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This research, which is basic qualitative research, aims to examine the opinions of academics
working in the field of measurement and assessment and teaching measurement and
assessment courses about the measurement and assessment processes they carry out face to
face and online. Within the scope of the research, "Opinion Form for Face-to-Face and Distance
Measurement and Assessment Processes" was applied to 17 faculty members who worked in
the education faculties of universities and conducted both face-to-face and distance
Measurement and Assessment courses and carried out the measurement and assessment
processes in these ways. The data obtained from the form was subjected to content analysis.
As a result of the content analysis, four themes were found: Measurement tools, reliability,
content validity, and exam security. Within the scope of face-to-face and distance
measurement and assessment processes, frequencies were determined for the categories and
subcategories related to these themes, and the results were interpreted. As a result of the
research, it was determined that academicians preferred multiple-choice tests as measurement
tools in both face-to-face and distance measurement and assessment processes. Academics
have stated that the measurements have high reliability when the process is conducted face-
to-face but low reliability when distantly. Although they state that content validity is high or
evidence has been provided in both types of applications, the number of academics who state
this for distance measurement and assessment processes is less. They reported that exam
security was higher in face-to-face measurement and assessment processes. Finally, it was
determined that their preferred application type was face-to-face.
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Temel nitel arastirma niteligindeki bu arastirmada 6lgme ve degerlendirme alaninda calisan ve
olgme ve degerlendirme dersi veren akademisyenlerin yiiz yiize ve uzaktan yiiriittiikleri 6lgme ve
degerlendirme siiregleri hakkindaki goriislerinin incelenmesi amaglanmistir. Arastirma
kapsaminda iiniversitelerin egitim fakiiltelerinde gorev yaparak “Olgme ve Degerlendirme”
dersini hem yiiz yiize hem uzaktan egitim siirecinde yiiriiterek 6l¢gme ve degerlendirme siireclerini
de bu yollarla gergeklestiren 17 6gretim iiyesine “Yiiz Yiize ve Uzaktan Olgme ve Degerlendirme
Siireclerine Yonelik Goriis Formu” uygulanmistir. Formdan elde edilen veriler icerik analizine tabi
tutulmustur. fcerik analizi sonucunda Slgme araglari, giivenirlik, kapsam gegerligi ve smnav
giivenligi olmak {izere dort tema bulunmustur. Yiiz yilize ve uzaktan dlgme ve degerlendirme
siiregleri kapsaminda bu temalara iliskin kategori ve alt kategoriler igin frekanslar belirlenerek
sonuglar yorumlanmistir. Arastirmanin sonucunda akademisyenlerin hem yiiz yiize hem uzaktan
ol¢gme ve degerlendirme siireglerinde 6l¢me araci olarak goktan secmeli testleri tercih ettikleri
belirlenmistir. Akademisyenler siirecin yiiz ytiize yiiriitiildiigiinde 6l¢timlerin yiiksek giivenirlikte,
uzaktan yiiriitiilmesinde ise diisiik giivenirlikte oldugunu ifade etmiglerdir. Kapsam gegerliginin
ise her iki uygulama tiiriinde de yiiksek ya da kanit sunulmus oldugunu belirtmelerine ragmen
uzaktan 6lgme ve degerlendirme siiregleri igin bunu belirten akademisyen sayis1 daha azdir. Smav
glivenliginin ise yine yiiz ylize 6lgme ve degerlendirme siireglerinde daha yiiksek oldugunu
bildirmislerdir. Son olarak tercih ettikleri uygulama tiiriiniin yiiz yiize oldugu tespit edilmistir.
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Giris

Teknolojinin ve bilgi caginin hizl gelisimi ve egitime entegre olmasiyla her gecen giin acik ve
uzaktan egitimin 6nemi ve kullanishilig1 da artmaktadir. Ulkemizde ve diinyada 6zellikle COVID-19
pandemisi doneminde uzaktan egitim, acil uzaktan egitim adi altinda okul o6ncesi, ilkogretim, orta
Ogretim, lisans, lisansiistii gibi tiim egitim diizeylerinde hizla yayginlasmistir. Bu siirecte uzaktan
egitimin Ogretim boyutu Tiirkiye’deki {iniversitelerde senkron ve asenkron dersler yapilarak
yurtitilmiistiir. Buradan da anlasilacag: gibi bilgi teknolojisinin gelisiminin yam sira aymi zamanda
toplum yasaminda meydana gelen degismelerde uzaktan egitimin yayginlasmasinda etkili olmustur.
Uzaktan egitim siirecinde &gretimin sunulmasi, O6grencilere geri bildirimlerin nasil verilecegi,
Ogrencilerin basar1 diizeylerinin nasil belirlenecegi de onemlidir. Ciinkii 6grenciler ile etkilesim
diizeyinin belirli bir alg1 cercevesinde yiiriitiilebiliyor olmasi nedeniyle uygulamalarin derinligini

yitirmesi veya sistemin uygulanabilirliginin kisitlandigr durumlar ortaya ¢ikabilmektedir (Karatas,

2003).

Uzaktan egitimin mekandan bagimsizlig1 tstiinligiine (Sari, 2020) karsin olgme ve
degerlendirme siirecleri de 6nemli simirliliklarindan birisidir. Olgme ve degerlendirme siireci yiiriitiilen
egitim sistemine iliskin geri bildirim mekanizmasidir. Dolayisiyla yonetime, d6gretmene, dgrenciye,
veliye ve sistemin diger paydaslarina iliskin doéniit saglamada onemli bir rol iistlenen Olgme ve
degerlendirme siireglerinin planlanmasi, incelenmesi ve diizenlenmesi her zaman egitim alanindaki
onemli konularindandir. Ozellikle uzaktan yiiriitiilen 6lgme ve degerlendirme siirelerinde siirece
iliskin geri bildirimler, 6grenciye verilen anlik doniitler, donem sonu sinavlar, 6devler, sinav giivenligi

{izerinde durulan konulardir (Acar Giivendir ve Ozer Ozkan, 2021).

Olgme ve degerlendirme siirecleri yiiz yiize veya uzaktan gerceklestirilmesinden bagimsiz
olarak tanilayici, bicimlendirici ve diizey belirleyici olmak {izere ii¢c amagla yiiriitiilmektedir (Ozcelik,
2010). Tanilayici degerlendirmede 6gretim etkinlikleri baslamadan 6nce egitim sistemindeki girdilerin
degerlendirilmesi s6z konusudur. Bicimlendirmeye yonelik degerlendirmede ise &gretim siireci
boyunca yapilmakta ve gelisimi izleme amacglanmaktadir. Bigimlendirici degerlendirme yiiz ytize
egitimde oldugu gibi uzaktan egitim siirecinde de Onemli bir yere sahiptir. Ciinkii bi¢imlendirici
degerlendirme sayesinde 6grenme eksikliklerinin belirlenerek giderilmesi amaglanmaktadir. Ayrica
Ogretim  slirecinin de etkililigine doniitler alinmakta ve gerekli iyilestirmeler de
gerceklestirilebilmektedir. Diizey belirleyici degerlendirme ise 6gretim siirecinin sonunda yapilmakta
ve Ozetleyici degerlendirme olarak da tanimlanmaktadir. Bu tiir degerlendirmelerde iiriin/sonug
degerlendirme yapilmaktadir. Uzaktan egitimde tercih edilen en yaygin degerlendirme tiirleri arasinda
bigimlendirici ve diizey belirleyici degerlendirme goriilmektedir (James, 2016; Karadag, 2014; Usta,
Kiling ve Okur, 2022; Shraim, 2019). Bicimlendirici degerlendirme uzaktan egitimde de ozellikle

onemlidir. Ciinkii degerlendirmenin etkililigi i¢cin hem 6grenci hem 6gretmenin siirecte aktif olmasi,
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O0gretmenin 0grencinin gelisimini diizenli izlemesi ve 6grencinin de kendi bilgi, beceri ve yeteneginin

farkina varmasi saglanmalidir (Ocak ve Karakus, 2021).

Olcme ve degerlendirme siireclerinde 6grencilerin bilissel becerileri baglaminda bilgi, beceri ve
yetenekleri dikkate almmaktadir. Ozellikle erisi olarak adlandirilan bilgi ve becerilerin
degerlendirilmesinde daha ¢ok klasik degerlendirme yontemleri kullanilirken, yeteneklerin
degerlendirilmesinde ise performansa dayali durum belirleme yontemleri tercih edilmektedir.
Performansa dayali durum belirlemede kullanilan 6l¢me ve degerlendirme araglari ise performans
gorevleri, proje ve portfolyo, analitik ve biitiinsel dereceli puanlama anahtari, dereceleme 6lgekleri ile
kontrol listeleridir (Giiltekin, 2017; Kutlu, Dogan ve Karakaya, 2010; Popham, 1999; Sahin, 2019). Olgme
ve degerlendirme araglarmin kullanilmasinda klasik yontemler ve performansa dayali
degerlendirmelerden farkli siniflamalarda mevcuttur (Basol, 2018; Bikmaz Bilgen, 2019; Dogan, 2009;
Dogan, 2019; Kilmen, 2017; Ozgelik, 2010;). Bunlardan ilki geleneksel yontemler ve tamamlayic
yontemler olarak sunulan smiflamadir. Tamamlayic1 6lgme ve degerlendirme araglari geleneksel
araglardan farkli olup, geleneksel araglarin sahip oldugu simirliliklarin tamamlayicisi olarak
degerlendirme siireglerine dahil edilmektedir. Geleneksel 6l¢gme ve degerlendirme araclari ¢oktan
se¢meli, acik uglu, kisa yanitli, eslestirmeli ve dogru-yanlis tipi maddeler, sozlii sinavlar, yazili sinavlar
olarak sunulabilir. Olgme araglarmin siniflandirilmasinda  kullanilan bir diger siniflamada
puanlayicidan kaynakli hatanin mevcut durumuna yonelik olarak objektif ve siibjektif Ol¢me
araclaridir. Coktan se¢meli, dogru-yanlis, eslestirmeli testler objektif testler iken sozlii ve yazili sinavlar
siibjektif testler baglaminda degerlendirilebilir. Literatiirde var olan siniflandirmalar 6l¢me araglarinin
olctiigli Ozellikler, hazirlama, uygulama ve degerlendirme siiregleri, degerlendirmede kullanildig:
asamalar vb. 6zellikler dikkate alinarak siniflandirilmistir. Olgme araclarimin simiflandirilmalarindan
bagimsiz olarak g6z oniine alinmasi gereken en dnemli 6zellikler giivenirlik, gecerlik ve kullanishliktir.
Olgme aracinin gergekte dlgmeyi amagcladigi 6zelligi Slgebilme diizeyine yonelik dikkate alinmasi
gereken en Onemli Ozelligi gecerliktir. Ancak 6lgme araglarindan elde edilen puanlarin ve verilen
kararlarin hatasizhi: ile ilgili olan giivenirlik de arastirilmasi gereken bir diger &zelliktir. Olgme
aracinin gegerlik ve giivenirliginin saglanmasindan sonra dikkate alinmasi gereken diger bir 6zellik ise
kullanughiliktir. Olcme  araclarmm kullanighligs; ekonomik olmasi, hazirlama-uygulama siiresi,
uygulama — puanlama - yorumlama kolaylig1 ve hazirlayici - uygulayici - cevaplayici nitelikleri (Turgut,

1992) gbz oniine alinarak degerlendirilmelidir.

Olgme araclar1 degerlendiricilere bircok anlamda zengin bilgi saglamakla beraber
birbirlerinden olgtiigii 6zellik, giivenirlik, gegerlik ve kullarushlik agisindan farklilik gostermektedir.
Tiim bu oOlgiitler g6z oniine alindiginda en iyi 6l¢me aracini belirlemek ¢ok zordur. Bu nedenle 6lgme
ve degerlendirme siireglerinin yiiz yiize veya uzaktan yiiriitiilmesinden bagimsiz olarak siireglerin

giivenirlik, gecerlik ve kullanighhi$1 belirli diizeyde saglamaya calisilmalidir. Ciinkii yiiz yiize ve
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uzaktan gerceklestirilen 6l¢me ve degerlendirme siireclerinin incelenmesi ve gelistirmeye yonelik

oneriler degerlendirme sonucunda verilecek kararlar baglaminda da énemlidir.

Literatiirde dl¢gme ve degerlendirme siireglerinin smif icinde ve ¢evrim ici/¢evrim dis1 olmak
tizere uzaktan yiriitiilmesinde degerlendirmelere yonelik cesitli arastirmalar s6z konudur. Acar
Giivendir ve Ozer Ozkan (2021) gerceklestirdikleri calismada 6gretmen adaylarinin goriislerine dayali
olarak c¢evrim ici smavlarda degerlendirme siireglerinin simif i¢i smavlarla karsilastirilarak
incelemislerdir. Baran (2020) ¢alismasinda agik ve uzaktan egitimde kullanilan 6l¢me araglarmi tanitmis
ve farkl {iniversitelerdeki 6l¢gme ve degerlendirme yaklagimlarini incelemistir. Bozkurt ve Ugar (2018)
cevrim i¢i 6lgme ve degerlendirme siireglerinde giivenligi saglamaya yonelik lisans 6grencilerinin
goriislerini alarak gerceklestirdikleri giivenlige yonelik gereksinimleri belirlemislerdir. Karadag (2021)
gerceklestirdigi calismasinda ¢evrim ici sinavlara hazirlik siirecini tartismis ve oneriler getirmistir. Ocak
ve Karakus (2022) iiniversite 6grencilerinin ¢evrim ici sinavlara yonelik tutumlarin teknik unsur, onlem
alma, bireysel Ozellik ve smav yapisi faktorlerine dayali olarak belirleyen bir tutum o6lgegi
gelistirmiglerdir. Sar1 (2020) calismasinda uzaktan egitimde Ol¢me ve degerlendirme siirecini
tartismistir. Shraim (2019), {iniversite 6grencilerinin ¢evrimici siavlara iliskin goriislerini incelemistir.
Tagkiran (2021) uzaktan 6gretimde yonetim, 6grenme, teknoloji ve degerlendirme boyutlarin ele alarak
tartismistir. Usta, Kiling ve Okur (2022) {iniversitede derse giren dl¢gme ve degerlendirme veya acik ve
uzaktan Ogrenme alaninda calisgan uzmanlarla odak grup goriismeler gerceklestirerek 6grenme
ortaminin agik ve uzaktan 6grenmede 6lgme ve degerlendirme siireglerinde dikkat edilmesi gereken
unsurlara iliskin goriisleri incelemislerdir. Bu arastirmada literatiirde var olan arastirmalardan farklh
olarak 6lgme ve degerlendirme alaninda ¢alismakta olup dlgme ve degerlendirme siireglerini hem yiiz
ylize hem uzaktan yiiriiten akademisyenlerin bu siireglere iliskin goriislerinin ortaya konulmasi
amaglanmistir. Bu dogrultuda 6l¢me ve degerlendirme alaninda galisan akademisyenlerin her iki
uygulama tiiriine yonelik goriisleri alinmistir. Olgme ve degerlendirme alaninda uzman olmalarindan
dolay1r arastirmada ele almnan problemleri uzmanlik alanlar1 dogrultusunda derinlemesine
inceleyebilecekleri diislintilmiistiir. Arastirmada ayrica arastirma sonuglarindan yola c¢ikilarak
Ogrencilerin basarilarinin izlenmesi ve degerlendirilmesinde kullanilan 6l¢me araglarinin giivenirlik,
gegcerlik, kullanishilik ve sinav giivenligini iyilestirmeye yonelik uygulayicilara bilgi saglayacagindan

Oonemlidir. Arastirmanin amaci dogrultusunda arastirmanin alt problemleri asagida sunulmustur.

