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Abstract

Universities around the world are realizing the numerous benefits to increased online
instructional offerings. The temptation is great to move rapidly ahead in order to increase
enrolments by meeting the increased demands of all stakeholders, from students to faculty
to board members and investors. However, providing online learning can be a double-
edged sword. If it is not monitored carefully and continuously, the repercussions may be
significant, potentially resulting in decreased success and retention rates and ultimately
lost revenue. This paper will present a framework for assessing the effectiveness of online
learning programs, with success and retention as the two central metrics. The implemen-
tation of the framework will be illustrated through a case study of retention efforts at a
public higher education institution in the United States.
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Oz

Diinyanin her yerinde, iiniversiteler online derslerin ve ders malzemelerin ¢ogalmasinin
cesitli faydalarim fark etmektedirler. Ogrencilerden akademisyenlere, miitevelli heyeti
iiyelerinden yatirimcilara kadar biitiin paydaslarin artan taleplerini karsilayarak 6grenci
kayitlarinin arttirtlmasi ve online ders veren kurumlarin diger {iniversitelerin 6niine ge-
¢ebilmesinin cazibesi oldukga biiyiiktiir. Ancak online egitim vermek iki ucu keskin bir
bigak olabilir. Eger dikkatli ve diizenli denetlenmezse, online egitim geri tepebilir, basari
ve okula devam oranlarinda diigiise ve hatta maddi zarara sebebiyet verebilir. Bu calig-
ma, basar1 ve okula devami temel 6lgiit alarak online egitim programlarinin faydaliligini
degerlendirmek i¢in bir ¢erceve sunmayi amaglamaktadir. Bu ¢er¢evenin uygulamasi,
ABD’de bir devlet yiiksekdgretim kurumundaki okula devami saglama caligmalart iizeri-
ne bir vaka caligmasiyla gosterilecektir.

Anahtar sézciikler: Internet aracihig1 ile (online) 6grenme, uzaktan 6grenme, koruma,
degerlendirme, yansitma

Introduction

In the United States, nearly 70% of chief academic officers report the strategic im-
portance of online learning for their institutions and over 30% of all higher education
students take at least one course online (Allen&Seaman, 2013). In countries such as
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a broader population, over 40% of higher education students are enrolled in distance
Turkey, where the existence of an Open University expands online learning to learning
courses (Ozkul&Latchem, 2011). Indeed, most countries are experiencing well over
10% annual growth in online enrollments. The reality for administrators of institu-
tions providing online learning is that the growth curve may just as easily move in the
opposite direction if the institution fails to effectively monitor the quality of its online
offerings.

There are compelling arguments being made for national and international at-
tention to this matter. Accreditation of online learning (Kocdar&Aydin, 2012), which
implies broadly accepted standards and criteria with the goal of uniform, consistent
assessment and ratings of institutions, is garnering increasing support. National and
international quality assurance bodies such as ENQA (the European Association for
Quality Assurance in Higher Education) in Europe and CHEA (the Council for Higher
Education Accreditation) in the United States have issued guidelines for the effective
establishment of online learning programs. However, Huertas et al.(2011) suggest that
there is still a considerable gap between concept and application, arguing that attention
to “e-learning quality is not included as a regular or integral part of national quality
reviews in any country in Europe” (2009). Likewise, a report published by the Swed-
ish National Agency for Higher Education points out that while e-learning is on the
agenda in many European contexts and in individual countries, it is only recently, and
much more sporadically, that the subject has been broached of how e-learning quality
should be assessed. In many organizations, quality in e-learning appears to be a non-
issue (2008, p.9).

One reason why online learning should be carefully monitored is the nature of the
students who tend to enroll in online learning in great numbers. In countries such as the
US and Turkey, there are demographic consistencies among many distance learning
students that make them at-risk students; e.g. higher percentages of working students,
part-time students, and students in non-traditional age groups (Aud et al., 2011). This,
combined with the fact that succeeding in a distance learning course requires substan-
tial self-discipline and motivation (Brophy, 2010), arguably implies that distance edu-
cation courses require greater effort for most students, and that they should be closely
monitored to ensure that in relation to the traditional classroom, comparable numbers
of students are successfully completing courses and programs of study. Regardless of
whether online instruction is assessed as a result of accreditation efforts or national
quality reviews, higher education institutions should seriously consider an internal,
systematic online learning assessment plan in order to see that the majority of students
may achieve their educational goals. The choice to not implement such a system may
result in dramatic financial consequences for the institution.

Given this backdrop, this paper will report on the efforts of a single higher educa-
tion institution in the United States to develop and implement an assessment framework
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for its online learning program. The assessment framework was created in response to
a larger, institution-wide effort to increase student retention. The online program at
the school was well-established and gaining in popularity among instructors who ex-
pressed a desire to teach online, and the flood of students wanting to learn online. In
addition to the internal need to monitor this educational program, there was emerging
external pressure from accrediting bodies who were scrutinizing online learning more
closely. In response, the school developed an assessment framework for its online
courses and program. This report is an evaluation of that effort. The paper describes
the methodology used for examining the assessment framework, the design and imple-
mentation of the framework itself, a five-year review of results of assessing the online
program, followed by a discussion of the learnings from this process.

Methodology

For this research, the Case Study approach was utilized. Stake’s (1998) earlier
definition takes the angle that a case study is not so much about the methodology, but
rather it is a choice of the object to be studied. The case study, more recently defined
by Creswell (2013), is a qualitative approach in which an actual, real-life situation is
explained via a detailed, in-depth data collection process involving multiple sources
of information. Creswell draws a distinction between the intrinsic case study, where
the researcher seeks to better understand a particular case, and the instrumental case
study, where a particular case is examined to “understand a specific issue or problem”.
He further remarks that the line can be blurry between these two forms, and that many
studies have some crossover. This specific case would fall into this third category of
both the intrinsic and instrumental case.

The institution for this case was chosen because it is where the researcher was
employed at the time. The data-collection methodology of triangulation was employed
in an attempt to secure in-depth understanding (Denzin&Lincoln, 1998) of the spe-
cific issue under exploration: the effectiveness of our online student retention efforts.
Triangulation is the use of multiple and different sources, methods, investigators, and
theories to provide corroborating evidence (Creswell, 2013), or what Stake (1998)
refers to as using “multiple perceptions” to clarify meaning. Thus, at the institution in
this study, quantitative and qualitative data was gathered from the college’s Learning
Outcomes database; records provided by the schools Office of Institutional Effective-
ness;, faculty, staff, and student surveys; professional development workshop evalu-
ations; hundreds of formal and informal meetings across campus over the five-year
development and implementation period.

