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 Abstract  

Purpose: The study aimed to determine the respondents’ beliefs and 

practices in the implementation of PETAs. 

Approach/Methodology/Design: This is a quantitative study wherein 

statistical treatments such as mean and Structural Equation Modelling 

(SEM) are utilized. A self-made questionnaire was used that underwent a 

validity and reliability test. The participants of this study were selected from 

the seven Senior High School with a tertiary level in the University belt area 

in the city of Manila. 

Findings: Results indicated that the commonly held beliefs of the 

respondents are consistent with the premises of PETAs described by 

Department of Education and by the literature reviewed in this study. This 

shows that teachers implement PETAs that are real-life applications of 

learning. Even though there are difficulties in implementing this type of 

assessment the respondents apply it in their classes not only because it is 

mandated by the Department of Education but because they have high 

beliefs in PETAs being a valid and meaningful way to assess learning. 

Practical Implications: The study can serve as a basis for the development 

of an enhancement program for proper implementation and management of 

PETAs for senior high school teachers.  

Originality/value: Much research may have been conducted regarding 

PETAs particularly in the foreign setting, but there is much dearth of 

literature on this topic in the Philippines particularly in the Senior High 

School setting. It is expected that most of the research efforts of the 

Department of Education will focus on studying the many aspects of the K to 

12 programs such as the efficacy of the curriculum and instruction. 

Interestingly, the implementation of the PETAs could be one of those aspects 

that need empirical data for policymaking in the future. 

1. Introduction 

In 2012, the Philippines launched its K to 12 programs, a comprehensive basic education 

reform program. “Discussion Paper on The Enhanced K+12 Basic Education Program” (2010) 

stated that the program is an enhanced curriculum that is decongested providing more time for 

students to master the competencies that the 21st-century market needs. Furthermore, Senior 

High School students will be more college-ready, employable or capable of starting their own 
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business, and senior high school graduates can meet the academic requirements needed as a 

foreign student in case they go abroad. The new curriculum concentrates on the “holistic 

development” of the learner which has also been quoted by Magno & Pioyang (2016). It 

highlights the "outcome-based approach" for better-preparing students for higher education 

and providing them with skills in entrepreneurship and mid-level job skills. The curriculum is 

anchored on the principles of inclusiveness, growth and development, and learning and 

assessment, which is said to be a fundamental element of the program.  

According to the “Policy Guidelines on Classroom Assessment for the K to 12 Basic 

Education Program” (2015), there are two types of assessment that should be employed: 

formative assessment and summative assessment. Formative assessment is given during the 

lesson or grading period. It is intended to determine how the students cope with the lesson 

and what their difficulties are. It is in the form of a short quiz, written exercises, and group 

works. On the other hand, summative assessment is conducted at the end of the unit or the 

end of the quarter. It measures how learners use and apply what they have learned. It is in the 

form of written work which is comprised of long tests and other written outputs such as 

quarterly, midterms, and final examinations. Another component of the Summative test is the 

Performance Task or PETA. Department of Education requires PETA for all subject areas. 

McTighe (2017) emphasized that PETAs are regularly used in certain disciplines, such as 

visual and performing arts, physical education, and career technology where performance is 

the natural focus of instruction. However, such tasks can and should be used in every subject 

area and at all grade levels as stated in the DepEd Order No. 8 s. 2015. PETAs enable 

learners to demonstrate what they have learned at the end of the lesson episode and what are 

they able to do in various ways. They can create or innovate products or carry out tasks. Skill 

demonstration, oral performances, multimedia presentations, and research projects are some 

of the examples of PETAs. Students either accomplish it individually or in groups. It also 

offers opportunities for students to demonstrate and integrate the knowledge, understanding, 

and skills that they have learned in a particular real-life situation. It is given several times 

during the quarter at the end of the lesson focusing on a topic/skill lesson (“Policy Guidelines 

on Classroom Assessment for the K to 12 Basic Education Program”, 2015). 

As stipulated in the “Policy Guidelines on Classroom Assessment for the K to 12 Basic 

Education Program” (2015), PETAs should be implemented in the classroom to produce 

graduates that are capable of applying the knowledge that they learned. Thus, teachers are 

faced with the challenge of implementing PETAs with the desired competency so as not to 

sacrifice the students’ learning. Lack of competency and knowledge as regards the premises 

of PETAs may lead to failure of the attainment of the goals of K to 12 programs. If PETAs 

are not appropriate or implemented properly due to teachers’ lack of knowledge about the 

premises of PETAs, there may be a failure in measuring the students’ capabilities. Thus, 

some of the goals of K-12 may not be possibly attained. Thus, proper implementation of 

