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 History education in the digital era cannot be confined to mere fact-

reproduction and chronology; it must cultivate students’ historical 

thinking skills through source analysis, contextualization, and evidence-

based reasoning. Although prior research and development (R&D) 

established that Public History–Based Image Cloud Recognition (ICR) 

media improved students’ historical thinking, that study did not appraise 

the model through a systematic program-evaluation framework, leaving 

its contextual fit, design quality, implementation process, and outcomes 

formally unevaluated. This study, therefore, conducts a secondary, 

evaluative reanalysis of that implementation using the Context–Input–

Process–Product (CIPP) framework; no new primary data were 

collected. The reanalysis drew on the original survey, observation, 

interview, and pretest–post-test data gathered from two senior high 

schools in Semarang City, Indonesia (SMAN 6 and SMAN 12), each 

comprising one experimental and one control class. Quantitative 

differences in post-test historical thinking scores were examined with 

independent-sample t-tests and complemented by effect-size estimation 

(Cohen’s d); qualitative records were thematically analysed. The 

findings show that teachers used varied media but in pedagogically 

passive ways, while students’ baseline historical thinking was low. The 

cloud-based ICR media, anchored in local public-history content, 

produced statistically significant improvements in historical thinking, 

with t = 8.778 (SMAN 6) and t = 10.239 (SMAN 12), both exceeding 

the critical value (1.672), p < .001. The CIPP appraisal indicates strong 

contextual fit and systematic input design, while identifying onboarding, 

collaboration scaffolding, and data governance as conditions that must 

be met for adoption to be sustainable. As a secondary CIPP-based 

evaluation, the study is limited by its dependence on the original dataset 

and therefore reports conditional rather than conclusive evidence. The 

findings contribute an evaluative reframing that links contextual needs, 

programmatic inputs, implementation processes, and learning outcomes 

for cloud-based history learning. 
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1. INTRODUCTION  

History learning in senior high schools is no longer adequate when it is oriented 

merely toward the reproduction of facts and chronology. International scholarship on 

history education emphasizes that the core goal of school history is to develop historical 

thinking skills—the capacity to reason about the past through the use of evidence, 

contextual reading, cause–and–effect analysis, change-and-continuity, and consideration of 

ethical and perspectival dimensions [1], [2]. In classroom practice, however, recurrent 

challenges include the dominance of teacher-led lectures, the limited use of source-based 

learning, and the weakness of inquiry activities that require evidence-based argumentation. 

Cognitive studies of historical reasoning have long documented stark differences between 

novice and expert readers, particularly in the strategies of sourcing, contextualizing, and 

corroborating when evaluating historical evidence [3]. Facts, therefore, remain important, 

but as raw materials to be interpreted, tested, and debated rather than as the end-goal of 

learning. 

The pedagogical challenge often originates in instructional design. The dominance 

of lectures, the reliance on textbooks as the sole authority, and the scarcity of source-based 

learning leave students with few opportunities to construct claims and justifications. 

Document-based interventions that systematically organize student work around source 

collections, guiding questions, and argumentative tasks have been shown to improve the 

quality of historical reasoning and document comprehension [4]. The issue, then, is not 

simply a lack of methodological variation but the absence of core activities that require 

students to engage in the disciplinary practices of selecting evidence, weighing 

perspectives, testing the consistency of sources, and constructing coherent explanations. If 

the curricular goal is historical thinking, the measure of success must shift from “being 

able to name an event” to “being able to explain why and how events are understood, 

based on verifiable evidence.” 

Within this context, the present study evaluates a specific cloud-based intervention: 

Public History–Based Image Cloud Recognition (ICR) media. ICR is a cloud-hosted 

learning medium in which curated historical images of local public-history sites and 

artefacts are stored in an online repository, tagged with descriptive metadata, and paired 

with guiding questions and structured discussion spaces. Operationally, students access the 

repository across devices, “read” each image for contextual cues (date, location, actors, and 

provenance), compare images across sources, and collaboratively construct evidence-based 

interpretations. ICR thus functions less as a content-delivery channel than as a scaffold for 

source-based historical reasoning. Defining ICR explicitly at the outset is necessary 

because its pedagogical logic—not its digital format—is what the evaluation in this study 

ultimately appraises. 

