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Abstract: Due to the unprecedented COVID-19 incident, basic education institutions have faced different challenges in their
teaching-learning activities. Particularly conducting assessments remotely during COVID-19 has posed extraordinary challenges
for basic education institutions owing to lack of preparation superimposed with the inherent problems of remote
assessment. Descriptive-evaluation research was employed since the present study attempts to examines the assessment practices
and competences on remote learning assessment of teachers in Graceville National High School. For the study, questionnaires were
prepared and data nine (9) senior high school teachers and forty-two (42) junior high school teachers were collected and analyzed.
The gathered data from this study were subjected to the descriptive and inferential statistics. The data revealed that the most frequent
number of the teacher- respondents in the study was 36 — 40 years old at age, female, Technology Livelihood Education (TLE) major,
6 — 10 years in service in Department of Education, and bachelor’s degree holders. More so, the teacher respondents’ level of
teacher competencies on remote learning assessment was observed high competent. In addition, level of assessment practices in
terms of clarity of assessment, time and effort on task, quality of feedback, motivational belief and self-esteem to learners, self-
assessment and reflection of learning of the learners, and assessment — content and process in adapting teaching to students needs
was mostly practice. However, it was completely practicing the interaction and dialogue about learning progress. The results
confirmed that there was a significant difference on the teacher respondents’ level of competence on the remote learning assessment
when group according to their age, gender, areas of specialization, and training attended. On the other hands, teacher year of
teaching and educational attainment revealed it has no significant difference on their level of competence on the remote learning
assessment. Looking forward, that age, gender, year of teaching, areas of specialization, educational attainment, and training
attended significantly differs to the level of assessment practices of the teachers. It also observed that the teachers experiencing
highly challenges encountered on the remote learning assessment. It is recommended to implement the proposed school-based testing
reforms and should be monitored and evaluated for the optimum advantage of the school and community.
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1. INTRODUCTION & RATIONALE

As schools around the world have closed due to
coronavirus (COVID-19) pandemic students, teachers, and
parents are settling into the "new reality" for the foreseeable
future. Many schools are implementing their distance learning
contingency plans and connecting students and teachers
through online platforms and tools. National and local
governments are partnering with broadcasting service
providers to deliver educational content via television and
radio during dedicated hours. Under these unexpected
circumstances, teachers and parents have had to quickly adapt
to teaching in this new reality to ensure that students engage
in learning.

In response to this crisis and to ensure the continuity
of learning while assuring the health, safety, and well-being
of all learners, teachers, and other employees. the Department
of Education instituted DepEd Order no. 12 series of 2020 to
establish new learning delivery modalities in all levels
embodied in the Learning Continuity Plan (LCP) for the
school year 2020-2021. The alternative modes of delivering
learning were envisioned to reach all learners regardless of
who and where they are. Among these implemented learning
delivery modalities (LDMs) were Distance Learning, Blended
Learning, and Homeschooling. The Department of

Education (DepEd) conducted Learning Enrollment and
Survey Form (LESF) on school opening (Department of
Education, 2020), it was found out that Modular learning, a
form of distance learning that uses Self-Learning Modules
(SLM) is one of the highly convenient for most of the typical
Filipino students. It was also the most preferred learning
system of the majority of parents/guardians for their children.
The SLM is based on the most essential learning
competencies (MELCS) provided by the Department of
Education.

However, without the grasp of the teacher and
authentic learning experiences as in face-to-face teaching-
learning process, the learners will have a difficulty in
understanding the topic and will be demotivated to learn
ultimately leading to the submission of incomplete answers in
the modules or totally non-submission of modules resulting to
poor academic performance and a risk of failure of the
students. On the survey conducted by the Graceville National
High School’s Research Unit. Out of 45 students in a section,
an average of 13 learners passed an incomplete answer in
module and 8 learners did not passed the module at all on a
weekly submission of modules. This also indicates that those
learners will have a failing grade if not treated with an
intervention and remediation.
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In line with the Global Education Monitoring Report
(2020) expressed issues in educational aspects, one of which
is on assessment practices. Classroom assessment has been a
topic of interest for researchers in the new normal of
education owing to lack of preparation superimposed with the
inherent problems of remote assessment. The main challenges
identified in remote assessment were academic dishonesty,
infrastructure, coverage of learning outcomes, and
commitment of learners to submit assessments (Laitusis,
2020). Focusing on assessment is important for the
development of teaching and learning processes. Assessment
enables teachers and students to draw inferences from the
information obtained and act accordingly. Such actions may
aid in making the necessary improvements to teaching and
learning, or simply provide a picture in time of students’
competence or achievement (Black and Wiliam, 2018).

In a way it is observed that the teachers develop new
alternative and varied approaches to monitor learners’
learning from assessing to remediating learning losses during
the COVID-19 crisis, including both formative and
summative methods. Different methods may be required per
grade and subject area for both individual and collective
feedback and support. Moreover, teachers may lack relevant
resources at home, training and experience, particularly on
distance learning platform. Some programmes may largely
reduce the amount of time allocated to teacher-directed
learning processes by focusing on learners’ self-learning.
Upon return to school, teachers may also struggle to assess
learners’ learning levels to identify whether learners are on
track, and any learning gaps or losses resulting from the
school closure and for remedial actions. Such assessments
may be critical in informing learning process and/or students’
promotion, certification and access to higher levels of
education.

From this, learner cannot and should not be expected
to learn and progress across the intended curriculum through
self-learning methods with few interactions from teachers.
Distance learning modalities should integrate a formative and
summative assessment component, whereby students submit
work to teachers and teachers provide individualized and/or
collective feedback regarding learning content and student
error patterns. This can be established through
complementary communication elements between teachers
and students (e.g. teachers checking in on students via mobile)
or integrate a role for parents as facilitators. Expectations for
formative and summative assessment need to be clearly
communicated to schools, teachers, learners and parents.
Teachers may use various channels to collect and assess
learners’ work regarding learning areas targets and priorities:
online platforms can be used, homework can be dropped off
at a given location on a given day, according to local
regulations or teachers can contact learners’ periodically.
Protocols should be put in place when learners are identified
as not learning or not accessing distance learning modality.

As regards how assessment practices are currently
being reshaped in the Philippine Basic Education, the
Department of Education (DepEd) issued DepEd Order

No. 31, s. 2020 or the Interim Guidelines for Assessment and
Grading in Light of the Basic Education Learning Continuity
Plan. This is to provide guidance on the assessment of student
learning and on the grading scheme for school year 2020-
2021, which are key to understanding and addressing gaps in
education among students that pursues learning continuity for
schools to take stock of assessment and grading practices that
are more meaningfully support learner development and
respond to varied contexts at this time. More so, the learners’
assessment should be holistic and authentic in capturing
the attainment of the most essential learning competencies.

With all this information, the researcher was
prompted to conduct this study since it was observed that the
learners at risk in achieving and mastering the most essential
learning competencies in the remote learning. This research
led to evaluate the present assessment practice on the remote
learning as the basis to reform the school-based testing
program based on the findings of the study.

2. RESEARCH QUESTIONS

This study evaluates the assessment practice of
teachers on the remote learning in Graceville National High,
Schools Division of San Jose de Monte Bulacan in the in new
normal situation which serves as the basis to reform the
school-based testing program during the LAC and In-Service
Training.

Specifically, this research seeks to answer the following

questions:

1. What is the profile of the teacher-respondents be
described in terms of?

1.1 Age

1.2 Gender

1.3 Areas of Specialization

1.4 Years of teaching,

1.5 Highest Educational Attainment
1.6 Training Attended?

2. What is the level of teacher’s competence and practice on
the remote learning assessment in terms of the following
component;

2.1 Competencies on remote learning assessment
2.1.1 Assessment Occurring Prior to Instruction.
2.1.2 Assessment Occurring During Instruction.
2.1.3 Assessment Occurring After the Appropriate
Instructional Segment
2.2 Level of assessment practices
2.2.1 clarity of assessment
2.2.2 time and effort on task
2.2.3 quality of feedback
2.2.4 motivational belief and self-esteem to learners
2.2.5 interaction and dialogue about learning
progress
2.2.6 self- assessment and reflection of learning of
the learners
2.2.7 assessment — content and process in adapting
teaching to students needs
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3. s there a significant difference in the assessment of the
teacher- respondents on the level of competencies on the
remote learning assessment when grouped according to
profile?

4. s there a significant difference in the assessment of the
teacher- respondents on the Level of assessment practices
when grouped according to profile?

5. What are the challenges encountered by the teacher
respondents on the remote learning assessment?

3. METHODS

Research Design

The descriptive research design was employed since
the present study attempts to assessment practices on remote
learning of teachers in Graceville National High School. In
addition, the researcher used descriptive-evaluation research
to accomplish the purpose of the study. Samosa (2020)
pointed out that descriptive-evaluation research is typically
designed to determine the causes or consequences of
processes, policies, practices or programs. This investigation
approach includes the collection of data to address questions
related to the status of the study subject. It seeks to identify
the essence of the situation as it occurs at the time of the
analysis and to examine the causes of the situation.

Respondents of the study

The respondents of the study were nine (9) senior high
school teachers and forty-two (42) junior high school teachers
from Graceville National High School in the District VIII,
Division of San Jose del Monte Bulacan City.

Sample and Sampling Technique

The researcher utilized the Purposive sampling technique
and according to Samosa, et al, (2021), it is a form of non-
probability sampling in which decisions concerning the
individuals to be included in the sample are taken by the
researcher, based upon a variety of criteria which may include
specialist knowledge of the research issue, or capacity and
willingness to participate in the research. The study involved
the nine (9) senior high school teachers and forty-two (42)
junior high school teachers from Graceville National High
School in the District VIII, Division of San Jose del Monte
Bulacan City.

