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ABSTRACT 

AN INVESTIGATION OF LMS INTEGRATION REGARDING FORMATIVE 

ASSESSMENT AT TERTIARY LEVEL: CHALLENGES AND INSTRUCTOR-

FRIENDLY SOLUTIONS 

 

Ali KALLI 

 

Master Thesis, Department of English Language Education 

Supervisor: Dr. Gürcan DEMİROGLARI 

April 2024, 89 Pages 

 

 The purpose of this research study is to investigate the attitudes of English as Foreign 

Language (EFL) preparatory school instructors regarding the practice of online 

assessment using a learning management system (LMS) and the challenges they 

encountered during the process. A qualitative research design based on a case study was 

implemented to reveal instructors’ experiences before, during and after the COVID-19 

Pandemic. 

A focus group was used to gather research data through interviews to present diverse 

and intricate aspects of online assessment. Preceding the pandemic, most instructors 

possessed limited knowledge and experience, mostly confined to personal experience or 

other educational contexts. Along with the pandemic, rapid migration to online education 

entailed significant challenges regarding technological challenges and the integrity and 

efficiency of assessment. 

 The instructors faced challenges during exam preparation, such as connectivity 

problems, unfamiliarity with the LMS and system faults. These technical issues were 

accompanied by challenges during the administration of online exams, such as 

assessment challenges (e.g. grading open-ended questions). Moreover, difficulties 

regarding cheating and plagiarism detection, legal and academic consequences, and 

reliability of online assessment after assessing students online were covered.     

 Nevertheless, instructors’ technological advancements and adaptation of online 

assessment tools after the pandemic shutdown were highlighted. Still, increased 

instructor responsibilities remain concerning. The study underlines the need and 

importance of persistent support and development to make it efficient and reliable. 
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 Consequently, the study provides viewpoints into the complicated and evolving nature 

of online assessment in EFL education and highlights the need for ongoing support and 

improvement to enhance its usefulness.  

 

Keywords: Learning Management System (LMS), formative assessment, COVID-19 

pandemic, EFL preparatory school instructors, qualitative method  
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ÖZ 

YÜKSEKÖĞRETİM DÜZEYİNDE BİÇİMLENDİRİCİ DEĞERLENDİRMEYE 

İLİŞKİN LMS ENTEGRASYONUNUN İNCELENMESİ: ZORLUKLAR VE 

EĞİTMEN DOSTU ÇÖZÜMLER 

 

Ali KALLİ 

 

Yüksek Lisans Tezi, İngiliz Dili Eğitimi Anabilim Dalı 

Tez Danışmanı: Dr. Öğr. Üyesi Gürcan DEMİROGLARI 

Nisan 2024, 89 Sayfa 

 

 Bu çalışmanın amacı, EFL hazırlık okulu öğretim elemanlarının öğrenme yönetim 

sistemi (ÖYS) kullanarak çevrimiçi değerlendirme uygulamasına ilişkin tutumlarını ve 

süreç boyunca karşılaştıkları sorunları araştırmaktır. Nitel araştırma yöntemi örnek olay 

desenine dayalı olarak yürütülen çalışma öğretim elemanlarının Pandemi öncesi, süresi 

ve sonrasında çevrimiçi ölçme araçlarının kullanımına yönelik tutumlarını ortaya 

çıkarmayı amaçlamaktadır. 

 Araştırma verileri, çeşitli ve karmaşık yönleriyle çevrimiçi değerlendirmeyi 

incelemek için odak grup görüşmesi yapılarak elde edilmiştir. Pandemi öncesinde çoğu 

öğretim elemanı kısıtlı bilgi ve tecrübeye çoğunlukla kişisel tecrübelere ya da diğer 

eğitimsel tecrübelere dayalı bilgiye sahiptir. Pandemi nedeniyle çevrimiçi eğitime ani 

geçiş beraberinde teknolojik, öğrenci katılımı ve çevrimiçi değerlendirme güvenilirliği 

ve etkililiği gibi sorunları getirmiştir.  

 Öğretim elemanları sınav hazırlama sırasında bağlantı, ÖYS’ye yabancılık ve sistem 

hataları gibi zorluklarla karşılaşmışlardır. Bu teknik hatalara değerlendirme problemleri 

(örn. açık-uçlu soruların değerlendirilmesi) gibi çevrimiçi sınavların uygulanması 

esnasında yaşanan zorluklarda eklenmiştir. Bununla birlikte, değerlendirme sonrası 

karşılaşılan kopya, intihal, hukuki ve akademik sonuçlar ve çevrimiçi değerlendirmenin 

güvenilirliği konularına değinilmiştir. 

 Bununla beraber, öğretim elemanlarının Pandemi nedeniyle kullanmaya başladıkları 

çevrimiçi değerlendirme araçları adaptasyonu ve teknolojik ilerlemeleri vurgulanmıştır. 

Ayrıca, öğretim elemanlarının sorumluluklarının artması endişe kaynağı olmaya devam 
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etmektedir. Çalışma çevrimiçi değerlendirmenin etkili ve güvenilir olabilmesi için 

devamlı destek ve gelişimin önemini vurgulamaktadır. 

 Sonuç olarak, çalışma yabancı dil olarak İngilizce eğitiminde çevrimiçi 

değerlendirmenin karmaşık ve gelişen yapısına ait iç görüler sunmakta ve daha etkili ve 

güvenilir olabilmesi için devamlı sağlanması gereken desteğin ve gelişimin önemini 

vurgulamaktadır.   

 

Anahtar kelimeler: Öğrenme Yönetim Sistemi (LMS), biçimlendirici değerlendirme, 

COVID-19 pandemisi, EFL hazırlık okulu öğretim elemanları, nitel yöntem 
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1. INTRODUCTION 

This part presents a comprehensive introduction to the research topic, including a 

background of the study, a statement of the problem, the purpose of the study, research 

questions, and the definitions of the related terms. It clarifies the aim as well as the 

problems faced by EFL preparatory school instructors at university regarding assessment 

using an LMS. 

 

1.1. Background of the Study 

Assessment plays a crucial role in English language teaching (ELT) by critically 

evaluating and enhancing the educational process. Through diverse assessments, 

instructors are able to comprehend their students’ skills and deficits as well as their 

proficiency levels and reshape their instructions. It has a significant role in achieving the 

curriculum goals while directing the students’ next steps and monitoring progress and 

fulfilment. Assessment can be categorised into two main types: formal and informal. 

Teacher comments provided during the learning process are a form of informal 

assessment, and identifying and recording the students’ knowledge and abilities to collect 

relevant data are formal assessment (Nurhayati et al., 2020). Formal assessments can be 

formative or summative as they are closely related to the learning process. The Formative 

Assessment (FA) aims to discover the convenience of the methods and techniques 

implemented during the procedure and apply the required improvements. In contrast, the 

Summative Assessment (SA) seeks to gather students’ final course or semester scores 

(Elcuma, 2022). A substantial difference exists between evaluating students' performance 

through tests and conducting assessments. Providing students with marks without the 

light of helpful feedback is ‘testing’, and identifying the students’ needs to promote their 

performance in the future is ‘assessment’ (Nurhayati et al., 2020).  

Although FA has been defined in varied ways, there is no explicit agreement on 

describing or differentiating it from larger pedagogical ideas (Black & Wiliam, 2009). In 

reality, conducting conventional tests focusing on factual or multiple-choice tests which 

undervalue open-ended and creative questions results in problems over insightful and 

critical thinking. Putting an excessive emphasis on test scores leads to a loss of interest 

and passive learning. The limited number of conducted tests each year hinders instructors 

from comprehensively understanding students’ performances and needs (Ruan, 2015). 

FA plays a vital role in this regard as it influences students’ progress (Botezatu, 2023). 
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The study by Liu and Zhang (2022) defines it as an instrument for assessment and 

encourages students to learn, which also helps the instructors improve outcomes and plan 

strategically. A well-designed FA should suggest changes in teaching methods employed 

by the instructors in the light of observations, interviews, assignments, tests, etc., to 

improve students’ academic performance (Bennet, 2011; Ruan, 2015). It is a crucial 

integral part of classroom work and is able to raise standards with its development (Black 

& Wiliam, 2006).  

  Due to the COVID-19 outbreak, as of 16 March 2020, in-class instruction was 

suspended at all levels in Turkey and all around the world and then conducted remotely. 

Following the advent of the pandemic outbreak, EFL instructors, particularly those 

employed in higher education, were forced to deliver their courses online (Mahapatra, 

2021), which also meant the migration of assessment. Besides, the significance and use 

of information and communication technology (ICT) were underlined, emphasising its 

expected future use increase (Alemu, 2015). At the time of the pandemic widespread 

shift, no preceding instruction, insight, or clear examples of best practices for such a 

significant replacement were provided (Ghanbari & Nowroozi, 2021). Although online 

assessment was not a recent development, online tests were not used as frequently as 

computer-based tests (Khan & Jawaid, 2020), which also implied the online EFL testing 

and assessment context still needed to be explored (Syafrizal & Pahamzah, 2020).  

  The development of learning management systems (LMSs) over the past ten years has 

made the testing and assessment procedures more efficient. With the aid of LMSs, 

teachers can create tests, deliver them to students, get their digitised responses, and alter 

various segments to properly discover individuals' precise areas of weaknesses and 

provide feedback (Eyal, 2012). They are web-based software, and the content, 

specifically assessment tools, is accessible online (Kasim & Khalid, 2016). The 

pandemic shutdown has resulted in the more extensive use of LMSs as they enable 

monitoring the students, keeping a record of learning, testing, communicating, saving 

data and making plans for the procedures (Cavus, 2015). During the pandemic shutdown, 

online testing and assessment methods had to be employed at the tertiary level, as in 

many educational levels. Despite the advantages of LMS implementation, challenging 

aspects of online assessment were encountered. Since online assessments were usually 

directed by proxies, it could be challenging to manage or monitor behaviours, mainly 

cheating and plagiarism, if possible. In addition, the fact that the LMSs, which were 

expected to be used out of necessity, were made available for instructors and were put 
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into practice without adequate in-service training also caused problems regarding 

teachers' technology knowledge (TK). 

  Moreover, the forced migration to online education and assessment was put on the 

table after the tragic earthquake on 6 February 2023, when we suffered great losses in 

Turkey in the spring term of the 2022-2023 educational year, as happened during the 

COVID-19 Pandemic in the 2020-2021 academic year, hitting many cities and districts 

in Turkey. After the pandemic precautions were reduced, a face-to-face assessment was 

implemented, yet the need for online, which also means the need for LMS, has emerged 

again (Çakıcı & Aksoy, 2023). This catastrophic event again brought up the importance 

and the need for ICT integration into our educational system, corresponding to 

technological advancements and a state of emergency (Kasim & Khalid, 2016). 

 To summarise, this study aimed to examine the challenges instructors faced, 

particularly considering higher education, during the migration to compulsory online 

assessment in view of LMS implementation. 

 

1.2. Statement of the Problem 

 Unfortunately, coronavirus unexpectedly emerged worldwide, causing a pandemic 

and devastatingly affecting all dimensions of human life. The dramatic lockdown 

following the pandemic's declaration impacted the global economy, education, and 

healthcare systems (Erarslan, 2021). Although online assessment tools had been 

accessible for a while, we had to make a forced migration to a digital working 

environment to which we were not accustomed. (Hashmi et al., 2021). During that time, 

a challenging process began for the instructors and the students who were traditionally 

accustomed to assessment in the classroom and found themselves in an environment that 

challenged their digital proficiency levels.  In addition, some instructors and students 

lacked the necessary technology proficiency and had a technophobia regarding 

technological instruments (Akyıldız et al., 2021). Unfortunately, the challenging process 

was triggered again by the earthquake centred in Kahramanmaraş, Türkiye. Besides 

leading to devastating losses in many cities, it also forced a shift to online education and 

assessment systems at the tertiary level, and it not only revealed temporary solutions to 

our online assessment problems but also uncovered similar and even more significant 

challenges. 

 It was expected that higher education instructors, who had yet to receive in-service 

training on online assessment via an LMS and were largely unprepared, would suddenly 
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be able to implement it actively. Under normal circumstances, instructors with a heavy 

workload in and out of the classroom had to work harder to meet their TK deficiencies 

and adapt to the LMS, which started to be used as an obligation. According to the study 

by Ghanbari & Nowroozi (2021), nearly all the instructors admitted that they needed to 

familiarise themselves with the LMS at the tertiary level. In practice, the instructors 

considered the university's LMS a supplement rather than replacing all their assessment 

activities, although it was created before the pandemic. In this context, a systematic 

review by Montenegro-Rueda et al. (2021) revealed the problems faced by instructors, 

highlighting the lack of training as the fundamental issue and concluded that employing 

a more qualitative method using continuous assessment rather than focused exams as the 

best way to assess students online. Nevertheless, the active use of LMS for assessment 

led to problems in the continuous assessment utilising FA for the instructors of the 

preparatory school testing and assessment unit in different aspects. Although different 

institutions at the tertiary level pursued different solutions, the online assessment period 

after the earthquake indicated that the assessment issues were growing increasingly. 

 Thus, the study aimed to examine in detail the challenges the Testing and Assessment 

Unit instructors faced in online assessment procedures. 

 

1.3. The Purpose of the Study 

 Within the context of language education, various studies in the literature tried to 

reveal the challenges experienced by instructors and students, especially in online 

assessment, which was implemented with a sudden shift during the pandemic lockdown 

and continued with the unfortunate earthquake in Türkiye. However, it was thought to 

have been overcome with the reduction of pandemic lockdown measures, and the studies 

in the literature tried to identify online assessment problems that instructors faced using 

a holistic approach. 

 This study sought to investigate the mentioned challenges regarding the context of FA 

in which the proficiency levels and skills of the students were evaluated periodically 

during the educational process without depending on the exams conducted at the end of 

the process. Concerning the relevant literature, the following questions were attempted 

to find answers to demonstrate EFL instructors’ attitudes towards online assessment, the 

problems they faced during exam preparation, while assessing students, and post-

assessment using an LMS.     
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1. What are the preparatory school EFL instructors’ attitudes towards online assessment? 

2. What are the technological and other challenges the preparatory school EFL instructors 

faced,  

  

  a) during exam preparation in LMS? 

  b) while using an LMS to assess students? 

  c) after assessing students online? 

 

1.4. The Significance of the Study 

 Global education systems appear to have undergone long-lasting amendments owing 

to the pandemic, considering the global lockdown and migration to online education 

systems. This also meant the compulsory embarkation and rapid adaptation of online 

assessment technologies. These amendments’ beneficial and detrimental consequences 

on instructors and students have been the subject of particular research studies 

(Almansour & Alaudan, 2022). Numerous research studies revealed a sizable number of 

barriers that affected online assessment despite the significant and promised benefits in 

education. Several problems have been brought to light. Traditional practices and 

assessment methods have evolved due to the change from in-class instruction to a virtual 

classroom setting (Abduh, 2021). Thus, many researchers have studied the benefits, 

including the flexibility in terms of time and place, motivation from the standpoint of 

individualism, and the opportunity to take the tests several times, as well as the 

detrimental effects, such as the problems that both the instructors and the students faced 

including technicality, the change in the design of the test, stakeholder management and 

policy and process (Mayhew, 2018).  

 From this perspective, this research in the field attempted to focus on identifying 

specific barriers the instructors faced during the online assessment process at the tertiary 

level when implementing LMS during exam preparation, while using it to assess students 

and after assessment. It is vital to understand not only what the barriers are but also how 

they arise. In this regard, this study tried to reveal technical, ethical and exam delivery 

aspects of online assessment. It aimed to provide insights into overcoming these issues 

to improve the efficiency of online assessment. 
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1.5. Assumptions 

 The study is situated with the aim to investigate the barriers that the instructors faced 

regarding the practice of online assessment using an LMS. It was assumed that the 

qualitative data gathered from the focus group interview would aid in getting the most 

precise findings, as the instructors were expected to answer the focus group interview 

questions honestly and factually. When a relatively free framework for the research 

would be advantageous, interviews were utilised. They are also used when two-way 

discussions with participants can produce more insightful data (Pathak & Thonburi, 

2012)  

 

1.6. Limitations 

 This study collected data from preparatory school instructors in the Testing and 

Assessment Unit. Since the data was collected from a single preparatory school within a 

certain period, it is difficult to generalise the study's results in the Turkish context. 

