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Assessment for learning practice and learning improvement are the two vital 
variables in this study. This article explores primary school teachers’ assessments 
for learning practices for student learning improvement. The participants (n = 242) 
were selected through a cluster random sampling techniques for a questionnaire 
survey from the target primary schools to meet the research objective of this study. 
Among the total participants 15 teachers for an in-depth interview, and five for 
informal conversations were randomly selected through purposive sampling. The 
data collected through closed-ended questionnaire were analyzed using mean, 
standard deviation, analysis of variance and post-hoc methods. To analyze the 
qualitative data acquired through interview and informal conversation, thematic 
verbal descriptions were employed. Conversely, the findings indicated that the 
primary school teachers had highly positive classroom environments practice, 
moderate positive learning intentions and success, feedback in assessment 
practices, and self- and peer-assessment practices toward learning assessment. 
Although, the findings from the quantitative data showed that the primary school 
teachers had high and moderate assessments for learning practice, the interviews 
revealed that they had low confidence in learning practice assessments owing to 
challenges faced during practice. These overall challenges relate to transparency, 
experience, training, school problems, and preference reliance. Finally, based 
on the study’s implications, recommendations are made for future directions 
of studies that will allow better comprehension of the assessment for learning 
practice in relation to the students’ learning improvement.
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1. Introduction

Teachers find it challenging to achieve student learning improvement without effective 
assessment for learning practice at all levels of educational settings. According to Hargreaves 
(2005) and Kangaslampi et al. (2022), assessment as part of classroom activities is a fundamental 
improvement to promote learning and achievement. If this is the case, then assessment for 
learning is essential for enhancing students’ learning improvement. Improvement is the 
progress made when learners know and understand what they need to do to improve and are 
given time to take the necessary action to improve their learning process. Recent trends in 
educational assessment studies (Black and Wiliam, 2006, 2009; Bordoh et al., 2015; Sintayehu, 
2016; Carless and Boud, 2018) indicated that assessment for learning has a significant impact 
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in enhancing students’ learning progress, in both sides positively and 
negatively. According to the Lysaght et al. (2017) study, assessment 
for learning diagnose and identify students’ learning needs and assist 
throughout the educational system in a cycle of ongoing 
improvement. For this purpose, teachers’ assessment literacy is 
critical for advancing classroom teaching and learning (Pattalitan, 
2016; Winarso, 2018; Gebremariam and Gedamu, 2022). Since 
students’ learning is measured by assessment tasks, the teachers’ 
primary focus could be  on the investigation of assessment for 
learning knowledge and practice (Brown and Abeywickrama, 2010). 
In addition, Sultana (2019) identified on teachers’ assessment 
knowledge, assessment methods, and feedback provision of 
classroom assessment tasks are interested elements of teachers’ 
assessment literacy. As a result, teachers are expected to be aware the 
various faces of assessment methods; assessment of learning and 
assessment for learning to facilitate an appropriate assessment 
approaches that can improve the effective future of learning progress 
(Molloy et al., 2020; Hussain et al., 2021).

Although primary school teachers’ assessment for learning 
practice is believed to be  important for instruction, learning, and 
teaching improvement, studies (Popham, 2017; Hussain et al., 2021; 
Yan and Pastore, 2022) have shown that teachers regard the assessment 
for learning in daily classroom practice as critical for students’ learning 
improvement From this perspective, assessing the learning practices 
of the study area, particularly the targeted primary schools in the 
Gamo Zone, requires intensive exploration to gain deeper insights. In 
light of practices, this can be accounted for as an input to improve 
educational quality and resilience construction. Most teachers who 
enrolled in primary schools teaching and participated in this study 
were expected at least to have diplomas from public and private 
colleges. To this end, the current study aimed to explore whether 
primary school teachers have assessment practices for learning. To 
attain this research objective, two basic research questions that led to 
such attainments were set as follows.

 1. What seem primary school teachers’ practices of assessment for 
learning for students’ learning improvement?

 2. Are there any potential challenges that hinder the practice of 
assessment for learning?

Besides, the study findings will direct the assessment for learning 
practices in the actual learning progress reliance among primary 
school teachers by identifying the sustainability in practice and 
underlying the potential challenges at the grassroots level.

2. Conceptual frameworks on 
assessment for learning practice for 
learning improvement

Several theories, models, and conceptual frameworks have been 
employed to investigate learning assessment considering a student-
centered learning approach. This study systematically presents 
essential models and conceptual frameworks that would serve as a 
base for exploring the assessment of learning practice and its 
sustainability for students’ learning improvement per the envisioned 
objective. The models and conceptual frameworks are critical in 
revealing state-of-the-art exploration, where the basic research process 

is conceptually linked with the findings indicating its 
empirical insights.

