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1. INTRODUCTION  
Learning evaluation is a fundamental component of education, serving not only to measure 

student learning achievement but also to provide information for continuous improvement (Lubis & 
Pratami, 2026). In the context of Islamic Religious Education (PAI), evaluation holds particular 
significance because the objectives of PAI encompass integrated cognitive, affective, and 
psychomotor aspects, with emphasis on the formation of noble character and spiritual awareness 
(Musanna et al., 2025). However, the reality of PAI evaluation practices in the field reveals a 
misalignment between ideal goals and actual implementation. Various empirical studies indicate that 
PAI assessment practices in Indonesia remain heavily dominated by cognitive approaches 
emphasizing measurement through written tests (Jayanti et al., 2026). Consequently, the affective 
dimension encompassing values, attitudes, and intrinsic motivation and the psychomotor dimension 
related to practical worship skills and the application of Islamic values in daily life receive 
insufficient attention in the evaluation process (Faelasup & Astuti, 2025). This imbalance leads PAI 
learning to become more oriented toward mere knowledge transfer rather than the character and 
spiritual development of students, which is the true essence of PAI (Fikri et al., 2025). In response 
to this issue, a holistic approach to PAI learning assessment has become an urgent imperative. 
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 ABSTRACT  
Assessment in Islamic Religious Education (PAI) in Indonesia remains 
dominated by written tests, resulting in limited evaluation of students’ 
affective and psychomotor development. This study aims to examine the 
shift from cognitive-oriented assessment toward a holistic approach and 
identify the gap between teachers’ perceptions and practices. An 
explanatory sequential mixed-methods design was conducted with 150 
PAI teachers from 20 secondary schools. Quantitative data were 
collected through a survey measuring the perceived importance and 
implementation of assessment across cognitive, affective, and 
psychomotor domains. Teachers were classified as recognizing holistic 
assessment when they rated it as important or very important, while 
systematic implementation required consistent assessment of all three 
domains based on predefined indicators. Qualitative data from 
interviews, classroom observations, focus group discussions, and 
assessment document analysis were used to explain the quantitative 
findings and integrated through a comparison of convergent and 
divergent results. The findings show that 81% of teachers considered 
holistic assessment important, but only 34% implemented it 
systematically. Document analysis found that cognitive assessment 
accounted for 72% of practices, compared with 18% for affective and 
10% for psychomotor assessment. The results reveal a substantial 
implementation gap associated with limited instructional time, unclear 
guidelines, administrative demands, and inadequate infrastructure. 
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Holistic assessment is defined as comprehensive evaluation that integrates balanced measurement of 
cognitive, affective, and psychomotor dimensions, employing various authentic and meaningful 
assessment techniques (Ridho et al., 2025). Recent research shows that holistic assessment not only 
improves the validity of learning outcome measurement but also promotes deeper learning, enhances 
students' intrinsic motivation, and creates a more inclusive learning environment (Barorah et al., 
2025). 

The transformation from a cognitive approach to holistic assessment faces various structural 
and cultural challenges within Indonesia's education system. Limited instructional time, teachers' 
insufficient understanding of alternative assessment techniques, unsupportive infrastructure, and the 
lack of valid and reliable assessment instruments and rubrics constitute major obstacles (Musanna et 
al., 2025). Therefore, this research aims to thoroughly analyze the transformation of PAI learning 
evaluation from a cognitive paradigm toward holistic assessment, identify implementation 
challenges, and formulate strategic recommendations to realize meaningful and sustainable PAI 
assessment. Learning evaluation in PAI must be understood within a holistic context involving the 
comprehensive development of human beings intellectual, moral, spiritual, and social dimensions 
(Liu et al., 2024). From an Islamic perspective, evaluation is not merely about measuring mastery of 
religious content but also about assessing behavioral change, moral development, and the 
internalization of Islamic values in students' daily lives (Qolbi, 2025). The concept of evaluation in 
classical Islamic tradition, as illustrated through the Prophet Muhammad's evaluative practices with 
his companions, demonstrates a comprehensive and balanced approach to assessing knowledge, 
attitudes, and behavior (Liu et al., 2024). Within the context of Indonesia's modern curriculum, PAI 
has clear competency standards encompassing the aspects of aqidah (faith), akhlak (morals), ibadah 
(worship practices), and muamalah (social ethics) (Jayanti et al., 2026). However, the translation of 
these competency standards into assessment practices often undergoes reduction, with the primary 
focus centering on cognitive aspects alone, leaving the affective and psychomotor dimensions which 
should be equally important neglected (Faelasup & Astuti, 2025). Holistic assessment emerges as a 
response to the limitations of traditional assessment that only measures low-level cognitive aspects 
such as memorization (Ristiliana et al., 2025). The holistic approach integrates multiple intelligences 
frameworks and recognizes that learning encompasses interconnected intellectual, emotional, social, 
and kinesthetic dimensions (AlAfnan, 2025). Empirical research demonstrates that holistic 
assessment employing various methods such as observation, portfolios, project-based assessment, 
and self-assessment can produce more accurate and comprehensive student learning profiles 
compared to single-test-based assessment (Ristiliana et al., 2025). 