The higher education institution where this case study was conducted is a small
(approximate enrollment 3,000), rural, public college. The school has been providing
online learning opportunities since the mid-1990s, but online courses were limited to
those programs with faculty who were “early adopters” of this methodology. As online
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instruction became more accessible (i.e. knowledge of HTML was not mandatory) to
both faculty and students via specialized programs (e.g. Blackboard and later Moodle)
course offerings and enrollments began to increase. In addition, over 50% of students
at the school were part-time because they worked while attending school. This is what
made online learning so attractive: It offered a great deal of flexibility to both the stu-
dents and to school administrators. While this helped to generate greater enrollments
in online courses, it also signaled challenges, as the number of non-completers — of
courses and academic programs — began to rise as well. By 2004, over 50% of students
had enrolled in at least one online course; by 2007, this had risen to over 70%. At the
same time, where 75% of students enrolled in seated, or traditional, classes were suc-
cessfully passing their classes (i.e. grade of C or better), a considerably lower 66%
of students enrolled in online courses were successfully passing. In the same year,
85% for traditional students completed their courses (regardless of the grade received),
compared with 78% of online students. Moreover, the institution was struggling with
an overall retention rate of 55%; i.e. 45% of students who started school in the fall se-
mester would not return the following fall. The school did not perceive online learning
as the sole cause of low retention rates, however, because such a significant percentage
were not completing or passing their online courses, this area became a central focus
for efforts to increase overall retention rates at the school.

Developing A Framework for Assessing Online Learning

The Assessment Framework

Once the school determined that a primary focus of retention efforts would be the
online learning program, the question then became where to “drill” into the program
and identify barriers to success and retention. The logical first step was to explore ex-
isting models. An early list of “key areas of institutional activity” for the assessment
of distance learning was published by the Council for Higher Education Accreditation
(CHEA, 2002). The list drew attention to the presence of online learning within the
organizational structure such as alignment with institutional mission, organizational
structure, and resources. From a learning perspective, is online learning integrated
into curriculum design, student and faculty support mechanisms, and importantly, is
it evaluated via student learning outcomes. In 2010, the Southern Association of Col-
leges and Schools (a US regional accrediting body) had issued guidelines for the as-
sessment of distance education programs.

The centerpiece of the SACS guidelines reads: “Comparability of distance educa-
tion programs to campus-based programs and courses is ensured by the evaluation of
educational effectiveness, including assessments of student learning outcomes, student
retention, and student satisfaction.” This statement is broken into four essential ques-
tions that provide a framework for assessment of online education programs:

1. Is the distance education program reflected in the institution’s strategic plan?
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2. Is there evidence that outcomes for the program have been identified?

3. Is there evidence that the effectiveness of the distance education program is
regularly assessed and steps taken for improvement of the program?

4. Has the institution developed student learning competencies for the cours-
es/programs offered by distance education? If these are the same competencies for
courses/programs offered by “traditional” methodologies, is assessment identified for
distance learning students separate from students taking courses by “traditional” meth-
odologies?

With the SACS guidelines in hand, the school’s Distance Learning Advisory
Council (DLAC) identified a set of metrics for which data would be collected to assess
the online learning program. These included: course success rates, course comple-
tion rates, student surveys, end-of-semester course evaluations, modality comparisons,
grade distributions, program reviews, and learning outcomes (at the institutional, pro-
gram, and course levels).

In addition, the DLAC created an in-house peer review process (i.e. the Quality
Assessment Plan - QAP) designed to comprehensively evaluate all online courses,
each of which was designed and created by a course instructor. If a course receives a
score below the established threshold, technical assistance and professional develop-
ment for the areas of weakness are provided to the instructor. The goal of the QAP
is not to seek out inadequate courses for punishment, but rather to strengthen online
offerings in an effort to increase success and retention. This is detailed below, under
3.3.1. As a result of six years of collection and analysis of data, a number of changes
in policy and practice have been exercised. The result has been a steady rise in success
and retention rates in the online learning program.

Implementing the Assessment Framework

Existing retention data at the school, plus the guidelines suggested by SACS, pro-
vided probing questions that forced the school to seriously consider how it was moni-
toring its online learning program. The guidelines were a starting point to questions
about institutional commitment to online learning, the methodologies being used to
assess the online program, and perhaps most importantly, whether the institution was
assessing the degree to which learning was taking place in online courses — particularly
in relation to traditional courses.

Institutional commitment.

Question #1, regarding the institution’s strategic plan, is intended to determine the
institution’s dedication to distance learning, including the commitment of resources to
the continuous assessment and improvement of distance learning. Has the institution
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deemed online learning to be of enough importance that goals, objectives, outcomes,
and resources have been identified for the sustainability and growth of this methodol-
ogy?

The institution in this case study realized that within its existing strategic plan,
expressed commitment to online learning was cursory. At the time, the most relevant
statement in the strategic plan read: “We will create a culture where all institutional
actions are focused on improving student learning and success and leading to student
goal completion.” Likewise, the most relevant objective guiding data collection for
this goal was: “Success and withdrawal rates by instructional modalities”. One could
argue that support for online learning was implicit in these statements, however, many
in the online learning program felt that more explicit articulation of recognition of
online learning was necessary. The school’s mission statement now clearly reflects its
commitment to online learning with:

[The college] offers opportunities for lifelong learning through high quality tra-
ditional and distance learning teaching, training, support, and enrichment with the in-
tended purpose of improving the quality of life for all citizens of [our region and state].

Program outcomes identified.

Question #2, identification of program outcomes, simply asks if outcomes have
been identified for the program, broadly speaking. This is a very basic, yet essen-
tial task. Have program and institutional administrators considered the outcomes that
should be measured in order to assess the effectiveness of the program, and its admin-
istration. An example program outcome may be: Faculty demonstrate the ability to
teach in the online environment in a proficient (student-centered) manner.

Regular assessment of the distance learning program.

Question #3 is the next logical step following the identification of program out-
comes: Are they assessed? How are the results used? This question pertains to the
quality and effectiveness of the online learning program. To return to our example
outcome (above), the focus is now on the issue of measuring “ability to teach” and
“proficient manner”. As with all good assessment, it is important to try and gather
data for a single outcome via multiple measures. For online learning, institutions may
consider a number of ways to measure the ability to teach in a proficient manner. Pos-
sible measurements may include:

A Quality Assessment Plan

Success, Persistence, and Retention Rates
Student Surveys and Evaluations

Modality Comparison & Grade Distributions
Program Reviews

A
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A quality assessment plan (QAP).