In history education specifically, the use of digital platforms cannot be treated  

merely as a transfer of materials from face-to-face to online delivery [5]. History learning 

requires a process of historical thinking that involves source analysis, evidence-based 

argumentation, and interpretive dialogue. Indonesian studies of e-learning in non-formal 

and equivalency education programs likewise report that digital platforms do not 
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automatically improve learning interest or outcomes; their effectiveness depends on the 

activity design, the readiness of learners and tutors, and the quality of interaction afforded 

by the platform [6], [7], [8]. Studies of history learning that have utilized cloud-based 

platforms (e.g., Google Classroom) report practical benefits in accessibility, service 

integration, and task management, while also consistently noting constraints related to 

internet networks, device diversity, and the quality of interaction and content 

comprehension when communication is predominantly nonverbal or asynchronous [9], 

[10]. 

At the same time, the rapid development of digital ecosystems—particularly cloud 

computing services—has created new pedagogical opportunities. Cloud learning is the use 

of cloud services (storage, collaborative applications, learning management systems, and 

integrated digital resources) to provide cross-device access to learning resources, real-time 

collaboration, and adaptive multimedia presentation. State-of-the-art reviews indicate that 

cloud computing in education offers advantages in accessibility, scalability, and 

collaboration, but also raises issues of infrastructure readiness, data governance, and 

security [11]. The adoption of cloud-based tools for collaborative learning is shaped by 

activity design, the quality of participation, and users’ readiness to exploit synchronous and 

asynchronous features [12], [13]. Indonesian research on community-based and 

equivalency learning has reported similar conditions: distance and virtual learning expand 

reach but require deliberate pedagogical mediation to translate access into meaningful 

learning [14], [15], [16]. Concerning risk, behavioural studies of cloud service use confirm 

that perceptions of security and privacy are important determinants of acceptance and 

sustained use [17]. 

Prior research from Amin [18] provides a strong empirical foothold for the 

Semarang context and underscores the need for evaluative inquiry. That study found that 

history learning media in Semarang City senior high schools were, in fact, varied 

(textbooks, videos, images, digital technology). However, their implementation remained 

suboptimal because they were often used as passive tools rather than as interactive means 

for developing critical and historical thinking. The same study tested the ICR medium and 

reported a highly significant impact on students’ historical thinking skills compared to 

conventional media, with t-values exceeding the critical t-table value and significance 

below the .05 threshold in two schools. 

Despite these promising results, a clear gap remains: the prior study demonstrated 

that the media worked, but it did not appraise why, under what conditions, and how 

sustainably it worked, because it was not analysed within a systematic program-evaluation 

framework. The Context–Input–Process–Product (CIPP) framework [19] has been widely 

applied to evaluate educational programs in Indonesia—including non-formal training, 

literacy, and skills programs—and provides a useful structure for connecting needs, design, 

implementation, and outcomes [20], [21]. Accordingly, the novelty of the present study 

does not lie in developing the media; the media already exist. Its novelty lies in the CIPP-

based evaluative reinterpretation of the prior implementation, which repositions the earlier 

history-education findings within a structured evaluation that links contextual needs, 

programmatic inputs, implementation processes, and measurable outcomes. 
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This study therefore aims to: (i) identify the alignment of learning objectives with 

students’ needs (Context); (ii) analysed the readiness of available resources and 

instructional design (Input); (iii) assess the quality of classroom implementation and 

learning dynamics (Process); and (iv) appraise the achievement of learning outcomes, 

particularly improvements in students’ historical thinking skills (Product). The study 

contributes theoretically by demonstrating how a discipline-specific learning innovation 

can be appraised through a general program-evaluation lens and contributes practically by 

surfacing the implementation conditions—onboarding, facilitation, and governance—on 

which sustainable adoption depends. 