Specifically in the PAI context, holistic assessment has been developed as a conceptual 
framework integrating the three learning domains cognitive, affective, and psychomotor through 
authentic and meaningful assessment instruments (Mukmin & Nuraini, 2024). This framework is 
grounded in constructivist theory, emphasizing that learning is an active process in which students 
construct knowledge through experience, reflection, and social interaction (Arega & Hunde, 2025). 
Although holistic assessment possesses a strong theoretical foundation and proven empirical 
potential, its implementation in the field faces significant challenges. First, at the teacher level, many 
PAI educators still have limited understanding of alternative assessment techniques and how to 
develop valid assessment instruments for affective and psychomotor domains (Musanna et al., 2025). 
Second, school infrastructure and resources are often inadequate to support the implementation of 
holistic assessment, which requires time, equipment, and sophisticated data management systems. 
Third, external accountability pressures and a focus on national examination results lead schools to 
prioritize cognitive assessment while neglecting other dimensions (Arlinda, 2024). From an 
international perspective, the shift toward holistic assessment has become a central focus of 
educational reform. Various countries have adopted competency-based curricula emphasizing 
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holistic assessment, including Rwanda, Uganda, and various institutions in Latin America 
(Ndayisenga, 2025). Recent developments show that holistic assessment increasingly integrates 
digital technology and ongoing formative assessment (Ginanjar et al., 2025). Specifically in Islamic 
education, recent research has identified innovative models such as the Integrative-NTA Model 
(Values, Technology, Authentic Assessment), which combines value-based assessment, technology 
integration, and authentic assessment (Uri & Saputra, 2025). However, the implementation of holistic 
assessment in the field still faces substantive challenges related to teacher competence, infrastructure, 
and policy alignment, even though awareness of the importance of a holistic approach has been built 
among educators (Mistiawati et al., 2025). 

Table 1. Summary of Prior Literature and Specific Limitations Addressed by Present Study 
Study Focus Context Main finding Limitation 

addressed by this 
study 

Mukmin & Nuraini (2024) PAI holistic 
assessment 
framework 

PAI education Verify from 
original 
paper 

Conceptual focus 

Musanna et al. (2025) Assessment 
implementation 
barriers 

Indonesian 
education/PAI 

Teacher or 
institutional 
barriers 

Does not combine 
perceptions and 
observed practice 

Ristiliana et al. (2025) Multiple 
assessment 
techniques 

Verify context Benefits of 
diversified 
assessment 

Limited evidence 
on 
implementation 
conditions 

Uri & Saputra (2025) Integrative-NTA 
model 

Islamic 
education 

Integration 
of values, 
technology, 
and authentic 
assessment 

Model-oriented 
rather than 
implementation-
focused 

Despite the widely recognized importance of holistic assessment in PAI, significant research 
gaps exist in the literature: (1) the majority of studies are conceptual and normative, while empirical 
evidence on practical implementation remains limited; (2) the gap between ideal perceptions and 
actual practices has not been fully mapped and deeply explained; (3) successful local adaptation 
strategies within resource-constrained contexts have not been systematically documented; and (4) 
holistic perspectives integrating multi-level analysis (teacher, school, system) are still rarely found 
in Indonesian PAI literature. This research aims to: (1) thoroughly analyze the transformation of PAI 
learning evaluation from a cognitive paradigm toward holistic assessment; (2) identify the gap 
between ideal perceptions and practical implementation; (3) uncover implementation barriers at 
various levels; (4) document and analyze successful local adaptation strategies; and (5) formulate 
strategic recommendations that are context-sensitive and practically implementable. The novelty of 
this research lies in: (a) the use of a mixed-methods explanatory sequential design that systematically 
integrates quantitative and qualitative data; (b) a multilevel approach analyzing barriers and 
strategies at the individual teacher level, institutional school level, and systemic level; (c) a focus on 
PAI learning in the Indonesian context, which has not been extensively explored empirically; and (d) 
the identification and analysis of best practices from teachers who have successfully implemented 
holistic assessment within resource limitations. 