A Quality Assessment Plan may be a proprietary product or it may be developed
in-house. It is essentially a detailed rubric used to objectively evaluate the quality of
instruction being offered by performing a peer-review analysis of an instructor’s on-
line course. Generally, the review is conducted by a team, not an individual. The team
may be comprised of a distance learning instructional design specialist, a content area
specialist, and an impartial faculty member who is unfamiliar with the content and the
course under review. Any course receiving a score below the standard established by
the DLAC must re-enter the review process once suggested improvements have been
made. At the case-study college, all existing online courses were administered the
newly-developed review process. Even though they may have been in existence for a
number of years, they were still subject to the same requirements as any new online
course; i.e. if the standards were not met, improvements were mandatory before teach-
ing could continue. In addition, any course that has been reviewed is placed on a three-
year cycle whereby it will undergo the review process every three years.

One way in which this process may be conducted is for faculty and staff to de-
velop a rubric to assess online courses. The overarching criteria may include: Staff
Information, Organization, Learning, Technology, Learner Support, and Accessibil-
ity. Under each of these broad criteria is a sub-set of more specific indicators. As an
example, under Learning, a sub-criterion may read: “Course evaluation of students is
linked to course objectives and includes multiple ways of assessing students.” Under-
neath this criterion, the instructor and course are evaluated for the number and type of
assessments used during the course. The course is also scored according to whether
“the types of assessments selected measure the stated learning outcomes and unit ob-
jectives and are consistent with course activities and resources.” Another criterion is
“assessment strategies provide feedback to the students.” If the online course of an
individual is lacking in any of the areas specified on the rubric, then an instructional
designer or online education specialist will provide support and training to ensure that
the course meets the relevant criteria. As for the utility of this exercise in evaluating
the distance education program, data from individual evaluations can be aggregated
and emergent patterns can speak to the quality of the program, as well as point to
broad needs for technical support or professional development. The following figure
is a snapshot of the QAP. It represents a sub-section (i.e. assessments used) under the
criterion of Learning. Column B indicates the points given by the reviewer of this
particular course assessment.
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Table 1. Sample sub-section, under learning, of quality assessment plan

Assessments include a variety of the following A B
(at least 4 different types):
Self-check or practice types of tests to provide | 1 1

|_auick student feedback

Online testing

Discussion board postings
Course  evaluation  is | E Portfolios

linked to course objectives | Projects - group or individual
and  includes  multiple | Student presentations

ways of assessing students. | Peer evaluations

Case studies
Papers
The types of assessments selected measure the

U NI (UG VI NI (UG VI U (N

stated learning outcomes and unit objectives and

Assessment strategies provide feedback to the | 1
Assessments selected are appropriate  to the | 1
Total Points Received for this Section

O\ | —

Success, persistence and retention rates.

“Success” can be defined by the institution assessing its own online programs, or
it may be pre-determined by an external organization, such as an accrediting body. In
the US, a generally accepted definition of success is receiving a passing score of “C” or
better in a course. “Persistence” is a term that lacks a consistently-accepted definition.
Again, the definition my be determined by the institution or an external agent. In many
schools in the US, persistence is defined as the student completing a specific course,
regardless of the grade at the end of the course. Therefore, a student may persist in a
course by staying in the course until the end of the semester, but the student may not
succeed in the course because he received a D or F for a final grade. “Retention” asks
whether a student remains in a program until graduation. Whereas persistence exam-
ines short-term (i.e. one semester) data, retention examines long-term data (i.e. for the
complete program).

All three of these metrics can be used as single-point indicators of how effec-
tive an online learning course or program may be. They can be examined in a mul-
ti-semester or multi-year trend line. They may also be examined in comparison to
seated or traditional sections or programs. For example, success and persistence rates
could be compared between online and seated sections of the same biology course. Or,
an institution may compare retention rates of students in their online and on-campus
Teacher Preparation programs. In the case of comparing two or more sections of the
same course taught in the same semester, an ideal situation would be to have the same
instructor teaching at least one online and one seated section of the course, in order to
control for this variable.
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Table 2. A three-year comparison of success and persistence rates in a single

course.
Traditional Hybrid Internet
Enr Succ Withd Persist Succ Enr Succ Withd Persist Succ [Enr  Succ Withd Persist Succ
Yearl g 13 2 889% 722% | 24 14 4 833% 58.3%| 42 29 6 85.7% 69.0%
Year2 o 0 na na | 18 17 1 944% 944%| 95 60 18 81.1% 63.2%
Year3 17 10 4 765% 588%| 0 0 0  nwa na |41 3 10 78.7% 68.1%
Total 35 53 6 soo% 657% | 42 31 5 88.1% 73.8%| 184 121 34 81.5% 65.8%

Student surveys and evaluations

Student surveys and evaluations can be carried out from the institutional level to
the course level. Depending on whether an institution utilizes a proprietary survey, or
one developed in-house, questions specific to the online program and courses may be
interwoven. Indeed, some institutions gather relevant online program feedback from
students on three separate surveys: 1) an annual, institution-wide survey; 2) an end-
of-course evaluation; and 3) a survey administered specifically by the online program.

An item on a course-level survey may read: “The instructional methods used are
appropriate to the course.” Or, “The instructor’s teaching strategies contribute to my
understanding of the course.” These are certainly not directly applied to online in-
struction, however for the sake of comparability between seated and online courses,
the items on the course-level survey may be more general. As mentioned previously,
this information would not tip the scales on any decision making, yet it may help
validate other data that has been gathered. Conversely, the survey administered by the
online program may ask more specific questions, such as, “Before enrolling, I met with
a faculty advisor to discuss my level of self-discipline, motivation, commitment, and
technical ability to succeed in this online course.”

Survey information is extremely useful because it can be used to test hypotheses
about why certain phenomena are occurring in online courses. For example, students
may be asked to rate the response time of the instructor when they email or post ques-
tions. Or, an instructor may ask if specific supplemental material was found useful.
The information gleaned from a survey may also serve a purpose when determining
the types of questions to be asked in a focus group for the online program.

Before enrolling, I met with a faculty advisor to discus my level of self-discipline,
motivation, commitment, and technical ability to succeed in an Internet course.
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Table 3: Sample result from recent student survey of online learning program.

