Universal Journal of Educational Research 5(4): 664-670, 2017

DOI: 10.13189/ujer.2017.050415

http://www.hrpub.org

Evaluation and Assessment in Early Social Science

Vlasta Hus"", Jasmina Matjagi¢*

'Faculty of Education, University of Maribor, Slovenia
’Elementary School, Slovenia

Copyright©2017 by authors, all rights reserved. Authors agree that this article remains permanently open access under the
terms of the Creative Commons Attribution License 4.0 International License

Abstract Authenticity is an important element in the
newer models of teaching, evaluation and assessment. Due to
the fact that it is quite unclear how authentic evaluation and
assessment should be implemented into practice, teachers
still cling too much to traditional forms of knowledge
evaluation and assessment. First, some basic theoretical facts
on evaluation and assessment with an emphasis on authentic
evaluation and assessment are listed. Next, an outline of
empirical research findings on the characteristics of
evaluation and assessment in the subject Social Science in
Year 4 is presented. Data were obtained by a web
questionnaire on a representative sample of teachers who
were teaching the subject Social Science in Year 4 at various
primary schools in Slovenia. We discovered that teachers
very commonly use summative knowledge evaluation and
assessment form. Among the authentic and alternative forms
research and simulation are predominant.
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1. Introduction

Evaluation and assessment are concepts which teachers
use and are familiar with, but the distinction between them
is quite complicated because both the scholarly literature
and everyday communication do not offer unambiguous
understanding. Some believe that it is necessary to clearly
distinguish between the two terms, since they involve two
completely different processes, while others think that
assessment is the continuation of evaluation. The third party
believes that they are actually almost entirely the same
processes which differ only in the last stage where only in
the assessment a feedback comes in the form of a mark [7].

Evaluation is the process of gathering information on
learning and pupils' understanding of the discussed learning
content. In order to monitor pupils' progress different
methods are used (i.e. observation, discussions, checklists,
anecdotal records etc.) [16].

Assessment is the process of finding and interpreting

evidence to be used by learners and teachers in order to
enable them to establish exactly where the learners are in
their learning, where they have to focus and what best way to
get there is [30].

Strm¢nik [8] states that assessment is an independent level
of learning process with its own specific didactic function,
and does not coincide either with evaluation or practice. At
the assessment stage there are marks, which are not an option
at the evaluation stage.

After teacher’s evaluating students’ knowledge they can
assess in different ways: verbal and written answers, oral
presentations, artistic, technical, practical and other
assignments, project work, etc. Based on the goals and
standards of knowledge in the curriculum a teacher forms
clear aspects and criteria for knowledge assessment, the
methods used etc. in advance, and presents them to students
[23].

When evaluating and assessing knowledge the atmosphere
of an environment where these processes take place is also
very important. Students need to feel safe and accepted in
this environment, not-knowing should present a challenge
and motivation for learning to students, and differences
between the pupils should be taken into account and
respected [21].

1.1. Authentic Forms of Evaluation and Assessment

Authentic assessment activities are designed to mimic the
complexity of ‘real world’ situations that students may
encounter in life, and require the application of a
combination of skills related to knowledge, skills and
attitude [13].

Wiggins (cited in [31]) states the basic characteristics of
the authentic forms of evaluation and assessment:

e They are realistic and promote pupils’ intrinsic
motivation. With them pupils test their knowledge and
experience in real-life situations, thereby giving them
the opportunity to link what they have learned in the
classroom with extracurricular reality.

e They require reflection and stimulate innovation, as
they are not based on pre-set answers.
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¢ They require from students to seek for alternatives and
construct their own knowledge by collecting and
organizing data, researching, analysing, generalizing
and observing.

¢  They require students to think critically about their
work, learn about themselves, discover their strengths
and weaknesses, evaluate their products and to correct
and improve results by themselves.

Sentoénik [32] states that authentic tests verify whether
students are able to do what they need in real life and what
is important to know. Ormiston [25] adds that students do
such tasks and solve such problems that enable them to
acquire knowledge that is useful in real life outside school.

Luongo-Orlando [16] states that the authentic methods of
teaching, learning and assessment of knowledge are based
on practical assignments and presentations. Creative work,
such as the production of written tasks, projects,
experiments, presentations, exhibitions and a map of
achievements, allows students a rich learning environment.
Therefore, in determining the quality of work new
assessments methods which are based on doing tasks that
require the use of knowledge and skills in real life situations
are introduced in schools.