2. METHODS 
This research adopts a mixed-methods design with an explanatory sequential approach, 

combining quantitative and qualitative data to provide an in-depth understanding of the phenomenon 
of transforming PAI learning evaluation (Battista et al., 2024). The explanatory sequential design 
was chosen because it enables researchers to first collect and analyze quantitative data to identify 



EDUSOSHUM Journal of Islamic Education and Social Humanities ISSN 2776-5229 
Vol. 6, No. 3, September-December 2026, pp. 2251-2263 2254 
 

 Hairul Amin et.al (Transformation of PAI Learning Evaluation…) 

general trends and patterns, and subsequently deepen that understanding through qualitative data 
(Hutson & He, 2024). This approach aligns with the complexity of learning assessment issues, which 
involve technical, pedagogical, and contextual dimensions that cannot be fully comprehended 
through a single methodology alone (Onwuegbuzie et al., 2023). Philosophically, this research is 
grounded in the pragmatic paradigm, which acknowledges that the social reality of education is 
complex and multi-perspectival, thus requiring the integration of diverse perspectives for 
comprehensive understanding (Soicher et al., 2024). In this context, quantitative data provide an 
overview of the distribution and intensity of phenomena at the population level, while qualitative 
data reveal the meanings, interpretations, and contexts surrounding assessment practices in the field 
(Fitrah, 2025). This study involves a population of PAI teachers, school principals, and students from 
secondary education units (junior and senior high schools) across several provinces in Indonesia, 
representing variations in geographical, socioeconomic, and administrative contexts. For the 
quantitative phase, stratified random sampling was employed, taking into account the proportions of 
public and private schools, as well as regional development levels (urban, suburban, rural). The 
quantitative sample comprises 150 PAI teachers distributed across 20 schools, with the following 
inclusion criteria: (a) having taught PAI for at least 3 years, (b) being directly involved in the learning 
assessment process, and (c) being willing to participate in the research. 

Table 2. Presents the target population, accessible population, sampling techniques, and final sample 
involved in the quantitative and qualitative phases of the study. 

Participant 
group 

Target 
population 

Accessible population or 
sampling frame 

Sampling technique Sample 

Secondary 
schools 

All public 
and private 
junior and 
senior high 
schools in the 
selected 
provinces 

Official list of eligible 
schools in the selected 
provinces 

Stratified random 
sampling by 
province, school 
status, and location 

20 
schools 

PAI teachers All PAI 
teachers 
working in 
eligible 
secondary 
schools in the 
selected 
provinces 

Eligible PAI teachers in the 
20 selected schools 

Stratified/random 
sampling for the 
quantitative phase 

150 
teachers 

School 
principals 

Principals of 
the 20 
selected 
schools 

Principals of participating 
schools 

Purposive sampling 
based on school 
characteristics and 
implementation 
patterns 

10 
principal
s 

Students Students 
enrolled in 
PAI classes 
in the 20 
selected 
schools 

Students in schools where 
qualitative activities were 
conducted 

Purposive sampling 
for focus group 
discussions 

20 
students 
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Participant 
group 

Target 
population 

Accessible population or 
sampling frame 

Sampling technique Sample 

Education 
policymakers 

Officials 
responsible 
for 
curriculum or 
assessment in 
the relevant 
districts or 
education 
offices 

