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Abstract

This paper intended to find out the frequency of using authentic assessment tools with regard to competencies acquisition among
the undergraduate science students. The study employed mixed method research approach with explanatory sequential design. The
target population for the study was 650 undergraduate science students in two Higher Education institutions in Tanzania. The
sample for the study involved 231 undergraduate science students who were selected by using stratified random sampling. Data
were collected by using questionnaire comprising closed ended questions and interview method. Findings of the study indicated
authentic assessment tools commonly used at the higher education institutions under study were portfolios, projects, seminar
presentations, fieldwork and practical work. The frequency of use varied from one tool to another; on one hand there were tools
which were used once per semester or once per year namely projects, fieldwork, and portfolios. On the other hand, authentic
assessment tools namely practical work and seminar presentations were found to be used once per week for the entire semester.
The study concludes that the frequency of using authentic assessment tools may determine competencies acquisition among the
undergraduate science students. Basing on the findings some of authentic assessment tools were frequently used though the use was
of summative nature leading to inadequate competencies acquisition among learners. The study recommends that the frequency of
using authentic assessment tools by instructors should base on formative basis rather than summative.
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1. Introduction

There has been an increasingly criticism by employers on the
competencies of graduates from Higher Education Institutions
(Abelha et al., 2020; Mutalemwa et al., 2020; Quansah et al., 2019;
Sarkar et al., 2020; Thambusamy et al., 2014). Employers namely
the government and private sectors on one hand are dissatisfied
with the competencies possessed by the graduates in relation to the
world of work (Sarkar et al., 2020; Thambusamy et al., 2014).

al., 2018). The criticism focuses on the nature of the courses
offered and the form of assessment used at higher education
institutions (Saher et al., 2022; Salema, 2017; Sanga, 2017). The
courses and the assessment in Higher Education Institutions (HEIS)
are considered not related to the labour market in terms of the
products produced and what is required (Ajjawi et al., 2020;
Quansah et al., 2019). The criticism from the stakeholders
mentioned lead to concerns not only on the quality of higher

They consider them to be incompetent in handling issues related to
their work. On the other hand graduates particularly the
undergraduate science students are not satisfied with the higher
education system in that they consider themselves unfit to the
world market (Fung, 2018; Thambusamy et al., 2014; Villarroel et

education but also the process involved in the learning in general.
Critics are raising issues which need answers in order to tell what
is wrong with higher education system leading to the graduates to
be considered inadequate in terms of professional competencies.
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The point of concern for addressing such criticisms focuses on the
frequency of using authentic assessment tools since it helps to tell
if students are ready for the professionalism (Wyatt-Smith et al.,
2022). Authentic assessment is defined as assessment which
demonstrates competencies that will be used in future work places
and involves using critical thinking or problem solving skills
(Schultz et al., 2022). It involves the following characteristics
namely the outcomes should be in the form of a performance,
involve realistic context, ensures transfer of knowledge, and
involves collaboration.

While some studies suggest the importance of authentic assessment
tools in assessing students’ mastery of the professional
competencies (Colthorpe et al., 2021; Mattison et al., 2020;
Swaffield, 2011; Zaim et al., 2017). Other studies suggest the role
of authentic assessment in enhancing 21% century employable
competencies such as collaboration, communication skills,
integrity and decision making (Akbari et al., 2022; Mohamed &
Lebar, 2017; Munandar et al., 2020; Pham et al., 2021; Villarroel et
al., 2018; Zakiah & Fajriadi, 2020). Likewise, some studies
consider effects of authentic assessment in learning (Karunanayaka
& Naidu, 2021; Parwati et al., 2019; Wayan Suastra & Ristiati,
2019); and perceptions of individuals towards the use of authentic
assessment (Gulikers et al., 2006; Imansyah et al., 2018; Schultz et
al., 2022). Studies cited so far tend to focus on the importance,
roles, perceptions and effects of authentic assessment tools to
students learning in HEIs. However, there is scanty literature on
the studies related to the frequency of using authentic assessment
tools in HEIls in relation to competencies acquisition among
undergraduate science students. The commonly used authentic
assessment tools in HEIs include portfolios, projects, fieldwork or
teaching practice, tutorials, seminars, practical work, and
exhibitions. Again, the frequency of use of each tool on weekly,
semester or annual basis is still unknown. Hence this study
intended to reveal the frequency of using authentic assessment
tools in relation to professional competencies acquisition.

2. Research Questions
The key research question was: How authentic assessment can be
used for improving competence acquisition among the
undergraduate Science students in Higher Education Institutions in
Tanzania?

3. Theoretical Framework

The study was guided by the Social Constructivist Learning
Theory (SCLT) which focuses on the acquisition of competence by
learners through construction. SCLT was introduced by Vygotsky
in 1978 (Liu & Chen, 2010; Molka-Danielsen, 2009; Pritchard &
Woollard, 2010). It emphasises the role of others and all forms of
social interaction in the process of constructing knowledge and
understanding (Pritchard & Woollard, 2010). It also stresses the
key role played by the environment and the interaction between
learners (Schcolnik et al., 2016). Social constructivists are
concerned with the acquisition of competencies by actively
constructing them through interaction between instructors, students
and the learning environment. According to Ashford-Rowe et al.
(2014), competence is perceived in terms of construction rather
than mastery of skills. This means that SCLT focuses on the
acquisition of competencies through construction rather than
passively receiving them from instructors. The theory has the
following key arguments;
e  Knowledge is socially and culturally constructed;

Learning is considered a social process;
Learning occurs when individuals are actively engaged
in learning; and

e  Environment plays a significant role towards learning.

