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INTRODUCTION 

The increasing complexity of global diversity has transformed multicultural education into a critical agenda within 
contemporary educational discourse, particularly in societies characterized by religious, ethnic, cultural, and 
ideological pluralism [1]. In the context of Islamic education, multiculturalism is no longer limited to the recognition of 
diversity, but extends toward the development of inclusive, equitable, and humanistic learning environments capable 
of fostering social cohesion and peaceful coexistence. UNESCO reported that fewer than 10% of countries worldwide 
possess laws that fully support inclusive education systems, while approximately 40% of low- and lower-middle-
income countries failed to provide adequate educational support for disadvantaged learners during educational 
disruptions [2]. Furthermore, UNESCO estimated that more than 250 million learners globally still experience 
exclusion from equitable education due to factors such as religion, ethnicity, language, socioeconomic background, 
and cultural identity. These conditions indicate that educational inclusion remains a major global challenge, including 
within religious educational institutions that are expected to cultivate ethical values, tolerance, and social justice [3]. 

ABSTRACT 
Contemporary multicultural Islamic education faces a significant challenge in aligning its 
educational evaluation practices with the broader objectives of inclusivity, ethical humanism, and 
intercultural coexistence. Existing evaluation systems remain predominantly oriented toward 
cognitive achievement, standardized assessment, and behavioral compliance, thereby 
inadequately capturing ethical awareness, empathy, social responsibility, and intercultural 
competence within diverse educational settings. This study aims to develop a transformative 
evaluation framework for multicultural Islamic education through the lens of inclusive pedagogy 
and ethical humanism. Employing a qualitative-dominant mixed-methods design with an 
exploratory sequential approach, the research was conducted across four Islamic educational 
institutions in Malang, Indonesia. The participants consisted of 36 educational stakeholders, 
including Islamic education lecturers, teachers, educational evaluators, administrators, and 
postgraduate students. Data were collected through semi-structured interviews, document 
analysis, and expert validation questionnaires, and subsequently analyzed using thematic analysis 
and descriptive statistical techniques. The findings reveal that current evaluation practices within 
multicultural Islamic education remain heavily dominated by cognitive-oriented paradigms, 
resulting in the marginalization of ethical, intercultural, and humanistic dimensions of learning. The 
study identifies six core evaluative dimensions essential for transformative multicultural Islamic 
education, namely inclusive participation, intercultural competence, ethical awareness, empathy 
and social sensitivity, collaborative engagement, and equitable assessment practices. These 
dimensions were integrated into a proposed evaluation framework grounded in inclusive pedagogy 
and ethical humanism. The study contributes theoretically by reconstructing educational 
evaluation beyond academic performance and offers practical implications for curriculum reform, 
teacher development, inclusive educational policy, and sustainable human-centered education 
within pluralistic societies. 
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Within Islamic educational contexts, multicultural education has gained increasing scholarly attention because 
Islamic educational institutions play a strategic role in shaping students’ moral consciousness, intercultural 
understanding, and civic responsibility. Indonesia, as one of the world’s largest multicultural Muslim-majority 
countries, represents a particularly important context for examining multicultural Islamic education due to its 
sociocultural diversity involving more than 1,300 ethnic groups, hundreds of local languages, and multiple recognized 
religions [4]. Existing studies demonstrate that multicultural Islamic education contributes significantly to reducing 
prejudice, strengthening tolerance, and promoting social harmony among students from diverse backgrounds. 
However, despite the growing implementation of multicultural values in Islamic educational practices, evaluation 
mechanisms remain predominantly oriented toward cognitive achievement and doctrinal understanding rather than 
inclusivity, ethical humanism, intercultural competence, and social transformation [5]. As a result, many educational 
evaluation systems fail to capture the broader humanistic and social dimensions of multicultural Islamic education. 

Recent scholarly developments have emphasized the importance of inclusive pedagogy, culturally responsive 
teaching, and ethical humanism in addressing educational inequality and social fragmentation. Inclusive pedagogy 
seeks to ensure equitable participation for all learners regardless of cultural, religious, or social differences, while 
ethical humanism emphasizes dignity, empathy, justice, and shared humanity as foundational educational values [6]. 
OECD highlighted that diversity in education encompasses multidimensional differences including religion, ethnicity, 
language, migration status, culture, and socioeconomic background, all of which require inclusive educational 
approaches capable of accommodating complex learner identities  [7]. Similarly, Gaus argued that religious education 
can achieve its educational goals only when it is designed inclusively and oriented toward human dignity, human rights, 
and social justice [8]. Although these perspectives provide important theoretical foundations, existing studies largely 
focus on curriculum implementation, intercultural dialogue, or multicultural teaching strategies, while limited 
attention has been devoted to constructing comprehensive evaluation models grounded in inclusive pedagogy and 
ethical humanism within Islamic educational settings. 

The state of the art in multicultural Islamic education research reveals several important developments. First, 
previous studies have extensively explored multicultural curriculum integration, tolerance education, peace 
education, and culturally responsive pedagogy in Islamic schools and higher education institutions [9]. Second, 
contemporary educational scholarship increasingly connects multicultural education with broader global frameworks 
such as Sustainable Development Goals (SDGs), global citizenship education, social justice education, and inclusive 
learning environments. Third, recent discussions have shifted toward transformative and human-centered educational 
paradigms that prioritize empathy, intercultural competence, and ethical coexistence in diverse societies [10]. 
Nevertheless, the majority of these studies remain fragmented and descriptive, focusing either on pedagogical 
implementation or normative religious values without integrating robust evaluation dimensions capable of measuring 
inclusivity, ethical engagement, social awareness, and multicultural competence simultaneously. Consequently, 
there remains a lack of integrative evaluation frameworks that bridge Islamic pedagogy, inclusive education theory, 
and ethical humanism within multicultural educational contexts. 

Based on the existing literature, the primary research gap lies in the absence of a holistic and interdisciplinary 
evaluation framework for multicultural Islamic education that systematically incorporates inclusive pedagogy and 
ethical humanism as central evaluative dimensions. Previous studies predominantly emphasize instructional 
practices and curriculum content, while neglecting how educational outcomes related to empathy, inclusivity, social 
justice, intercultural interaction, and ethical awareness can be assessed comprehensively [11]. In addition, current 
evaluation approaches in Islamic education frequently rely on conventional assessment systems that prioritize 
academic achievement and religious cognition rather than transformative human development. This conceptual 
limitation has created a significant disconnect between the philosophical ideals of multicultural Islamic education and 
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the practical mechanisms used to evaluate its effectiveness in fostering inclusive and humane educational 
experiences [12]. 