Fook and Sidhu [4] argue that authentic tasks allow
students more opportunities to develop intellectual abilities
and via cooperative learning or problem solving tasks
promote the development of social skills. Chen,
Whittinghill & Kadlowec [12] add that authentic tasks
provide students with more opportunities to practice
knowledge and improve the quality of thinking and
understanding of the lessons learned. Additionally, Marsh
[15] add that authentic assessment takes more practical and
realistic tasks, which requires the analysis and integration of
knowledge. Furthermore, Wiggins [9] states that if we want
to design an authentic test, we must first to decide what the
actual performances that we want students to be good at are.

Razdevsek Pucko [3] reports on the positive results of
pupils' maps (portfolio) management which are reflected in
the way that: teachers make criteria for assessment more
carefully; students are more aware of their mistakes; writing
reflections on products increases the level of metacognition;
students like managing the folders because in such a way of
work they learn more since they know the objectives and
they see learning in a more practical context. Easley &
Mitchell [29] add that students, based on the knowledge
assessment criteria formed together with their teacher,
choose their best projects, compare them with the selected
projects in the previous assessment period, identify
improvements, describe the strengths and weaknesses of the
projects, and set goals they will try to achieve in the next
project.

1.2. Evaluation and Assessment in the School Subject
Social Studies

The school subject Social Studies is in the Republic of
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Slovenia taught in Years 4 and 5 of primary school in the
amount of 2 lessons/week.

For this subject it is also true that assessment is carried
out only after we evaluate the students' achievements. For
Social Studies there are no standardized tests yet, so a
teacher evaluates and assesses knowledge by tests
composed by themselves or in school expert groups [22].

Teachers have to strive to maximize the inclusion of
authentic forms of assessment which take into account the
aspects of procedural, lifelong and useful knowledge. Here
it is not only important what students know, but also how
they understand and use knowledge. This allows students to
show their knowledge and skills in a variety of ways.
Authentic forms that are appropriate for the evaluation in
the subject Social Studies are simulation; conversation with
elderly locals about the town's history and life; connecting
with the community and discussion on the possibilities of
development of the place; interview with a specialist who
deals with furnishing; preparation and conduct of the
conference on the topic of violence in the neighborhood;
video recording; appearances before different audiences;
teaching younger students, and further evaluation of various
activities such as research and investigation; data collection;
planning; observation; taking notes; editing; representation;
interpretation; evaluation etc. One of authentic forms of
evaluation are also pupils’ maps (a map of achievements, a
map of products - portfolio) [21], which are collections of
the best examples of somebody's work. Students’ feedback
from the portfolio development process indicates that the
procedure itself made them more aware of their own learning
processes, and how they needed to take control of their
learning activities to make them more meaningful for
personal and professional growth [1].

Rutar Ilc [34] adds to the above listed authentic form also:
projection; an expression by non-fiction and artistic texts;
discussions, debates and round tables; manufacture of
products, scale models and replicas.

In the new curriculum for the subject which became valid
in the school year 2011/2012 there is more room for
selectivity and openness at the level of content; the
curriculum also introduces operational as well as procedural
and developmental objectives; there is integration of
knowledge within the subject and in interdisciplinary sense;
the objectives are not fragmented and they show
competencies; updates are on the level of expected results;
essential skills are distributed across reasonable periods of
time; the curriculum takes into account different types and
levels of knowledge [23].

In the above-mentioned curriculum we can also find a
recommendation that teachers should plan authentic
evaluation and assessment where students apply knowledge
to solve real issues and the most realistic problem situations,
taking into account the level of development and individual
characteristics of pupils. In the assessment, the teacher
should create learning situations where students show their
skills at realistic and, above all, meaningful tasks [23].
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Stern survey [18] on the frequency of use of authentic
forms of assessment in Social Science classroom in Year 5
showed that among authentic forms of assessment products
assessment (43.2%) and assessment of solving practical
problems (37.9%) prevail. They are followed by authentic
tests (28.4%), cooperative learning (21.1%), pupil’s
self-assessment (15.8%), and finally the use of portfolio
(12.6%). The survey also found that the authentic forms of
assessment are not widespread. It was also revealed that a
quarter of the interviewed teachers stated that they
sometimes assessed homework, the purpose of which is not
knowledge assessment. The aforementioned survey also
revealed some differences based on the professional title of
teachers in solving practical problems and self-assessment.
The data show that the use of these declines with lower
teachers’ professional title. The length of service has also
shown some statistically significant differences, namely that
teachers who teach for more than 21 years more often make
use of authentic forms than teachers with less seniority. The
author, based on the results, concludes that the reasons for
poor distribution of authentic forms of assessment can be
sought in the fact that teachers do not know enough about
them, and that they also require from them changing the
traditional teaching procedures, so they prefer to make use
of standard, more tried and tested methods.