1. Akademisyenler yiiz yiize ve uzaktan 6l¢gme ve degerlendirme siire¢lerinde hangi 6l¢me

araclarini tercih etmektedirler?

2. Akademisyenlerin yiiz yiize ve uzaktan 6lgme ve degerlendirme siireclerinin giivenirligi

hakkindaki goriigleri nelerdir?

3. Akademisyenlerin yiiz yiize ve uzaktan Ol¢gme ve degerlendirme siireglerinin kapsam

gecerligi hakkindaki goriisleri nelerdir?
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4. Akademisyenlerin yiiz yiize ve uzaktan 6l¢gme ve degerlendirme siireglerinin sinav giivenligi

hakkindaki goriisleri nelerdir?

5. Akademisyenlerin 6l¢me ve degerlendirme siireglerinde uygulama tiiriine iliskin tercihleri

nelerdir?
Yontem
Arastirmanin Tiirii

Bu arastirmada hem yiiz yiize hem de uzaktan egitimi yiiriiten 6l¢gme degerlendirme alaninda
akademisyenlerin goriislerine gore her iki uygulamanin arastirma kapsaminda belirlenen 6zellikler
baglaminda incelenmesi amaglanmistir. Arastirma var olan bir durumu/olguya iliskin zengin
tanimlamalar getirmeyi amagcladigindan temel nitel bir arastirma olarak nitelendirilebilir (Meriam,

2009).
Calisma Grubu

Arastirma kapsaminda {iniversitelerin egitim fakiiltelerinin 6lgme ve degerlendirme anabilim
dalinda gérev yaparak “Olgme ve Degerlendirme” dersine yonelik lgme ve degerlendirme siireglerini
hem yiiz yiize hem uzaktan yiiriiten 17 akademisyene ulasilmis ve Al, A2, A3, ..... Al7 seklinde

kodlanmuistir. Akademisyenlere iliskin demografik bilgiler Tablo 1’de sunulmustur.

Tablo 1. Katilimcilarin demografik 6zellikleri

Degiskenler Frekans
Kadmn 11
Erkek

Prof. Dr.
Unvan Dog. Dr.

Dr. Ogr. Uyesi
Ars. Gor. Dr.
2-5

6-10

11-15

16 ve tizeri

1-5

6-10

11-15

16 ve lizeri

Cinsiyet

Derse girme yili

Yiiz yiize ders verilen donem

N W O DN B G DN UL o DN

—_
Q1

Uzaktan egitimde ders verilen dénem 1-5
6-10 2

Tablo 1 incelendiginde ¢alisma grubunda yer alan akademisyenlerin ¢cogunlugu kadmlardan
(f=11) olusmaktadir. Katilimcilarin tinvanlari ve derse girme yillari incelendiginde farkli 6zelliklere
sahip olduklar1 belirtilebilir. Katiimcilarin cogunlugu dogent iinvanina sahip (f=8) ve 2-5 yil aras1 (f=6)

derse girme deneyimine sahiptir. Calisma grubunda yer alan katilimcilarin yiiz yiize ve uzaktan
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egitimde ders verdikleri donemler incelendiginde ise yiiz yiize egitimde ¢ogunluk 1-5 ve 6-10 dénem

(£=5), uzaktan egitimde ise ¢ogunluk 1-5 donem (f=15) derse girmistir.
Veri Toplama Araglarn

Aragtirma kapsaminda aragtirmacilar tarafindan “Yiiz Yiize ve Uzaktan Olcme ve
Degerlendirme Siireglerine Yonelik Goriis Formu” gelistirilmistir. Formun gelistirilmesi siirecinde
oncelikle 6lgme ve degerlendirme dersini yiiriiten {i¢ arastirmac ile goriisme yapilarak ve literatiir
taranarak taslak bir form olusturulmustur. Olusturulan taslak forma iliskin alt1 6l¢me ve degerlendirme
uzmanindan goriis alinarak forma nihai sekli verilmistir. Bu asamada forma iliskin goriislerin her biri
degerlendirilerek form diizenlenmis ve formun her bir yeni hali baska bir uzman goriisiine sunulmus
ve bu sirayla siireg takip edilmistir. Formun nihai hali iki boliimden olusmaktadir. Birinci boliimde
cinsiyet, invan, kidem, yiiz yiize ve uzaktan 6l¢me ve degerlendirme dersinin verildigi donem sayisi
gibi betimleyici degiskenler yer almaktadir. Ikinci boliimde ise bes acik uclu soru yer almaktadir. Bes
agik uglu soru arastirmanin problemlerini yansitmaktadir ve 6l¢me ve degerlendirme alaninda ¢alisan
akademisyenlerin yiiz yiize ve uzaktan 6lgme ve degerlendirme siireclerinde tercih ettikleri 6l¢me
araglarina, giivenirlige, gecerlige, sinav giivenligine ve tercih edilen uygulama tiiriine yonelik

sorulardair.
Verilerin Analizi

Arastirma verileri “Yiiz Yiize ve Uzaktan Olgme ve Degerlendirme Siireglerine Yonelik Goriis
Formu” ile Google Forms araciligiyla toplanmistir. Veri toplama aracinda yer alan maddelerin
yanitlanmas1 zorunlu olarak belirlenmistir. Bu form ile 6l¢me ve degerlendirme alanindaki
akademisyenlerden elde edilen veriler igerik analizine tabi tutulmustur. Arastirmada igerik analizi her
iki aragtirmaci tarafindan yapilmistir. icerik analizi sonucunda kod, alt kategori, kategori ve temalar
olusturulmustur. (Yildirim ve Simsek, 2011). Icerik analizinde olusan temalar formdaki sorularin
dayandig1 temel problemler ve arastirmanin alt problemleriyle paralel olarak olusmustur. Bu nedenle

bulgular bu temalar baglaminda sunulmustur.
Inandiricailik, Aktarilabilirlik ve Tutarlilik

Aragtirma kapsaminda belirlenen kategori ve alt kategorilere iliskin dogrudan alintilara
raporlamada yer verilmistir. Bu inandiriciiga kanit olarak sunulabilir. Diger yandan ¢alisma grubuna
dahil edilen akademisyenler 6l¢gme ve degerlendirme alanindan amagli olarak secilmistir. Ciinkii 6l¢me
ve degerlendirme siiregleri, 6l¢me araglari, gegerlik, giivenirlik, sinav giivenligi vb. gibi bu aragtirmada
ele alinan kavramlar 6l¢me ve degerlendirme alaninin ¢alisma konularindandir. Ek olarak arastirmanin
¢alisma grubunun olusturulmasinda farkli derse girme deneyimine sahip farkli akademik iinvanlardan
akademisyenler secilmistir. Bu faktorler ise aktarilabilirlie kanit olarak sunulabilir (Arslan, 2022;

Yildirim ve Simsgek, 2011).
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Arastirmada igerik analizi kapsamindaki kodlamalar aragtirmacilar tarafindan ayri ayri
yapilmigtir. Daha sonra bu kodlayicilarin arasindaki uyum yiizdesi Miles ve Huberman (1994)"iin uyum
ylizdesine gore hesaplanmistir. Kodlayicilar arasi uyum yiizdesi %91,18 bulunmustur. Uyumsuzluga
neden olan kodlamalar arastirmacilar tarafindan birlikte degerlendirilmis olup g¢atismanin oldugu
birimlerde uzlasma saglanmis ve boylelikle catismalar ¢oziilmiistiir. Bu dogrultuda arastirma

kapsaminda tutarlihga kanit saglandig: sdylenebilir.
Aragtirmanin Etik izinleri

Yapilan bu calismada “Yiiksekogretim Kurumlar1 Bilimsel Arastirma ve Yayin Etigi YOnergesi”
kapsaminda uyulmasi belirtilen tiim kurallara uyulmustur. Yonergenin ikinci boliimii olan “Bilimsel
Aragtirma ve Yaym Etigine Aykir1 Eylemler” bashg: altinda belirtilen eylemlerden higbiri

gerceklestirilmemistir.
Etik kurul izin bilgileri: Etik degerlendirmeyi yapan kurul ad1 = Gazi Universitesi Etik Komisyonu
Etik degerlendirme kararinin tarihi= 19.12.2023
Etik degerlendirme belgesi say1 numarasi= E.830002
Bulgular

Arastirmada yapilan igerik analizi sonucunda arastirma problemleriyle paralel olarak bes tema
olusmustur. Bu temalar; “6l¢gme araglar1”, “giivenirlik”, “kapsam gegerligi”, “smav giivenligi” ve

“uygulama tiirii” seklindedir. Arastirmanin bulgulari bu temalar 15181nda sunulmustur.
i. Olg¢me Araclan

Akademisyenlerin yiiz ylize ve uzaktan sinavlarda tercih ettikleri 6lgme araglarna iliskin

frekanslar Tablo 2’de sunulmustur.

Tablo 2. Akademisyenlerin tercih ettikleri 6lgme araclar

Tercih edilen 6l¢gme araci Yiiz yize Uzaktan
Frekans Frekans
Coktan se¢meli test 14 14
Kisa cevapli test 1 0
Yazili yoklama 1 2
Karma test 5 2
Odev 3 4

Tablo 2 incelendiginde akademisyenlerin yiiz yiize smnavlarda ¢ogunlukla ¢oktan se¢meli
testleri (f =14) tercih ettikleri goriilmiistiir. Ornegin A2 “Genellikle vize ve finaller icin coktan segmeli
test kullanmay tercih ediyorum.” seklinde, A9 ise “Coktan se¢meli ara smav ve final yapiyorum.”
Seklinde ¢oktan se¢meli testleri tercih ettiklerini belirtmiglerdir. Coktan se¢meli testlerden sonra en ¢ok
karma testlerin (f=5) tercih edildigi goriilmiistiir. Ornegin A15 “Farkli madde tiirleri iceren araglarla

ogrenme diizeylerinin hangi seviyelerde oldugunu belirlemek istiyorum.” seklinde ifade ederek karma
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testleri tercih ettigini belirtmistir. En az tercih edilen 6l¢gme araglar: ise kisa cevapl test (f=1) ve yazili

yoklamadir (f=1).

Akademisyenlerin uzaktan sinavlarda tercih ettikleri 6l¢gme araglar1 incelendiginde ise uzaktan
sinavlarda da yiiz yiize sinavlarda oldugu gibi en ¢ok ¢oktan se¢meli testlerin (f=14) tercih edildigi
gorilmiistiir. Ornegin hem ¢oktan se¢meli test hem yazili yoklama kullandigini belirten A4:

Benzer durum, uzaktan egitim icinde gecerlidir. Genellikle vize ve finaller i¢in ¢oktan se¢meli

test kullanmay1 tercih ediyorum. Mazeret ve biitiinleme smmavlarinda ise klasik sinav

kullanmay tercih ediyorum. Coktan se¢meli test tercih etmemin sebebi kullanisli olmasi, ¢ok

sayida soruyu kolayca puanlayabilmek. Biitiinleme ve Mazeret smavi igin tekrar test
hazirlamak zor oldugu igin ise klasik sinavi tercih ediyorum.

diyerek yiiz ylize ve uzaktan egitimde benzer madde tiirlerinden yararlandigini belirtmistir. Benzer
olarak Al10’da “Tiim sinavlarimda c¢oktan se¢cmeli maddelerden olusan testler kullandim.” seklinde
uzaktan sinavlarda da ¢oktan se¢meli testler uyguladigini ifade etmistir. Uzaktan smavlarda ¢oktan
se¢meli testlerden en ¢ok tercih edilen 6l¢gme aracinin 6dev oldugu goriilmiistiir ve bu 6lgme araci
uzaktan sinavda yiiz yiize sinava gore daha ¢ok tercih edilmektedir (f=4). Hem ¢oktan se¢meli test hem
odev kullanan A17 6lgme aracinin uzaktan ya da yiiz yilize uygulanmasina gore degismedigini su
sekilde ifade etmistir:

Uzaktan egitimle de benzer sekilde vize ve final sinavlarinda ¢oktan se¢meli maddelerden

olusan bir smav yaptim ayrica ddevde de kazanima uygun olarak soru yazmalarini istedim.

Olgme degerlendirme araglari noktasinda uzaktan ya da yiiz yiize olmasi benim tercih ettigim
olgme degerlendirme aracini farklilastirmadi.

Karma testlere iliskin bulgular incelendiginde ise yiiz yiize egitime gore daha az tercih edildigi
belirlenmistir (f=2). Karma test uygulayan A12 “Uzaktan olan derslerde, ders basinda quizler yaparak
ogrencilerin konular: diizenli ¢calismasini sagliyorum. Uzaktan derslere 6grenciler aktif katilmadigt igin
bu yontem ise yariyor. Bu quizlerde farkli madde tiirlerine yer veriyorum” diyerek gerceklestirdigi kisa
smavlarda madde tiirlerini cesitlendirdigini ifade etmistir. Ek olarak yazili yoklamamin uzaktan
smavlarda yliz yiize sinavlara gore daha gok tercih edildigi goriilmekle beraber (f=2) uzaktan sinavlarda

kisa cevapli testlerin akademisyenler tarafindan tercih edilmedigi goriilmiistiir.

