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Many countries, namely, Malaysia, Lithuania, and Spain, shifted to online assessment during the COVID-19 pandemic. This qualitative case study, which involved 18 undergraduate students from the three countries, was conducted to probe insights into their online assessment experience. Data were interpreted from the perspective of the expectancy-value theory of motivation, which focuses on intrinsic attainment, utility, and cost values. The findings revealed that students were motivated to complete their assessment since they experienced flexibility besides having effective assessment guidelines. The positive experiences were related to intrinsic and attainment values; however, the students were also demotivated when stressed, indicating the high-cost value. Utility value was found to overlap with cost value in this study because students were dissatisfied with the online assessment and expressed less preference for this approach in future. This contributes to our understanding that educators must consider utility values when preparing online assessments. The pedagogical implications of this study revolve around the importance of a checklist, mock exams, alternative assessment (Plan B), and video demos for an effective assessment.
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Introduction

COVID-19 was classified as a global pandemic by WHO in March 2020. UNESCO urged higher education institutions to consider remote teaching and online learning. Henceforth, a sudden change was required without much planning, where teachers and students had to become familiar with various online tools and technologies. At the initial stage of the pandemic, many countries postponed their examinations (Butler-Henderson and Crawford, 2020). Still, as the pandemic continued, many higher education institutions decided on alternative assessment and online examination. This was not a common practice for most students, and the motivation to complete the assessment warranted an investigation. Implementing new approaches, methods, and technological tools can be challenging and since the disruption in the assessment practice is a global phenomenon, investigating the “what, when, why, and how” of this phenomenon can provide valuable guidelines to educators and policymakers. It is pertinent for students to be motivated to engage in online assessment. Otherwise, they will not attempt to overcome the difficulties and complete the assessments.

Existing quantitative studies related to online assessment during the pandemic provide little insight into the students’ motivation and its importance in online assessment (Khan and Jawaid, 2020; Rahim, 2020). Most studies relied on surveys by using different statements to test a particular model. While these studies ensure many responses and hypotheses testing, they do not capture the nuances afforded by qualitative studies. Tam (2022) calls for more qualitative studies to better understand assessment from the students’ point of view.

Also, there has been excessive focus on instructional design, technological, and cognitive aspects of learning with little attention given to emotional aspects (Montero and Suhonen, 2014). If studies are not focused on learners’ experience, limited knowledge is gained about the role of students’ feelings, needs, and preferences in their online assessments. Failing to explore such pertinent issues “can only offer an incomplete view of the learning experience” (Montero and Suhonen, 2014, p. 165).

The objectives of this study are 2-fold: (1) to examine students’ motivation related to online assessment and (2) to put forth the pedagogical implications of an effective online assessment. The findings of this study may inform educators and policymakers in higher education institutions to address the concerns of students and fine-tune assessment initiatives to facilitate students’ learning and improve learning outcomes. Our research can contribute to the development of the online assessment, for it adds to the current literature by providing empirical evidence in understanding students’ motivation in completing online assessments, especially in the rarely explored context of Malaysia, Lithuania, and Spain. The study focuses on the summative assessment that “occurs at the end of the learning process” (Faulconer et al., 2019, p. 1) where marks, grades, or degrees are given to students (Jones, 1996, p. 134) and enables institutions to make a judgment on one’s performance.

The research question for this study is:

1. What motivates the students to complete their online assessment during the COVID-19 pandemic?



Literature review

According to Hannaford (2015), motivational beliefs can influence student assessment. The expectancy-value theory of motivation is a practical framework that guides the assessment task that appears to enhance motivation (Simpson, 2013). The theory was developed by Atkinson in 1950 and further established by Wigfield in 192. The theory emphasizes that motivation is crucial for students to complete a task and value their efforts (Wigfield and Eccles, 2000). It is pertinent for students to have an expectation of success and commit to a task with some positive values. If one has high expectations of success but does not appreciate the task assigned, one will not value the task. In answering the question, “Why should I do this task?,” the expectancy-value theory draws our attention to four aspects: intrinsic, attainment, utility, and cost values. Intrinsic value refers to the enjoyment of attempting a task. When learners are intrinsically interested, they become more involved in completing the job. Attainment value details the importance of completing the task well, whereas, utility value is the perception of whether the mission is worthwhile or significant in future. Cost value refers to the effort and commitment to accomplish the task. In general, students tend to experience high-cost value when the assessment is time-consuming and stressful. At the same time, students will experience low-cost value when the online assessment reduces workload, probably by sharing workloads with other students and benefiting from each other.