Officials from districts 
containing participating 
schools 

Purposive sampling 
based on policy 
responsibilities 

5 
policym
akers 

For the qualitative phase, purposive sampling was conducted to select participants possessing 
in-depth knowledge of PAI assessment practices and diverse implementation experiences (Love et 
al., 2023). The qualitative sample consists of 30 PAI teachers (selected from the quantitative sample 
based on their characteristics and variation in experience), 10 school principals, 20 students (for focus 
group discussions), and 5 education policymakers at the district/education office level. This sampling 
strategy ensures depth and triangulation of perspectives from various stakeholders (Zhou et al., 
2023). Data Collection Instruments for quantitative data, the instruments include: Questionnaire 
Survey: A structured questionnaire was developed using a 5-point Likert scale to measure the 
following dimensions: (1) Teachers' perceptions of the importance of holistic assessment (5 items), 
(2) Practical implementation of cognitive, affective, and psychomotor assessment (12 items), (3) 
Barriers to implementing holistic assessment (8 items), (4) Teacher competence in developing 
assessment instruments (7 items), and (5) Institutional support and resources (6 items). The 
questionnaire was developed through an iterative process involving: (a) an extensive literature 
review, (b) focus group discussions with 5 experts in Islamic education and educational assessment, 
(c) content validity testing using Lawshe's CVR (Content Validity Ratio), and (d) reliability testing 
using Cronbach's Alpha. The overall Cronbach's Alpha value was 0.87, indicating good internal 
consistency (Corr et al., 2022). Document Analysis of Assessment Artifacts: A total of 100 samples 
of student assessment documents (report cards, assessment sheets, portfolios) from 20 schools were 
analyzed to identify: the proportion of assessment types used (written tests, oral tests, observation, 
portfolios), the learning domains assessed (cognitive, affective, psychomotor), and the quality of 
assessment rubrics (Matondang et al., 2026). 

For qualitative data, the instruments include: Semi-Structured Interviews: An interview guide 
was developed containing open-ended questions exploring: (1) Teachers' experiences and 
perceptions of PAI assessment, (2) The practical process of developing and implementing assessment 
instruments, (3) Challenges and adaptation strategies within the school context, and (4) Perspectives 
on the transformation toward holistic assessment. Interviews with PAI teachers lasted 45–60 minutes, 
with school principals lasting 30–40 minutes, and with policymakers lasting 40–50 minutes. All 
interviews were audio-recorded and transcribed verbatim (Pham & Le, 2024). Classroom 
Observations: Non-participant observations were conducted during 25 PAI learning and evaluation 
sessions using a structured observation guide that recorded: (1) The types of assessment activities 
employed (tests, observation, discussion, projects, etc.), (2) Teacher-student interactions during the 
assessment process, (3) The use of assessment instruments (rubrics, forms, etc.), and (4) Feedback 
and student responses to assessments. Each observation lasted for one full teaching period (40–45 
minutes), accompanied by detailed field notes (Suranto et al., 2024). 
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3. RESULTS AND DISCUSSION 

Quantitative Analysis Results 
Of the 150 PAI teachers who responded to the survey, the demographic distribution revealed 

that 58% were female, with an average teaching experience of 9.4 years (SD = 6.2), and 72% held 
pedagogical certification. The majority (67%) taught in public schools, while 33% taught in private 
schools. In terms of geographic location, 40% were based in urban areas, 35% in suburban areas, and 
25% in rural areas. Regarding educational attainment, 85% held a bachelor's degree (S1), and 15% 
held a master's degree (S2). This profile indicates that the sample is representative in terms of 
variations in experience and educational contexts (Corr et al., 2022). The analysis of assessment 
documents from the 20 schools revealed an unbalanced composition in the types of PAI assessments 
employed. Written-test-based assessment predominated, accounting for 68% of the total 
assessments, followed by oral tests (15%), observation (10%), and alternative assessment methods 
(portfolios, project-based assessment, self-assessment) at only 7%. This finding aligns with the 
literature, which indicates the predominance of cognitive assessment in PAI practices in Indonesia 
(Jayanti et al., 2026). With regard to the learning domains assessed, the analysis of assessment rubrics 
showed that 72% of rubrics focused on the cognitive dimension, 18% addressed the affective aspect 
but without standardized instruments, and only 10% encompassed the psychomotor aspect. Upon 
further analysis of the affective and psychomotor rubrics, it was found that the majority (65%) lacked 
clear descriptions of performance levels, rendering the assessments subjective and unreliable. This 
indicates a significant gap between the holistic objectives of PAI and the implementation of 
assessment practices in the field (Musanna et al., 2025). The analysis of the assessment rubrics further 
demonstrates a considerable disparity in the distribution of the assessed learning domains. 