Akademisyenlerin yiiz yiize ve uzaktan simavlarda bu 6l¢gme araglarmi tercih etme nedenlerine

iliskin kategori, alt kategori ve frekanslar ise Tablo 3’te verilmistir.
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Tablo 3. Akademisyenlerin tercih ettikleri 6lgme araglarin tercih etme nedenlerine kategorisine ve alt
kategorilerine iliskin frekanslar

Tercih etme nedenleri Yiiz yiize Uzaktan
Coktan se¢meli test Frekans Frekans
Kullanighlik 8 7
KPSS’de de bu test tiiriiniin kullanilmasi 1 1
Kapsam gecerligi ve giivenirlik 3 3
Objektif puanlama 2 2
Ogrenmeleri yoklama ve geri doniit verme 2 0
Sinav Giivenligi 0 1
Yazili yoklama

Kullanighlik 1

Sinav Giivenligi 0 1
Karma test

Konu alani ve biligsel diizey cesitliligi 1 0
Bireysel farkliliklar 1 1
Ogrenci motivasyonunu saglamak 0 1
Sinav giivenligi 0 1
Madde tiirlerinin farkl tistiinliikleri olmasi 1 0
Odev

Kullanighlik 0
Ogrenci motivasyonunu saglamak 1
Sinav giivenligi 0 1

Tablo 3 incelendiginde akademisyenlerin yiiz yilize smavlarda en ¢ok kullanishhk (f=8)
nedeniyle coktan se¢meli testleri tercih ettikleri goriilmiistiir. Bunu A2 “Ayrica kiigiik bir tiniversitede
calistigimdan ve genellikle ders yiikiim 30 saat ve {iistii oldugundan dolay: da ¢oktan se¢meli testleri
tercih ediyorum.” seklinde, A4 “Coktan segmeli test tercih etmemin sebebi kullanish olmasi, ¢ok sayida
soruyu kolayca puanlayabilmek.” seklinde, A10 ise “Ogrenci sayisi hep ¢ok fazlaydi (yaklasik 300-350
kisi)” seklinde ifade etmistir. Coktan se¢meli testi tercih etme nedenlerine deginmeyen ii¢ akademisyen
bulunurken, ¢oktan se¢meli test kullanmasinin sebebini kapsam gegerligi ve giivenirlikle iligkilendiren
de ii¢ akademisyen bulunmaktadir. Kapsam gegerligi ve giivenirlik igin tercih ettigini belirten
akademisyenlerden A6 bunu “¢oktan se¢meli test kullanma sebebim giivenirligin ve gegerligin yiiksek
olmasi ve ayni zamanda objektif puanlaniyor olmasidir.” seklinde ifade ederken, A7 ise “Ol¢iilmesi
gereken kazanimlar1 onemli 6l¢lide kapsamak ve objektif degerlendirme yapmak.” seklinde ifade
etmistir. A6 ve A7 ayn1 zamanda ¢oktan se¢meli testlerde objektif puanlama yapilabilmesine de vurgu
yapmustir. Yiiz yiize sinavlarda yazili yoklamalar: kullanan tek akademisyenin (A4) kullanislilik
nedeniyle bu 6lgme aracini tercih ettigi gozlemlenmistir. Diger yandan karma testleri tercih etme
nedenini belirten {i¢ akademisyenin birbirinden farkli nedenler sundugu goriilmiistiir. Bu nedenler,
karma testlerin her konu alani ve biligsel diizeyi kapsamay1 saglamasi, bireysel farkliliklar1 gozetiyor

olmasi ve her madde tiiriiniin farkl tistiinliiklerinin ve sinirliliklarinin bulunmasi seklinde siralanabilir.

Uzaktan sinavlarda 6l¢me araglarmin tercih edilme nedenleri incelendiginde yiiz ytiize sinava
benzer olarak ¢oktan se¢meli testlerin en ¢ok kullamighlik (f=7) nedeniyle tercih edildigi goriilmiistiir.

Ornegin Al: “kalabalik gruplarda okuma kolaylig1” ve All: “Cok fazla sayida (en az 250 ve iizeri)
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O0grenciye ders verdigim icin” diyerek smavin uygulanacagi gruplarin kalabalik olmasina
deginmislerdir. Yine yiiz yiize sinavlara benzer olarak ¢oktan se¢meli testlerin tercih edilme nedenleri
arasinda kullanishilk kategorisini kapsam gecerligi ve giivenirlik kategorisinin takip ettigi
belirlenmistir. Yiiz yiize ve uzaktan sinavlarda ¢oktan se¢meli testleri kapsam gecerligi ve giivenirlik
nedeniyle tercih ettigini belirten akademisyenler ayni katilimcilardir (A5, A6 ve A7). Burada goze
carpan bir bulgu sinav giivenligi nedeniyle uzaktan sinavlarda ¢oktan se¢meli testleri tercih eden bir
akademisyenin (Al) bulunmasidir ve su sekilde ifade etmistir: “Sorularin ve segeneklerin yerini
degistirebilme imkaninin giivenlik endiselerini azaltmas1”. Yazili yoklamay1 tercih eden 2 akademisyen
bulunmasiyla birlikte bu akademisyenlerden A4 yazili sinavin hazirlanmasmndaki kullamishlig:
nedeniyle mazeret ve biitiinleme smavlarinda kullandigini belirtirken, A5 sinirh siirede kopya
¢ekilmesini en aza indirgemek i¢in bu 6l¢gme aracini tercih ettigini belirterek smav giivenligini
vurgulamustir. Diger yandan karma testleri tercih eden iki akademisyen bulunmakla birlikte, bu
akademisyenler birbirinden farkli {i¢ neden sunmustur. Bu nedenler, 6grenci motivasyonunu saglamak,
bireysel farkliliklar: gozetiyor olmasi ve her madde tiiriintin farkh iistiinliiklerinin ve simirliliklarmin
bulunmasi seklinde siralanabilir. Son olarak uzaktan sinavlarda ¢oktan se¢gmeliden sonra en ¢ok tercih
edilen Ol¢me araglarindan o6devi tercih etme nedenini belirten iki akademisyenin (A7 ve Al4)
bulunmaktadir. Bu akademisyenlerin 6devi tercih etme nedenlerinin, karma testlerin tercih edilmesi
nedenleriyle ayni oldugu ve Ogrenci motivasyonu saglamas: ile sinav giivenligi sebepleriyle

kullanildig: belirlenmistir.
ii. Givenirlik
Giivenirlige iliskin veriler incelendiginde akademisyenlerin giivenirligin mevcut durumlarina

iligkin frekanslar Tablo 4’te sunulmustur.

Tablo 4. Giivenirli¢in mevcut durumu kategorisine ve alt kategorilerine iliskin frekanslar

Giivenirligin mevcut durumu Ytz yiize Uzaktan
Frekans Frekans

Yiiksek giivenirlik 13 3

Diisiik giivenirlik 2 13

Tablo 4 incelendiginde akademisyenlerin biiyiik bir cogunlugu (f=13) yiiz yiize smnavlarin
yiiksek giivenirlik ile dl¢iim yaptigini ifade etmistir. Ornegin giivenirligin yiiksek oldugunu belirten
A2: “giivenirlik analizleri yaptigimda genellikle yiiksek”, A5: “yiiz yiize yapilan testlerden elde edilen
ol¢timlerin giivenirligi yiiksektir.” ve A12: “Oldukga yiiksek” seklinde ifade etmistir. Ancak bunlarin
aksine iki akademisyen giivenirligin diisiik oldugunu bildirmistir. Ornegin A7: “giivenirlik daha diisiik
ama genel olarak kotii denilmez” seklinde ifade ederek yiiz yiize sinavlarin uzaktan sinavlara gore daha
diisiik giivenirlikle 6l¢timler elde ettigini belirtmistir. Uzaktan sinavlara iliskin bulgular incelendiginde
akademisyenlerin biiytiik bir ¢cogunlugu (f=13) uzaktan smavlarin diisiik giivenirlik ile 6l¢tim yaptigim
ifade etmistir. Ornegin uzaktan sinavlarda giivenirligin diisiik oldugunu belirten A3: “Ciddi giivenirlik

ve giivenlik sorunlar1 var”, A6: “uzaktan yapilan smavlarin giivenilir olmadigini diisiiniiyorum.” ve
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A10:” glivenirlik tehdit altinda” seklinde ifadeleri kullanmislardir. Diger yandan giivenirligin uzaktan
smavlarda yiiksek giivenirlikle dl¢timler elde ettigini ifade eden iki akademisyen bulunmaktadir.
C)rnegin karma testler kullanmay1 tercih eden A15: “Puanlama giivenirliginin yiiksek yanlihigin az

oldugunu diistiniiyorum.” seklinde gortis belirtmistir.

Giivenirligin mevcut durumunun nedenlerine iligkin alt kategoriler yiiksek ve diisiik
giivenirlik kategorileri igin ayr1 ayr1 belirlenmis olup alt kategorilere ait frekanslar Tablo 5'te

sunulmustur.

Tablo 5. Giivenirligin mevcut durumunun nedenleri kategorisine ve alt kategorilerine iliskin frekanslar

P . Yiiz ylize Uzaktan
Giivenirligin mevcut durumunun nedenleri
Frekans Frekans

Yiiksek giivenirlik
Sinav giivenligi 1 0
Hata kaynaklarinin indirgenmesi 1 0
Soru sayist 1 0
Madde istatistikleri bilinen soru kullanimi 1 0
Grubun heterojenligi 1 0
Diisiik giivenirlik
Sinav giivenligi 2 9
Soru sayist 0 1
Sinuflarin kalabalik olmast 2 0
Sahip olunan teknoloji 0 1
Sans bagarisi 1 0
Grubun homojenligi 0 1

Tablo 5 incelendiginde yiiz yiize sinavlarda giivenirligin yiiksek olmasinin sebeplerine
goriislerinde yer veren bes akademisyen bulunmaktadir ve bu akademisyenlerin her birini birbirinden
farkli nedenlere degindigi goriilmiistiir. Bu nedenler simav giivenligi, hata kaynaklarinin indirgenmesi,
soru sayisi, madde istatistikleri bilinen soru kullanimi ve grubun heterojenligi alt kategorilerini
olusturmustur. Akademisyenlerden biri (A5) smav giivenligi yiiksek oldugu igin giivenirligin yiiksek
oldugunu “Kopya ¢ekilmesinin oniine gegcilebildigi i¢in” seklinde belirtirken, baska bir akademisyen
(A6) ise hata kaynaklarini bilmesi nedeniyle tesadiifi hatalar1 en aza indirdigini ve bu nedenle yiiz yiize
smavlarinin giivenilir oldugunu “Nitekim hata kaynaklarimi bilmem sebebiyle olasi tesadiifi hatalari en
aza indirdigimi diistiniiyorum.” seklinde belirtmistir. Uzaktan sinavlarda olgiimlerin giivenirliginin
yiiksek oldugunu belirten akademisyenlerden herhangi birinin sebep belirtmedigi goriilmiistiir. Yiiz
ylize smavlarda giivenirligin diismesinin sebeplerinin ise siav giivenligi, stniflarin kalabalik olmasi,
sans basarisi ve gruplarin homojenligi alt kategorilerinde toplandig: goriilmiistiir. Bu alt kategorilerden
smav giivenligi (f=2) ve siniflarin kalabalik olmasi (f=2) alt kategorilerinin 6n plana ¢iktig1 belirlenmistir.
Ornegin A7:“kalabalik simflarda kopya vs. sorunlari olma ihtimalinden dolay1” diyerek her iki alt
kategoride de vurgu yapmistir. Uzaktan simnavlarda diisiik glivenirligin nedenlerinin sinav giivenligi,
soru sayisi, sahip olunan teknoloji ve grubun homojenligi seklinde alt kategorilere ayrildig:
goriilmiistiir. Bu alt kategorilerdeki dagilim incelendiginde akademisyenlerin en ¢ok (f=9) smav

giivenligini neden olarak gosterdigi belirlenmistir. Ornegin Al: “Giivenlik endiseleri var. Kendisi mi
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cevapladi, yardim aldi mi, sinav sirasinda internetten yararlandi mi1 vs.”, A10: “Smav giivenligi/kopya
gibi sebeplerden dolay1” ve “Ogrenci nerede ve nasil smava giriyor kontrol edilemiyor. Yaninda biri
olabilir. Ogrencileri birlikte olabilir. Basili kaynaktan yararlanabilir. Cok sayida giivenlik agig1 var.”

seklinde sinav giivenliginin giivenirligi tehdit ettigini belirtmislerdir.

Giivenirligin sebeplerine iliskin goriisler bildiren akademisyenlerin bu goriislerinde giivenirlik
icin almabilecek Onlemlere de degindikleri goriilmiistiir. Giivenirlik ic¢in alinabilecek Onlem

kategorisine iligkin frekanslar Tablo 6’da verilmistir.

Tablo 6. Giivenirlik icin alinabilecek 6nlemler kategorisine ve alt kategorilerine iligkin frekanslar

Giivenirlik i¢in alinabilecek énlemler Yz yaze Uzaktan
Frekans Frekans
Soru sayismnin yiikseltilmesi 2 2
Ogrencinin takildig1 yeri sorabilmesini saglama 1 0
Sinav giivenligi icin 6nlemler alma 0 1
Farkli 6l¢gme araglar1 kullanma 0 1
Madde havuzu olusturma 0 1
Siire sinur1 koyma 0 1
Ezbere dayali sorular sormama 0 1

Tablo 6 incelendiginde yiiz yiize smavlarda akademisyenlerin daha giivenilir dlciimler elde
edebilmek amaciyla en fazla (f=2) soru sayisinin yiikseltilmesinin énerildigi goriilmiistiir. Ornegin A10:
“soru sayismin fazlalig: ile gitivenirligi yiiksek sonuglara ulasmak miimkiin.” seklinde bu goriistinii
ifade etmistir. Ayrica Ogrencinin takildig1 yeri sorabilmesinin giivenirligi artiracagini belirten bir
akademisyen (A9) bulunmaktadir. Yiiz yiize smavlara benzer olarak uzaktan smavlarda da
akademisyenlerin daha giivenilir dl¢iimler elde edebilmek amaciyla almabilecek nlemler arasinda en
fazla (f=2) soru sayisinin yiikseltilmesini belirttikleri gériilmiistiir. Ornegin soru sayismnin arttirilmasi
Onlemini alan A13 su sekilde ifade etmisgtir:

Uzaktan egitim siirecinde bilgisayar ortaminda smava girdiklerini diistiniirsek es zamanl

kopya ¢ekmeleri ve birbirlerine yarmtlarini paylasip cevaplarini degistirmelerinin 6niine

gecmek adina giivenirlik 6nlemleri almaya calistim. Siiregte kopya ¢ekmenin 6niine gegmek
icin sorulara geri doniisii engelleyip es zamanli kamera a¢gmalarini istedim. Bu sadece smav

ortaminin giivenirligi adina aldigim bir 6nlemdi. Niteliksel olarak giivenirligi saglamak icin ise
her konudan ¢ok soru sormaya ¢alisarak duyarlilig arttirmaya calistim.

Bu yamitinda A13 uzaktan sinavlarda alinabilecek baska onlemlere de deginmistir ve bunlar
smav giivenligi icin onlemler alma alt kategorisini olusturmustur. Uzaktan sinavlarda daha giivenilir
Ol¢limlerin elde edilmesi igin alinabilecek diger onlemler farkli 6l¢gme araglar1 kullanarak Ol¢iimleri
cesitlendirmek, madde havuzu olusturmak, sinav siiresini sinirlandirmak, cevabin kaynaklarda net

bigimde olmadig1 sorular yazmak gibi onlemlerdir.
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iii. Kapsam Gegerligi

Kapsam gecerliginin mevcut durumu kategorisine iliskin alt kategoriler kapsam gecerligine
kanit sunulmus / yiiksek ve kapsam gecerligi diisiik olarak belirlenmistir. Bu alt kategorilere ait

frekanslar Tablo 7’de sunulmustur.