2.1. Assessment for learning practice

Assessment for learning has been characterized as not test but as 
a way of learning progress (Serin, 2015; Subheesh and Sethy, 2020). 
Assessment is used to aid improving educational goals in development 
especially it is connected to help the students’ learning progress during 
their school learning journey. Birenbaum et  al. (2015), Black and 
William (1998) and Hailay (2017) described that students and teachers 
may use the information gained through assessment practice to 
determine their learning and teaching progress. In addition, teachers 
are expected to gain information about the learning progress of 
students as well as their teaching process (Kangaslampi et al., 2022; 
Yan and Carless, 2022) and ensure the students’ learning improvement 
by students’ involvement in self- and peer-assessment, portfolios, 
conferencing, and student-centered activities in general (Lysaght et al., 
2017; Boud and Dawson, 2021).

Besides, according to Boud and Dawson (2021), Gebremariam 
and Gedamu (2022), Hailay (2017), and Teshome (2016) in the 
educational system in Ethiopia teachers’ assessment for learning 
practices seems too questionable. From the assessment for learning 
practice expected to ensure the students’ learning improvement 
through day to day classroom practice (Bordoh et al., 2015; Popham, 
2017; Mussawy et al., 2021; Yan and Pastore, 2022). This implies that 
assessment is used as a means of learning progress for improvement 
(Molloy et al., 2020; Hussain et al., 2021). Similarly, assessment in 
general is a process for obtaining information to make decisions about 
students learning progress, teachers teaching approaches and out of 
the class educational matters, and in particular, assessment for 
learning is also being considered as an ingredient condiment in 
improving the quality of learning outcomes. To sum up, assessment 
for learning practice is deals about the implementation of assessment 
for learning principles that included under the constructivist and 
social constructivist theories (Birenbaum et al., 2015; Yan and Pastore, 
2022). This employs the practices of such assessments for the purpose 
of individual learning development; for example, self- and peer- 
assessment, formative and diagnostic assessments and applying 
feedback progress as well as pedagogic style, student-teacher 
interaction, self-reflection, internal motivation and different ways of 
assessment practices (Maclellan, 2017). This type of assessment is 
conducted to learn with mastery of educational goals in mind (Lysaght 
et al., 2017).

2.2. Theories of learning improvement

Teachers’ perspectives on the assessment of learning practice may 
be on the right track for measuring long-term learning improvement. 
According to Maclellan (2017), learning is a new experience 
established by students’ own continuous efforts. It is impossible to 
assess students’ current competency unless the learning progress is 
accompanied by genuine practices based on theories of constructivism 
or social constructivism (Boud et al., 2018; Kangaslampi et al., 2022). 
According to Farrel (2017), meaningful assessments cannot 
be separated from learning and teaching. Teachers use these standards 
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to weigh their own educational approaches and the teaching and 
learning implementation processes. Students evaluate their own and 
their peers’ learning abilities and provide feedback (Boud et al., 2018; 
Winarso, 2018; Brown et al., 2019; Capan et al., 2020). Students are 
expected to adopt a problem-solving approach to their learning 
(Crisp, 2012; Boud and Dawson, 2021; Monteiro et  al., 2021). 
Conversely, teachers must have pedagogical, content conception, and 
application skills in addition to evaluating learning activities 
(Desalegn, 2014; Hailay, 2017; Carless and Boud, 2018; Hussain et al., 
2021). There is a need for training that allows teachers and students to 
compare their perspectives on the learning context to the aims and 
objectives of the learning lesson (Lysaght and O’Leary, 2013; Nieminen 
et al., 2023).

As Popham (2017) stated, “assessment is the instrument of 
learning improvement” (p. 3). Based on this, the Ethiopian educational 
policy also has a mission to develop productive citizens (Sintayehu, 
2016; Gedamu and Shewangezaw, 2020). It encourages teachers to 
employ an assessment for learning through continuous assessment 
practice at all levels of educational sectors in the country, although its 
implementation is similar to traditional assessment types (Black and 
Wiliam, 2006; Sintayehu, 2016; Teshome, 2016). As Sintayehu (2016) 
described the policy of Ethiopian educational system designs as 
students to be  dynamic citizens; with capable of performing 
meaningful tasks in the context of learning and teaching. On the other 
side, teachers must help their students become proficient in 
performing the tasks they will encounter in their careers. Based on 
this, the assessment for learning is the medium of students’ learning 
progress to support their learning development (Earl, 2003). Not only 
are these, the teachers teaching skill and assessing practice important 
variable in learning improvement (Earl, 2003; Imran, 2012; Capan 
et  al., 2020). As a result, assessment for learning is a continuous 
process that occurs between teaching instruction and learning 
progress (Schildkamba et al., 2020).