PETAs in Senior High School should be looked into. As per DepEd Memorandum, PETAs 

are important components for assessing students’ learning for the Senior High School level. It 

has the highest percentage weight allotment in the grading system. This only implies that 

PETAs are the most important and are the highlight of all the activities in every quarter in the 
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school calendar. However, no definite guidelines in implementing them are provided, which 

might mean that teachers could face confusion in terms of their knowledge of its premises 

and proper implementation. Hence, this study attempts to bridge such a gap. This study is 

also worth undertaking because the Department of Education has just completed the 

implementation of the first batch of the Senior High School graduates during the school year 

2018-2019. Hence, the data that the study yielded may help in providing feedback about the 

quality of the said program particularly on the implementation of PETAs at the Senior High 

School level in the Philippines. 

This study aims to determine the beliefs and practices of Filipino Senior High School 

teachers as regards the premises and implementation of Performance Tasks. It specifically 

seeks to answer the following research questions: (1) What are the teacher respondents’ a) 

beliefs about the premises of PETAs, b) common practices, and c) difficulties in the 

implementation of PETAs? (2) Is there a positive correlation between the respondents’ beliefs 

about the premises of PETAs and common practices for their implementation? This study is 

anchored on two prominent educational theories: namely, Constructivism and Zone of 

Proximal Development. 

In Constructivism, learners construct their knowledge, and this reminds us of the importance 

of prior knowledge and social interaction in the learning process (Santrock, 2011). This idea 

was supported by Tria, Limpingco, and Jao (2008) when they stated that problem-solving, 

reasoning, critical thinking, and the active use of knowledge were the goals of constructivist 

instruction.  

The constructivist view of Jean Piaget, Lev Vygotsky, and Jerome Bruner were utilized in 

this study. Piaget stressed that when students are active, they learn best and seek solutions for 

themselves (Santrock, 2011). On the other hand, Vygotsky’s Social Learning theory believed 

that psychological phenomena arose out of social interaction. In a learning process, the 

teacher facilitates by providing information and organizing activities for learners to discover 

their learning and only acts as facilitators. Thus, Constructivism involves learners with 

situations wherein they can create and develop their knowledge by asking questions, 

summarizing ideas, and collaborating with others (Liu & Chen, 2010). This is supported by 

Jerome Bruner’s constructivist view where there is a strong emphasis on discovery learning 

where adults transform the classroom into a learning environment that offers purposeful 

opportunities to learn through discovery. Also, scaffolding wherein the teacher supports the 

learners as they work with their task is an effective way to motivate them (Macblain, 2018).  

The theoretical basis of the assessment practice for the K to 12 Basic Education Program is 

the learners’ Zone of Proximal Development (ZPD). Vygotsky explains that the ZPD is "the 

distance between the actual developmental level as determined by independent problem 

solving and the level of potential development as determined through problem-solving under 

adult guidance, or in collaboration with more capable peers" (as cited in McLeod, 2019).  

The Zone of Proximal Development theory suggests that teachers’ interventions such as clear 

examples, additional instruction and prompts would help students move from being 
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dependent learners to independent learners with mastery of the lesson. Vygotsky argued that 

assessment should determine the child’s ZPD and use this as the focus of the teacher’s 

teaching (as cited by Santrock, 2011). In Bachelor’s (2015) view, ZPD can be utilized by 

contemporary educators as they work together with students to facilitate learning.  

The Department of Education has utilized the Zone of Proximal Development theory in 

defining and setting the essentials of Performance Assessment for the Senior High School, 

which is stipulated in DepEd Order No. 8 s. 2015. 

2. Literature Review 

Assessment 

Assessment of student achievement is one of the key elements of teaching (Letina, 2015; 

Sebate, 2011). It is not only complementary and should be taken into account from the 

beginning of the teaching-learning planning stage (Sebate, 2011). It has an important 

objective of finding the knowledge that has been learned that cannot be seen and must be 

practiced with a proactive, practical approach that students can complete (Carper, 2012). R. 

Rosaroso and N. Rosaroso (2015) added, “Teachers view assessment as a comparison of 

student’s performance from given criteria. Students, on the other hand, perceive assessment 

as a room for improvement and an avenue for further learning” (p. 72). According to 

Mussawy (2009), Opre (2015) and Sebate (2011), assessment results inform teachers not only 

on the progress of the students but also on the effectiveness of their instructions. The 

outcomes of the students’ examination have a huge impact on the instructional practice of the 

teachers. Burke (2005) agrees that the purpose of the assessments is to provide students with 

information, evaluate their knowledge and understanding of key concepts and standards, and 

guide the educational process.  It should be noted that even the “Policy Guidelines on 

Classroom Assessment for the K to 12 Basic Education Program” (2015) indicated that 

assessment enables teachers to monitor the progress of students and assessment informs the 

students and their parents of their progress. Furthermore, Assessment is defined as ' a process 

used to track the progress of learners ' in terms of learning standards and skills development 

in the 21st century. 