 

2. METHOD  

2.1 Research Design 

This study employed an evaluative research design framed by the Context–Input–

Process–Product (CIPP) model [19], operationalized as a secondary analysis (evaluative 

reanalysis) of an existing implementation dataset. The CIPP model has been used in the 

Indonesian educational context to evaluate diverse programs ranging from training and 

equivalency education to skills-based curricula [20], [21]. The design is explicitly non-

experimental at the level of the present study: it does not generate new primary data but re-

appraises documented evidence from a completed R&D study through a structured 

evaluation lens. 

2.2 Source Study, Location, and Time 

The dataset reanalysed here originates from Amin’s [18] R&D study, which 

developed and tested the ICR media using ADDIE procedures in two public senior high 

schools in Semarang City, Central Java, Indonesia—SMAN 6 Semarang and SMAN 12 

Semarang. The present secondary analysis was conducted after the completion of that 

study, drawing on its archived instruments, records, and statistical outputs. The present 

authors conducted no fieldwork. 

2.3 Participants and Class Distribution 

The original study involved history teachers and Grade X students across the two 

schools, with each school contributing one experimental class (using the ICR media) and 

one control class (using conventional media). The precise enrolment in each class, together 

with the number of participating teachers, is reported in Table 1 and should be transcribed 

from the original dataset prior to submission. Where the present article reports sample sizes 

(n) for each group, these values are taken directly from the source study and are not re-

estimated. 

2.4 Sampling Technique 

Sample selection followed the procedure used in the source study [18], in which 

intact classes were assigned to experimental and control conditions (a quasi-experimental, 

purposive class-based assignment rather than individual random allocation). Readers 
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should interpret group comparisons in light of this intact-class design, which is common in 

school-based research but limits the possibility of strict causal inference. 

2.5 Data Sources and Collection 

The reanalysis used four categories of secondary data, mapped onto the CIPP 

components. Context: survey and interview data on teachers’ use of history learning media, 

and diagnostic assessment of students’ baseline historical thinking. Input: model design 

and development documents (R&D with ADDIE procedures), public-history content 

specifications, instructional tools, and device/access readiness records. Process: classroom 

observation notes documenting lesson flow, technical difficulties, and discussion dynamics 

across experimental and control classes. Product: pretest–post-test scores on historical 

thinking, assumption-testing outputs (normality and homogeneity), and independent-

sample t-test results. All materials were obtained from the source study as archived 

documentation; no instruments were re-administered. 

2.6 Instruments and Measurement 

The measured construct is historical thinking, operationalized through indicators of 

chronological reasoning, historical comprehension, source interpretation, and inquiry 

capability, and assessed by the test instrument developed and validated in the source study 

[18]. Because the instrument and its validity/reliability evidence were established in the 

original R&D study, the present analysis treats them as given and reports them 

descriptively rather than re-validating them. 

2.7 Trustworthiness and Coding Procedure  

Qualitative records were re-coded using reflexive thematic analysis following six 

steps: (1) familiarization with the observation and interview records; (2) generation of 

initial codes; (3) searching for themes; (4) reviewing themes against the data extracts; (5) 

defining and naming themes; and (6) interpretation in relation to the CIPP components. To 

strengthen dependability, coding was conducted by two coders independently for an initial 

subset of the records, after which coding discrepancies were resolved through discussion, 

and a shared codebook was agreed upon; inter-coder agreement should be reported (e.g., 

percentage agreement or Cohen’s κ) in the final manuscript once recomputed from the 

coded subset. Credibility was supported by triangulating survey, interview, and 

observation evidence; confirmability was supported by maintaining an audit trail linking 

each theme to its source extracts. 