1.3. Purpose

Because of the novelty brought by new insights in the
field of learning theory and conception of knowledge, more
modern forms and methods of teaching and learning are
becoming increasingly important. However, such way of
work requires from teachers different evaluation and
assessment, which have to be coordinated with the course of
classes. Therefore, we were interested in how teachers
evaluate and assess in the subject Social Science in Year 4.

In the empirical part of the research we studied:

*  Teachers’ objectives in evaluation and assessment.

* The frequency of authentic and alternative forms of
evaluation.

*  Implementation of continuous evaluation.

We were interested in the existence of differences
depending on seniority, teachers’ professional title and the
popularity of the subject Social Science.

2. Method

We used descriptive and causal non-experimental method
of empirical pedagogical research.

For data collection we used an online questionnaire. The
study was conducted on a dedicated representative sample
of teachers (n = 288) who taught the subject Social Science
in Year 4 in Slovenian primary schools. The sample varies
according to the seniority of teaching: from 0 to 10 years
(30.9%), from 11 to 25 years (38.2%) over 26 years
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(30.9%); teachers’ professional title: the teacher without
title (18.8%), mentor (36.5%), consultant (39.9%),
counselor (4.9%); popularity of teaching the subject Social
Science: loves to teach (34.0%), likes to teach (58.3%),
doesn’t like to teach that much (7.6%). The survey was
conducted in March and April 2010.

Data were analyzed with SPSS on the level of descriptive
and inferential statistics. We used frequency distribution of
data (f, f %) and nonparametric test (2 - test).

3. Results and Interpretation

Here we present the results of the analysis of empirical
research. First, we present the results of the analysis of the
objectives of teachers in knowledge evaluation and
assessment. Further, we present the analysis of the
frequency of use of authentic and alternative forms of
knowledge evaluation, then follows the analysis of the
implementation of continuous evaluation.

3.1. Analysis of Teachers' Objectives in the Evaluation
and Assessment in the Subject Social Science in Year
4

We wanted to know what teachers think about the
objectives of evaluation and assessment in the subject
Social Science in Year 4.

The respondents rated with 1 the objective which they
considered the least important, and with 5 the one they
deemed the most important.

Table 1. Average values (X ) of the importance of objectives of
evaluation and assessment

AVERAGE
LEARNING OBJECTIVES VALUE
A teacher obtains feedback for continuous 435
monitoring of pupils’ progress. i
Learners are provided with feedback on
4,30
development and progress.
A teacher obtains feedback in order to facilitate the 415
planning and management of teaching. i
To motivate students and encourage them to do
4,10
more school work.
A teacher acquires a mark. 3,04
Students are allocated in learning groups. 2,67
3.2. The Results
The results show that hat teachers, considering

knowledge evaluation and assessment, believe that two
most important goals are that they know how to obtain
information which enables them to monitor the ongoing
development and progress of pupils (X = 4.35), and the
objective that the students are able to timely provide high
quality feedback about their development and progress
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(X = 4.30). These two objectives are mutually closely
linked, because if a teacher does not constantly monitor and
in different ways record how students’ progress, it is more
difficult for him/her to inform students about their
individual progress in all areas of work.

Slightly less important objectives in terms of evaluation
and assessment are: teacher’s obtaining feedback to
facilitate the planning and management of teaching
(X = 4.15), which is left to each teacher individually, and
the objective of motivating and encouraging pupils to do
more school work (X = 4.10). The teacher is significantly
responsible for how students will be prepared to participate
actively at school work, so every teacher should be sensitive
enough to notice efforts, and encourages learners to do
work.

Teachers did not assign significantly great importance to
the objective of teacher’s acquiring a mark (Xx = 3.04),
since that is required from them under current legislation,
and the objective of knowledge evaluation and assessment
serving as a basis for teachers to allocate pupils into
learning groups (X = 2.67). Every teacher sets their own
criteria to help determine the groups of students who most
actively work within the group and where each student has
their specific and defined role.

Popularity of teaching is a factor where there are
differences and difference tendencies. We found that
teachers who like teaching the subject Social Science assign
a higher importance to the objective "a teacher acquires a
mark" (P = 0.003; y* = 23.654) than the other two groups of
teachers. The tendencies show that teachers who more like
teaching, assign higher importance to the objectives of "a
teacher obtains feedback in order to facilitate the planning
and management of teaching" (P = 0.099; y* = 7.794), “to
motivate students and encourage them to do more school
work"(P = 0.062; y* = 8.981), and "students are allocated in
learning groups" (P = 0.088; x> = 11.002). To sum up,
teachers who like teaching the subject Social Science,
consequently, due to higher intrinsic motivation, ascribe
more importance to the individual objectives of evaluation
and assessment.