When implemented properly, assessment tools and strategies can have a positive impact on 

key aspects of the reform of education that allows a broader range of skills to be assessed 

instead of mere content recall. These strengthen the students’ engagement as they also assess 

their performance and students’ acquisition of the 21st-century skills (Moss, Girard, & 

Haniford, 2006). According to Brown, Kennedy, Kwan Fok, Chan and Yu (2009) teachers, 

being the implementers of assessment, are key persons in the teaching process. It is important 

to know their understanding of assessment and to be able to determine their practices. Sebate 

(2011) agreed with this when he cited that teachers' understanding of assessment will 

determine how they assess inside the classroom making the beliefs of teachers in the 

assessment process an evoking topic. Thus, the examination of teacher beliefs provides a 

means of understanding the relationship between beliefs and student outcomes, insight into 
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teacher classroom practices and pedagogy and the multifaceted nature of the entire 

educational environment (Muis & Foy, 2010; Opre, 2015) 

 

Assessment in K to 12 Program in the Philippines 

  

According to Okabe (2013), the Philippines meet global standards of secondary education 

through K to 12 program. In senior high school, the additional two years are hoped to give 

students more time to develop the skills and acquire the necessary learning competencies that 

the 21st century demands. Its assessment process takes on diverse approaches considering the 

age of the students and the system of implementing the SHS program. 

 

The table 1 shows the Weight of Components of Senior High School from the “Policy 

Guidelines on Classroom Assessment for the K to 12 Basic Education Program” (2015) 

learners from Grades 1 to 12 are graded on Written Work, Performance Tasks, and Quarterly 

Assessment every quarter. These three are given specific weights that vary according to the 

nature of the learning area. It can be noted that PETAs have been given the highest weight. 

The reason behind this can be explained by Magno and Piosang (2016) in their article stating 

that assessment in the K to 12 must become more functional to address the demands of the 

workplace and community. Assessment takes a significant role in providing students with the 

21st century skills. 

 

Performance Assessment/ Performance Task 

 

According to Moqbel (2014) Performance Assessment entails students to create or perform 

tasks, develop portfolios, journals, diaries, and projects. Stecher (2010) agreed that 

performance assessment covers a very wide range of activities. Grabin noted that 

Performance-based tasks are tasks that require students to employ the knowledge and skills 

they have acquired by creating a product or delivering a performance (as cited by Moqbel, 

2014; Bekiroglu, 2008). In another study, Abbott and Wren (2016) agreed that performance 

assessment is an effective way to evaluate higher-order thinking skills.  

 

Table 1 : Weight of Grade Components of Senior High School 

   

Technical-Vocational 

  Academic Track 

and Livelihood (TVL)/ 

  

Sports/Arts and Design 

    

Track 

Assessment Core All other  Work Immersion/  All  Work Immersion 

 subjects subjects Research/Business other Research/Exhibit 

   Enterprise Simulation subjects Performance 

   Exhibit/ Performance   

Written Work 25% 25% 35% 20% 

Performance Task 50% 45% 40% 60% 

Quarterly Assessment 25% 30% 25% 20% 
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According to Garcia (2007), there is no consensus regarding assessment terminology. In 

related literatures, the definition of Performance Assessment and Performance Tasks 

(PETAs) may be overlapping but this was clarified by Stecher (2010). He pointed the 

difference between Performance Assessment and Performance Tasks. He defined that: A 

performance assessment is a collection of performance tasks. On the other hand, Performance 

Tasks (PETAs) is a structured situation in which stimulus materials and information, or 

action requests are submitted to an individual who generates a response that can be assessed 

using explicit standards.  In summary, according to Killen, all assessments are considered 

PETAs when it requires students to demonstrate their ability to remember, understand, apply, 

analyze, evaluate and create different forms of knowledge (as cited in Sebate, 2011).  

3. Methodology and Procedures 

In this study, the quantitative approach was employed wherein a survey was conducted to 

determine the beliefs, practices, and difficulties of the teacher respondents in implementing 

PETAs. Additionally, the positive correlation between the beliefs and practices of the teacher 

in implementing PETAs is stipulated in the study. The participants were selected from the 

seven Senior High School with a tertiary level in the University belt area in the city of 

Manila.  

