

Although statistically significant differences were identified for several constructs, both groups
reported within the positive range. This indicates that the observed differences reflect variations
in the strength of acceptance rather than fundamentally different attitudes toward CBT.
Interview and classroom observation data further supported this interpretation by demonstrating
that both students and teachers regarded CBT as an effective and manageable assessment
approach, despite differences in the intensity of their positive evaluations.

Teachers emphasized the pedagogical and administrative value of CBT, particularly its
objectivity, efficiency, and support for assessment management. They also emphasized the
importance of institutional training and technical support for successful implementation. At the
same time, some teachers reported practical challenges, particularly in managing large question
banks. Overall, teachers' positive perceptions were closely associated with assessment quality,
implementation reliability, and institutional support.

Students, by contrast, emphasized their experiences as test users. They described CBT as
efficient, straightforward, and easy to navigate. They also highlighted familiarity with digital
environments, reduced testing anxiety, and greater confidence during examinations. These
perceptions are consistent with the higher mean scores reported for PU, PP, and CS.

Classroom observations further triangulated these findings. Across the three observed CBT
sessions, students logged into the EOP platform independently, navigated between test sections,
and completed listening, reading, and writing tasks with minimal assistance. Most appeared
calm, focused, and familiar with the testing interface, indicating a high level of digital readiness.
At the same time, teachers actively managed the examination process by organizing seating
arrangements, monitoring student behavior, and maintaining test integrity. Minor technical
issues, such as unstable Wi-Fi connections and temporary login failures, were occasionally
observed. Nevertheless, they were addressed promptly by teachers, and the assessments
proceeded without major disruption. These observations reinforce the survey and interview
findings. They suggest that CBT has become a well-established assessment practice in EOP
courses while highlighting the continuing importance of reliable technological infrastructure.

Overall, the triangulation of quantitative, qualitative, and observational data demonstrates a
high level of convergence between students and teachers regarding the value and continued use
of CBT. However, the effect sizes indicate differences ranged from small to moderate for most
dimensions, with a large effect observed only for PU. Consequently, the divergences reflect
variations in the intensity of acceptance rather than fundamentally different perceptions of CBT.
This shared positive orientation provides a foundation for understanding the more specific areas
of divergence discussed in the following section.

Areas of Divergence

Despite the overall positive orientation toward CBT, important differences emerged in
Facilitating Conditions (FC), Content (CT), and Goal Expectancy (GE). These differences do
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not indicate rejection of CBT but rather reflect the distinct roles and responsibilities of students
and teachers within the assessment process.

Table 4
Areas of Divergence Between Students’ and Teachers’ Perceptions of CBT
Variable | Students Teachers df t D Cohen's d
M (SD) M (SD)
FC 3.82(1.12) 3.72(0.70) 233 0.88 381 0.11
CT 4.12(0.99) 3.73(0.70) 233 3.66 <.001 0.46
GE 3.85(1.24) 3.76(0.68) 233 0.74 462 0.09

Note. Cohen's d values were calculated to estimate the magnitude of group differences and interpreted
according to Cohen (1988): 0.20 = small, 0.50 = medium, and 0.80 = large.

As shown in Table 4, Content (CT) was the only construct that demonstrated a statistically
significant difference between the two groups (¢ = 3.66, p < .001), although the corresponding
effect size was small to moderate (Cohen's d = 0.46). Students rated the assessment content
more positively (M = 4.12) than teachers (M = 3.73), suggesting greater confidence in the
alignment of CBT with course content and their English proficiency. In contrast, teachers
expressed reservations about the suitability of CBT for assessing complex language skills,
particularly productive skills such as speaking. They argued that oral performance is better
evaluated through face-to-face assessment because it allows for more authentic interaction and
more comprehensive evaluation of communicative competence. Teachers also noted that
technical limitations and students' test anxiety may reduce the validity of computer-based
speaking assessments, reinforcing their preference to maintain in-person assessment of
productive language skills. Classroom observations supported this view, showing that CBT was
primarily used to assess receptive skills and language knowledge. These findings suggest that
students tended to evaluate CBT in terms of task completion and content alignment, whereas
teachers focused more on assessment validity and skill coverage.

Although no statistically significant differences were found for Facilitating Conditions (FC) (z
=0.88,p=.381,d=0.11) or Goal Expectancy (GE) (= 0.74, p=.462, d = 0.09), the qualitative
findings revealed meaningful differences in how these constructs were experienced. Teachers
frequently referred to unstable internet connections, login failures, and system overload as
challenges affecting assessment administration. These concerns were confirmed during
classroom observations, where occasional connectivity problems required students to rely on
mobile hotspots and teachers to provide immediate technical support. While students
experienced these issues primarily as temporary interruptions, teachers viewed them as threats
to assessment reliability and examination continuity, reflecting their broader administrative
responsibilities.