2.3. Assessment for learning and learning 
improvement

In the instructional process effective assessment for learning 
practice results the sustainable students’ learning improvement. This 
assessment for learning practice has its own objective, to assist 
students’ learning progress in improving their learning, updating their 
cognitive process of learning and develop the abilities through 
assessment for learning concepts and practices (Teshome, 2016; 
Mussawy et al., 2021). Previous studies (e.g., Popham, 2008, 2017; 
Black and Wiliam, 2009; Pattalitan, 2016; Farrel, 2017; Lysaght and 
O’Leary, 2017; Sultana, 2019; Gedamu and Shewangezaw, 2020; 
Schildkamba et al., 2020) have confirmed that this type of assessment 
is an ongoing process of learning and teaching to safeguard that 
educational objectives and specific goals of subject matters are met, 
respectively. Although assessment for learning has many objectives, 
its implementation is complex (Sultana, 2019; Nieminen et al., 2023). 
According to Lysaght et al. (2017) and Popham (2008) studies teachers’ 
perspectives on assessment for learning and classroom practices are 
as follows: (i) there is a lack of awareness of concepts and practices of 
assessment for learning, which makes it difficult to implement 
assessment in large class sizes with high noise levels; (ii) there is a 
mismatch between the teachers’ assessment for learning beliefs and 

orientations (they assume as time-consuming and difficult to 
implement in classrooms), and assessment for learning principles that 
help students’ learning progress (Brown et al., 2019; Schildkamba 
et al., 2020). Other challenges include teachers’ preference for objective 
question tests to save time and reduce workload (Mussawy et  al., 
2021). The identified potential challenges influence teachers’ 
assessments of learning practices for long-term student learning 
improvement (Carless and Boud, 2018; Brown et al., 2019).

According to Black and Wiliam (2006), Mohamed et al. (2021), 
Yan and Carless (2022) and Yan and Pastore (2022), assessment for 
learning has two primary goals: (1) communicating students learning 
progress to the respected subject matter teachers and administrators; 
(2) providing immediate feedback to the students for their learning 
progress to help them by identifying the gaps from the intended set of 
learning outcomes. Black and Wiliam (2009) revealed that assessment 
for learning improves both academic performance and social 
development as students interact with their peers to share learning 
goals. Assessment for learning is the process of continuously collecting 
and analyzing data on the development of student learning (Popham, 
2017; Molloy et al., 2020).

In the teaching and learning instructional process assessment of 
learning is inextricably linked (Brown et  al., 2019; Sultana, 2019; 
Kangaslampi et al., 2022). According to Gebremariam and Gedamu 
(2022), there are three models in education: (1) curricula, syllabi, 
student books or references; (2) teaching and learning instruction and 
(3) assessment methods to implement the instruction of teaching and 
learning. Furthermore, the center of the learning model is assessment 
practice leading to learning improvement and forming the framework 
for classroom learning practice (Hussain et al., 2021). Consequently, 
there is a need for research on primary school teachers’ assessment for 
learning practice for long-term learning improvement, which may 
influence personal and contextual factors and educational values 
(Lysaght et al., 2017; Boud and Dawson, 2021; Mohamed et al., 2021). 
Previous findings no longer apply to Ethiopian primary school 
teachers as their assessments of learning practice could vary from 
those of their peers worldwide. There are similar concepts but different 
contexts (Sintayehu, 2016; Lysaght et al., 2017; Mohamed et al., 2021; 
Monteiro et al., 2021). More research is needed to determine whether 
primary school teachers’ assessment for learning practices indicates a 
learning environment in Ethiopian schools, consistent with previous 
research findings. As a result, this research aimed to learn more about 
primary school teachers’ assessment for learning to improve learning 
in the Gamo Zone.

Generally, a teacher’s desired assessment of learning practice for 
long-term learning improvement results from a positive interlink 
between the two focus points. Therefore, this study aims to address (i) 
Primary school teachers’ assessment for learning practice and (ii) the 
challenges in assessment for learning practice.

3. Research methods

In line with the previously reviewed related literature, this study 
used a convergent parallel mixed methods research design to answer 
the research questions raised in this study. Using these both mixed 
methods it is a better to understand the research problems than either 
approach alone and improves the validity and credibility of the 
findings. Furthermore, the mixed approaches are proper to triangulate 
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facts and opinions on the research questions response and to develop 
insights in to the basic exploration of the study motivation.

3.1. Participants: Sampling procedures

The sample size was determined first because there were too many 
elementary schools and teachers in the study area overall. In the 
beginning of the study, the Wereda educational offices in Gamo zone 
were selected using the Yamane (1967) formula. The sample size was 
calculated using the formula n = N/1 + N(e2), where n denotes the 
sample size, e2 denotes the level of precision (0.5%) indicating the 
maximum variability, and 1 denotes the probability that the event will 
occur. Because no prior research was conducted to serve as a baseline 
for the study, this formula is preferred for applications with a 5% error 
margin and a 95% level of confidence (Rose et al., 2015). Furthermore, 
this formula is superior because it assumes a normal distribution and 
is suitable for determining an appropriate sample size (50%) with the 
highest possible rate of response in light of no previous research data 
concerning both the compositional and locational focuses of the study. 
There were 72 primary schools in the catchment area. Because of the 
large number of schools in the Gamo zone, which includes 14 Wereda 
districts and four city administrations, sampling was necessary. 
Accordingly, after receiving official approval from the relevant 
university administration to carry out this research, twenty-one (21) 
of seventy-two (72) primary schools (1–8) from the Gamo zone, South 
Ethiopia regional state, were selected. These primary schools were 
selected using random cluster sampling. Then, 242 respondent 
teachers were selected from a total of 840 (approximately) primary 
school teachers of different Gamo zone districts, as presented in 
Table 1.