Review of related studies on online assessment during the COVID-19 pandemic

An exponential number of papers on the COVID-19 pandemic and learning have been published in recent years (e.g., Guangul et al., 2020; Hasan and Bao, 2020; Scull et al., 2020; Annamalai, 2021; Annamalai et al., 2021; Anh, 2022; Yan-Li et al., 2022). These studies attest to how extensively and immensely the research on the COVID-19 pandemic has proliferated. Some studies focus on students’ learning experience (Hasan and Bao, 2020), educators’ readiness (Annamalai, 2021), teacher stress (MacIntyre et al., 2020), innovation in teaching (Scull et al., 2020; Annamalai et al., 2021), and distance learning during the pandemic (Schneider and Council, 2020).

Guangul et al. (2020) surveyed remote assessment. They identified challenges related to the commitment of the students to submit their review, dishonesty, infrastructure, and assessment of learning outcomes that have been taught. The study suggested that preparing different sets of questions and various types of evaluations will help solve some of the challenges. Sharadgah and Sa’di (2020) examined the preparedness of faculty members for online assessment. The study reported that the educators were not convinced that the online assessment had effectively assessed all the intended learning outcomes. There were also concerns about the lack of experience. It was concluded that many educators are not qualified to conduct the online assessment and they urge higher institutions to consider online invigilation software. White (2020) reported that students hold complex perceptions around their attitudes toward academic integrity and rationalizations of misconduct.

Though studies on online assessment and the COVID-19 pandemic are gaining momentum, it is still unclear whether students are motivated to complete their online assessments during the pandemic. Studies on online assessment during the pandemic remain an understudied area in Malaysia, Spain, and Lithuania. To fill this gap, the study examined students’ motivation in completing their online assessment during the COVID-19 pandemic in the context of Malaysia, Spain, and Lithuania.



Methodology

This study employed a qualitative research methodology to gain an in-depth understanding of the event in a real-world setting. A phenomenological approach was chosen as it enables the understanding of the phenomenon of assessment through the eyes of students who are experiencing it. In other words, the attempt was to reveal “What’s it like for them?” (Van der Mescht, 2004). Epistemologically, we believe that the phenomenon is socially constructed and given meaning by the individuals experiencing it [see Easterby-Smith et al. (2012)]. The current study used inductive analysis, moving from the concrete to the abstract phases and focusing on non-linear processes that transpired in a natural setting (Lichtman, 2014).


Participants

A total of 18 students (i.e., six from each country) were selected based on a purposive sampling approach but they were recruited conveniently. The six participants from each country were considered for informational purposes rather than statistical deliberations, as recommended by Lincoln and Guba (1985). More importantly, the engagement with the six participants from each country was sufficient for the saturation point, as evidenced by repeated themes. They were third-year students; therefore, they already had a considerable amount of learning experiences to compare the pre–COVID-19 situation and the situation during the lockdown. All the participants were briefed on the nature of the study, confidentiality, and anonymity. The participants were full-time students from various degree programs related to social science. Their fields of study were education, management, counseling, and language. The participants had never experienced online assessment. Before the COVID-19 pandemic, their assessments were often conducted face-to-face in traditional classroom settings.



Data collection and analysis

Semi-structured interviews were conducted with the participants during the COVID-19 via Webex or MS Teams. The interviews lasted for 40–60 min for each participant. The semi-structured nature of the discussions allowed the interviewer and participants to explore and discuss issues related to online assessment. As argued by Gilbert et al. (2007), interviews may provide richer insights into the phenomenon being investigated and answers to “why” and “how” questions (p. 571).

The interviews were conducted in the student’s native languages—Spanish, Lithuanian, and Malay—and later transcribed verbatim. Translations of the transcriptions into English were done by the three researchers (native speakers of each language) working at the respective universities where the study took place. Two main questions guided the interviews:

1. Can you share your experience related to online assessment during the COVID-19 pandemic?

2. Were you motivated to do your online assessment during the COVID-19 pandemic? Why?

Thematic analysis was employed in this study in analyzing the data. The six-step thematic analysis procedure is: (1) becoming familiar with the data and transcribing all data; (2) generating codes; (3) classifying codes into themes; (4) reviewing and refining themes; (5) concisely defining and naming themes; (6) producing a report from the emerging themes which is a descriptive, analytical, and argumentative narrative. Direct quotations from the participants were included to explain critical themes (Braun and Clarke, 2006, p. 87).

In data familiarization stage, the most common words used were identified. Participants’ keywords and main ideas were considered in generating the initial codes. For example, “dissatisfaction” with submission (L3), “not good” assessment (S5), and “cheating” (L4). These keywords were then converted to the code of inefficient assessments. The initial codes were examined repeatedly and categorized according to similar characteristics to search for themes. The themes were checked to see if the initial codes fit into the classification category. The classification categories were defined and given names indicating their distinct characteristics.



Trustworthiness in qualitative data

The current study was guided by Guba and Lincoln’s (1994) four qualitative research criteria: confirmability, credibility, dependability, and transferability. Member checking was used to achieve the concept of credibility (Creswell and Poth, 2017). The transcribed interviews were returned to the participants to determine whether the information provided during the interview was the same as the information in the processed data. A description of the setting and participants enabled transferability. When three experienced lecturers coded the themes, investigator triangulation was used. They were able to reach 90% agreement among the coders. As a result, the findings are trustworthy, convincing, and accurately reflect the actual situation. A panel of experts in technology and educational research also validated the interview questions.