Moreover, the study features a notably small sample size, as a limited number of 

instructors are on duty in the testing and assessment unit, and the data for the pre and 

while-assessment and provisions for the mentioned LMS can only be gathered from the 

instructors that were and are employed in the unit. 

 

1.7. The Definitions of the Related Terms 

Assessment: The word "assessment" in ELT refers to the discovery of what students 

know and are able to do at a particular stage of the learning procedure, which signifies 

that they are monitored at each phase rather than relying on a test (Ezir, 2013, p. 38). 

Online Assessment: Online assessment is explained as the methodological way to make 

assumptions about a student’s learning tendencies and gather information on their 

learning process in an online environment. It provides the chance for meaningful 

feedback and interactive support (Heil & Ifenthaler, 2023).  

Formative Assessment: The main objective of formative assessment is to understand the 

students’ knowledge and gaps, using techniques like teacher observation and classroom 

discussion. The objective is to gain this understanding in order to make responsive 

changes in teaching and learning (Boston, 2002). 

Learning Management System: A learning management system (LMS) is a software or 

web-based technology used to organise, carry out, and evaluate a particular learning 

procedure. An instructor can often design and deliver content, track student involvement, 
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and evaluate student performance online using a learning management system (Alias & 

Zainuddin, 2005). 

 

1.8. Literature Review 

Although online educational tools have long been used in English instruction, the 

COVID-19 outbreak has expanded the significance of these tools in the testing and 

assessment. Due to the global spread of the pandemic, advanced technologies have 

unquestionably sped up within online educational contexts, which are now clearly 

visible. A substantial body of scientific research has delved into diverse facets of online 

language education (Mahapatra, 2021). Nevertheless, instructors encountered significant 

challenges when evaluating students in an online setting (Ghanbari & Nowroozi, 2021). 

The need for practical online assessment was further underlined in the Turkish context 

after the devastating earthquake. 

This chapter begins by discussing assessment in language education and mentions 

summative and formative assessments. Then, language assessment literacy, information 

and communication technology, learning management systems, online assessment, 

challenges in online assessment, and cheating in online assessment are identified in light 

of the studies done in the field. 

 

1.8.1. Assessment in Language Education 

  Assessment stands as a cornerstone of a teacher's role, as they are chiefly responsible 

for evaluating the progress and accomplishments of their students within the educational 

system. Assessment is paramount for students, too; they often seek to ascertain their 

educational progress and determine their standing relative to their peers upon completing 

a course. Both formal and informal assessments support students' learning motivation. 

As a result, assessment can be seen as both a critical part and a driving force in teaching 

English (Phongsirikul, 2018). 

  Through effective assessment, teachers can categorise and evaluate their students, 

provide feedback, and plan their lessons appropriately. Due to the evolving nature of 

assessment methods, educators and scientists have recently developed a greater interest 

in the standards for assessment procedures as they relate to foreign language education 

and the learning process. Assessment techniques are regarded as foundational elements 

in foreign language teaching and learning, encompassing authenticity, practicality, 

reliability, validity, and washback (Tosuncuoglu, 2018). 
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  The role of assessment has traditionally been separated from the work of teaching and 

learning and assigned to specialists. Assessment findings have typically been made after 

the fact, frequently in vague and unintelligible terms, and with a strong emphasis on 

statistics and technical jargon. As a result, assessment has never really been challenged 

by essential stakeholders and is frequently misinterpreted by practitioners. It is also rarely 

incorporated into teacher training programs for English language teachers (Davison & 

Cummins, 2007). Nevertheless, there has been a significant change in assessment in the 

ELT area, which impacts teachers and students globally. It has also been influenced by a 

critical examination of traditional testing methods and the underlying psychometric 

principles of ELT measurement (Baranovskaya & Shaforostova, 2017). 

 

Summative and Formative Assessments 

  Assessment is vital, specifically while identifying students’ learning outcomes, and 

each educational procedure requires a way of assessment to ensure whether learning 

objectives are achieved or not. It is also vital for instructors’ accountability. Two main 

types of assessments can be implemented: summative and formative (Adinda et al., 

2021).  

  Many instructors automatically conjure up tests when discussing assessment methods, 

as assessment is frequently equated with testing. However, there is a significant 

distinction between testing and assessment. Assessment is primarily based on data 

gathered from learners' existing situations (Ezir, 2013). The significance of assessment 

in education has surged in recent decades. Assessment encompasses any technique, 

strategy, or instrument employed by instructors to collect information about the extent to 

which their students are achieving predetermined objectives (Chan, 2008). 

  Summative Assessment (SA) is a method to evaluate students’ success at the end of 

the learning procedure (Magdalena & Kumarani, 2023), to make conclusions depending 

on the results of an assessment (Petrovic & Pale, 2022), and to provide knowledge about 

which instructional objectives were attained and the proficiency levels of the students 

regarding the objectives (Olson, 2022). It is commonly utilised to make interpretations 

of students’ success and entails grading or giving credits by pre-defined criteria 

(Babincakova et al., 2020; Mphahlele, 2022). Taras (2005) clarifies that assessments 

launch out with SA, which is a judgment. Formative Assessment (FA) is described as the 

plus feedback made use of by the students and emphasises the judgemental role of SA in 

the educational procedure.          
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  Many teachers and students may associate assessment with the stress of final 

examinations. Students often experience feelings of dismay as they recall the 

overwhelming burden of multiple tests within a condensed timeframe, while instructors 

may feel exhausted at the mere thought of devising and grading exams. FA makes up a 

significant portion of classroom assessment because it is intertwined with learning and 

teaching. However, the definition of classroom assessment has yet to be explicit (Ketabi 

& Ketabi, 2014). It is implemented throughout the instructional continuum to furnish 

feedback to modify ongoing pedagogy and learning processes, aiming to enhance 

students' attainment of pre-defined instructional objectives (Chan, 2021).  

   FA holds an essential place in today's learning procedures as a learning assessment 

technique. It was derived from the constructivist learning paradigm. The constructivist 

theory intends to encourage efficient and meaningful learning regarding existing 

knowledge since adapting and transforming existing knowledge unveils new ones. 

Furthermore, learning occurs through student-student and student-instructor interactions, 

and the students’ acquisition of knowledge is highly crucial (Sanchez-Lopez et al., 2023). 

  FA is usually conducted while implementing a lecture, enabling the students to grasp 

and identify their weaknesses in the subject matter. It is formed with the utilisation of 

formal and informal assessment methods by the instructors, such as observing the 

students’ progress in writing, records of the anecdotes, and observations made by the 

instructors as an essential characteristic during the regular teaching and learning process 

(Wei, 2010). The studies by Remmi & Hashim (2021) and Sanchez-Lopez et al. (2023) 

clearly state that educators worldwide seek to engage their students in FA processes, 

including diagnostic tests, set inductions, cards, quizzes, group discussions, peer-to-peer 

sharing, idea diagrams, and introspective journals. Figure 1 illustrates the distinctions 

between formative and summative assessment. 
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Figure 1. Differences Between Summative and Formative Assessment (Sanchez-Lopez 

et al. 2023) 

Note. The figure was taken from the study of Sanchez-Lopez et al. (2023) titled 

“Implementation of Formative Assessment in Engineering Education” Volume 2(1), 

2023, 43-53 

 

1.8.2. Language Assessment Literacy 

 Language assessment literacy (LAL) is an increasingly important concept in foreign 

language education. It was first referenced in 1990 by the American Federation of 

Teachers, the National Council on Measurement in Education, and the National 

Education Association. Its fundamentals can be categorised into two subsections: 

instruction and uses of tests and test results. Teachers are expected to design, decide, and 

interpret viable means of assessment, be aware of when the assessments are 

inappropriate, and know how to cite the outcomes to different stakeholders (Giraldo, 

2017). 

 Considering that the assessment process constitutes a fundamental and crucial aspect 

of instructors' work, its growing significance is foreseeable. However, assessment has 

not been thoroughly scrutinised by critical stakeholders and has been misinterpreted by 

practitioners. It has seldom been integrated into teacher education programs for English 

language teachers, thereby exerting a notable influence on the educational process. 

(Davison & Cummins, 2007). The study, conducted by Giraldo (2017), also supports the 

idea of misinterpretation and broadens the stakeholders, along with the teachers, by 

including parents, principals, and even politicians who are considered liable for language 

assessment and its implications. 
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 LAL signifies English language teachers’ interrelationship and effective conduct of 

the assessment process. In other words, it is the proper employment of assessment 

knowledge. In this respect, the instructors are expected to master the skills, including 

designing a testing task, figuring out the adequate measurement tools and ways to apply 

them, commenting on the results to reveal improved teaching and learning, and 

designating the needs of the students (Şahin & Subaşı, 2019). The research for the 

conceptualisation and definition of this concept has already started. It is generally viewed 

as the group of competencies an individual possesses, such as the ability to comprehend, 

create, and analyse tests (Coombe et al., 2020).  

Through the alteration in the approach of language teaching pedagogy, a more 

formative understanding has started to be employed. The concept of LAL is underscored 

by the notion that achieving comprehensive proficiency necessitates competence in 

testing and assessment, alongside effectiveness in teaching methodologies (Şahin & 

Subaşı, 2019). Assessment literacy is framed around accountability, the validity of the 

content, equity, the notion of open and close-ended test questions, alternative assessment 

styles such as FA, student studies for the tests, and English language students’ assessment 

(Giraldo, 2017).  

Consequently, instructors in higher education and students are increasingly 

recognising a variety of assessment styles that cater to students' study needs while 

aligning with the quality assurance assessment continuum. However, the unavoidable 

spread of COVID-19 exacerbated the situation, leading to various consequences. The 

introduction of distance education activities highlighted the challenges teachers faced 

when adapting previous assessment methods to online education practices (Pastore, 

2022). 

 

1.8.3. Information and Communication Technology (ICT) 

 The term "information and communication technology" (ICT) refers to a broad range 

of technological resources and techniques used to create, transmit, store, and manage 

information and facilitate communication. ICT use in education has a long history since 

communication and information are at the core of the educational process. It has 

contributed to education in formal and informal contexts through operations run by 

governmental, public, and private educational organisations (Blurton, 1999). In recent 

years, there has been a surge in interest regarding the best practices for using computers 
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and the Internet to increase the efficacy and efficiency of education at all levels and in 

both formal and non-formal learning environments (Tinio, 2003).  

 ICT has become a fundamental demand and a crucial component of education in the 

modern world. In the 21st-century classroom, ICT in digital literacy is now one of the 

competencies that instructors need to hold (Hafifah, 2020). The spread of advanced 

technology, such as computers, smartphones, the Internet, and other ICT tools, has 

fundamentally changed traditional teaching techniques and yielded a renovated pedagogy 

(Poudel, 2022). It has made access to education much more effortless. On the other hand, 

concerns about the relationship between ICT and education have arisen (Ciroma, 2014). 

The latest advancements in technology have led to significant controversies in education, 

particularly by supplementing the nature of non-native English language studies to a 

greater extent (Sophocleous, 2014). The relation is significant because the conventional 

classroom interaction environment gives way to an independent approach to education, 

which dramatically aids learning from other sources. Learners' capacity to access more 

knowledge from ICT sources, which aids in comprehending various subjects covered in 

class or completing assignments, has rapidly improved (Ciroma, 2014). 

 Following the pandemic outbreak, the importance of distance learning has ascended 

from a National to an International course of action (Massouti, 2023). The drastic effects 

of the pandemic did not disregard foreign language education. Professionals have argued 

the significance of online education from a critical viewpoint (Canese, 2022). Although 

it is evident in the literature that the utilisation of ICT tools in our classroom environment 

is an essential component in language education, the fierce migration to distance 

education forced language teachers, students, and other stakeholders to employ a whole 

different style and they faced many challenges (Berrocoso et al., 2021; Canese et al., 

2023; Kanchai, 2021; Massouti, 2023). Teachers have tried hard to deal with adversities, 

from bad to worse, because of their inefficient ICT knowledge (Kanchai, 2021). 

  On the ground, English language teachers are tasked with leveraging technology to 

support their instructional objectives, necessitating the acquisition of requisite ICT 

knowledge and skills. This underscores the significance of integrating technology with 

proficiency in content and pedagogy. Consequently, the concept of Technological 

Pedagogical Content Knowledge (TPACK) has been introduced to delineate an 

integrated conceptual framework (Oz, 2015). Shulman’s (1986) perspective became one 

of the crossroads in teacher education in terms of defining qualified teachers. This means 

qualified teachers are expected to master the content and pedagogical knowledge and 

intersecting clusters of these concepts. Also, Mishra and Koehler asserted that with 
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technological advancements, pedagogical content knowledge cannot be considered apart 

from technology. For this reason, they proposed the Technology, Pedagogy, and Content 

Knowledge (TPACK) framework (Turgut, 2017). For sure, they were not the first to use 

the term; similar terms were used, but in particular, Pierson used it in 2001 (Voogt J. et 

al., 2012).  

  Koehler and Mishra introduced TPACK with an understanding of the complex 

interaction between technology, content, and pedagogy. The subject matter desired to be 

learnt is Content (C); ICT technologies implemented are Technology (T) and teachers’ 

practices, strategies, and methods used in the learning and teaching process, with the aims 

of instruction, assessment, and student learning, are defined as Pedagogy (P) 

(Jimoyiannis, 2010). 
 

 

 

   

 

 

 

 

 

 

Figure 2. Technological, Pedagogical and Content Knowledge (Koehler et al.2005)  

Note. The figure was taken from the study of Koehler et al. (2005)   titled “What Happens 

When Teachers Design Educational Technology? The Development of Technological 

Pedagogical Content Knowledge” Journal of Educational Computing Research 

32(2):131-152 

  

 In the very beginning, educational technology, pedagogy, and content knowledge 

were taught apart from technology skills. Eventually, it was understood that more than 

stand-alone technology knowledge could be needed to improve pedagogical and content 

knowledge in the learning environment. As a result, technological and pedagogical 

knowledge was united, and TPACK came into sight as a new model (Solak & Çakır, 

2014). 
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1.8.4. Learning Management Systems 

  A learning management system (LMS) is a web-based tool to facilitate ICT learning 

and serves as an integrated platform for users of all levels (Ariffin et al., 2014). The effect 

and implementation of LMSs have significantly evolved instruction methodologies and 

learning outcomes. Platforms such as Canvas, Blackboard, and Moodle provide extensive 

support for efficient language acquisition and facilitate practice by employing interactive 

tasks, multimedia content management, and assessment tools. Especially at the tertiary 

level, LMS integration paves the way to an engaging environment (Kasim & Khalid, 

2016). 

  With advancements in educational technologies, LMSs have emerged as crucial 

facilitators in the shift from teacher-centred to student-centred approaches. They have 

enabled students to assume a more central role in the educational process, empowering 

them as individuals capable of actively constructing knowledge (Akay & Koral 

Gumusoglu, 2020). It provides an online portal that facilitates teaching, learning, and 

communication among instructors and students by providing various functions and 

communication tools (Al-Sharhan et al., 2020; McGill et al., 2011). Moreover, in large 

classes, it positively affects the interaction between instructors and students and helps the 

students be more involved individually (Akay & Koral Gumusoglu, 2020). 

  Despite offering significant benefits, LMSs also come with drawbacks. Chief among 

these disadvantages of LMS implementation are connectivity and technical issues, which 

can disrupt the educational process and diminish the quality of the learning experience. 

Moreover, the instructors and the students may be required to put in more time and effort 

than expected on the LMS, especially the instructors regarding the preparation of course 

materials and assessments (Egorov et al., 2021; Yawisah, 2021). Also, communication 

challenges may interfere with gaining more profound insights and lead to feelings of 

isolation (Egorov et al., 2021; Yawisah, 2021; Rosak-Szyrocka & Wojciechowski, 2015).     

 

1.8.5. Online Assessment 

  Assessment has a crucial role in every field of the pedagogic programme. It keeps 

track of the quality of education and learning process and provides meaningful feedback 

for the students' progress, specifying the extent of students' progress and reaching 

curriculum objectives (Ghanbari & Nowroozi, 2021). Online assessment, which is used 

to deduce the tendencies of students and their learning processes, is characterised as a 

scientific way of compiling information. As well as purposeful feedback and interactive 
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assistance opportunities, it also contributes to their participation and learning outcomes 

(Heil & Ifenthaler, 2023). Teachers' perceptions of education and the learning process 

are fundamental. They have different senses in classroom management and the process 

of assessment. The assessment of students, especially in an online environment, is 

crucial. During the COVID-19 Pandemic, traditional assessment drastically shifted to 

online assessment (Yulianto & Mujtahid, 2021). 