The key aspect of the theory according to Vygotsky is the Zone of
Proximal Development (ZPD). This refers to a gap between the
actual developmental level as shown by the learner’s unaided
performance and his/her potential level as shown by performance
under adult guidance or in collaboration with more knowledgeable
others (Pritchard & Woollard, 2010). This theory calls for the
acquisition of competencies through the active involvement of
learners in the learning process with the support of the instructor as
a facilitator. It is concerned with deep understanding and higher-
level cognitive skills to be developed as a result of the learning
process (Shepard, 2000). In assessment, SCLT is concerned with
the active involvement of learners in the authentic assessment tasks
leading to the construction of competencies as they accomplish the
given tasks.

SCLT is important in conceptualising models of assessment which
support learning (Gipps, 1994; Shepard, 2000). SCLT is regarded
as a theory that focuses on alternative assessment (Huyen, 2017;
Shepard, 2000) differing from the Behaviourism Learning Theory
which focuses on the traditional paper-and-pencil assessment
(Shepard, 2000). SCLT has supported the establishment of
authentic assessment by shifting a ‘testing culture to a ‘learning
culture (Gipps, 1994). That being the case, HEIs are encouraged to
use assessments to improve students’ learning (Huyen, 2017). This
is so because HEIls prepare the human capital for various fields.
Thus, the use of authentic assessment is likely to help the students
to acquire the desired competencies.

The other implication is that course instructors in HEIs need to
strive for the students to be in a position to construct knowledge
(Jackson et al., 2001). HEIs have to prepare learners or graduates
with knowledge and skills and be able to use them in their real-life
situations beyond graduation. Knowledge is regarded as a social
product which results from the learning process (Shepard, 2000);
hence the learning environment in HEIs needs to enable the
learners to be in a position to construct knowledge. For knowledge
to be constructed by students; the SCLT calls for HEIs to use
authentic assessment which stresses knowledge construction.
Likewise, SCLT stresses the instructors in HELs to involve the
students in authentic tasks that lead to the construction of
knowledge reflecting real-life experiences (Huyen, 2017). It is
important therefore that the course instructors use authentic
assessment to measure the ability of individual students in
constructing knowledge and skills as they interact with the
environment in real-life situations as professionals in their world of
work.

4. Methodology

The study employed a mixed method research approach which
involved integrating both quantitative and qualitative data in a
single study in order to lead to comprehensive understanding of the
phenomenon under investigation (Creswell & Plano Clark, 2018).
The approach was used because is concerned with checking the
frequency of using authentic assessment and reasons for use in
terms of the individual undergraduate science students and
instructors. Explanatory sequential design was adopted since the
study focused on the use of qualitative data on reasons of using
authentic assessment tools in order to clarify issues on quantitative
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approach on the frequency of use. This design was suitable because
it begins with quantitative method followed by qualitative methods
designed to explain the quantitative findings in detail (Creswell,
2012). In this study the qualitative method was used to clarify the
frequency of use of the authentic assessment tools (quantitative
findings).

The target population for the study was instructors and third year
undergraduate science students specializing in biology and
chemistry subjects from the two HEIls in Tanzania. The sample
involved 231 third year undergraduate science students
specializing in two teaching subjects namely chemistry and
biology. Third year students are the finalists who undertake the
programme for Bachelor of Science with education that lasts for
three years. The sample from the undergraduate science students
was selected by using stratified random sampling as the concern
was to get representativeness in terms of gender. In addition, three
(3) instructors and six (6) undergraduate science students who were
purposeful selected were included in the study. The instructors
were selected basing on the area of specialization namely
chemistry, biology and education particularly curriculum and
instruction. While the undergraduate science students were selected
basing on the uniqueness of the responses from the questionnaire.

Questionnaire with close ended questions was used to collect data
from undergraduate science students on the frequency of using
authentic assessment. Questionnaire was used because it is flexible
and might collect objective information on the purpose of using
authentic assessment among the undergraduate science students
(Johnson & Christensen, 2014; Singh, 2006). Questionnaires,
however, have the tendency of yielding low rate of return if mailed
or posted. It was important, therefore, to ensure that they were
administered personally.

Semi-structured interview was used to collect data on the uses of
authentic assessment to three (3) instructors and six (6)
undergraduate science students. Interview was used in order to get
detailed explanation on how authentic assessment tools were used
in higher education institutions. However, interviews have some
weaknesses such as time consuming, open to interviewer bias
hence hard to achieve objectivity, and interviewee fatigue (Cohen
et al., 2007; Denscombe, 2010). These weaknesses were addressed
in this study by good planning in terms of time. Appointment was
made earlier with respondents to avoid time wastage and taking so
long for interview session.

5. Findings
The findings of the study revealed some of the authentic
assessment tools commonly used in the higher education under
study and the frequency of using such tools. The findings are
presented as follows;

5.1 The frequency of instructors using authentic
assessment tools
The concern was to find out the frequency of use of authentic
assessment tools namely portfolios, projects, practical work and
teaching practice. The findings are presented hereunder;

5.1.1The frequency of using projects by instructors
Project as one of the authentic assessment tools was reported by
students to have been used by instructors for competencies
acquisition. However, the frequency of use varied per semester, or
per year as shown in Figure 1.