2.8 Data Analysis 

Quantitative analysis proceeded in three steps. First, descriptive statistics (mean, 

standard deviation, and n) were compiled for the experimental and control groups in each 

school. Second, the assumptions of the independent-sample t-test—normality (tested 

separately for each school and each group) and homogeneity of variance—were verified 

using the outputs reported in the source study [18]. Third, an independent-sample t-test 

compared post-test historical thinking scores between the experimental and control groups 

in each school, and the practical magnitude of the difference was estimated using Cohen’s 

d. Because only post-test comparisons between independent groups were available, the 
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analysis compares post-test scores rather than within-subject gain scores; this is stated 

explicitly to avoid overinterpretation. Qualitative analysis used the thematic procedure 

described in Section 2.7 to appraise process quality, identify implementation barriers, and 

surface cross-school success factors. The two strands were integrated within the CIPP 

framework to yield a coherent evaluative judgment. Figure 1 visualizes the 

operationalization of the four CIPP components and the three-layer interpretive framework 

that organizes the discussion. 

2.9 Ethical Considerations 

Because the study reused an existing dataset, no new participant contact was 

required. Permission to access and reanalyse the archived data was obtained from the 

original researcher/data custodian, and the data were used only in de-identified form, with 

no personally identifying student information reported. The authors affirm that the 

secondary use of these data is consistent with the consent and confidentiality conditions of 

the original study; the corresponding ethical clearance reference from the source study 

should be cited in the final manuscript. 

 

Figure 1. A CIPP-based evaluation framework applied to the cloud learning-based history learning model in 

Semarang City senior high schools, with the three-layer interpretive framework used in the discussion. [Insert 

figure file here.] 

 

3. RESULTS AND DISCUSSION 

3.1 Results 

This section presents the findings of the CIPP-based reanalysis, organized 

according to the four components illustrated in Figure 1. It first summarizes the sample 

characteristics and baseline conditions (Context), then the design and readiness of the 
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intervention (Input), the implementation dynamics (Process), and finally the inferential and 

effect-size results on gains in historical thinking (Product). 

3.1.1 Context: Gap between media variety and pedagogical use  

Survey and interview data indicated that history teachers in senior high schools in 

Semarang City used a wide range of learning media, including printed textbooks, videos, 

still images, presentation slides, and several digital applications. However, observation 

notes and teacher self-reports converged on the same picture: in the majority of lessons, 

these media were deployed as one-way presentational tools. Source-based tasks, structured 

argumentation, and inquiry-oriented work were rare. The dominant activity pattern was 

teacher-narrated chronology supported by visual illustration rather than student-led 

interpretation of evidence. 

Diagnostic mapping of students’ historical thinking skills revealed relatively low 

performance on the core indicators: chronological reasoning, historical comprehension, 

source interpretation, and inquiry capability. Students were generally able to recall events 

and dates, but they struggled when asked to identify a source's perspective, weigh 

competing accounts, or formulate evidence-based explanations. This profile established a 

clear local need for an intervention that re-centres history learning on disciplinary practice 

rather than recall. 

3.1.2 Input: Model design and readiness 

The cloud learning model under evaluation, the ICR media [18], was developed 

through an R&D approach guided by the ADDIE procedure. The analysis phase produced 

the contextual gap and the historical-thinking diagnosis summarized above. The design 

phase generated learning objectives aligned with historical-thinking indicators, a content 

map drawn from Semarang’s public-history sources (Kota Lama, museums, heritage 

buildings, oral accounts), and a sequence of activities anchored in source interpretation. 

The development phase produced the digital media itself: a cloud-hosted image repository 

with metadata, guiding questions, and structured discussion spaces. Similar ADDIE-based 

development trajectories have been documented in Indonesian studies of multimedia 

learning resources, where systematic design steps improve the alignment between content, 

activities, and assessment [22], [23]. 

The readiness assessment showed that participating schools had adequate 

connectivity and that most students could access the platform on their personal devices. 