The total sample of the survey study was 242 (28.8%) of the 840 
population. From the sample respondents’ reports, the teachers’ sex, 
teaching experience, and educational status were aligned with the 
study’s variables. Accordingly, respondents were themed into three 
categories, as presented in Table 2.

The selection of representatives for the in-depth interviews and 
informal conversations was also directed as part of the sampling 
procedure. Based on this, using purposive sampling, fifteen (15) 

primary school teachers participated in in-depth interviews and five 
(5) informal conversations. Thus, responsibility of assessment for 
learning to achieve the students’ learning improvement goals was 
checked using the oral discussion approach.

3.2. Data collection instruments

Multiple instruments were deployed for data collection. Primary 
school teachers were given a structured questionnaire, had in-depth 
interviews, and casual conversations conducted in order to gather 
pertinent data for this study. Lysaght and O’Leary (2013, 2017) created 
a questionnaire and detailed interview questions for an assessment for 
learning audit at various levels of schools and environments, which 
were both adapted from their work. Amharic, the primary language 
of instruction, was used to translate the tests and administer them 
(grades 1–8). The following provides more specific information about 
the instruments.

3.2.1. Questionnaire
The questionnaire was aimed at exploring primary school 

teachers’ practices of assessment for learning to support student 
learning improvement. Participants were asked about the purposes 
and principles of assessment, differences between testing and 
assessment, the role of teachers and students in the classroom, and 
approaches. The questionnaire was composed of three sections. The 
first section comprised nine different types of items that covered the 
participants’ demographic information. The second section of the 
questionnaire included four sub-dimensions with a five-point Lickert 
scale agreement for evaluating the assessment of learning practice in 
primary schools. The third section was an open-ended questionnaire 
consisting of four (4) items related to teachers’ assessment practices 
for student learning improvement. Before actual data collection, a 
pilot study was conducted to enhance the reliability and validity of the 
data collection instruments. To check the effectiveness and make 
improvements to the instruments that have been translated from 
English to Amharic, a pilot study was conducted with 32 primary 
school teachers enrolled in the summer program training. Two 
teachers were selected and invited to comment on the clarity and 
appropriateness of the questionnaire survey for the study.

As a result, information about the comprehensive questionnaire 
is presented in Table 3.

The internal and external validity of the questionnaire were 
triangulated in appropriate measurements. The internal content 
validity of the assessment for learning practice questionnaire was 

TABLE 1 Sample areas and study population.

Selected 
woredas and city 
administrations

Total teachers Sample teachers

M F T M F T

Arba Minch City 

administration
81 96 177 23 27 50

Arba Minch Zuria 

woreda
69 80 149 13 31 44

Kamba City 

administration
62 72 134 14 24 38

Chencha City 

administration
45 53 98 11 19 30

Chencha Zuria woreda 41 48 89 12 16 28

Mirab Abaya woreda 89 104 193 21 29 50

Total 386 454 840 94 146 242

TABLE 2 Background of respondents.

Attribute Category N %

Sex
M 94 39.2

F 146 60.8

Educational status
Diploma 149 62.3

BA/Ed Degree 90 37.7

Teaching experience

Below 5 year 40 16.7

5–10 year 34 14.2

Above 10 year 165 69.1
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checked using the Item Content Validity Index (I-CVI) for clarity, 
relevance, and appropriateness and was found to be 0.808, indicating 
that the instrument was valid in its content. Furthermore, the study’s 
external validity assumed that the sample of 242 teachers was 
representative of the 840 primary school teachers in the study area. 
However, because the demographic restriction of the study was in the 
Gamo zone only, the sample of the study area was valid; however, the 
study may not be generalized outside of the study area. In addition, 
the internal consistency reliability of the translated from English to 
Amharic version questionnaire was discovered to have a Cronbach’s 
alpha value of 0.908 for the full scale after running the data from the 
pilot study. The internal consistency reliability tests were computed for 
the assessment for learning practice subscale with Cronbach’s alpha of 
each of the assessment for learning practice values were found to be: 
(1) Learning intentions and success, 0.696, (2) Classroom environment 
practice, 0.761, (3) Feedback in assessment practice, 0.759, and (4) 
Peer and self-assessment practice, 0.906. Thus, the English version of 
the instrument can consistently measure what it is supposed to 
measure, as opposed to Lysaght and O’Leary’s (2013, 2017) internal 
consistency reliability, which was 0.861 in its Cronbach’s alpha value. 

As a result, the Amharic version of the assessment for learning 
practice questionnaire achieves its objective.

3.2.2. In-depth interviews and conversations
Fifteen (15) teachers from the focused primary schools were polled 

and interviewed regarding their level of sustainability of assessment for 
learning practice and challenges in primary schools. The aim was to 
determine an assessment practice for learning in the primary school 
education system and to converge the quantitative data results. The core 
motivational question was, “Are there any potential challenges during the 
assessment for learning practice?” If their answer was “Yes,” the question 
was followed up with questions such as “What are these? Could you clarify 
it? Please tell me briefly,” etc. The interview process was conducted by the 
researchers to triangulate the realities of teachers’ practice of assessment 
for learning. From this point of view, primary school teachers shared their 
experiences about the challenges faced when implementing assessment 
for learning.