Choice Count Percent
Strongly Agree 91 37%
Agree 74 30%
Neutral 49 20%
Disagree 30 12%
Strongly Disagree 5 2%
Mean 3.87

Modality comparison & grade distributions

Modality Comparisons and Grade Distribution analysis are relatively simple, but
can yield quite useful information. End-of-semester data from all courses can be dis-
aggregated by modality (i.e. traditional, online, and hybrid, or blended), and again by
persistence and success rates and grade distributions. Other relevant data that may be
teased out could include withdrawal dates for non-completers, demographic data (e.g.,
age), full-time or part-time status, etc. In addition, these exercises may be carried out
at the institutional, program, and course levels. The modality and grade distribution
comparisons provide a broad overview of student performance in the seated sections
and their online equivalents. Depending on the level of analysis (i.e. institutional, pro-
gram, course), more actionable information may be gleaned. Again, as the analysis
edges closer to the source of instruction, it may be more revealing, yet equally sensi-
tive. This is especially true in smaller institutions where it is easier to identify the
course instructor(s), thus potentially raising anxiety levels. Whenever data is analyzed
at the course level, it is well-advised to handle it as discreetly as possible.

Table 4: Modality comparison

Computer Information Technology

Modality Total withd  suce % withd  %persist % success
Enrolled

Traditional 683 127 443 18.60% 81.40% 64.90%

Internet 869 244 488  28.10% 71.90% 56.20%

Hybrid 339 80 205 23.60% 76.40% 60.50%

Program and departmental reviews

At most accredited higher education institutions in the US, academic programs
and departments undergo periodic review. That is, every three to five years, an aca-
demic unit will conduct a self-study, examining a wide range of indicators, and utiliz-
ing results for improvement and planning purposes. In the section of the review where
academic performance is analyzed, the academic unit may examine the effectiveness
of'its online courses and programs. The data used for the analysis may be derived from
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most of the items discussed above, yet the review process allows faculty and staff
the opportunity to reflect on the data and their own personal experiences with online
instruction, and use this information to initiate change. The unit review process may
also include focus groups with stakeholders. This is another opportunity to gather im-
pressions concerning online offerings.

Student learning outcomes

Question #4 asks the most critical question of all: “Has the institution developed
student learning competencies for the courses/programs offered by distance educa-
tion?” It is a difficult area to explore from a cultural perspective in that faculty are
exposing their courses for critique and criticism — of everything from their online
teaching style to the way they have organized the content of their online course. Ad-
ditionally, it is a logistically difficult endeavor to collect and analyze data, and develop
use-of-results plans for a significantly large number of courses. At the same time, from
an improvement perspective, if students are not learning content to the same degree as
those in traditional programs and classes, this can also lead to issues with success and
retention. Outcomes may be examined at the institutional level, the program level, or
the course level.

Institutional level learning outcomes

Institutional Level Learning Outcomes offer a broad-based means for assessing
the effectiveness of a distance learning program. If an institution is implementing an
outcomes assessment plan, then it is most likely collecting data via Institutional Level
Learning Outcomes. Examples may be related to information literacy, computational
literacy, technology literacy, research report writing, and so on. For many institutions,
these are often collected as General Education Learning Outcomes because the data is
indicative of the largest slice of students. This data can be gathered as students enter
the institution, and again before they graduate (a pre-test, post-test format); it is often
collected from each academic program in an institution. While a school may have up
to ten general education outcomes for which it is collecting data, most schools will
focus their data collection efforts of a subset (e.g. three or four) outcomes per year.
Because this data is collected across all programs, it provides a useful corpus from
which analysis of student performance in traditional, online, and hybrid courses may
be conducted, at the institution level. Data mining may reveal relationships between
student performance on these assessments and the modalities chosen by students for
coursework in their academic program.

Program level learning outcomes
Program Level Learning Outcomes (PLLOs) are those learning outcomes that are
identified and assessed at the program level. This is the critical knowledge and experi-
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ence that students are expected to acquire through completion of the academic pro-
gram. Such outcomes may be assessed when students enter a program (i.e. baseline)
and again in the last semester of the program to measure change in knowledge, skills,
or behavior. PLLOs allow one point of comparison for institutions that offer both tra-
ditional and online versions of the same program; e.g. Early Childhood Education or
Foreign Language Teacher Preparation.

Course level learning outcomes

Course Level Learning Outcomes (CLLOs) are used to determine whether or not
students are acquiring critical knowledge or skills in a specific course. A commonly
accepted set of outcomes (usually less than five) are assessed across all sections of a
course. The outcomes are generally assessed via existing course-level instruments that
may be developed and administered by the faculty; e.g. discussion boards, e-portfoli-
os, proctored exams, online reflective journals for problem-based learning. Discussion
boards are believed to be very effective at assessing learning because students must
participate individually (i.e. they cannot hide in the back of the class), as well, they
must articulate their demonstration of learning in this space (see Figure 4, below). Cer-
tainly, the onus is on the instructor to draw out the student’s knowledge with thoughtful
prompts. For a single outcome, results are collected and action plans developed on an
annual, or bi-annual basis.

CLLOs are really where the rubber meets the road in terms of assessing learning
outcomes. As Question #4 implies, it is the level at which the effectiveness of distance
teaching is revealed, particularly when compared to seated sections of the same course.
Therefore, CLLOs are a critical source of information when evaluating an online learn-
ing program because the classroom is where the learning is taking place. Therefore,
through the assessment of CLLOs, it is immediately apparent whether learning is tak-
ing place. For this reason, as mentioned above, CLLOs can be perceived as threatening
because the results can be directly traced back to an individual instructor. One caveat is
in order here. Because CLLOs are sensitive, from an organizational culture perspec-
tive, they must be approached very carefully and deliberately. Faculty must be assured
that assessment is a non-punitive activity; on the contrary, it should be used solely for
improvement. If this recognition is not made, the damage can be irreparable.
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Table 5. Comparison of CLLOs between one seated (section 01) and one online
(IN02) section with the same instructor

Method of Paper 1-100 pts Paper 2-100 pts Paper 3-100 pts Paper 4-100 pts
Assessment
Section HISI11- HIS111-  HIS111-  HIS111- HISI11- HISI11- HIS111- HIS111-
INO2 01 INO2 01 INO2 01 INO2 01
Average 87.5 83.3 86.7 823 87.5 88.7 82.9 78.5
Mid-Term Exam-200 pts Final Exam-200 pts

HIS111-IN02 HIS 111-01 HIS111-IN02 HIS111-01
149.2 185.5 164.7 197.0

Table 6. Assessment rubric used for online course

What will be graded Required % of Final
Grade

Tests

Papers (assigned topics) 4 20

Labs

Presentations

Mid-Term Exam 1 22.5

Final Exam 1 22.5

Discussion Board Postings 14 35
Results

Through the efforts of the overall retention project, in a three-year period, fall-to-
fall retention of first-time, full-time students at the College rose from 53% to 63% . In
the same time frame, retention and completion rates increased in 15 of the College’s 32
programs, including all three transfer programs. Success rates (i.e. grade of C or better)
in online courses also increased from 65% to nearly 69%. Persistence (completion)
rates over the five-year period of the project increased from 78% to 85% in full-online
courses, and from 83% to 90% in hybrid, or blended courses. These success rates were
a reflection of a number of actions taking by the College for its online learning pro-
gram throughout the course of the five-year project.