This study made use of a self-made questionnaire. The researcher developed a survey 

questionnaire consisting of three parts: a) Beliefs survey part consisting of items about the 

respondents’ beliefs in the premises of PETAs; c) Practices survey part consisting of items 

about the respondents’ practices in the implementation of PETAs; and d) Difficulties survey 

part, in which the respondents ticked the listed difficulties in the implementation of PETAs. 

The beliefs and practices parts of the survey questionnaire are anchored on the theories of 

Constructivism, Zone of Proximal Development, and DepEd Order No. 8, s. 2015.  

The researcher-made instrument was pilot tested on a group of 40 senior high school teachers 

in one of the schools in Manila. Internal consistency or reliability of the items in the 

instruments was tested through Cronbach Alpha. Results showed that the instrument on 

Respondents’ Beliefs about the Premises of PETAs received a Cronbach Alpha of 0.786 with 

the interpretation of acceptable (Tavakol & Dennick, 2011) while the Common Practices as 

Regards Implementation of PETAs received a Cronbach Alpha of 0.844 with the 

interpretation of good (Tavakol & Dennick, 2011). The instrument underwent another 

reliability test after the actual gathering of data. The Respondents’ Beliefs about the Premises 

of PETAs yielded a Cronbach Alpha of .854 while the Common Practices as Regards 

Implementation of PETAs yielded a Cronbach Alpha of .832. Interpretation for both is good 

(Tavakol and Dennick, 2011). 

The following were used to analyze the data:  

a. Descriptive Statistics- Mean was used to determine the frequency of occurrence of study 

respondents’ beliefs and practices in the implementation of PETAs while Percentage (%) was 

used to measure the difficulties of the teachers in the implementation of PETAs. The items 
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with the highest percentage were deemed as the most difficult practice in the implementation 

of the PETAs. 

b. Structural Equation Model (SEM) is a multivariate technique of statistical analysis used to 

analyze structural relationships. This is a combination of factor analysis and analysis of 

multiple regression and is used to analyze the structural relationship between measured 

variables and latent constructs (“Structural Equation Modelling”, n.d.).  

4. Results and Discussion 

What are the teacher respondents’ common a) beliefs about the premises of PETAs, b) 

common practices, and c) difficulties in the implementation of PETAs? 

 

Table 2: Teacher respondents’ common beliefs about the premises of PETAs 

Beliefs Rank Mean 
Std. 

Deviation 
N 

PETA has several forms, such as performance-based tasks, 

portfolios, journals, diaries, projects, etc. 
1 1.33 0.5597 300 

PETA evidence appears in many different forms; it can 

involve solving realistic problems, oral or psychomotor 

skills. 

2 1.366 0.5144 300 

PETA is a type of assessment that focuses on 

demonstration of skills or producing an output. 
3 1.381 0.5563 300 

PETA refers to a variety of tasks and in situations in which 

students can demonstrate  
4 1.385 0.5863 300 their understanding of the lesson and apply   

Knowledge and skills in a variety of contexts. 

PETA includes a very wide range of activities such as 

writing an analysis, conducting laboratory investigations 

and other related hands-on activities.   

5 1.391 0.5523 300 

Scoring rubrics support learning and is a must in 

implementing PETA. 
6 1.393 0.5519 300 

PETA requires more time to design and evaluate, and more 

objectivity is needed in scoring. 
7 1.443 0.5578 300 

The rubric used in scoring PETA identifies all the needed 

attributes and degrees of completeness of each attribute. 
8 1.453 0.572 300 

PETA focuses on the processes and products of learning. 9 1.477 0.6184 300 

 PETA is interdisciplinary; it can be integrated with other 

learning areas. 
10 1.487 0.6132 300 

 PETA allows learners to show what they had learned and 

what they are able to do in diverse ways. 
11 1.517 0.5924 300 

PETA encompasses many skills and usually has a direct 

application to real tasks. 
12.5 1.527 0.6128 300 

PETA gives feedback to both teachers and students. 12.5 1.527 0.6128 300 

PETA scores given to students are not always the same. 14 1.584 0.645 300 

Small or enabling PETAs are necessary so that the students 

can perform the culminating PETA proficiently. 
15 1.638 0.6034 300 

PETA is always aligned to standards. 16 1.654 0.7301 300 

PETA often takes place over time, leading to tangible 

product or observable performance 
17 1.721 0.7125 300 

PETA requires students to be involved in extensive 

assessments especially at the formative stage. 
18 1.758 0.6243 300 

PETA does NOT have exact right or wrong answers. 19 1.815 0.8196 300 
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Scores are determined by the teacher through the degrees to 

which students have achieved or attained the standard or 

objective. 