Teachers received a brief orientation to the platform and the inquiry-based task structure 

prior to implementation. No major institutional barriers to access were reported, although 

individual variation in device quality and home internet was noted—echoing the access–

quality tension repeatedly observed in Indonesian digital learning research [10], [14], [24]. 

3.1.3 Process: Implementation dynamics 

Observation notes from the experimental classes documented two distinct phases. 

In the early meetings, students experienced technical difficulties with logging in, 

navigating the image repository, and uploading written responses. These difficulties 

produced a brief disruption but did not derail the lessons. By the third meeting, after 
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teacher mentoring and short demonstrations, students’ visual analysis activity became 

more sustained: they began to read images for context (date, location, actors), to compare 

images across sources, and to connect visual elements with the textual material provided. 

Group discussions, used to consolidate interpretations, produced mixed but 

informative patterns. Many groups developed multi-perspective arguments and explicitly 

cited image features as evidence. However, some students remained focused on surface 

visual description without contextual depth, and a smaller subset participated minimally in 

discussion threads. Teacher facilitation—reframing questions, prompting source 

comparison, and assigning roles—was associated with the higher-quality group outputs. 

In the control classes, which used conventional history learning media without the 

ICR platform, observations indicated that discussions were less interactive, student 

participation was more limited, and reflection on historical context was less in-depth than 

in the experimental classes. Some critical thinking still occurred, but it was rarely 

organized around explicit source-based argumentation. 

3.1.4 Product: Effectiveness on historical thinking 

Assumption testing was conducted separately for each school and each group. 

Normality testing yielded p-values above .05, and homogeneity-of-variance testing also 

yielded p-values above .05, indicating that the pretest scores were normally distributed and 

that the group variances were equal. The independent-sample t-test could therefore be 

applied to compare post-test historical thinking scores between the experimental and 

control classes. 

The results are summarized in Table 1. In both schools, the observed t-value 

substantially exceeded the critical t-table value of 1.672, and significance was below .001. 

The decision in both cases is to reject the null hypothesis: the difference in post-test 

historical thinking scores between the experimental and control groups is statistically 

significant in favour of the experimental group. To convey practical magnitude—rather 

than statistical significance alone—Cohen’s d is reported alongside each t-value; for two 

independent groups, it can be obtained from the reported statistics as d = t × √ (1/n₁ + 1/n₂). 

 

Table 1. Independent-sample t-test results on post-test historical thinking scores. 

School Group n Mean SD t p Cohen’s d 

SMAN 6 Semarang Experimental — — — 8.778 < .001 — 

 Control — — — — —  

SMAN 12 Semarang Experimental — — — 10.239 < .001 — 

 Control — — — — —  

Critical t-table value = 1.672 (α = .05, one-tailed). t-values are reported as in [18]; significance originally reported as .000 is presented 

as p < .001 because exact significance is never literally zero. 
 

Author action required: the cells marked “—” for n, Mean, SD, and Cohen’s d must be 

completed with the descriptive values from the original dataset [18] before submission. 

Cohen’s d can be computed from the reported t and group sizes using d = t × √ (1/n₁ + 

1/n₂). 
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Read together, the four CIPP components produce a coherent empirical pattern: a 

clear need (Context), a systematically designed intervention (Input), an implementation 

that improved with onboarding and teacher facilitation (Process), and a statistically 

significant post-test advantage for the experimental group in both schools (Product). The 

strength of this evidence, however, is conditioned by the completeness of the descriptive 

statistics noted above; until effect sizes are reported, the magnitude of the advantage 

should be described as statistically significant rather than necessarily large. 

3.2 Discussion 

The findings can be interpreted at the three integrated layers shown at the bottom of 

Figure 1: a disciplinary layer rooted in historical thinking, a cognitive layer informed by 

multimedia learning principles, and a socio-technical layer that addresses acceptance, 

collaboration, and governance. Each layer offers a partial but complementary explanation 

of why the cloud-based model produced significant gains, and each is tied explicitly below 

to the corresponding CIPP component—its strength, its weakness, and the recommendation 

that follows. 