Informal conversations were managed to hold with five (5) 
primary school teachers who participated in in-depth interviews to 
acquire details about the obstacles that teachers faced while going to 
practice assessment for learning in foremost classroom settings, as 
well as to clarify the numerical data results. The informal discussion 
centered on the challenges that teachers face when implementing 
learning assessments to improve student learning. According to Swain 
and King (2022) in the informal conversation technique of data 
collection there are two types: overhead or observed conversations 
and shared or participatory conversations. In this study the 
participatory conversations type was applied to triangulate data in 
interactive dialogue between the researchers and the participants 
during the field work.

After gathering qualitative data through in-depth interviews and 
casual conversations, the credibility of the data was assessed using the 
quality criteria proposed by Korstjens and Moser (2018): credibility, 
dependability, transferability, and conformability. Based on this, the 
researchers cross-checked the data results for transferability and 
evaluated the study’s interpretation’s credibility in relation to the 
participants’ original data using member check. Two participants in 
the qualitative data study also used audit trail measurement to assess 
the data’s dependence, and they confirmed that the data from the 
study’s target participants supported the study’s conclusions, 
interpretation, and recommendations.

In case of conformability of the status of the data results were 
checked by two experienced researchers.

3.3. Data analysis techniques

Data collection took place in the academic year 2021/22. The data 
collection procedure had multiple stages. First, school teachers were 
briefed on the study’s relevance and context before being asked for 
their permission to participate. Following that, the questionnaire was 
administered to assist participants in correctly filling it out, followed 
by interviews and informal conversations. For analyzing, the closed-
ended survey was encrypted with in SPSS-25 version. To determine 
whether there were statistically significant mean differences between 
the expected and observed means of assessment for learning practices 
for learning improvement, a one-sample t-test was used. Before using 
descriptive and inferential statistics, the data collected were checked 

TABLE 3 Summary based on data collection instruments.

Sections Items Examples

Section 1: 

Demographic 

information

9

Educational status

Birth sex

Teaching experience

Section 2: Sub-

dimensions

Learning 

intentions and 

success (16)

Assessment techniques are used to assess 

students’ prior learning; students are 

reminded of their learning intentions during 

lessons, and success criteria are 

differentiated based on the students’ needs

Classroom 

environment in 

practice (16)

Assessment techniques are used to facilitate 

class discussion; students can explain what 

they are learning to others; and questioning 

extends beyond the one-right-answer 

format.

Feedback in 

assessment 

practice (12)

Teachers compliment students’ work; 

teacher-created tests are used diagnostically 

to identify strengths and weaknesses in 

teaching and learning; assessment 

techniques are used to facilitate class 

discussion; assessment techniques are used 

to facilitate class discussion

Peer- and Self-

Assessment 

practice (14)

Lessons on new topics begin by inviting 

students to reflect on prior learning; 

students use one another as learning 

resources. Assessment techniques are used 

to create an environment where students can 

be open about areas throughout which they 

are going to struggle.

Section 3
Open-ended 

questions (4)

What exactly is learning practice 

assessment? Is it distinct from any other 

type of assessment of learning practice? 

What potential barriers to assessment for 

learning in student learning improvement 

exist?
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against some basic assumptions of the statistical instruments used to 
analyze the data. The distribution of the scores of the quantitative data 
at items and scale levels showed a normal distribution since the 
skewness and kurtosis values were between +1.5 and − 1.5. In addition, 
the scores had no significant extreme outliers that could influence the 
mean scores for data analysis. Moreover, Levine’s statistic test of 
homogeneity variance for the subscales of the assessment for learning 
practice showed no significant differences (df (2, 240) = 0.043, 
p > 0.05). Furthermore, the normality probability plots (Normal Q-Q 
Plots) showed straight lines that indicated normal distributions for the 
two assessment variables for learning practice. Thus, the descriptive 
and inferential statistics presented below were applied as instruments 
for data analysis.

Descriptive statistics were applied to analyze the quantitative data 
obtained through questionnaires. Specifically, standard deviation and 
mean scores at the item level and item aggregate mean values were 
employed to address assessment for learning practice and its subscales. 
Because the mean values alone could not distinguish whether there 
were statistically significant differences among the mean values of the 
dimensions, the analysis of variance (ANOVA) test was employed. 
Finally, Tukey’s HSD test analysis was run to compare the mean scores. 
Finally, a 5 % (α = 0.05) significance level was employed throughout 
the study. In addition, the interpretation of the participants on their 
assessment for learning practice used the following common scale 
indicated by Magulod (2019): 4.20–5.00 (Very High/Strongly Agree); 
3.40–4.19 (High/Agree); 2.60–3.39 (Moderate/undecided); 1.80–2.59 
(Low/Disagree); and 1.00–1.79 (Very Low/Strongly Disagree).