PETA implementation is intensive and time consuming. 20 1.828 0.7501 300 

PETA demonstrates alignment of standards by requiring 

more tasks and work samples.   
21 1.848 0.7039 300 

Not all PETAs are authentic assessment or likened to real 

life tasks. 
22 2.268 1.4148 300 

PETA does NOT always require students to produce an 

output or product. 
23 2.508 0.9471 300 

PETA is NOT always applicable in all subject areas. 24 2.669 1.0153 300 

 

The weighted mean of the Beliefs about the premises of PETAs was computed and results 

showed that the top five beliefs are the following: Rank 1- PETA has several forms, such as 

performance-based tasks, portfolios, journals, diaries, projects, etc.; Rank 2-  PETA evidence 

appears in many different forms; it can involve solving realistic problems, oral or 

psychomotor skills; Rank 3- PETA is a type of assessment that focuses on the demonstration 

of skills or producing an output; Rank 4 

PETA refers to a variety of tasks and situations in whichstudents can demonstrate their under

standing of the lesson and apply knowledge and skills in a variety of contexts and; Rank 5- 

PETA includes a very wide range of activities such as writing an analysis, conducting 

laboratory investigations and other related hands-on activities. 

 

These top five beliefs of the respondents support the view of Garcia (2007) and Metin (2010) 

that PETAs give focus on problem-solving, decision-making and critical thinking; Results 

also support the view of Letina (2015) that assessment should fit into real-life complex 

situations or real-life problems. Respondents also agree that with what Grabin has asserted 

that PETAs has several forms, such as performance-based tasks, portfolios, journals, diaries, 

projects as identified (as cited by Moqbel, 2014; Bekiroglu, 2008). Their beliefs also validate 

Sebate (2011) when he defined assessment as a collection of information of the students 

learning before, during or after teaching (Sebate, 2011). The teachers’ beliefs are the same 

with the view of Wren (2009) that performance assessment is student-centered and targets 

higher-order thinking skills and other 21st century skills. 

 

Table 3: Respondents’ common practices in the implementation of PETAs 

Practices Rank Mean Std. 

Deviation 

N 

I design a PETAs which require the students to demonstrate 

the knowledge, skills and values taught to them. 

1 1.233 .4392 300 

I develop PETAs that make the class interactive and facilitates 

exchange of ideas and performances. 

2 1.282 .4710 300 

I involve students in the learning process individually or in 

collaboration with teammates in doing their PETAs. 

3 1.288 .5149 300 

I give additional instruction and prompts that would help 

students move from being dependent learner to an independent 

4 1.39 .5588 300 

Copyright © 2021, Middle Eastern Journal of Research in Education and Social Sciences (MEJRESS), Under a 
Creative Commons Attribution 4.0 

 



 

 
65 

 

learner in doing their PETAs. 

I give the students the freedom to express their learning in 

appropriate and diverse ways 

5 1.407 .5559 300 

I develop performance criteria that are based on attributes of a 

product or performance which demonstrate mastery. 

6 1.443 .5652 300 

I give my feedback on the students’ PETAs such as the 

strengths, weaknesses etc. after their presentation. 

7 1.447 .5924 300 

I develop explicit performance criteria which measure the 

extent to which students have mastered the knowledge and 

skills. 

8 1.483 .6035 300 

I only construct PETAs that are challenging yet achievable 9 1.492 .6085 300 

I ask relevant questions about the lesson that can help in 

facilitating learning and help students think of better ideas in 

doing their PETAs. 

10 1.497 .6024 300 

I give time limit during performances or demonstration of a 

task. 

11 1.513 .6254 300 

I list the knowledge and skills I wish to have students learn as a 

result of completing a task 

12 1.518 .5802 300 

I turn the classroom into a setting of exploration and discovery. 13 1.535 .5663 300 

I develop checklists that indicate the presence or absence of an 

attribute which includes how many points each attribute is 

worth. 

14 1.659 .7017 300 

I collaborate with other teachers teaching other subjects for 

possible integration of PETAs. 

15 1.764 .7394 300 

I give two – four PETAs during the quarter. 16 1.849 .8224 300 

I always conduct the presentation of PETAs inside the 

classroom. 

17 1.857 .8357 300 

I always require my students to use technology in developing 

their PETAs. 

18 1.876 .7370 300 

I do not interrupt or ask questions during the students’ 

presentation of their work. 

19 2.003 .8978 300 

I sometimes invite other teachers to give grade to the PETAs of 

my students. 

20 2.189 .8469 300 

I do not let students choose their own group mates in doing 

their PETAs. 

21 2.189 .9096 300 

I do not always give immediately the result or score of students 

in their PETAs. 

22 2.422 .9074 300 

I do not ask the students feedback on their PETAs. 23 2.81 .9058 300 

I do not always give the rubrics to the students when I give the 

PETAs. 