Table 3. Distribution of Assessed Learning Domains in PAI Evaluation Practices 
Assessment Domain Percentage 
Cognitive 72% 
Affective 18% 
Psychomotor 10% 

Although affective and psychomotor aspects appeared in some assessment rubrics, the quality 
of the instruments employed remained low. Specifically, 65% of affective and psychomotor rubrics 
lacked clear and measurable performance indicators. Consequently, the assessment process relied 
heavily on teacher subjectivity, raising questions about the reliability and validity of the assessment 
outcomes. These findings indicate a disparity between the objectives of Islamic education which 
emphasize the balance of cognitive, affective, and psychomotor aspects and the reality of learning 
evaluation practices in the field (Musanna et al., 2025). A teacher perception survey using a 1–5 scale 
revealed that 81% of teachers (n = 121) agreed or strongly agreed that "holistic assessment is 
important for meaningful PAI" (M = 4.2, SD = 0.8). However, when asked about practical 
implementation, only 34% (n = 51) reported systematically integrating affective and psychomotor 
assessments into their instruction (M = 2.1, SD = 1.3), indicating a significant gap between ideal 
perceptions and actual practices (Al-Hakim et al., 2025). To further examine these gaps, an 
independent samples t‑test was conducted to compare teacher competence in developing affective–
psychomotor assessment instruments between those who had received training and those who had 
not. The results revealed a statistically significant difference, with trained teachers scoring higher (M 
= 3.4, SD = 0.9) than their untrained counterparts (M = 2.2, SD = 1.1), t(148) = 7.12, p < 0.001, 
Cohen's d = 1.15 (large effect). This indicates that professional development is a crucial factor in 
enhancing teacher competence (Mistiawati et al., 2025). 

Table 4. Effect of Training on Teacher Competence 
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Group N Mean SD t df Sig. (2-tailed) Cohen's 
d 

Received training 82 3.40 0.90 — — — — 
No training 68 2.20 1.10 — — — — 
Overall Comparison    7.12 148 <0.001 1.15 

The analysis reveals a significant difference between the two groups, t(148) = 7.12, p < 
0.001. The Cohen's d value of 1.15 indicates a large effect size, meaning that training exerts a very 
strong influence on enhancing teacher competence. These findings indicate that the low 
implementation of holistic assessment is more attributable to limitations in technical competence 
than to a lack of conceptual awareness among teachers regarding its importance (Mistiawati et al., 
2025). A frequency distribution analysis of items concerning implementation barriers shows that the 
most frequently cited obstacles were limited instructional time, lack of technical guidelines and 
assessment instruments, excessive administrative burden, limited infrastructure and technology, and 
insufficient conceptual understanding of holistic assessment. 

Table 5. Implementation Barriers 
Barrier  Percentage 
Limited instructional time  89% 
Lack of technical guidelines and instruments  78% 
Administrative burden  72% 
Limited infrastructure and technology  65% 
Insufficient conceptual understanding  61% 

These data indicate that the primary barriers are structural and systemic in nature, rather than 
stemming solely from individual teacher factors. To determine whether barriers varied according to 
school location, a one-way ANOVA was conducted specifically on the infrastructure barrier variable. 

Table 6. Differences in Barriers Based on School Location 
Source of Variation SS df MS F Sig. 
Between Groups 48.73 2 24.37 15.34 <0.001 
Within Groups 233.58 147 1.59   
Total 282.31 149    

Table 7. Descriptive Statistics 
School Location Mean SD 
Urban 2.40 0.91 
Suburban 3.20 1.03 
Rural 4.50 0.87 

The ANOVA results indicate significant differences in the level of infrastructural barriers 
based on school location, F(2, 147) = 15.34, p < 0.001. Teachers in rural areas reported substantially 
higher infrastructural barriers (M = 4.5) compared to those in suburban (M = 3.2) and urban areas 
(M = 2.4). These findings suggest that the implementation of holistic assessment is influenced not 
only by teacher competence but also by the availability of resources and institutional support, which 
differ significantly across regions (Hasniah & Sugeng, 2025). 