Instruments

The questionnaire was the main tool used in this
study in gathering data needed. This questionnaire is a
research instrument consisting of series of items for the
purpose of gathering information from the respondents. The
researcher used the structured questionnaire which was a
researcher- made- instrument with 4 Likert scale survey
formulated based on literature and studies.

The indicators used in this study were carefully
chosen and improved after several consultations and
discussions with the adviser. Important points were chosen
that could necessarily represent the essence, substance, and
intention of the study. To determine the validity of the
instrument used and administered to the teacher- respondents,
the survey questionnaires was presented to three testing
coordinators in the City Division of San Jose del Monte for
necessary correction and other modification.

The final instrument used was the result of the
modifications or corrections made according to the
suggestions or corrections done by the evaluators. Upon
consideration of suggestions and recommendations given on
validation of the instrument, misleading questions were
modified as well. The researcher then presented the final draft
of the instrument to the three testing coordinators for
finalization and approval. After which, the researcher
conducted a dry run or trial among ten teachers for the
validation using Cronbach. Alpha Test of Validity and
Reliability. All noted discrepancies or vague statement on the
instrument were integrated and incorporated in the
finalization of the instrument. Cronbach's alpha is a measure
of internal consistency that is calculated using sample
variance, total scores, and number of items.

Cronbach's alpha is used to assess how consistently
multiple items in a survey or test assess the same skill or
characteristic. Higher values of Cronbach's alpha suggest
higher internal consistency. More so, providing the following
rules of thumb: greater than 0.9 is excellent, greater than 0.8
indicates good item, greater than 0.7 indicates acceptable,
greater than 0.6 is Questionable, greater than 0.5 is poor, and
less than 0.5 is unacceptable. A benchmark value of 0.7 is
commonly used. Generally, if Cronbach's alpha is greater than
0.7, then you have evidence that the survey or test items
measure the same skill or characteristic. If Cronbach's alpha
is below 0.7, then the items may not reliably measure a single
skill or characteristic to conclude that at least some of the
items measure the same characteristic. However, the
appropriate benchmark value to use also depends on the
standards in your subject area and the number of items in the
analysis (Samosa, 2021d).

The instruments composed of four (4) parts:

Part I: determine the profile of the teacher-respondents be
described in terms age, gender, area of specialization, years of
teaching, highest educational attainment, and training
attended.

Part 11: assessment on the level of teacher’s competencies
on the remote learning assessment in terms of assessment
occurring prior to instruction, assessment occurring during
instruction, and assessment occurring after the appropriate
instructional segment. It consists of five item questionnaires
to each indicator that can be answered through four-point
Likert scale, 1 — not competent 2 — low competent, 3 — high
competent and 4 — very high competent. More so, the
computed internal consistency was 0.83 that indicates good
items,
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Part I11: evaluation on the teachers’ level of assessment
practices on remote learning in terms of clarity of assessment,
time and effort on task, quality of feedback, motivational
belief and self-esteem to learners, interaction and dialogue
about learning progress, self- assessment and reflection of
learning of the learners, assessment — content and process in
adapting teaching to student’s needs. It consists of ten (10)
items questionnaires to each indicator that can be answered
through four-point Likert scale, 1 — Not at all practice t 2 —
somewhat practice, 3 — mostly practice and 4 completely
practice. More so, the computed internal consistency was 0.88
that indicates good items,

Part IV: measurement on the challenges encountered by
the teacher on the remote learning assessment which consist
of ten (10) item questionnaires that can be answered through
four-point Likert scale, 1 — Not encountered, 2 — Encountered,
3 — Highly Encountered and 4— Very Highly Encountered.
The computed internal consistency was 0.87 that indicates
good items,

Data Collection Procedure

Three major phases will be observed in order to
gather data needed in the study. First, an approval will be
secured from the Schools Division Office of San Jose del
Monte City to field the questionnaire to teacher- respondents
from Graceville National High School.

Secondly, upon approval, the researcher will submit
a letter to the school principal of the subject school to conduct
a survey with attachment of the approval endorsement from
the office of the SDS. The conduct of the study was hereby
granted with the condition that no government funds shall be
used during the conduct of the activity, classes will not be
disrupted as indicated in DepED Order No. 9 s. 2005 re:
“Instituting Measures to Increase Engaged Time-on-Task and
Ensuring Compliance Therewith” and proper coordination
with the school principal shall be arranged prior to the conduct
of the said activity.

Upon the approval of the school head, the researcher

sent the survey gquestionnaire to all teacher- respondents of the
study via Google form
(https://forms.gle/yyXfrAjJPqGKIYFXS9). On some cases
where there was face to face setup, proper health protocol was
strictly followed like wearing of mask wearing and face
shield, physical distancing, and hand sanitizing.
After the collection of data, the researcher tallied, tabulated
all the data and information acquired and were statistically
analyzed and interpreted. The answered Google form will
then be retrieved on the Google drive repository for the
tallying of the rating and summarizing the answers of the
respondents. And lastly, the comments and suggestions of the
teacher will be valued to further improve the remote learning
assessment practices.

Data Analysis

Data gathered from this study were subjected to the

following statistical treatments:
Percentage and Frequency. The percentage and frequency
distribution were use to determine the frequency counts and
percentage distribution of personal related variables of the
respondents in Research Question 1.

Weighted Mean. The weighted mean was use to
assess the level of teacher’s competence and assessment
practices on remote learning (Research Question 2) and
challenges encountered by the teacher on the remote learning
assessment (Research question 5) that were analyzed with
verbal interpretation listed below.

VERBAL INTERPRETATION
Level of teacher's Level of teacher™s
competence and practices an the emcountered In
practices om the remolte learminmy comducting action
remote learning Foessiment research
assessment
100178 .\;-(( ;- npetent | Not ot all Prasctice |

| Weighted Mean Challenges

Not enconntered

1.76 - 2.50 Low Campetenl| Samewhat Practice Encoumiered

3.18 High Competeat Mostly Practice Highly Encountered

326 -4.00 Very High Coopetent | Completely Practice Very Highly

Encoustened

Analysis of Variance (ANOVA) is a statistical
technique that is use to check if the means of two or more
groups are significantly different from each other specifically
the significant difference in the assessment of the teacher-
respondents on the level of competence on the remote
learning assessment when grouped according to profile
(Research Question 3) and significant difference in the
assessment of the teacher- respondents’ level of assessment
practices when grouped according to profile (Research
Question 4).

4. RESULTS AND DISCUSSIONS

This section presents analyses and interprets the data
collected in the study. For clarity of presentation and
consistency in the discussion, the data were performed in
accordance with the order and sequence of the action research
questions of the study.

1. TEACHER- RESPONDENTS PROFILE
Table 1.1 Age Profile of the teacher-respondents

Age Profile Frequency Distribation Percentage Distribution
21 - 25 years od 2 | 4%
26-30yearsold M : 2
31 3Syearod 1l %

36 - 40 years od 15 1%
41 - 45 years oid 9 18%
46— 30-year old 2 4%
Sl-0yearold ; o
TOTAI 5l , 100%

Table 1.1 showed the frequency and percentage
distribution of the age profile of the teacher-respondents. The
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data showed that 29% (15) of the teacher-respondents from
the sample are 36 — 40 years old at age. Then, 22% (11) were
31 — 35-year-old, 20% (10) were 26 — 30 years old, 18% (9)
were 41 — 45 years old and 4% (2) were the ages range 21 —
25 years old, 46 — 50-year old and 51 — 60-year old from the
sample.

Table 1.2 Gender Profile of the teacher-respondents

Geader Profile Frequency Distributisa Perceatage Distribution
ok B [ &
Male 16 %
TOTAL )| 100%

Presented in Table 1.2 was the frequency and percentage
distribution of the gender profile of the teacher-respondents.
Based on the tabulated data revealed that 65% (33) are female
teacher- respondents and 31% (16) were male teacher-
respondents.

Table 1.3 Area of Specialization Profile of the teacher-
respondents

[eachers’ Speciabization Frequency Distribution ~ Percentage Distributien

Masbomatics | ) _ _1B%
Science 1 _ 14%
Filipino { _ 2%

Social Stadies _ ¥ _ 10%

[LE 10 0%
Values Education | M
MAPEH b _ 2%
Total 51 _ 100

As gleaned in the Table 1.3 was the frequency and
percentage distribution of the area of specialization profile of
the teacher-respondents. Looking on the data provided on the
table, it indicates that Technology Livelihood Education
(TLE) Teachers have the majority respondents in the study
with 20% (10) as regards to area of specialization, whereas
nine (9) respondents or 18 % was mathematics teachers. In
addition, there was seven (7) or 14% of Science and English
teachers, then, six (6) respondents or 12% are Filipino and
MAPEH teachers, 5 respondents or 10% was Social Studies.
Finally, in the analysis, Values teacher was just one (1)
respondent or 2%.

Table 1.4 Years of teaching Profile of the teacher-

respondents
Year of Teaching Frequency Distribution Percentage Distribution
1-5yn. 19 REL)
b~ 10 yrs | 3 | 63%
Tolal St 100

The Table 1.4 was the frequency and percentage
distribution of the years of teaching profile of the teacher-
respondents in public school. As presented on the table, the
first bracket, 6 — 10 years, has the majority number of
populations with thirty-two (32) respondents or 63%. More
so0, nineteen (19) respondents or 37% are 1 — 5 years.