This study is therefore grounded in the problem statement that contemporary evaluation practices in multicultural 
Islamic education remain insufficiently capable of measuring inclusive, ethical, and humanistic dimensions of learning 
within culturally diverse educational environments. Existing evaluation models tend to marginalize intercultural 
competence, empathy, social cohesion, and ethical inclusivity, thereby limiting the transformative potential of 
multicultural Islamic education in addressing contemporary societal challenges. The absence of integrative evaluation 
frameworks also restricts educational institutions from systematically assessing whether multicultural Islamic 
education effectively contributes to tolerance, peaceful coexistence, and equitable participation among learners from 
diverse sociocultural backgrounds. 

The urgency of this research is closely connected to the growing global concern regarding intolerance, identity-
based conflict, religious polarization, and educational exclusion in multicultural societies. Educational institutions are 
increasingly expected to function not merely as spaces of knowledge transmission but also as platforms for cultivating 
ethical citizenship, intercultural understanding, and social harmony. UNESCO emphasized that inclusive and equitable 
education constitutes a fundamental pillar of Sustainable Development Goal 4, particularly in promoting peaceful and 
inclusive societies. In this regard, developing an evaluation framework grounded in inclusive pedagogy and ethical 
humanism becomes highly urgent for ensuring that multicultural Islamic education contributes meaningfully to 
sustainable peacebuilding, social inclusion, and human development. Furthermore, this research offers 
interdisciplinary significance by integrating perspectives from Islamic education, educational evaluation, inclusive 
pedagogy, ethics, sociology, and humanistic education, thereby providing a more comprehensive conceptual 
foundation for future educational transformation in diverse societies. 

METHODOLOGY 

Research Design 

This study employed a qualitative-dominant mixed-methods design with an exploratory sequential approach to 
develop an evaluation framework for multicultural Islamic education through the lens of inclusive pedagogy and ethical 
humanism. The mixed-methods approach was selected because the multidimensional nature of multicultural Islamic 
education requires both qualitative exploration and quantitative validation to generate a comprehensive and 
contextually grounded evaluative model. The qualitative phase functioned as the primary stage for identifying 
conceptual dimensions, educational values, and evaluative indicators related to inclusivity, ethical humanism, 
intercultural competence, and social justice within Islamic educational settings. Subsequently, the quantitative phase 
was conducted to validate and strengthen the relevance, consistency, and applicability of the proposed framework. 

This research was conducted in Malang, East Java, Indonesia, a region recognized for its educational diversity and 
the presence of numerous Islamic educational institutions representing multicultural student populations. The study 
involved four Islamic educational institutions consisting of two Islamic senior high schools (Madrasah Aliyah), one 
Islamic boarding school (Pesantren), and one Islamic higher education institution. These institutions were selected 
purposively because they actively implement multicultural educational practices and accommodate students from 
diverse ethnic, cultural, linguistic, and socioeconomic backgrounds. The diversity of institutional settings enabled the 
researcher to examine multicultural Islamic education from multiple educational perspectives and organizational 
contexts. 

The study adopted a constructivist-interpretivist paradigm emphasizing the understanding of participants’ lived 
experiences, perceptions, and educational interpretations regarding multicultural Islamic education and its evaluative 
dimensions. In addition, this research integrated interdisciplinary perspectives from Islamic education, educational 
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evaluation, inclusive pedagogy, sociology of education, and ethical humanism to construct a holistic conceptual 
framework. The research process was conducted systematically through literature review, qualitative exploration, 
thematic analysis, expert validation, and integrative interpretation to ensure methodological rigor and theoretical 
comprehensiveness. 

Participant 

The participants of this study were selected using purposive sampling techniques based on their academic 
expertise, professional experience, and direct involvement in multicultural Islamic educational practices. A total of 36 
participants were involved in the study, representing various educational stakeholders to ensure richness and diversity 
of perspectives. The participants consisted of eight Islamic education lecturers from Islamic higher education 
institutions in Malang, twelve teachers from multicultural Islamic senior high schools (Madrasah Aliyah), six teachers 
and administrators from Islamic boarding schools (Pesantren), five educational evaluation experts specializing in 
curriculum and assessment studies, and five postgraduate students conducting research related to multicultural 
education, Islamic pedagogy, or inclusive learning. 

The participants were drawn from four educational institutions in Malang, namely State Islamic University of 
Maulana Malik Ibrahim Malang, MAN 2 Kota Malang, MA Muhammadiyah Kota Batu, and Pondok Pesantren Modern Al-
Rifa’ie Malang. The inclusion criteria required participants to possess at least three years of experience in teaching, 
curriculum development, educational evaluation, or research related to Islamic education and multicultural learning. 
The diversity of participant backgrounds was considered essential for obtaining multidimensional insights regarding 
educational inclusivity, ethical humanism, intercultural interaction, and current evaluation practices within 
multicultural Islamic education. All participants voluntarily agreed to participate in the study and signed informed 
consent forms prior to data collection. Ethical principles including anonymity, confidentiality, voluntary participation, 
and participants’ rights to withdraw from the study at any stage were strictly maintained throughout the research 
process.  

Instruments 

This study utilized multiple research instruments to ensure comprehensive and triangulated data collection. The 
primary instrument in the qualitative phase was a semi-structured interview guideline developed based on the 
theoretical foundations of multicultural education, inclusive pedagogy, ethical humanism, and educational evaluation. 
The interview protocol consisted of open-ended questions designed to explore participants’ perceptions, experiences, 
and reflections regarding multicultural Islamic educational practices and current evaluation mechanisms. The 
interview questions focused on several major themes including the implementation of multicultural values in Islamic 
education, inclusivity in classroom practices, ethical and humanistic dimensions of learning, intercultural interaction 
among students, and limitations of existing educational evaluation systems. The flexibility of semi-structured 
interviews allowed participants to elaborate deeply on their experiences while enabling the researcher to probe 
emerging themes and contextual insights. 