Tablo 7. Kapsam gegerliginin mevcut durumu kategorisine ve alt kategorilerine iliskin frekanslar

Kapsam gegerliginin mevcut durumu Ytz ylize Uzaktan
Frekans Frekans

Kapsam gegerligine kanit sunulmus / yiiksek 15 11

Kapsam gegerligi diisiik 1 4

Tablo 7 incelendiginde hem yiiz yiize smavlarda hem de uzaktan sinavlarda kapsam
gecerliginin genel olarak yiiksek oldugu akademisyenler tarafindan belirtilmistir. Ancak uzaktan
sinavlarda yiiz ylize sinavlara gore kapsam gecerliginin diisitk oldugunu belirten daha ¢ok
akademisyen bulunmaktadir. Kapsam gecerliginin yiiz yiize siavlarda yiiksek oldugunu belirten 15
akademisyen bulunmaktadir. Ornegin yiiz yiize sinavlarda kapsam gegerliginin yiiksek oldugunu A3:
“Kapsam gecerligi yliksek sinavlar yapabiliyorum” ve A10: “¢ok sayida soru sorabiliyorum. Kapsam
gecerligi acisindan bir sikint1 yok.” seklinde ifade etmistir. Uzaktan simavlarda kapsam gecerliginin
yiiksek oldugunu belirten 11 akademisyen bulunmaktadir. Bu akademisyenlerden bazilarinin goriisleri
su sekildedir: “Kapsam Gegerligim yiiksektir.” (A4), “Olgme ve degerlendirme siirecinin kapsam
gecerligi son derece yiiksektir” (A5), “Hem yiiz yiize egitimde hem de uzaktan egitimde vizede islenen
konularmn agirhigimi diisiirerek finalde eksiksiz bir sekilde tiim konular1 yoklamaya calistim.” (A13).
Diger yandan yiiz yiize sinavlarda kapsam gegerliginin diisiitk oldugunu belirten yalmizca bir
akademisyen bulunurken, uzaktan smavlarda dort akademisyen bulunmaktadir. Akademisyenlerden
A7 yliz yiize smavlar icin “ders siiresinden dolay: nispeten diisiik oluyor.” seklinde ifade etmistir.
Uzaktan sinavlar icin ise A9: “kapsam gegerligi yiiz yiizeye kiyasla daha diisiik olabilmektedir.”
Seklinde goriisiinii belirtmistir. Kapsam gecerliginin mevcut durumuna iliskin goriisler bildiren
akademisyenlerin bu goriislerinde mevcut durumun nedenlerine de degindigi goriilmiistiir. Kapsam

gecerliginin mevcut durumunun nedenleri kategorisine iliskin frekanslar Tablo 8’de verilmistir.

Tablo 8. Kapsam gecerliginin mevcut durumunun nedenleri kategorisine ve alt kategorilerine iliskin frekanslar

Yiiz ylize  Uzaktan

Kapsam gegerliginin mevcut durumunun nedenleri

Frekans Frekans

Kapsam gegerligine kanit sunulmus/ytiiksek

Belirtke tablosu kullanma 4 3
Konular iyi sekilde 6rnekleme 4 5
Kritik kazanimlarin yoklanmasi 1 0
Cok sayida soru ve smav yapma 1 1
Kapsam gegerligi diigiik

Ders stiresi 1 1
Madde havuzu kullanilmasi 0 1

Sorulardaki 6gelerin kisitlilig 0
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Tablo 8 incelendiginde yiiz ylize sinavlarda kapsam gecerligine kanit sunulmus/yiiksek
olmasinin sebeplerinden en ¢ok belirtke tablosu kullanmaya (f=4) ve konulari iyi sekilde 6rneklemeye
(f=4) deginmislerdir. Ornegin A1l bunu “Amaclanan kapsami dl¢mek igin belirtke tablosu kullanirim
ve hangi amag i¢in sinav yaptigimi belirlerim 6ncesinde...” seklinde ifade etmistir. Akademisyenlerden
A15 ise “Belirtke tablosunu tiim 6grenme ¢iktilarini baz alarak hazirliyorum ve tiim araglar da buna
hizmet ediyor.” seklinde yaptig1 uygulamaya deginmistir. Konular iyi sekilde 6rnekledigini belirten
akademisyenlerden ise A6: “Dersi kapsaminda anlattigim konular ilgili konunun kag hafta ve ne
diizeyde ele alindigimi belirtke tablosu olmasa da konu bashigi ve ele alinma siiresi baglaminda
agirliklandirarak smav sorularina buna gore dagitiyorum.” seklinde ifade ederken, A14: “Coktan
se¢meli testlerde gosterdigim her konudan soruyor, sorular: esit dagitmaya calistyorum.” Seklinde
ifade etmistir. Yiiz ylize sinavlarda kapsam gecerliginin diisiik olma nedenlerine deginen bir
akademisyen (A7) bulunmaktadir ve kapsam gecerliginin ders siiresinden dolay1 nispeten diisiik
oldugunu belirtmistir. Ayrica kapsam gegerliginin yiiksek oldugunu ya da kamt topladigini belirten
akademisyenlerden A9 kritik kazanimlar1 yokladigina, A10 ise ¢ok sayida soru sordugunu ve birden
fazla smav yaptigina deginmistir. Uzaktan sinavlarda da yiiz yiize sinavlara benzer olarak kapsam
gecerliginin yiiksek olmasmin nedenlerinden en c¢ok konulart iyi sekilde oOrneklemeye (f=5)
deginmislerdir. Bunu belirtke tablosu kullanma (f=3) takip etmistir. Buna gore belirtke tablosunun
kullanimimin uzaktan smavlarin gelistirilmesinde azaldig1 sOylenebilir. Konular1 iyi sekilde
ornekledigini ifade eden akademisyenlerden A4: “Islemis oldugum tiim konular1 sinavda iyi bir sekilde
orneklemeye calistyorum.” seklinde bunu belirtirken, A14: “Odevde sorularin verdigim konulara gore
dagilimina oldukga dikkat ediyorum” seklinde belirtmistir. Ek olarak uzaktan simavlarda da A10 yiiz
ylize sinavlarda oldugu gibi ise ¢ok sayida soru sordugunu ve birden fazla smav yaptigini belirtmistir.
Uzaktan smavlarda kapsam gecerliginin diisiik olmasina {i¢ farkli neden sunulmustur. Bunlar ders
siiresinin kisith olmasi, madde havuzu kullanildig1 icin her 6grenciye farkli sinav uygulanmasi ve

sorularda gorsel, tablo, sekil gibi 6gelerin uzaktan sinavlarda kullanilamamasidir.
iv. Sinav Giivenligi

Akademisyenlerin goriisleri incelendiginde sinav giivenligi temasina iligkin iki kategorinin
olustugu goriilmiistiir. Siav giivenligi temasma iliskin kategoriler mevcut giivenlik durumu ve
glvenlik i¢in alinan/alinabilecek 6nlemler olarak belirlenmistir. Mevcut giivenlik durumu kategorisi ile

iligkili alt kategorilere ait frekanslar Tablo 9'da verilmistir.

Tablo 9. Mevcut giivenlik durumu kategorisine ve alt kategorilere iliskin frekanslar

Mevcut sinav giivenligi durumu Yz ylze Uzaktan
Frekans Frekans
Smif ortami 2 0
Akademisyenin sorumlulugu olmamasi 4 2
Smav giivenligi yiiksek 1 0
Smav giivenligi diisiik 0 5
Sistemin giivenligi 0 1
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Tablo 9 incelendiginde yiiz ylize simavlarda smav giivenliginin mevcut durumuna iliskin en
¢ok (f=4) smav giivenliginin akademisyen sorumlulugunda olmadigina deginerek ozellik sinav
gorevlilerinden bahsetmiglerdir. Bunu belirten akademisyenlerden A6: “maalesef bu konuda sinavda
gorevli asistanlardan belirlenmesi asamasinda yonetim sorumlu oldugu i¢in bu konu benim digimda
biraz. Ben her ne kadar belli araliklarla smiflar1 dolassam da bu gorev smavda gorevli asistanin
sorumlulugunda oldugunu diisiiniiyorum.” seklinde ifade ederken, A12: “Her smav salonunda bir
gozetmen yer aliyor ve smnav sorumlusu siirecte oluyor. Yani sinav giivenligi icin miimkiin tiim kosullar
saglanmaya calisiliyor.” seklinde ifade etmistir. Mevcut smav giivenligi durumu kategorisinde
gozetmen sorumlulugunu, siif ortami alt kategorisi (f=2) takip etmektedir. Bu alt kategoriye iligskin
akademisyen A2: “siniflarimiz ¢ok uygun ortamlara sahip oldugundan kopya girisimi neredeyse sifir.”
seklinde goriistinii bildirmistir. Son olarak yiiz yiize smnavlarda smav giivenliginin yiiksek oldugunu
ifade eden bir akademisyen bulunmaktadir. Uzaktan sinavlarda sinav giivenliginin mevcut durumu
incelendiginde akademisyenlerin en ¢ok (f=5) smav giivenliginin diisiik oldugunu belirttikleri
goriilmektedir. Bu konuda akademisyenlerden, A16: “Cok sayida glivenlik acig1 var.” seklinde goriis
bildirirken, A17: “Uzaktan egitimde sinavi sadece yapmis olmak icin yapiyoruz. Gergekten sinava
calisan 6grenciler de var ama maalesef kopya ile sinaviru tamamlayan 6grenciler de var.....Ama yine
de 6grencilerin kopya gektiklerini sinav sonuglarindan anlayabiliyorum.” seklinde goriis bildirmistir.
Uzaktan sinavlar icin smav giivenligi diisiik alt kategorisini yiiz yiize sinavlar ile ortak bir alt kategori
olan akademisyenin sorumlulugu olmamas takip etmektedir (f=2). Ornegin A3 bunu su sekilde ifade
etmistir: “Giivenlik 6nlemlerini bireysel olarak alma sansim ¢ok az”. Son olarak uzaktan simnavlarda
sistemin giivenligi kadar sinavin giivenli oldugunu belirten bir akademisyen bulunmaktadir (A4).
Smav giivenliginin mevcut durumunun yam sira smav giivenligi icin alinan ve alinabilecek énlemlere
de akademisyenlerin degindigi goriilmiistiir. Glivenlik icin alinan/alinabilecek 6nlemler kategorisine

iligkin frekanslar ise Tablo 10’da sunulmustur.

Tablo 10. Sinav giivenligi igin alinan/alinabilecek onlemler kategorisine ve alt kategorilerine iligkin frekanslar

. AV . . Yiiz yiize Uzaktan

Sinav giivenligi icin alinan/alinabilecek 6nlemler Frokans Frokans
Giivenligi akademisyenin kendisinin saglamasi
Farkli formlar olusturma 7 0
Sinavda bulunma 2 0
Psikolojik yonetim 2 1
Sinif i¢i degerlendirmelerden yararlanma 1 1
Avantaj saglayan materyalleri toplama 1 0
Stire sinir1 koyma 0 2
Ezbere dayali sorular sormama 0 1
Odevi el ile yazdirma 0 1
Sistemsel ve yonetimsel 6nlemler alinmasi
Sorulari/secenekleri karistirma 0 6
Sistemde madde havuzu olugturulmasi 0 2
Kamera/ses agilmasini saglama 0 2
Gozetmen sayisinin arttirilmasi 2 0
Sorular1 bir kez gérmenin saglanmasi 0 1
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Tablo 10 incelendiginde yiiz yiize simavlarda sinav giivenligi i¢in alinan ya da alinabilecek
onlemlere yonelik goriisler incelendiginde akademisyenlerin en ¢ok (f=7) farkli formlar olusturmay
belirttikleri goriilmiistiir. érnegin Al: “En az iki grup yapiyorum, gruplarda hem sorularin hem
seceneklerin yerini degistiriyorum” seklinde goriisiinii bildirerek test formlarini gesitlendirdigini ve
bunu yaparken hem sorularin hem secgeneklerin yerlerini degistirdigini belirtmistir. Diger
akademisyenlerden A7 “a ve b gruplarinin olusturulmasi sinavlar igin” seklinde 6neri sunmus, A10 ise
“kalabalik gruplar oldugu i¢in A ve B formlar1 olusturuyorum.” seklinde kendi aldii onleme
deginmistir. Gilivenligi akademisyenin kendisinin saglamasinda ytiz yiize sinavlarda farkli formlar
olusturmayi sinavda bulunma (smavda akademisyenin bizzat kendisinin bulunmasz, f=2) ve psikolojik
yonetim (f=2) takip etmektedir. Psikolojik yonetimde akademisyenler, Ogrencilere diiriistlitk
beklentilerini vurguladiklarin1 ve onlar1 kopya g¢ekmemeye motive ettiklerine iliskin goriisler
bildirmislerdir. Ayrica sinf i¢i degerlendirmeleri agirlikli olarak kullanma ve yazili materyaller, cep
telefonu, hesap makinesi gibi sorularin yanitlanmasinda 6grencilere avantaj saglayacak materyalleri
toplama akademisyenlerin aldig1 ya da alabilecegi onlemler arasinda yer almaktadir. Son olarak ytiiz
ylize smavlarda sistemsel ve yonetimsel onlemlerin arasinda gozetmen sayismin arttirilmas: (f=2)
bulunmaktadir. Akademisyenler fakiilte yonetimlerinden gdzetmen atamas: yapilmasini/gdzetmen

sayilarmin arttirilmasinm beklemektedir.