  Even though instructors at all levels have welcomed the use of online technology as a 

teaching tool, the problem of evaluating student learning in an online course has yet to 

be fully solved. It must be emphasised that while online learning may be more effective, 

convenient, and adaptable for both students and teachers, it should only be used to 

support teaching and encourage learning. With the help of online assessment, teachers 

can determine whether they are meeting the expectations when providing online 

instruction (Robles & Braathen, 2002).  

 Although educational policies are designed to adapt varied pedagogical and assessment 

systems, the rapid migration of COVID-19 ensured almost no time for language 

educators and assessors to figure out the consistency of learning and assessment 

steadiness. During this challenging period, significant innovations were expected from 

the language teachers. Examining these innovations is highly important because it 

contributes to understanding the effects of educational policy on language teachers’ 

assessment applications and its effects on the variability of in-class assessment (Zhang 

et al., 2021).    

 Interactive media simulations that integrate assessment and training are increasingly 

utilised in online learning environments. For example, students may engage with web-

based simulation software, encountering various scenarios where they receive immediate 

feedback. In this context, as students' performance improvements are assessed, the 

computer also provides feedback to instructors regarding their performance (Dikli, 

2003). 

 In the sense of online education implementations, students have been assessed in an 

online environment for many years. Nevertheless, in applying online assessment in many 

pedagogical settings, many studies have revealed barriers that interfere with the 

implementation (Ghanbari & Nowroozi, 2021). The future of assessment is up against 

incredible challenges. Presumably, the most significant factor, specifically when 

implemented in an online environment, can administer the demands of the students, 

teachers, and educational organisations (Heil & Ifenthaler, 2023). Three major themes 
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emerged from the discussion of challenges, encompassing five categories of online 

assessment: written assignments, online discussions, fieldwork, tests/quizzes/exams, and 

presentations. These themes include 1) the impact of physical distance between instructor 

and student, 2) adaptations necessitated by the reliance on technology for communication 

with students, and 3) challenges related to workload and time management (Kearns, 

2012). 

 

Challenges in Online Assessment 

  ICT implementation in the classroom environment and online education, specifically 

assessment tools due to COVID-19, is inevitable for language teachers and learners. It 

must be acknowledged that in addition to its plentiful advantages, there are some 

negativities of employing ICT in language education. The study by Riasati et al. (2012) 

compiled the disadvantages into five main categories: (1) Being unable to access 

technological equipment, including internet connection concerning substantial 

expenditures, (2) the need for efficient training and practice as teachers are expected to 

enlarge their computer proficiency level, (3) teachers’ negative mindset in technology 

integration, (4) students’ thoughts of technology in forceful changes and their adverse 

effects in their scholarly performance, and (5) deficit technological assistance and the 

need of time to practice technology in a classroom environment. 

 It was also revealed in another study carried out by Çelik et al. (2014) that the challenges 

toward the implementation of technology were considered in two dimensions: innate and 

environmental obstacles (Bawden, 2001). Innate obstacles may be correlated with the 

teachers' TK regarding the issues of deficient knowledge of technological instruments 

and their utilisation for educational reasons, the need for training in technology 

integration, and a lack of confidence (Hockly, 2012). On the other hand, environmental 

obstacles are defined far behind teachers’ attitudes and their TK regarding the need for 

technical assistance, adequate time to blend in technology, and high expenses (Al-

Kahtani & Al-Haider, 2010). 

  In another study by Hosseini et al. (2021), technology-related issues are mentioned as 

the greatest and gradually worsening with remote proctoring software. The tests are also 

problematic for three main reasons: remote troubleshooting, instructors' TK deficiencies 

regarding hardware and software, which are associated with a significant number of non-

digital native instructors, and the number of students taking the exams. The greater the 

number, the more problematic it is to overcome technology-related issues.  
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Cheating in Online Assessment 

  The term cheating is presented as crossing the boundaries to do well in school, work, 

or economically. The currency of cheating has expanded over the last few decennia. 

According to studies, %40 to 80 of tertiary-level students have cheated at least once 

(Callahan, 2004). It is common for students to access the internet in search of the answers 

to exam questions; the new tendency on the internet is to plagiarise, which is failing to 

cite another’s work (Tanner, 2004). Cyberplagiarism is a newly introduced term for using 

information without citing appropriately (Eysenbach, 2000). A limitless amount of 

information is just a click away thanks to computers' copy-paste feature, which is easier 

than ever (Smith et al., 2005; Szabo & Underwood, 2004; Underwood & Szabo, 2003). 

In the study by Kennedy et al. (2000), 172 students and 69 instructors were examined 

for cheating in online assessment. Most of the participants of both groups stated that 

online education paved the way for cheating. The participants also pointed out the 

possibility of someone else taking the exams or completing the assignments for the 

students, which is untraditional to physical classroom cheating methods. On the other 

hand, any piece of work that is incoherent with a student’s writing capabilities can be 

investigated using search engines such as Google (www.google.com), Dogpile 

(www.dopile.com), or Yahoo (www.yahoo.com) to reveal plagiarism (Baron & Crooks, 

2005; Heberling, 2002; Smith et al., 2005). 

Cheating in assessment is defined as breaching the rules of artificial intelligence (AI), 

which is being genuine, reliable, liable, courteous, and equitable by only carrying out 

duties in a manner approved by the institution (Gallant, 2008, pp.10–11). Cheating on 

classwork and assessments has practically become a typical practice among tertiary-level 

students and is considered acceptable behaviour (Chapman & Lupton, 2004), and 

cheating in exams is believed to be a more severe crime than classwork (Ashworth et al., 

1997). Since the beginning of the 1990s, the topic has become of notable interest 

(Ashworth et al., 1997). Despite numerous insightful studies in the field, the number of 

students with tendencies of a variety of academic fraud is increasing at an unprecedented 

rate with the Internet and up-to-date technology (Aaron & Roche, 2013; Burrus et al., 

2013).  

Cheating represents a pervasive global issue (Thomas, 2017), posing threats to the 

credibility of our universities, the ethical integrity of our students, and the validity of 

their academic achievements (Aaron & Roche, 2013). Academic dishonesty could 

potentially undermine the very fabric of our civilisation. The use of AI by students and 



18 

instructors (Aaron & Roche, 2013; Thomas, 2017) is an undeniable sign of deteriorating 

morality standards at the tertiary level. 

In conclusion, the literature illustrates the developing nature of online English 

language education assessment practices triggered by emerging global events such as the 

COVID-19 Pandemic and the tragic earthquake in Türkiye. These unfortunate events 

have underlined the fundamental role of ICT in educational environments and 

highlighted the crucial need for solid and flexible assessment methodologies. The 

migration to online platforms presented opportunities and challenges by emphasising the 

importance of formative and summative assessments to enhance and assess students’ 

progress. Moreover, issues such as LAL, ICT integration and the role of LMSs have 

become the focus of developing effective educational practices in online assessment. 

While the instructors keep on dealing with these complex dynamics, integrating 

comprehensive assessment strategies is crucial in enhancing the effectiveness of 

language education.       
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2. METHODOLOGY 

 In this part of the study, the context of the study and the participants, the research 

design, the data collection instruments, and the data analysis are described in detail. The 

primary aim is to reveal preparatory school EFL teachers’ experiences of online 

assessment practices using an LMS in higher education. It also provides an opportunity 

to reveal suggestions from teachers to teachers and university administrations on 

overcoming the obstacles in LMS administration. 

 

2.1. Research Design 

 This study, which was structured based on a qualitative research design, aimed to 

investigate EFL preparatory school instructors' experiences of online assessment 

practices using an LMS to assess students. The most effective way to evaluate the 

instructors' knowledge is to analyse their practices (Steele & Rogers, 2012). On this basis, 

regarding the LMS implementation, a detailed and holistic investigation is required to 

understand the EFL preparatory school instructors' experiences. Qualitative research 

focuses on the context of the issue and provides extensive information (Creswell, 2007; 

Merriam, 2009). Therefore, a case study design was employed among the qualitative 

research designs in this study. In the case study design, at least a person, an incident, a 

process or a programme is extensively studied (Creswell, 2008). Relating to the nature 

of the case study design, it seeks to investigate a present situation (Yin, 2003). In 

emergencies such as the COVID-19 Pandemic and the earthquake, with the suspension 

of face-to-face education, the rapid migration to online education brought online 

assessment with it. Consequently, it can be stated that current research possesses value 

and considering the issues stated, a case study design was utilised. 

 In this study, interviews were employed. They are one of the most common ways of 

obtaining data in qualitative research. Contrary to the general view, it is a challenging 

way to acquire data as it requires gathering data from the focus group in everyday life 

conversations and conveying them in the original state (Yıldırım, 1999). Providing the 

participant with open-ended questions covering all aspects of the topic offers assistance 

in relaying the data regarding the participant’s point of view, experience, knowledge 

level, and personal skills (Tekin & Nakiboğlu, 2006). 
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2.2. Context of the Study 

The study was conducted with the instructors employed at the Testing and Assessment 

Unit at the School of Foreign Languages at Niğde Ömer Halisdemir University, Niğde, 

Türkiye. There are thirty-five faculty members, and the school provides English language 

education at Basic English for Departmental Services and English Preparatory School. 

The three leading offices performing educational services at the School of Foreign 

Languages are the Testing and Assessment Unit, Programme Development Unit, and 

Material Development Unit. The Testing and Assessment Unit is responsible for the 

assessment procedures, including quizzes, midterms, final and make-up exams during 

the educational year. Approximately five instructors are employed at the unit, but the 

members may vary depending on the educational year. The study focused on the 

instructors employed at the Testing and Assessment Unit of English Preparatory School 

and the instructors who designed and delivered the Basic English for Departmental 

Services exams. The study primarily aimed to work with the instructors who were 

employed during the COVID-19 Pandemic; however, as it was conducted after the 

earthquake on 6 February 2023, the participants also included the instructors employed 

at the Testing and Assessment unit in the Spring Term of 2022-2023 as well due to the 

online assessment practices. 

 

2.3. Participants 

 The participants of the study were formed among the preparatory school English 

instructors at a state university in the Central Anatolia Region in the 2022-2023 Spring 

Term. Regarding the form of qualitative research design, the purposive sampling method 

was utilised to determine the participants. The purposive sampling method emerged 

within the qualitative research approach, allowing in-depth analysis of cases rich in 

information (Patton, 2002). It assumes that it is compulsory to designate a sample that 

can provide the researcher with rich information on the topic to be explored, understand 

and gain insights (Chein, 1981). The two types of purposive sampling, convenience and 

criterion, were utilised to determine the participants of the study. 

 In determining the participants, the convenience sampling method, one of the 

purposive sampling methods, was primarily utilised to facilitate the research process and 

enhance practicality. Instructors working at the School of Foreign Languages were 

identified, whom the researcher could easily access. Among them, the criterion sampling 
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method was employed to select the instructors to be included in the study. The criteria 

defined for this research are as follows: 

 

➢ Volunteering to attend the study, 

➢ Being employed at the Testing and Assessment Unit within the School of 

Foreign Languages 

➢ Participating in the online assessment process using an LMS. 

 

 Eventually, the study group consisted of eight instructors employed at the School of 

Foreign Languages at a state university in the Central Anatolia Region during the Spring 

Term of the 2022-2023 Educational Year. Personal information related to the participants 

is provided in Table 1 below, which was collected through informal interviews carried 

out by the researcher with the participants. These informal interviews were conducted 

with the aim of providing information to the participants before the data-collection phase, 

perceiving their willingness to attend the study and helping them get acquainted with the 

researcher. Considering the confidentiality of the participants’ identities, they were 

represented by numbering independently from the research. For this reason, they were 

named as P1, P2, ... P8 (Table 1).   

 

Table 1.  

Descriptive Characteristics of the Participants 

 

2.4 Data Collection Instrument 

  A focus group interview is a qualitative research method. The study utilised it as a 

data collection tool. The aim of the focus group interview was to grasp the participants’ 

perspectives on the topic and understand their particular points of view on certain issues. 

 Age Gender Education Level Experience (Year) 

P1 33 Female M.A. 10 

P2 43 Male B.A. 22 

P3 36 Female M.A. 15 

P4 38 Male M.A. 12 

P5 48 Male Ph.D. 25 

P6 55 Male M.A. 30 

P7 34 Female M.A. 11 

P8 38 Female Ph.D. 20 
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It also aimed to get an in-depth understanding of the participants' experiences, tendencies, 

ideas, attitudes, and habits, as well as multidimensional qualitative information. The 

critical point is to provide them with an environment where they can express their ideas 

freely instead of stating generally accepted ideas. Therefore, the researcher should be 

impartial (Brewerton & Millward, 2001). It is likely for a participant to express their 

ideas freely regarding the ideas of the other participants and collect qualified data from 

the focus group interview (Kümbetoğlu, 2005). 

 The focus group interview questions were designed by the researcher (see Appendix 

2). Based on this, a literature review on online assessment practices using an LMS due 

to the rapid migration to online education was conducted, and a draft interview form was 

prepared. The draft was presented to three professionals with a Ph.D. in educational 

sciences. Regarding their views, the focus group interview questions were revised. To 

illustrate, the questions seeking an answer in online education rather than online 

assessment, in particular, were reorganised. It was ensured that all the questions were 

open-ended and required personal comments.       

 

2.5. Data Collection: Focus Group Interview Procedure 

 The recommended focus group interview size in similar groups should be at least 5 

and at most 12 people (Yildirim & Simsek, 2013). Accordingly, in the study, the size of 

the focus group was determined to be 8 participants. Since a focus group interview would 

be conducted, the participants were informed of the topic by stating that the interview 

would be on a subject related to their fields, and a detailed explanation could not be 

provided. The participants attended the study on a voluntary basis. 

 Before the application of the actual interview, each of the participants was informed 

about the confidentiality of the study in the research and reporting process and recorded 

with their granted permission. The focus group interview was conducted in May in the 

Spring Term of the 2022-2023 academic year. 

  In the literature, it is stated that focus group interviews should last at least one at most 

two hours (Yildirim & Simsek, 2013). In this sense, the focus group interview was 

conducted and recorded in 90 minutes. Afterwards, the recording was decoded and 

transcribed by the researcher. 

 The focus group interview was conducted with the researcher and 8 participants who 

were and are still employed at the Testing and Assessment Unit of a School of Foreign 

Languages.  
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The questions for the interview were directed by the researcher. The focus group 

interview implemented in the study was carried out based on the implementation process 

suggested by Krueger (1998). The steps followed in this context are as follows: 

 

 

Figure 3. Stages of Focus Group Discussion (Krueger, 1998) 

Note. This figure was taken from the study of Krueger (1998) titled “Moderating Focus 

Groups” Sage Publications, Creative Education, Vol.6 No.6 

  

 During the focus group interview, questions regarding the experiences of EFL 

preparatory school instructors' online assessment practice using an LMS were directed to 

the participants. If a participant provided insufficient information, the question was 

explained and was asked again. All the questions were directed to the whole group during 

the interview, and the participants who wanted to answer were listened to. Unlike 

individual interviews, focus group interviews allow the participants to benefit from each 

other's ideas. Therefore, new ideas can emerge (Cokluk et al., 2011). From this 

viewpoint, the participants who wanted to comment on the question again after another 

participant had the right to speak for the second time. Efforts were made to get 

participants' views on each focus group interview question. In the findings section of the 

study, the frequency of the participants creating the codes was not provided but explained 

in detail by providing the participants. During the discussions, without any judgements 



24 

in the procedure, the participants were asked to state their personal views instead of 

general ideas. 

       

2.6. Procedures 

In the first phase of the study, with the aim of application of the study, planning and 

preparations were made. In this study, the instructors who are employed at Niğde Ömer 

Halisdemir University, in particular, the instructors at the School of Foreign Languages 

who were and are still employed in the Testing and Assessment Unit during the COVID-

19 lockdown and online education period after the earthquake on 6 February 2023, were 

incorporated into the study. As Morgan (1997) stated, focus group interview participants 

are expected to possess a corresponding experience level. Then, the literature review was 

conducted on online assessment and LMS, and 10 focus group interview questions were 

designed to help the participants concentrate on the subject matter in the direction of the 

hypothesis (Gülcan, 2021) to reveal the experiences of EFL preparatory school 

instructors practice of online assessment using an LMS. In light of the literature review 

and the confirmation of the academic advisor, the study was conducted in May in the 

Spring Term of the 2022-2023 academic year.  