7

Once per Once per  Not used at
semester year all

Figure 1: Frequency of using projects

The observations in Figure 1 shows that 30 percent indicated 30
percent used once per semester, 20 percent indicated once per year
and 50 percent indicated projects not used at all. This shows that
projects were not frequently used because most of the courses
minimally used them. One instructor from institution A insisted
that projects were used once per year in some courses. She said:
We also do projects once per year e.g. in the course of
pedagogical issues in mathematics by providing students
with work then they do investigation and are given time
to present then given some grades. Also are given tasks
of preparing or designing teaching and learning
materials in line with subjects presented and graded
accordingly (Instructor 1, Institution A, 8" April 2021).

The instructor from institution B insisted not providing projects at
all to the Bachelor of Science with Education students rather to
Bachelor of Science chemistry which was conducted once per three
years. The instructor said; “For BSC Chemistry they do projects
only in the last year that is final year of the study while BSC.ED

»

students do not do projects.

This implies that the frequency of using project in institution B was
minimal among the undergraduate science students. Projects not
being conducted as mentioned by the respondents might be the
reason for the quantitative findings in figure 1 indicating 50
percent did not use it at all. The responses from both instructors
and undergraduate science students were similar as they indicated
projects to be used once per semester and once per year in some
educational courses in institution A. Similarly, in institution B both
instructors and students (undergraduate science students) indicated
projects not used at all for the Bachelor of Science with Education
degree programme.

5.1.2The frequency of using portfolio by Instructors

Portfolios were reported by undergraduate science students to be
minimally used. The frequency of use varied per semester, year,
and not used at all as indicated in the Figure 2.

18%

\ . 22%

= Once per semester = Once per year
Not used at all

60%

Copyright © 2023 The Author(s): This work is licensed under a Attribution-NonCommercial 4.0 International (CC BY-NC 4.0) [Wib]
Corresponding author: Baraka Nyinge




Figure 2: Frequency of using portfolio

The observation in Figure 2 shows that 18 percent indicated
portfolios were used by instructors once per semester, 22 percent
indicated portfolios were used once per year, and 60 percent
indicated portfolios not used at all.

The findings imply that portfolios were not used at all in all
courses in Biology and Chemistry subjects. In educational courses
also portfolios were used in some of the courses such as teaching
methods and courses related with curriculum and teaching. This
shows the frequency of use to be minimal even in the courses
which used portfolios in that they were used either once per
semester or per year or not at all. The emphasis is made by one
student from institution who said; “Portfolios are used only in
some education courses such as CT 100, CT 107, and CT 108 once
per year. In other courses portfolios are not used”.

Another student from institution B on the frequency of using
portfolios B said; “When it comes to portfolios not very often used
it depends on the course it might be once per annum or twice per
annum”.

The respondents insist the same point on the frequency of using
portfolios either once per semester or once per year in some
education courses. With regard to the frequency of use of
portfolios in Biology and Chemistry courses; one instructor from
institution B indicated not to be used at all. She said;
....I rarely use portfolios in the Chemistry course | teach
because there are other tools | use such as practical
work and tutorials. They carry out practical work every
week for almost 15 weeks, so I don'’t see the need for me
using portfolios (Instructor 2, Institution, 4™ May, 2021).

This instructor in Chemistry courses had the similar views in terms
of frequency of use with other instructors in Biology courses;
We are using practical work, for example when teaching
entomology they go to the field and collect insects. I'm
using practical session as final product but on the way
they are involved in doing tasks. Projects are used
because the way they are writing might be similar to
project. Portfolio not used at all (Instructor 2, Institution
A, 8™ April 2021).

The findings from the undergraduate science students and
instructors were similar showing portfolios to be either used once
per semester or once per year in some education courses while in
Chemistry and Biology courses were not used at all. The findings
indicated portfolios not to be used in science subjects namely
Biology and Chemistry rather in some few courses in education.
This means the frequency of using portfolios in both institutions
‘A’ and ‘B’ under study was minimal. The reason provided by
instructors is that the nature of sciences courses does not require
the use of portfolios.

5.1.3 The frequency of using practical work by Instructors
Practical work as one of authentic assessment tools was reported
by undergraduate science students to be used accordingly. The
frequency of use was once per week for almost 15 weeks in a
semester as indicated in the Figure 3.

Percentage

Once per week

Figure 3: Frequency of using practical work

The observation in the Figure 3 indicates practical work to be used
once per week. It was found that practical work was used once per
week for the entire semester leading to several practical works
being carried out per semester. For example instructors indicated
practical work to be conducted each week both in Biology and
Chemistry, however, from undergraduate science students’
responses; practical work in Chemistry was found to be conducted
as a course once in the first year. There were nine practical carried
out in various chemistry areas such as organic chemistry, inorganic
chemistry, physical chemistry etc. This implies different practical
sessions were carried out per week in different chemistry fields in
contrast to Biology. In Chemistry when the practical work as per
findings was conducted then it was over (i.e. this had some
summative aspects). To insist on the conduction of practical once
for each field in Chemistry, an instructor from institution ‘A’
stressed the following;

... We do conduct practical work to our students every
week whereby they are given manuals to be used in
carrying out practical work. So we allow them to study
manuals then allow them to do practical by using the
manuals once per week. After carrying out practical they
have to write the report for grading purpose. This is
done once per each week in a semester (Instructor 3,
Institution A, 8" April 2021).