In addition to interviews, document analysis was conducted using a structured document review checklist. The 
analyzed documents included curriculum frameworks, lesson plans, institutional policies, assessment rubrics, and 
multicultural educational guidelines obtained from the participating institutions. The checklist focused on identifying 
indicators related to diversity, inclusion, social justice, empathy, intercultural competence, ethical learning outcomes, 
and equitable assessment practices within institutional educational documents. This document analysis strengthened 
the triangulation process by comparing participants’ perspectives with formal institutional policies and educational 
practices. 
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For the quantitative phase, an expert validation questionnaire was developed to evaluate the relevance and 
applicability of the proposed evaluation framework. The questionnaire employed a five-point Likert scale ranging from 
strongly disagree to strongly agree. The instrument contained twenty-eight indicators categorized into dimensions 
related to inclusive participation, intercultural competence, ethical awareness, empathy and social sensitivity, 
collaborative learning, and equitable assessment practices. Prior to implementation, the instruments underwent 
expert judgment and content validation involving educational evaluation specialists and Islamic education scholars to 
ensure conceptual clarity, relevance, and linguistic appropriateness. 

Data Collection Process 

The data collection process was conducted over a four-month period from November to February 2026. The first 
phase involved an extensive literature review to identify current theoretical and empirical discussions related to 
multicultural Islamic education, inclusive pedagogy, ethical humanism, and educational evaluation. Scholarly articles, 
international educational reports, policy documents, and previous studies were systematically reviewed to establish 
the conceptual foundation of the study and guide the development of research instruments. 

The second phase consisted of qualitative data collection through semi-structured interviews and document 
analysis. Interviews were conducted both offline and online depending on participants’ availability and institutional 
accessibility. Face-to-face interviews were primarily conducted at the participating schools and university campuses 
in Malang, while several follow-up interviews were conducted virtually via Zoom and Google Meet. Each interview lasted 
approximately forty-five to seventy-five minutes and was audio-recorded with participants’ permission to ensure 
accuracy and completeness of the data. 

During the interview sessions, participants were encouraged to discuss their experiences concerning multicultural 
educational practices, inclusive classroom environments, ethical dimensions of Islamic learning, intercultural 
communication among students, and institutional assessment systems. Field notes were also taken during interviews 
to capture contextual observations, reflective insights, and nonverbal expressions relevant to the research objectives. 
Simultaneously, institutional documents including curriculum guides, assessment rubrics, learning modules, and 
school policy documents were collected and analyzed to identify how multiculturalism, inclusivity, ethical humanism, 
and intercultural competencies were formally integrated into institutional educational frameworks and evaluation 
systems. 

The third phase involved quantitative expert validation of the proposed evaluation framework. After the preliminary 
themes and dimensions had been identified through thematic analysis, the validation questionnaire was distributed to 
selected experts consisting of educational evaluators, Islamic education scholars, and inclusive education specialists. 
This phase aimed to assess the conceptual relevance, coherence, and feasibility of the proposed evaluative 
dimensions and indicators within multicultural Islamic educational contexts. 

Data Analysis 

The qualitative data obtained from interviews and document analysis were analyzed using thematic analysis 
following the procedures proposed by Braun and Clarke. The analysis began with data familiarization through repeated 
reading of interview transcripts, field notes, and institutional documents to gain a deep understanding of participants’ 
perspectives and contextual meanings. Subsequently, initial coding was conducted inductively to identify significant 
concepts and recurring patterns related to inclusivity, ethical humanism, intercultural competence, multicultural 
pedagogy, and educational evaluation. 

The generated codes were then categorized into broader themes and subthemes representing the major dimensions 
of multicultural Islamic education evaluation. The thematic analysis emphasized both explicit meanings and 
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underlying conceptual relationships within the data. Constant comparative techniques were employed throughout the 
analysis process to identify similarities and differences across participant groups and institutional contexts. To 
enhance credibility and trustworthiness, member checking and peer debriefing were conducted by involving selected 
participants and academic colleagues in reviewing the thematic interpretations and conceptual categorizations. 

The quantitative data obtained from the expert validation questionnaire were analyzed descriptively using mean 
scores, percentage analysis, standard deviation, and Content Validity Index (CVI) calculations to determine the validity 
and feasibility of the proposed evaluation framework. The validation process involved ten experts consisting of Islamic 
education scholars, educational evaluators, and inclusive education specialists. Based on the analysis, the overall 
mean score of the proposed framework reached 4.67 out of 5.00, indicating a “highly valid” category. The average 
Content Validity Index (CVI) of all indicators was 0.91, exceeding the minimum acceptable threshold of 0.80 for content 
validity. Furthermore, the reliability analysis using Cronbach’s Alpha demonstrated a coefficient value of 0.89, 
indicating high internal consistency and reliability of the evaluation instrument.  

To ensure methodological rigor, this study applied credibility, transferability, dependability, and confirmability 
criteria throughout the research process. Triangulation of data sources, prolonged engagement with participants, 
systematic documentation, and reflective interpretation were implemented to strengthen the validity and reliability of 
the findings. The integration of qualitative thematic insights and quantitative validation results ultimately enabled the 
development of a comprehensive interdisciplinary evaluation framework grounded in inclusive pedagogy and ethical 
humanism within multicultural Islamic educational contexts. 

RESULTS 

The findings of this study demonstrate that multicultural Islamic education in the participating institutions has 
progressively incorporated principles of diversity, tolerance, and social inclusion into educational practices; however, 
the evaluation systems implemented within these institutions remain predominantly oriented toward cognitive 
achievement and religious comprehension rather than inclusive and humanistic educational outcomes. Across the 
four participating institutions in Malang, the majority of assessment practices focused primarily on students’ academic 
performance, memorization of religious content, and behavioral discipline, while dimensions such as intercultural 
competence, empathy, ethical awareness, collaborative engagement, and social sensitivity received comparatively 
limited evaluative attention. This condition indicates a significant disparity between the philosophical ideals of 
multicultural Islamic education and the practical mechanisms used to assess educational effectiveness. 