Smav giivenligi icin alinan/alinabilecek Onlemlerde uzaktan sinavlara iliskin bulgular
incelendiginde akademisyenlerin en c¢ok (f=6) sorulari/secenekleri karistirmayi ifade ettikleri
goriilmiistiir. Ornegin A8: “kopyanin 6niine gegmek igin siire sir1 olan sorularin random geldigi bir
sinav tasarliyorum, A17: “Onlem olarak sorulari karisik sunuyoruz cevaplari karisik sunuyoruz.”
ifadelerine goriislerinde yer vermistir. Sistemsel ve yonetimsel olarak alinabilecek bu onlemlerde
soru/seceneklerin karistirilmasmin yani sira sistemde madde havuzunun sorulacak soru sayisindan
fazla girilmesini ve 6grencilerin kamera ve seslerinin agik olmasina deginmislerdir. Uzaktan smavlarda
akademisyenlerin kendilerinin alabilecekleri 6nlemler incelendiginde ise en ¢ok (f=2) sorulara ve simava
siire sinur1 koyduklarini belirtmislerdir. Sonug olarak akademisyenler yiiz yiize smnavlarda sinav
glivenligini kendi saglamaya yonelik daha fazla goriis bildirirken, 6neri, uzaktan sinavlarda sistemsel

ve yonetimsel olarak alinabilecek dnlemlere daha ¢ok deginmislerdir.
v. Uygulama Tiirii

Akademisyenlerin 6lgme ve degerlendirme siireclerinin yiiz yiize ve uzaktan yiiriitiilmesi
tercihlerine iliskin goriisleri bu alt problemde incelenmistir. Arastirmaya katilan 17 akademisyenin
16'sinun (%94,11) yiiz ylize sinavlari tercih ettigi bulunmustur. Yalnizca bir akademisyen uzaktan
smavlarini tercih ettigini belirtmis ve bu tercihine iliskin nedenlerden su sekilde bahsetmistir: “Uzaktaru
tercih ederim. Smavi okuma mizanpaj, fotokopi bir is yiikii olmaktan ¢ikiyor. Ayrica kagittan tasarruf

saglaniyor ve siav evraklarmni saklama gibi bir sorun olusmuyor.” (A1). Al goriislerinde genel olarak
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uzaktan sinavlarin kullanighihigina ve ekolojik duyarlihiga vurgu yapmistir. Yiiz yiize sinavlar tercih
eden akademisyenlerden bazilar1 da tercih etme nedenlerine deginmistir. Ornegin; A4: “Ciinkii daha
glivenilir ve gecerli bir simav yapiliyor.”, A6: “Kesinlikle yiiz yiize olmasin tercih ederim. Uzaktan
yapilan smavlar....kopya c¢ekilme olasiigit ¢ok yiiksek oldugu igin wuzaktan smavlar
onemsemiyorum.”, A9: “Yiiz yiize smavi kapsam gecerligi, test giivenligi baglaminda tercih ederim.”,
Al0:
Yiiz yiize smavi tercih ederim. Lisans diizeyinde 6grenciler hala ders ge¢cme odaklilar. Bu
sebeple online sistemlerde smav yazilimimin/siirecin agigimni bulup mutlaka kopya ¢ekmeye
kalkisiyorlar. Bu durumda smavdan elde edilecek sonuglarin giivenirligini ve gegerligini
olumsuz etkiliyor. Basarili/basarisiz tiim 6grencilerin ge¢mesi ile siire¢ sonuglaniyor. Sinavlar
online olunca derse olan ilgi azaliyor. Ayrica Olgmede islem yapmay:1 gerektirecek

konularimizda oluyor. Bu tiir islemli sorularin ¢éziimii i¢in de kagit kalem sinavlar1 daha
pratik.

ve Al4: “Kesinlikle yiiz yiize ¢linkii 6grenci daha ciddiye aliyor. Bir de bilmedigi ve KPSS'de ¢iktigin
goriince smif icinde ¢cok motive oluyor. Bu durum bizi de motive ediyor.” seklinde ytiiz yiize smavlar:
tercih etme nedenlerini belirtmislerdir. Akademisyenler belirttikleri nedenler incelendiginde genel
olarak giivenirlik, gecerlik, sinav giivenligi, kullanushlik ve motivasyon agisindan yiiz yiize simavlarin

tercih edildigini gostermektedir.
Son olarak yiiz yiize sinavlar tercih ettigini belirten A4 ek agiklamalarda da bulunmustur:

Aslinda uzaktan 6gretimin avantajlar1 da var. Sahsi fikrim siirecte birlikte kullanilmalar:.
Ozellikle alternatif degerlendirme yaklasimi kullananlar, ya da dev vs. igin uzaktan egitim
sistemi ¢ok kullanish. Bu kisimda uzaktan 6gretimden yararlanilabilir. Ama sinav yapilacaksa
bu mutlaka gozetmen esliginde, kalem ve kagitla yiiz yiize olmalidir.

Bu aciklamalarinda A4 yiliz yiize sinavlari tercih etmesine karsin tamamlayic

degerlendirmelerin uzaktan yiiriitiilmesinin daha kullanush oldugunu ifade etmistir.
Sonuc ve Tartisma

Arastirmada Ol¢gme ve degerlendirme siireglerini yiiz yiize ve uzaktan gergeklestiren dlgme ve
degerlendirme alaninda ¢alisan akademisyenlerin her iki uygulamaya iliskin goriisleri incelenmistir.
Her iki uygulama siirecinde goktan se¢meli testlerin daha ¢ok tercih edildigi belirlenmistir. Coktan
se¢meli testlerin kullanilma nedenleri arasinda ilk olarak kullanighlik belirtilirken ikinci olarak kapsam
gecerligi ve gilivenirliginin yiiksek olmasi belirtilmistir. Coktan se¢meli testlerin 6zellikle kalabalik
gruplarda uygulama kullanisliliginin her iki uygulama da etkili oldugu belirlenmistir. Coktan se¢meli
madde ile fazla sayida soru sorulabilmesi nedeniyle kapsam gegerliginin yiiksek olmasi, ayrica objektif
puanlanabilmesinden dolay1 giivenirliginin yiiksek olmasi, kisa zamanda kalabalik gruplara
uygulanabilirligi bu madde tiiriiniin 6zelliklerindendir (Ozgelik, 2010; Turgut, 1992). Ayrica hemen
hemen tiim egitim diizeylerinde Ogretmenler geleneksel 6l¢me araglarina daha asinadir ve en ok

kullanilan geleneksel 6l¢me araglarindan birisi de ¢oktan se¢meli maddelerdir (Anil ve Acar, 2008;
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Cakan, 2004, Gelbal ve Kelecioglu, 2007). Coktan se¢meli testler ayrica uzaktan 6l¢gme ve degerlendirme
siireclerinde kullanilan 6grenme yonetim sisteminde de kolayca uygulanabilmektedir (Tagkiran, 2021).
Akademisyenler ikinci sirada yiiz yilize uygulamada karma testleri secerken uzaktan yiiriitiilen
siireclerde ise 6devleri tercih etmislerdir. Yiiz yiize siireclerde karma testlerin tercih edilme nedenleri
arasinda farkli seviyede sorularin sorulabilme imkani sunmasi belirtilmistir. Olgme araglariin farkl
iistiinliiklerinin mevcut olmasindan dolay: farkli 6lgme araglarinin yer aldigi karma testler tercih
edilebilir. Yiiz yiize uygulamalarda en az kisa cevapl ve yazili yoklamalar tercih edilmistir. Yazil
yoklamanin tercih nedeni olarak ¢oktan se¢gmeli smavin olusturulamadigi durumlarda hazirlama
kolayligiin olmasi belirtilmistir. Uzaktan egitim siireclerinde ise en ¢ok tercih edilen ikinci siradaki
Olcme araci O0dev olarak belirtilirken en az yazili yoklama ve karma testler belirtilmistir.
Akademisyenler uzaktan 6l¢me ve degerlendirme 6devi 6grenci motivasyonunu saglama ve smav
glivenligi acisindan tercih ettiklerini belirtmistir. Ogrenciler Odevler ile yeni bilgiler 6grendiklerini
diisiinmekte ve notlarini da iyilestirebileceklerini diisiinerek motive olabilmektedir (Featherstone, 1985;
akt: Kan, 2009). Karatas (2014) calismasinda bu arastirmanin sonuglarina benzer sekilde uzaktan egitim
ogrencilerinin en ¢ok tercih ettikleri 11 6l¢me aracini sirlamalarini istemis, 6dev ilk 5 arag icinde yer
alirken yazili yoklamalar son sirada yer almistir. Usta ve digerleri (2022) ¢alismasinda da uzaktan
degerlendirilme siire¢lerinde uzmanlarin 6dev verilmesi yoniinde goriislerinin oldugunu belirtmistir.
Arastirmada ayrica uzaktan siire¢lerde yiiz yiizeden farkli olarak Ol¢me araglarinin tercih edilme
nedenleri arasinda sinav giivenligi gosterilmistir. Ozellikle smav giivenligi uzaktan &Slgme ve
degerlendirme siireglerinde dnemli risk konulari arasindadir (Acar Giivendir ve Ozer Ozkan, 2021;
Atilgan ve digerleri., 2020; Bozkurt ve Ucar, 2018; James, 2016; Shraim, 2018). Smav giivenligini
saglamaya yonelik literatiirde farkli uygulamalar onerilmistir (Al-Shalout, Rasmi ve Hassan, 2021;
Bedford, Gregg ve Clinton, 2011; Bozkurt ve Ugar, 2018; James, 2016). Kimlik dogrulama
siniflandirmalar1 kullanilmasi, biyometri uygulamalar: ile birlestirilmis gozetmen esliginde veya
elektronik gozetmen yazilimlar esliginde uygulamalar gerceklestirilebilir. Parmak okuyucular, 360
derece kameralar kullanulabilir. Stnav esnasinda 6grenciye 6zel giivenlik sorular1 bir veya birden fazla
sorulabilir. Ayrica etik kurallarin belirlenmesine yonelik ¢alismalar da gergeklestirilebilir (Bozkurt,

2020).

Arastirma kapsaminda 6l¢me ve degerlendirmenin 6énemli konularindan olan giivenirlik ve
gegcerlik konular1 da incelenmistir. Akademisyenlerin cogunlugu 6l¢me ve degerlendirme siireglerinin
yliz ylize gergeklestirildiginde yiiksek giivenirlige sahip oldugunu belirtmislerdir. Bunun tam tersi
olarak uzaktan yiiriitiilen siire¢lerde ise 6l¢me ve degerlendirme siireglerinin diisiik giivenirlige sahip
oldugunu belirtmiglerdir. Yiiz yiize de yiiksek giivenirlik nedenleri arasinda soru sayisi, grup
heterojenligi, sinav giivenliginin saglanmasi, madde istatistikleri bilinen madde havuzunun
kullanilmas: belirtilmistir. Uzaktan egitimde ise en c¢ok sinav giivenligi endisesinden dolay1

glvenirligin diistik oldugu belirtilmistir. Gilivenirlik temasinda dikkat ¢ekici konularindan bir tanesi
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teknoloji kullaniminin giivenirligi uzaktan siireglerde olumsuz etkiledigidir. Sharim (2018)
aragtirmasinda da bu arastirmanin sonugclarina benzer sekilde katilimcilarin %70,5’inin kullanilan
teknolojiden kaynakl testin giivenirligini diisiik bulduklarini belirtmistir. Teknoloji kullaniminin sinav
siirecinde hazirlama, uygulama, diizeltme gibi asamalarinda olumlu yansimasi (Hack ve Tarouco, 2000;
akt: Karadag, 2021) soz konusu olsa da birtakim endiseler de olusturmaktadir. Burada teknolojik alt
yapy, glivenlik sorunu, teknoloji kullanabilme yeterligi vb. bu sorunlar arasinda olabilir. James (2016)'in
tiniversite Ogrencileri ile gergeklestirdigi calismada, 6grenciler online smavi tercih etmemesinde
teknoloji ile ilgili sorun yasama endisenin s6z konusu oldugunu belirtmistir. Dolayisiyla teknoloji ile

ilgili sorun yasama endisesi de 6grencilerin motivasyonunu olumsuz etkileyebilecektir.

Testin giivenirligi artirmak igin alinabilecek onlemler arasinda her iki uygulamada soru
sayisinin artirilmast belirtilmistir. Soru sayismmin artirilmasi ile 6lgme aracimin duyarhigmi da
artiracagindan giivenirlige olumlu etkileyecektir. Usta ve digerleri (2022)'nin ¢alismasinda uzmanlarin
cevrim i¢i sinavlarda Olgme ve degerlendirme temasma iliski soru sayisinin artirilmasi, Slgme
araglarinda cesitliligin saglanmasi yoniinde oneriler sundugunu belirtmistir. Arastirma kapsaminda
yliz yiize de uzaktan siireclerden farkli olarak Ogrencinin anlamadigi hususu sorabilmesinin
glivenirlige olumlu etkisinin olabilecegi belirtilmistir. Uzaktan 6l¢me ve degerlendirme siireclerinde ise
smav gilivenligini saglamaya yonelik alinacak énlemler, farkli 6lgme araclariin kullanilmasi, ezbere
dayal1 sorular sormama, madde havuzu olusturma gibi unsurlarin giivenirlige olumlu katkis1 olacag:
belirtilmistir. Chaudhary ve Dey (2013), acik ve uzaktan egitimde degerlendirme siirecini inceledikleri
calismalarinda degerlendirmenin cesitli araglar yoluyla gerceklestirilmesini belirtmislerdir. Yazili
smavlar, kisa yanith ve objektif testler, sozlii sinavlar, uygulamali sinavlar, alan temelli uygulama ve
degerlendirme, proje ve performans degerlendirme gibi araglar1 6nermislerdir. Yagci, Ekiz ve Gelbal
(2015) calismalarinda da birden fazla dogru yamiti olan ¢oktan se¢meli madde kullanimimin da
glivenirligi artirabilecegini belirtmislerdir. Arastirmanin bulgulari genel olarak degerlendirildiginde

uzaktan yiiriitiilen 6l¢me ve degerlendirme siireclerinin 6l¢gme hatalarina daha acik oldugu sdylenebilir.

Yiiz ylize ve uzaktan siire¢lerde kapsam gecerliginin incelenmesinde ise hem yiiz yiize hem de
uzaktan 6l¢me ve degerlendirme siireclerinde kapsam gegerliginin saglandigina iliskin kanit sunulmus
ve yiiksek oldugu belirtilmistir. Ancak uzaktan 6lgme ve degerlendirme siireclerinde kapsam gecerligi
diisiik oldugunu belirtenlerin sayis1 yiiz yiize siireclerine kiyasla daha ytiiksektir. Maddelerin konular1
orneklemesi her iki uygulamada kapsam gecerliginin yiiksek olma nedenleri arasindadir. Arastirmada
uzaktan yiiriitiilen siireclerde sinav hazirlamada maddelerin igerigindeki grafik, sekil, tablo gibi
unsurlarin sisteme yiiklenememesindeki kisithliklarin daha diisiik kapsam gegerligine neden oldugu
da belirtilmistir. Bu durumun uzaktan egitimde kullanilan sistemden kaynakli bir smirlilik oldugu
diisiiniilmektedir. Ancak genel olarak degerlendirildiginde her iki uygulamada da kapsam gegerliginin

saglanabildigi sonucu ¢ikarilabilmektedir.
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Arastirma kapsaminda ele alinan bir diger tema da gilivenlik olup her iki uygulama igin
akademisyenlerin goriisleri ele alinmistir. Akademisyenlerin ¢ogunlugu yiiz yiize smavlarda
gozetmenlerin gorevli olmasindan dolay1 sorumlulugunun olmadigini belirtmislerdir. Uzaktan 6l¢me
ve degerlendirme siireclerinde ise en ¢ok smav giivenliginin diisiik oldugu belirtilmistir. Ayrica yiiz
ylize uygulamalarda smav giivenligini akademisyenin kendisinin saglayabilecegi oOnlemler

belirtmislerdir.