Table 1.5 Highest Educational Attainment Profile of
the teacher-respondents

Teachers’ Specialization Frequency Distribution Percentage
Distribution
Bachelor's degree | 30 ! [l
with Master umts 13 24
with Master's degree | 5 10
with Doctoral units | 2
with Doctaral degree | : | .
Total 51 100

Shown on Table 1.5 was the frequency and percentage
distribution of the highest educational attainment profile of
the teacher-respondents. Presented on the table,
it indicates that majority of populations was bachelor’s
degree holder with thirty (30) respondents or 60%, whereas
thirteen (13) or 24% has master’s degree units, five (5)
respondents or 10 % has master’s degree, one (1) respondent
or 2% with Doctoral units. Lastly, one (1) respondent or 2 %
completed the doctoral degree

Table 1.6 Training Attended Profile of the teacher-
respondents

Truining Attended Profile Frequency Distribution  Percentage Distribution

School Level | ) i B3]
Division Level 16 3%
Regional Level 2 4%
Natwoaal Level { 2 1%
[aterational [evel 2 4%
TOTAL 5l 100%

It can be gleaned on the table 1.6 was the frequency and
percentage distribution of the training attended profile of the
teacher-respondents. Meanwhile, the data revealed that most
of the teacher — respondents attended training in the school
level with total of twenty — nine (29) or 57%, while sixteen
(16) or 31% was attended in division level. Lastly, two (2) or
4% was attended in regional, national and international
training.
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2.1 TEACHER COMPETENCE ON REMOTE
LEARNING ASSESSMENT

Table 2.1.1 Assessment Occurring Prior to Instruction

INDICATORS WM SD Verbal Interpretation

1. Understund the wudents’ cultural backgrounds,

miterests, skills. and obulitses ns they opply acrossn 329 | 71 High Competent
range of learming domzmns and'or subgect nreas
1. Understand the learnen’ motivations and thew
mterests i specific class content 519 4 High Competent
3. Clanfy and articulate the pecormance outcoenss Very High Competent
uxpoctad of lesssen and; 336 | 66
4. Motivate the learners 1o bean: and 336 82 Very High Competent
S, Plannod mstruction for tndividuals oe groups of 319 | 80 High Comptent
students remotely

Overall 128 7 High Conapetent

—Y Sy — TP S— T o Coopers

Shown on Table 2.1.1 was teacher competencies on
remote learning assessment in terms of assessment occurring
prior to instruction.

Considering the data presented on the table, it shows
that teacher respondents posed an overall weighted mean of
3.28, and standard deviation of .75 and interpreted to be high
competent in assessment occurring prior to instruction.
Looking on the indicators, teacher respondents was very high
competent in motivating the learners to learn (X = 3.36; SD =
.82) and clarify and articulate the performance outcomes
expected of learners (X = 3.36; SD = .66). More so, teacher
respondents were high competent in understanding the
learners' cultural backgrounds, interests, skills, and abilities as
they apply across a range of learning domains and/or subject
areas (X = 3.29; SD =.71), planned instruction for individuals
or groups of students remotely (X = 3.19; SD = .80), and
understand the learners’ motivations and their interests in
specific class content (X = 3.19; SD = .74).

Teachers who meet this competence will understand
and be able to give appropriate explanations of how the
interpretation of student assessments must be moderated by
the learner’s socio-economic, cultural, language, and other
background factors. Teachers will be able to explain that
assessment results do not imply that such background factors
limit a student's ultimate educational development. Teachers
will be able to use the concepts of assessment error and
validity when developing or selecting their approaches to
classroom assessment of learners. They will understand how
valid assessment data can support instructional activities such
as providing appropriate feedback to students, diagnosing
group and individual learning needs, planning for
individualized educational programs, motivating students,
and evaluating instructional procedures. They will understand
how invalid information can affect instructional decisions
about students. They will also be able to use and evaluate
assessment options available to them, considering among
other things, the cultural, social, economic, and language
backgrounds of students. They will be aware that different
assessment approaches can be incompatible with certain
instructional goals and may impact quite differently on their
teaching. Teachers will know, for each assessment approach
they use, its appropriateness for making decisions about their
leaners. Moreover, teachers will know of where to find

information about and/or reviews of various assessment
methods. Assessment options in remote learning are diverse
and include text- and curriculum-embedded questions and
tests, standardized criterion-referenced and norm-referenced
tests, oral questioning, spontaneous and structured
performance assessments, portfolios, exhibitions,
demonstrations, rating scales, writing samples, paper-and-
pencil tests, seatwork and homework, peer- and self-
assessments, student records, observations, questionnaires,
interviews, projects, products, and others' opinions.

The study supported by the finding of Defianty et al
(2021), that teachers formative assessment strategies are
pivotal to be implemented in the emergency remote teaching
context. Moreover, offers several benefits such as motivating
students, informing them about learning progress and
enhancing their achievement on external tests and provide
information to be used as feedback to modify the teaching and
learning activities in which they are engaged (Andersson &
Palm, 2017).

Table 2.1.2 Assessment Occurring During Instruction

INDICATORS WAL SD Verbal Interpretation
| Moaitored  the  lesmers progress  fowsnd
mstroctional goals; (302 | 98 | High Competent
2. Meotify the pams and chftxcultics Jearners are
expenancing = Jearning and performing; 305 82 High Competent
3 Adjost the imstroction bosed on the leamers’
terest and modalsty. 305 | 85 Hugh Competent
4. Give contmpent, speaific, and cradible prase
and feedback 1319 77 High Cowpetent
5. Judge the extent of Jearnsrs’ attamment of High Competent
mstmctional oufcomes, 312 83
Oversll 309 81 High Competent

Ecgezd 100~ 174 (¥t Competent), L 2 2. 5 (Low Competexs), 251 35 (Hhgh Conpetena) 3 36 - § 09 (Very High Cornpeient.

Presented on Table 2.1.2 was teacher competencies
on remote learning assessment in terms assessment occurring
during instruction. In analyzing the data presented on the
table, it shows that teacher respondents posed an overall
weighted mean of 3.09, and standard deviation of .81 and
interpreted to be high competent in assessment occurring
during instruction.

In the foregoing results on the following indicators
revealed that teacher respondents were high competent in
giving contingent, specific, and credible praise and feedback
(X=3.19; SD =.77), judging the extent of learners’ attainment
of instructional outcomes (X = 3.12; SD = .83), Adjusting the
instruction based on the learners’ interest and modality (X =
3.05; SD = .85), identifying the gains and difficulties learners
are experiencing in learning and performing (x = 3.05; SD =
.82), and monitoring the learners progress toward
instructional goals (X = 3.02; SD = .78).

As surmised, teacher respondents allow to determine
whether learners are learning as the material is being taught.
This deliberate process of assessing as learning is occurring
allows teachers to adjust instruction as needed to meet the
learning needs of their students. More specifically, the
teachers can provide useful information about a student’s
progress toward certain learning  objectives, her
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understanding of the skills or content being taught, and any
misconceptions she may have. Allows teachers to make
informed decisions about when to review or reteach content
or skills or to adapt instruction. Helps identify students who
are consistently struggling.

It complemented to the findings of Klute, Apthorp,
Harlacher, and Reale, (2017) indicates that students whose
teachers use assessment occurring during instruction perform
better on a variety of achievement indicators (including
mathematics) than their peers whose teachers did not.
Contaminant, Madison-Harris & Muoneke, (2012) it
improved the learning outcomes of students with disabilities,
struggling students, and English learners.

Table 2.1.3 Assessment Occurring After the Appropriate
Instructional Segment

INDICATORS WM Sp Verbal
Interpretation
I Dexnibes the wxtent so which each learnet bas attained | 307 71 High Competent
botly shoet- and loog-term msnuctions| goals,

2 Commmumcole the

weaknesses based om | 31V 08 Hugh Compesent

ussessaneut ressits (o lesmers, nod parenls or guardias:

3 Recond and repart assessment resalls for scbook-feved | 329 71 High Competent
amlyss, evaluatson, and decision-makang,
4 Ansdvzed the ssessauent inforomtion gubered befoce | 126 0 High Competent
arcl dunsg instrechon %o understand each stadents'
progress to date and o sform Bitare  inatructiona
planmng
S Evahmte the effectivooses of remote leamming iostroction: | 324 73 High Competent
curticnhum e matersls i vse
Oserall 120 70 High Competent

The Table 2.1.3 depicted the teacher competencies
on remote learning assessment in terms assessment occurring
after the appropriate instructional segment. Considerably,
based on the data gathered, teacher respondents show high
competent on assessment occurring after the appropriate
instructional segment as posed an overall weighted mean of
3.20, and standard deviation of .70.

Examining the indicators, teacher respondents
exhibited high competent in recording and reporting
assessment results for school-level analysis, evaluation, and
decision-making (X = 3.29; SD = .71), analyzing the
assessment information gathered before and during
instruction to understand each students' progress to date and
to inform future instructional planning (X = 3.26; SD = .70);
evaluating the effectiveness of remote learning instruction;
curriculum and materials in use (X = 3.24; SD = .73);
communicating the strengths and weaknesses based on
assessment results to learners, and parents or guardians (X =
3.17; SD = .66) and describing the extent to which each
learner has attained both short- and long-term instructional
goals (x =3.07; SD =.71).