Another instructor from institution ‘B’ insisted on the use of
practical work on weekly basis as follows;
For BSCED students they do practical work every week
in the lab the experiments will be set they collect data
and write the report, averagely out of 15 weeks of the
semester we are going to have eight practical. There are
3 hours per week for practical work that requires
students to be in the laboratory for such task (Instructor
2, Institution B, 4™ May 2021).

Similar response was provided by the instructor in Biology from
the same institution. He insisted that each course had a theory part
and practical part conducted once per week in contrast to chemistry
which had only one practical course per semester with different
sessions per week. So the frequency of practical is that they were
conducted once per week throughout the semester for both biology
and chemistry subjects. This means the frequency of using
practical was good as per each week one practical work was
conducted in both institutions. On the side of the undergraduate
science students; the response on the frequency of use was as per
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the findings presented. One of the undergraduate science students
at institution ‘A’ commented;
Here at our campus practical sessions are carried once
in Chemistry —for first year. May | start with practical,
each year practical is conducted once — nine practical or
experiments per year. In case of Biology each course has
a practical to be conducted on weekly basis followed by
report writing (Student 1, Institution A, 9™ April 2021).

From the responses it may be evidenced that the practical work for
each field was done once then after report writing the grading
followed. The frequency of conducting practical was per each
week, however, the way were used was for grading purpose rather
than improvement of learning.
In biology; practical works were carried out for each course linking
the theoretical part covered in lectures with the actual practical in
the field or laboratories. In biology also practical work were
conducted on weekly basis though for separate courses.
The respondents from institution ‘B’ had similar views on the
frequency of use of authentic assessment tools as presented by one
of the undergraduate science student respondent;
....so the frequency of usage as | said before practical
are conducted every week it depends if is chemistry this
week next week might be biology but biology practical
are having specific practical; when it comes to portfolios
not very often depends on the course it might be once per
annum or twice per annum. Teaching practice is
conducted once per annum for first and second year
students. For projects conduction is zero I'm confident to
say so (Student 1, Institution B, 20™ April, 2021).

The responses from both instructors and students were similar.
They indicated that practical work was conducted on weekly basis
for both biology and chemistry though in biology each course had
its practical work while in chemistry there was only one practical
course with several practical works.

5.1.4 Frequency of using teaching practice by Instructors
Frequency of using teaching practice was once per year for first
and second year undergraduate science students. It was reported
that the frequency of use was once per year conducted at the end of
the second semester as indicated in the Figure 4.

100%

Percentage

Once per year

Figure 4: Frequency of using teaching practice

The findings indicated that 100 percent showed teaching practice
to be used once per year. The respondents indicated that the

frequency of use of teaching practice was once per year. It was
carried once per year after the end of second semester for the first
and second year undergraduate science students. Findings indicated
similar views among respondents concerning the frequency of
teaching practice. For example in support on the frequency of use
of teaching practice once per year; one instructor from institution A
said; “Teaching practice is done once per year for those students
taking BSC. Education and they do it in the first and second year”.

The findings from instructors and undergraduate science students
were similar. This may be evidenced from the response of one of
the undergraduate science students who said; “Teaching practice is
conducted once per annum for first and second year students”.

The findings indicated that teaching practice was used only once
per year for the first year and second year undergraduate science
students. This means the frequency of using teaching practice for
both institution A and B was the same as per responses.

6. Discussion of the findings

Basing on the findings; the frequency of use of authentic
assessment varied depending on the authentic assessment tool. The
variation on the frequency of use was once per week for practical,
once per semester or year for project and portfolios, and once per
year for the teaching practice. The findings on the variation in
terms of frequency of use converge with the findings by M. Al-
Zoubi (2019) in Jordan who found authentic assessment tools to be
used in varying degrees basing on the nature of the task in
question. However, the findings indicated some of the authentic
assessment tools to be minimally used because the focus was on
summative basis. This means that the authentic assessment tools
were used only once at the end of learning unit for the sake of
measuring learning achievement among learners. The findings are
in line with the findings by Yiksel and Gundiiz (2017) in Turkey
who found authentic assessment tools to be dominantly used for
summative purpose. They were used for the sake of measuring
learners’ achievement rather than improvement. The variation in
the use of authentic assessment tools with more emphasis on
summative use might have effect in terms of competencies
acquisition among the undergraduate science students. They might
not have acquired the stipulated competencies through assessment.
For example, Ishaq et al. (2020) in Pakistan support the point on
the weaknesses of summative assessment by pointing out that it
may not enhance students growth in terms of competence. This
means the frequency of use may have positive influence in the
learning process hence competencies acquisition.

The frequency of using authentic assessment as per findings
indicated variations from one tool to the other. For example,
portfolios were found to be used minimally in some education
courses once per semester and once per year depending on the
nature of the course. Majority of the respondents, however,
indicated portfolios were not used at all in science courses. This
means the frequency of use with regard to portfolios was minimal
even in some educational courses which found to be using them.
The findings concur with the findings by Clarke and Boud (2018)
and Klenowski et al. (2006) who indicated portfolios to be used
minimally on summative basis. Likewise, Halig and Sakaria (2019)
in Indonesia indicated that portfolios were used for both formative
and summative purpose leading to moderate use in terms of
frequency. This is because they were used for the sake of
improving learning and for measuring learning among learners.
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Studies indicate the frequent use of portfolios to lead to
enhancement in learning which in turn may lead to the acquisition
of competencies among learners (Halig & Sakaria, 2019; Holisah
& Umam, 2021). Contrary to the findings of this study, Handel et
al. (2020) found portfolios to be used frequently on weekly basis.
They indicated that students who were exposed on the use of
portfolios on weekly basis outperformed those who did not use
portfolios on weekly basis. This implies that the frequent use of
portfolios had positive effects. Furthermore, Tseng and Yeh (2019)
in Taiwan supported the views on frequency of use of authentic
assessment by claiming that; as the number of times on how the
authentic assessment tools are used increases so does the
competencies among learners. The exposure or frequency of use of
authentic assessment tools may in one way or another motivate the
undergraduate science students in the learning process which in
turn may lead to competence acquisition (Mintah, 2003).