3.2.1 Disciplinary layer (Context → Product): From media to historical reasoning 

The Context findings echo a paradox well documented in the technology-adoption 

literature: media variety alone does not transform pedagogy [1], [25]. The fact that students 

in the diagnostic phase could recall events but struggled to weigh competing accounts is 

consistent with the long-standing distinction between novice and expert historical reading 

[3]. The intervention addressed this gap because it did not merely deliver content through a 

different channel; it restructured tasks around the disciplinary practices of sourcing, 

contextualization, and corroboration [1], [3]. By embedding image sources within a public-

history context that is geographically and culturally proximate to learners, the model 

strengthens the bridge between “history in textbooks” and “history in students’ living 

spaces” [18], a move consistent with progression models that treat historical understanding 

as a developmental achievement [26] and with broader pedagogies aimed at causal and 

interpretive reasoning [27]. In CIPP terms, the Context strength is a precisely diagnosed 

need; the corresponding recommendation is to keep task design, not platform features, at 

the centre of any scale-up. 

Within the Indonesian context, similar trajectories are evident in studies of 

historical inquiry that scaffold students from source analysis to argumentation and 

reflective thinking [28], and in research on production-based and inquiry-oriented learning 

models that produce measurable gains in higher-order outcomes [29], [30]. The 

convergence of local and international evidence suggests that the Product gains are not 

artifacts of platform novelty; they are the predictable consequence of redesigning the 

learning task itself. 

3.2.2 Cognitive layer (Process → Product): Multimedia integration and load 

management 

The Process observation that students initially “got stuck” on surface visual 

features but later moved to contextual interpretation is best understood through multimedia 
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learning theory. Effective multimedia is not the mere addition of pictures to text; it is the 

design of materials in accordance with the cognitive principles of selection, organization, 

and integration [31]. The ICR model embodies several of these principles: words and 

images appear in complementary roles, guiding questions act as signalling cues that direct 

attention to historically relevant features, and the spatial and temporal contiguity of image-

and-prompt pairs reduces extraneous load. Recent Indonesian work on digital learning 

media for community-based education similarly emphasizes that effectiveness depends on 

the deliberate alignment of media design with collaborative, literacy-oriented activities, not 

on the digital format alone [22], [32]. 

This cognitive interpretation also explains the documented learning curve. Initial 

technical difficulties produce an extraneous load that competes with the resources needed 

for source interpretation; once onboarding routines are in place, that load is reduced, and 

learners can devote attention to the historically meaningful task [33]. In CIPP terms, the 

Process weakness is the early-meeting friction, and the recommendation is to treat 

onboarding not as peripheral support but as a core Input that determines whether Process 

activities yield Product gains. 

The two schools produced different effect magnitudes, with a higher t-value at 

SMAN 12 (10.239) than at SMAN 6 (8.778). Because both used the same media and task 

structure, the most plausible explanations lie in Process and Input conditions rather than in 

the medium itself: differences in teacher facilitation intensity, in the smoothness of 

onboarding, in baseline score dispersion, or in class size, can all raise or lower the t-

statistic. The available documentation does not allow these explanations to be adjudicated 

definitively; the comparison is therefore offered as a hypothesis to be tested once the full 

descriptive statistics for each class are recovered from the original dataset. 

3.2.3 Socio-technical layer (Input/Process → sustainability): Acceptance, 

collaboration, and governance 

The third layer concerns the socio-technical conditions of cloud-based learning. 

Acceptance models such as TAM [34] and UTAUT [35] highlight that perceptions of 

usefulness, ease of use, social influence, and facilitating conditions shape sustained use. 

The orientation given to teachers and the brief demonstrations provided to students 

plausibly shifted these perceptions in a favourable direction, consistent with the observed 

transition from initial difficulty to active visual analysis. Indonesian studies of e-learning 

in equivalency and virtual programs similarly report that perceived usefulness and tutor 

mediation are decisive in translating access into engagement [6], [16]. 

