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Abstract: This study aimed to examine teachers’ views on the assessment and 
evaluation tools in the Century of Türkiye Education Model (CTEM) Secondary 
Religious Culture and Ethics Knowledge (RCEK) Teaching Program. The 
research was conducted using a case study design. The research study group 
consists of 13 RCEK teachers working in secondary education institutions in 
Muş province during the 2024-2025 academic year. The study group was 
selected using criterion sampling, a purposive sampling method. In selecting 
the participants, the following criteria were taken into account: their prior 
review of the CTEM Secondary RCEK Teaching Program, their participation in 
the in-service training seminars provided to teachers at the beginning of the 
academic year regarding the CTEM RCEK Teaching Program, and their current 
instruction of the 9th-grade RCEK course in secondary education. A semi-
structured interview form consisting of 4 demographic questions and 5 open-
ended questions was used as a data collection tool. The study data were 
transferred to the MAXQDA 2020 program and analyzed using descriptive 
methods. Based on the data obtained in the study, it was concluded that 
teachers generally saw the assessment and evaluation practices stipulated in 
the teaching program positively, found themselves partially competent in using 
assessment and evaluation tools, preferred traditional assessment and 
evaluation tools more, and had difficulties in the implementation of assessment 
and evaluation tools due to students, teachers, teaching environment, teaching 
program and textbooks. Also, this implementation makes significant 
contributions to both students and teachers in the educational process. 
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Introduction 

Assessment and evaluation are among the most important elements of the educational process. It 
plays a critical role in evaluating the program, monitoring student development, understanding the 
effectiveness of the learning and teaching process, improving the teaching process, and encouraging teachers 
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to reflect on their own practice (Çüm, 2021, pp. 4–5; Yiğit, 2024, pp. 9–15). On the other hand, differences 
may be observed in assessment and evaluation tools depending on the educational approach paradigm. 
Moreover, an approach that ignores the requirements of our era and focuses solely on results or products 
cannot achieve the desired efficiency. Therefore, it is necessary to use contemporary assessment tools that 
evaluate the processes that contribute to the development of students’ various qualities (Bahar et al., 2025, 
p. 49; Bilmez, 2024, pp. 33–38). Indeed, the Century of Türkiye Education Model (CTEM) recommends the use 
of process-centered contemporary assessment tools alongside traditional outcome-centered assessment 
tools and adopts an approach that encourages deepening the learning process in instructional design and 
implementation. The approach, which is based on the teacher's systematic observation of the student’s 
development of any skill in the process, supports the teacher in providing effective feedback (Milli Eğitim 
Bakanlığı, 2024b, pp. 59–61).  

Assessment and evaluation are integral parts of Religious Culture and Ethics Knowledge (RCEK) 
teaching. In the CTEM Secondary RCEK Teaching Program (also known as the Curriculum), when assessment 
and evaluation practices are implemented, it is observed that importance is placed on ensuring these 
practices align with all elements of the program and on diversifying assessment and evaluation tools. Students 
must be actively engaged in the educational process. To this end, teachers should use a variety of assessment 
methods, including short-answer, open-ended, matching, true-false, multiple-choice, observation forms, 
rating scales, checklists, rubrics, structured grids, worksheets, comparison tables, T-charts, exit tickets, 
performance tasks, projects, written and oral exams, as well as self, peer, and group assessment forms (Milli 
Eğitim Bakanlığı, 2024a, p. 9). 

Teachers are one of the most important pillars in achieving the objectives of teaching programs. 
Teachers must understand the philosophy and requirements of the program (Karasu, 2018, pp. 249–255). 
The CTEM, described as a major paradigm shift in the country’s history, has brought about significant 
transformations in many respects. One of these transformations is evident in the assessment and evaluation 
tools. Since assessment and evaluation tools vary according to the target and the nature of the subject, 
achieving the desired success from the CTEM is possible by understanding the philosophy underlying the 
model (Milli Eğitim Bakanlığı, 2024b, pp. 4–10, 2024a, pp. 4–5). However, teachers continue to perform their 
duties based on certain habits. The Ministry is employing various methods, including presentations, projects, 
in-service training, television programs, and conferences, to transform teachers in line with the new model. 
However, it is important to receive feedback on how all these services are reflected in the implementation of 
the model in question. In this sense, it is necessary to explore whether teachers have achieved transformation 
in terms of assessment and evaluation, as well as other dimensions of the program, in line with the model’s 
paradigm.  

A review of the relevant literature reveals studies conducted in different teaching fields, with 
particular emphasis on RCEK teachers’ views on the teaching program (Ceylan, 2025; Karataş & Tabak, 2010), 
their preferred assessment tools (Gündoğdu, 2013), their opinions on constructivist assessment and 
evaluation methods (Işıkdoğan, 2014), their level of proficiency in using assessment and evaluation 
techniques (Çakmak, 2011; Yıldız & Genç, 2016; Karbeyaz, 2018; Cingöz & Akyürek, 2021), their general 
perceptions of assessment and evaluation competence (E. Şimşek, 2018), and their attitudes towards 
assessment and evaluation (V. Şimşek, 2022). There are also studies comparing teaching programs (Köseoğlu, 
2025) and the theoretical structure of the CTEM RCEK course teaching program (Kaya & Köseoğlu, 2024; 
Turan & Nazıroğlu, 2024; Üzümcü & Abanoz, 2024; Yaşar, 2024). However, no research has been found that 
explores teachers’ views on the assessment and evaluation tools envisaged in the CTEM Secondary Education 
RCEK Course Teaching Program. 