One accomplishment was the comprehensive review of all online courses, via the
Quality Assessment Program, which was the in-house-developed peer review process
for assessing the effectiveness of all courses. The three-person peer review team ex-
amined on line courses from quantitative and qualitative perspectives. An elaborate
rubric was developed to guide this process. When deficiences were identified by the
reviewers, the support team from the Distance Learning unit would provide technical
and design assistance where necessary. Because the QAP was initiated at the beginning
of the five-year project, it required two years to evaluate all online offerings. Subse-
quently, all online courses were placed on a three-year review cycle.
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It was determined that prior to designing and teaching an online course, any in-
structor wishing to do so was required to successfully complete a twenty-hour “Boot-
camp” to provide foundational and advanced training for online instruction. The boot-
camp was built on the notion that “preparing to teach in an online format for the first
time generally requires at least ten hours of training outside of a regular teaching load”
(Instructional Technology Council, 2010, as cited in Capra, 2011). Another initiative to
improve the quality of the online program was the designation of a so-called Pioneer
program in which a specific cohort of faculty and staff were given a one-year reduced
work load in order to design or improve online courses and services. Pioneers received
additional training and technical assistance to support their professional growth in this
online learning (e.g. effective online teaching techniques, podcast/videocast record-
ing and editing). Of the 160 full and part-time instructors receiving distance learning
training via the Bootcamps, 60 of them participated in the one-year Pioneer program.
This not only dramatically increased the number of highly proficient online instruc-
tors, but it created a substantial, in-house corps of faculty who could provide support
across the distance learning program.

In addition, from a student-centered perspective, over the course of the retention
project, online student services were considerably expanded from pre-admission sup-
port, to new student orientation, to counseling, to financial aid, to advising, to academ-
ic tutoring. Each of these units developed an online presence providing greater access
to these offices through such technology as blogs, Skype, Yammer, and Facebook; an
online tutoring program for students in English, Math, and Biology courses proved
highly successful. And, just as faculty require preparatory training for online courses,
so do students, who struggle with the enormous level of autonomy and time manage-
ment required to complete an online course (Brophy, 2010). Therefore, a student-cen-
tered Bootcamp was created for all students enrolling in their first online courses. Data
also revealed that greater numbers of students were succeeding and persisting, and
therefore being retained by the College if they enrolled in blended, or hybrid courses.
Via surveys and interviews, students indicated that a certain level of “face time” with
the teacher was desirable (in contrast to none at all for full online courses). For this
reason, greater numbers of faculty were provided training to develop this modality of
online course.

Another “use of results” stimulated by the data collected was the development
of an Early Alert system for students who were showing signs of struggling in their
courses. Instructors were asked to report students who were exhibiting any at-risk
indicators, such as lagging attendance or online class participation, lack of textbook,
poor academic performance, unprofessional online behavior, etc... For these purposes,
an early alert software program was designed and developed in-house to help monitor
interventions and progress of students who were entered into the system (Khoury et al.,
2011). Finally, policy changes were enacted based on the analysis of data. For exam-
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ple, whereas students could previously enroll in five online courses in one semester, a
limit of four was established; for students taking online courses in their first semester,
this number was limited to three.

It should be emphasized, however, that the mere act of collecting data will not
lead directly to causation and solutions. In most cases, the data leads to more ques-
tions, and the need to “drill” deeper into the existing data, or the need to collect ad-
ditional data. The important point being that the conversations that result from data
analysis are often where the most fruitful results emerge.

Conclusion and Discussion

Despite the challenges and requisite investment in resources — human and techni-
cal - online instruction, in any form, can neither be ignored, nor should it be treated as
a marginalized entity within the institution. There is abundant evidence supporting the
continuous growth of online instruction (Allen&Seaman, 2013) and its positive impact
on education broadly, and on the lives of countless individual students. Anecdotally,
Brown (2012) evidenced web-based courses gaining greater popularity than traditional
courses, even though distance learners were paying extra fees for their courses.

To an institution striving to implement effective online programing, this can trans-
late into a valuable revenue stream; indeed for some institutions, it is the only revenue
stream. Thus, the issues of retention and progression are not only “critically impor-
tant,” for both students and the teaching institution alike (Boston & Ice, 2011), they
have become “the key factors by which online programs, in particular, are currently
scrutinized” (Ice, 2012). And for valid reasons, annually conducted research on the
state of online learning in the United States has revealed a consistent increase in the
belief by chief academic officers across all institutional types that lower retention rates
for online courses remain a barrier to the growth of online instruction (Allen & Sea-
man, 2013). In 2012, 73.5% of chief academic officers that participated in the survey
rated lower retention rates for online courses as an “Important or a Very Important”
barrier.

However, for the benefits to be realized by all parties involved, institutions of-
fering online instruction should fully understand that it is a labor-intensive endeavor
requiring a willing organizational culture when it comes to monitoring and ensuring
the persistence and success of students enrolled in online instruction. Upon reflection
of our own attempts to increase persistence, retention, and success in online learning,
a number of practical learnings emerged that should be taken under consideration in
this regard.

Data Collection and Analysis
One issue is that while many factors remain consistent across the broad realm of
online education, there are still variations in monitoring online persistence and reten-
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tion that may be unique to the institutional type. The list of factors and indicators that
require continuous observation at two-year public institutions (Hirner&Kochtanek,
2012) may resemble that of a fully online institution, such as the presence of transfer
credit among online students (Boston et al., 2011; Boston & Ice, 2011), there will be
differences in the lists or the weighting of factors that are closely analyzed.

Regardless, as online learning becomes an increasingly central form of instruc-
tional delivery, it is critical that its evaluation become integral to the larger institu-
tional activity of continuous improvement through data collection and analysis. There
is no one single, efficient means for assessing the effectiveness of a distance learning
program. Any institution devising an evaluation process for its online courses and
programs must take a multiple-measures approach. As argued throughout this paper,
there are numerous forms of data to be collected - both qualitative and quantitative.
The more that is collected through either methodology, the closer an institution and an
online learning program can approximate its effectiveness (Ice, 2012). On one hand
there is the qualitative data gleaned from evaluations and interviews of students, staff,
and faculty. On the quantitative side is the complex issue of utilizing “Learning Ana-
lytics” that require increasingly sophisticated analysis because of the sheer volume of
data that can be aggregated. Ultimately, the investment in gathering and analyzing data
will pay off as educators are better informed when the issue is channeling resources
toward interventions for student success (Prineas&Cini, 2011).