Qualitative Analysis Results 
Thematic analysis of the 30 teacher interviews generated the first theme, explaining how 

teachers conceptualize holistic assessment. The majority of teachers (26 out of 30) verbally 
acknowledged that "assessment must encompass cognitive, affective, and psychomotor aspects," 
reflecting awareness of the holistic paradigm. However, deeper probing revealed that this 
conceptualization often remained abstract and had not been translated into operational understanding 
(Fikri et al., 2025). One senior teacher stated: "I know assessment should be holistic, but honestly, I 
struggle to explain how to do it in practice. When I give an essay question about Islamic values, does 
that already count as affective assessment? Or do I have to observe their attitudes in class? I'm still 
unclear about the distinction." This finding indicates that teachers possess awareness but lack the 
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theoretical grounding needed to measure and distinguish between cognitive, affective, and 
psychomotor dimensions within the PAI context (Fadilah et al., 2026). Observations of 25 PAI 
learning sessions revealed a contradiction between teachers' stated beliefs about holistic assessment 
and what actually occurred in the classroom. Of the 25 observed sessions, 18 (72%) were dominated 
by teacher instruction and factual questions requiring short answers, often recorded as "daily 
assessments" in the form of simple checkmarks or scores. Only 7 sessions (28%) involved more 
meaningful assessment activities, such as reflective discussions, project-based tasks, or structured 
attitude observations (Matondang et al., 2026). Focus group discussions (FGDs) with 20 students 
from 4 schools revealed student perspectives on their assessment experiences. One student recounted: 
"My PAI assessments are mostly written tests and memorization. Occasionally, we have group 
presentations, but the final result remains a numerical grade based on what we presented. I never 
receive helpful feedback on how my attitudes or behaviors are developing in terms of Islamic values." 

These findings suggest that although some meaningful assessment activities are conducted, 
the final outcomes are still reduced to quantitative, test‑based evaluations, thereby preventing the full 
potential of alternative assessments from being maximized (Nisa, 2025). Interviews explored specific 
challenges faced by teachers in implementing holistic assessment. Almost all teachers (28 out of 30) 
mentioned that limited PAI instructional time generally 2–3 hours per week made it difficult to apply 
varied assessments. One teacher stated that observing every student in detail, creating complicated 
rubrics, and writing personal feedback for 40–50 students every week was unrealistic, particularly 
given that they were already full-time and still bore other administrative burdens. These 
administrative tasks, which include preparing report cards, inputting data into information systems, 
and completing various other reports, consume up to 20–30% of teachers' total working time 
(Musanna et al., 2025). Furthermore, teachers reported significant limitations in terms of ready-to-
use assessment instruments, valid rubrics, and technical guidelines for developing instruments 
targeting the affective and psychomotor domains. Only 6 out of 20 schools possessed comprehensive 
assessment guidance documents, while the remaining schools relied on individual teacher 
interpretations or simply followed the provided report card formats (Mistiawati et al., 2025). 
Interestingly, several teachers (9 out of 30) have developed adaptive strategies to integrate holistic 
assessment within existing constraints. These strategies include utilizing classroom activities such as 
discussions, presentations, and group projects as simultaneous opportunities for assessing affective 
and psychomotor dimensions, thereby reducing additional workload. Other approaches involve 
facilitating peer assessment, allowing students to provide mutual feedback on contributions and 
learning, which in turn reduces the teacher's assessment burden. Additionally, some teachers employ 
simplified documentation methods, such as simple checklists or rating scales, to record students' 
affective development rather than relying on comprehensive yet time-consuming rubrics. 
Collaboration among teachers has also emerged as a valuable strategy, with some schools developing 
shared assessment guidelines and exchanging instruments among colleagues (Zhou et al., 2023). 

When asked about how the transformation toward holistic assessment should be carried out, 
participants including teachers, principals, and policymakers provided fairly consistent insights. 
From the teachers' perspective, the transformation necessitates intensive and ongoing training on 
holistic assessment techniques rather than one-off workshops, alongside the development of ready-
to-use instruments adaptable to local contexts. Teachers also emphasized the need to reduce non-
assessment administrative burdens to create space for more meaningful assessment, as well as the 
provision of technological support for more efficient assessment data management. Principals, 
meanwhile, advocated for clearer and more realistic curriculum policies regarding the proportional 
time allocation for various types of assessment, the establishment of incentive or recognition systems 
for teachers who implement high-quality holistic assessment, and enhanced collaboration with higher 
education institutions for research-based professional development. Finally, policymakers identified 
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the need to revise PAI competency standards and basic competencies to more explicitly reflect the 
three learning domains, to develop national assessment instruments that embody holistic assessment 
rather than focusing solely on testing, and to reorient accountability systems so that they measure not 
only cognitive achievement but also character and spiritual development (Al-Hakim et al., 2025). 