The interview findings revealed that most educators recognized multicultural Islamic education as an essential 
educational approach for fostering tolerance, peaceful coexistence, and mutual respect among students from diverse 
backgrounds. Several participants emphasized that multicultural educational values had been integrated into 
classroom discussions, extracurricular activities, and institutional programs. Nevertheless, educators also 
acknowledged that existing evaluation systems had not yet adequately measured students’ ethical and intercultural 
development. One Islamic education lecturer from State Islamic University of Maulana Malik Ibrahim Malang stated: 
“Our educational practices already emphasize tolerance and inclusivity, but the assessment system still focuses 
heavily on examinations and academic scores. We rarely evaluate whether students genuinely develop empathy, 
intercultural understanding, or social responsibility.” Similarly, a teacher from MAN 2 Kota Malang explained: “Students 
are encouraged to respect differences and engage in collaborative activities with peers from various cultural 
backgrounds, yet there is no comprehensive rubric to assess these humanistic and multicultural competencies 
systematically.” 

The qualitative findings further indicated that inclusive pedagogical practices were relatively visible in classroom 
interactions and institutional culture. Participants reported that teachers increasingly encouraged collaborative 
learning, dialogical interaction, and participatory classroom engagement regardless of students’ social, ethnic, or 
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cultural backgrounds. Students were frequently involved in group discussions addressing issues related to tolerance, 
religious diversity, social harmony, and ethical coexistence. However, the implementation of inclusive pedagogy varied 
considerably among institutions and individual educators depending on their pedagogical awareness and institutional 
support. 

Document analysis findings supported the interview results by showing that multicultural and inclusive values were 
explicitly mentioned within institutional visions, curriculum frameworks, and educational policies. Nevertheless, these 
principles were often absent from formal evaluation rubrics and assessment indicators. Most assessment documents 
focused primarily on cognitive attainment, classroom discipline, and religious knowledge acquisition, with limited 
indicators specifically addressing intercultural competence, ethical sensitivity, or inclusive participation. The following 
table 1 summarizes the dominant dimensions identified within the existing educational evaluation systems across the 
participating institutions. 

Table 1. Frequency of Evaluative Dimensions in Current Educational Practices 
Evaluation Dimension Frequently Evaluated (%) Minimally Evaluated (%) 

Religious Cognitive Achievement 92% 8% 
Classroom Discipline 85% 15% 
Memorization and Academic Tasks 88% 12% 
Collaborative Learning 54% 46% 
Inclusive Participation 41% 59% 
Ethical Awareness 37% 63% 
Intercultural Competence 29% 71% 
Empathy and Social Sensitivity 25% 75% 

The table 1 demonstrates that traditional academic and disciplinary indicators continue to dominate evaluation 
practices, whereas dimensions associated with ethical humanism and multicultural inclusivity remain significantly 
underrepresented. This imbalance reflects the persistence of conventional educational paradigms emphasizing 
measurable academic performance rather than transformative human development. 

The thematic analysis generated six major evaluative dimensions considered essential for multicultural Islamic 
education grounded in inclusive pedagogy and ethical humanism. These dimensions included inclusive participation, 
intercultural competence, ethical awareness, empathy and social sensitivity, collaborative engagement, and equitable 
assessment practices. Participants consistently emphasized that these dimensions should function integratively 
rather than independently because multicultural Islamic education involves interconnected social, ethical, emotional, 
and pedagogical processes. 

Inclusive participation emerged as one of the most significant dimensions identified in the study. Participants 
highlighted the importance of ensuring equal learning opportunities and active participation for all students regardless 
of cultural, ethnic, religious, gender, or socioeconomic backgrounds. Several teachers explained that inclusive 
participation should not only refer to classroom attendance or involvement but also encompass students’ sense of 
belonging, recognition, and acceptance within educational environments. 

Intercultural competence was also identified as a crucial component of multicultural Islamic education evaluation. 
Participants emphasized that students should develop the ability to communicate respectfully, appreciate differences, 
and engage constructively with individuals from diverse cultural and religious backgrounds. According to a 
postgraduate student participant: “Multicultural Islamic education should prepare students not only to understand 
religious teachings but also to interact ethically and peacefully within pluralistic societies.” 

Ethical awareness and empathy were repeatedly mentioned throughout the interviews as foundational elements of 
humanistic Islamic education. Participants argued that educational evaluation should assess students’ ethical 
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attitudes, compassion, social concern, and respect for human dignity. A pesantren administrator explained: “Islamic 
education should cultivate humanity and compassion. Evaluation must therefore examine whether students become 
more empathetic, responsible, and socially aware, not merely academically successful.” 

The expert validation process further confirmed the relevance and applicability of the proposed evaluative 
dimensions. The quantitative validation results demonstrated strong agreement among experts regarding the 
importance of integrating inclusive pedagogy and ethical humanism into multicultural Islamic education evaluation 
frameworks. The following table 2 presents the expert validation results for the proposed evaluation dimensions. 

Table 2. Expert Validation Results of the Proposed Evaluation Framework 
Evaluation Dimension Mean Score Standard Deviation Interpretation 

Inclusive Participation 4.78 0.32 Very High 
Intercultural Competence 4.72 0.35 Very High 
Ethical Awareness 4.81 0.28 Very High 
Empathy and Social Sensitivity 4.84 0.24 Very High 
Collaborative Learning 4.69 0.39 High 
Equitable Assessment Practices 4.75 0.31 Very High 

The validation results indicate that all proposed dimensions achieved high levels of expert agreement, with empathy 
and social sensitivity receiving the highest evaluation score. Experts emphasized that multicultural Islamic education 
should prioritize ethical-humanistic outcomes alongside academic achievement in order to respond effectively to 
contemporary social challenges such as intolerance, discrimination, social fragmentation, and identity-based conflict. 

The findings also revealed that participants perceived ethical humanism as highly compatible with Islamic 
educational philosophy. Many educators argued that Islamic teachings fundamentally promote justice, compassion, 
equality, and respect for diversity, thereby supporting the integration of inclusive pedagogical values within Islamic 
educational frameworks. Consequently, participants viewed the proposed evaluation model not as a departure from 
Islamic educational traditions but rather as a contextual reinterpretation of Islamic educational values in response to 
contemporary multicultural realities. 

Overall, the findings indicate that multicultural Islamic education requires a more holistic evaluation paradigm 
capable of assessing cognitive, ethical, intercultural, emotional, and social dimensions simultaneously. The study 
demonstrates that existing evaluation systems remain insufficiently equipped to capture transformative educational 
outcomes associated with inclusivity, ethical humanism, and intercultural coexistence. Therefore, the proposed 
interdisciplinary evaluation framework offers a conceptual contribution toward strengthening multicultural Islamic 
education practices capable of promoting social harmony, ethical citizenship, and inclusive human development 
within pluralistic societies. 