Before the implementation of the interview, the permission of the Ömer Halisdemir 

University, the School of Foreign Languages was granted, and the instructors who were 

and are still employed in the testing and assessment unit were informed and made aware 

of the purpose of the study (see Appendix 1) and attended on voluntarily basis. The 

qualitative data was collected through focus group interview questions (see Appendix 2). 

In order to set a date suitable for the participants, the researcher contacted them one by 

one, and the interview was carried out as a group. Considering the familiarity of the 

software, the interview was conducted via MS Teams, and to transcribe the interview, 

with the implicit approval of the participants, it was recorded in order to enable the 

researcher to access the complete record of a potentially rich source of data. The 

participants were informed about the confidentiality of the study and stated that no 

information would be shared with any institutions or individuals.     

   The focus group interview was held in the teachers' native tongue and completed in 

90 minutes. Following Rice & Ezzy's (1999) recommendation, the moderator introduced 

each question one at a time. In order to get a thorough understanding of the topic, probes 

and main questions were used. Keeping the number of main interview questions limited 

and asking follow-up questions is a significant attribute of interviews (Polat, 2022). It is 
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crucial to document the debate in order to analyse the facts accurately. The comments 

from the participants were captured during the focus group meeting. The researcher first 

looked for significant concepts and compiled a list of them, taking into account the 

language and context in which they were used, in order to assess the strength of the 

reactions/emotions and find a balance between detail and conciseness. Tape transcription 

is crucial for data analysis (Dilshad & Latif, 2013). Notes kept during the interview were 

shared with the participants, and any notes or recordings they wished not to be recorded 

were modified, and the final drafts were shared with the participants again. 

 

2.7. Data Analysis 

The data collection process for the study was conducted with the utmost care, ensuring 

that all relevant information was recorded during the interviews and transferred to 

Microsoft Word. Subsequent data analysis was carried out using a rigorous and 

comprehensive qualitative data analysis method known as content analysis.  

Content analysis steps were implemented in the order of 1) transcribing interviews 

and data arrangement, 2) getting the overall idea of the data, 3) coding, and 4) generating 

descriptions for analysis and interpretation (Creswell, 2009). In other words, the main 

aim of the content analysis is to reach concepts that can explain the data gathered. For 

this reason, in content analysis, similar data are coded under specific themes, categorised 

and interpreted in a way the reader can comprehend. In this context, the data in the study 

were interpreted grounded in Creswell’s three-stage content analysis.  

First, the data were subjected to coding, categorised under common characteristics 

and themes and sub-themes were designed. Then, the themes and sub-themes were 

checked and organised, and the findings were defined. The researcher and an expert in 

the field analysed the data independently. Finally, the two-content analyses were 

compared. Creswell (2016) underlines the importance of what the participants stated 

during the focus group interviews, not the numbers, and emphasises that the results 

should not be quantified. Based on this, in the study, the data obtained from focus group 

interviews were thematised and presented with the direct sentences of the participants.    

 

2.8. The Role of the Researcher 

 In the scope of the study, the participants were made aware of the aim of the study 

and explained how they were valuable for the study. In other words, the primary role of 

the researcher was to ensure awareness of the participants’ roles. Another role of the 
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researcher was to encourage the participants to state their views freely and provide a 

comfortable environment. In qualitative studies, it is essential for researchers not to 

intervene in the study with their own subjective perspectives.  

In this sense, an essential role of the researcher was to focus on the views of the 

participants without reflecting his own subjectivity. 

 

2.9. Validity and Reliability 

 Validity and reliability are two terms that are commonly used in quantitative studies 

with the framework of positivist epistemology. For qualitative studies, the concepts of 

credibility/trustworthiness in the sense of reliability or credibility and transferability can 

be used instead of validity and reliability. However, in the national literature, the concepts 

of validity and reliability are also used in qualitative studies. In this sense, these two 

concepts are employed in the study. In qualitative studies, the statistical analysis does not 

determine validity and reliability (Yildirim & Simsek, 2006). Instead, they are tried to be 

ensured at every phase of the study. In this context, a set of measures were taken to ensure 

the study's validity and reliability. 

 First of all, to verify the study's internal validity, the experts' opinions were consulted 

at different phases of the study (including the preparation of the interview questions or 

the data analysis performed by two researchers). As the research is a thesis, it contributed 

to being followed by the experts throughout the process. Carrying out the data collection 

process in an environment the participants are familiar with is also regarded as an 

essential way to ensure the internal validity of the study (Lincoln & Guba, 1985). That is 

why the focus group interview was conducted in an environment where the study group 

felt comfortable. Triangulation is crucial for internal validity. Although the data was 

gathered only using focus group interviews, which weakened the internal validity of the 

study, investigator triangulation was performed by analysing the data by more than one 

person. Another measure taken to ensure the study's validity was providing direct 

quotations of the participants in the findings. After the analyses were completed, the 

participants' approval check was granted.  

 In order to maintain the external validity of the study, the findings were presented 

using the code names given to them to keep the participants' identities confidential. In 

the research process, the researcher’s defining his role, introducing the participants in 

detail, defining the research environment and explaining data collection and analysis 
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phases in detail also contribute to the external validity of the research (Yildirim & 

Simsek, 2006). 

 The internal reliability of the study means different researchers obtain similar results 

with the same data (Fraenkel et al., 2012). In this context, to ensure internal reliability, 

the purpose of the study and the result were explained explicitly. The findings were 

presented without any interpretations. 

 The criterion for the external reliability of the study is whether data similar to the 

research data can be obtained in similar environments. For this reason, each study phase 

was described in detail to ensure external reliability. 

 

2.10. Ethics 

 There are some ethical issues that the researcher should be careful about in a research 

process based on a qualitative paradigm. The researcher was sensitive to ethical issues in 

each phase of the study, granted permission before starting, and had no interest in this 

research. Also, at the very beginning, the researcher informed the participants about the 

purpose of the study and answered their questions, if there were any. Furthermore, 

reminded the participants once again that participation in the study was voluntary. The 

characteristics of the participants were taken into consideration (such as not asking such 

a question to a child without a father). The data obtained from the participants were 

transcribed in exact words and were never tampered with. The personal information of 

the participants was kept confidential, and the findings were never interfered with during 

the reporting phase of the study. While reporting the research, no source was used without 

citations. At the end of the interview, the participants were thanked with a small gift, 

such as buying a favourite book or food (Creswell, 2007).  

 In qualitative studies, the participants also invest much time in the research. For this 

reason, the researcher should keep in touch with the participants after the research is 

completed so as not to make them feel abandoned (Hatch, 2012). Based on this, the 

researcher continues personal relationships with the participants. The research process 

can be analysed in Figure 4: 
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Figure 4. Research Process 

 

To summarise, this study used a qualitative research design to investigate the 

experiences of the preparatory school instructors employed at the Testing and 

Assessment Unit of a state university in Türkiye regarding online assessment practices. 

It provided an opportunity to present the challenges the instructors encountered in LMS 

implementation and suggestions to overcome these challenges. The data collection was 

conducted via focus group interviews, which provided insights into the participants' 

views, experiences, and recommendations. 
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3. RESULTS 

The focus group interview conducted with the participants revealed three main themes 

regarding online assessment: Information Technology (IT) competencies, difficulties and 

changes, and experiences and solutions. The tables present the research findings as 

themes, sub-themes, and codes. 

 

Table 2.  

Assessment of IT Skills and In-service Training 

 

3.1. The Participants’ IT Competencies 

Findings Regarding Pre-pandemic Experience 

 Under this theme, which covers the participants' pre-pandemic experience and skills 

and in-service training, the situation before and after the pandemic was analysed. 

Findings reveal that the participants had limited knowledge of online assessment 

practices before the COVID-19 Pandemic. Most participants reported that although they 

were aware of basic practices and functions, they lacked in-depth knowledge or 

experience. With the emergence of the pandemic, the participants’ awareness and 

competencies increased significantly regarding the more frequent use of online 

assessment tools. The whole process resulted in prioritising online assessment practices 

with widespread use of technological tools and the internet. It also highlights the 

importance of online assessment and tools in education and the fact that progress in the 

field should be supported. The COVID-19 Pandemic revealed the needs in online 

assessment and triggered a transformation.      

 In this regard, the participants were first asked if they had knowledge and experience 

in online assessment before the pandemic. P1 underlined no knowledge of assessment in 

online environments before the online assessment practices due to the pandemic 

shutdown by saying, “I did not know anything about online assessment.” Likewise, P8 

agreed by stating, “To be honest, I did not have much knowledge. I only knew the name 

Themes Sub-themes Codes 

IT
 

C
o
m

p
et

en
ci

es
 Pre-pandemic Experience and 

Skills 

 

In-service Training 

 

- Lack of experience 

- Basic skill level 

 

- Inadequate support 

- Improved knowledge 



30 

of online assessment tools.” They stated that they had no prior knowledge of online 

assessment before the pandemic. 

  

 The other participants stated that they possessed basic knowledge of online 

assessment. However, after the participants' answers were closely analysed, it was 

observed that their knowledge generally depended on the tests taken online, submission 

of homework, or making presentations online. This view is reflected the best by the 

participants as follows: 

 P4: “To tell the truth, I was not as knowledgeable as I am now; I knew there were 

some applications, such as online tests and homework submission, but I was not 

knowledgeable or competent enough to design, deliver or assess an exam online. 

Although I cannot say that I am knowledgeable or experienced enough, we have 

experienced uploading different question types to LMS, designing a question pool and 

exams, and delivering them to different online classes.”  

 P2: “I did some studies regarding online education and assessment before the 

pandemic. For example, I assessed part of the midterms and final exam of Electrical and 

Electronic Engineering students using a vocabulary application I designed in 2010 

through the time they spent online and the scores they got. Back then, and actually still 

do now, I graded them based on the time and effort they put in. Today, with the 

advancement of technological devices we use and the internet, I think we should prioritise 

online education and assessment more.” 

  

 When the statements of P2 are carefully analysed, it can be figured that P2 considers 

the utilisation of online education and assessment as inevitable. 

 The participants were asked to answer the second focus group interview question, 

“Did you have a chance to use any of the online assessment tools before the pandemic?” 

to understand their experience in online assessment. A significant number of the 

participants (P1, P3, P7, P8) stated they had no chance to use online assessment tools 

before the migration to online education due to the pandemic. The opinions of 

participants P7 and P8, who expressed their opinions in this wise, are as follows 

respectively: 

P7: “No, I have even avoided the online exams administered by The Measuring, 

Selection, and Placement Centre even though I know how accessible and practical they 

are.” 
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P8: “No, because I did not need it.” 

  

 Some participants stated that they used online assessment platforms as students, not 

as proctors (P4, P6). The words of P6 are as follows: 

P6: “Yes, I took some exams online during my Ph.D. These were weekly reports, 

presentations, video production and providing feedback in cooperation with other 

students. However, as a proctor, my online exam practice was limited.” 

  

 Two participants underlined that they used online assessment tools before the 

pandemic (P2, P5). P2 mentioned developing a mobile vocabulary memorisation 

application to assess the students and utilised online assessment through this Android 

application before the pandemic by stating: 

P2: “I designed a vocabulary memorisation programme and an Android application as 

an assessment tool. Both of them were designed from my point of view, and I used them 

to determine the students' levels and help them improve.” 

  

 P5 highlighted the use of some online applications both as a student and an instructor, 

such as Web 2.0 tools, namely Kahoot and Actionbound, and online practice platforms 

and shared the videos or the subject matter in online environments. The words of P5 on 

the subject are as follows: 

P5: “I had knowledge and practice of Web 2.0 tools before the pandemic. I actively used 

applications such as Kahoot and Actionbound. In addition, my academic studies on the 

subject have helped me develop an awareness of the subject. I took an online course in 

my Ph.D. education, and within the scope of the assessment of this course, we had to 

write weekly reports. In another course, we were supposed to upload a presentation video 

on the given topic to the class Facebook group, provide feedback to our classmates’ 

videos, ask questions, etc. and do reflections. As a part of the assessment procedure, we 

actively utilised the online practice of the course books we studied.”       

  

 The participants' technology skills and capacity to cope with the technological 

problems in the online assessment procedures were analysed. While some of the 

participants were capable of dealing with technological problems, others sought the 

guidance of an expert with complex ones. The analysis of the findings underlines the 
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significance of IT skills in online assessment and the need for continuous development.  

This facilitates more effective and efficient assessment processes. 

 In order to get a better understanding, the participants were asked if they could 

overcome the technical challenges they usually encounter. A significant number of the 

participants stated that they could solve simple technical problems they usually encounter 

on their own (P1, P3, P6, P7, P8). The responses provided in the same direction by P3 

and P6 are as follows: 

P3: “I can handle the simple technical problems by myself.” 

P6: “My technological skills are not bad, yet I am not good enough with issues that 

require advanced skills. I think I can solve simple technical problems.” 

  

 Other participants (P2, P4, P5) stated they could overcome the issues related to 

technicality in both everyday case scenarios and during the emergent migration to online 

assessment. In this regard, the statements of P4 and P5 are as follows: 

P4: “I consider my technology skills quite good in the online assessment process. 

Generally, I do not have many problems while dealing with technical issues. Also, if 

necessary, I do research.” 

P5: “I can define my technology skills as skilled enough to utilise varied technological 

tools effectively and capable of handling technical issues.” 

  

 Apart from these participants, the rest stated that they generally try to overcome 

technological issues by getting assistance from an expert. In this regard P1 and P3 stated: 

P1: “My technological skills were not that good. That is why I always received support 

from the Testing and Assessment Unit coordinator, who was well-equipped to manage 

the process.” 

 P3: “I can say my technology skills were weak in this sense. Normally, I could overcome 

simple technology-related issues.” 

 

Findings on In-service Training 

The study analysed participants’ knowledge deficiencies and the problems they 

encountered while overcoming the issues in online assessment practices. Although the 

participants received in-service training, it was observed that it was not detailed and 

comprehensive enough. Particularly, assessment tools, such as LMSs, were learnt 

through personal efforts and trial and error. This reveals the importance of broadening 
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the content and scope of in-service training programmes, as such improvements will 

increase the effectiveness of online assessment procedures and the use of tools. Upon 

this, the question, “Did you get any in-service training on how to use LMS?” was 

directed. 

 Due to these reasons, P1 was employed at a different state university, and P4 was on 

leave; they did not get any in-service training. P1 explained that: 

P1: “No, I did not get any in-service training, but maybe it was because I became a 

member of the Testing and Assessment Unit later. I did not receive such training at the 

previous university where I was employed.” 

  

 All the other participants stated they received in-service training. However, they 

believe the planned training was yet to be detailed enough. These participants underlined 

that they tried to solve problems by trial and error and their personal efforts. The 

examples that best reflect the issue are as follows: 

P2: “Although there were some small sessions using simple explanations, we learnt how 

to use the LMS mostly by discovering it ourselves through trial and error.” 

P5: “Yes, we received a short training during the online assessment practices, but we 

mostly learned how to use the LMS more effectively through trial and error.” 

 

3.2. Difficulties and Changes Experienced by Participants During Online 

Assessment 

 This theme covers the participants' ideas about the difficulties they encountered and 

changes they made during online assessment practices. Under the theme of difficulties 

and changes, the sub-themes of problems they encountered while designing and 

implementing online exams, after the assessment process and the changes they made in 

the question types were formed. 
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Table 3.  

Difficulties, Changes, Experiences and Solutions in Online Assessment 

 

Difficulties Encountered While Preparing Online Exams 

 The participants were asked if they encountered any problems while preparing online 

exams and what difficulties they experienced. Regarding the analysis of the comments 

provided by the participants, it was understood that the biggest problem experienced 

while preparing the online exams was entering the questions into the LMS one by one. 

Participants believed that this process was tedious and took much time. They underlined 

that many questions were prepared to lower the probability of cheating in an online exam, 

and entering them into the system was very tiring. There were also participants who 

mentioned that technical issues arose while entering the questions. In addition, some 

participants stated that determining the exam duration was also difficult. In this regard 

P1 and P3 stated: 

P1: “The fact that the questions were supposed to be uploaded onto the system one by 

one, including the options and in case of an error checking the answers provided by each 

student were also significant issues that made the online assessment process more 

difficult and caused extra workload. On the other hand, open-ended questions had to be 
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checked manually, and this was another problem that made online assessment difficult 

for the instructors.” 