Roles and Responsibilities

Certainly, a critical facet of the Distance Learning assessment plan is systematic
data collection, analysis, action plan development, and reporting. While the respon-
sibility of oversight of the process should be held by a single individual (e.g., Online
Learning or Institutional Effectiveness staff member), the actual activities should be
carried out on a much broader basis. Ideally, faculty and staff, with support and leader-
ship provided by chairs and deans and administrators, should play the primary role in
data collection, analysis, and action plan development. Just as individual learners need
feedback that is timely, targeted, and likely to be acted upon, courses and programs
also need feedback loops that efficiently and quickly direct the results of assessment to
improve student learning (Ice, 2012).

At the College discussed in this case study, one individual was assigned the role of
assisting faculty and staff with all of these relevant steps. This staff member provided
support to faculty and staff to ensure that they regularly submitted, via the College’s
Outcomes database, updated data and action plans resulting from outcomes relevant to
their own course, program, or office. This individual would also provide one-on-one
and group technical support and professional development regarding data analysis,
action plan development, software usage, and so on. In addition, this individual was
responsible for monitoring response protocols for the College’s Early Alert system,
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particularly regarding online students, as well as consistent application of the Col-
lege’s online learning policies.

A Cultural Shift

At the same time, the individual at our College who was responsible for the tech-
nical aspects of the data collection and analysis process was also considered a change
agent. This person’s additional role was to ensure that faculty and staff were on board
and up to date with all relevant process. Thus, it was critical for this staff member to
instill the belief in faculty and staff that conducting this process not be perceived as
“busy work”. Without faculty and staff support and engagement, the cultural shift sim-
ply cannot occur. To be effectively deployed on any scale, “a profound transformation
in how faculty members interact with students as well as how faculty create and im-
prove curricula and programs” must take place (Ice, 2012). Likewise, Ekstrand (2013)
argues that a shift in perspective is needed from the students being viewed as the bar-
rier to their own success. Rather, she makes the case that persistence in online learning
is “connected to the organization” and that in order to have an effective institution with
the best interests of the students in mind, “staff attitudes, institutional structure and
management views towards distance education seem to be critical.”

In order for such engagement to take place, it is absolutely critical that demands
for data not be unreasonable, nor the associated tasks of analysis and response not
be overwhelming (and therefore self-defeating). Indeed, in beginning the process, we
started with data that most faculty had already been collecting. Deductively, faculty
and staff determined the value of their own data collection efforts, and, in most cases,
they realized that improvements were necessary. The process must be valued by all
(particularly through tangible support from administration), and perceived as integral
to the ongoing mission of continuous improvement of education delivery. Most im-
portantly, the process of collection, analysis, and planning must remain manageable.
Again, we started with the data that was already being collected. If the process is de-
signed and orchestrated in such a way that it becomes relatively seamless for faculty
and staff who must already work with data regarding course and program effective-
ness, there will be greater likelihood of continuous improvement for the online learn-
ing program, and increased possibilities for student success and retention.

These learnings from this study are broadly applicable, and they should serve
as food for thought for any institution entering the realm of online learning. In many
countries, such as Turkey, where most institutions are slowly entering the realm of
online teaching, it is a critical issue to establish a data collection and analysis system
with the intent of establishing reasonable persistence and retention numbers. To do so,
a plan must be devised from the beginning, and an individual or individuals should be
charged with this responsibility for both retention and student success (i.e.financial)
reasons, as well as the ever-increasing demands of quality assurance required by exter-



242 Donald Staub

nal bodies (e.g. Bologna Process and accrediting bodies).

Recommendations

As was stated at the outset, schools that have determined to offer online education
should make a full commitment to the process. To offer online education, and yet to
inadequately develop a monitoring process for that system could prove quite costly.
Tuition-paying students are savvy; they will understand very quickly whether or not a
course or program provides value-added. If the effectiveness of a course or program
is not adequately monitored, then the institution risks losing a source of considerable
revenue. Likewise, as increasing numbers of students turn to online education, such
programs are coming under greater scrutiny by the students themselves as well as by
external agencies, such as accrediting and funding bodies; indeed, some would argue
that the spotlight on online learning is brighter than on traditional education. Thus,
there is an ever-greater need by schools to demonstrate the effectiveness and value of
online instruction.

In addition, students, faculty, and staff are likewise becoming increasingly so-
phisticated in online learning, effectively leading to a continuous “raising of the bar”
when it comes to providing online instruction. Assessment techniques may change for
online courses (e.g. e-portfolios are gaining advocates) and those charged with ensur-
ing online education quality must remain diligent in seeking alternative assessment for
online instruction.

One of the limitations of this study is that it is locked in time. Technology chang-
es; course management software (CMS) developers are becoming attuned to the needs
of their clients and CMS is evolving to provide ever-increasingly sophisticated means
for measuring online instruction effectiveness. Thus, what may work today for assess-
ment and evaluation may become quickly outdated.

Finally, the realm of online learning assessment and evaluation is still relatively
young. While there is much potential for the field, there is also the need for continuous
research into the assessment processes, metrics, and outcomes. Those charged at the
institutional level with this responsibility have a daunting, but exciting task in front of
them. They also share an opportunity to play a critical role in the success and retention
of online learning students.

Ozet

Giris

Amerika Birlesik Devletleri’nde, rektér ve rektoér yardimcilari {izerine yapilan
caligma arastirmaya katilanlarim %70’inin uzaktan egitimin stratejik 6énemini vurgu-
ladigini ve yiiksekogretim programlarina kayitli 6grencilerin %30’dan fazlasinin en
az bir uzaktan egitim dersi almig oldugunu gostermektedir (Allen&Seaman, 2013).
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Tiirkiye’de ise yiiksekogretim 6grencilerinin %40’tan fazlasi uzaktan egitim dersleri-
ne katilmaktadir (Ozkul&Latchem, 2011).