DISCUSSION 

Reconstructing Educational Evaluation Beyond Cognitive Achievement 

The findings of this study demonstrate that evaluation practices within multicultural Islamic education continue to 
be predominantly dominated by cognitively oriented assessment paradigms emphasizing academic achievement, 
memorization, and disciplinary compliance rather than ethical, intercultural, and humanistic dimensions of learning. 
Although the participating institutions formally promote multicultural values such as inclusivity, tolerance, and social 
harmony, these principles remain insufficiently embedded within institutional evaluation mechanisms [13]. This 
condition reveals a significant contradiction within contemporary multicultural Islamic education in which 
multicultural discourse is institutionally acknowledged at the curricular and philosophical levels but inadequately 
operationalized through concrete evaluative practices. Consequently, educational evaluation functions primarily as a 
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mechanism for measuring academic performance rather than assessing transformative human development within 
pluralistic educational settings [14]. 

The persistence of cognitively centered evaluation systems reflects the enduring influence of positivistic and 
performance-oriented educational paradigms that conceptualize educational success primarily through measurable 
academic outcomes [15]. Existing assessment systems within many Islamic educational institutions continue to 
prioritize standardized examinations, textual mastery, and behavioral conformity because such indicators are 
institutionally legitimized, administratively convenient, and quantitatively measurable. However, this narrow 
orientation reduces education into a technocratic process detached from its broader ethical and social purposes [16]. 
Within multicultural contexts, such reductionism becomes particularly problematic because the central objective of 
multicultural Islamic education extends beyond knowledge acquisition toward the cultivation of empathy, intercultural 
understanding, ethical coexistence, and inclusive citizenship. 

The findings further indicate that the dominance of cognitive evaluation is not merely a technical issue but also an 
epistemological problem concerning how educational value and legitimacy are constructed. Conventional evaluation 
systems frequently privilege intellectual performance while marginalizing emotional intelligence, ethical 
consciousness, social sensitivity, and intercultural engagement because these dimensions are perceived as subjective 
and difficult to quantify [17]. Such assumptions reinforce hierarchical notions of educational excellence that prioritize 
measurable productivity over relational and humanistic educational outcomes. As a result, multicultural Islamic 
education risks reproducing exclusionary educational structures despite its normative commitment to diversity and 
inclusion [18]. 

This paradigmatic limitation is illustrated in Figure 1, which conceptualizes the reconstruction of educational 
evaluation from a traditional cognitive-centered paradigm toward an inclusive-humanistic evaluative framework. The 
figure demonstrates that conventional educational evaluation is primarily characterized by cognitive achievement, 
standardized testing, individual performance, disciplinary compliance, and knowledge transmission. These 
dimensions ultimately produce narrowly defined educational outcomes centered on measurable academic success. 
In contrast, the reconstructed evaluation paradigm proposed in this study emphasizes inclusive participation, 
intercultural competence, ethical awareness, empathy and social sensitivity, collaborative engagement, and equitable 
assessment practices as foundational dimensions of multicultural Islamic education. 

 
Figure 1. Conceptual Reconstruction of Educational Evaluation 
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Figure 1 further illustrates that the reconstruction of educational evaluation is driven by several interconnected 
factors, including the emergence of multicultural and pluralistic societies, growing ethical and humanistic crises, 
limitations of cognitive-centered assessment systems, increasing demands for social justice and inclusivity, and the 
holistic orientation of Islamic educational philosophy [19]. These findings suggest that the transformation of 
educational evaluation is not simply a methodological adjustment but rather a broader philosophical and paradigmatic 
shift concerning the purpose of education itself. Educational evaluation can no longer be confined to the measurement 
of academic competence alone; instead, it must address the ethical, relational, and social dimensions required for 
sustainable coexistence in diverse societies. 

The findings also reveal that current evaluation systems insufficiently reflect the multidimensional nature of Islamic 
educational philosophy. Historically, Islamic education has emphasized holistic human development encompassing 
intellectual, moral, spiritual, emotional, and social dimensions simultaneously [20]. Nevertheless, contemporary 
evaluation practices frequently reduce these broader educational objectives into narrowly measurable cognitive 
indicators. This reduction demonstrates the extent to which modern bureaucratic and technocratic educational 
systems have influenced Islamic educational institutions, often prioritizing standardization and measurable outputs 
over ethical formation and social transformation [21]. Consequently, the broader emancipatory and humanistic 
purposes of Islamic education become marginalized within institutional assessment structures. 

The concept of inclusive pedagogy provides an important theoretical foundation for addressing these limitations 
because it repositions diversity as an educational resource rather than a pedagogical challenge [22]. Inclusive 
pedagogy emphasizes equitable participation, recognition of learner diversity, collaborative learning, and the creation 
of educational environments where all students experience belonging and meaningful engagement regardless of 
cultural, social, or religious differences [23]. However, the present findings indicate that although inclusive 
pedagogical practices partially emerge within classroom interactions, these practices are rarely translated into 
corresponding evaluative mechanisms. This disconnect creates a substantial inconsistency between pedagogical 
philosophy and institutional assessment practices, ultimately limiting the transformative capacity of multicultural 
Islamic education. 

Critically, the absence of ethical and intercultural dimensions within educational evaluation carries broader social 
implications in increasingly polarized societies characterized by intolerance, identity-based conflict, and social 
fragmentation. Educational institutions today are expected not only to transmit knowledge but also to cultivate 
democratic values, ethical citizenship, intercultural dialogue, and social cohesion [24]. When evaluation systems fail 
to assess these dimensions, educational institutions risk producing academically competent individuals who may 
nevertheless lack empathy, ethical responsibility, and intercultural sensitivity. In this regard, the findings reinforce 
broader scholarly critiques arguing that contemporary education frequently rewards individual competitiveness while 
neglecting collective responsibility and social solidarity [25]. 