P3: “Preparing too many questions to lower the probability of cheating and the problems 

faced uploading questions to the system were among the issues during the exam 

preparation.” 

 

Difficulties Encountered During the Implementation of Online Exams 

 After the analysis of the difficulties experienced during exam preparation, the 

participants were asked to evaluate the implementation of the online assessment. The 

analysis of the data showed, internet disconnection (P1, P3, P4, P5, P7) and the system 

not responding (P1, P4, P5, P6) were mostly mentioned problems. The statements of P4 

and P5, which were in the same direction, are as follows: 

P4: “There were access problems to the LMS because of the internet connection and the 

intensity of the platform.” 

P5: “There were problems related to an internet connection and technical and LMS 

faults. These issues affected the exam process and made it hard for the students to answer 

the questions or complete the exams.” 

  

 In addition to frequently mentioned problems, the participants also underlined the 

issues of some students not having an internet connection and necessary devices such as 

a computer, not being able to access the web page of the LMS, students being given too 

much tolerance, differing technology skills of students and instructors and unethical 

behaviours of students such as cheating, usage of AI robots, having someone else to take 

the exams. Related quotations for these views are provided below: 

P2: “Unfortunately, the issue of cheating and AI use. Although the students had the 

chance to learn better using these tools, they preferred using them as cheating tools. In 

addition, the students’ lack of required technical equipment, both in terms of knowledge 

and tools, was another problem for the exams. There were students who did not have 

computers and internet connection or a limited one.” 

P3: “There were some technical problems, such as students’ inability to find the webpage 

or loading problems, internet connection problems, and not being able to read the 

reading texts to answer the questions accurately as they tried to take the exams using 

their mobiles.” 

P7: “My students and I experienced a poor internet connection and hardware failures.” 
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 When the findings were examined, they generally mentioned issues regarding 

technical and hardware deficiencies. For this reason, the issues they faced apart from the 

technicality were analysed again. The participants highlighted that the most common 

problem apart from the technicality they faced was cheating and the responses provided 

by AI robots. Although they realised this issue based on their students’ proficiency levels, 

they complained about the lack of sanctions. The quotations for the related issue are as 

follows: 

P3: “Students googled similar topics and copied them onto the system, or they had AI 

robots such as ChatGPT write the tasks for them in the writing section of the exams in 

particular. Since it was decided that we could not take action as cheating in these cases, 

I believe we could not achieve our assessment goals regarding the reliability of the online 

exams.” 

P4: “One of the biggest problems we faced was, unfortunately, the LMS was open to 

abuse and misuse. In fact, we designed question pools to provide different questions to 

each student and uploaded thousands of questions. However, it only resulted in 

increasing the workload of the Testing and Assessment Unit. Because it is a browser-

based system without a camera integration. Therefore, we could not be sure of who took 

the exam under what conditions, if they received any help or cheated, and naturally, we 

could not take action.” 

P7: “Beyond the technical problems, the most disappointing and frustrating issue was 

the unethical methods used by the students, especially during the writing and even in 

speaking exams.” 

P8: “There were great problems regarding cheating and getting unfair scores by having 

others take the exams. Due to this reason, the exams we prepared as the Testing and 

Assessment unit with great devotion and meticulousness were wasted without actually 

measuring any skill.” 

  

 In addition, one of the participants (P1) mentioned the issue of students trying to get 

in touch with the instructors day and night in connection with communication problems 

in online exams. In this sense, P1 explained: “As the interaction with students in online 

exams was not as healthy as face-to-face exams, disconnected communication could be 

considered as a problem. Besides, some of the students exaggerated this situation 

regarding their instructors’ efforts to keep in touch with them online and brought it to a 

level that disturbed the instructor. There were students calling or texting in the middle of 
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the night, and they were very insistent on getting answers. The time the instructors could 

rest or devote to their families was thus damaged.” 

 

Difficulties Encountered After the Online Exams are Administered 

 This sub-theme covers the participants’ views on the issues they experienced after 

assessing the students using an LMS. The findings show that the participants had two 

main problems during this process. First, there was an unexpected increase in students’ 

performances, which they were familiar with in face-to-face classes, because of their 

unethical behaviours by taking advantage of the security gap of online assessment. The 

participants were negatively affected due to the inability to impose sanctions, as they 

could not be detected. Second, when there was a problem during the assessment process, 

the questions were graded one by one for each of the students. The following quotations 

from the participants describe the situation: 

P2: “We were confused about how to deal with the students who we believed cheated 

using AI robots. We were aware of their proficiency levels, and obviously, they did not 

write the tasks. However, even if we proved right, we did not know how we were supposed 

to act regarding the sanctions to be applied. The lack of regulations on this issue tied our 

hands.” 

P5: “The assessment process was not effective. The students resorted to cheating. Also, 

depending on the question types we used in the exams, we had to grade some of the 

questions one by one. I think the lack of AI assistance in the LMS was a big problem.” 

P7: “We had our rubrics, which were familiar to me during the process, so I had no 

problems other than unethical student answers. There were no problems apart from the 

assessments I could not prove, which I guessed were artificially intelligent answers and 

the number of quiz exams we had to limit due to the online exam. Last but not least, 

occasionally, we had to check the computerised questions one by one.” 

P8: “We observed that the writing part of the exams was copied from internet resources 

or translation applications, and since there were no prior practices on the issue, we could 

not intervene much. Again, unfairness and plagiarism were annoying. It was a problem 

to assess them one by one and face such a result.” 

  

 In addition, while P1 did not state any problems in this respect, P6 underlined how 

long the grading process took. P6 expressed, “Various problems naturally affected the 
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post-assessment process. The grading stage of the questions was much longer than it 

should have.” 

 

Findings Regarding the Question Types 

 The COVID-19 Pandemic, which was influential around the globe, resulted in an 

emergent lockdown and a break during the Spring Term of the 2019-2020 Educational 

Year. All the educational practices were kept online in the following academic year. In 

this part of the study, the question types the instructors utilised in the Spring Term of the 

2019-2020 Educational Year and the 2020-2021 Educational Year to assess their students 

were examined. The answers were similar since the participants were employed in the 

same department and used the same type of questions in a common format. Only P1 was 

employed at a different state university during the Spring Term of the 2109-2020 

Educational Year and stated they assigned projects with a requirement to upload them to 

the system they used. When it was necessary to ask questions, P1 stated that they used 

more compact, shorter and clearer questions than face-to-face assessment: 

P1: “I worked for a different state university during the pandemic lockdown. Back then, 

we tried to ask more compact, shorter, and clearer questions than face-to-face education 

when the course content required asking questions. As an exam, we used project-based 

translation. The students translated the literary work we selected in groups and uploaded 

their parts to the system on the exam day. I can say that this way was quite suitable for 

online assessment and made our job easier.” 

     

 Other participants of the study underlined that in the Spring Term of the 2019-2020 

Educational Year, which was the first term of the rapid migration to online education, 

they used more compact questions regarding grammar, vocabulary, and reading 

comprehension in multiple-choice. In addition to the previous semester, the following 

year (2020-2021 Educational Year), the students were assessed through speaking and 

open-ended questions. It was also stated that the writing exam was conducted online. 

This situation indicated that the preferred online assessment method also changed as the 

LMS was familiarised. As a matter of fact, P2 explained the situation by saying: “We 

started to use the assessment methods we used in our face-to-face classes as we were 

more familiar with the LMS.”  
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The relevant and detailed explanation of P4 is as follows: 

 

P4: “I was on leave in the Spring Term of the 2019-2020 Educational Year. However, 

during the 2020-2021 educational year, I can say that we carried out all the assessment 

methods we used in our face-to-face classes in an online environment, but only with 

minor differences. For instance, the number of quizzes changed, and we had to announce 

them beforehand. We tried to assess our students using varied question types, including 

fill-in-the-blank, matching, multiple pop-up and open-ended questions, as much as the 

system allowed. In fact, I believe that online exams were richer in question types than 

face-to-face assessments. I believe it was one of the advantages of online assessment.” 

 Remarkably, P4 emphasised the variety of questions in online assessments, which 

were more than face-to-face exams and were one of the prominent advantages of online 

assessment. 

 

3.3. The Participants’ Online Assessment Experiences and Possible Solutions 

 This theme covers the participants' experiences of online assessment and solutions to 

the problems they encountered during online assessment practices. Under the theme of 

experiences and solutions, the sub-themes of general views and proposed suggestions 

were formed. 

 

General Views in Online Assessment 

 The last theme, experiences and solutions, covers how the participants defined their 

online assessment experiences and their solutions. In other words, the participants’ 

experiences regarding the pandemic and earthquake online assessment practices and their 

proposed suggestions were examined. Regarding the participants' experiences, the results 

indicate that they were unsatisfied and pessimistic about the online assessment practices. 

Only P2 provided a more sophisticated explanation with the following statement: “The 

assessment practices employed at our university were the best practice that could be 

preferred regarding the conditions of the time, but it had its own flaws.” Likewise, P4 

stated that they tried their best, but he was unsatisfied like the other participants. The 

relevant statements of the P4 are as follows: 

P4: “It was a tiring and disturbing process as we tried really hard as a team to catch up 

with the ideal practice and bring online assessment practices to face-to-face exams. 

However, there is a British saying: When in Rome, do as the Romans. As a result, online 
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assessment was as much as it could be online. I believe that we did as much as possible, 

and the system allowed us.” 

 Other participants of the study highlighted how stressful the online assessment was, 

described their experience as ‘bad’, brought more workload to the instructors than face-

to-face exams (P1, P3, P4, P8), and online assessment was unhealthy due to unethical 

behaviour of the students or technical issues. Under the theme of difficulties and 

challenges regarding the types of questions used during the pandemic, P4 stated the 

advantages of online assessment in question diversity. As P4 did not express the question 

diversity in this part, it was reminded, yet the participant did not mention it here, although 

the participant stated it in the previous part. The quotations of the participants which 

reflect their views best are as follows: 

P1: “I believe it was a complicated process for both students and instructors. Besides its 

difficulties, it brought extra workload for both. I can say that I overcame the process with 

difficulty and not liking it much.” 

P3: “Issues related to preparing more questions to reduce the possibility of cheating, 

problems we encountered while uploading the questions onto the LMS, and time waste 

and unfortunately low reliability of online assessment made me think negatively about 

online assessment. I think face-to-face exams are more efficient in every sense.” 

P5: “The instructors who were responsible for the whole assessment process had great 

difficulties. Moreover, there were many ethical and technical issues.” 

P6: “In general, I had a very unfavourable experience, and the fact that we had to adapt 

urgently created a significant transformation in the educational process.” 

 

Proposed Suggestions Regarding the Problems 

 The last sub-theme revealed in the study covers the participants' solutions to the 

problems they encountered. In other words, the participants' views on what can be done 

to design more instructor-friendly online assessment environments using an LMS. The 

findings obtained regarding the data analysis show that the participants suggested a more 

practical LMS with a straightforward user interface that is easy to use and requires less 

technical knowledge and skills during its utilisation. The participants believe that the 

preparation phase of the exams and grading of the answers should be facilitated. The 

quotations that best reflect these views are as follows: 

P3: “A system that takes a shorter time and is more practical to prepare the exams can 

be created. In order to enhance the reliability of the exams, students can be asked to take 
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the exams with their cameras on, or applications that prevent access to other web pages 

can be utilised. While assessing the writing tasks the students provided in an exam, 

plagiarism tools such as Turnitin can be utilised, and in case of plagiarism, it can be 

treated as cheating.” 

P8: “There should be an LMS with a user-friendly interface that can safely and easily 

deliver exams to students with all kinds of questions. The instructors should be able to 

concentrate on the questions without drowning in the complexity of the system.” 

  

 As it can be clearly understood from the words of P3, measures should be taken 

besides technical improvements to overcome the security issues. In this regard, the 

participants stated that measures such as being proactive in preventing unethical 

behaviours such as cheating, preventing access to other webpages during exam time, 

conducting open camera exams or determining plagiarism with AI integration should be 

taken to ensure students get the grades they deserve. In this sense, P5 stated, “Unethical 

behaviours such as cheating should be prevented.”  

 In addition, only one of the participants mentioned the importance of in-service 

training. P4 expressed these thoughts: “Instructors should be provided with the support 

and training on the issues they may encounter during the online assessment practices to 

help them be better prepared.” 

Briefly, the findings of the study reveal that the migration to online education, 

specifically online assessment, presented crucial challenges and opportunities to the 

instructors. Before the COVID-19 Pandemic, the participants had limited experience and 

knowledge of online assessment tools, and due to insufficient training, the whole 

procedure was more challenging. However, their competencies increased rapidly 

throughout the pandemic due to the rapid migration to online education. The migration 

to online assessment procedures underlines the cruciality of solid grounds in 

technological infrastructure and comprehensive in-service training. Notably, experience 

has been a supporter of the continuous development and integration of online assessment 

tools, which have the potential to reshape assessment procedures. While the instructors 

were coping with the technical problems and adapting to new assessment formats, the 

significance of developing instructor-friendly systems regarding difficulties such as 

technicality and cheating was underlined. The journey from initial struggles to adapting 

online assessment tools illustrated instructors' resilience and ability to adapt and provided 

valuable insights into future online assessment practices. 
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4. DISCUSSION AND CONCLUSION 

Overview of the Study 

 This section issues contributions to the literature and suggestions for further research 

following research questions and results. 

 In this study, with the aim of implementation, preparation, and planning phases were 

completed, and the instructors who were and are still employed in the Testing and 

Assessment Unit at a state university were used as participants of the study. A focus 

group interview was implemented by asking 10 interview questions, designed beforehand 

in view of migration to online education and assessment for the educational period during 

the COVID-19 shutdown and after the earthquake on 6 February 2023. In this regard, the 

study addresses EFL instructors’ attitudes toward online assessment by comprehensively 

examining diverse themes and sub-themes at preparatory school. Instructors' online 

assessment experiences and remarks are interpreted with a comparison of before and after 

the pandemic, including 6 February 2023. Furthermore, considering the familiarity of the 

application, the focus group interview was carried out via MS Teams using the 

participants' mother tongue to discuss the questions during the interview. 

 The study involved 8 participants responsible for designing and delivering the exams 

at the School of Foreign Languages, including quizzes, midterms, final and make-up 

exams. Although midterms, final and make-up exams are within the scope of SA, the 

study focused on FA regarding the quizzes and the division of these mentioned exams 

into sections that held at different times. A qualitative research design was utilised, and 

the data was obtained through a focus group interview. Adapting focus group interviews 

is prevalent in qualitative studies. The underlying objective was to provide the 

participants with open-ended questions to acquire their thoughts and help them reflect on 

their feelings as well. 

 

Research Question 1: “What are the preparatory school EFL instructors’ attitudes 

towards online assessment?” 

 The attitudes of preparatory school EFL instructors towards online assessment using 

an LMS were thoroughly investigated from a wide angle. It was revealed that the 

participants possessed a negative attitude regarding the challenges and limitations of 

online assessment.  
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 Most participants believe that online assessment is less efficient than in-class 

assessment. This is mainly related to technical difficulties, unethical student behaviours, 

and the inefficiency of online assessment tools. The instructors are concerned about the 

students’ probability of cheating in the exams, which results in problems with the 

reliability of the exams. Moreover, the technical challenges encountered in LMS 

integration negatively affected the whole process and its efficiency. The findings of the 

study by Battal et al. (2022) are in the same line, as it stated various problems connected 

to online assessment in terms of educational, technical, and motivational aspects. I agree 

with that in my context, as I witnessed these issues during online assessment procedures, 

including the COVID-19 lockdown and the online education period after the tragic 

earthquake in Türkiye in 2023. 