Al-Shalout ve digerleri (2021) calismalarinda uzaktan yiiriitiilen smavlarin giivenligini
saglamaya yonelik teknikleri incelemistir. Tiim giivenligi artirmaya doniik alinabilecek Onlemlere
ragmen, elektronik ortamda yiiriitiilen uygulamalarin okulda veya iiniversite salonlarinda gerceklesen
sinavlar ile rekabet edemeyecegini de belirtmislerdir. Arastirmada giivenlik temasinda dikkat ¢eken
bir diger bulgu ise farkli formlarin olusturulmasidir. Ozellikle kopya gekme davraniginin &niine
gecilmesinde, kalabalik siniflarda farkli formlarin olusturulmasi yoluna gidilmesi tercih edilebilir.
Farkli formlarin olusturulmasinda icerik dengelemesinin saglanmasi gereklidir. Ancak madde giicliigii,
madde ayirt ediciliginin denk olarak olusturulamadigt durumlarda da sorularin yerlerinin
degistirilmesine dayali olarak olusturulan formlar da kullanilabilir. Cogunlukla sorularin yerlerinin
degistirildigi farkli formlarin kullanilmas: tercih edilmektedir. Yagc1 ve digerleri (2015) calismalarinda
her 6grenciye farkli sorularin sorulmasmi ya da ayni sorularin 6grencilere farkli dogru yanitlar ile
sunulmasi test glivenligini artirmak amagh kullanilabilecegini de belirtmislerdir. Arastirmada yiiz yiize
uygulamada ise ¢ogunluk sistemsel ve yonetimsel onlemlerin gerekliligini belirtmislerdir. Whitley
(1998) lise Ogrencilerinin kopya c¢ekme davramisina iliskin gergeklestirdigi arastirmasinda
degerlendirmelerde daha ¢ok mutlak degerlendirmenin tercih edilmesini, kiigiik siniflarda 6grencilerin
genis bir alanda oturmasini eger miimkiin degil ise farkl: test formlarinin olusturulmasi ve 6grencilerin

dikkatle sinav boyunca izlenmesini kopya ¢ekme davranisina yonelik 6nlem olarak sunmustur.

Arastirma kapsaminda son olarak akademisyenlere yiiz yilize ve uzaktan Ol¢me ve
degerlendirme siireglerine iliskin tercihleri sorulmustur. Akademisyenlerde sadece bir kisi hari¢ yiiz
ylize uygulamay1 tercih ettigini belirtmislerdir. Yiiz yiize siireclerin tercih edilmesinde Ol¢me
araglarinin gegerlik, giivenirlik ve kullamighliginin saglanmasi agisindan tercih edildigi belirtilmistir.
Genel olarak degerlendirildiginde her iki dl¢me ve degerlendirme siireglerinin birbirlerine kiyasla
ustlinlik ve simurliklart oldugu goriilmektedir. Ancak Olgme araglarimin psikometrik o6zellikleri
agisindan yiiz yiize 6lgme ve degerlendirme siireglerinin daha tercih edilebilirligi {izerinde de
durulmustur. Arastirmanin sonuglarindan yola ¢ikilarak deneysel arastirmalar gerceklestirilerek her iki
uygulamaya iliskin sonuglarin karsilastirilmasi arastirmacilara onerilebilir. Arastirma kapsaminda ele
alnan temalardan farkli temalarin da ele alinarak siireclerin karsilastirilabilecegi calismalar

gerceklestirilebilir.

1236



KEFAD Cilt 25, Say1 2, Agustos, 2024

Ahi Evran University
Journal of Kirsehir Education Faculty

o/

KEFAD

http://kefad.ahievran.edu.tr

ISSN: 2147 - 1037

ENGLISH VERSION

Introduction

With the rapid development of technology and the information age and its integration into
education, the importance and usefulness of open and distance education are increasing day by day. In
our country and the world, especially during the COVID-19 pandemic, distance education has rapidly
spread to all education levels under emergency distance education, such as pre-school, primary,
secondary, undergraduate, and graduate education. In this period, the teaching dimension of distance
education was carried out in universities in Turkey through synchronous and asynchronous courses.
As it can be understood from this point, in addition to the development of information technology,
changes in social life have also been influential in the spread of distance education. In the distance
education period, it is also essential to know how the teaching will be performed, how feedback will be
given to the students, and how the success levels of the students will be determined. Because the finite
interaction with students can be carried out within the framework of a certain perception, situations
may arise in which the applications lose their depth or the system's applicability is limited (Karatas,

2003).

Despite the superiority of spatial independence of distance education (Sar1, 2020), measurement
and evaluation processes also have significant limitations. The measurement and evaluation process is
a feedback mechanism for the education system. Therefore, planning, examining, and organizing
measurement and evaluation processes, which play an essential role in providing feedback to the
system's administrators, teachers, students, parents, and other stakeholders, are always important
issues in education. Especially in measurement and evaluation processes carried out distantly, feedback
on the process, instant feedback given to the students, end-of-term exams, homework, and exam

security are the issues emphasized (Acar Giivendir and Ozer Ozkan, 2021).

Assessment and evaluation processes are carried out for three purposes: diagnostic, formative,
and summative, regardless of whether they are performed face-to-face or distantly (Ozgelik, 2010). In
diagnostic assessment, the inputs in the education system are evaluated before the teaching activities
begin. On the other hand, formative assessment is conducted throughout the teaching process and aims
to monitor development. Formative assessment has an essential place in the distance education process

and face-to-face education because formative assessment aims to identify and eliminate learning
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deficiencies. In addition, feedback is received on the effectiveness of the teaching process, and necessary
improvements can be made. The summative assessment is carried out at the end of the teaching process.
In this type of assessment, product/outcome evaluation is performed. Among the most common
assessment types preferred in distance education are formative and summative assessment (James,
2016; Karadag, 2014; Usta, Kiling, and Okur, 2022; Shraim, 2019). Formative assessment is also critical
in distance education because for the effectiveness of the assessment, both the student and the teacher
should be active in the process, the teacher should regularly monitor the students' progress, and the

students should be aware of their knowledge, skills, and abilities (Ocak and Karakus, 2021).

In measurement and evaluation processes, students' knowledge, skills, and abilities are taken
into account in the context of their cognitive skills. While classical assessment methods are mostly used
to assess knowledge and skills, which are referred to as achievement, performance-based assessment
methods are preferred for assessing abilities. Measurement and assessment tools used in the
performance-based assessment are performance tasks, projects and portfolios, analytical and holistic
rubrics, rating scales, and checklists (Giiltekin, 2017; Kutlu, Dogan, and Karakaya, 2010; Popham, 1999;
Sahin, 2019). There are different classifications in the use of measurement and evaluation tools, in
addition to classical methods and performance-based assessments (Basol, 2018; Bikmaz Bilgen, 2019;
Dogan, 2009; Dogan, 2019; Kilmen, 2017; Ozgelik, 2010). The first classification is traditional methods
and complementary methods. Complementary measurement and evaluation tools are different from
traditional tools and are included in assessment processes as a supplement to the limitations of
traditional tools. Traditional measurement and evaluation tools can be presented as multiple-choice,
open-ended, short-answer, matching, and true-false type items, oral exams, and written exams. Another
classification used in categorizing measurement tools is objective and subjective measurement tools in
terms of the error caused by the rater. While multiple-choice, true-false, and matching tests are objective,
oral and written exams can be considered subjective. The existing classifications in the literature are
categorized by considering the characteristics measured by the measurement tools, preparation,
application, evaluation processes, and the steps used in the evaluation. Reliability, validity, and
usefulness are the most important features that should be taken into consideration regardless of the
classification of measurement tools. Validity is the most crucial feature that should be considered in
terms of the level of measuring the feature that the measurement tool aims to measure. However,
reliability, which is related to the accuracy of the scores obtained from the measurement tools and the
accuracy of the decisions made, is another feature that needs to be investigated. After ensuring the
validity and reliability of the measurement tool, another feature that should be considered is usefulness.
The usefulness of the measurement tools should be evaluated by considering their economy,
preparation-application time, ease of application-scoring-interpretation, and qualifications of the exam

setter, practitioner, and respondent (Turgut, 1992).
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Measurement tools provide a wealth of information to assessors in many ways but differ in
terms of what they measure, reliability, validity, and usefulness. Considering all these criteria, it is very
difficult to determine the best measurement tool. For this reason, regardless of whether the
measurement and evaluation processes are conducted face-to-face or distantly, the reliability, validity,
and usefulness of the processes should be ensured at a certain level because the examination of face-to-
face and distance measurement and evaluation processes and suggestions for improvement are also

critical in terms of the decisions to be made as a result of the evaluation.

There are various studies in the literature on the assessment of measurement and evaluation
processes in the classroom and online/offline distance education. Acar Giivendir and Ozer Ozkan (2021)
examined the evaluation processes in online exams compared to in-class exams based on pre-service
teachers' opinions. Baran (2020) introduced the measurement tools used in open and distance education
and examined different universities' measurement and evaluation approaches. Bozkurt and Ugar (2018)
determined the requirements for security by taking the opinions of undergraduate students to ensure
security in online measurement and evaluation processes. Karadag (2021) discussed the preparation
process for online exams and made suggestions. Ocak and Karakus (2022) developed an attitude scale
that determines university students' attitudes toward online exams based on technical elements,
precautions, individual characteristics, and exam structure. Sar1 (2020) discussed the measurement and
evaluation process in distance education. Shraim (2019) examined university students' views on online
exams. Tagkiran (2021) discussed the dimensions of management, learning, technology, and evaluation
in distance education. Usta, Kiling, and Okur (2022) conducted focus group interviews with experts
working in the field of measurement and evaluation or open and distance learning at the universities
and examined the opinions on the elements that should be considered in the measurement and
evaluation processes of the learning environment in open and distance learning. Unlike the existing
studies in the literature, this study aims to reveal the opinions of academicians working in the field of
measurement and evaluation and conducting measurement and evaluation processes both face-to-face
and distantly. In this direction, the views of academicians working in the field of measurement and
evaluation were taken for both types of applications. Since they are experts in the field of measurement
and evaluation, it was thought that they could examine the problems addressed in the research in depth
in line with their areas of expertise. The research is also essential because it will provide information to
practitioners to improve the reliability, validity, usefulness, and exam security of the measurement tools
used in monitoring and evaluating students' achievements based on the research results. The research's

sub-problems are presented below in line with the research's purpose.

1. Which assessment tools do academicians prefer in face-to-face and distance measurement

and evaluation processes?
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2. What are the opinions of academicians about the reliability of face-to-face and distance

measurement and evaluation processes?

3. What are the opinions of academicians about the content validity of face-to-face and distance

measurement and evaluation processes?

4. What are the opinions of academicians about the exam security of face-to-face and distance

measurement and evaluation processes?

5. What are the preferences of academicians regarding the type of application in measurement

and evaluation processes?
Method
Research Type

This study aims to examine both practices in the context of the characteristics determined within
the scope of the research according to the opinions of academicians in the field of measurement and
evaluation who perform both face-to-face and distance education. Since the study aims to provide rich
definitions of an existing situation/phenomenon, it can be characterized as basic qualitative research

(Meriam, 2009).
Research Group

Within the scope of the research, 17 academicians working in the departments of measurement
and evaluation of the faculties of education of universities and conducting measurement and evaluation
processes for the "Measurement and Evaluation Course”, both face-to-face and distantly, were reached
and coded as Al, A2, A3, ..... A17. Demographic information about the academicians is presented in

Table 1.

Table 1. Demographic characteristics of the participants

Variables Frequency

Female 11
Male
Prof. Dr.
Title Assoc. Dr.
Assist. Dr.
Res. Assist. Dr.
2-5
6-10
11-15
16 and above
1-5
6-10
11-15

16 and above

Gender

Years of teaching

Face-to-face teaching semester

N W N DN B G DN UGN

—_
Q1

Distance teaching semester 1-5
6-10

N
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Table 1 shows that most academicians in the study group consist of women (f=11). When the
participants' titles and years of teaching are analyzed, it can be stated that they have different
characteristics: the majority of the participants have the title of associate professor (f=8) and have 2-5
years of teaching experience (f=6). In terms of semesters in which the participants in the study group
gave courses in face-to-face and distance education, the majority of the participants taught for one- five
and six-ten semesters (f=5) in face-to-face education, and the majority of the participants taught for one-

five semesters (f=15) in distance education.
Data Collection Tools

Within the scope of the research, "Opinion Form on Face-to-Face and Distance Measurement
and Evaluation Processes" was developed by the researchers. While developing the form, a draft form
was created by interviewing three researchers giving the measurement and evaluation course and
reviewing the literature. The draft form was finalized by taking the opinions of six measurement and
evaluation experts. At this stage, the form was organized by evaluating each of the opinions on the
form, presenting each new version to another expert, and following the process in this order. The final
version of the form consists of two sections. The first part includes descriptive variables such as gender,
title, seniority, and number of face-to-face and distance measurement and evaluation courses semesters.
The second section contains five open-ended questions. The five open-ended questions reflect the
problems of the research and consist of questions about the measurement tools, reliability, validity,
exam security, and preferred application type that academicians working in the field of measurement

and evaluation prefer in face-to-face and distance measurement and evaluation processes.
Data Analysis

The research data were collected through Google Forms with the "Opinion Form on Face-to-
Face and Distance Measurement and Evaluation Processes". The items in the data collection tool were
determined to be compulsory to answer. The data obtained from academicians in the field of
measurement and evaluation with this form were analyzed with content analysis. Content analysis was
conducted by both researchers. As a result of content analysis, codes, subcategories, categories, and
themes were created (Yildirim and Simsek, 2011). The themes formed in the content analysis were
formed in parallel with the basic problems based on the questions in the form and the sub-problems of

the research. Therefore, the findings are presented in the context of these themes.
Credibility, Transferability, and Consistency

Direct quotations related to the categories and subcategories determined within the scope of the
research were included in the reporting. This can be presented as evidence of credibility. On the other
hand, the academicians included in the study group were purposively selected from the field of
measurement and evaluation because the concepts addressed in this study, such as measurement and

evaluation processes, measurement tools, validity, reliability, and exam security, are among the study



Yildurim, Y. & Sahin, M. G.

subjects of the field of measurement and evaluation. In addition, academicians from different academic
titles with various teaching experiences were selected to form the study group. These factors can be

presented as evidence of transferability (Arslan, 2022; Yildirim and $imsek, 2011).

In the study, the researchers coded separately within the scope of content analysis. Then, the
percentage of agreement between these coders was calculated according to Miles and Huberman's
(1994) percentage of agreement. The percentage of agreement between coders was found to be 91.18%.
The researchers evaluated together the codings that caused inconsistency, and a consensus was reached
in the units where there was a conflict, and thus the conflicts were resolved. In this direction, it can be

said that evidence of consistency was provided within the scope of the research.
Ethical Permissions of the Study

In this study, all rules specified by the “Higher Education Institutions Scientific Research and
Publication Ethics Directive” were followed. None of the actions mentioned under the title of “Actions
Contrary to Scientific Research and Publication Ethics”, which is the second part of the directive, were

carried out.
The ethics board approval details: Name of the ethics board = Gazi University Ethics Commission
Date of the decision =19.12.2023
Document number = E.8§30002
Findings

As a result of the content analysis conducted in the study, five themes were formed in parallel
with the research problems. These themes are "measurement tools", "reliability", "content validity",
"exam security", and "type of application". The findings of the study are presented in the light of these

themes.
i. Measurement Tools

The frequencies of the measurement tools preferred by academicians in face-to-face and

distance exams are presented in Table 2.