In case of frequency of using projects the findings indicated to be
used once per semester and once per year depending on the nature
of the course. For example, in some zoology courses such as
entomology projects were used once per semester. Similarly in
some educational courses such as pedagogical methods in science
and mathematics were used once per semester. The frequency of
use indicating once per year based on the research project which
was carried once at the end of three years in chemistry. The
findings are in line with some studies that indicate the positive
influence of the frequency of using projects to the enhancement in
acquisition of competencies. For example, Harris (2014) and
Mahasneh and Alwan (2018) indicated the frequent use of projects
to lead to the acquisition of competencies among learners.
Teaching practice was found to be used once per year in the first
and second year of study. The frequency of use was therefore once
per year as the undergraduate science students were engaged in the
teaching practice exercise only once per year. The findings concur
with the findings by Amankwah et al. (2017) in Ghana; Kihwele
and Mtandi (2020); Mahende and Mabula (2014); and Mungure
(2016) in Tanzania who indicated teaching practice to be used once
per year. In terms of competencies acquisition among learners;
depend on how teaching practice is carried out. This means the
concern is on the frequency of use and the way is carried out.

Furthermore, the agreement views of respondents on the frequency

of using these authentic assessment tools by instructors indicate
that for them to acquire the relevant competencies in the world of
teaching profession (Morley & Jamil, 2021) the frequency of use
matters. This is due to the fact that the frequency of use might
indicate if they are used as part of supporting learning or as a tool
of certifying learning. The authentic assessment tool may be used
for the sake of grading or may be used for the sake of improving
the learning process. However, for authentic assessment to lead to
the competencies acquisition among the undergraduate science
students; the frequency of use should focus on formative basis
(Petty, 2009). This is because it might determine the exposure and
effort put by learners in the process of learning (M. Al-Zoubi,
2019). The frequency of using authentic assessment tools might
determine on one hand not only the time spend in doing the tasks
but the efforts used by learners. On the other hand the frequency of
using authentic assessment tools determines the learning involved
which leads to the competencies acquisition among the
undergraduate science students (Petty, 2009).

The study findings show that the frequency of using authentic
assessment enables the undergraduate science students to

demonstrate the teaching professional competencies (Dahlback et
al., 2020). This implies that if authentic assessment tools are used
summatively, the number of times or frequency might not be
adequate enough hence leading to inadequate competencies among
them. From the findings, the frequency of using authentic
assessment tools was not good enough due to some challenges
involved (Manville et al., 2022; Sabri et al., 2019). That being the
case the criticism from stake holders might still persist as the
authentic assessment which is considered as an answer; is not
adequately used rather they rely on traditional paper and pen tests.
This statement is supported by Mkimbili and Kitta (2019) and
Sewagegn and Diale (2020) who argue that some institutions do
dominantly use traditional paper and pencil tests to assess learners
rather than authentic assessment on formative basis. Similarly,
Ozan (2019) comments that the frequency of using authentic
assessment tools increases academic achievement among learners
which in turn leads to competencies acquisition. However, from
the findings the frequency of using authentic assessment is not
good enough which might justify the criticism by the education
stakeholders on the inadequacy of competencies among graduates.

7. Conclusions

The findings of the study indicated the use of authentic assessment
tools vary per week, semester, and/or year depending on the nature
of the course. The authentic assessment tools which were
commonly used at the institutions under study included portfolio,
project, practical work and fieldwork. Among the tools of authentic
assessment used; the frequency of use varied depending on the
field or course of study. For example, portfolios were minimally
used in some of the education courses, projects were minimally
used in both education courses and science courses, while practical
work was used once per week in science courses namely biology
and chemistry. Despite such variation, the frequency of use
indicated the use of such authentic assessment tools to base on
summative basis rather than on formative basis. The summative
use of the authentic assessment tools might not lead to competence
acquisition as expected since the exposure and emphasis of the
learning might be minimal.

Disclosure statement
There is no conflict of interest in this paper

Funding

There is no any financial support in this work. It is private funded.