 The lack of practical in-service training and support for online assessment tools also 

contributed to the difficulties. Some instructors stated that they did not have the necessary 

technical skills or took sufficient training to develop them. The lack of practical in-

service training also meant learning to use the LMS by trial and error, leading to more 

demanding and time-consuming online assessment practices. This aligns with the 

research by Christopher (2022), as it underlined that the participants received in-service 

training yet believed to be insufficient; they tried to manage the problems they faced 

through trial and error. This made the process more stressful and challenging for the 

participants. Echoes the conclusions of Sener et al. (2020) that highlighted instructors' 

shared experiences in non-formal conditions, which operated as a platform to inform and 

increase emotional well-being; Lien (2023) underlined most of the participants, as 

instructors, stated their inefficiencies in implementing LMS and emphasised almost a 

quarter of the instructors in the study expressed their limited knowledge and technical 

skills to integrate LMS into their teaching environment. Regarding the integration of 

LMS into the teaching environment, Battal et al. (2022) revealed that participants, as 

instructors, reported training deficiencies in creating lesson plans or designing online 

exams. All in all, the study by Maatuk & Abdelnabi (2021) summarised the situation by 

supporting the same viewpoint of the issues faced in online education in state universities 

as technological and economic support, in-service training, conditions of employment, 

previous technical experience and skills and professional development were given as 

examples. Also, the need for and importance of regular in-service training and seminars 

were highlighted. 
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 Besides agreeing with the study's findings and the related studies in the literature, 

based on my personal experience, I strongly do not support the idea of being trained by 

an expert in LMS use who does not possess any teaching experience in language 

education. I believe this issue is the most significant reason the participants found this 

training inefficient. This caused the participants to be unable to explain their needs and 

problems accordingly and remain incompetent at the point of solution. 

 On the other hand, some participants also highlighted the advantages of online 

assessment, including broad accessibility and time and place flexibility. This finding is 

also in line with the study by Callo & Yazon (2020), which stated that digital learning 

tools such as computers, portable devices, and the Internet boost learning twenty-four 

hours a day, seven days a week, build 21st-century skills, enhance student attention and 

motivation, and speed up the learning process; and the study by Mukhtar et al., (2020), 

by stating, for instructors and students, online education is a flexible and effective source 

of learning. Students can easily access the materials without a time limit.   However, the 

participants’ attitudes towards online assessment processes were generally timid and 

judgemental, and they needed improved practices using more support and sources. 

Although the advantages of online assessment regarding time and place flexibility and 

broad accessibility were mentioned in the study, based on my personal experience during 

online assessment, I believe students’ taking an exam in an online environment hinders 

the equality of assessment. Because especially after the earthquake, some students had to 

take the exams in crowded and non-student-friendly environments as several families 

had to live in a single house.  

 These findings reflect the participants' complex and frequently negative attitudes 

toward online assessment practices. Although they were aware of the potential 

advantages of online assessment tools, they were concerned about the limitations of the 

whole process.  

 

Research Question 2: “What are the technological and other challenges the 

preparatory school EFL instructors faced, a) during exam preparation in LMS? b) 

while using an LMS to assess students? c) after assessing students online?” 

 Preparatory school EFL instructors faced technical and organisational difficulties 

during online assessment procedures. First, with the emergence of the COVID-19 

Pandemic and then the tragic earthquake in Türkiye, online education, specifically online 
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assessment, became an obligation and caused the participants to experience online 

assessment in all its phases.   

 The participants described the biggest challenge of online assessment as entering the 

questions into the LMS individually during the exam preparation. It was time-consuming 

and tiring and put more workload into entering more questions into the system, leading 

to more technical difficulties. The extra questions were prepared to avoid cheating issues 

and complicated the process by adding to the workload. This is similar to the findings of 

Shafiq et al. (2022), who addressed the problems of time waste and grading issues as the 

challenges of online education, and Rogers (2006), who stated that the utilisation of 

online assessment has always been time-consuming, and not much has changed over the 

past eighteen years. 

 These findings are consistent with my experiences. I entered some questions into the 

LMS, and during the exam preparation phase, it was really time-consuming to enter the 

questions individually, including the multiple-choice options. Moreover, it was also 

challenging to prepare extra questions to create a question pool to minimise the 

probability of students' cheating tendencies.     

 During the assessment processes through LMS, the instructors experienced technical 

difficulties such as internet connection problems and slow system responses. These 

findings also extended the work of Sener et al. (2020), which stated that instructors' most 

frequent technical issues are internet connection problems, and Shafiq et al. (2022), 

which discussed hardware and internet connection problems. This situation complicated 

students’ logging onto the system appropriately and prevented them from promptly 

responding to the questions. Moreover, the students’ different IT competencies and lack 

of required IT tools were other sources of difficulty. Also, their tendency to cheat and 

unethical behaviours negatively affected the reliability of the procedure and created 

another source of stress for the instructors. This aligns with the study of Abduh (2021), 

who explained that the number of studies in the literature revealed that the instructors 

were dissatisfied with the trustworthiness of the online assessment. 

 The participants observed unexpected student performance increases after conducting 

an online assessment using LMS. This increase is believed to be closely related to 

students’ tendency to cheat by exploiting online assessment security flaws. The 

participants stated their discomfort due to the lack of sanctions against these students and 

how it reduced the reliability of the online assessment. This finding is consistent with the 

studies by Rogers (2006), which mentioned 17 reported issues of cheating among the 33 
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participants of the study and among the cheating methods referred to in the study, the 

highest frequencies belonged to viewing another student's screen, e-mails, internet use, 

and direct communication, and with the study conducted by Arnold (2014), which 

emphasised that problems such as the reliability of the online assessment tools and 

delivery methods of the exams still pose a challenge. Moreover, the concerns about who 

took the exams or fulfilled the task requirements were emphasised. Also, they underlined 

that owing to the technical difficulties encountered after assessing the students online, 

the questions had to be evaluated individually, which complicated and extended the time 

for the assessment practices.  

 I believe that cheating and plagiarism are some of the most significant issues regarding 

online assessment. I was well aware of the students’ capabilities, and the students knew 

there were no sanctions. Even the most hardworking ones gave up studying and used AI 

robots or online resources to provide answers to the questions. Thanks to the students, it 

was unsurprising that we, as instructors, learned new cheating methods in online 

assessment procedures.   

 In summary, the difficulties encountered during online assessment practices reveal the 

need to develop more reliable, efficient, and user-friendly systems. Participants agree 

that overcoming technical and ethical issues is crucial for better online assessment 

practices. 

 

Implications of the Study 

 The study results have multiple significant implications for EFL instructors in the 

Preparatory School setting regarding the problems they faced during online assessment 

and suggestions for online assessment procedures. 

 First, the findings of the study emphasise the importance of efficient in-service 

training regarding their integration into the LMS. It indicates the need for practical in-

service training due to the unfamiliarity of online assessment tools. It also emphasises 

that educational institutions or universities are required to address the needs of the 

instructors and the necessity to use online assessment tools in a more reliable way by the 

instructors. 

 It is also presented that due to the technical problems the instructors faced during the 

online assessment, technical support should always be available, and the need for this 

support may vary individually depending on the individuals. Along with these solutions, 

it is underlined that the instructors’ experience growth is crucial. 
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 Furthermore, the instructors discussed the importance of preventing plagiarism and 

cheating issues, stressing the importance of using anti-cheating precautions. They also 

mentioned that these issues could be deterred by integrating up-to-date technology into 

the assessment process. 

 The study highlights the significance of equitability during students’ online 

assessment procedures. It elucidates the need to be fair and prioritise it by finding a 

solution to ensure it. It is also underlined that following the trends in assessment 

technology may enable the system to be more instructor-friendly. 

 The study also reveals that the instructors received support to overcome the problems 

they faced. It highlights the importance of forming a collaborative work environment in 

the units, such as testing and assessment, to share the experience of instructors and guide 

the ones with less experience in gaining insights. This approach is believed to contribute 

to a supportive and dynamic online education environment. 

 

Limitations of the Study 

 The limitations should be considered to fully grasp the scope and significance of the 

study when evaluating it. Methodological preferences regarding the characteristics of the 

participants, the context of the study, the interpretations of the findings, and applicability 

to the general population play an important role. In this part, the limitations of the study 

in terms of methodological and conceptual were reviewed extensively to reveal the 

effects of the findings. Acknowledging the limitations could provide careful and 

conscious interpretations for further research. 

 The study was conducted with only 8 participants who were and are still employed in 

the Testing and Assessment Unit at the School of Foreign Languages at a state university 

in Türkiye. This may pose a limitation regarding the general validity and applicability of 

the study in different contexts. Also, the validity of the findings in a different institution 

may be limited. A focus group interview was utilised to gather the necessary data to 

reveal the participants’ experiences and in-depth attitudes. However, group dynamics 

may hinder stating personal differences and perspectives. Although focus group 

interviews allow extensive data analysis, they have interpretation limitations as they are 

not supported by quantitative analysis.  
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 The study focused on the difficulties encountered by instructors in online assessment. 

Nevertheless, a direct analysis of students’ success and its effects on the learning process 

was not conducted, and the instructors' adaptation process and personal growth were not 

analysed. 

 Additionally, ethical problems faced during the online assessment, such as plagiarism 

and cheating, were addressed, but strategies to overcome these issues must be examined 

extensively. 
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5. CONCLUSION 

 This study investigated the attitudes of preparatory school EFL instructors, who were 

and are still employed in the Testing and Assessment Unit at a state university, towards 

online assessment practices regarding FA and the difficulties they experienced. The 

findings reveal the instructors’ reservations about the limitations of online assessment 

tools and negative attitudes as a whole. The instructors believe the online assessment is 

less efficient because of technical problems, students’ unethical behaviours and 

ineffective online assessment tools - moreover, the probability of students cheating 

results in concerns over the reliability of the exams.     

The study highlighted technical problems related to LMS implementation, particularly 

during exam preparation; procedures such as entering the questions individually into the 

system were prominent. This situation entailed more tiring exam procedures and made 

the instructors face more technical problems. The instructors also experienced technical 

difficulties, such as internet connection issues, which hindered the students' ability to 

take the exams accurately and on time.      

Considering the difficulties encountered during online assessment practices, the study 

points out the need to develop more reliable, efficient and instructor-friendly assessment 

tools. Increasing the instructors’ IT skills and providing adequate in-service training may 

enhance the effectiveness of online assessments. Moreover, reinforcing ethical codes of 

conduct and tightening supervision over students can improve the reliability of online 

assessments. 

The results of this study also underline the gradual enhancement of the importance of 

technology in assessment. In particular, the tendency to use technology more effectively 

during the pandemic is observed. In this context, the study provides insights into 

instructors' adaptation to assessment procedures and effective administration. 

In conclusion, considering the instructors' attitudes and the difficulties encountered, 

comprehensive solutions need to be developed, and these solutions should be designed 

following the needs of the instructors and the students. In this regard, more 

comprehensive in-service training programmes and technical support are the 

fundamental factors that are believed to improve the efficiency and reliability of online 

assessment practices. 
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Suggestions for Further Studies 

Regarding the limitations of the study, varied suggestions can be made for further 

research. The first suggestion might be applied to the participant group. Conducting 

research with a larger participant scale may increase general validity and understand 

distinctive LMSs in different cultural contexts. Students may be integrated into the study, 

and quantitative research design can be employed using tests, surveys and learning 

analytics to present valuable information. Studies relating to ethical challenges regarding 

cheating and plagiarism and measures to be taken against them may be conducted to 

enhance the reliability and validity of online assessment procedures. Also, traditional and 

online assessments might be compared to reveal the advantages and disadvantages in 

detail. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



51 

REFERENCES 

Aaron, L. S., & Roche, C. M. (2013). Stemming the tide of academic dishonesty in higher 

education: It takes a village. Journal of Educational Technology Systems, 42(2), 

161-196. 

Abduh, M. Y. M. (2021). Full-time online assessment during COVID-19 lockdown: EFL 

teachers’ perceptions. Asian EFL Journal, 28(1.1), 26-46. 

Adinda, A., Wibowo, H., & Zarkasih, E. (2021). The use of advertisement in social media 

to enrich students’vocabulary. Lingua, 17(2), 209-217. 

Akay. E., & Gumusoglu, E. K. (2020). The impact of learning management systems on 

students’ achievement in language exams. Turkish Online Journal of Distance 

Education, 21(4), 206-222. 

Akşit, O. (2014). Investigating the instructors’ attitudes towards the use of information 

and communication technologies (ICT) in higher education. Master of Arts, 

Boğaziçi University, İstanbul. 

Akyildiz, S. T., & Ahmed, K. (2021). The importance of intercultural sensitivity in 

EFL. Advances in Social Science, Education and Humanities Research, 232. 

Al-Hashmi, S. (2021). A study on the impact of the sudden change to online education 

on the motivation of higher education students. Higher Education Studies, 11(3), 

78-88. 

Al-Kahtani, S., & Al-Haider, S. (2010). Factors affecting the use of CALL by EFL female 

faculty members in Saudi higher education: Current Status. Jalt Call 

Journal, 6(3), 153-170. 

Al-Sharhan, S., Al-Hunaiyyan, A., Alhajri, R., & Al-Huwail, N. (2020). Utilization of 

learning management system (LMS) among instructors and students. 

In Advances in Electronics Engineering: Proceedings of the ICCEE 2019, Kuala 

Lumpur, Malaysia (pp. 15-23). Springer Singapore.  

Alemu, B. M. (2015). Integrating ICT into Teaching-learning Practices: Promise, 

Challenges and Future Directions of Higher Educational Institutes. Universal 

journal of educational research, 3(3), 170-189. 

Alias, N. A., & Zainuddin, A. M. (2005). Innovation for better teaching and learning: 

Adopting the learning management system. Malaysian online journal of 

instructional technology, 2(2), 27-40. 



52 

Almansour, S., & Alaudan, R. (2022). Saudi EFL primary school teachers' and parents' 

perceptions of online assessment during COVID-19 pandemic. English Language 

Teaching, 15(5), 94-119. 

Alturki, U., & Aldraiweesh, A. (2021). Application of Learning Management System 

(LMS) during the COVID-19 pandemic: a sustainable acceptance model of the 

expansion technology approach. Sustainability, 13(19), 10991. 

https://doi.org/10.3390/su131910991 

Almansour, S., & Alaudan, R. (2022). Saudi EFL Primary School Teachers’ and Parents’ 

Perceptions of Online Assessment During COVID-19 Pandemic. English 

Language Teaching, 15(5), 94-119. https://doi.org/10.5539/elt.v15n5p94 

Arkorful, V., & Abaidoo, N. (2015). The role of e-learning, advantages and 

disadvantages of its adoption in higher education. International journal of 

instructional technology and distance learning, 12(1), 29-42. 

Ariffin, N. H. M., Alias, N. A., Abd Rahman, H., & Sardi, J. (2014). Assessment of the 

students' utilization of a learning management system in a Malaysian higher 

education. In 2014 IEEE Conference on e-Learning, e-Management and e-

Services (IC3e) (pp. 18-23). 

Ashworth, P., Bannister, P., Thorne, P., & Students on the Qualitative Research Methods 

Course Unit. (1997). Guilty in whose eyes? University students' perceptions of 

cheating and plagiarism in academic work and assessment. Studies in higher 

education, 22(2), 187-203. 

Babinčáková, M., Ganajová, M., Sotáková, I., & Bernard, P. (2020). Influence of 

formative assessment classroom techniques (Facts) on student’s outcomes in 

chemistry at secondary school. Journal of Baltic science education, 19(1). 

Baltaci, Ö. (2019). The predictive relationships between the social media addiction and 

social anxiety, loneliness, and happiness. International Journal of Progressive 

Education, 15(4), 73-82. 

Baranovskaya, T., & Shaforostova, V. (2017). Assessment and evaluation techniques. 

Journal of Language and Education, 3 (2), 30-38. 

Baron, J., & Crooks, S. M. (2005). Academic integrity in web based distance education. 

TechTrends, 49, 40-45. 

Battal, A., Polat, H., & Kayaduman, H. (2022). Assessment in online education during 

the COVID-19 pandemic: from the perspective of university instructors. e-Kafkas 

Journal of Educational Research, 9(3), 1072-1085. 



53 

Bawden, D. (2001). Information and digital literacies: a review of concepts. Journal of 

documentation, 57(2), 218-259. 

Bennett, R. E. (2011). Formative assessment: A critical review. Assessment in 

Education: Principles, Policy and Practice, 18(1), 5-25. 

Black, P., & Wiliam, D. (2009). Developing the theory of formative 

assessment. Educational Assessment, Evaluation and Accountability (formerly: 

Journal of personnel evaluation in education), 21, 5-31. 

Blurton, C. (1999). New Directions of ICT-Use in Education [Electronic 

resource]/Blurton C. Communication and Information Report, 2000(51). 

Borg, M. (2001). Key concepts in ELT. Teachers' beliefs. ELT journal, 55(2), 186-188. 

Boston, C. (2002). The Concept of Formative Assessment. Practical Assessment, 

Research, and Evaluation, 8(1), 9. DOI: https://doi.org/10.7275/kmcq-dj31 

Botezatu, V. (2023). Formative valences of peer assessment in project-based learning. 

In Values, systems, education. Challenges and Perspective, 124-130. 