Assessment results are used to make educational
decisions at several levels: in the classroom about students, in
the community about a school and a school district, and in
society, generally, about the purposes and outcomes of the
educational enterprise. Teachers play a vital role when
participating in decision-making at each of these levels and
must be able to use assessment results effectively. Teachers

who meet this competence will be able to use accumulated
assessment information to organize a sound instructional plan
for facilitating students' educational development. When
using assessment results to plan and/or evaluate instruction
and curriculum, teachers will interpret the results correctly
and avoid common misinterpretations, such as basing
decisions on scores that lack curriculum validity. They will be
informed about the results of local, regional, state, and
national assessments and about their appropriate use for pupil,
classroom, school, district, state, and national educational
improvement.

On the other hand, teachers must routinely report
assessment results to students and to parents or guardians. In
addition, they are frequently asked to report or to discuss
assessment results with other educators and with diverse lay
audiences. If the results are not communicated effectively,
they may be misused or not used. To communicate effectively
with others on matters of student assessment, teachers must
be able to use assessment terminology appropriately and must
be able to articulate the meaning, limitations, and implications
of assessment results. Furthermore, teachers will sometimes
be in a position that will require them to defend their own
assessment procedures and their interpretations of them. At
other times, teachers may need to help the public to interpret
assessment results appropriately. Cognizant to teachers will
be able to communicate to students and to their parents or
guardians how they may assess the student's educational
progress. Teachers will understand and be able to explain the
importance of taking measurement errors into account when
using assessments to make decisions about individual
learners. Teachers will be able to explain the limitations of
different informal and formal assessment methods. They will
be able to explain printed reports of the results of learners’
assessments at the classroom, school district, state, and
national levels.

It is intertwined with the study of Dayagbil ,
Palompon, Garcia and Olvido (2021) that teachers can
utilized a flexible curriculum design should be learner
centered; take into account the demographic profile and
circumstances of learners—such as access to technology,
technological literacies, different learning styles and
capabilities, different knowledge backgrounds and
experiences - and ensure varied and flexible forms of
assessment during the pandemic to create a balance between
relevant basic competencies for the students to acquire and the
teachers’ desire to achieve the intended outcomes of the
curriculum (Ryan and Tilbury, 2013; Gachago et al., 2018).
Connectedly, teachers make decisions aimed at improving
student achievement using the information that data provides
allows to prioritizing instructional time, targeting struggling
or high-performing students to provide individualized
instruction, identifying individual students’ strengths and
needs to provide appropriate interventions, gauging the
instructional effectiveness of classroom lessons, refining
instructional strategies, examining school-wide data to
determine patterns of learning and consider how to adapt
curriculum and communicating student progress to students

www.ijeais.org/ijapr

10



International Journal of Academic Pedagogical Research (IJAPR)
ISSN: 2643-9123
Vol. 6 Issue 1, January - 2022, Pages:4-20

and families (National Center for the Improvement of
Educational Assessment Inc., 2021).

2.2 LEVEL OF ASSESSMENT PRACTICES

Table 2.2. 1: Clarity of Assessment

INDICATORS WM | SD Verbal
Interpretation
1. Provide ciear defimitions of academic requirements before | 329 | 81 | Mostly Practice
cach ieaming task
2. Provide explicst markeng criteria 20d performance fevel| 324 | 82 | Mostiy Practice
3. Provide opportunities for discussion and reflection zbout | 326 | 80 Mostly Practice
crstensz and standards before leamners enpage m a learning
task
4. Ask leamers to reformuize in their own words the| 321 | 81 | Mostiy Practice
documentad cnteriz before they begin the fask This could be |
submitied with the assessment.
\s. LMdindashﬂrymmldmmg!andsoh‘ciﬁl 81 | Mostiy Practice
6. Provide learners with modzl answers for assessment fasks | 329 | 83 | Mostly Practice
2nd opportanities to make compansons agamst thexr own
work
A nyimtokmusmzmmzkofmmandmi 340 ’ 80| Completclv
1 Practice
8. Before an assessment, let leamers examme sefected examples | 329 | 83 | Mostiy Practice
of completed assessments to identify which are superior and
why (indivy v or in growps)
9. Organmize 2 workshop remotely where Jeamers devise, m| 319 | 74 | Mostiy Practice
collaboration with vou, scee of their own 2ssessment orvieriz |
for 2 piece of work. l
10. Ask leamers to 2dd thesr own specific criteria to the general | 329 | 74 | Mostly Practice
cretena provided by you
[ Overall 328 | 80  Mostly Practice

Lesei 1017

(2%t 2 28 Pracrice), 15§ - 150 (Soeswka Pracnics, 151 -3 35 (o= Pracaice). 335 — 4.0C (Coplesty Fmoics)

Depicted on Table 2.2. 1 was teacher respondents’ level of
assessment practices in terms of clarity of assessment.

As revealed, teacher respondents’ level of assessment
practices in terms of clarity of assessment was mostly practice
based on overall computed weighted mean of 3.28, and
standard deviation of .80.

Looking forward on the following indicators, teacher
respondents executed mostly practice on modeling in class
how you would think through and solve exemplar problems
(X = 3.31, SD = .81, before an assessment, let learners
examine selected examples of completed assessments to
identify which are superior and why (X = 3.29; SD = .83)
providing the learners with model answers for assessment
tasks and opportunities to make comparisons against their
own work (X = 3.29, SD = .83), clear definitions of academic
requirements before each learning task (X = 3.29, SD = .81),
asking learners to add their own specific criteria to the general
criteria provided by you (X = 3.29; SD = .74), providing
opportunities for discussion and reflection about criteria and
standards before learners engage in a learning task (X = 3.26,
SD = .80), providing explicit marking criteria and
performance level definitions (X = 3.24; SD = .82), asking the
learners to reformulate in their own words the documented
criteria before they begin the task. This could be submitted
with the assessment (X = 3.21; SD = .81), organizing a
workshop remotely where learners devise, in collaboration
with you, some of their own assessment criteria for a piece of
work (X =3.19; SD = .74).

On the other hands, teacher respondents exhibiting
completely practice in explaining to learners the rationale of
assessment and feedback techniques (X = 3.40; SD = .80).

It is pipelined with the Corwin (2017) enable to achieve
what they want in the classroom, teachers need clarity — a
deep understanding about what to teach and why, how to teach
it and what success looks like. This goes way beyond simply
knowing the day’s lesson. It describes a process that enables
teachers to communicate those same aspects to their students
in simple and plain language. Teacher clarity is a powerful
tool for narrowing and focusing activities, cutting away
aspects of instruction that don’t help learning. Along the way,
teacher clarity reinforces the gradual release of responsibility
of learning from the teacher to the students so that students
feel ownership of their work.

As combined with the stand of Stubbs (2021) it is
only when teachers know and can articulate why students are
learning what they are learning that they are in a position to
design learning experiences that are authentic, relevant, and
capable of cultivating the curiosity of the learners.

To reach the deepest level of learning of the learners,
teachers and students need a clear, shared understanding of
the ultimate learning goal behind each lesson.

Table 2.2. 2: Time and Effort on Task

INDICATORS WM | SD Verbal
Interpretarion
1. Reduce the wize (e& by lemtma the woed counf) and | 510 | 76 | Moatly Practice
increase the ber of g tasks (or M) |
_ Dustribute these across the moduls | | |
2. Make such tasks compulsory and'or carry minimal marks | 310 | 89 Maostly Practioe
(5/10%) 10 ensure leamers engnge but staff workload
_____dossn't bacome excéssive. . | o
A Bresk Up 4 Wrpe sssecoment im0 smallec parts. Mosstor | 529 | 77 | Mostly Practice

performmance and provide feedback n a staged way over the |
_ tunelne of vour module. | |
4. Empower leamers by asking them to draw wp therr own | 351
work plam for a complex Jearning task Let theen define therr
owe milestones and deliverabies before they bepin Assaen
some marks if they deliver as planned and on time | ]
s.mwmmmnmuwmmmmm LI
activities 40 cut-of class setivities | [ ]
6 A leamers to present and woek theough thes solations m | 336 | &9
class supported by peer commernts remotely

7. Align § tasks 30 that stud mommmmn 333 |
___ pmactice the akills reguared befors the woek 15 marked | | !
& Give leamers onlme cffline mmltiplechoice tests 10 do | 3.21 | 90
before a class and thea focus the cless teachung on aress of
_ dentified weskness based on the meults of thess tets ey R
9. Use 3 ‘pmchvwork text’ — o series of mmall. distribued, | 3.17 | 82 |
wntten assagnments of difforent types. Each of these ame
complets @ themselves bt can also be stiicked together
__Shrough & final inbégrative comenentary [RS8
10. Provide leamers with mock exams so they bave | 326 | 73
opportunities to axpenence what 1 requared for summative
AsHasanment i 3 safe remote VOGNt

Mostly Practice

Completely Practice

% | Moy Praciis

Mostly Practice

e

Mostly Practice

val’s.1 mk,.mmmm

Logeomd 1062175 Olot e afl Py, | -0 % ~--zohn« .', Mdowts Pracacel ) 36 sxpaents Frarres

Delineated on Table 2.2. 2 was teacher respondents’ level
of assessment practices in terms of time and effort on task.