Similarly, students and teachers interpreted Goal Expectancy differently despite reporting
comparable quantitative ratings. Students associated CBT with improved learning outcomes
and better test performance, whereas teachers viewed it primarily as an efficient assessment
tool rather than a direct contributor to language development. Classroom observations
supported this interpretation, as CBT sessions focused predominantly on assessment
administration and offered limited opportunities for immediate pedagogical feedback.

Overall, the triangulation of quantitative, qualitative, and observational data indicates that the
observed divergences are contextual rather than contradictory. Students primarily emphasized
usability, convenience, and learning benefits, whereas teachers were more concerned with
assessment validity, technical reliability, and implementation quality. These findings suggest
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that differences in perception arise not from contrasting attitudes toward CBT itself but from
the distinct institutional roles and responsibilities assumed by each stakeholder group.

Discussion

This current study examined areas of convergence and divergence in students’ and teachers’
perceptions of CBT in EOP courses using CBAAM. Consistent with the presentation of the
findings, the discussion is organized into two themes: areas of convergence and areas of
divergence between the two stakeholder groups. Rather than simply identifying similarities and
differences, the discussion interprets how stakeholders' institutional roles shape their
perceptions of CBT and considers the theoretical and practical implications for technology-
assisted language assessment.

Regarding Areas of Convergence
- General Acceptance of CBT

The findings revealed strong convergence between students and teachers regarding the overall
acceptance of CBT in EOP courses. Although students consistently reported higher mean scores
than teachers across several CBAAM constructs, both groups expressed positive perceptions of
CBT and were willing to continue using it. The effect sizes further indicate that these
differences reflected variations in the strength of acceptance rather than fundamentally different
attitudes toward computer-based assessment. This convergence was consistently supported by
interview and classroom observation data, which showed that CBT had become a well-
established assessment practice within the EOP programs. The present study extends previous
research in two important ways. First, unlike most earlier studies that examined students or
teachers separately, this study directly compares the two stakeholder groups within the same
institutional context. Second, the triangulation of survey, interview, and classroom observation
data demonstrates that although students and teachers evaluate CBT from different professional
perspectives, they share a common recognition of its educational value. Students primarily
associated CBT with efficient test completion and a positive assessment experience, whereas
teachers emphasized administrative efficiency, assessment objectivity, and reduced marking
bias.

These findings reinforce the central role of perceived usefulness in the CBAAM model of
technology acceptance. However, they suggest that perceived usefulness varies according to
stakeholders' institutional responsibilities. Rather than challenging the model, the current
results extend its explanatory value by showing that the same construct can reflect different
priorities across stakeholder groups.

- Ease of Use and Digital Familiarity

Both students and teachers reported positive perceptions of the CBT platform's usability,
indicating that the system was generally easy to use. Students demonstrated a high degree of
independence when completing assessments. Teachers, conversely, reported that test
administration was manageable despite occasional challenges associated with managing large
question banks. These findings are consistent with Terzis et al. (2013), Karadeniz (2009), and
Vo (2023), who identified perceived ease of use as one of the strongest predictors of CBT
acceptance. Classroom observations further supported these findings, as students navigated the
assessment platform confidently and completed assessment tasks with minimal assistance.
Although minor technical problems such as temporary internet instability and login failures
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were observed, these disruptions were infrequent and did not substantially affect test
completion.

The higher ratings reported by students may reflect their greater familiarity with digital
technologies and their role as end users of the assessment system. In contrast, teachers'
evaluations included additional responsibilities for test preparation, administration, and
troubleshooting. Consequently, ease of use should be understood not only as interface
simplicity but also as the extent to which the assessment system supports different stakeholder
roles. This finding extends previous research by suggesting that perceptions of usability are
influenced by institutional responsibilities as well as technological competence.

- Perceived Playfulness and Engagement

Students reported higher levels of perceived playfulness than teachers, indicating that they
viewed CBT as engaging, motivating, and enjoyable. Teachers also evaluated this construct
positively, although they tended to emphasize its contribution to assessment efficiency rather
than learner engagement. The finding extends a growing body of evidence on the benefits of
computer-based assessments, including their relevance to course learning (Nirmalakhandan,
2013), as well as their potential to enhance learner motivation and engagement (Khasawneh et
al.,2024). However, the present study suggests that engagement is interpreted differently across
stakeholder groups. Students valued the interactive and technology-enhanced nature of CBT,
whereas teachers viewed engagement primarily in terms of facilitating classroom management
and the efficient administration of assessments.

Perceived playfulness within the CBAAM framework represents an intrinsic motivational
factor that strengthens technology acceptance. The present findings suggest that this construct
should be viewed more broadly than learner enjoyment alone. It also reflects stakeholder
engagement with assessment processes, thereby providing a broader understanding of how
motivational factors contribute to the acceptance of technology-assisted assessment.