Brewerton, P. M., & Millward, L. J. (2001). Organizational research methods: A guide 

for students and researchers. Sage. 

Brown, H. D. (2002). English language teaching in the “post-method” era: Toward better 

diagnosis, treatment, and assessment. Methodology in language teaching: An 

anthology of current practice, 9, 18. 

Burruss, G. W., Bossler, A. M., & Holt, T. J. (2013). Assessing the mediation of a fuller 

social learning model on low self-control’s influence on software piracy. Crime 

& Delinquency, 59(8), 1157-1184. 

Büyüköztürk, Ş. (2018). Sosyal bilimler için veri analizi el kitabı. Pegem Atıf İndeksi, 

001-214. 

Cakici, H. A., & Aksoy, Y. (2023). An analysis of online education perception among 

faculty of sports sciences students following the February 6th Turkey earthquake. 

Journal of ROL Sport Sciences, 4(3), 945-963. 

Cakici, Z., & Aksoy, G. (2024). Does the minimization of the average vehicle delay and 

the minimization of the average number of stops mean the same at the signalized 

intersections? International Journal of Transportation Science and Technology, 

13: 213-228. 

Cakir, R., & Solak, E. (2014). Exploring the Factors Influencing E-Learning of Turkish 

EFL Learners through TAM. Turkish Online Journal of Educational Technology-

TOJET, 13(3), 79-87. 



54 

Callahan, J. L. (2004). Effects of different seating arrangements in higher education 

computer lab classrooms on student learning, teaching style, and classroom 

appraisal (Doctoral dissertation, University of Florida). 

Callo, E. C., & Yazon, A. (2020). Exploring the factors influencing the readiness of 

faculty and students on online teaching and learning as an alternative delivery 

mode for the new normal. Universal Journal of Educational Research, 8(8), 3509-

3318. 

Canese, V., Ignacio Mereles, J., & Amarilla, J. (2022). Changes in educational adaptation 

during the covid-19 pandemic in Paraguay, 2020-2021. Religación: Revista de 

Ciencias Sociales y Humanidades, 7(34). 

Canese, V., Paez, R., & Amarilla, J. (2023). Critical Issues in the English Language 

Classroom: ICT and Online Learning in Language Education. International 

Journal of Technology in Education (IJTE), 6(1), 84-99. Doi: 

https://doi.org/10.46328/ijte.312 

Cavus, N. (2015). Distance learning and learning management systems. Procedia-Social 

and Behavioral Sciences, 191, 872-877. 

Celik, I., Sahin, I., & Aydin, M. (2014). Reliability and Validity Study of the Mobile 

Learning Adoption Scale Developed Based on the Diffusion of Innovations 

Theory. Online Submission, 2(4), 300-316. 

Chan, Y. C. (2008). Elementary school EFL teachers’ beliefs and practices of multiple 

assessments. Reflections on English language teaching, 7(1), 37-62. 

Chan, K. T. (2021). Embedding formative assessment in blended learning environment: 

The case of secondary Chinese language teaching in Singapore. Education 

Sciences, 11(7), 360. 

Chapman, K. J., & Lupton, R. A. (2004). Academic dishonesty in a global educational 

market: A comparison of Hong Kong and American university business students. 

International Journal of Educational Management, 18(7), 425-435. 

Chaput, H. H. (2004). The constructivist learning architecture: A model of cognitive 

development for robust autonomous robots. The University of Texas at Austin. 

Christopher, A. (2022). Overcoming Online Teaching and Learning Challenges in the 

Japanese Context. In Proceedings of The World Conference on Teaching and 

Education,  1 (1), 15-25. https://doi.org/10.33422/worldcte.v1i1.28 

  



55 

Ciroma, Z. I. (2014). ICT and education: Issues and challenges. Mediterranean Journal 

of Social Sciences, 5(26), 98. Doi:10.5901/mjss.2014.v5n26p98 

Coombe, C., Troudi, S., & Al-Hamly, M. (2012). Foreign and second language teacher 

assessment literacy: Issues, challenges, and recommendations. The Cambridge 

guide to second language assessment, 1, 20-29. 

Coombe, C., Vafadar, H., & Mohebbi, H. (2020). Language assessment literacy: What 

do we need to learn, unlearn, and relearn?. Language Testing in Asia, 10, 1-16. 

Cresswell, J. W. (2009). Research design: Qualitative, quantitative, and mixed methods 

approaches. Los Angeles 

Celik, I., Sahin, I., & Aydin, M. (2014). Reliability and Validity Study of the Mobile 

Learning Adoption Scale Developed Based on the Diffusion of Innovations 

Theory. Online Submission, 2(4), 300-316. 

Çokluk, Ö., Yilmaz, K., & Oğuz, E. (2011). Nitel bir görüşme yöntemi: Odak grup 

görüşmesi. Kuramsal Eğitimbilim, 4 (1), 95-107. 

Davison, C., & Cummins, J. (2007). Introduction: Assessment and evaluation in ELT: 

Shifting paradigms and practices. In International handbook of English language 

teaching, Springer, Boston, MA. https://doi.org/10.1007/978-0-387-46301-8_30 

Dawkins, R. (2004). Attributes and statuses of college students associated with classroom 

cheating on a small-sized campus. College Student Journal, 38(1), 116-129. 

Dağgöl, G. D., & Akçayoğlu, D. İ. (2023). From emergency remote teaching to remote 

online education: challenges, benefits and differences in EFL setting. Kastamonu 

Eğitim Dergisi, 31(1), 48-59. 

Dikli, S. (2003). Assessment at a distance: Traditional vs. alternative assessments. 

Turkish Online Journal of Educational Technology-TOJET, 2(3), 13-19. 

Dilshad, R. M., & Latif, M. I. (2013). Focus group interview as a tool for qualitative 

research: An analysis. Pakistan Journal of Social Sciences (PJSS), 33(1), 191-

198. 

Dos Santos, L. M. (2019). English language learning for engineering students: 

Application of a visual-only video teaching strategy. Global Journal of 

Engineering Education, 21(1), 37-44. 

Dung, D. T. H. (2020). The advantages and disadvantages of virtual learning. IOSR 

Journal of Research & Method in Education, 10(3), 45-48. 

Ekrem, S., & Recep, Ç. (2014). Examining Preservice EFL Teachers' TPACK 

Competencies in Turkey. Journal of Educators Online, 11(2). 



56 

Elcuma, A. (2022). Assessment and evaluation in ELT: Compilation. Eurasian Journal 

of Language Teaching and Linguistic Studies, 2(2). 

Erarslan, A. (2021). English language teaching and learning during COVID-19: A global 

perspective on the first year. Journal of Educational Technology and Online 

Learning, 4(2), 349-367. https://doi.org/10.31681/jetol.907757. 

Ertmer, P. A., Ottenbreit-Leftwich, A. T., Sadik, O., Sendurur, E., & Sendurur, P. (2012). 

Teacher beliefs and technology integration practices: A critical relationship. 

Computers & education, 59(2), 423-435. 

https://doi.org/10.1016/j.compedu.2012.02.001 

Ertmer, P. A., & Newby, T. J. (2016). Learning theory and technology: A reciprocal 

relationship. The Wiley handbook of learning technology, 18(4), 58-76. 

https://doi.org/10.1002/9781118736494.ch4 

Etikan, I., Musa, S. A., & Alkassim, R. S. (2016). Comparison of convenience sampling 

and purposive sampling. American journal of theoretical and applied statistics, 

5(1), 1-4. 

Eyal, L. (2012). Digital assessment literacy-The core role of the teacher in a digital 

environment. Journal of Educational Technology & Society, 15(2), 37-49. 

Eysenbach, G. (2000). Report of a case of cyberplagiarism-and reflections on detecting 

and preventing academic misconduct using the Internet. Journal of medical 

internet Research, 2(1), e793. 

Ezir, E. (2013). Assessment and Testing in ELT: The Difference Between Assessment 

and Testing. Jurnal Saintikom, 12(1), 37-42. 

Farrokhi, F., & Mahmoudi-Hamidabad, A. (2012). Rethinking convenience sampling: 

Defining quality criteria. Theory & practice in language studies, 2(4), 784-792. 

doi:10.4304/tpls.2.4.784-792 

Flick, U., von Kardoff, E., & Steinke, I. (2004). A companion to qualitative research. 

Sage. 

Gallant, T. B. (2008). Academic integrity in the twenty-first century: A teaching and 

learning imperative. ASHE higher education report, 33(5), 1-143. 

Ghanbari, N., & Nowroozi, S. (2021). The practice of online assessment in an EFL 

context amidst COVID-19 pandemic: views from teachers. Language Testing in 

Asia, 11(27), 1-18. https://doi.org/10.1186/s40468-021-00143-4 

https://doi.org/10.1016/j.compedu.2012.02.001
https://doi.org/10.1002/9781118736494.ch4


57 

Gilakjani, A. P., & Leong, L. M. (2012). EFL Teachers" Attitudes toward Using 

Computer Technology in English Language Teaching. Theory & Practice in 

Language Studies, 2(3), 630-636. 

Giraldo Velásquez, G. D. (2017). Transactional strategies to develop reading 

comprehension skills in a primary efl classroom. [Master thesis, Technological 

University of Pereira] 

Giraldo, V., Rasmussen, C., Biza, I., Khakbaz, A., & Hochmuth, R. (2017). Topic Study 

Group No. 2: Mathematics Education at Tertiary Level. In Proceedings of the 

13th International Congress on Mathematical Education: ICME-13, 381-386. 

Springer International Publishing. 

Gülcan, C. (2021). Nitel bir veri toplama araci: odak (focus) grup tekniğinin uygulanişi 

ve geçerliliği üzerine bir çalişma. Mersin Üniversitesi Sosyal Bilimler Enstitüsü 

Dergisi, 4(2), 94-109. 

Hafifah, G. N. (2020). Teachers Perspectives of ICT Integration in English Language 

Teaching: A Review of Literature. Journal of English Educators Society, 5(1), 9-

15. https://doi.org/10.21070/jees.v5i1.205 

Hamilton, L. S., Stecher, B. M., & Klein S. P. (2002). Making sense of test-based 

accountability in education. Rand Corporation. 

Hashmi, U. M., Rajab, H., & Shah, S. R. A. (2021). ELT During Lockdown: A New 

Frontier in Online Learning in the Saudi Context. International Journal of English 

Linguistics, 11(1), 44-53. https://doi.org/10.5539/ijel.v11n1p44. 

Heberling, M. (2002). Maintaining academic integrity in online education. Online 

Journal of Distance Learning Administration, 5(1), 1-7. 

Heil, J., & Ifenthaler, D. (2023). Online Assessment in Higher Education: A Systematic 

Review. Online Learning, 27(1), 187-218. 10.24059/olj.v27i1.3398 

Hockly, N. (2012). Tech-savvy teaching: BYOD. Modern English Teacher, 21(4), 44-

45. 

Hofer, M., & Harris, J. (2012, March). TPACK research with in-service teachers: 

Where’s the TCK?. In Society for Information Technology & Teacher Education 

International Conference (pp. 4704-4709). Association for the Advancement of 

Computing in Education (AACE). 

Hosseini, M. M., Egodawatte, G., & Ruzgar, N. S. (2021). Online assessment in a 

business department during COVID-19: Challenges and practices. The 

International Journal of Management Education, 19(3), 100556. 



58 

Işık, Ö. (2009). Turkish EFL teachers' attitudes towards ICT integration in language 

classrooms, (Doctoral dissertation, Bursa Uludag University, Turkey). 

Jati, G. (2012, November 5). Maximizing learning management system (LMS) in higher 

education: an ELT case. Paper presented at the 2012 symposium on 59th TEFLIN 

International Conference. English Language Learning and Teaching in the Digital 

Era. Widya Mandala Catholic University Surabaya. 

Jimoyiannis, A. (2010, June 19-24). Developing a technological pedagogical content 

knowledge framework for science education: Implications of a teacher trainers’ 

preparation program. Paper presented at the 2010 conference on Proceedings of 

Informing Science & IT Education Conference (InSITE), Cassino, Italy. 

Jimoyiannis, A., & Komis, V. (2007). Examining teachers’ beliefs about ICT in 

education: Implications of a teacher preparation programme. Teacher 

development, 11(2), 149-173. 

Judson, E. (2006). How teachers integrate technology and their beliefs about learning: Is 

there a connection?. Journal of technology and teacher education, 14(3), 581-597. 

Kanchai, T. (2021). EFL Teachers' ICT Literacy Acquisition to Online Instruction during 

COVID-19. LEARN Journal: Language Education and Acquisition Research 

Network, 14(2), 282-312. 

Karatas, H. (2015). Correlation among academic procrastination, personality traits, and 

academic achievement. Anthropologist, 20(1), 2. 

Kasim, N. N. M., & Khalid, F. (2016). Choosing the right learning management system 

(LMS) for the higher education institution context: A systematic review. 

International Journal of Emerging Technologies in Learning, 11(6), 55-61. 

Kearns, L. R. (2012). Student assessment in online learning: Challenges and effective 

practices. Journal of Online Learning and Teaching, 8(3), 198. 

Ketabi, S., & Ketabi, S. (2014). Classroom and Formative Assessment in Second/Foreign 

Language Teaching and Learning. Theory & Practice in Language Studies, 4(2), 

435-440. https://doi.org/10.4304/tpls. 

Khan, R. A., & Jawaid, M. (2020). Technology enhanced assessment (TEA) in COVID 

19 pandemic. Pakistan journal of medical sciences, 36(COVID19-S4), S108. doi: 

10.12669/pjms.36.COVID19-S4.2795. 

Köse, N. K. (2016). Technological pedagogical content knowledge (tpack) of English 

language instructors. Journal of Educational & Instructional Studies in the World, 

6(2), 12-19. 



59 

Krueger, N. (1998). Encouraging the identification of environmental 

opportunities. Journal of Organizational Change Management, 11(2), 174-183. 

Kulshrestha, T., & Kant, A. R. (2013). Benefits of learning management system (LMS) 

in Indian education. International Journal of Computer Science & Engineering 

Technology (IJCSET), 4(8), 1153-1154. 

Leh, A.S. (1995). The reformation in foreign language instruction. Paper presented at the 

annual national convention of the Association for Educational Communications 

and Technology, Anaheim, CA. (ERIC Document Reproduction Service No. ED 

383 320) 

Levin, T., & Wadmany, R. (2005). Changes in educational beliefs and classroom 

practices of teachers and students in rich technology-based classrooms. 

Technology, Pedagogy and Education, 14(3), 281-307. doi: 

https://doi.org/10.1080/14759390500200208 

Li, P., & Lan, Y. (2022). Digital Language Learning (DLL): Insights from Behavior, 

Cognition, and the Brain. Bilingualism: Language and Cognition, 25(3), 361-378. 

https://doi.org/10.1017/S1366728921000353 

Liat, E. (2012). Digital Assessment Literacy — the Core Role of the Teacher in a Digital 

Environment. Journal of Educational Technology & Society, 15(2), 37–49. 

http://www.jstor.org/stable/jeductechsoci.15.2.37 

Liu, H., Zhang, L. J., & Greenier, V. (2022). Language teacher psychology: New 

perspectives in multilingual contexts. Frontiers in Psychology, 13, 1109726. 

Lincoln, Y. S., & Guba, E. G. (1985). Naturalistic inquiry. sage. 

Lyashenko, M. S., & Malinina, I. A. (2015). The Use of Learning Management System 

projects for teaching a foreign language in the university. Procedia-Social and 

Behavioral Sciences, 182, 81-88. https://doi.org/10.1016/j.sbspro.2015.04.741 

Maatuk, M. A., & A. Abdelnabi, E. (2021, April). Generating uml use case and activity 

diagrams using NLP techniques and heuristics rules. In International Conference 

on Data Science, E-learning and Information Systems 2021 (pp. 271-277). 

Magdalena, I., & Kumarani, N. C. (2023). Pengembangan Model Evaluasi Sumatif Mata 

Pelajaran PAI di Sekolah Dasar. Anwarul, 3(2), 300-311. 

Mahapatra, S. K. (2021). Online Formative Assessment and Feedback Practices of ESL 

Teachers in India, Bangladesh and Nepal: A Multiple Case Study. Asia-Pacific 

Education Researcher, 30, 519–530. https://doi.org/10.1007/s40299-021-00603-

8 



60 

Massouti, A. (2023). Reviewing Teachers’ Competency for Distance Learning during 

COVID-19: Inferences for Policy and Practice. The Canadian Journal for the 

Scholarship of Teaching and Learning, 14(1), 1-13. 