As revealed, teacher respondents’ level of assessment
practices in terms of time and effort on task was mostly
practice based on overall computed weighted mean of 3.23,
and standard deviation of .80.
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Importantly, on the following indicators, teacher
respondents executed mostly practice on aligning learning
tasks so that students have opportunities to practice the skills
required before the work is marked (X = 3.33; SD = .79),
empowering learners by asking them to draw up their own
work plan for a complex learning task. Let them define their
own milestones and deliverables before they begin. Assign
some marks if they deliver as planned and on time (X = 3.31;
SD = .75), breaking up a large assessment into smaller parts.
Monitor performance and provide feedback in a staged way
over the timeline of your module (X = 3.29; SD = .77),
providing learners with mock exams so they have
opportunities to experience what is required for summative
assessment in a safe remote environment (X = 3.26; SD =.73),
giving learners online/ offline multiple-choice tests to do
before a class and then focus the class teaching on areas of
identified weakness based on the results of these tests (X =
3.21; SD = .90), providing homework activities that build
on/link in-class activities to out-of-class activities (X = 3.17,
SD = .88), using a ‘patchwork text” — a series of small,
distributed, written assignments of different types. Each of
these are complete in themselves but can also be stitched
together through a final integrative commentary (X =3.17; SD
= .82), making such tasks compulsory and/or carry minimal
marks (5/10%) to ensure learners engage but staff workload
doesn’t become excessive (X = 3.12; SD = .89), and reducing
the size (e.g. by limiting the word count) and increase the
number of learning tasks (or assessments). Distribute these
across the module (X = 3.10; SD =.76).

On the other hands, teacher respondents exhibiting
completely practice in asking learners to present and work
through their solutions in class supported by peer comments
remotely (X = 3.36; SD = .69).

A teacher who is prepared is well on his/her way to a
successful instructional experience. The development of
interesting lessons and assessment tasks takes a great deal of
time and effort. Teacher must be committed to spending the
necessary time in this endeavor. It is also important to realize
that the best planned lesson and assessment is worthless if
interesting delivery procedures, along with good classroom
management techniques, are not in evidence.

It is parallel to the findings of Zafarullah, et al., (2016) that
Impact of teacher time management is directly proportioned
with the performance of students, teachers do plan actively
and intelligently then they may be able in future to produce
more intelligent minds for the future development of the
nation. The significant relationship between teachers’ time
management and students’ academic performance was found.

Table 2.2. 3: Quality of Feedback

INDICATORS WA SD Verhal loterpretation
L Provede appectunities for Iraneers 1o work theough | 136 | T MMoatsy Practicn
problem sets i tutoriads, whwere feedback from you
favuilande This ensures that the feadback w timely
and 1 pecevved when leamety oot stuck !
3. Vasure foedback ticnacound tune (v prompt, deally | 514 A Moatly Practice
withih  wereks
A Gove plenty of documented ferdback a advance of | 314 | 78 Mastéy Practice
leamers attesogting an & mest, 0 g A 'feq |
ecouring groblems list | !
& Gwve plenty of feedback %0 Jesners e point at | 3 17 Mostly Practice
which Sy svbent e work for moensament. Thas
feedback  mught  inchade & Mandoul  outheing
vuggestions in relation %o known Stlficulties shows
by previous learmer cohorty suppdemented by i
class explanations Leamens ate most teceptive %
feedback when ey have just worked Srough thei
menment
£ Dnswrr thae feedback s proveded m relation so | 320 o7 Maoatly Practice

presomly slmed crmerin, o e helps b0 link the
feedback 10 the expeciod Jeamung outcames

O Lamit the pumber of critersa o comples ks 104 n
erpecially extended writing tamks where pood
performatce b not just teking off sach crsetinn but

l 1 mofe bout producing a holistic responye | !

Y. Instead of providing the coereey anvwves pem‘ W e
Jenmaty S0 where they can find the comect mawer |

K Ask Jemnens %0 attach (heee questions that they | 3 21

Mostly Practie

Mostly Practice

Mostly Practue
would bie (o know about an assessmest, o0 what

| dspects they woudd Jike 1o wngeae | !

9. Ak Jexueny to sell-ansen they own Work befoce | S840 | T3
whesittion asd provide ferdback on the self

| Avsersment 4y well oy on the atvesmment taed!

10, Have learnees undertake regulae uuall tasks that | 310 0
By ool ook, With regiilar feedback

E———— : i Overall | AT TS Moty Practice

Displayed on table 2.2.4 was teacher respondents’ level of
assessment practices in terms of quality of feedback.

As revealed, teacher respondents’ level of assessment
practices in terms of quality of feedback was mostly practice
based on overall computed weighted mean of 3.24, and
standard deviation of .75. In analysis of the following
indicators showed as mostly practice such as instead of
providing the correct answer, point learners to where they can
find the correct answer (X = 3.33; SD = .79), ensuring that
feedback is provided in relation to previously stated criteria,
as this helps to link the feedback to the expected learning
outcomes (X = 3.29; SD = .67), providing opportunities for
learners to work through problem sets in tutorials, where
feedback from you is available. This ensures that the feedback
is timely and is received when learners get ‘stuck’ (X = 3.26;
SD =.73), limiting the number of criteria for complex tasks;
especially extended writing tasks, where good performance is
not just ticking off each criterion but is more about producing
a holistic response (X = 3.24; SD = .79), asking learners to
attach three questions that they would like to know about an
assessment, or what aspects they would like to improve (X =
3.21; SD =.72), having the learners undertake regular small
tasks that carry minimal marks, with regular feedback (X =
3.19; SD = .74), giving plenty of feedback to learners at the
point at which they submit their work for assessment. This
feedback might include a handout outlining suggestions in
relation to known difficulties shown by previous learner
cohorts supplemented by in-class explanations. Learners are
most receptive to feedback when they have just worked
through their assessment (X = 3.17; SD = .76), ensuring
feedback turnaround time is prompt, ideally within 2 weeks
and give plenty of documented feedback in advance of
learners attempting an assessment, e.g. a ‘frequently

Completely Practice

Mostly Practice
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occurring problems’ list (X = 3.14; SD = .76). However,
teacher respondents exhibited completely practice in asking
the learners to self-assess their own work before submission
and provide feedback on this self-assessment as well as on the
assessment itself (X = 3.40; SD =.73).

Feedback is a key element of the incremental process of
ongoing learning and assessment. Providing frequent and
ongoing feedback is a significant means of improving
achievement in learning. It involves the provision of
information about aspects of understanding and performance
and can be given by practitioners, peers, oneself and from
learners to practitioners. Effective feedback assists the
learner to reflect on their learning and their learning strategies
so they can adjust make better progress in their learning.
Reporting to parents and families commonly occurs at least
twice per year in a formal written statement from the school.
Involving parents and families in the learning process by
providing them with more frequent feedback about their
child's learning progress and strategies they may use to assist
their child improve has been shown to be effective in
improving student achievement. Effective feedback practices
of teachers provide the bridge between assessment and
learning. High quality feedback can improve student learning.
There’s a strong evidence base behind the impact of feedback.
It is a cost-effective approach to enhancing student outcomes
and it can be implemented in any education context.

The finding of the study was related to Ahea (2016), that
there is a great importance of feedback in improving learning
experience for the students. This has also significant effect in
professionalizing teaching. More so, improving feedback
practices can significantly improve student learning and the
quality of teaching in classrooms (Australian Institute for
Teaching and School Leadership, 2021).

Table 2.2.4: Motivational Belief and Self-esteem to

Learners
INDICATORS WM SD Verbal
— S — e |l 1__Interpretative
L. Styctue Jearmng tasks so St they have a progressive . 124 n Mostty Practce
Sevel of difficulty |
1 Align leamung tasks 5o that leamers have cppormunaties 131 Mostly Practce
to practice skills before work 11 marked i | |
3. Peovide objective s where fearsen mndividualy 324 73 Moutly Practwe

asess then d 2 and make comp
Againat thest onn learmng goaly, sather tan agat the
performance of othes leamen

4. Use real life scenanoa and dvsamic feadback 143 7 Completely Practice
£ Avoed releasing marks on written wock until after 317 1" Mostly Practce
__ leazmen bave responded to feedback comments. |
6. Redesign and ahgn formatne and summative 324 Mostly Practice
asessmments 10 enbance  leammer  dkally oand
| mdependence ! | |
T. Adjust assessment 10 devekop bearnens’ responvibility 3 43 | &7 Completely Pracoce
for ey Sesening L { |
$ Provide leamers mith some choxe m tmmmg with 329 7t Mostly Practice
regard to when they hand m sssessments
9. luvolve dearners m decrsoon-making aboot asseszment 3 33 | 7 Mostly Practce
policy and gractce
18, Structure bearnung tasks 20 St they have a grogressive 333 1 %5 | Moatly Practocr
level of &ifficedn L L "
Overall 3301 75 | Mostly Practce

Logwed 50170 Gl o o s | Torwewing Paihal 300 1 00 (b P, & 04 430 | Compiwnty Pymibie

Portrayed in the Table 2.2.4 was teacher respondents’
level of assessment practices in terms of motivational belief
and self-esteem to learners.

Substantially, data revealed that the teacher respondents’
level of assessment practices in terms of motivational belief
and self-esteem to learners was mostly practice based on
overall computed weighted mean of  3.30, and standard
deviation of .75.

Looking forward, the following indicators illustrates
mostly practice in structuring learning tasks so that they have
a progressive level of difficulty (x = 3.33; SD = .89),
involving learners in decision-making about assessment
policy and practice (X = 3.33; SD = .72), aligning learning
tasks so that learners have opportunities to practice skills
before work is marked (X = 3.31, SD = .72), providing
learners with some choice in timing with regard to when they
hand in assessments (X = 3.29, SD = .71), redesigning and
aligning formative and summative assessments to enhance
learner skills and independence (X = 3.24; SD = .76),
structuring learning tasks so that they have a progressive level
of difficulty and providing objective tests where learners
individually —assess their understanding and make
comparisons against their own learning goals, rather than
against the performance of other learners (X = 3.24; SD =.73),
and avoiding releasing marks on written work until after
learners have responded to feedback comments (X = 3.17; SD
=.88).