- Computer Self-Efficacy

Both groups reported relatively high computer self-efficacy. Students expressed confidence in
completing CBT independently, while teachers felt capable of designing and administering
assessments. However, teachers reported lower confidence when handling unexpected technical
issues during examination sessions. This finding supports previous research by Aydin (2013)
and Nguyen et al. (2024), which found that teachers' confidence in technology-mediated
assessment depends not only on technological competence but also on the availability of
technical support and institutional infrastructure. While students mainly required operational
skills to complete assessments successfully, teachers were expected to manage technical
disruptions while simultaneously maintaining assessment integrity. These additional
responsibilities explain their comparatively lower confidence despite their generally positive
perceptions of CBT.

The result indicates that efforts to enhance computer self-efficacy should extend beyond the
development of basic operational skills. They should also focus on equipping students and
teachers to respond effectively to technical challenges during examination sessions. In addition,
readily available technical support during examinations can strengthen teachers’ confidence
and reduce the burden associated with system administration. For students, orientation sessions
and practice tests should be provided to help them maintain confidence in navigating CBT
platforms independently.
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- Behavioral Intention and Overall Acceptance

Both students and teachers demonstrated strong behavioral intention to continue using CBT.
Students showed higher enthusiasm and preference for CBT. Teachers, however, supported its
continued use only if system stability and assessment scope were adequately addressed,
reflecting the more cautious acceptance also reported by Trinh and Trinh (2023) and Vo (2023).
Behavioral intention from the perspective of CBAAM is influenced by individual factors
including perceived usefulness, ease of use, and computer self-efficacy. The present findings
suggest that sustained acceptance of CBT depends on both these individual factors and
institutional conditions. Teachers' comparatively lower ratings reflect concerns about
assessment quality and the reliability of implementation rather than resistance to technological
innovation. It is therefore essential to address these concerns to ensure the long-term
sustainability of technology-assisted language assessment.

Regarding Areas of Divergence

Although both groups generally accepted CBT, important differences emerged regarding
facilitating conditions, content validity, and goal expectancy. These divergences appear to
reflect differences in roles and responsibilities rather than opposing attitudes toward CBT.

- Facilitating Conditions and Infrastructure Limitations

The interview findings indicate that teachers were more sensitive than students to issues related
to facilitating conditions, particularly internet instability, system overload, and occasional login
failures. Although these technical problems were also experienced by students, they were
generally perceived as temporary interruptions rather than major obstacles to assessment
completion. Classroom observations further clarified this difference. During several
examination sessions, teachers intervened to resolve connectivity issues, restore students'
access, and maintain continuity of the examination, while students remained primarily focused
on completing the test. The findings further support previous research emphasizing that robust
technological infrastructure and institutional support are essential for the successful
implementation of computer-based assessment (Azodo, 2024; Nguyen et al., 2024). However,
the present study extends previous research by demonstrating that perceptions of facilitating
conditions are shaped not only by technology itself but also by stakeholders' responsibilities in
assessment practices. Since teachers are accountable for maintaining assessment integrity and
ensuring equitable testing conditions, they evaluate technological reliability more critically than
students. This finding suggests that facilitating conditions should be understood as an
institutional rather than purely technological construct within CBAAM, particularly in language
assessment contexts.

The findings highlight the importance of strengthening facilitating conditions to ensure the
effective implementation of CBT. Educational institutions should prioritize reliable
technological infrastructure, including stable internet connectivity, sufficient server capacity,
and contingency measures to minimize disruptions during peak testing periods. In addition,
professional development programs should equip teachers with strategies for handling common
technical problems and implementing backup procedures.

- Content Validity and Assessment Scope

Content validity represented the clearest area of divergence between students and teachers.
Students generally believed that CBT content reflected course materials and appropriately
assessed their English proficiency, whereas teachers questioned its ability to evaluate
productive language skills, particularly speaking. Interview data revealed that teachers regarded
face-to-face assessment as more appropriate for evaluating oral communication due to technical
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limitations and concerns about assessment authenticity. Classroom observations showed that
CBT was primarily used to assess receptive skills and discrete language knowledge. In contrast,
productive skills continued to be assessed through traditional methods, consistent with Nguyen
etal. (2024), who reported similar concerns regarding computer-delivered speaking assessment.
The present study extends prior evidence by demonstrating that perceptions of content validity
vary with stakeholders' assessment priorities. Students tended to evaluate CBT in terms of
content alignment and successful task completion. Teachers, however, emphasized assessment
coverage, construct validity, and the ability to evaluate communicative competence.
Consequently, the findings suggest that CBT is particularly effective for assessing receptive
language skills but should be integrated with performance-based assessment to ensure
comprehensive evaluation of communicative competence in EOP contexts.