Uzaktan egitime olan ilginin bu derece biiyiimesi konunun 6énemini daha da arttir-
maktadir. Ornegin, uzaktan egitimin akreditasyonu giin gegtikge Snem kazanmaktadir
(Kogdar&Aydin, 2012). Ancak Huertas ve arkadaslar1 (2011) “e-6gretimin kalitesi-
nin Avrupa’daki iilkelerde yapilan ulusal kalite standartlar1 ¢aligmalarinin diizenli ve
onemli bir pargasi i¢inde ele alinmadig1” tartismasina dikkat ¢ekmektedir. Yiikse-
kogretim Kurulunca Tiirkiye’de uzaktan egitimin kalitesinin nasil degerlendirilece-
gine dair tartismalar ve ¢alismalar daha yeni baslamistir. Pek ¢ok egitim kurumunda
e-egitimin goz ardi edildigi asinadir (SNAHE, 2008).

Uzaktan egitimin dikkatle incelenmesini gerektiren sebeplerin basinda 6grenci
tipleri gelmektedir. ABD ve Tiirkiye gibi iilkelerde, pek ¢ok uzaktan egitim 6grencisi
risk altindaki 6grenciler olarak kabul edilmektedir ve bu 6grenciler ya calisan, ya yart
zamanli okula gelebilen ya da yaslar yiiksek olan 6grencilerdir (Aud ve ark, 2011).
Buna bir de uzaktan egitim 6grencilerinin kendilerini motive edebilmeleri ve disip-
linli olmalar1 gerektigi sorunu eklenmektedir (Brophy, 2010) ki bu da uzaktan egitim
dersleri alan Ogrencilerin daha fazla ¢abalamalarini gerektirmektedir. Bu tiir ders
ve programlara kayitli 6grencilerin programlari ve dersleri tamamlamalar1 konusunda
yakindan takip edilmeleri gerekmektedir.

Online egitimin gelisimi son yillarda yavaslamis olsa da diinya ¢apinda benimsen-
mesi artarak devam etmektedir. Giderek artan sayida yiiksekdgretim kurumu bu egitim
metodunu tercih ettifine gore, egitim kalitesini garantilemek ve O6grencilerin okula
devamini saglamak icin etkin denetleme sistemleri gelistirmek de elzem olmustur. Bu
amagcla, ¢ok boyutlu bir nitel-nicel degerlendirme yaklagimi 6nerilmektedir. Bu vaka
caligmasi, boyle bir denetleme ¢ergevesinin uygulanmasinin zorluklarini ve basarisini
gosterecektir.

Yontem

Bu arastirmada Vaka Caligsmasi yaklasimi kullanilmistir. Stake (1998) arastirma
birimini konum olarak, Creswell (2013) ise durum veya olgu olarak kabul eder. Bu
aragtirmada aragtirma birimi bu ikisinin bilegkesidir. Temel veri toplama yontemi ola-
rak “Nirengi” (Uggenleme) (Denzin&Lincoln, 1998; Creswell, 2013) kullanilmustar.
Bu ¢alisma ABD’de, 2000 senesinden beri online egitim verilen kiiglik bir devlet iini-
versitesinde yapilmistir. Bu ¢alisma basladiginda, 6grencilerin %70’i en azindan bir
online ders almaktaydi. Fakat bu 6grencilerin sadece %66’s1 bu derslerden basariyla
gegmekteydi.

Degerlendirme Cercevesi
Analiz cergevesini olustururken atilan ilk adim, Council for Higher Educati-
on Accreditation (CHEA, 2002) ve Southern Association of Colleges and Schools
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(SACS) tarafindan yayimlananlar da dahil olmak {izere halihazirda var olan uzaktan
egitim degerlendirme modellerini incelemek olmustur. SACS’1n talimatnamesi uzak-
tan egitim programlarinin kampiis i¢inde uygulanan egitim programlar1 ve dersler-
le kiyaslanabilmesi {izerinde durmaktadir. SACS talimatnamesine gore ders basarisi,
derslerin tamamlanma oranlar1, 6grenci anketleri, ders degerlendirmeleri, 6grenme
ciktilar1 ve benzeri verileri iceren bilgiyi toplamak iizere okul tarafindan belirli alanlar
tespit edilmistir.

Degerlendirme Cercevesinin Uygulamasi

SACS talimatnamesi, online egitime kurumsal baglilik, online programi degerlen-
dirmek icin kullanilan yontemler ve fiili 6grenmenin gerceklesip gerceklesmedigine
dair degerlendirmenin yapilmasina iligskin birtakim siipheler ortaya koymustur.

Kurumsal Baghlik

Bu vakada kurum, halihazirda bulunan stratejik planinda online egitime baglilik-
larinin gii¢lendirilebilecegini fark etmistir. Yenilenmis misyon bildirgesi online egiti-
me bagliligin daha giiclii oldugunu gostermektedir.

Program Ciktilarinin Belirlenmesi ve Degerlendirilmesi
Bu iki kriter program ¢iktilarinin belirlenip belirlenmedigini ve diizenli olarak
degerlendirilip degerlendirilmedigini sorgular.

Kalite Degerlendirme Plant (KDP)

KDP, online verilen egitimin kalitesini objektif bir sekilde degerlendirmek igin
ayrmtili bir yonergedir. Bu degerlendirme her bir online ders i¢in bir hakem heyeti
tarafindan yapilir.

Basari, Sebat ve Okula Devam Oranlar

Bu terimler degisik ¢caligmalarda farkli sekilde kullanilmis olabilir. Ancak bu ca-
ligmanin yapildig1 okulda, “Sebat” bir 6grencinin belirli bir dersi ddnem sonuna kadar
birakmamasi; “Basar1” dersten C veya daha iistii bir not almast; “Okula Devam” ise bir
somestirden digerine okulda kalmasi, yani okuldan ayrilmamasi olarak tanimlanmstir.
Bu {i¢ 6lgiitiin her biri bir online egitim programinin veya dersin ne kadar basarili ol-
dugunu gostermek i¢in tek basina da kullanilabilir.

Ogrenci Anket ve Degerlendirmeleri

Online programlarla ilgili doniit su sekillerde de elde edilebilir: 1) Kurum ¢a-
pinda yapilan yillik anketler; 2) Y1l sonu ders degerlendirmeleri; 3) Dogrudan online
programin kendisi tarafindan uygulanan anketler. Anketler hem nitel hem de yazilan
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yorumlar sayesinde nicel veri saglar. Anket sonuglar1 hedef gruplarda ya da birebir
milakatlarda konusulmak tizere kullanilabilir.

Modalite Kiyaslamasi ve Not Dagilimi

Modalite Kiyaslamasi ve Not Dagilimi analizleri nispeten basit olmakla beraber
cok bilgilendirici olabilir. Biitiin derslerden yil sonunda gelen veriler 6gretimin mo-
dalitesine (geleneksel, online, ve/veya hem geleneksel hem online) ve sebat ve basar
oranlarina, not dagilimlarina ve diger birgok degiskene gore ayiklanip incelenebilir.