24 3.157 .9910 300 
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The weighted mean of the Common Practices as regards the implementation of PETAs were 

computed and the results showed that the top five common practices are the following: Rank 

1- I design a PETAs which requires the students to demonstrate the knowledge, skills and 

values taught to them; Rank 2 - I develop PETAs that make the class interactive and 

facilitates the exchange of ideas and performances; Rank 3 - I involve students in the learning 

process individually or in collaboration with teammates in doing their PETAs; Rank 4 - I give 

additional instruction and prompts that would help students move from a  dependent learner 

to an independent learner in doing their PETAs; and Rank 5 -  I give the students the freedom 

to express their learning in appropriate and diverse ways. 

 

According to Stecher (2010), there are no specific choices in giving PETAs. Students are free 

to construct their responses. Because of this, there is the exchange of ideas in the classroom 

especially that PETAs are often done by the group. We can relate this to the Constructivism 

of Lev Vygotsky which emphasizes the social contexts of learning and the construction of 

knowledge through social interaction (Santrock, 2011). 

 

In addition, the giving of clear instructions as one of the practices in implementing PETAs 

supports what Stecher (2010) pointed out that a direction is part of the stimulus since PETAs 

are planned situations in which stimulus materials and a demand for output are presented to 

the students. This practice is also consistent with the Zone of Proximal Development theory, 

suggesting that teachers’ interventions such as clear examples, additional instruction and 

prompts would help students move from being dependent learners to independent learners 

with mastery of the lesson. Assessments are done through the facilitation of the teacher that 

allows students to construct meaning for themselves (Bachelor, 2015). 

 

Table 4: Difficulties in the implementation of PETAs    

Difficulties Rank Frequency % 

Too many class interruptions due to meetings, required reports, 

trainings, other teachers’ extra-curricular activities required etc. 

1 194 65% 

Time constraint in implementing inside the classroom   2 160 53% 

PETA is time consuming to prepare or construct the activities  3 152 51% 

Large student population per class   4 148 50% 

Subjectivity in terms of giving grades   5 129 43% 

Lack of facilities and technological resources like multimedia 

resource 

6 96 32% 

Complaints from parents about rehearsals and group meetings 

outside school 

7 91 30% 

Difficult to invite other teachers to rate students’ PETAs 8 87 30% 
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It can be seen from the table that the top five difficulties of the respondents in implementing 

PETAs are the following: Rank 1- Too many class interruptions due to meetings, required 

reports, trainings, other teachers’ extra-curricular activities required, etc.(65%); Rank 2- 

Time constraint in implementing inside the classroom (53%); Rank 3- PETA is time-

consuming to prepare or construct the activities (51%); Rank 4- Large student population per 

class ( 50%; Rank 5- Subjectivity in terms of giving grades (43%).  Other difficulties in the 

implementation of PETAs  as indicated by the respondents aside from the choices given are 

class suspensions, tardiness of the students, non-participation of all members in doing the 

PETAs but they receive the same grade, free-loader students who are not monitored, too 

many other tasks along with PETAs, diverse learners’ needs, students demanding higher 

score even the teacher is just basing on the rubrics, integration of PETAs with other subjects 

should not be mandatory, some PETAs overlap with students other schedules of activities 

such as classes and co-curricular requirements; and students’ limited life experiences which 

limits their ideas and creativity. 

Time management is difficult for the teachers because of class interruptions due to meetings, 

required reports, trainings, and other teachers’ extra-curricular activities required, which 

make the preparation and implementation of PETAs more difficult. Large student population 

also affects the time of implementation since the teacher is required to monitor all students’ 

performance. In addition, PETAs are done in different forms; thus, it requires more time to be 

done and presented inside the classroom. These results show that the huge factor in causing 

the top four difficulties is time, which also surfaced in some previous studies (Letina ,2015; 

Al-Nouh, et al., 2014; Guerin, 2010; Yang, 2007; Metin, 2013; Elliott & Roach, 2007; 

Gonzalez, 2014; R. Rosaroso & N. Rosaroso, 2015).  