Integration of Quantitative and Qualitative Results 
The integration of quantitative and qualitative findings reveals convergence, divergence, and 

expansion. Quantitative results (81% of teachers agreeing on the importance of holistic assessment) 
and qualitative findings (virtually all teachers acknowledging its importance) converge in 
demonstrating a consensus on the ideal of holistic assessment. However, a significant divergence 
exists between the quantitative implementation data (only 34% integrating holistic assessment 
systematically) and conceptualization (81% agreeing on its importance). Qualitative analysis 
explains this divergence through substantial practical barriers limited time, administrative burdens, 
and lack of resources that create a gap between ideal aspirations and actual implementation (Soicher 
et al., 2024). Furthermore, the qualitative data provide an expansion, adding nuance that the obstacles 
are not merely structural but also conceptual. Teachers understand holistic assessment in general 
terms but struggle with specific operationalization, such as differentiating affective assessment from 
psychomotor assessment or developing valid yet efficient rubrics (Zhou et al., 2023). 

Table 8. Mixed Methods Integration 
Quantitative Results Qualitative Results Meta-Inference 
81% support holistic 
assessment 

Teachers state the importance of affective and 
psychomotor aspects 

High conceptual 
awareness 

34% implement holistic 
assessment Teachers struggle to develop instruments Operational barriers 

Training has a significant 
effect Teachers consider training very helpful Competence becomes a 

key factor 

The findings of this study reveal the complex phenomenon underlying PAI learning evaluation 
practices, which can be understood through the lenses of constructivist theory and ecological systems 
theory. The significant gap between ideal perceptions (81% of teachers agreeing that holistic 
assessment is important) and actual implementation (34% implementing it systematically) reflects 
what is known in the educational literature as the "implementation gap" or the "knowing-doing gap" 
(Fikri et al., 2025). Based on the integration of quantitative and qualitative data, this study identifies 
multiple interrelated layers of barriers: At the micro level (individual teacher), the gap in teachers' 
operational knowledge constitutes a fundamental barrier. Although teachers are aware of the 
importance of holistic assessment, they experience difficulties in practical operationalization namely, 
how to develop valid and reliable instruments for the affective and psychomotor domains, and how 
to integrate multiple assessments within a limited schedule. This aligns with previous research 
findings regarding the importance of targeted and intensive professional development in enhancing 
teacher competence (Mistiawati et al., 2025). At the meso level (school/institution) , school policies 
and infrastructure often fail to support the implementation of holistic assessment. Excessive 
administrative burdens, resource limitations, and the absence of efficient assessment data 
management systems create an unconducive environment. Data analysis indicates that schools with 
visionary leadership regarding the importance of holistic assessment and adequate administrative 
support have higher implementation rates (53% vs. 28% in schools with minimal support), p < 0.05 
(Samsuddin & Siregar, 2024). 

At the macro level (national education system), national curriculum policies and accountability 
systems continue to prioritize measurable cognitive achievement through standardized examinations, 
while affective and psychomotor dimensions remain inadequately captured in the national evaluation 
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system. This creates a perverse incentive for schools to focus on cognitive assessment in order to 
"improve performance" on national examinations (Al-Hakim et al., 2025). One noteworthy finding 
is that some teachers have developed adaptive strategies to integrate holistic assessment within 
existing constraints. These strategies demonstrate pedagogical creativity and can serve as a 
foundation for scaling up best practices. The characteristics of effective strategies include: (1) 
integration affective and psychomotor assessments are embedded within regular learning activities 
rather than treated as add-ons, thereby reducing time burdens; (2) simplicity the use of simple yet 
valid instruments (checklists, simple rubrics) rather than comprehensive but time-consuming 
instruments; (3) collaboration sharing instruments and guidelines among teachers, and collaborative 
development of school-based assessment guidelines; and (4) technology utilization of simple 
technology (spreadsheets, Google Forms) for more efficient data management (Nurohmah & 
Ma’rifah, 2025; Zhou et al., 2023). From the perspective of learning theory, these findings reinforce 
the importance of a constructivist approach to learning evaluation. Constructivist theory 
acknowledges that learning is an active process in which students construct knowledge through 
experience, reflection, and social interaction (Arega & Hunde, 2025). The implication for assessment 
is that instruments must be designed to capture this learning process not merely the final outcomes 
and should involve multiple modalities, including observation, student reflection, peer feedback, and 
self-assessment, which together provide a holistic picture of student learning (Doan et al., 2025). 