Findings

In presenting the qualitative data, participants from Malaysia were identified as M1, M2, and M3, while participants from Lithuania were L1, L2, L3, and from Spain as S1, S2, and S3.


Flexibility during the assessment

Majority of the participants felt that the “assessment suited the whole situation (Pandemic), and everyone adjusted to the new normal of education and the flexibility (e.g., L6).” Similarly, S3 opined that it is “good that education did not stop because of the lockdown” (S3). S2 found that the “assessment was easier than the one conducted under the normal conditions” (S2). Students were happy because they “do not have to commute to the exam hall for 90 minutes exam and can sit for exams via laptop and anywhere they want” (M3). In fact “some students study even more during the pandemic” (S6). Students felt “calm to sit for the examination in the comfort of their home, in their study rooms, without disturbance from other people” (S6). L3 liked “the series of quizzes because revision can be done from the feedback” (L3) and “the home environment made [him] calmer in a way, at least in some of the examinations.” As for L6, he “thinks professors should make students more comfortable at the beginning of the exams, reassuring students not to worry about potential technical issues.”

According to M2, the flexibility of the time allowed him to “research on the questions and understand what is required and it would be clearer for [him] and it would give [him] a whole perspective.” The flexibility in the time allowed them “to go over the material once again” (L5). Similarly, M1 expressed that “the online assessment was less stressful during the pandemic as students were at home and could manage the time division between work and study.” Interestingly, M4 elaborated, “if the pandemic occurred 20 years ago, students would be sitting at home wondering what to do. Luckily it was 2020, and they have technology tools like Zoom, Google Meet, Microsoft Team, and Skype to communicate with their lecturers.” S6 interestingly pointed out that because of the flexibility of time, her lecturer was able to interact with her; “she was on maternity leave at that time, but she was commenting on the drafts that I sent to her.”

Students were also contented when they “received feedback from their professors and allowed them to modify and continue working for better grades.” (S3). The teachers’ feedback also helped them “to complete their subsequent assignment according to their explanations” (L7), and they were “able to understand the topic much better” (M10). Figure 1 shows the number of participants and categories for the theme related to flexibility in assessment.
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FIGURE 1
Number of the participants and categories contributing to the theme of flexibility in assessment.




Effective assessment guidelines

Some students felt that it was easier to have an online assessment since more guidance was received compared to the face-to-face assessment. The sudden transition to the online assessment made the lecturers guide the students thoroughly. The lecturers gave a “rubric as a guide because there were many assignments. The rubrics are very useful because it helps students to understand the reasons behind assessment and marks” (S4). With the rubrics, students “know why students are given certain marks and not the other.” (S4). It is practical to have assessment rubrics because “I was constantly checking the rubrics for doing each part of the work appropriately, for instance, for completing the theoretical part of the assignments, I checked the rubric to see what had already been done and what had yet to be done” (S1). Rubrics gave them the idea of what was expected from [them] and how [they] would be assessed (S1). Students felt that the university had revamped the assessment and they “benefitted from it because it helped [them] to pass the subjects” (S2). For example, reducing the weight of 40 per cent of the final examination mark so that marks from other assignments can take a bigger percentage (S2).

S6 highlighted that “there were many assignments and different professors in the subject, and each part had its share in the final mark.” Similarly, L5 said that “some professors gave quite many tasks for assessment” and “seven separate essays were done in group work.” Suitable assignments were given to students during the precarious time. Students found that the “assessments were fun and more participation of students was generated during this pandemic” (M2). Also, there was a “requirement to make the assessment criteria more flexible; this helped students achieve better grades” (S5). Figure 2 shows the distribution of the number of participants who contribute to the theme of “effective assessment guidelines.”
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FIGURE 2
Number of participants and categories contributing to the theme of effective assessment guidelines.




Stress and fear of the online assessment

The theme of stress and fear was evident in most of the interviews. The online assessment was stressful for L3 because “many people were living in the house, and [his] grandparents also came to live with [him], and [they] had to share rooms, the spaces for studying, doing assignments and the exams.” There was also a situation where students needed “to agree on who uses the computers depending on [their] classes, assignments, mobile data” (S5), and “this has affected the assessment and participation in classes” (S5). The stress was also caused by “limited time set during the assessment” (L4) and “seeing how much time left” (L3). Most students were stressed “when the time was spent solving the technical problem” (L4). The worst tension was caused by the “fear of disruption of the Internet connection and by losing time for answering the questions (S2).” L6 expressed her dissatisfaction and detailed that:








	

	I did not like the oral part of the examination because I have always experienced much more stress, and now, when we do everything online, the fear is immense. It is mainly because of the Internet connection problem.