Table 2. Measurement tools preferred by academicians

Face-to-face Distance
Measurement tool preferred

Frequency Frequency
Multiple-choice test 14 14
Short-answer test 1 0
Written examination 1 2
Mixed test 5 2
Homework 3 4

When Table 2 is examined, it is seen that academics mostly prefer multiple-choice tests (f = 14)

in face-to-face exams. When Table 2 is examined, it is seen that academics mostly prefer multiple-choice
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tests (f = 14) in face-to-face exams. For example, they preferred multiple-choice tests such as A2 stated,
"Tusually prefer to use multiple-choice tests for midterms and finals," and A9 said, "I do multiple-choice
midterm and final exams." After multiple-choice tests, it was observed that mixed tests (f=5) were
preferred the most. For example, A15 stated that he preferred mixed tests, saying, "I want to determine
the learning levels with tools containing different types of items." Short answer tests (f=1) and written

examinations (f=1) were the least preferred measurement tools.

When the measurement tools preferred by academicians in distance exams are analyzed, it is
seen that multiple-choice tests (f=14) are preferred in distance exams as in face-to-face exams. For
example, A4 stated to use both multiple-choice tests and written examinations:

The same is true for distance education. I generally prefer multiple-choice tests for midterm and

final exams and classical tests for make-up exams. I prefer multiple-choice tests because they

are useful, and I can easily score many questions. Since preparing a different test for the make-
up exams is difficult, I prefer the classical exam.

As seen from the expression, he specified that he used similar item types in face-to-face and distance
education. Similarly, A10 stated that he used multiple-choice tests in distance exams as "I used tests
consisting of multiple-choice items in all my exams". It was observed that homework (f=4) was the most
preferred assessment tool after multiple-choice tests in distance exams, and this assessment tool was
preferred more in distance exams than in face-to-face exams. A17, who used both multiple-choice tests
and homework, stated that the measurement tool did not change according to whether it was
administered distantly or face-to-face:

As in distance education, I made an exam consisting of multiple-choice items in the midterm

and final exams, and I also asked them to write questions in the homework in accordance with

the outcomes. In terms of assessment tools, distance or face-to-face did not differentiate the
assessment tool I preferred.

When the findings related to mixed tests were analyzed, it was determined that they were
preferred less than face-to-face education (f=2). A12, who applied mixed tests, said, "In distance courses,
I make quizzes at the beginning of the course to ensure that students study the subjects regularly. This
method works because students do not actively participate in distance courses. I include different types
of items in these quizzes" , and he stated that he diversified the types of items in the quizzes he
conducted. In addition, although it was seen that written examinations were preferred more in distance
exams than face-to-face exams (f=2), it was observed that short-answer tests were not preferred by

academicians in distance exams.

The categories, subcategories, and frequencies related to why academicians prefer these

measurement tools in face-to-face and distance exams are given in Table 3.
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Table 3. Frequencies related to the category and subcategories of the reasons why academicians prefer the
measurement tools they prefer

Reasons for preference Face-to-face Distance
Multiple-choice test Frequency Frequency
Usefulness 8 7
Use of this test type in KPSS (Public Personnel Selection 1 1
Examination)

Content validity and reliability 3 3
Objective scoring 2 2
Assessing learning and giving feedback 2 0
Exam security 0 1
Written examination

Usefulness 1

Exam security 0 1
Karma test

Diversity of subject areas and cognitive levels 1 0
Individual differences 1 1
Ensuring student motivation 0 1
Exam security 0 1
Different superiorities of item types 1 0
Homework

Usefulness 1 0
Ensuring student motivation 0 1
Exam security 0 1

When Table 3 is examined, it is seen that academicians prefer multiple-choice tests in face-to-
face exams primarily because of their usefulness (f=8). A2 stated, “I also prefer multiple-choice tests
because I work in a small university, and my course load is usually 30 hours or more”. A4 stated, “I
prefer multiple-choice tests because they are useful, and I can easily score a large number of
questions”.A10 said, “The number of students was always very high (about 300-350 students)”. While
three academics did not mention the reasons for preferring multiple-choice tests, three academics
associate the reason for using multiple-choice tests with content validity and reliability. While A6, one
of the academicians who stated that he preferred multiple-choice tests for content validity and
reliability, expressed this as “the reason for using multiple-choice tests is that reliability and validity are
high and they are scored objectively, as well”. A7 expressed it as “for covering the outcomes to be
measured to a significant extent and to make objective evaluation”. A6 and A7 also emphasized the
objective scoring in multiple-choice tests. It was observed that the only academician (A4) who used
written examinations in face-to-face exams preferred this measurement tool due to its usefulness. On
the other hand, it was observed that the thre” academicians who sta“ed their reasons for preferring
mixed tests had different reasons. These reasons can be listed as the fact that mixed tests cover every
subject area and cognitive level and consider individual differences, and each item type has different

advantages and limitations.

When the reasons for the preference of measurement tools in distance exams were analyzed, it

was seen that, similar to face-to-face exams, multiple-choice tests were mostly preferred due to their
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usefulness (f=7). For example, Al and A1l mentioned the crowded groups to which the exam will be
applied by stating, “ease of scoring in large groups” and “because I teach a large number of students (at
least 250 or more), respectively. Again, similar to face-to-face exams, it was determined that the category
of usefulness was followed by content validity and reliability, which were among the reasons for
preferring multiple-choice tests. Academicians who preferred multiple-choice tests for content validity
and reliability in face-to-face and distance exams were the same participants (A5, A6, and A7). A striking
finding is that an academician (A1) preferred multiple-choice tests in distance exams due to exam
security and stated: “The ability to change the questions and options reduces security concerns.”
Although two academicians prefer written examinations, one of these academics (A4) stated that he
used it in make-up exams due to its usefulness in the preparation of the written examination. At the
same time, the other one (A5) emphasized exam security by stating that he preferred this measurement
tool to minimize cheating in a limited time. On the other hand, although two academicians preferred
mixed tests, these academics provided three different reasons. These reasons can be listed as providing
student motivation, considering individual differences, and the fact that each item type has distinct
advantages and limitations. Finally, two academicians (A7 and A14) stated that homework was one of
the most preferred measurement tools after multiple choice in distance exams. It was determined that
the reasons for these academicians to prefer homework were the same as those for preferring mixed

tests and that it was used for student motivation and exam security reasons.
ii. Reliability

The frequencies of academicians' views on the current reliability status are presented in Table

Table 4. Frequencies related to the current reliability status category and subcategories

Face-to-f Dist
Current Reliability Status aceblace AN

Frequency Frequency
High reliability 13 3
Low reliability 2 13

When Table 4 is examined, the majority of academics (f=13) stated that face-to-face exams had
high reliability. For example, A2 stated that the reliability was high: "When I do reliability analyses, it
is generally high", A5: "The reliability of the measurements obtained from face-to-face tests is high",
and A12: "It is quite high". However, in contrast to these, two academicians reported low reliability. For
example, A7 stated that "reliability is low, but it is not bad in general" and that face-to-face exams had
lower reliability than distance exams. When the findings related to distance exams were analyzed, most
academicians (f=13) stated that distance exams had low reliability. For example, A3: "There are serious
reliability and security problems", A6: "I think that distance exam is not reliable", and A10: "Reliability
is under threat." On the other hand, there are two academicians who stated that reliability was high in
distance exams. For example, A15, who prefers mixed tests, stated: "I think that scoring reliability is

high and bias is low."
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Subcategories related to the reasons for the current reliability status were determined separately
for high and low-reliability categories, and the frequencies of the subcategories are presented in Table

5.

Table 5. Frequencies for the category of reasons for the current reliability status and its subcategories

N Face-to-face Distance
Reasons for the current reliability status
Frequency Frequency

High reliability

Exam security 1 0
Reduction of error sources 1 0
Number of items 1 0
Use of items whose items statistics are known 1 0
Heterogeneity of the group 1 0
Low Reliability

Exam security 2 9
Number of items 0 1
Crowded classes 2 0
Technology 0 1
Guessing 1 0
Homogeneity of the group 0 1

When Table 5 is analyzed, it is seen that five academicians give reasons for high reliability in
face-to-face exams, and each mentions different reasons. These reasons were exam security, reduction
of error sources, number of items, use of items whose item statistics are known, and heterogeneity of
the group. While one of the academicians (A5) stated that the reliability was high because the exam
security was high: "Because cheating can be prevented", another academician (A6) noted that he
minimized random errors because he knew the sources of error; therefore, his face-to-face exams were
reliable: "As a matter of fact, I think I minimized possible random errors because I know the sources of
error”. It was observed that none of the academicians who stated that the reliability of the measurements
in distance exams was high did not specify any reason. It was seen that the reasons for the decrease in
reliability in face-to-face exams were collected in the subcategories of exam security, crowded classes,
guessing, and homogeneity of groups. Exam security (f=2) and crowded classes (f=2) were prominent
among these subcategories. For example, A7 emphasized both subcategories by saying, "due to the
possibility of problems such as cheating in crowded classes." It was seen that the reasons for low
reliability in distance exams were divided into subcategories, such as exam security, number of
questions, technology, and homogeneity of the group. When the distribution of these subcategories was
examined, it was determined that the academicians mostly specified exam security (f=9) as the reason.
For example, they stated that exam security threatened reliability: Al: "There are security concerns. Did
he/she answer the questions himself/herself, did he/she get help, or did he/she use the Internet during
the exam", A10: "Due to reasons such as exam security/cheating" and "It cannot be controlled where and
how the students take the exam. Someone may be with them. Students may be together. They can benefit
from print resources. There are many security flaws". They stated that exam security threatens

reliability.
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It was seen that the academicians who expressed opinions on the reliability reasons also
mentioned the precautions that can be taken for reliability in these opinions. The frequencies related to

the category of precautions that can be taken for reliability are given in Table 6.

Table 6. Frequencies related to the category of precautions that can be taken for reliability and its subcategories

Precautions that can be taken for reliability Face-to-face Distance
Frequency Frequency
Increasing the number of items 2 2
Allowing the students to ask where they do not understand 1 0
Taking precautions for exam security 0 1
Using different measurement tools 0 1
Creating an item pool 0 1
Setting a time limit 0 1
Avoid using questions that require memorization 0 1

When Table 6 is examined, it is seen that academicians mostly suggest increasing the number
of items (f=2) to obtain more reliable measurements in face-to-face exams. For example, A10 said, "It is
possible to achieve high-reliability results with more questions". In addition, an academician (A9) stated
that allowing the students to ask where they do not understand would increase reliability. Similar to
face-to-face exams, it was observed in distance exams that among the precautions that can be taken to
obtain more reliable measurements, academics mostly stated that the number of items (f=2) should be
increased:

Considering that they took the exam in a computer environment during the distance education

process, I tried to take reliability precautions to prevent them from cheating simultaneously and

changing their responses by sharing their answers. To prevent cheating, I prevented them from
returning to the questions and asked them to turn on the camera simultaneously. Those were

the precautions I took for the reliability of the exam environment. To ensure qualitative
reliability, I tried to increase sensitivity by asking more questions from each subject.

In his response, A13 also mentioned other precautions that could be taken in distance exams,
forming the subcategory of exam security measures. Other precautions that can be taken to obtain more
reliable measurements in distance exams include diversifying the measurements by using different
measurement tools, creating an item pool, limiting the exam time, and writing questions where the

answer is not clear in the sources.
iii. Content Validity

The subcategories related to the current status of the content validity category were determined
as “evidence of content validity provided / high content validity” and “low content validity.” The

frequencies of these subcategories are presented in Table 7.

Table 7. Frequencies related to the current status of content validity category and subcategories

o Face-to-face Distance
Current status of content validity
Frequency Frequency
Evidence of content validity provided / high content validity 15 11

Low content validity 1 4
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When Table 7 is analyzed, it is seen that academicians stated content validity was generally high
in both face-to-face and distance exams. However, more academics stated that content validity was
lower in distance exams than in face-to-face exams. Fifteen academics stated that content validity was
high in face-to-face exams. For example, A3 stated that content validity was high in face-to-face exams,
saying, "I can conduct exams with high content validity", and A10 said, "I can ask many questions. There
is no problem in terms of content validity". Eleven academicians state that content validity is high in
distance exams. The opinions of some of these academicians are as follows: (A4): "My content validity
is high", (A5): "The content validity of the measurement and evaluation process is extremely high",
(A13): "In both face-to-face education and distance education, I tried to cover all the subjects in the final
exam by reducing the weight of the subjects covered in the midterm". On the other hand, while only
one academician stated that content validity was low in face-to-face exams, four academicians stated it
was low in distance exams. For face-to-face exams, academician A7 stated that "it is relatively low due
to the course duration". For distance exams, A9 stated that "content validity may be lower compared to
face-to-face exams. It was observed that academicians who expressed their opinions on the current
status of content validity also mentioned the reasons for the current situation. The frequencies related
to the category of reasons for the current status of content validity are given in Table 8.

Table 8. Frequencies related to the category of reasons for the current status of content validity and its
subcategories

Face-to-face  Distance

Reasons for the current status of content validity T v
requency requency

Evidence of content validity provided / high

Using a specification table 4 3
Sampling the topics well 4 5
Testing critical outcomes 1 0
Asking lots of questions and making exams 1 1
Low content validity

Course duration 1

Using an item pool 0 1
Limitation of elements in the questions 0 1

When Table 8 is analyzed, it can be seen that the most frequently mentioned reasons for
providing evidence for content validity in face-to-face exams are using a table of specifications (f=4) and
sampling the topics well (f=4). For example, All stated, "First, I define the purpose of the test I am
preparing and use a specification table to measure the intended content...". One of the academicians
(A15) mentioned his practice as follows: "I prepare the specification table based on all learning
outcomes, and all tools serve this purpose". Among the academicians who stated that they sampled the
subjects well, A6 stated, "I prepare exam questions by weighting the topics I cover in the course
according to the number of weeks the relevant topic is covered, the level of content covered, the subject
titles and the duration of the topics covered although there is no specification table,” and A14 stated, "
In multiple-choice tests, I ask questions from each subject I show and try to distribute the questions

equally"”. An academic (A7) mentioned the reasons for low content validity in face-to-face exams and
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stated that content validity was relatively low due to the duration of the course. In addition, among the
academicians who stated that the content validity was high or that they collected evidence of content
validity, A9 mentioned that they tested critical outcomes, while A10 mentioned that they asked a large
number of questions and conducted more than one exam. Similar to face-to-face exams, the most
common reason for high content validity in distance exams was sampling the topics well (f=5). This was
followed by using the table of specifications (f=3). Accordingly, it can be said that the use of the
specification table decreased in the development of distance exams. Among the academicians who
stated that they sampled the subjects well, A4 stated: "I try to sample all the subjects I have covered in
a good way in the exam", while A14 stated that "I pay attention to the distribution of the questions
equally in the homework according to the subjects I teach". In addition, A10 stated that in distance
exams, as in face-to-face exams, he asked many questions and conducted more than one exam. Three
different reasons were given for the low content validity in distance exams. These are limited course
time, different exams for each student since the item pool is used, and the inability to use elements such

as visuals, tables, and figures in distance exams.
iv. Exam Security

When the opinions of the academics were analyzed, it was seen that two categories related to
the theme of exam security were formed. The categories related to the theme of exam security were
determined based on the current security status and the precautions taken / that can be taken for
security. The frequencies of the subcategories related to the current security status category are given

in Table 9.