The reconstruction of educational evaluation beyond cognitive achievement therefore requires not only the 
expansion of assessment indicators but also a deeper epistemological transformation concerning how learning, 
educational success, and human development are conceptualized. The findings of this study suggest that 
transformative evaluation within multicultural Islamic education should integrate cognitive, ethical, emotional, social, 
and intercultural dimensions as interconnected domains rather than isolated competencies. Such an approach aligns 
with emerging global educational discourses emphasizing holistic learning, inclusive education, social justice, and 
sustainable human development. Ultimately, reconstructing educational evaluation beyond cognitive achievement 
constitutes both an educational and ethical imperative for developing inclusive, humane, and socially responsive 
educational systems capable of addressing the complexities of pluralistic societies. 
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 Ethical Humanism as a Foundation for Inclusive Islamic Education 

The findings of this study reveal that ethical humanism constitutes a fundamental yet insufficiently institutionalized 
dimension within multicultural Islamic education. Although participating institutions consistently articulated values 
such as compassion, justice, mutual respect, and social responsibility within their educational philosophies, these 
values frequently remained normative ideals rather than systematically operationalized educational practices [26]. 
This discrepancy demonstrates that contemporary Islamic educational institutions often experience a significant gap 
between ethical discourse and pedagogical implementation. Ethical values are formally acknowledged as essential 
components of Islamic education; however, they are rarely integrated comprehensively into institutional evaluation 
systems, classroom interactions, and educational decision-making processes [27]. Consequently, ethical humanism 
tends to function symbolically rather than transformatively within multicultural educational contexts. 

The marginalization of ethical humanism within educational evaluation reflects a broader crisis in contemporary 
education characterized by the dominance of instrumental rationality and performative accountability. Educational 
institutions increasingly operate within managerial and productivity-oriented frameworks that prioritize measurable 
outputs, institutional competitiveness, and academic efficiency over ethical formation and human development [28]. 
Within such paradigms, students are frequently positioned as performers of measurable achievement rather than as 
moral and social beings situated within complex relational and cultural realities. The findings of this study suggest that 
this technocratic orientation has also influenced Islamic educational institutions, despite the fact that Islamic 
educational philosophy historically emphasizes holistic human formation grounded in ethical consciousness, social 
justice, and communal responsibility [29]. 

Critically, the dominance of cognitive and performance-centered educational paradigms risks undermining the 
ethical and emancipatory potential of multicultural Islamic education itself. Multicultural education cannot merely 
function as a strategy for recognizing diversity at the surface level while neglecting deeper structural issues related to 
inequality, exclusion, prejudice, and social fragmentation [30]. Without ethical humanism, multiculturalism risks 
becoming depoliticized and reduced to symbolic tolerance discourse lacking transformative social implications. The 
findings indicate that many educational practices continue to conceptualize diversity primarily as demographic 
variation rather than as an ethical challenge requiring critical engagement with power relations, inclusion, dignity, and 
social justice. As a result, educational institutions may formally promote inclusivity while simultaneously reproducing 
subtle forms of marginalization through exclusionary pedagogical and evaluative structures [31]. 

The present findings therefore reinforce the argument that ethical humanism should not be treated as a 
supplementary component of multicultural Islamic education but rather as its foundational epistemological and moral 
orientation. Ethical humanism repositions education as a process of cultivating humane, empathetic, and socially 
responsible individuals capable of engaging constructively within pluralistic societies [32]. This perspective challenges 
reductionist educational models that narrowly define educational success through academic competitiveness and 
standardized performance indicators. Instead, ethical humanism emphasizes relationality, compassion, ethical 
responsibility, mutual recognition, and the dignity of every learner as central educational purposes [33]. Such an 
orientation is particularly important within increasingly polarized societies where educational institutions are expected 
to contribute actively to social cohesion, democratic coexistence, and peacebuilding. 

The findings further demonstrate that ethical humanism possesses substantial compatibility with Islamic 
educational philosophy. Participants repeatedly emphasized that Islamic teachings fundamentally advocate justice 
(‘adl), compassion (rahmah), human dignity (karāmah al-insān), equality, and collective responsibility. These values 
align closely with contemporary humanistic educational theories emphasizing learner-centeredness, inclusivity, 
empathy, and ethical engagement [34]. However, the study also indicates that the ethical dimensions of Islamic 
education are often interpreted narrowly within moralistic and disciplinary frameworks emphasizing obedience and 
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behavioral conformity rather than critical ethical consciousness and social responsibility. This limitation reflects a 
broader tendency within some educational systems to equate morality with compliance rather than with reflective 
ethical agency capable of addressing contemporary social challenges [35]. 

In this regard, the integration of ethical humanism into multicultural Islamic education requires a substantial 
conceptual shift from moral formalism toward transformative ethical engagement. Ethical education should not merely 
instruct students regarding abstract moral principles but should cultivate the capacity to critically negotiate diversity, 
injustice, and social difference within real social contexts [36]. The findings suggest that ethical awareness becomes 
meaningful only when connected to intercultural dialogue, empathy, social participation, and recognition of human 
vulnerability. Consequently, ethical humanism must be understood not as an individual moral attribute isolated from 
society but as a relational and socially embedded educational process. 

The concept of inclusive pedagogy becomes particularly significant within this framework because it 
operationalizes ethical humanism through concrete educational relationships and participatory learning practices. 
Inclusive pedagogy rejects exclusionary assumptions concerning “ideal” learners and instead emphasizes equitable 
participation, learner recognition, collaborative engagement, and the pedagogical value of diversity [37]. The findings 
reveal that participants viewed inclusive learning environments as essential for cultivating empathy, mutual respect, 
and intercultural understanding among students from diverse backgrounds. Nevertheless, the study also found that 
inclusive practices often remain dependent upon individual teacher commitment rather than institutionally embedded 
pedagogical systems [38]. This condition indicates that ethical inclusivity continues to be vulnerable to inconsistency 
and fragmentation within educational practice. 

Moreover, the findings suggest that ethical humanism provides an important counter-narrative to increasingly 
individualistic and competitive educational cultures. Contemporary educational systems frequently encourage 
individual achievement, competition, and performance optimization while marginalizing collective responsibility and 
social solidarity [39]. Such orientations may contribute to social alienation and weaken students’ ethical sensitivity 
toward others. By contrast, ethical humanism emphasizes interconnectedness, empathy, cooperation, and social care 
as essential educational values. In multicultural contexts, these dimensions become indispensable because peaceful 
coexistence cannot be sustained solely through procedural tolerance but requires deeper ethical commitments to 
justice, dignity, and mutual recognition [40]. 