According to M5, “the laptop [she] was using gets heated up during the assessment when used for a long time and reduces the processor speed. This causes the system to lag.” One student compared the online assessment and highlighted the advantage of classroom assessment. In her words:

It is less stressful to present in class because even if there is a problem with the slides or something else, you can continue with your presentation. At the same time, you can get cut off entirely during an online production (L2). Figure 3 shows the number of participants and categories which contribute to the theme related to stress and fear in online assessment.
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FIGURE 3
Number of participants and categories contributing to the theme related to stress and fear in online assessment.




Inefficient assessment

Lecturers focus on preventing the students from cheating rather than re-thinking their assessment methods and exam tasks (L6, S2, S5). Therefore, lecturers limited the time for the assessment. This led to “stress levels for those who work slower, like me” (L5) and before the pandemic, “I had a very similar subject with the same lecturer. We wrote the examination in class, and for the writing, part was given an hour and a half” (L5).

When confronted, the lecturer “explained their decision and expressed the fear for students to cheat while writing from home when they have more time” (S2). One student “submitted a complaint to the Dean’s office about the unfair time limit. She was unhappy about the teacher’s decision to set a limit for answering a question in Moodle.” L4 said, “I liked writing when we were given more time, for example, one week or two for essay writing, not just one hour as in the exam.” (L4). L1 also commented that:








	

	The time was short for 30 tasks. We had only 15 minutes. It was impossible to concentrate on the tasks because students were thinking about how much time was left, not about making tasks correctly.





M2 gave a similar account and gave the example of “an Accounting subject that is usually for three hours and shortened to two hours during the online assessment, thus creating panic whereas three hours is the proper designated time needed to answer the questions as the answers need lengthy and thorough working.” Participants highlighted that there was “no standardisation during the online assessment and felt it was all chaos and there was not a single moment when [they] knew for sure what [they] had to do for some of the subjects (S2).” There were instances where the lecturer “added new requirements after the assignment was submitted” (L2). Sl added that “coordination from the professors should be planned so that the deadlines would not overlap because this stressed [them] a lot” and some initial instructions that the students must follow to complete their assessment successfully (L2). S2 lamented, “I was spending all my time on a diversity of assignments, resulting in less time for studying.” A student said they “sit in front of the computer too long because some professors gave quite many tasks for assessment, and [she] was exhausted and waiting for the quarantine to end” (L1). There was a situation when the students “have back-to-back exams, and there is no time to revise and remember important points.” M2 felt “it was ridiculous to answer nine essay questions from various subjects and eight separate online MCQ questions in six days.” Similarly, M5 said that “the idea of a fixed date and time to answer questions from various places cause a problem, and the university should be aware of problems faced by the students.”

Although students have highlighted the advantages of a flexible environment for assessment, some participants were not satisfied with such evaluations and highlighted the possibilities for students to cheat. For example, “it could have been done by another person, their father, their mother” (S6). Furthermore, “the changes in the percentage for examination and when the exam is 40 per cent, and there is no minimum score to pass, it results in that everyone passes without acquiring the knowledge that has to be acquired” (S6). One technique that the participant disliked was the instrument in the assessment. In S6’s words:








	

	Every student had to submit in the same folder on Moodle. The deadline was set. And the teacher pointed out that they would review the works if submitted in advance and tell what could be improved before the deadline. Some students presented their papers in advance and were expecting some reflection. However, the teacher reviewed the works only after the deadline passed and expressed their dissatisfaction with some of them. The students were upset because they could have worked on their papers earlier had the teacher reviewed them.





L3 laments that she “was informed by the defence committee to look straight in the camera more, but [she] was more focused on the PowerPoint presentation so that [she] could follow what [she] was going to tell next and to explain things.” She emphasizes that if it was done “face-to-face, [she] would have indicated at the PowerPoint and would have looked at the committee members more. It is tough to present the Final Thesis orally, to look in the camera and not at the slides.”

As for S5, one of the lecturers “used a chat in the forum as a type of participation.” S5 noticed that “it was not a good form of assessment, because people repeat what the first or second students have written and write something like “I agree with XXXX or XXXX” without adding anything new. [She] don’t think this is a good assessment tool. But [she] had no doubts that [she] did not like the examination.” (S5). L4 concurred in this respect and explained her dissatisfaction:








	

	Sometimes students got lower marks and no explanation was given. A good friend said she tried to prove to the teacher that she did not plagiarise. The teacher said that she checked our work with software and returned it to the student. But the student said she was just reading things online, and maybe that was why the ideas were similar and the sentences were identical.





As for L1, presentations were complicated because of the “requirements given by the lecturers. For example, some of the lecturers required students to have their cameras on. If the student has no such opportunity, professors made their grades lower, even if the presentation is well prepared.” L2 felt comfortable presenting in class for assessment because “it is much easier to control [her] hands and maintain eye contact.”