References

1. Abelha, M., Fernandes, S., Mesquita, D., Seabra, F., &
Ferreira-Oliveira, A. T. (2020). Graduate employability and
competence development in higher education-A systematic
literature review using PRISMA. Sustainability (Switzerland),
12(15), 5900. https://doi.org/10.3390/SU12155900
Ajjawi, R., Tai, J., Huu Nghia, T. Le, Boud, D., Johnson, L.,
& Patrick, C. J. (2020). Aligning assessment with the needs of
work-integrated learning: the challenges of authentic
assessment in a complex context. Assessment and Evaluation
in Higher Education, 45(2), 304-316.
https://doi.org/10.1080/02602938.2019.1639613
Akbari, M., Nguyen, H. M., McClelland, R., & Van Houdt, K.
(2022). Design, implementation and academic perspectives on
authentic assessment for applied business higher education in
a top performing Asian economy. Education and Training,
64(1), 69-88. https://doi.org/10.1108/ET-04-2021-0121
Amankwah, F., Oti-Agyen, P., & Kwame Sam, F. (2017).
Perception of pre-service teachers towards the teaching

Copyright © 2023 The Author(s): This work is licensed under a Attribution-NonCommercial 4.0 International (CC BY-NC 4.0) WL
Corresponding author: Baraka Nyinge




practice programme in college of Technology Education,
University of Education, Winneba. Journal of Education and
Practice, 8(4), 13-20.

Ashford-Rowe, K., Herrington, J., & Brown, C. (2014).
Establishing the critical elements that determine authentic
assessment. Assessment and Evaluation in Higher Education,
39(2), 205-222.
https://doi.org/10.1080/02602938.2013.819566

Clarke, J. L., & Boud, D. (2018). Refocusing portfolio
assessment: Curating for feedback and portrayal. Innovations
in Education and Teaching International, 55(4), 479-486.
https://doi.org/10.1080/14703297.2016.1250664

Cohen, L., Manion, L., & Morrison, K. (2007). Research
methods in education. Routledge.

Colthorpe, K., Gray, H., Ainscough, L., & Ernst, H. (2021).
Drivers for authenticity: student approaches and responses to
an authentic assessment task. Assessment and Evaluation in
Higher Education, 46(7), 995-1007.
https://doi.org/10.1080/02602938.2020.1845298

Creswell, J. . (2012). Educational research: Planning,
conducting and evaluating quantitative and qualitative
research (4th ed.). Pearson.

. Creswell, J. W., & Plano Clark, V. L. (2018). Designing and
Conducting Mixed Methods Research. In Designing and
conducting mixed methods research approach (3rd ed.).
SAGE.

Dahlback, J., Olstad, H. B., Sylte, A. L., & Wolden, A. C.
(2020). The importance of authentic workplace-based
assessment: A study from VET teacher education.
International Journal for Research in Vocational Education
and Training, 7(3), 302-324.
https://doi.org/10.13152/ijrvet.7.3.3

Denscombe, M. (2010). The good research guide for small-
scale social research projects (4th ed.). McGraw-Hill.

Fung, D. (2018). Connected Curriculum for Higher
Education. In Connected Curriculum for Higher Education.
UCL Press. https://doi.org/10.2307/j.cttlgnw8nf

. Gipps, C. V. (1994). Beyond testing: Towards a theory of
educational assessment. The Falmer Press.

. Gulikers, J., Bastiaens, T., & Kirschner, P. (2006). Authentic
assessment, student and teacher perceptions: The practical
value of the five-dimensional framework. Journal of
Vocational Education and Training, 58(3), 337-357.
https://doi.org/10.1080/13636820600955443

Haliq, A., & Sakaria, S. (2019). Authentic Assessment:
Portfolio-Based Assessment in Literacy Learning in
Indonesian Schools. Tamaddun, 18(2), 53-61.
https://doi.org/10.33096/tamaddun.v18i2.67

Héndel, M., Wimmer, B., & Ziegler, A. (2020). E-portfolio
use and its effects on exam performance-a field study. Studies
in Higher Education, 45(2), 258-270.
https://doi.org/10.1080/03075079.2018.1510388

Harris, M. J. (2014). The challenges of implementing project-
based learning in middle schools [University of Pittsburgh,
Pennsylvania]. In ProQuest Dissertations and Theses.
http://proxy.cc.uic.edu/login?url=https://search.proquest.com/
docview/1666828757?accountid=14552%0Ahttp://hz9pj6feat.
search.serialssolutions.com?ctx_ver=239.88-
2004&ctx_enc=info:ofi/enc:UTF-
8&rfr_id=info:sid/ProQuest+Dissertations+%26+Theses+A%
261&rft_val

Holisah, F., & Umam, A. (2021). Portfolio as an effort for
implementing authentic assessment in english writing
classroom. Bogor English Student And Teacher (BEST)
Conference, 7-13. http://pkm.uika-
bogor.ac.id/index.php/best/article/view/1111

Huyen, T. T. (2017). Authentic assessment in pedagogy-
related modules in teacher education : Vietnamese student
teachers ’ perspective (Issue May). University of East Anglia,
Vietnam.

37.

Imansyah, I., Utama, I. M. P., & Sumarni, B. (2018). An
Analysis on the EFL Teachers’ Perception about Authentic
Assessment. VELES Voices of English Language Education
Society, 2(2). https://doi.org/10.29408/veles.v2i2.845

Ishag, K., Rana, A. M. K., & Zin, N. A. M. (2020). Exploring
Summative Assessment and Effects: Primary to Higher
Education. Bulletin of Education and Research, 42(3), 23-50.

. Jackson, R., Kim, B., By, V., Karp, J., Patrick, E., & Thrower,

A. (2001). Emerging perspectives on learning, teaching, and
technology. Review of Social Constructivism.
http://www.coe.uga.edu/epltt/Social Constructivism.htm

. Johnson, R. B., & Christensen, L. (2014). Educational

research: Quantitative, qualitative, and mixed approaches
(5th ed.). SAGE Publication.