The fifth difficulty from the result is subjectivity in terms of giving grades, which was also 

found out by Al-Nouh, et al., (2014) and Yang (2007).  It was mentioned in their studies that 

alternative assessments including PETAs are subjective and hard to use. Subjectivity in terms 

of giving grades can be attributed to a lack of guidelines for the proper implementation of 

PETAs (Letina, 2015). Since this type of assessment does not have exact correct or incorrect 

answers, scores are given based on the degree to which the students have achieved the skills 

Difficult to align PETAs with the content and performance 

standards   

9 85 28% 

Difficulty in managing students’ behavior during implementation 

of PETAs   

10 82 27% 

Lack of support from the administrators when it comes to PETAs 

that are to be implemented outside the classroom 

11 72 24% 

Limited knowledge in constructing rubrics   12 57 19% 

Using too many forms in recording scores  13 53 18% 

Lack of knowledge on constructing PETAs 14 14 5% 
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being required. Such difficulty can be addressed, however, by the use of rubrics. Rubrics are 

tools used to rate the students’ proficiency in their PETAs (Brualdi, 2000; Bekiroglu, 2008). 

This is supported by Munif, Lukluk & Fauziati, Endang & Marmanto, Sri. (2019), according 

to them the best tools that is used to assess in performance assessment is the rubric because it 

covers all of the students descriptions as their work results (p. 526). 

5. Is there a positive correlation between the respondents’ beliefs about the premises of 

PETAs and common practices for their implementation? 

Beliefs Un-standardized 

Estimate 

S.E. C.R. Standardized 

Estimate 

P 

PETA refers to a variety of tasks

 and situations in which students 

can demonstrate their understand

ing of the lesson and apply know

ledge and  

skills in a variety of contexts. 

.392 .031 12.689 .669 *** 

PETA is a type of assessment 

that focuses on demonstration of 

skills or producing an output. 

.395 .029 13.785 .712 *** 

PETA allows learners to show 

what they had learned and what 

they are able to do in diverse 

ways. 

.380 .032 12.065 .644 *** 

PETA has several forms, such as 

performance-based tasks, 

portfolios, journals, diaries, 

projects, etc. 

.353 .030 11.790 .632 *** 

PETA includes a very wide 

range of activities such as 

writing an analysis, conducting 

laboratory investigations and 

other related hands-on activities.   

.369 .029 12.684 .669 *** 

PETA requires students to be 

involved in extensive 

assessments especially at the 

formative stage. 

.330 .035 9.540 .530 *** 

PETA is always aligned to 

standards. 

.409 .040 10.207 .562 *** 

PETA demonstrates alignment 

of standards by requiring more 

tasks and work samples.   

.344 .040 8.691 .491 *** 

PETA encompasses many skills 

and usually has a direct 

application to real tasks. 

.436 .031 13.861 .714 *** 
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PETA requires more time to 

design and evaluate, and more 

objectivity is needed in scoring. 

.272 .031 8.689 .489 *** 

PETA evidence appears in many 

different forms; it can involve 

solving realistic problems, oral 

or psychomotor skills. 

.342 .027 12.651 .667 *** 

PETA does NOT have exact 

right or wrong answers. Scores 

are determined by the teacher 

through the degrees to which 

students have achieved or 

attained the standard or 

objective. 

.193 .049  3.966   

.235 

   *** 

PETA focuses on the processes 

and products of learning. 

.448 .032 14.209 .726 *** 

PETA gives feedback to both 

teachers and students. 

.430 .034 12.827 .673 *** 

PETA scores given to students 

are not always the same. 

.289 .037 7.875 .448 *** 

PETA implementation is 

intensive and time consuming. 

.187 .044 4.234 .251 *** 

Small or enabling PETAs are 

necessary so that the students 

can perform the culminating 

PETA proficiently. 

.290 .034 8.556 .482 *** 

Scoring rubrics support learning 

and is a must in implementing 

PETA. 

.371 .029 12.820 .674 *** 

The rubric used in scoring PETA 

identifies all the needed 

attributes and degrees of 

completeness of each attribute. 

.415 .029 14.185 .726 *** 

PETA often takes place over 

time and results in tangible 

product or observable 

performance 

.312 .041 7.675 .439 *** 

PETA is interdisciplinary; it can 

be integrated with other learning 

areas. 

 

 

.390 .033 11.958 .638 *** 
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Practices Unstandardized  

Estimate 

S.E. C.R. Standardized 

Estimate 

P 

I design a PETAs which require 

the students to demonstrate the 

knowledge, skills and values 

taught to them. 

 

.269 .024 11.375 .615 *** 

I develop PETAs that make the 

class interactive and facilitates 

exchange of ideas and 

performances. 

.308 .025 12.323 .656 *** 

I list the knowledge and skills I 

wish to have students learn as a 

result of completing a task. 

.399 .030 13.198 .689 *** 

I involve students in the learning 

process individually or in 

collaboration with teammates in 

doing their PETAs. 

 

.359 .027 13.437 .699 *** 

I only construct performance 

tasks that are challenging yet 

achievable. 

.307 .034 8.970 .506 *** 

I develop explicit performance 

criteria which measure the extent 

to which students have mastered 

the knowledge and skills. 