M1 was disappointed when the percentage for assessment changed due to the pandemic. M1 explained that “the lecturer decided to change the portion of the project work which was 10% before the pandemic and now it is said to be 20% since the project work is completed. The percentage for the online assessment will be much lower, which will affect [his] final grade. If [he]knew that the contribution was higher, [he] would have put in the extra effort.” M3 commented on the “one-time click assessment, and after some time when students realised the mistakes and wanted to change, they are not able to do so. Students can still rub the wrong answers if the exam is in the classroom.” Figure 4 illustrates the number of participants and categories for the theme related to inefficient assessment.
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FIGURE 4
Number of participants and categories for the theme related to inefficient assessment.





Discussion

Adopting the perspective of the expectancy-value theory of motivation, the interview findings are discussed based on the four main domains of the theory: attainment, intrinsic, cost, and utility values. The participants confirmed that the accumulation of grades for the assessment, clear rubrics, and suitable assessments motivated them to complete their online assessment. These aspects are related to attainment values. With clear rubrics, students could identify expectations and standards for a particular assessment. This, in a way, motivates students to improve their grades. According to Tam (2022), educators’ guidance in explaining various types of examination questions help learners in preparation for their assessment. As revealed by the students, their teachers tend to be more emphatic and sensitive in carrying out online assessments. They seem to understand that students may be temporarily unavailable during the pandemic due to health issues, having other responsibilities such as taking care of their family members, having limited access to technology tools etcetera. In such a situation, Doucet et al. (2020, p. 8) proposed the concept of “Maslow before Bloom” indicating that while teaching and learning activities are important, health and safety must take precedence during a crisis. Nguyen et al. (2020) assert that switching to frequent assessment helps students manage their time wisely and break up their study time into smaller segments. Such periodic assessment gives a lower stake and lowers the stress environment. Incorporating various assessments encourages learners to change their approach from traditional assessment to deep and proactive learning (Jacobs, 2021). The findings also support Felder and Brent’s (2003) idea that assessment supports learning and leads to constructive educational changes. For example, the project work, online presentation, and task-based education evident in the findings allow student-centered learning and active learning to occur.

The domain of intrinsic value is related to flexibility in assessment. The subcategories related to this theme are flexible time, flexible space, and effective feedback from lecturers. The students appreciate the effective feedback from lecturers, encouraging them to promote and maintain their motivation (Benson and Brack, 2010), since well-developed feedback can assist learners who face learning difficulties (Wang, 2014). Students at University S in this study received clear rubrics, but students at Universities L and M did not. Also, feedback from the lecturers was experienced by students from Universities S and L. However, students in University M were not provided with feedback. Regardless, the students were motivated to complete the assessment since they had flexible time and space to complete the assessment. The “space” in which students learn can affect their emotions and engagements (Kayumova and Tippins, 2016). Technology tools resolved the lack of physical attendance, and students were more comfortable and such an environment increased learning outcomes, as affirmed by Goh and Sandars (2020) and Khan and Jawaid (2020). These experiences led students to positive attitudes toward online assessment.

High-cost value was identified when students were demotivated because they experienced distraction from family members, situational stress, technical problems, and limited time to complete the assessment. This is consistent with Tam (2022, p. 12), who argues that “time and technical constraints are inappropriate ways of encouraging students to the fullest with the topics and the assessment process but impose overwhelming pressures on students.” It is also evident from the interview that students were not consulted when changes were made in the percentage of the carry marks for the assessment. Some assessments were also scheduled simultaneously for various subjects (asynchronous online assessment) resulting in students experiencing stress and not performing well in their assessments. Hence, the training of educators is an essential component that institutions of higher learning can no longer depreciate but need to be more rigorous, robust, and advanced. As Boud and Dochy (2010) postulate, assessment practices significantly enhance and enrich university students’ learning experiences because the improvement in assessment practices impacts the quality of students’ learning. Practitioners and educators should have related knowledge, skills, and short-term and long-term planning strategies.

The theme related to utility value is not evident in the findings. Since the COVID-19 pandemic has changed the assessment design (techniques of assessment, level of difficulties, students learning strategies and preparation for assessment), learners should be informed on how such assessment can prepare them for future challenges. For example, the importance of communication, collaboration, critical thinking, and creativity should be explained to the students for them to realize the significance of such assessment. According to Gibbs (2010), it is through assessment design that educators create a healthy learning milieu. At the same time, the students also interpreted the online assessment negatively where they felt that online assessment is not very valuable to them because of their dissatisfaction with the techniques, the possibility of cheating among students, and inconsistent assessment expectations. Therefore, there is an overlap between cost value and utility value. Figure 5 illustrates the categories and themes related to online assessment examined in this study.
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FIGURE 5
Categories and themes related to online assessment.