Concerning qualitative data analysis, interview transcriptions for 
the themes that emerged were examined regarding teachers’ 
assessment of learning practice. The themes related to status and 
changes in teachers’ assessment of learning practice were categorized 
and analyzed thematically through verbal descriptions. Similarly, 
themes related to status and changes in the interviewees’ assessment 
of learning practice dimensions were sorted and analyzed through 
verbal descriptions. Nonetheless, the open-ended questionnaire, 
in-depth interview, and informal conversation data were coded 
inductively and thematically, and then verbal communication 
described to lead to the ultimate research findings. The open-ended 
questionnaire, interview, and informal conversation data were also 
recorded and transcribed for thematic analysis to triangulate the 
teachers’ practice of assessment for learning to improve students’ 
learning and the challenges they faced during their practices.

3.4. Ethical consideration

The manuscript is unique, and the data reflect the actual 
perspectives of the teachers who took part. This manuscript has not 
been published in any form or language, throughout portion or in 
entirety, anywhere else. The outcomes are presented clearly, truthfully, 
and without fabrication, falsification, or improper data manipulation. 
There is no representation of information, text, or concepts by others 
as though they were the authors’ original, with appropriate 
acknowledgement of others’ works taken into account. Before 
administering the survey questionnaires, official letters from Arba 
Minch University and the study district were obtained and used to 
contact survey respondents at the study sites. The data collection for 
the household survey questionnaire was done in accordance with 

ethical considerations. The first author received ethics approval from 
the Arba Minch University Institutional Research Ethics Board as part 
of the preliminary data collection duty. In addition, prior informed 
consent from the study participants was obtained before collecting the 
data, clearly explaining that the required data were only for research 
purposes and would be handled confidentially.

4. Data analysis results

The quantitative data collected through the questionnaires are 
presented and analyzed in the first subsection of the data analysis. 
Next, the data gathered through interviews were presented and 
thematically analyzed in the second subsection of the data 
analysis section.

4.1. Primary school teachers’ assessment 
for learning practice

The questionnaire data were used to answer the first research 
question: Is primary school teachers’ assessment for learning practice 
beneficial to students’ learning improvement? To analyze and 
determine the participants’ assessment of learning practice, mean 
values and standard deviations were used. The primary school 
teachers’ assessment for learning practice for learning improvement 
analysis is provided in Table 4, as indicated below, based on the data 
obtained from the questionnaire.

Table 4 shows descriptive statistics of the primary school teachers’ 
assessment for learning practice regarding the four dimensions and 
scale. The mean score for classroom environment in practice (M = 3.49, 
SD = 53) is the highest, followed by the feedback in assessment practice 
dimension (M = 3.37, SD = 0.59) and learning intentions and success 
dimension (M = 3.31, SD = 0.50), the third one. In contrast, peer- and 
self-assessment practice (M = 3.29, SD = 0.75) appears to have the lowest 
mean value. Besides, the overall scale mean value was 3.36 with a 
standard deviation of 0.48. However, the mean values alone cannot 
determine whether there are statistically significant differences between 
the mean values of the four dimensions. To that end, the ANOVA test 
was used to determine whether there were significant differences in 
teachers’ ratings of the four dimensions of assessment for learning 
practice, as shown in Table 5.

To determine whether there were statistically significant 
differences between the mean scores of teachers’ assessments for 
learning practice dimensions, a one-way between-groups ANOVA 
was performed. The assessment for learning practice dimensions 

TABLE 4 Teachers’ assessment for learning practice by descriptive 
statistics.

Assessment for learning 
practices

N Mean SD

Learning intentions and success 242 3.31 0.50

Classroom environment in practice 242 3.49 0.53

Feedback in assessment practice 241 3.37 0.59

Peer- and self-assessment practice 242 3.29 0.75

Total/summary 242 3.36 0.48
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mean scores differed significantly (F (1, 241) = 7.252, p = 0.000), as 
shown in Table  5. The effect size (2) was 0.079, which has been 
considered small. The results show that teachers’ ratings of specific 
dimensions differ by 7.9% from those of other dimensions. 
Furthermore, these same dimensions that contributed significantly to 
the differences were not shown in this result. Post-hoc comparisons of 
the dimensions using the Tukey HSD test, for example, were computed 
to identify the dimensions that contributed significantly to the 
difference, as shown in Table 6.

The Tukey HSD test comparison of mean scores showed a statistically 
significant difference between the learning intentions and success mean 
score (M = 3.31) and classroom environment (M = 3.49), learning 
intentions and success mean score (M = 3.31) and feedback in assessment 
practice (M = 3.37), and learning intentions and success mean score 
(M = 3.31) and peer- and self-assessment practice (M = 3.29), p < 0.05. 
Similarly, there was a statistically significant mean score difference 
between the classroom environment (M = 3.49) and feedback process in 
the assessment practice (M = 3.37). In addition, there was a statistically 
significant difference between the feedback in assessment practice 
(M = 3.37) and peer- and self-assessment practice (M = 3.29) dimensions, 
at p < 0.01. Thus, the classroom environment (M = 3.49) dimension of 
assessment for learning practice had the highest impact. In contrast, the 
feedback in the assessment practice (M = 3.37) dimension had equal 
weight placed second, learning intentions and success mean score 
(M = 3.31) and peer- and self-assessment practice (M = 3.29) dimensions 
had weight placed third and fourth, respectively. Nevertheless, according 
to Magulod (2019), the classroom environment (M = 3.49) scale 
confirmed high teachers’ confidence in their assessment for learning 
practice, and the three dimensions and the scale fall in a moderate 
assessment for learning practice category. Therefore, the results showed 
that teachers had moderate confidence in their assessment of learning 
practice in the three dimensions.