Mathews-Aydinli, J., & Elaziz, F. (2010). Turkish students' and teachers' attitudes toward 

the use of interactive whiteboards in EFL classrooms. Computer Assisted 

Language Learning, 23(3), 235-252. 

Mayhew, E. (2018). Implementing electronic management of assessment: four key 

barriers faced by higher education providers moving to online submission and 

feedback. Research in Learning Technology, 26. 

McCabe, D. L., Treviño, L. K., & Butterfield, K. D. (2001). Cheating in academic 

institutions: A decade of research. Ethics &Behavior, 11(3), 219-232. 

McGill, T., Klobas, J., & Renzi, S. (2011). LMS use and instructor performance: The 

role of task-technology fit. In International Journal on E-Learning 10(1), 43-62.  

Montenegro-Rueda, M., Luque-de la Rosa, A., Sarasola Sánchez-Serrano, J. L., & 

Fernández-Cerero, J. (2021). Assessment in higher education during the COVID-

19 pandemic: A systematic review. Sustainability, 13(19), 10509. 

Morgan, G. J. (1997). Communication skills required by accounting graduates: 

practitioner and academic perceptions. Accounting education, 6(2), 93-107. 

Mphahlele, L. (2022). Students’ perception of the use of a rubric and peer reviews in an 

online learning environment. Journal of Risk and Financial Management, 15(11), 

503. 

Mukhtar, K., Javed, K., Arooj, M., & Sethi, A. (2020). Advantages, limitations and 

recommendations for online learning during COVID-19 pandemic era. Pakistan 

Journal of Medical Sciences, 36(COVID19-S4), S27.  

Mwila, P. (2018). Assessing the Attitudes of Secondary School Teachers towards the 

Integration of ICT in the Teaching Process in Kilimanjaro, Tanzania. 

International Journal of Education and Development using Information and 

Communication Technology, 14(3), 223-238. 

Kennedy, T. J., Regehr, G., Baker, G. R., & Lingard, L. A. (2005). Progressive 

independence in clinical training: a tradition worth defending?. Academic 

Medicine, 80(10), 106-111. 

Koehler, M. J., & Mishra, P. (2005). What happens when teachers design educational 

technology? The development of technological pedagogical content knowledge. 

Journal of educational computing research, 32(2), 131-152. 



61 

Köse, N. K. (2016). Technological pedagogical content knowledge (TPACK) of English 

language instructors. Journal of Educational & Instructional Studies in the World, 

6(2), 12-19. 

Lien, C. The effectiveness of outdoor learning on first year english majored students’ 

speaking skill at Dong Nai Technology University, 6(6), 3230-3234. 

Lyashenko, M. S., & Malinina, I. A. (2015). The Use of Learning Management System 

projects for teaching a foreign language in the university. Procedia-Social and 

Behavioral Sciences, 182, 81-88. 

Nurhayati, E., Rizaldi, D. R., & Fatimah, Z. (2020). The Correlation of Digital Literation 

and STEM Integration to Improve Indonesian Students' Skills in 21st 

Century. Online Submission, 1(2), 73-80. 

Olgun, O. S., & Adali, B. (2008). Teaching grade 5 life science with a case study 

approach. Journal of Elementary Science Education, 20(1), 29-44. 

Olson-Sawyer, C. (2022). Professional Development for Special Education 

Paraeducators: How to Effectively Train Classroom Staff to Support Students 

with Complex Instructional and Behavioral Needs (Doctoral dissertation, 

Portland State University). 

Oz, H. (2015). Assessing pre-service English as a foreign language teachers' 

technological pedagogical content knowledge. International Education Studies, 8, 

119-130. DOI:10.5539/ies.v8n5p119 

Pamuk, S. (2012). Understanding preservice teachers' technology use through TPACK 

framework. Journal of Computer-Assisted Learning, 28(5), 425-439. 

https://doi.org/10.1111/j.1365-2729.2011.00447.x 

Papadima-Sophocleous, S. (2014). Quality assurance: from ancient times to today’s 

Language Centres. 

Pastore, S. (2022). Assessment Literacy in the Higher Education Context: A Critical 

Review. Intersection: A Journal at the Intersection of Assessment and Learning, 

4(1). 

Pathak, A., & Intratat, C. (2012). Use of semi-structured interviews to investigate teacher 

perceptions of student collaboration. Malaysian Journal of ELT Research, 8(1), 

1-10. 

Patton, M. Q. (2002). Qualitative research & evaluation methods. Sage. 

  



62 

Petrović, J., & Pale, P. (2022). Exploring usage of summative peer assessments in 

engineering education. In Towards a new future in engineering education, new 

scenarios that european alliances of tech universities open up (pp. 2146-2150). 

Universitat Politècnica de Catalunya. 

Phongsirikul, M. (2018). Traditional and Alternative Assessments in ELT: Students' and 

Teachers' Perceptions. Reflections, 25(1), 61-84. 

Pierson, M. E. (2001). Technology integration practice as a function of pedagogical 

expertise. Journal of research on computing in education, 33(4), 413-430. 

Poudel, A. P. (2022). Information and Communication Technology in English Language 

Teaching: Some Opportunities and Challenges. Journal of Comparative and 

International Higher Education, 14(4), 103-116. 

Polat, A. (2022). Nitel araştırmalarda yarı-yapılandırılmış görüşme soruları: Soru form 

ve türleri, nitelikler ve sıralama. Anadolu Üniversitesi Sosyal Bilimler Dergisi, 

22(2), 161-182. 

Prestridge, S. (2012). The beliefs behind the teacher that influences their ICT practices. 

Computers & education, 58(1), 449-458.  

Poudel, A. P. (2022). Information and communication technology in english language 

teaching: some opportunities and challenges. Journal of Comparative and 

International Hi her Education, 14(4), 103-116. 

Rabiman, R., Nurtanto, M., & Kholifah, N. (2020). Design and Development E-Learning 

System by Learning Management System (LMS) in Vocational Education. 

Online Submission, 9(1), 1059-1063. 

Remmi, F., & Hashim, H. (2021). Primary school teachers’ usage and perception of 

online formative assessment tools in language assessment. International Journal 

of Academic Research in Progressive Education and Development, 10(1), 290-

303. 

Riasati, M. J., Allahyar, N., & Tan, K. E. (2012). Technology in language education: 

Benefits and barriers. Journal of education and practice, 3(5), 25-30. 

Rice, P. L., & Ezzy, D. (1999). Sampling strategies for qualitative research. Qualitative 

Research Methods - A Health Focus. Sydney: Oxford University Press, 40-50. 

Robles, M., & Braathen, S. (2002). Online assessment techniques. Delta Pi Epsilon 

Journal, 44(1), 39-49. 

  



63 

Rogers, C. F. (2006). Faculty perceptions about e-cheating during online testing. Journal 

of Computing Sciences in Colleges, 22(2), 206-212. 

Ruan, L. (2015). Language teaching from the view of formative assessment. Theory and 

Practice in Language Studies, 5(1), 92. 

Sanchez-Lopez, E., Kasongo, J., Gonzalez-Sanchez, A. F., & Mostrady, A. (2023). 

Implementation of formative assessment in engineering education. Acta 

Pedagogia Asiana, 2(1), 43-53. 

Sener, B., Ertem, İ. S., & Ahmet, M. E. Ç. (2020). Online teaching experiences of ELT 

instructors. Journal of Educational Technology and Online Learning, 3(3), 340-

362. 

Sevimel-Sahin, A., & Subasi, G. (2019). An overview of language assessment literacy 

research within English language education context. Journal of Theoretical 

Educational Science, 12(4), 1340-1364. 

Shafiq, D. A., Marjani, M., Habeeb, R. A. A., & Asirvatham, D. (2022). Student retention 

using educational data mining and predictive analytics: a systematic literature 

review. IEEE Access, 10, 72480-72503. 

Shokeen-Ram, N., & Ruwali, N. P. (2022). Information and Communication Technology 

(ICT) in Education. Kala Sarovar, 25(1), 547-550. 

Shulman, S. C. (1996). International and national integration in multiethnic states: the 

sources of Ukrainian (dis) unity. University of Michigan. 

Shifflet, R., & Weilbacher, G. (2015). Teacher beliefs and their influence on technology 

use: A case study. Contemporary Issues in Technology and Teacher Education, 

15(3), 368-394. 

Shivasharanappa, P. (2015). A comparative study of teachers attitude towards teaching 

as a profession. Editorial Board, 4(12), 17. 

Smith, P. J., Coldwell, J., Smith, S. N., & Murphy, K. L. (2005). Learning through 

computer‐mediated communication: a comparison of Australian and Chinese 

heritage students. Innovations in Education and Teaching International, 42(2), 

123-134. 

Smith, L. K., & Southerland, S. A. (2007). Reforming practice or modifying reforms?: 

Elementary teachers' response to the tools of reform. Journal of Research in 

Science Teaching: The Official Journal of the National Association for Research 

in Science Teaching, 44(3), 396-423. 



64 

Sophocleous, C. (2014). Mediations and Manipulations: Everyday Community 

Partnership Making in South Wales (Doctoral dissertation, Cardiff University). 

Speer, N. M. (2008). Connecting beliefs and practices: A fine-grained analysis of a 

college mathematics teacher's collections of beliefs and their relationship to his 

instructional practices. Cognition and Instruction, 26(2), 218-267. 

https://doi.org/10.1080/07370000801980944 

Syafrizal Syafrizal, J. P. (2020). Language assessment in English language teaching: A 

washback of Indonesian students’ test in COVID 19 situation. Journal of 

Southwest Jiaotong University, 55(4). https://doi.org/10.35741/issn.0258-

2724.55.4.40 

Szabo, A., & Underwood, J. (2004). Cybercheats: Is information and communication 

technology fuelling academic dishonesty?. Active learning in higher education, 

5(2), 180-199. 

Tanner, C. A. (2004). Moral decline or pragmatic decision making?: Cheating and 

plagiarism in perspective. Journal of Nursing Education, 43(7), 291-292.Tekin, 

B. B., & Nakiboglu, C. (2006). Identifying students' misconceptions about 

nuclear chemistry. A study of Turkish high school students. Journal of Chemical 

Education, 83(11), 1712. 

Taras, H. (2005). Physical activity and student performance at school. Journal of school 

health, 75(6), 214-218.  

Tekin, B. B., & Nakiboglu, C. (2006). Identifying students' misconceptions about nuclear 

chemistry. A study of Turkish high school students. Journal of chemical 

Education, 83(11), 1712. 

Thomas, D. (2017). Factors that explain academic dishonesty among university students 

in Thailand. Ethics & Behavior, 27(2), 140-154. 

Tinio, V. L. (2003). ICT in Education. Retrieved January 02, 2024 from 

https://digitallibrary.un.org/record/524544 

Tosuncuoglu, I. (2018). Importance of Assessment in ELT. Journal of Education and 

Training Studies, 6(9), 163-167. 

Turgut, Y. (2017). An Analysis of TPACK Integration into English Language Teacher 

Education Programs: A Comparative Study of Turkey and Denmark. Journal on 

English Language Teaching, 7(4), 1-15. 

  



65 

Tümen-Akyıldız, S., Çelik, V., & Ahmed, K. H. (2021). The Impact of COVID-19 

Pandemic on EFL Classes through the Lenses of Secondary Learners. Shanlax 

International Journal of Education, 9(4), 389–406. 

https://doi.org/10.34293/education.v9i4.4210 

Turgut, Y. (2017). A Comparison of Pre-Service, In-Service and Formation Program for 

Teachers' Perceptions of Technological Pedagogical Content Knowledge 

(TPACK) in English Language Teaching (ELT). Educational Research and 

Reviews, 12(22), 1091-1106. DOI: 10.5897/ERR2017.3311 

Underwood, J., & Szabo, A. (2003). Academic offences and e‐learning: individual 

propensities in cheating. British Journal of Educational Technology, 34(4), 467-

477. 

Valverde-Berrocoso, J., Fernández-Sánchez, M. R., Revuelta Dominguez, F. I., & Sosa-

Díaz, M. J. (2021). The educational integration of digital technologies preCovid-

19: Lessons for teacher education. PloS one, 16(8), e0256283. 

Voogt, J., Fisser, P., Roblin, N. P., Tondeur, J., & van Braak, J. (2012). Technological 

pedagogical content knowledge a review of the literature. Journal of Computer 

Assisted Learning, 29(2), 109-121. https://doi.org/10.1111/j.1365-

2729.2012.00487.x 

Xia, Q., Chiu, T. K., Lee, M., Sanusi, I. T., Dai, Y., & Chai, C. S. (2022). A self-

determination theory (SDT) design approach for inclusive and diverse artificial 

intelligence (AI) education. Computers & Education, 189, 104582. 

Yıldırım, I. (1999). Some values of Turkish university students from varying degrees of 

religiosity. Hacettepe Üniversitesi Eğitim Fakültesi Dergisi, 16(17), 113-123. 

Yildirim, I., & DEMİR, S. (2013). Use of technology assisted mathematics education and 

alternative measurement together. Cukurova University Faculty of Education 

Journal, 42(1), 65-73. 

Yulianto, D., & Mujtahid, N. M. (2021). Online assessment during COVID-19 pandemic: 

EFL teachers’ perspectives and their practices. Journal of English teaching, 7(2), 

229-242. 

Wei, L. (2010). Formative assessment: Opportunities and challenges. Journal of 

Language Teaching & Research, 1(6), 838-841. 

Wilkins, J. L. (2008). The relationship among elementary teachers’ content knowledge, 

attitudes, beliefs, and practices. Journal of Mathematics Teacher Education, 11, 

139-164. 



66 

Zangana, I. M., & Nesrallah, O. (2023). Challenges of Teaching English Language 

Online: Teachers Perspective. Journal of Namibian Studies: History Politics 

Culture, 33, 296-304. 

Zhang, K., Li, Y., Wang, J., Cambria, E., & Li, X. (2021). Real-time video emotion 

recognition based on reinforcement learning and domain knowledge. IEEE 

Transactions on Circuits and Systems for Video Technology, 32(3), 1034-1047. 

 

 

 

 

  



67 

APPENDICES 

Appendix A. Cag University Ethic Committee Approval 

 

 
 

 

 

 

 

 

 
 



68 

 

 
  

Enstitü müdürlüğünde evrak aslı ıslak 

imzalıdır. 

Enstitü 

müdürlüğünde evrak 

aslı ıslak imzalıdır. 

Enstitü müdürlüğünde 

evrak aslı ıslak imzalıdır. 

Enstitü müdürlüğünde evrak 

aslı ıslak imzalıdır. 

Enstitü 

müdürlüğünde 

evrak aslı ıslak 

imzalıdır. 

Enstitü 

müdürlüğünde 

evrak aslı ıslak 

imzalıdır. 

Enstitü 

müdürlüğünde 

evrak aslı ıslak 

imzalıdır. 

Enstitü 

müdürlüğünde 

evrak aslı ıslak 

imzalıdır. 

Enstitü 

müdürlüğünde 

evrak aslı ıslak 

imzalıdır. 

Enstitü 

müdürlüğünde 

evrak aslı ıslak 

imzalıdır. 

Enstitü 

müdürlüğünde 

evrak aslı ıslak 

imzalıdır. 

İngiliz Dili Eğitimi 

Şirvan 

KALSIN 



69 

Appendix B. Informed Consent Forms of The Study  

 

  

 

 

Enstitü müdürlüğünde evrak aslı ıslak imzalıdır. 



70 

Appendix C. Focus Group Interview Questions 

 

1. Before the outbreak of the pandemic, what did you know about online 

assessment? 

2. Did you have a chance to use any of the online assessment tools before the 

pandemic? 

3. How would you define your technology skills in the online assessment process? 

Do you normally handle the technical problems? 

4. How did you assess the students in the 2019-2020 academic year spring term and 

2020-2021 academic year? Which question types did you use? 

5. Did you get any in-service training on how to use LMS? 

6. Did you encounter any problems during the administration of the online exams? 

If so, what were they? 

7. Did you encounter any other problems apart from the technicality? 

8. Did you encounter any problems after assessing the students using an LMS? If 

so, what were they? 

9. How would you define your overall experience in online assessment? 

10. What do you think can be done to be more instructor-friendly while applying 

online assessment using an LMS? 
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Appendix F. Request Letters of the Institute of Social Sciences for Permission to 
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