- Goal Expectancy and Learning Impact

Although students and teachers reported broadly similar quantitative ratings for goal
expectancy, qualitative findings revealed important differences in interpretation. Students
associated CBT with improved learning outcomes, increased confidence, and better
examination performance. Conversely, teachers regarded CBT primarily as an efficient
assessment tool rather than a direct mechanism for language development. Classroom
observations indicated that CBT sessions were highly assessment-oriented, with limited
opportunities for immediate interaction or pedagogical feedback. The findings suggest that the
educational value of CBT lies primarily in its capacity to support learning through efficient
feedback rather than serving as a direct instructional tool, consistent with previous research by
Singh and Singh (2020) and Vo (2023). Furthermore, the present study demonstrates that
perceptions of learning impact are mediated by stakeholder roles. Students naturally evaluate
CBT based on its impact on their learning experiences. Meanwhile, teachers evaluate it based
on its contribution to assessment quality and instructional decision-making. This result
highlights that goal expectancy within CBAAM may encompass different educational
expectations depending on users' institutional responsibilities.

Overall, the areas of divergence identified in this study should not be interpreted as evidence of
conflicting attitudes toward CBT. Rather, the triangulation of quantitative, qualitative, and
observational findings indicates that these differences are contextual and role-dependent.
Students primarily emphasized usability, convenience, and learning experiences, whereas
teachers focused on assessment validity, technological reliability, and implementation quality.
Collectively, these findings extend previous research by demonstrating that stakeholder role is
an important contextual factor shaping perceptions of computer-based assessment. They also
suggest that successful implementation of CBT in EOP requires not only reliable technological
infrastructure but also assessment designs that balance technological efficiency with
pedagogical validity and comprehensive language assessment.

Conclusion

This study investigated areas of convergence and divergence between students’ and teachers’
perceptions of CBT in EOP courses at Hanoi University of Industry, using CBAAM. The
findings revealed substantial convergence between the two stakeholder groups regarding the
overall value of CBT. Both students and teachers perceived CBT as a useful, easy-to-use,
engaging, and manageable assessment approach. However, important divergences emerged in
facilitating conditions, content validity, and goal expectancy. The integration of questionnaires,
interviews, and classroom observation data demonstrated that these differences were shaped
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primarily by stakeholders' distinct institutional roles and responsibilities rather than by
fundamentally different attitudes toward CBT.

The study makes several contributions to the literature. First, it extends the application of
CBAAM to EOP assessment within the context of a Vietnamese technical university. Second,
by directly comparing students' and teachers' perceptions, it advances previous research that
has predominantly examined individual stakeholder groups in isolation and demonstrates how
stakeholder roles influence the interpretation of key CBAAM constructs. Third, the mixed-
methods design shows how questionnaire, interview, and classroom observation data can be
integrated to provide a more comprehensive explanation of technology acceptance in language
assessment. Finally, the findings highlight the importance of content validity and the
assessment of productive language skills, suggesting that pedagogical considerations should
complement technology acceptance models in technology-assisted language assessment.

The findings also have important practical implications for different stakeholder groups. For
educational administrators, strengthening technological infrastructure, ensuring reliable
internet connectivity, and providing timely technical support are essential for maintaining stable
CBT implementation. For teachers, ongoing professional development should focus not only
on effective use of CBT platforms but also on strategies for managing technical disruptions and
integrating computer-based assessment with performance-based assessment. For test
developers and curriculum designers, CBT systems should incorporate more authentic
assessment tasks and be complemented by face-to-face or technology-supported performance
assessments to ensure comprehensive evaluation of productive language skills. Addressing
these priorities will contribute to more effective, valid, and sustainable computer-based
assessment in EOP contexts.

Several limitations should be acknowledged. First, the study was conducted at a single
university within a single EOP context, limiting the generalizability of the findings.
Accordingly, future studies should examine stakeholder perceptions across multiple
institutions, disciplines, and educational settings. Second, the study focused primarily on self-
reported perceptions rather than actual learning outcomes or language performance. Future
research should therefore investigate how students' and teachers' perceptions relate to
assessment performance, learning achievement, and language development. Third, although
interviews and classroom observations provided valuable explanatory insights, the qualitative
sample was relatively small. Future studies could employ larger qualitative samples or
longitudinal designs to explore how stakeholder perceptions evolve as CBT systems become
more established. Finally, future research could apply Structural Equation Modeling (SEM) to
examine the structural relationships among CBAAM constructs and to test the mechanisms
underlying technology acceptance in language assessment.

Overall, the study highlights that the successful implementation of computer-based assessment
depends on multiple interrelated factors. These include technological considerations as well as
the pedagogical demands and role-specific experiences of different stakeholder groups.
Understanding both students’ and teachers’ perspectives is therefore essential for developing
effective and sustainable technology-assisted language assessment practices in higher
education.
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