4.2. Challenges in assessment for learning 
practice

Primary school teachers were found to be susceptible to diverse 
types of assessment for learning practice obstacles. The data from the 

open-ended questionnaire, interview, and informal conversation 
show that there is controversy about the teachers’ promoted practice 
of assessment for learning and its sustainability in the students’ 
learning improvement. In addition, as of the data of these instruments 
analyzed, participant primary school teachers reported that the 
challenges they faced during the assessment for learning practice and 
hindered the sustainability of students’ learning improvement are 
thematically categorized as follows (Table 7).

The practice of assessment for learning for students’ learning 
progress was engaged with the many challenges across the study 
areas. Assessment for learning stands for learning improvement 
(Kangaslampi et al., 2022), with the nomenclature conceived in 
accordance with the existing context across the study issues. This 
context demanded an examination of the difficulties encountered 
by primary school teachers in the areas of focus. Hence, the three 
data instruments seek information qualitatively to analyze the 
assessment for learning practices that the primary school teachers 

TABLE 5 ANOVA summary of assessment for learning practice 
dimensions.

Sum of 
squares

Df Mean 
square

F Sig.

Between groups 35.274 48 0.735 7.252 0.000

Within groups 19.558 193 0.101

Total 54.832 241

TABLE 6 Tukey HSD dimensions multiple comparisons.

Mean 1 2 3 4 Ranks

3.31 --- 0.611** 0.489** 0.462** 3

3.49 --- 0.626** 0.526** 1

3.37 --- 0.519** 2

3.29 --- 4

**Correlation is significant at the 0.01 level (2-tailed).

TABLE 7 Challenges faced by primary school teachers during 
assessments for learning practice.

Core of 
challenges

Challenges faced during the 
assessment for learning practice

Transparency 

related problems

  There is no single set of assessment for learning 

guidelines that applies to all teachers and all schools.

  Assessment practices in the classroom are opaque.

  It is unclear whether assessment for learning can be used 

in a large class where each teacher has 24 or more class 

periods per week.

  We are unable to assess each student’s performance 

across all periods.

School related 

problems

  A percentage-based continuous assessment formula is 

used in many schools. The majority of schools employ a 

60% continuous assessment and 40% final exam system.

  Based on administrative directives, the majority of 

participants agreed that a percentage of quizzes should 

be included on their mark lists.

Experience and 

training related 

problems

  Teachers find it challenging to start engaging students in 

the classroom by assessing their own and their 

classmates’ learning; this appears to require experience 

and expertise, which is what most teachers’ lack.

  Assessment for learning takes time in large classes and is 

difficult to manage while tutoring all students.

  One of the reasons for their shortcomings in assessing 

learning is a lack of implementation skills. Teachers 

reported that they had no training to assess students’ 

learning in the classroom.

  Assessment for learning practices was hampered due to a 

lack of implemented learning practices.

Preference related 

problems

  The significant proportion of aimed teachers (68%) 

validated that more teachers liked the traditional 

approach to assessment; they are used to paper-pencil 

techniques.

  Those who despise novel practice to assessment until 

they have received adequate practice due to a lack of 

knowledge and experience. Teachers’ expectations are 

sometimes influenced by their own interests.
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facing challenges are summarized and listed as of the data 
gathered. In sum, it appears reasonable that primary school 
teachers faced many challenges during the practice of assessment 
for learning.

5. Discussion and conclusion

5.1. Discussion

The data collected from primary school teachers through 
questionnaires, interviews, and informal conversations confirmed 
the participants’ familiarity with assessments for learning in 
primary school classrooms. The data also revealed teachers’ 
difficulties with implementing learning assessments. In terms of 
teachers’ assessments for learning practices, data from the 
questionnaire appear to contradict information gleaned from 
informal conversations. Regarding the same assessment for 
learning practice in primary school classrooms, the data from the 
initial research question examined in quantitative and qualitative 
forms of statistical data contradicted each other. This demonstrates 
a disagreement between the quantitative and qualitative 
data results.

The study’s first objective was to explore primary school 
teachers’ assessment of learning practice. The result from the 
quantitative data shows that primary school teachers are familiar 
with “learning assessment.” On the contrary, the data revealed from 
the qualitative version proved that teachers have less practice in 
assessment for learning. The informal conversation also proved that 
teachers practiced less in assessment for learning in their teaching 
journey. This result was consistent with previous research (Hailay, 
2017; Gedamu and Shewangezaw, 2020; Hussain et  al., 2021; 
Gebremariam and Gedamu, 2022; Yan and Carless, 2022) proved 
that teachers practiced less in different contexts. However, according 
to the qualitative data, the participating teachers were confused 
with or disliked using assessment for learning for 
learning improvement.