.437 .031 14.095 .725 *** 

I develop performance criteria 

that are based on attributes of a 

product or performance which 

demonstrate mastery. 

.388  .030 13.115 .687 *** 

I develop checklists that indicate 

the presence or absence of an 

attribute which includes how 

many points each attribute is 

worth. 

.385 .039 9.885 .550 *** 

I give two – four PETAs during 

the quarter. 

.287 .048 5.982 .349 *** 

I ask relevant questions about 

the lesson that can help in 

facilitating learning and help 

students think of better ideas in 

doing their PETAs. 

.418 .031 13.351 .695 *** 

I give the students the freedom 

to express their learning in 

appropriate and diverse ways 

 

.388 .029 13.428 .698 *** 

I turn the classroom into a 

setting of exploration and 

discovery. 

.326 .031 10.496 .577 *** 

I give additional instruction and 

prompts that would help students 

move from being dependent 

learner to an independent learner 

in doing their PETAs. 

.375 .029 12.776 .673  
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I do not interrupt or ask 

questions during the students’ 

presentation of their work. 

.164 .054 3.065 .183 *** 

I give time limit during 

performances or demonstration 

of a task. 

.276 .036 7.726 .442 *** 

I always conduct the 

presentation of PETAs inside the 

classroom. 

.277 .049 5.675 .332 *** 

I sometimes invite other teachers 

to give grade to the PETAs of 

my students. 

.306 .049 6.236 .363 *** 

I always require my students to 

use technology in developing 

their PETAs 

.250 .043 5.803 .340 *** 

I collaborate with other teachers 

teaching other subjects for 

possible integration of PETAs 

 

.256 .043 5.916 .347 *** 

I do not let students choose their 

own group mates in doing their 

PETAs. 

.205 .054 3.786 .225 *** 

I give my feedback on the 

students’ PETAs such as the 

strengths, weaknesses, etc. after 

their presentation. 

.371 .032 11.658 .628 *** 

According to Yu-Ching (2008), beliefs are from personal experiences that are transformed 

into attitudes that influence actions and decisions. In the education context, the domain of 

teachers ' beliefs is very interesting as there is evidence that teaching, learning and curricula 

beliefs have a strong influence on their teaching strategies. Borg discusses that teachers’ way 

of thinking and decision making especially in terms of instruction are influenced by their 

beliefs (as cited in Yu-Ching, 2008). Thus, the study of teacher beliefs provides a means of 

understanding the relationship between beliefs and insight into teacher classroom practices 

and pedagogy (Muis & Foy, 2010; Opre, 2015; Sebate, 2011).  However, according to Opre 

(2015) relationship between beliefs and practices is complex and they influence each other 

although it may also be possible that beliefs may not usually translate into practices. 

Using Structural Equational Model (SEM), a factor loading of .79 was yielded between the 

beliefs and practices of the respondents, which means that there is a positive correlation 

between the overall beliefs and practices of the respondents. This result may be likened to the 

study conducted by Yu-Ching (2008) who tackled the perceptions, beliefs and practices of 

English as Foreign Language teachers to multiple assessments, which includes classroom 

observation, paper-and-pencil tests, portfolio assessment, task-based assessments. These 

types of assessments are all PETAs. The results showed that the relationship between beliefs 

and practices was positively significant which means that the stronger the beliefs on the 

multiple assessments of English as Foreign Language teachers have, the more frequently they 

use this type of assessment in their teaching practices.   
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5. Conclusion and Suggestion 

Senior High School teachers most held beliefs and practices are consistent with the premises 

of PETAs described by Department of Education and by the literatures reviewed in this 

study. This shows that teachers implement PETAs that are real life application of learning 

that requires demonstration of skills or production of an output. Even though this type of 

assessment is time-consuming to construct, implement, and assess, the respondents apply it 

in their classes not only because it is mandated by the Department of Education but because 

they have high beliefs in PETAs being a valid and meaningful way to assess learning.   

Although this study involved a large number of respondents, the results of this study may not 

be very generalizable because the respondents were selected only from private schools. It is 

therefore recommended that this study be replicated to include respondents from public 

schools. Future research may also utilize classroom observations as another method of 

gathering data to verify if respondents’ beliefs translate into practices. There might be a 

difference between respondents’ self-reported beliefs and actual practices which could be 

better revealed through classroom observations. It might also be interesting to investigate if 

the implementations of PETAs vary across schools and if the manner of implementation is 

consistent with the mandates of the Department of Education. Lastly, it might also be 

interesting to investigate to what extent do PETAs serve their intended purposes by 

examining their effects on the academic performance of the students.  
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