The significance of ethical humanism within multicultural Islamic education also extends beyond institutional 
educational concerns toward broader societal implications. The increasing prevalence of intolerance, identity 
polarization, religious extremism, and social fragmentation across many societies demonstrates that educational 
systems can no longer remain neutral regarding ethical and intercultural issues. Educational institutions are 
increasingly expected to cultivate democratic citizenship, social responsibility, and intercultural competence capable 
of supporting sustainable peace and inclusive social development [41]. In this context, the findings of the present study 
position ethical humanism as a strategic educational response to contemporary societal crises by strengthening 
students’ capacity for empathy, ethical reflection, and constructive engagement with diversity. 

Importantly, the integration of ethical humanism into multicultural Islamic education also contributes to ongoing 
global discussions concerning human-centered and socially responsive education. Contemporary educational 
discourses increasingly emphasize holistic development, social-emotional learning, global citizenship, and 
sustainable human development as critical educational priorities for the twenty-first century [42]. The findings of this 
study contribute to these discussions by demonstrating that Islamic educational philosophy possesses substantial 
conceptual resources for advancing inclusive and humanistic educational transformation. Rather than positioning 
Islamic education and contemporary humanistic educational theory as oppositional paradigms, the study reveals 
significant intersections between them concerning justice, dignity, empathy, and social responsibility. 
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Ultimately, the findings suggest that ethical humanism should function as the normative and philosophical 
foundation of multicultural Islamic education rather than merely as an auxiliary pedagogical component. Without 
ethical humanism, multicultural education risks remaining superficial, procedural, and institutionally symbolic. By 
contrast, grounding multicultural Islamic education within ethical humanism enables educational institutions to move 
beyond cognitive transmission toward transformative human development oriented toward inclusivity, justice, 
compassion, and sustainable social coexistence. Such a transformation is essential for reimagining Islamic education 
not only as a site of religious instruction but also as a critical space for cultivating humane, ethical, and socially 
responsible citizens within increasingly diverse and interconnected societies. 

Toward a Transformative Evaluation Framework for Pluralistic Societies 

The findings of this study strongly indicate that multicultural Islamic education requires a transformative evaluation 
framework capable of transcending conventional assessment paradigms centered exclusively on cognitive 
achievement and behavioral compliance. Existing evaluation systems remain insufficiently responsive to the 
complexities of pluralistic societies where educational institutions are increasingly expected to cultivate intercultural 
competence, ethical consciousness, social cohesion, and inclusive citizenship [43]. In this regard, the proposed 
framework developed in this study represents not merely a technical modification of assessment procedures but a 
broader paradigmatic transformation concerning the philosophical purpose, social responsibility, and ethical 
orientation of educational evaluation within multicultural Islamic contexts. 

The necessity for transformative evaluation emerges from the recognition that contemporary educational 
challenges can no longer be adequately addressed through reductionist and performance-oriented assessment 
models [44]. The increasing prevalence of religious polarization, social fragmentation, intolerance, and identity-based 
conflict demonstrates that educational systems focused narrowly on academic achievement frequently fail to prepare 
learners for constructive engagement within culturally diverse societies. Consequently, educational evaluation must 
evolve beyond its traditional function as a mechanism of academic accountability toward a more holistic and socially 
responsive instrument capable of assessing learners’ ethical, intercultural, emotional, and collaborative capacities 
[45]. The findings suggest that evaluation systems incapable of capturing these dimensions risk perpetuating 
educational irrelevance within increasingly complex social realities. 

Importantly, the proposed framework positions holistic human development as the central evaluative objective of 
multicultural Islamic education. This orientation fundamentally challenges dominant educational paradigms that 
conceptualize learners primarily as performers of measurable competencies and standardized outcomes [46]. 
Instead, the framework conceptualizes students as multidimensional human beings whose intellectual, ethical, 
emotional, spiritual, and social development are deeply interconnected. Such a perspective aligns with broader 
critiques of neoliberal educational systems that prioritize performativity, competition, and productivity while 
marginalizing empathy, ethical responsibility, and collective wellbeing. The present study therefore argues that 
educational transformation requires not only pedagogical reform but also the reconstruction of evaluative logic itself 
[47]. 

As illustrated in Figure 2, the proposed framework integrates six interconnected evaluative dimensions consisting 
of inclusive participation, intercultural competence, ethical awareness, empathy and social sensitivity, collaborative 
engagement, and equitable assessment practices. These dimensions are situated within broader foundational pillars 
encompassing Islamic educational values, multicultural principles, inclusive pedagogy, and ethical humanism. Rather 
than functioning as isolated competencies, these dimensions operate relationally and dynamically to support the 
development of socially responsible, ethically conscious, and interculturally competent learners capable of 
contributing constructively to pluralistic societies. 
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Figure 2. Proposed Evaluation Framework for Multicultural Islamic Education 

The framework further demonstrates that transformative educational evaluation must be supported by systemic 
institutional conditions rather than relying solely upon individual teacher commitment. The findings reveal that 
inclusive and humanistic educational practices often remain fragmented because they depend heavily on personal 
pedagogical initiatives rather than institutionally embedded evaluative structures [48]. Consequently, the framework 
emphasizes the importance of institutional support, culturally responsive curricula, teacher intercultural competence, 
inclusive learning environments, and equitable educational policies as foundational inputs for transformative 
evaluation. This perspective is significant because it shifts responsibility for inclusivity and ethical education from 
individual actors toward broader institutional and systemic accountability. 

Critically, the proposed framework challenges the assumption that educational objectivity can only be achieved 
through standardized and quantitatively measurable assessment practices. Conventional assessment paradigms 
frequently prioritize reliability, comparability, and efficiency at the expense of contextual sensitivity and relational 
understanding [49]. However, multicultural educational realities are inherently dynamic, socially situated, and 
culturally complex. The findings therefore suggest that transformative evaluation requires more authentic, 
participatory, and contextually responsive assessment approaches capable of capturing multidimensional learning 
processes. Within the proposed framework, evaluation is conceptualized not as a neutral mechanism of classification 
but as a socially embedded process shaping educational relationships, learner identities, and institutional cultures 
[50]. 