Program ve Boliim Degerlendirmeleri

Programim gézden gegirilip degerlendirilmesi 6gretim iiyesi ve gorevlilerinin el-
deki veriler ve online egitimle ilgili kendi deneyimleri {izerinde derinlemesine dii-
stinmelerini ve bu bilgiyi gerekli degisiklikleri yapmak iizere kullanmalarm saglar.
Program ve bdliim degerlendirmeleri de iyi bir nicel veri kaynagidir.

Osrenci Ogrenme Ciktilar:

Ogrenme ¢iktilar1 online egitim programinin verimliliginin (ise yararliginin) de-
gerlendirilmesindeki en énemli dlgiitlerden biridir. Ogrenme ciktilar ii¢ seviyede de-
gerlendirilebilir:

+ Kurumsal seviyede dgrenme ¢iktilari: Ogrenme genis bir perspektiften ku-
rumsal seviyede degerlendirilir. Bu degerlendirme genellikle programlarin hepsinin
biitiin 6grencilere 6gretmesi beklenen, bilgi okur-yazarligi, teknolojik okur-yazarlik
ya da elestirel diislince gibi alanlarda yapilir.

+  Program seviyesinde 6grenme ¢iktilari: Ogrencilerin sadece belli bir programi
tamamladigi zaman 6grenebilecegi ve Ozellikle o program gercevesinde 6gretilen bil-
gi, beceri ve davranislar lizerinden degerlendirme yapilir.

* Ders seviyesinde 6grenme ¢iktilar:: Bu seviyede ¢ok faydali bilgiler edini-
lebilir. Zira 6grenmenin meydana gelmek zorunda oldugu seviye budur. Eger burada
bir sikint1 varsa ¢esitli degisiklikler ve diizenlemeler yapilabilir. Ayrica bu seviyede
yapilan degerlendirmeler 6gretim iiyelerinin/gdrevlilerinin ne sekilde davrandigi ko-
nusunda tek tek bilgi verecegi i¢in de hassas bir konudur. Kurumlarin bu veriyi nasil
ele alacagi ¢ok 6nemlidir.

Sonuclar

5 yillik proje siiresince sebat (yani dersin tamamlanmasi) oranlar1 sadece onli-
ne yapilan derslerde %78’den %85°e, hem geleneksel hem online egitimin yapildi-
g1 derslerde ise %83’den %90’a yiikselmistir. Aragtirmamiz, 6grencilere daha fazla
online hizmet saglanmas1 gerekliligini gdstermektedir. Ayrica bu konuda 6grenciye
sunulan servislerden biri “erken haber verme” yazilim programi olabilir (Khoury ve
ark., 2011). Okul politikasindaki degisiklikler, 6gretim elemanlar1 ve 6grencilere sag-
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lanan mesleki gelisim imkanlarinin artmasi da sebatin artmasinda etkili olmustur. Ay-
rica arastirma sonucunda uzaktan egitim vereceklerin profesyonel gelisimleri i¢in en
az 10 saat ek egitim almalar1 gerektigi iizerine de fikirler gelistirilmistir (Instructional
Technology Council, 2010).

Sonuclarin Irdelenmesi

Online egitim 6grenciler ve okullar tarafindan giderek daha da fazla kabul gor-
mektedir. Brown (2012) kendi okulunda uzaktan egitime yiiz yiize egitimden daha
fazla kayit oldugunu belirtmistir. Sonug olarak, kurumlar online ders alan dgrencilerin
“okula devam” olgiitiine ¢ok dikkat etmelidir (Allen&Seaman, 2013; Boston & Ice,
2011; Ice, 2012). Bu ¢alismada yer alan okulun online egitimde sebat, okula devam ve
basar1 oranlarimi arttirmaya yonelik gayretlerini dikkatle degerlendirdigimizde 6zen
gosterilmesi gereken birtakim meseleler oldugu ortaya ¢ikmaktadir.

Veri Toplanmasi ve Analizi

Online egitimde sebat ve okula devamin denetlenmesinde kurum tiiriine 6zgii
farkliliklar olabilir. Kurum tiirline 6zgii farkliliklar literatiir kisminda tartisilmistir
(Hirner&Kochtanek, 2012; Boston et al., 2011; Boston & Ice, 2011). Ancak online
egitimin verimliligini degerlendirirken “en iyi” diye tanimlanabilecek bir yontemin ol-
madig1 sdylenebilir. Online programlar1 ve dersleri degerlendirmek isteyen her kurum
dogru bilgiyi edinebilmek i¢in 6grenci basarisi adina ayiracagi kaynaklari belirlemeye
yarayacak (Prineas&Cini, 2011) ¢ok olgiitlii bir yaklasim (Ice, 2012) edinmelidir.

Gorev ve Sorumluluklar

Veri toplanmasi ve analizi sorumlulugunun tek bir kisiye verilmesi gerekir. Elbet-
te veri toplama aktivitesi ¢ok daha yaygin bir sekilde oldugu gibi 6gretim elemanlari
ve idare tarafindan da gergeklestirilebilir. Bu vaka c¢alismasinda bahsedilen okulda,
veri toplama ve analiz adimlarinda 6gretim elemanlarina yol gosterme isi tek bir kisiye
verilmistir.

Kiiltiirel Bir Degisim

Bu kisi ayn1 zamanda “degisim miimessili” olarak da gorev alir. Amaci yapilan is-
lerin “angarya” olarak degil, cok 6nemli bir is oldugu konusunda 6gretim elemanlarini
ikna etmektir. Ciinkii 6gretim elemanlarinin online ders alan 6grencilerin basarisinda
kurumun 6nemli bir rolil olduguna dair bir inanglari, destegi ve katilimi (Ekstrand,
2013) olmadan kiiltiirel bir degisimin olmas1 miimkiin degildir (Ice, 2012).

Bu ¢alismadan 6grendiklerimizin uygulanabilirligi fazladir. Ayrica bu ¢aligma on-
line egitim alanina girmek isteyen kurumlara da iizerine diisiiniilecek bilgiler ve de-
gerlendirilebilecek veriler saglar. Uzaktan egitimin yeni basladig Tiirkiye gibi bircok
tilkede yiiksek sebati saglama ve okula devam sayilarini yiiksek tutma amaciyla veri
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toplama ve analiz sistemi olusturmak aciliyeti olan bir meseledir.
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