However, teacher respondents appeared completely
practice in using real-life scenarios and dynamic feedback (X
= 3.43; SD = .70), and adjusting the assessment to develop
learners’ responsibility for their learning (X =3.43; SD = .67).

The teacher’s role in motivation includes, but is not
limited to, creating an environment conducive to learning.
The teacher’s role in encouraging support of students’
autonomy, relevance, and relatedness of the material
increases motivation to learn. Additionally, the teacher’s
ability to develop students’ competence, interest in subject
taught, and perception of self-efficacy are all important
factors that influence students’ motivation to learn. Teachers
motivate their students to learn by providing them with
positive feedback, in order to develop competence. Providing
feedback enables students to gain control over their own
learning and a sense of belief about their abilities. Teachers
who provide feedback to students about their efforts give
them the idea that through hard work, they can achieve tasks
and do well.

Teachers connect learning to the personal world of their
students by making learning tasks more relevant through
relating instructions to students’ experiences and build
positive relationships with their students are more likely to
influence their drive to learn (Ferlazzo, 2015).
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Table 2.2.5: Interaction and Dialogue about Learning

INDICATORS WM SD | Verbal Isterpretation

L Review feedbeck m nnomsals. Ak beartiens 10 nl the | 333 75
wntten feedback comseents on an ssessmest and

Moutly Practios

discoes Sue Wit posry ] ! i
3. Encourage lesmery o gnve each other feedback man | 3.38 76 Completely Prachice
fesdsamant n mlaton 10 pebisbad crtana before

submissoon
3. Create matunal peer dalogue by sroup peojecns. | 338 | 76 | Completely Practsce
Structure 1k 50 Ut the leamers are encouraged 1o
discoss @ it and  stamdands  expected
beforehand, and returm to discuas progress m relition
10 the criters duting The propect 2 ! !
4. Use lessroer resporsse systenss 10 make lectures more | 338 70
mhvr_.l:l.»‘_o» | | |
£ Facditats s=acherJeamer foedback m class dwoogh | 345 71 Completely Practucs
the wwe of ol feedback techniques ! |
6. Ask Jeazmers 10 answer shoet questuons on paper at the | 321 5
end of class. Use the results 40 pronide feadiack and
stumslate descussion 2t e next class | | Ly |
7. Construet group work %0 help lesmens to meke | 345 0 74 Complenely Practice
coenacticns | : |
8. Encowape the foemation of peer study or create | 3.40 70
opportunities for beamers from later yeans to suppon
Of menior keamers wn eardy voars | |
9. Link modubes togwtlier &3 & puthway so that the sme | 340 73 Complotely Pesches
leseners woek s the same sroups scross 3 nunber of
modules | !
10, Requare learners m groups % gessrate the crderm weed | 3 40
10 femann thads peogects

Complesly Prachice

Mostly Practice

Completedy Poactice

Completely Practice

Overall| 3381 75 | Completely Practice

e L= 10 i wd Practent |82 50 (e Practaent. £ 91 4 43 (idowtiy Pracsen g

Progress

Manifested in the Table 2.2.5 was teacher respondents’
level of assessment practices in terms of interaction and
dialogue about learning progress.

Noticeably, data revealed that the teacher respondents’
level of assessment practices in terms of interaction and
dialogue about learning progress was completely practice
based on overall computed weighted mean of 3.38, and
standard deviation of .75.

Foreseeing in the data gathered, revealed that the teacher
respondents evident completely practice in constructing group
work to help learners to make connections (x = 3.45; SD =
.74), facilitating teacher-learner feedback in class through the
use of in-class feedback techniques (x = 3.45; SD = .71),
requiring learners in groups to generate the criteria used to
assess their projects (X = 3.40; SD = .77), linking modules
together as a pathway so that the same learners work in the
same groups across a number of modules (x = 3.40; SD =.73),
encouraging the formation of peer study or create
opportunities for learners from later years to support or
mentor learners in early years (x = 3.40; SD =.70), and give
each other feedback in an assessment in relation to published
criteria before submission (x = 3.38; SD = .76), creating
natural peer dialogue by group projects. Structure tasks so that
the learners are encouraged to discuss the criteria and
standards expected beforehand, and return to discuss progress
in relation to the criteria during the project (X = 3.38; SD =
.76), and using learner response systems to make lectures
more interactive (x = 3.38; SD =.70).

Even so, teacher respondents apparent mostly practice
reviewing feedback in tutorials. ask learners to read the
written feedback comments on an assessment and discuss this
with peers (x = 3.33; SD = .75), and asking the learners to
answer short questions on paper at the end of class. Use the

results to provide feedback and stimulate discussion at the
next class (X = 3.21; SD = .84).

Teachers make different interventions to support their
students in learning through social interaction. As such,
interactions lie at the heart of understanding potentials and
impediments to student learning.

Ramli (2018), classroom talk both in small groups and
involving the whole class altered to pedagogical dynamics
from a teacher centered approach to student centered one. The
study also reveals that classroom talks did not only encourage
students to develop their zone proximal development but
also help them to learn the values of democracy. Real-time
interactions are fundamental to the formation of teacher—
student relationships (Hafen et al., 2015; Pennings et al.,
2014).

Table 2.2.6: Self- assessment and Reflection of
Learning of the Learners

INDICATORS WM SD | Verbal Isterpretation

1. Lmnnmuot'mﬂmoh’mwmmdqmnuh' 504 ‘79' Mostly Practice
leastioes can e 10 nesens their own Lauberstandsng of o
2. Axk learners 1o request the kand of feedback that they | 324 1 79
would like when they hand i their work - example
worksheet

Mastly Practice

3. Saructiure opportunitees for peers 10 assens aed provide | 329 §1 Mostly Practice
| feadback on ench ofher's woek using set critena. ! ! >
4. Use confidence-based marking (CBM). Learners must | 3.05 @ §5 Mostly Practice
rate their ponfidence that thewr answer = comrect The
ligher the comfidence the higher the penalty if the
mIWer 15 WICOs | | |
5. Uss m sssessment cover shest with questinns 3| & Mosily Practice

2ge refl wnd el Ask &
1o make a judgemént about whether they have el he
6. Directly mvolve beamers @ moostormpz and reflectngon | 333 1 79 Mostly Practice
their own Jeamang, throogh poctfolios
7. Adk hansers o write u reflctive ensy of kg | 3321 TS Mowtly Practicy
refloctive ournal in refation 1o thesr amung | ||
B, Belp learmeny o understand sd recoed ther own | 336 76 Comipletely Practioe
legrning ackoesements theough portfohics. Encourage
legmors 10 link these achievements % the Knowdedpe
skalls and aftstudes requured s future emmployment | |
9. Ak Jearmers, m painy, to peodoce multiple-chosce tests | 3.21 78 |
over the duration of the modude, with feedback for the
corect mnid mooemect mmwers, } —
10. Requirs lsamners m groups %o pensrate the onteria used | 540 77
{0 nasess thear projocts as self - saessenents

Mostly Practxce

Completely Practice

: A “Overan | 3261 79| Mwtly Pracsice
Lageet 130 - 1 71 (3o ¢ o8 Prmtien), | [o——rt e 15 OMeelty Primbients 116 + 4 B0 (Commpinteds Prastion

Represent in Table 2.2.5 was teacher respondents’ level of
assessment practices in terms of self- assessment and
reflection of learning of the learners.

Markedly, data revealed that the teacher respondents’
level of assessment practices in terms of self- assessment and
reflection of learning of the learners was mostly practice
based on overall computed weighted mean of 3.26, and
standard deviation of .79.

Anticipating, in the data gathered, revealed that the teacher
respondents evident that mostly practice the directly involve
learners in monitoring and reflecting on their own learning,
through portfolios (x = 3.33; SD = .79); structuring
opportunities for peers to assess and provide feedback on each
other’s work using set criteria (X = 3.29; SD = .81), using an
assessment cover sheet with questions to encourage reflection
and self-assessment. Ask learners to make a judgement about
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whether they have met he stated criteria and estimate the mark
they expect (X = 3.24; SD = .82), creating a series of online
objective tests and quizzes that learners can use to assess their
own understanding of a topic or rea of study and asking
learners to request the kind of feedback that they would like
when they hand in their work - example worksheet (x = 3.24;
SD = .79), asking learners, in pairs, to produce multiple-
choice tests over the duration of the module, with feedback
for the correct and incorrect answers (x = 3.21; SD =.78), and
write a reflective essay or keep a reflective journal in relation
to their learning (X = 3.21; SD = .75), and using confidence-
based marking (CBM). Learners must rate their confidence
that their answer is correct. The higher the confidence the
higher the penalty if the answer is wrong (X = 3.05; SD = .85).

However, teacher respondents appeared completely
practice in requiring learners in groups to generate the criteria
used to assess their projects as self — assessments (x = 3.40;
SD = .77), and help learners to understand and record their
own learning achievements through portfolios. encourage
learners to link these achievements to the knowledge, skills
and attitudes required in future employment (X = 3.36; SD =
.76).

An effective teacher continually reflects on and improve,
the way they do things, but reflection is not a natural process
for all teachers, it facilitates, guide, support, foster, and
nurture a positive learning environment to the learners. As
the teachers utilized self-assessment and reflection in the
classroom contexts, learners learn to assess their own learning
for the purpose of improving it. To become capable assessors
of their learning, learners must have clear goals, the
opportunity to help create a definition of quality work,
ongoing feedback, and the opportunity to correct or self-
adjust their work before they turn it in. After finishing the
project, learners need to reflect on the strengths and
weaknesses of their work, make plans for improvement, and
integrate the assignment with previous learning. Teachers
exposing the learners in self-assessment become more
responsible for their own educational growth; more reflective,
autonomous, motivated, and effective.