3.3. Analysis of the Frequency of Use of Authentic and
Alternative Forms of Evaluation

We wanted to know how often teachers make use of
certain authentic and alternative forms of evaluation in the
subject Social Science in the Year 4. The subjects of
research were authentic forms of knowledge evaluation:
portfolio, interview, video recording, research, experiment
and two alternative forms of knowledge evaluation:
simulation and projection.

The respondents filled out a 3-step scale of frequency of
use of certain types of knowledge evaluation forms (1 meant
often, 3 meant never).
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Table 2. Average values (X)) of frequency of different forms of
evaluation.
AVERAGE
EVALUATION FORMS VALUE
Research 2,23
Simulation 2,23
Projection 2,33
Experiment 245
. 3,04
Interview
Portfolio 31
Video 3,30

Calculation of average values shows that among all
alternative and authentic forms of knowledge evaluation
teachers most often choose an evaluation in the forms of
researching specific topics ( X = 2.23) and simulation
(X =2.23). In slightly fewer cases teachers select projection
(X =2.33) and the experimental work ( X = 2.45), followed
by an interview (X = 3.04) and portfolio (X = 3.11). The
least often teachers evaluate by using videos (X = 3.30)
recorded by pupils.

From the above results we conclude that teachers are
aware of the importance of active forms of evaluation, since
when accompanied by good organization students’ activity
in research is very intense, and consequently the knowledge
gained that way is more durable. Teachers often choose a
simulation where "pupils play themselves in an imaginary
situation as if it were real" [5]. This motivates pupils and
prepares them for practical life situations. To use this
method in a classroom we have to have a clear objective
which students should be familiar with, and at the end
discussion and reflection are necessary [22]. Students also
get emotionally involved in situations and this way learn to
accept diversity in humans. Due to diverse benefits of using
portfolio, including a high rate of authenticity as products
are typically an integral part of the learning process, and
that portfolio is an ideal tool for monitoring pupils’ progress
which we encourage students' self-assessment with [6], a
low use of it is surprising. The finding is comparable with
the Slovenian research conducted by Antolin [11] which
found that a low percentage of portfolio use as a form of
evaluation is due to rather low awareness of this form. The
reason for such a rare use of video could be teachers’ fear of
the agreed clip being filmed by an adult which is not an
objective of knowledge evaluation, or their being anxious
about the technical approach, because many children do not
have the necessary equipment to record or parents do not
allow the handling of it.

From the results of tests of differences, it can be
summarized that the popularity of teaching is a factor
where differences appear. Namely, we found statistically
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significant differences in the frequency of knowledge
evaluation by interview (P = 0.002; y* = 16.595), exploration
(P =0.012; »* = 12.807), video (P = 0.042; * = 9.924) and
performing experiments (P = 0.027; y* = 7.196). These forms
of evaluation are, as expected, most frequently used by
teachers who love to teach the subject Social Science. We
believe that these teachers spend a lot of time for updating
their knowledge and introducing innovations in the learning
process, which is also reflected in the quality and variety of
their teaching.

3.4. Analysis of the Implementation of Continuous
Evaluation

We were interested in how teachers implement
continuous evaluation of pupils.

The respondents filled out a 3-step scale of frequency of
use of certain types of evaluation (1 meant often, 3 meant
never).

Table 3. Average values (x[)) of different types of evaluation

TYPES OF EVALUATION AX?EGSE
SUMMATIVE 1,03
DIAGNOSTIC 1,38
FORMATIVE 1,46

The results show that in practice summative evaluation,
carried out after the discussion of learning content, prevails.
Teachers can in this way successfully verify the quality of
their teaching and how well pupils memorized the new
learning content. Then follows a diagnostic evaluation
which "is performed at the beginning of teaching to
determine prior knowledge: its scope and structure" [2], and
after that formative evaluation that "takes place throughout
the process of teaching and learning" [22]. Continuous
examination was not statistically subject to any independent
variable.

4. Conclusions and Suggestions

Evaluation and assessment of students is always a delicate
and topical area of educational work which requires teachers’
detailed knowledge of its legality, accountability, propriety,
system, consistency and fairness.

As evaluation and assessment in the learning process are
very important and responsible steps for teachers, they
dictate researchers to discover, in context of empirical
research, conditions and guidelines to improve this area.
With this in mind we approached our own research.

On a representative sample of teachers who participated in
our study we found that:

*  The teachers assigned the greatest importance to these
two interconnected goals: "a teacher obtains feedback
for continuous monitoring of pupils’ progress" and

1.