Karunanayaka, S. P., & Naidu, S. (2021). Impacts of authentic
assessment on the development of graduate attributes.
Distance Education, 42(2), 231-252.
https://doi.org/10.1080/01587919.2021.1920206

Kihwele, E. J.,, & Mtandi, R. (2020). Impact of Teaching
Practice on Pre-Service Teachers’ Pedagogical Competencies
in Tanzania. East African Journal of Education and Social
Sciences, 1(2), 101-111.
https://doi.org/10.46606/https://doi.org/10.46606/eajess2020v
01i01.0011

Klenowski, V., Askew, S., & Carnell, E. (2006). Portfolios for
learning, assessment and professional development in higher
education. Assessment and Evaluation in Higher Education,
31(3), 267-286. https://doi.org/10.1080/02602930500352816
Liu, C. ., & Chen, I. (2010). Evolution of constructivism.
Contemporary Issues in Education Research, 3(4).

M. Al-Zoubi, D. S. (2019). Classroom Authentic Assessment
Strategies and Tools used by English Language Teachers in
Jordan. International Journal of Language & Linguistics,
6(4), 34-43. https://doi.org/10.30845/ijll.v6n4p5

Mahasneh, A. M., & Alwan, A. F. (2018). The effect of
project-based learning on student teacher self-efficacy and
achievement. International Journal of Instruction, 11(3), 511—
524. https://doi.org/10.12973/iji.2018.11335a

Mahende, G. A., & Mabula, N. (2014). Is teaching practice
for grading or improvement ? Examining s tudent teachers ’
perception and experience at the University of Dar es salaam,
Tanzania. African Educational Research Journal, 2(1), 1-11.
Manville, G., Donald, W. E., & Eves, A. (2022). Can
embedding authentic assessment into the curriculum enhance
the employability of business school students? GiLE Journal
of Skills Development, 2(2), 73-87.
https://doi.org/10.52398/gjsd.2022.v2.i2.pp73-87

Mattison, K. M., Schroeder, H., Sculthorp, S. L., & Zacharias,
J. (2020). A Return to Doing: How Authentic Assessment
Changes Higher Education. In Learning and Performance
Assessment:  Concepts, Methodologies, Tools, and
Applications (pp. 67-89). IGI Global.
https://doi.org/10.4018/978-1-7998-0420-8.CH004

Mintah, J. K. (2003). Authentic assessment in physical
education: Prevalence of use and perceived impact on
students’ self-concept, motivation, and skill achievement.
Measurement in Physical Education and Exercise Science,
7(3), 161-174.
https://doi.org/10.1207/S15327841MPEEQ703_03

Mkimbili, S., & Kitta, S. K. R. (2019). The Rationale of
Continuous Assessment for Development of Competencies in
Tanzania Secondary Schools. Advanced Journal of Social
Science, 6(1), 64-70. https://doi.org/10.21467/ajss.6.1.64-70
Mohamed, R., & Lebar, O. (2017). Authentic Assessment in
Assessing Higher Order Thinking Skills. International
Journal of Academic Research in Business and Social
Sciences, 7(2), 466.
www.hrmars.comurl:http://dx.doi.org/10.6007/IJARBSS/v7-
i2/2021

Molka-Danielsen, J. (2009). The new learning and teaching

Copyright © 2023 The Author(s): This work is licensed under a Attribution-NonCommercial 4.0 International (CC BY-NC 4.0)
Corresponding author: Baraka Nyinge




environment. In Learning and teaching in the virtual world of
second life. Tapir Academic Press.

Munandar, A., Maryani, E., Rohmat, D., & Ruhimat, M.
(2020). Establishing the profesionalism of geography teacher
through authentic assessment field study. International
Journal of Instruction, 13(2), 797-818.
https://doi.org/10.29333/iji.2020.13254a

Mungure, D. M. (2016). An exploration of the preparation and
organization of teaching practice exercise to prospective
science and mathematics teachers toward improving teaching
profession at Morogoro Teachers’ College. Journal of
Education and Practice, 7(33), 212-220.

Mutalemwa, D., Utouh, H., & Msuya, N. (2020). Soft Skills
as a Problem and a Purpose for Tanzanian Industry: Views of
Graduates. Economic Insights — Trends and Challenges, 9(4),
45-64.

. Ozan, C. (2019). The effect of authentic assessment on
academic achievement and attitude towards educational
measurement and opinions of prospective teachers.
International Journal of Evaluation and Research in
Education, 8(2), 299-312.
https://doi.org/10.11591/ijere.v8i2.18564

Parwati, N. W., Suarni, N. K., Suastra, I. W., & Adnyana, P.
B. (2019). The effect of project based learning and authentic
assessment on students’ natural science learning outcome by
controlling critical thinking skill. Journal of Physics:
Conference Series, 1318(1). https://doi.org/10.1088/1742-
6596/1318/1/012096

Petty, G. (2009). Teaching today: A practical guide (4th ed.).
Nelson Thornes.

Pham, H., Thanh, B. N., Nguyen, T. V. H., & Upasana, J.
(2021). The Effectiveness of Authentic Assessments during
COVID-19. Online Teaching and Learning in Higher
Education during COVID-19, 69-78.
https://doi.org/10.4324/9781003125921-7

Pritchard, A., & Woollard, J. (2010). Psychology for the
classroom: Constructivism and social learning. Routledge.