It was incorporated with McMillan and Hearn (2015) that
classroom teachers, student self-assessment and reflections
develops an awareness of which metacognitive strategies to
use and when to use them. Teachers and students learn these
skills when they establish clear learning goals and articulate
evaluative criteria that enable students to assess their own
work. Those practices engage students as they actively
participate in the learning process and become more
connected and committed to the learning outcomes. It
mandates that teachers learn to pass the evaluative
responsibilities to their students by scaffolding and modeling
goal setting, evaluation, strategy adjustment, and reflection.
Likewise, the idea of being a self-reflective practitioner to
continually examine practice in an endeavor to adjust,
improve or adapt to the present circumstances as well as
contually draw from and add to past learning (Brookfield,
2015).

Table 2.2.7: Assessment — content and process in
Adapting Teaching to Students needs

INDICATORS WM | SD  Verbal Interpretation

L. Give leamers opportunities 10 select e topics for | 238 1096 Completely Practice
extended essays of pmject work, emcowragmg
owzerhp and mcreanng motivation

2. Give Jeamers choioe m tnamsg Wy regard w when thed 1340 | 080 Conogpletely Practice
hand m assessments -
woekloads P, larly sppeoprate whers studears
have mamy 2sagnmests xmd the umngs and

submssions can be n!ZC‘L"(':

3. Roguae leanes groups % gesemte orteria that could | 321 [0.75 Mosely Praceice

be used 50 asyess Selr penjecty | |
. Ask Jearners 10 add ther own specific cnteria > the | 324 | 0.76 Mos2ly Practace
general cntena provided by the teacher Take hese

tnfo account w the final asseiament | I | |

5, Ask Jexners, in pars, to produce multiple-choice fests | 331 | 0.72 Mostly Practice
with feedback for correct and mcorrect answers, which
refetence the ieantmg obpectives. Let the rest of the
class taike these tests and evaluate them These coudd
be used m final assessment !

6. Have stodents cequest the feedback ey womld like | 326 | 073
when they make an assignoent submisswn

7. Provide oppomamisies for frequent low.stakes | 333 (0757 Moaly Pracnice
assessment taxks with regulyr outputs 1o help yow

Mostly Practice

gauge progress.

8. Use cmline tools with twedt-m fsctonaley Gir | 343 I 80 Completely Pracuce
individual recor ad reporing providing
nformation about of leames exgagement Wit
resources, onlne tests and discussions

9, Use learner response system fo prosule dymamic | 340 0737 Completely Pracuce
feodazk o class The stoend data provides infoemation
#vout cesponses, which can be analyzed ool | |

10. Reguae Jezmers in groups to penerate the crenaused | 350 | 0.7
10 assess thei prenects 3 self - assess

Completely Practice

T Moty Practice

macscw), 3.3 - 4 90 (Cancpbendy Pracscs

Manifested in the Table 2.2.7 was teacher respondents’
level of assessment practices in terms of assessment — content
and process in adapting teaching to student’s needs.

A great deal, data revealed that the teacher respondents’
level of assessment practices in terms of assessment — content
and process in adapting teaching to students needs was mostly
practice based on overall computed weighted mean of 3.35,
and standard deviation of 0.75.

Looking forward, the following indicators teacher
respondents shows mostly practice in providing opportunities
for frequent low-stakes assessment tasks with regular outputs
to help you gauge progress (x = 3.33; SD = .75), asking
learners, in pairs, to produce multiple-choice tests with
feedback for correct and incorrect answers, which reference
the learning objectives. Let the rest of the class take these tests
and evaluate them. These could be used in final assessment (x
= 3.31; SD =.72), having learners request the feedback they
would like when they make an assignment submission (x =
3.26; SD = .73), asking learners to add their own specific
criteria to the general criteria provided by the teacher and
taking these into account in the final assessment (X = 3.24; SD
=.76), requiring learner groups to generate criteria that could
be used to assess their projects (X = 3.21; SD =.75).

However, teacher respondents appeared completely
practice in requiring learners in groups to generate the criteria
used to assess their projects as self — assessments (X = 3.43;
SD = .80), giving learners choice in timing with regard to
when they hand in assessments — managing learner and
teacher workloads. Particularly appropriate where students
have many assignments and the timings and submissions can
be negotiated (x = 3.40; SD = .80), using online tools with
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built-in functionality fir individual recording and reporting —
providing information about levels of learner engagement
with resources, online tests and discussions (x = 3.21; SD =
.75), us learner response system to provide dynamic feedback
in class. The stored data provides information about
responses, which can be analyzed, and giving learners
opportunities to select the topics for extended essays or
project work, encouraging ownership and increasing
motivation (X = 3.36; SD = .76).

Teachers are needed modify instruction and assessment to
accommodate special needs students in the remote learning.
In fact, all students will benefit from the following good
teaching and assessment practices. More so, it is essential that
teachers know the particular strengths and needs of their
students in order to select appropriate accommodations. It
should be noted as well that each student will respond
differently to the accommodations offered to them. Similarly,
each assessment is different, so a technique that is effective
for one evaluation may not be the best for another.

The results of study were complemented to the study of
Kleinert & Kearns, (2017), teachers can change the format in
which a task is presented without changing the actual task.
Such a change might be needed for a variety of reasons: (1)
an assignment is too long; (2) the spacing on the page is too
close to allow the student to focus on individual items; (3) the
directions for the task are insufficient or confusing; or (4) the
models or examples for the task are either absent, misleading,
or insufficient. The critical concept here is that while task and
response remain the same, the teacher makes adaptations in
the way the material is presented.

3. Test of difference in the assessment of the teacher-
respondents on the level of competence on the remote
learning assessment when grouped according to profile.

Varuables F-obe  Faited | P-ok Decision Verbal
=¥ Interpretation
Age 3041 | 119 624 Hosrgjected  Sigmficant
Gender 9.7% 420 000 |Hoisrjected  Sigmificant
Year of Teaching 3.06 420 009 Ho s Not
| | ! accepled Sigmficant
Aress of Specialization 0.23 283 676 Hois rejected  Sigmaficant
Educational Attaimment 056 250 043 Hois Not
| accepted Sigmficant
I'raining Attended 7 18 6.76 | Hoisrejected  Sigmficant

As denotes on Table 3, is significant difference in the
assessment of the teacher- respondents on the level of
competence on the remote learning assessment when grouped
according to profile. To determine the significant assessment
of the teacher- respondents on the level of competence on the
remote learning assessment when grouped according to
profile, the researcher employed Analysis of Variance
(ANOVA) to determine the extent difference between the
means of two or more groups on the variables under study.

The results of the ANOVA test of differences on the
extent difference of teacher- respondents on the level of
competence on the remote learning assessment when group

according to age, gender, areas of specialization, and training
attended have significant difference as can be gleaned on F-
value 39.41, 9.78, 20.25, and 27.21, respectively. Further
discussion showed that the comparison of the F- value
exceeds on the given F — critical value, giving the researcher
reason to reject the null hypothesis. This may be implying that
when the teacher respondents’ group according to their age,
gender, areas of specialization, and training attended have
significantly differed on their level of competence on the
remote learning assessment.

In quest for the extent difference, when the teacher
respondents group according to year of teaching and
educational attainment revealed it has no significant
difference on their level of competence on the remote learning
assessment as can be gleaned on F- value 3.06 and 0.96,
respectively. More so, comparison of the F- value not exceeds
on the given critical value, giving the researcher reason to
accept the null hypothesis which is not favorable of researcher
hypothesis. Hence, the results implying that when the teacher
respondents’ group according to their year of teaching and
educational attainment have not significantly differed on their
level of competence on the remote learning assessment.

Koloi-Keaikitse (2017) surveyed 691 primary and
secondary school teachers in Botswana about their classroom
assessment practices. Results indicated factors related to
teachers’ educational level, teaching experience, and
assessment training contributed positively to beliefs, skills,
and uses of desirable classroom assessment practices.

In line with the finding of Alkharusi (2015c)
examined self-perceived assessment skills of 213 Omani
teachers. He found that female teachers perceived themselves
more skillful than male teachers in writing test items and
communicating assessment results. Also, science teachers
perceived themselves more skillful than English language
teachers and fine arts teachers in developing performance
assessment and analyzing assessment results. Further, sixth
grade teachers indicated higher levels of self-perceived skills
in developing performance assessment than eighth and tenth
grade teachers. Furthermore, teaching experience correlated
positively with self-perceived assessment skills, and that
teachers with in-service assessment training showed a higher
level of assessment skills than those without in-service
assessment training. Moreover, in an investigation of 516 in-
service teachers, Alkharusi (2015a) found that in-service
assessment training and teaching experience correlated
positively with educational assessment knowledge. Similarly,
when examining educational assessment knowledge of 259
pre-service teachers who completed an educational
assessment course, Alkharusi (2015b) found that male
teachers tended to have on average a higher level of
educational assessment knowledge than female teachers
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4. Test of difference in the assessment of the teacher-
respondents on the Level of assessment practices when
grouped according to profile

Variables F-riw | Fotid | P-naim Decision Verbal
ke Imterpretation
Age | 20683 212 | 108 Hoisrepcled Signeficant
Gender 3159 192 L14  Homrepcted Mémhcam
Yearof Teaching | 11093 450 392 Hois resectad Significant
Areas of | 5324 24 345 Hois resected Significant
Specialization
Educational 13978 240 244  Housrepcted Significant
Attainmen! ‘

Training Attended = 6798 240 929  Ho s repectad Sigmificant

To determine the significant assessment of the teacher-
respondents on the on the level of assessment practices when
grouped according to profile, the researcher employed
Analysis of Variance (ANOVA) to determine the extent
difference between the means of two or more groups on the
variables under study.