More specifically, within the PAI context, holistic assessment aligns with the concepts 
of tarbiyah (nurturing), ta'lim (instruction), and ta'dib (character formation) in the Islamic 
educational tradition (Fikri et al., 2025). These three concepts are inseparable and cannot be 
evaluated through cognitive tests alone; rather, they require assessment that captures holistic change 
in students. The finding that 81% of teachers support holistic assessment while only 34% implement 
it indicates the presence of an implementation gap. This phenomenon aligns with the knowing-doing 
gap theory, which explains that changes in practice do not always follow changes in understanding. 
In the PAI context, this gap is exacerbated by the deeply entrenched culture of number-based 
evaluation within the national education system. The findings of this study have direct implications 
for both practice and policy: For schools and teachers: (1) Development of school-based assessment 
frameworks that are realistic and context-responsive, rather than merely copying generic best 
practices. (2) Investment in sustained, focused, and practice-based teacher professional development. 
(3) Restructuring of teacher workload to create space for meaningful assessment practices. (4) 
Collaboration with universities for research-based capacity building. At the systemic level (district 
education offices, ministry): (1) Revision of PAI competency standards and basic competencies to 
more explicitly reflect the three learning domains. (2) Development of national assessment guidelines 
and rubrics that are practical and applicable across diverse contexts. (3) Reorientation of 
accountability systems to measure not only cognitive achievement but also character development 
and spiritual awareness. (4) Policy support for teacher professional development, technology 
infrastructure, and school autonomy in assessment practices (Al-Hakim et al., 2025). 

4. CONCLUSION 
This study demonstrates that the transformation of Islamic Religious Education (PAI) 

learning evaluation from a cognitive approach toward holistic assessment is a necessity that has been 
recognized by most teachers; however, its implementation still faces various obstacles. The research 
findings reveal a significant gap between teachers' perceptions of the importance of holistic 
assessment and evaluation practices that remain dominated by cognitive assessment. The primary 
barriers affecting implementation include limited instructional time, low technical competence in 
developing affective and psychomotor instruments, administrative burdens, and limited institutional 
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support and school infrastructure. Theoretically, this research reinforces the understanding that the 
implementation of holistic assessment is not solely determined by teachers' conceptual awareness 
but is also influenced by factors operating simultaneously at the individual, institutional, and 
educational system levels. These findings yield a conceptual framework for the transformation of 
holistic PAI assessment, which positions teacher competence, school support, and educational policy 
as key factors in driving change toward more comprehensive evaluation practices. 

Practically, this research provides a foundation for the development of policies and programs 
aimed at improving the quality of PAI evaluation through strengthening teacher competence, 
providing applicable assessment instruments, optimizing school leadership support, and aligning 
evaluation policies with the goals of character formation and student spirituality. Thus, holistic 
assessment can serve as a strategic instrument for realizing more authentic, meaningful, and student-
centered PAI learning oriented toward the holistic development of learners. Although this study 
provides empirical evidence regarding the implementation gap in holistic PAI evaluation, its findings 
should be interpreted in light of several key limitations: (1) sample size and scope constraints, as it 
involved only 150 teachers across 20 secondary schools, which limits the generalizability of the 
findings to a broader national scale or other educational levels; (2) reliance on perception-based data 
and potential self-report bias, where participant responses in surveys and interviews may reflect 
normative expectations or social desirability rather than actual classroom practices; (3) geographic 
and institutional limitations, which may not fully capture the structural and infrastructural disparities 
present in underdeveloped or remote regions; and (4) a primary focus on formal school settings, 
without accounting for external factors such as family and community religious environments that 
significantly influence students' affective and character development. 
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