The second objective of this study was to investigate the 
challenges in assessing learning practice. According to the qualitative 
portion of the data results, the participating teachers were unfamiliar 
with the practical assessment skills for learning in primary school 
classrooms due to a variety of challenges, including a lack of 
transparency and experience, as well as preference and school-related 
issues. The oral description results revealed that the participating 
teachers were less aware of the assessment for learning practice. This 
finding backs up previous research findings (Black and William, 
1998; Pattalitan, 2016; Sultana, 2019; Boud and Dawson, 2021). The 
findings of qualitative and quantitative data agree with and confirm 
previous works and observations on assessment for learning literacy, 
classroom practice, and assessment practice preferences by Black and 
Wiliam (2006), Lysaght et  al. (2017), Sintayehu (2016), Sultana 
(2019), and Teshome (2016). The current study’s findings alien with 
those of Gebremariam and Gedamu (2022) and Monteiro et  al. 
(2021), who also revealed the extent of primary school teachers’ 
assessment for learning practices, although, they did not define 
assessment for and of learning concepts separately. In addition, 
Hailay (2017) and Kangaslampi et al. (2022) discovered that both 

teachers and students preferred their old traditions, beliefs, and 
preferences and those they collaborated to create a richer pedagogical 
context. The results of the oral description for the second research 
question show that primary school teachers make less learning 
progress through assessment of learning practice due to a variety of 
challenges that teachers face, including transparency, experience and 
training, school issues, and preference-related problems. This 
suggests that many teachers are unsure and lack experience in 
improving students’ learning progress through assessment for 
learning practice, as described in previous studies (Sintayehu, 2016; 
Carless and Boud, 2018; Sultana, 2019; Gedamu and Shewangezaw, 
2020; Boud and Dawson, 2021; Mohamed et al., 2021; Kangaslampi 
et al., 2022).

Regarding assessment practice, teachers are apprehensive about 
using assessments in classes for academic achievement. This 
supports the findings of Teshome (2016) and Sintayehu (2016), 
which discovered that many teachers lack the skill and knowledge 
of assessment for learning practice in classrooms, preferring to 
begin practicing the same traditional method instead. Furthermore, 
Brown and Abeywickrama (2010), Maclellan (2017), Popham 
(2017), and Sultana (2019) concluded that teachers are inadequately 
trained in classroom implementation assessment. Teachers’ literacy 
in assessing learning practices is limited, according to Sultana 
(2019). However, the new challenges encountered in this study are 
a lack of transparency regarding assessment practice standards in 
the learning context, as well as school administrative issues 
(Schildkamba et  al., 2020). As a result, these challenges have 
overlapping effects. When there is an instructional supervision 
problem with guidance documents and the fundamentals of using 
assessment for learning inside classrooms, there is a lack of 
transparency. Furthermore, if there is a lack of transparency, the 
school culture may be  poorly organized or situated to use 
assessment for learning in primary schools.

5.2. Conclusion

This study attempted to investigate assessment for learning, 
specifically the assessment for learning practices used by primary 
school teachers, as well as the current challenges that investigate the 
sustainability of students’ learning improvement. Primary school 
teachers face a variety of challenges in their efforts to improve 
learning. Assessment of learning in primary school classrooms is 
partially mandated. Because the modularization curriculum is 
designed to use individual learning, cooperative learning, and 
learner-centered practices, primary school teachers did not involve 
their students in assessment practices. Teachers may ask students 
to collaborate with their classmates on occasion. According to the 
qualitative findings of this study, primary school teachers were 
aware of learning assessment literally, but assessment for learning 
practice as it encourages students to be engaged in their learning 
progress, its pragmatism is quite low in comparison to the 
curriculum goals expected, and its practices depend on some 
different cases. These findings show that primary school teachers’ 
assessment of learning practice is minimal. This, in turn, suggests 
that Ethiopia’s current assessment for learning practice for primary 
school teachers needs to be revised because it misses the primary 
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goal of learning improvement, which is autonomous lifelong 
learning through self-reflection on practice.

Finally, the findings are shown to draw the 
following recommendations:

Due to primary school teachers’ unfamiliarity with assessment 
for learning, the ministry of education, colleges and universities, 
and instructional bureaus in the South Ethiopia region should 
organize ongoing professional development opportunities, such as 
on-the-job assessment training. College and university community 
outreach office buildings should assess problems using this type of 
research and arrange teacher training on assessment theories and 
practices to improve student learning. Professional development in 
areas such as assessment would help teachers understand the 
dynamics and nature of assessment practices. Although the 
sampling techniques of the study area were valid, the demographic 
restriction of the study was may not be  generalized the results, 
therefore, future research could use a more extensive study area and 
sample size of participants to reduce the risk of reporting false-
negative or factually inaccurate findings, resulting in more 
accurate and representative results. Finally, the impact of the 
respondents’ diverse backgrounds must be  assessed for a 
representative comparison.
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