Looking forward, teacher respondents’ age, gender, year
of teaching, areas of specialization, educational attainment,
and training attended revealed that have significant difference
on their level of assessment practices as can be gleaned on F-
value 206.83, 31.59, 110.93, 53.24, 139.78 and 67.98,
respectively. More so, comparison of the F- value exceeds on
the given critical value, giving the researcher reason to reject
the null hypothesis in favor of researcher hypothesis. Hence,
that age, gender, year of teaching, areas of specialization,
educational attainment, and training attended significantly
differs to the level of assessment practices.

Furthermore, the study was aligned with Uganda, Matovu
and Zubairi (2014) discovered that academic qualifications
and training in assessment significantly predicted teachers’
assessment practices. They remarked that teachers with more
experience in teaching and higher academic qualifications
possess desirable assessment practices due to their constant
dealings with learners’ assessment activities. Suah and Ong
(2012) discovered that years of teaching experience
influenced the assessment practices of teachers, as beginner
teachers have a higher inclination of utilizing questions
developed by other teachers. This signifies a lower perception
of assessment competency.

However, Gonzales and Aliponga (2012) found that
academic qualifications do not influence academic staff’s
assessment practices and revealed that assessment practices of
teachers depended principally on the purpose they had
set for the class, rather than their educational qualifications.

According to Al-Nouh, Tagi and Abdul-Kareem (2014),
teacher professional development programmes play a
crucial role in enhancing practising teachers’ knowledge
and skills of assessing learners, especially in this era of a
paradigm change from summative to formative assessment
practices.

5. Challenges Encountered by the Teacher respondents on

the remote learning assessment

INDICATORS WA s Verbal lnterpretation
1. Maichiog relsable, vahd, and umomu )e.nnu ] 320 ! 0.71 1 Hwhh"Emowefed
assessment methods and tools to all course feaming

obpoctives |

1. Creatinz or sdaphing lsamang sssessmoent fools that | 333 | 0.7 Highly Encosmbered
are appropeiste, fiur, snd sasly waderstood by both
faculty and leamers | | |

3, Creatang o pdaptsg & = thods 343 080 Highly Encostered
that sopport deopur cosceptl underviaedeg and
_soplication. Lol | | R

4 Creatmg or sdaplimg Jeaming assesument methods | 3 38 | 082 Highly Encomntered
Rt support active and expenentzal learmng, and are
susted to stodents’ ditferent lsarming styles | | |

5 C tume and 10 suph new 326 | 080 Highly Encoesstered
annung ausssssnent othods | | |

6. Thewe 1 & lack of truseng for new stratesses and the 290 | 1.10 Highly Encoustered
use of tschmology' for the assessmens

T, The faceo-face classtoom nsyessmvettl sirsteges | 293 1 095 Highly Encosstered

dent geosanly smodlsse 10 cnline or Blended

lemnung contexis, requirmg a stuft m our assesscoent

approaches, tools, and oundsets i | |
§. Tracking med tranpulste Jearsers’ obsenations.  29E | 0.93

conversations, and products to svaluate Jeamung

over e Ggestening the valpdty of gepesanent | | |
9. lesenons doa't always bave the adeguate techimical | 302 | 098

mitastructure peaded for colse leumsg and

Highly Encountered

Hiphly Encosstersl

, posme squity
s | |
10 authestye  sssamsmpants  ad  demonsirshions of 324 1 079 Highly Encovsstered
anung see moce ciallanging m an cmhine coesext
(e x mroup projects and bands.cm tasks), potting us
at sk of shipping bhack o a reliamce on tradityomal
sumenabive  mesessments like fests, exums, and
enanys | | |
Overall 515 057 Highly Encomtersd

Tagead 120 - 172 (oe muscautarndl. 178~ 220 (Pacoastend), 221 ~ £ 34 (Ughly Bxscesternd) 3 3~ 400 (Very Mgty Eacountaced

Table 5 shows the challenges encountered by the teacher
respondents on the remote learning assessment. Based on the
gathered data revealed that teachers experiencing highly
challenges encountered based on overall computed weighted
mean of 3.18, and standard deviation of 0.87.

Considerably, the following indicators exhibited highly
challenges encountered in creating or adapting learning
assessment methods that support deeper conceptual
understanding and application (X = 3.43; SD = .80), adapting
learning assessment methods that support active and
experiential learning, and are suited to students' different
learning styles (x = 3.38; SD = .82), creating or adapting
learning assessment tools that are appropriate, fair, and easily
understood by both faculty and learners (x = 3.33; SD =.79),
matching reliable, valid, and appropriate learning assessment
methods and tools to all course learning objectives (x = 3.29;
SD =.71), committing time and resources to implement new
learning assessment methods (X = 3.26; SD = .80), authentic
assessments and demonstrations of learning are more
challenging in an online context (e.g. group projects and
hands-on tasks), putting us at risk of slipping back to a
reliance on traditional summative assessments like tests,
exams, and essays (X = 3.24; SD =.79), learners don’t always
have the adequate technical infrastructure needed for online
learning and meaningful formative assessment, posing equity
issues (X = 3.02; SD = .98), tracking and triangulate learners’
observations, conversations, and products to evaluate learning
over time, threatening the validity of assessment (x = 2.98;
SD = .95), the face-to-face classroom assessment strategies
don’t necessarily translate to online or blended learning
contexts, requiring a shift in our assessment approaches, tools,
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and mindsets (X = 2.93; SD = .95), there is a lack of training
for new strategies and the use of technology for the
assessment (X = 2.90; SD = 1.10).

The idea of Rutgers (2020) complemented to the present
study that remote proctored exams are often more stressful for
students than in-person proctored exams which would affect
the student performance adversely. It requires well-
established infrastructure setup, software, and hardware, both
on the instructor and student side. in addition, the application
software such as proctortrack could create “false positive”
flags that mislead the instructor. It has a failure of software,
hardware, or internet connection could be experienced. hence,
contingency plan should be designed before the exam is
started. More so, due to personal or cultural reasons students
may not be willing to stay under the camera supervision. In
addition, if a student faces technical difficulties on the system
during exam time, supporting the student and fixing the
problem remotely will not be easy.

Likewise, Almeida and Monteiro (2021) stressed teachers’
has high concern about adopting fraud-free models and an
excessive focus on the summative assessment component that
in the distance learning model has less preponderance when
compared to the gradual monitoring and assessment processes
of the students. Relatively, students’ problems arise regarding
equipment to follow the teaching sessions and concerns about
their privacy, particularly when intrusive IT solutions request
the access to their cameras, audio, and desktop.

5. CONCLUSIONS

In line with the mentioned findings, the following

conclusions were drawn:

1. Based on the results, the most frequent number of the
teacher- respondents in the study was 36 — 40 years old
at age, female, Technology Livelihood Education
(TLE) major, 6 — 10 years in service in Department of
Education, and bachelor’s degree holders,

2. As to the results, it can be concluded that the teacher
respondents’ level of teacher competencies on remote
learning assessment in terms of assessment occurring
prior to, during and after the appropriate instructional
segment was observed high competent.

3. Based on the results, teacher respondents’ level of
assessment practices in terms of clarity of assessment,
time and effort on task, quality of feedback,
motivational belief and self-esteem to learners, self-
assessment and reflection of learning of the learners,
and assessment — content and process in adapting
teaching to students needs was mostly practice.
However, it was completely practice the interaction and
dialogue about learning progress.

4. The results confirmed that there was a significant
difference on the teacher respondents’ level of
competence on the remote learning assessment when
group according to their age, gender, areas of
specialization, and training attended. On the other
hands, teacher year of teaching and educational

attainment revealed it has no significant difference on
their level of competence on the remote learning
assessment. Looking forward, that age, gender, year of
teaching, areas of specialization, educational
attainment, and training attended significantly differs to
the level of assessment practices of the teachers.

5. Based on the results, the teachers experiencing highly
challenges encountered on the remote learning
assessment.

6. RECOMMENDATIONS

Based on the findings and conclusions of the study, the
following recommendations were forwarded:

1. To address the challenges, the school heads and testing
coordinator has devised the teachers on various follow-
up methods to encourage learners to attend blended
classes and submit the assessments on time. More so, to
lessen the burden of the learners on multiple assessment
it is suggested to teachers to create an integrative
assessment tasks to solve challenges related to
infrastructure and commitment of students to attend
blended classes and submit assessments. However,
academic dishonesty problem is not a tentative and
COVID-19-related problem and needs further
investigation.

2. Hence, the assessment type used for unproctored
assessment was taken as one prevention method and
learners were asked to identify the appropriate
assessment method. The other option appeared to be
good for prevention of academic dishonesty was using
interdisciplinary evaluation methods for an assessment
could be more appropriate to address the learning
outcomes of the module and at the same time minimize
the risk of academic dishonesty.

3. The implementation of the proposed school-based
testing reforms should be monitored and evaluated for
the optimum advantage of the school and community.

4. Future research might consider using interviews and
direct observations of teachers’ competence and
assessment practices to judge the validity of the
teachers’ responses to the questionnaire.
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