Pedagogical implications

The shift to online assessment due to the COVID-19 pandemic is something unexpected. There are challenges and there is no one-size-fits-all approach for the online assessment. However, the findings from the three countries put forth in this study could guide educators in planning their online assessments. Understanding the problems and considering the appropriate strategies are essential to maintain quality in assessment.

Five recommendations can be made from this study, which are:


1.A checklist should be given to teachers and students to support and mitigate the limitations of an online assessment. To develop the list, educators should consult the students and consider the strengths and regulations they will experience during the online assessment. More importantly, in designing the checklist there should be a discussion and negotiation between educators and students so that consensus can be reached. A checklist detailing how the assessment is beneficial to the students should be included to emphasize utility value. The checklist should also include rubrics and feedback.

2.Mock assessment should be conducted to make students aware of the difficulties and consequently work together to overcome the challenges.

3.A discussion on alternate assessments can be arranged if students face technical difficulties. There must always be “Plan B” when the prepared online assessment fails. Plan B will only be executed when students provide evidence (screenshot of technical problems) to avoid dishonesty.

4.Video demos on how assessment could/should be conducted ought to be created to guide students. The video may increase students’ acceptance of online assessments as they would be accustomed to the format and thus have/gain confidence in the system.

5.A well-planned schedule should be created to avoid overlaps in assessment. Some of the assessments are conducted for more than a week (asynchronous online assessment) and it overlaps with other subjects.






Conclusion

The COVID-19 pandemic has opened venues for online assessment with a completely new experience for educators and learners. This study reveals several significant findings related to assessment and motivation. The use of the virtual environment for online assessment comes with advantages and disadvantages. It is a must for students, instructors, and e-learning policymakers to consider the potential benefits and challenges when encouraging e-learning assessment. Future studies should explore and further investigate and experiment with effective online assessment practices that would contribute to students’ productive and meaningful learning, especially in times of distress, tragedies, and pandemics, as we are currently experiencing. Also, similar comparative studies involving more countries (developed or developing) should be initiated. The themes derived from this study could also be used to develop constructs (and eventually a questionnaire) that is comprehensive and complete to understand online teaching and learning from both the educators’ and the students’ perspectives. The third surge of COVID-19 worldwide means that, most likely, the online assessment may last longer than expected. It also means that teaching and learning in higher institutions should be brave to explore, create, develop, implement, and evaluate new assessment modes that would be feasible for educators and students.



Data availability statement

The original contributions presented in this study are included in the article/supplementary material, further inquiries can be directed to the corresponding author.



Ethics statement

Ethical review and approval was not required for the study on human participants in accordance with the local legislation and institutional requirements. Written informed consent for participation was not required for this study in accordance with the national legislation and the institutional requirements.



Author contributions

All authors listed have made a substantial, direct, and intellectual contribution to the work, and approved it for publication.



Conflict of interest

The authors declare that the research was conducted in the absence of any commercial or financial relationships that could be construed as a potential conflict of interest.



Publisher’s note

All claims expressed in this article are solely those of the authors and do not necessarily represent those of their affiliated organizations, or those of the publisher, the editors and the reviewers. Any product that may be evaluated in this article, or claim that may be made by its manufacturer, is not guaranteed or endorsed by the publisher.



References

Anh, V. T. K. (2022). English teachers’ attitude and challenges in facing immediate online teaching: A case study in vietnam. J. Nusantara Stud. 7, 495–511. doi: 10.24200/jonus.vol7iss2pp495-511

Annamalai, N. (2021). Online learning during COVID-19 pandemic. Are malaysian high school students ready? Pertanika J. Soc. Sci. Hum. 9, 1571–1590. doi: 10.47836/pjssh.29.3.06

Annamalai, N., Tangiisuran, B., and Athirah Daud, N. A. (2021). Transitioning to online clerkship during unprecedented times: An innovative online flipped in-patient clerkship. Innov. Educ. Teach. Int. 1–11. doi: 10.1080/14703297.2021.1931406

Benson, R., and Brack, C. (2010). Online Learning and Assessment in Higher Education. Cawston UK: Woodhead Publishing.

Boud, D., and Dochy, F. (2010). Assessment 2020. Seven propositions for assessment reform in higher education. Sydney: Australian Learning and Teaching Council.

Braun, V., and Clarke, V. (2006). Using thematic analysis in psychology. Qual. Res. Psychol. 3, 77–101.

Butler-Henderson, K., and Crawford, J. (2020). A systematic review of online examinations: A pedagogical innovation for scalable authentication and integrity. Comput. Educ. 159:104024. doi: 10.1016/j.compedu.2020.104024

Creswell, J. W., and Poth, C. N. (2017). Qualitative inquiry and research design: Choosing among five approaches. Thousand Oaks, US: Sage publications.

Doucet, A., Netolicky, D., Timmers, K., and Tuscano, F. J. (2020). Thinking about pedagogy in an unfolding pandemic. Available online at: https://www.saspa.com.au/wp-content/uploads/2020/04/2020_Research_COVID-19_2.0_ENG-Thinkingabout-Pedagogy-in-an-Unfolding-Pandemic.pdf (accessed January 30, 2022).