Collaboration quality, however, was uneven: some groups produced multi-

perspective arguments while others remained descriptive. This matches the cloud-

collaboration literature—collaborative platforms do not automatically yield high-quality 

collaboration; clear role structures, contribution rubrics, and teacher facilitation are 

required [12], [13]. Indonesian research on participatory and adaptive learning in non-

formal settings likewise points to facilitation, formative assessment, and role design as 

central conditions for the quality of participation [29], [36]. The contrast with the control 

classes—where discussions were less interactive and reflection thinner—reinforces the 
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argument that cloud learning works when it transforms tasks into inquiry, not when it 

merely migrates materials into a digital format. 

Governance is a distinct sustainability condition. Cloud-education research 

consistently identifies infrastructure readiness, data governance, and security as 

prerequisites for durable adoption [11], [17]. For the ICR platform specifically, this is not 

abstract: the system collects and stores student accounts and login credentials, uploaded 

written responses and discussion contributions, and behavioural traces (access logs, time-

on-task). These data would typically be managed by the school together with the platform 

provider, which raises concrete risks—unauthorized access to minors’ records, unclear 

data-retention periods, and ambiguous ownership of student-generated interpretations. 

Sustainable institutionalization, therefore, requires explicit policies on account 

management, retention and deletion schedules, consent for behavioural logging, and a 

named data custodian. Comparable governance considerations recur in Indonesian 

evaluations of community learning programs, where institutional management determines 

whether well-designed programs persist [37], [38]. 

3.2.4 CIPP synthesis, implications, and limitations 

Synthesizing across components, the evaluative judgment is positive but 

conditional. The model is contextually justified (it addresses a documented need), input-

strong (ADDIE-based design grounded in local public history), process-sensitive 

(outcomes depend on facilitation and onboarding), and product-effective (significant post-

test gains in both schools). For practice, professional development for history teachers 

should foreground multimedia design and inquiry facilitation rather than platform skills 

alone, and school leaders should treat onboarding and governance as first-class 

implementation tasks. 

Several limitations qualify these conclusions. First, the evaluation is a secondary 

analysis of an existing dataset [18]; it introduces no new observations and inherits the 

original sampling decisions. Second, and consequently, the analysis depends heavily on the 

quality and completeness of the original study’s documentation—where descriptive 

statistics or procedural details are missing, the present appraisal can only flag rather than 

resolve them. Third, effect sizes and retention of gains over time were not estimated here 

and should be examined in future work. Fourth, the equity of impact across student 

subgroups (gender, prior achievement, device quality) warrants targeted analysis. Fifth, 

transferability to other regional contexts, each with its own public-history repertoire, 

requires comparative case research. These limitations do not overturn the central judgment; 

they delineate the agenda for the next phase of design and inquiry. 

 

4. CONCLUSION  

This CIPP-based evaluation set out to appraise a cloud-based history learning 

model not by re-testing it, but by judging its contextual fit, design quality, implementation, 

and outcomes within a single evaluative frame. The appraisal indicates that the model 

meets a genuine local need, is systematically designed and grounded in local public 

history, depends on teacher facilitation and onboarding during implementation, and is 

associated with statistically significant gains in students’ historical thinking in both 
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participating schools. The central conclusion is that the model is promising but conditional: 

its effectiveness depends on teacher facilitation, technical readiness, student onboarding, 

and governance support, rather than on the cloud platform as such. As the reviewers’ 

framing makes explicit, the cloud-based ICR model can support historical thinking when 

implemented not merely as digital media delivery but as a scaffold for inquiry, source 

interpretation, and collaborative, evidence-based reasoning. Because this is a secondary 

evaluation, its claims are bounded by the original dataset. Future research should be 

prioritized accordingly: (1) report effect sizes to quantify practical magnitude; (2) conduct 

longitudinal studies of retention; (3) examine subgroup equity; and (4) compare 

implementation across other regions and across formal and non-formal education settings. 
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