"earners are provided with feedback on development
and progress".

In evaluation teachers among authentic forms most
commonly choose research, which is followed by
evaluation by means of experiment, interview, portfolio
and video. Among the alternative forms teachers
slightly more often choose simulation and projection.
The majority of teachers use summative evaluation, a
little less diagnostic and even less formative evaluation.

On this basis we derive the following guidelines:
In general, formative assessment takes place while
learning is still taking place so that instructors can
adjust their instruction to best meet the current
learning needs of their students. They are informal,
discrete and frequent, as often as every few minutes.
Examples of formative assessment include
discussion, interpretation of nonverbal cues, pre-tests,
summary writing, think—pair—share, and using
clickers or hand signals for class polls [24].
Consequently more attention should be paid to
monitoring the formative processes of learning and
achievements of each pupil, as presented in the
articles of the new Rules on knowledge assessment
and grading and students' progress to a higher class
standing in elementary schools from 2013 [28].
Furthermore, the Tridane, Belaaouad, Benmokhtar,
Gourja, Radid survey [26] on the impact of
formative assessment on the learning process showed
that formative assessment can help teachers to
anticipate the treatment of the students’ knowledge
gaps in advance, and change methods, if necessary, in
the course of learning process. On the other hand,
summative assessment may not reflect the level of
acquisition of the taught concepts. Therefore the
revision of assessment methods of the concepts
among learners is required.
In addition, since the boundaries between formative
and summative assessment of knowledge is
somewhat blurred, it is necessary to encourage the
students to be always critically involved in the
teacher's feedback. Harlen (cited in [33]), believes
that feedback is most effective in promoting learning
where students are involved in the process of
deciding on the next steps and not just passive
recipients of the teacher's assessment of their work.

Changing the practice of testing and assessment is a
lengthy process which requires from teachers
enormous effort, courage to try something new and to
actively change their own behavior and beliefs. In
Addition, Borstner [20] believes that teachers will be
able to effectively introduce changes to their teaching
if they are properly motivated, if there is clearly
defined theoretical basis, and if there are, in the
process of developmental work, appropriate
educational materials created that will support the
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introduction of innovations in teaching.The
Zabukovec survey [27] showed that teachers are
acquainted with more modern forms, but they use
traditional forms more often as they are easier to
execute and less time consuming. For this reason
within the framework of school expert groups or
training it is needed to give teachers the opportunity
to practice using authentic and alternative forms.

3. The planning of continuous evaluation is required
and the students have to be provided with timely
feedback on their development and progress in all
areas of work.

In conclusion, the undergraduate teacher education should,
in terms of knowledge evaluation and assessment, represent
a solid basis for further professional growth process.
Teachers’ education should not end with receiving a degree,
but, as stated by Kalin [14], the initial training should be
followed by the possibility of implementing the relevant
continuous education which is focused on different needs of
teachers’ professional growth, including reflective elements.
The curriculum reform in Slovenia with its own guidelines
requires a modified view on a teacher’s role [10]. This is
mainly reflected in the creation of opportunities for students
to build the knowledge and skills to successfully live and
work in modern society. If a teacher wants to implement this
new role, they have to acquire new knowledge and skills, and
begin to change their beliefs and implicit theories that are
associated with knowledge and influence the way they teach,
evaluate and assess [31]. Furthermore, Darling-Hammond &
Snyder [19] add that the demands of teaching more
challenging content to more diverse learners suggest a need
for teacher education that enables teachers to become more
sophisticated in their understanding of the effects of context
and learner variability on teaching and learning. Instead of
implementing set routines, teachers need to become ever
more skilful in their ability to evaluate teaching situations
and develop teaching responses that can be effective under
different circumstances.

New extensive literature, such as updated curricula,
provided guidelines for teachers based on curricular reforms,
and researches on evaluation and assessment give evidence
that school records, related to the assessment of knowledge,
comply with new approaches and guidelines in this area.
However, in practice a lot remains to be done.

With our research we found that teachers in Slovenian
primary schools are familiar with guidelines of
contemporary knowledge evaluation and assessment, but the
frequency of these forms in practice is differently
represented. The popularity of teaching the subject Social
Studies is a factor, in connection with which statistically
significant differences or trends show most frequently. From
this we can conclude that regardless of this factor requires all
teachers should be encouraged and motivated to introduce
new features and improvements to their work, because this is
how students, who should be constantly involved in the
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process of evaluation and assessment of knowledge, will
benefit most. Pupils should be able to demonstrate their
knowledge in different ways and in authentic problem
situations. Teachers should be offered opportunities for
further education, support by professionals and high-quality
professional literature, from which to draw ideas for their
work.
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