Easterby-Smith, M., Thorpe, R., and Jackson, P. R. (2012). Management research. Thousand Oaks, US: Sage.

Faulconer, E., Griffith, J. C., and Frank, H. (2019). If at first, you do not succeed: Student behaviour when provided feedforward with multiple trials for online summative assessments. Teach. High. Educ. 26, 581–601. doi: 10.1080/13562517.2019.1664454

Felder, R. M., and Brent, R. (2003). Designing and teaching courses to satisfy the ABET engineering criteria. J. Eng. Educ. 92, 7–25. doi: 10.1002/j.2168-9830.2003.tb00734.x

Gibbs, G. (2010). Using assessment to support student learning. Leeds: Leeds Met Press.

Gilbert, J., Morton, S., and Rowley, J. (2007). e-Learning: The student experience. Br. J. Educ. Technol. 38, 560–573. doi: 10.1111/j.1467-8535.2007.00723.x

Goh, P. S., and Sandars, J. (2020). A vision of the use of technology in medical education after the COVID-19 pandemic. MedEdPublish 9:49. doi: 10.15694/mep.2020.000049.1

Guangul, F. M., Suhail, A. H., Khalit, M. I., and Khidhir, B. A. (2020). Challenges of remote assessment in higher education in the context of COVID-19: A case study of Middle East College. Educ. Assess. Eval. Account. 32, 519–535. doi: 10.1007/s11092-020-09340-w

Guba, E. G., and Lincoln, Y. S. (1994). “Competing paradigms in qualitative research,” in Handbook of qualitative research, eds N. K. Denzin and Y. S. Lincoln (Thousand Oaks, CA: Sage), 105–117.

Hannaford, L. (2015). Computational Journalism in the UK Newsroom. J. Educ. 4, 6–21.

Hasan, N., and Bao, Y. (2020). Impact of “e-Learning crack-up” perception on psychological distress among college students during COVID-19 pandemic: A mediating role of “fear of academic year loss”. Child. Youth Serv. Rev. 118:105355. doi: 10.1016/j.childyouth.2020.105355

Jacobs, A. D. (2021). Utilizing take-home examinations in upper-level analytical lecture courses in the wake of the COVID-19 pandemic. J. Chem. Educ. 98, 689–693. doi: 10.1021/acs.jchemed.0c00768

Jones, S. H. (1996). Crits—an examination. J. Art Design Educ. 15, 133–141. doi: 10.1111/j.1476-8070.1996.tb00660.x

Kayumova, S., and Tippins, D. (2016). Toward re-thinking science education in terms of affective practices: Reflections from the field. Cult. Stud. Sci. Educ. 11, 567–575. doi: 10.1007/s11422-015-9695-3

Khan, R., and Jawaid, M. (2020). Technology-enhanced assessment (TEA) in COVID 19 pandemic. Pak. J. Med. Sci. 36, S108–S110. doi: 10.12669/pjms.36.COVID19-S4.2795

Lichtman, M. (2014). “Drawing meaning from the data,” in Qualitative research for the social sciences, ed. M. Lichtman (Thousand Oaks, US: SAGE Publications, Inc), 335–340. doi: 10.4135/9781544307756.n12

Lincoln, Y. S., and Guba, E. A. (1985). Naturalistic inquiry. Beverly Hills, CA: Sage.

MacIntyre, P. D., Gregersen, T., and Mercer, S. (2020). Language teachers’ coping strategies during the Covid-19 conversion to online teaching: Correlations with stress, wellbeing and negative emotions. System 94:102352. doi: 10.1016/j.system.2020.102352

Montero, S. C., and Suhonen, J. (2014). “Emotion analysis meets learning analytics: Online learner profiling beyond numerical data,” in Proceedings of the 14th Koli calling an international conference on computing education research, (New York, NY: ACM), 165–169. doi: 10.1145/2674683.2674699

Nguyen, J. G., Keuseman, K. J., and Humston, J. J. (2020). Minimise online cheating for online assessments during the COVID-19 pandemic. J. Chem. Educ. 97, 3429–3435. doi: 10.1021/acs.jchemed.0c00790

Rahim, A. F. A. (2020). Guidelines for online assessment in emergency remote teaching during the COVID-19 pandemic. Educ. Med. J. 12, 59–68. doi: 10.21315/eimj2020.12.2.6

Schneider, S. L., and Council, M. L. (2020). Distance learning in the era of COVID-19. Arch. Dermatol. Res. 313, 389–390. doi: 10.1007/s00403-020-02088-9

Scull, J., Phillips, M., Sharma, U., and Garnier, K. (2020). Innovations in teacher education at the time of COVID19: An Australian perspective. J. Educ. Teach. 46, 497–506. doi: 10.1080/02607476.2020.1802701