Table 9. Frequencies for the current status category and subcategories

. Face-to-face Distance
Current exam security status
Frequency Frequency

Classroom environment 2 0
No responsibility of the academician 4 2
High exam security 1 0
Low exam security 0 5
System security 0 1

When Table 9 is examined, most of the academicians (f=4) mention that exam security is not
their responsibility but that of the examiners. A6, one of the academicians who stated this view said,
"Unfortunately, this issue is a bit out of my control as the management is responsible for determining
the assistants in charge of the exam. Although I visit the classrooms at certain time intervals, I think this
task is the responsibility of the assistant in charge of the exam". A12: "There is a proctor in each exam
hall, and the exam supervisor is in the process. In other words, all possible conditions are tried to be
provided for exam security". In the category of current exam security status, proctor responsibility is
followed by the subcategory of classroom environment (f=2). Regarding this subcategory, academician
A2 stated, "Since our classrooms have very convenient environments, cheating attempts are almost

zero." Finally, an academician stated that exam security is high in face-to-face exams. When the current
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status of exam security in distance exams is examined, it is seen that academicians (f=5) mainly state
that exam security is low. In this regard, A16: "There are many security gaps" and Al7: "In distance
education, we conduct the exam only for the sake of doing it. Some students really study for the exam,
but unfortunately, there are also students who complete the exam by cheating... However, I can still
understand whether students cheat or not from the exam results". The subcategory of low exam security
for distance exams is followed by “no responsibility of the academician”, which is a common
subcategory with face-to-face exams (f=2). For example, A3 said, "I have very little chance to take
security precautions individually". Finally, an academician states that the exam is as secure as the
system's security in distance exams (A4). In addition to the current status of exam security, academicians
also mentioned the measures taken and could be taken for exam security. The frequencies related to the
category of measures taken / could be taken for security are presented in Table 10.

Table 10. Frequencies related to the category and subcategories of precautions taken/could be taken for exam
security

Precautions taken/could be taken for exam security Face-to-face Distance
Frequency Frequency

Ensuring security by the academician

Preparing different forms 7 0
Attending the exam in person 2 0
Psychological management 2 1
Utilizing in-class assessments 1 1
Collecting materials that provide advantages 1 0
Setting time limits 0 2
Avoid using questions that require memorization 0 1
Asking students to write the assignment by hand 0 1
Taking systemic and management precautions

Mixing questions/options 0 6
Creating an item pool in the system 0 2
Enabling camera/audio activation 0 2
Increasing the number of proctors 2 0
Ensuring that students see the questions only once 0 1

In Table 10, when the opinions on the precautions taken or that could be taken for exam security
in face-to-face exams are examined, it is seen that academicians (f=7) mostly state that they prepare
different forms. For example, A1 stated that he diversified the test forms and changed the location of
both questions and options by saying, "I prepare at least two forms, I change the location of both
questions and options in the forms". A7 suggested "creating A and B forms for exams", and A10
mentioned the precaution he took as "I create A and B forms because there are crowded groups”. In
ensuring security by the academician, creating different forms in face-to-face exams is followed by
attending the exam in person (the presence of the academicians themselves in the exam, f=2) and
psychological management (f=2). In psychological management, academicians reported that they
emphasized honesty and motivated them not to cheat. In addition, using in-class assessments
predominantly and collecting materials such as written materials, cell phones, and calculators that will

give students an advantage in answering questions are among the precautions that academicians have
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taken or can take. Finally, increasing the number of proctors (f=2) is among the systemic and
administrative precautions for face-to-face exams. Academicians expect faculty administrations to

appoint proctors and increase their number.

When the findings related to distance exams in the precautions taken / could be taken for exam
security were analyzed, it was seen that academicians mostly expressed mixing the questions/options
(f=6). For example, A8: "To prevent cheating, I design an exam where questions appear randomly and
have a time limit”; A17: "As a precaution, we mix the questions and the answers". In these precautions
that can be taken systemically and administratively, in addition to mixing the questions/options, they
also mentioned withdrawing more items than the number of questions to be asked from the item pool
in the system and turning students' cameras and voices on. When the precautions that academicians
can take in distance exams are examined, they stated that they mostly (f=2) set time limits on the
questions and the exam. As a result, while academicians expressed more opinions about ensuring exam
security in face-to-face exams, they mentioned more about the precautions that can be taken

systematically and administratively in distance exams.
v. Type of Application

In this sub-problem, the opinions of academicians regarding their preferences for face-to-face
and distance administration of measurement and evaluation processes were examined. It was found
that 16 (94.11%) of the 17 academicians participating in the study preferred face-to-face exams. Only
one academician (Al) stated that he preferred distance exams and mentioned the reasons for this
preference as follows: "I prefer distance exams. Reading the exam, layout, and photocopying are no
longer a workload. In addition, paper is saved, and there is no problem storing the exam documents."
Al generally emphasized the usefulness of distance exams and ecological sensitivity. Some
academicians who prefer face-to-face exams also mentioned the reasons for their preference. For
example, A4: "Because they are more reliable and valid", A6: "I definitely prefer face-to-face exams. I do
not care about distance exams because the possibility of cheating is very high", A9: "I prefer face-to-face
exams in terms of content validity and test security.” A10:

I prefer face-to-face exams. At the undergraduate level, students still focus on passing the

course. For this reason, they are trying to find a flaw in the exam software/process in online

systems and cheat. These negatively affect the reliability and validity of the results obtained
from the exam. Ultimately, all students, successful or unsuccessful, pass the exam. When exams
are online, interest in the course decreases. We also have subjects that require computation in

measurement. Paper and pencil exams are more practical for solving such computational
questions.

Al4 stated the reasons for preferring face-to-face exams: "Definitely face-to-face exams because

students take it more seriously. Also, when they see that they do not know the subject and that subject

is asked in KPSS, they are very motivated in the classroom. This situation motivates us as well". When
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the reasons given by academicians are analyzed, it is seen that face-to-face exams are generally preferred

in terms of reliability, validity, exam security, usefulness, and motivation.
Finally, A4, who stated that he preferred face-to-face exams, made additional explanations:

In fact, distance education has its advantages. My personal opinion is that they should be used
together in the process. The distance education system is beneficial, especially for those who
use alternative assessment approaches, or homework, etc. Distance education can be used in
this period. However, if there is to be an exam, it must be face-to-face with a proctor, and a
paper and pencil exam should be preferred.

In these explanations, A4 stated that although he preferred face-to-face exams, it is more useful

to conduct complementary assessments distantly.
Conclusion and Discussion

The study examined the opinions of academicians working in the field of measurement and
evaluation, who carry out measurement and evaluation processes face-to-face and distantly, on both
practices. It was determined that multiple-choice tests were much preferred in both application
processes. Among the reasons for using multiple-choice tests, first, usefulness was stated, and second,
high content validity and reliability were stated. It was determined that the usefulness of multiple-
choice tests, especially in crowded groups, was effective in both applications. The high content validity
since a large number of questions can be asked with multiple-choice items, the high reliability since it
can be scored objectively, and the applicability to large groups in a short time are the features of this
item type (Ozgelik, 2010; Turgut, 1992). In addition, teachers at almost all educational levels are more
familiar with traditional assessment tools, and one of the most commonly used traditional assessment
tools is multiple-choice items (Anil and Acar, 2008; Cakan, 2004, Gelbal and Kelecioglu, 2007). Multiple-
choice tests can also be easily implemented in the learning management system used in distance
measurement and evaluation processes (Taskiran, 2021). Secondly, academicians preferred mixed tests
in face-to-face applications, while they preferred homework in distance processes. Among the reasons
for the preference for mixed tests in face-to-face processes, it was stated that it provides the opportunity
to ask questions at different levels. Since measurement tools have various advantages, mixed tests with
varying measurement tools can be preferred. Short answers and written examinations were least
preferred in face-to-face applications. The reason for the preference for written examinations was the
ease of preparation in cases where multiple-choice exams could not be prepared. In distance education
processes, the second most preferred assessment tool was homework, while written examinations and
mixed tests were the least preferred. Academicians preferred distance measurement and evaluation
assignments to provide student motivation and exam security. Students think that they learn new
information with homework, and they can be motivated by thinking that they can improve their grades
(Featherstone, 1985; cited in Kan, 2009). Similar to the results of this study, Karatas (2014) asked distance

education students to rank the 11 most preferred assessment tools, and while homework was among
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the top 5 tools, written examinations were ranked last. Usta et al. (2022) also stated in their study that
experts' opinions were in favor of assigning homework in distance assessment processes. The study also
showed that exam security was one of the reasons for preferring different assessment tools over face-
to-face in-distance processes. Especially exam security is among the important risk issues in remote
assessment and evaluation processes (Acar Giivendir and Ozer Ozkan, 2021; Atilgan et al., 2020;
Bozkurt and Ugar, 2018; James, 2016; Shraim, 2018). The literature has proposed different applications
to ensure exam security (Al-Shalout, Rasmi, and Hassan, 2021; Bedford, Gregg, and Clinton, 2011;
Bozkurt and Ugar, 2018; James, 2016). Authentication classifications can be used. Invigilator or electronic
invigilator software combined with biometrics applications can be used. Fingerprint readers and 360-
degree cameras can be used. The student may be asked one or more special security questions during

the exam. In addition, studies to determine ethical rules can also be carried out (Bozkurt, 2020).

Within the scope of the research, reliability and validity, which are essential issues of
measurement and evaluation, were also examined. Most academicians stated that face-to-face
measurement and evaluation processes were highly reliable. On the contrary, they indicated that
measurement and evaluation processes had low reliability in distance processes. The number of
questions, group heterogeneity, ensuring exam security, and using an item pool with item statistics
known were among the reasons for high reliability in face-to-face education. In distance education, on
the other hand, it was stated that reliability was low, primarily due to concerns about exam security.
One of the striking issues in the reliability theme was that the use of technology negatively affected
reliability in distance processes. Similar to the results of this study, Sharim (2018) reported that 70.5%
of the participants found the reliability of the test low due to the technology used. Although there is a
positive reflection of the use of technology in stages such as preparation, application, and correction in
the exam process (Hack and Tarouco, 2000; cited in Karadag, 2021), it also creates some concerns.
Technological infrastructure, security issues, and competence to use technology may be among these
concerns. In the study by James (2016) with university students, students stated that the fear of having
technology problems was the reason why they did not prefer online exams. Therefore, the concern of

having problems with technology may also negatively affect students' motivation.

Increasing the number of questions in both applications was stated as one of the precautions
that could be taken to increase the reliability of the test. Increasing the number of questions will
positively affect the reliability as it will increase the sensitivity of the measurement tool. In the study of
Usta et al. (2022), it was stated that experts offered suggestions for increasing the number of questions
related to the theme of measurement and evaluation in online exams and providing diversity in
measurement tools. Within the scope of the research, it has been stated that unlike face-to-face and
distance processes, the ability of the students to ask the subject they do not understand may positively
affect reliability. In distance measurement and evaluation processes, it was stated that precautions such

as ensuring exam security, using different measurement tools, avoiding questions that require
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memorization, and creating an item pool would contribute positively to reliability. Chaudhary and Dey
(2013), in their study examining the assessment process in open and distance education, stated that
evaluation should be carried out through a variety of tools. They suggested tools such as written exams,
short answer and objective tests, oral exams, practical exams, field-based practice and evaluation, and
project and performance evaluation. In their study, Yagci, Ekiz, and Gelbal (2015) stated that using
multiple-choice items with more than one correct answer could also increase reliability. When the study
findings are evaluated in general, it can be said that measurement and evaluation processes carried out

distantly are more prone to measurement errors.

In the analysis of content validity in face-to-face and distance processes, evidence was provided
that content validity was achieved in both face-to-face and distance measurement and evaluation
processes, and it was stated to be high. However, the number of those who stated that content validity
was low in distance assessment and evaluation processes was higher than in face-to-face assessment
and evaluation processes. Sampling the topics by item is among the reasons for high content validity in
both applications. In the research, it was also stated that the limitations in preparing exams in distance
processes, such as not being able to upload elements such as graphics, figures, and tables in the content
of the items to the system, caused lower content validity. This is considered a limitation arising from
the system used in distance education. However, when evaluated in general, it can be concluded that

content validity can be achieved in both applications.

Another theme addressed within the scope of the research was security, and the opinions of
academicians were discussed for both applications. Most academicians stated they had no responsibility
for face-to-face exams because the proctors were on duty. In distance measurement and evaluation
processes, it was mostly stated that exam security was low. They also stated precautions academicians

can take to provide exam security in face-to-face applications.

In their study, Al-Shalout et al. (2021) examined techniques to ensure the security of distance
exams. They noted that despite all the precautions that can be taken to increase security, electronic
applications cannot compete with exams in school or university halls. Another noteworthy finding in
the security theme is the preparation of different forms. Especially in preventing cheating behavior,
creating different forms in crowded classes may be preferable. Content balancing should be ensured
when preparing different forms. However, in cases where item difficulty and item discrimination
cannot be prepared equally, forms prepared based on changing the location of the questions can also be
used. Mostly, using different forms in which the order of the questions is changed is preferred. In their
study, Yaga et al. (2015) also stated that asking different questions to each student or presenting the
same questions to students with different correct answers can be used to increase test security. In the
face-to-face application, the majority stated the necessity of systemic and administrative precautions.

Whitley (1998), in the research on cheating behavior of high school students, suggested that absolute
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assessment should be preferred in assessments; in small classes, students should be seated in a large
area, and if this is not possible, different test forms should be prepared, and students should be carefully

monitored throughout the exam as a precaution to cheating behavior.

Finally, academicians were asked about their preferences for face-to-face and distance
measurement and evaluation processes. All academicians except one stated that they preferred face-to-
face applications. They noted that face-to-face processes were chosen to ensure the measurement tools'
validity, reliability, and usefulness. In general, it is seen that both measurement and evaluation
processes have advantages and limitations compared to each other. However, it was also emphasized
that face-to-face measurement and evaluation processes are preferable regarding the psychometric
properties of measurement tools. Based on the study's results, it can be recommended that researchers
compare the results of both practices by conducting experimental research. Studies can also be carried
out to compare the processes by addressing themes different from those addressed within this research

scope.
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