. Quansah, F., Ankoma-sey, V. R., & Asamoah, D. (2019). The
Gap between the Academia and Industry: Perspectives of
University Graduates in Ghana. International Journal of
Education and Research, 7(3), 63-72.
http://ijern.com/journal/2019/March-2019/05.pdf

. Sabri, M., Retnawati, H., & Fitriatunisyah. (2019). The
implementation of authentic assessment in mathematics
learning. Journal of Physics: Conference Series, 1200(1).
https://doi.org/10.1088/1742-6596/1200/1/012006

. Saher, A. S, Ali, A. M. J., Amani, D., & Najwan, F. (2022).
Traditional Versus Authentic Assessments in Higher
Education. Pegem Egitim ve Ogretim Dergisi, 12(1), 283—
291. https://doi.org/10.47750/pegegog.12.01.29

. Salema, V. (2017). Assessment practices in secondary schools
in Kilimanjaro Region, Tanzania; A gap between theory and
practice. European Journal of Education Studies, 3(2), 130-
142. https://doi.org/10.5281/zenodo.248668

. Sanga, P. L. (2017). Implications of teacher educators’
practices in assessment for student learning in Tanzania.
Makerere Journal of Higher Education, 8(1), 3.
https://doi.org/10.4314/majohe.v8il.1

. Sarkar, M., Overton, T., Thompson, C. D., & Rayner, G.
(2020). Academics’ perspectives of the teaching and
development of generic employability skills in science
curricula. Higher Education Research and Development,
39(2), 346-361.
https://doi.org/10.1080/07294360.2019.1664998

. Schcolnik, M., Kol, S., & Abarbanel, J. (2016).
Constructivism in theory and in practice. English Teaching
Forum, 44(4), 12-20.
http://files.eric.ed.gov/fulltext/EJ1107896.pdf

. Schultz, M., Young, K., K. Gunning, T., & Harvey, M. L.
(2022). Defining and measuring authentic assessment: a case

study in the context of tertiary science. Assessment and
Evaluation in  Higher  Education, 47(1), 77-94.
https://doi.org/10.1080/02602938.2021.1887811

. Sewagegn, A. A., & Diale, B. M. (2020). Authentic

Assessment as a Tool to Enhance Student Learning in a
Higher Education Institution. In G. Dettori, M. Giglio, M.
Ivanova, V. Kalkina, & S. Vaananen (Eds.), Assessment,
testing, and measurement in global higher education (pp.
256-271). IGI Global Publisher. https://doi.org/10.4018/978-
1-7998-2314-8.ch013

. Shepard, L. A. (2000). The Role of Assessment in a Learning

Culture. Educational Researcher, 29(7), 4-14.
https://doi.org/10.3102/0013189X029007004

. Singh, Y. K. (2006). Fundamental of research methodology

and statistics. New Age International (P) Limited Publishers.

. Swaffield, S. (2011). Getting to the heart of authentic

Assessment for Learning. Assessment in Education:
Principles, Policy and Practice, 18(4), 433-449.
https://doi.org/10.1080/0969594X.2011.582838

. Thambusamy, R. X., Singh, P., & Ramly, M. A. (2014). Fit or

Unfit? Perspectives of Employers and University Instructors
of Graduates’ Generic Skills. Procedia - Social and
Behavioral Sciences, 123, 315-324.
https://doi.org/10.1016/j.shspro.2014.01.1429

. Tseng, S. S., & Yeh, H. C. (2019). International Forum of

s

Educational Technology & Society Fostering EFL teachers
CALL Competencies. International Forum of Educational
Technology & Society, 22(1), 94-105.

. Villarroel, V., Bloxham, S., Bruna, D., Bruna, C., & Herrera-

Seda, C. (2018). Authentic assessment: creating a blueprint
for course design. Assessment and Evaluation in Higher
Education, 43(5), 840-854.
https://doi.org/10.1080/02602938.2017.1412396

. Wayan Suastra, I, & Ristiati, N. P. (2019). Developing

Critical Thinking, Scientific Attitude, and Self-efficacy in
Students through Project Based Learning and Authentic
Assessment in Science Teaching at Junior High School.
Journal of Physics: Conference  Series, 1233(1).
https://doi.org/10.1088/1742-6596/1233/1/012087

. Wyatt-Smith, C., Adie, L., Haynes, M., & Day, C. (2022).

How do we know that teacher graduates are ready for
professional practice?: Designing an assessment for evidence
of readiness. In Professionalizing Teacher Education:
Performance Assessment, Standards, Moderation, and
Evidence. Taylor and Francis Inc.
https://doi.org/10.4324/9780429318504-5

. Yuksel, H. S., & Giindiz, N. (2017). Formative and

Summative Assessment in Higher Education: Opinions and
Practices of Instructors. Tojet - The Turkish Online Journal of
Educational Technology, 3(8), 336-356.

. Zaim, M., Mukhaiyar, M., & Syahriati, M. (2017). The Need

for Authentic Assessment for Speaking Skills at Junior High
School. https://doi.org/10.2991/iselt-17.2017.18

. Zakiah, N. E., & Fajriadi, D. (2020). Management of

authentic assessment in mathematics lessons to develop 4C
skills. Journal of Physics: Conference Series, 1613(1),
012050. https://doi.org/10.1088/1742-6596/1613/1/012050

Copyright © 2023 The Author(s): This work is licensed under a Attribution-NonCommercial 4.0 International (CC BY-NC 4.0) Wil
Corresponding author: Baraka Nyinge