This reconceptualization also carries significant implications for educational justice and equity. Traditional 
evaluation systems often reproduce structural inequalities by privileging dominant cultural norms, linguistic practices, 
and standardized forms of knowledge while marginalizing diverse learner experiences and alternative expressions of 
competence. In multicultural educational settings, such practices may unintentionally reinforce exclusion despite 
institutional commitments to diversity and inclusion [51]. By contrast, the proposed framework emphasizes equitable 
assessment practices grounded in cultural responsiveness, learner participation, and contextual understanding. In 

https://journals2.ums.ac.id/index.php/mier/


Nafis et al. (2026)                                                                                                                                                                                                                                                                91 
 

 

https://journals2.ums.ac.id/index.php/mier/ 
 

  

 

doing so, the framework positions evaluation as a mechanism for educational inclusion rather than educational 
stratification [52]. 

The integration of intercultural competence and empathy within the framework is particularly significant because 
these dimensions directly address the social challenges confronting contemporary pluralistic societies [53]. 
Intercultural competence enables learners to engage respectfully and constructively with cultural, religious, and 
ideological differences, while empathy strengthens social sensitivity and ethical responsibility toward others. The 
findings indicate that these dimensions are frequently overlooked within conventional educational evaluation despite 
their critical importance for democratic coexistence and sustainable peacebuilding [54]. Consequently, the proposed 
framework contributes to expanding educational evaluation beyond academic performance toward broader societal 
and human developmental objectives. 

Furthermore, the framework contributes conceptually to ongoing global discussions concerning inclusive 
education, global citizenship education, sustainable development, and human-centered learning. Contemporary 
educational discourse increasingly recognizes that educational quality cannot be reduced solely to cognitive outcomes 
and institutional performance metrics. International educational agendas, including Sustainable Development Goal 4, 
emphasize the importance of inclusive, equitable, and socially transformative education capable of promoting 
peaceful and sustainable societies [55]. The present study contributes to these discussions by demonstrating how 
Islamic educational philosophy can engage productively with contemporary humanistic and inclusive educational 
paradigms without abandoning its theological and cultural foundations. 

The proposed framework also offers important implications for curriculum reform, teacher education, educational 
leadership, and policy development within Islamic educational institutions. Transformative evaluation cannot function 
effectively without corresponding pedagogical and institutional transformation [56]. Teachers require intercultural and 
ethical pedagogical competencies capable of facilitating inclusive learning environments, while educational leaders 
must cultivate institutional cultures supporting equity, participation, and collaborative engagement. Similarly, 
educational policies should move beyond narrow accountability frameworks emphasizing standardized achievement 
toward broader conceptions of educational success incorporating ethical, intercultural, and social dimensions. 
Without such systemic transformation, inclusive and humanistic educational discourse risks remaining rhetorically 
attractive yet practically marginal [57]. 

At a broader theoretical level, the framework developed in this study contributes to the humanization and 
decolonization of educational evaluation. Dominant assessment paradigms inherited from industrialized and 
bureaucratic educational systems often privilege standardization, objectification, and efficiency while marginalizing 
local cultural values, communal ethics, spirituality, and relational learning [58]. The proposed framework challenges 
these assumptions by foregrounding human dignity, ethical relationality, cultural responsiveness, and social 
responsibility as legitimate evaluative concerns. In doing so, the study argues for an educational paradigm that 
recognizes learners not merely as measurable academic subjects but as socially embedded human beings whose 
educational development is inseparable from ethical coexistence and collective wellbeing. 

Ultimately, the findings suggest that transformative evaluation within multicultural Islamic education should 
function as an instrument for cultivating inclusive, ethical, and socially responsible societies rather than merely 
measuring academic attainment. The proposed framework therefore repositions educational evaluation as a critical 
site of social transformation capable of shaping how learners understand diversity, justice, empathy, and human 
dignity within pluralistic contexts. Such a transformation is increasingly necessary in contemporary societies marked 
by polarization, inequality, and cultural fragmentation. By integrating inclusive pedagogy, ethical humanism, and 
intercultural competence within a holistic evaluative framework, multicultural Islamic education can contribute 
meaningfully to the development of more humane, equitable, and sustainable educational futures. 
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CONCLUSION 

The findings demonstrate that educational evaluation within multicultural Islamic education requires a substantial 
paradigmatic transformation beyond cognitively oriented and performance-centered assessment systems. 
Conventional evaluation practices remain largely dominated by academic achievement, standardized measurement, 
and behavioral compliance, thereby limiting the capacity of educational institutions to assess ethical awareness, 
intercultural competence, empathy, and inclusive participation. Such limitations reveal a significant disconnect 
between the philosophical aspirations of multicultural Islamic education and the practical realities of institutional 
evaluation. Reconstructing educational evaluation therefore becomes essential for repositioning education not merely 
as a mechanism of knowledge transmission, but as a transformative process of holistic human development within 
pluralistic societies. 

The integration of inclusive pedagogy and ethical humanism provides a critical conceptual foundation for 
developing more equitable, humane, and socially responsive evaluation systems. Ethical humanism strengthens the 
moral orientation of multicultural Islamic education by emphasizing justice, compassion, dignity, empathy, and 
collective responsibility as central educational purposes. Simultaneously, inclusive pedagogy challenges exclusionary 
assessment structures by promoting equitable participation, learner recognition, contextual sensitivity, and 
collaborative engagement. The proposed transformative evaluation framework consequently offers an interdisciplinary 
model capable of integrating cognitive, ethical, emotional, social, and intercultural dimensions into a more holistic 
evaluative paradigm aligned with the realities of culturally diverse educational environments. 

The conceptual contribution of the proposed framework extends beyond Islamic educational contexts toward 
broader discussions concerning inclusive education, educational justice, sustainable human development, and 
human-centered learning in contemporary societies. Transformative educational evaluation must function not only as 
an instrument of academic accountability but also as a mechanism for cultivating socially responsible, ethically 
conscious, and interculturally competent citizens capable of contributing constructively to peaceful coexistence and 
social cohesion. Strengthening multicultural Islamic education through inclusive-humanistic evaluation frameworks 
therefore represents both an educational necessity and a broader ethical imperative for responding to the increasing 
complexities, inequalities, and cultural fragmentations characterizing contemporary global society. 
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