Sharadgah, T., and Sa’di, R. (2020). Preparedness of institutions of higher education for assessment in virtual learning environments during the Covid-19 lockdown: Evidence of bona fide challenges and pragmatic solutions. J. Inf. Technol. Educ. Res. 19, 755–774. doi: 10.28945/4615

Simpson, O. (2013). Supporting Students in Online, Open and Distance Learning, (3rd Edn). London: RoutledgeFalmer, doi: 10.4324/9780203417003

Tam, A. C. F. (2022). Students’ perceptions of and learning practices in online timed take-home examinations during Covid-19. Assess. Eval. High. Educ. 47, 477–492. doi: 10.1080/02602938.2021.1928599

Van der Mescht, H. (2004). Phenomenology in education: A case study in educational leadership. Indo Pac. J. Phenomenol. 4, 1–16. doi: 10.1080/20797222.2004.11433887

Wang, Z. (2014). Developing Accuracy and Fluency in Spoken English of Chinese EFL Learners. English Lang. Teach. 7, 110–118.

White, A. (2020). Amanda White on Education for and Detection of Contract Cheating in Virus Times. Campus Morning Mail. Available online at: https://campusmorningmail.com.au/news/education-forand-detection-of-contract-cheating-in-the-age-of-covid-19/ (accessed on 15 Mar, 2021).

Wigfield, A., and Eccles, J. S. (1992). The development of achievement task values: A theoretical analysis. Dev. Rev. 12, 265–310. doi: 10.1016/0273-2297(92)90011-P

Wigfield, A., and Eccles, J. S. (2000). Expectancy–value theory of achievement motivation. Contemp. Educ. Psychol. 25, 68–81. doi: 10.1006/ceps.1999.1015

Yan-Li, S., Jiang, N., Pamanee, K., and Sriyanto, J. (2022). Online learning readiness and satisfaction during covid-19 pandemic among university students in four Asian countries. J. Nusantara Stud. 7, 245–269. doi: 10.24200/jonus.vol7iss2pp245-269



OPS/images/fpsyg-13-957896-g004.jpg
Number of respondents

14

=
o N

o N B O

Inefficient Assessments

Lithuania

m Dissatisfied with techniques

B Unclear expectation of assessment

Spain Malaysia

M Possibility of cheating (plagiarism)





OPS/images/fpsyg-13-957896-g003.jpg
R Rk =R =N
N O~ OO 0 O

Number of Respondents
=3
o

o N A~ OO O

Stress and Fear in Online Assessment

Limited time
Technical problem
Situational stress

Distraction from family members
Lithuania

Distraction from family members [ Situational stress

B Technical problem B Limited time





OPS/images/fpsyg-13-957896-g002.jpg
Effective Assessment Guidelines

14
12

10

Number of
respondents

Accumulation of Clear rubrics Suitable assessments
assessments given

e=@==Lithuania e=@==Spain =@==alaysia





OPS/images/fpsyg-13-957896-g001.jpg
Flexibility In Assessment

8 8 8
0
0 ‘ 1 | B ]

Lithuania Spain Malaysia

= = N N
o U o w

Number of Respondents

o

~ Flexible space at home 1 Effective feedback from lecturers & Flexible time





OPS/images/fpsyg-13-957896-g005.jpg
Categories Themes

e Flexible space at home

e Effective feedback from
lecturers
Flexibility in o
e Flexible time Assessment -’l Intrinsic Value |

4

Accumulation of

assessments
Clear Rubrics

Effective Assessment » Attainment
Suitable assessments Guidelines Value
given

‘ Expectancy

Value Theory
Distraction from family
members
Technical problem
Situational stress Str.ess and fear in - Cost ¢
Technical Problem online assessment value/Utility
Limited time .

of Motivation

Dissatisfied with

techniques

Possibility of cheating Inefficient Assessment Cost Val‘i‘e/ Utility
value

Unclear expectation of
assessment






OPS/images/cross.jpg
@ Check for updates.





OPS/xhtml/Nav.xhtml




Contents





		Cover



		A phenomenological study of online assessment during a pandemic crisis: Insights from Malaysia, Lithuania, and Spain



		Introduction



		Literature review



		Review of related studies on online assessment during the COVID-19 pandemic



		Methodology



		Participants



		Data collection and analysis



		Trustworthiness in qualitative data







		Findings



		Flexibility during the assessment



		Effective assessment guidelines



		Stress and fear of the online assessment



		Inefficient assessment







		Discussion



		Pedagogical implications







		Conclusion



		Data availability statement



		Ethics statement



		Author contributions



		Conflict of interest



		Publisher’s note



		References

















OPS/images/cover.jpg
& frontiers | Frontiers in Psychology

A phenomenological study
of online assessment during
a pandemic crisis: Insights from
Malaysia, Lithuania, and Spain












OPS/images/logo.jpg
’ frontiers ‘ Frontiers in Psychology