 This study aims to explore RCEK teachers' perspectives on the assessment and evaluation tools 
included in the CTEM Secondary Education RCEK Course Teaching Program. To this end, the following 
questions were addressed:  
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1. How do teachers assess the assessment and evaluation practices outlined in the teaching program? 

2. What is the status of teachers' self-perceived competence in using the assessment and evaluation 
tools specified in the teaching program? 

3. How often do teachers use the assessment and evaluation tools specified in the teaching program? 
Which assessment and evaluation tools do they prefer? 

4. What difficulties do teachers encounter when implementing the assessment and evaluation tools 
specified in the teaching program? 

5. What are the benefits of implementing the assessment and evaluation tools specified in the teaching 
program, according to teachers? 

1. Research Method  

This section includes information about the research model, study group, data collection tool, data 
collection process, and data analysis. 

1.1. Research Model   

The research was conducted using a case study design, one of the qualitative research methods. A 
case study is a research design in which the researcher conducts an in-depth analysis of a situation, action, 
event, program, process, or one or more individuals (Creswell, 2017, p. 14). It is a research approach in which 
the researcher collects detailed information through observation, interviews, documents, or audiovisual 
materials based on the questions “why,” “how,” and “for what purpose” regarding a defined situation, and 
then describes the problem (Yeşilbaş Özenç, 2022, pp. 58–59; Yıldırım & Şimşek, 2008, p. 276). In this study, 
a case study design was chosen because the aim was to examine teachers’ views on the assessment and 
evaluation tools in the CTEM Secondary Education RCEK Course Teaching Program in detail and depth. 

1.2.  Study Group 

The study group consists of 13 RCEK teachers working in secondary education institutions in Muş 
province during the 2024-2025 academic year. The study group was selected using criterion sampling, a 
purposive sampling method. Purposive sampling is a method in which the researcher selects a sample based 
on specific characteristics that they believe are appropriate for the research problem, based on their own 
personal observations (Aksoy et al., 2018, p. 154; A. Şimşek, 2018, p. 121). Criterion sampling is the 
examination of all cases that meet a set of criteria determined in advance. (Yıldırım & Şimşek, 2008, p. 112). 
In this regard, it has been decided that teachers in the working group should review the CTEM Secondary 
Education RCEK Course Teaching Program, participate in the training seminars provided to teachers at the 
beginning of the year regarding the CTEM RCEK, and teach the RCEK course in the 9th grade of secondary 
education. This is because the CTEM teaching programs have been implemented starting from the 2024-2025 
academic year for 1st-grade elementary school, 5th-grade middle school, and 9th-grade secondary school 
levels. Since the study aimed to examine teachers’ opinions regarding the assessment and evaluation tools in 
the CTEM Secondary Education RCEK Course Teaching Program, the study group consisted of teachers 
teaching the 9th-grade RCEK course. When the number of interviewees reached 13, it was observed that 
teachers' responses became repetitive, and no new data were generated. Therefore, the interviews were 
terminated. The demographic characteristics of the study group are presented in Table 1. 
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Table 1. Demographic Characteristics of the Study Group 

Participant 
Code     

Gender     Age        Seniority     School Type 

K1 Female 29 4 Science High School 
K2 Female 34 10 Anatolian High School 
K3 Female 36 11 Vocational and Technical Anatolian High School 
K4 Male 30 4 Anatolian High School 
K5 Female 38 15 Anatolian High School 
K6 Male 31 8 Vocational and Technical Anatolian High School 
K7 Male 31 8 Vocational and Technical Anatolian High School 
K8 Female 36 11 Vocational and Technical Anatolian High School 
K9 Male 35 11 Anatolian High School 
K10 Female 30 4 Multi-Program Anatolian High School 
K11 Male 29 4 Anatolian High School 
K12 Female 30 5 Anatolian High School 
K13 Female 34 10 High School of Visual Arts 

Table 1 shows that 8 of the teachers in the study group are female and 5 are male. The teachers’ ages 
range from 29 to 38, and their professional seniority ranges from 4 to 15 years. Six of the teachers work at 
Anatolian High Schools, 4 at Vocational and Technical Anatolian High Schools, 1 at a Science High School, 1 at 
a Multi-Program Anatolian High School, and 1 at a High School of Visual Arts. In accordance with the ethics of 
the study, the participants' personal information was kept confidential, and they were coded K1, K2, K3, etc., 
in the order in which they were interviewed. 

1.3. Data Collection Tool and Data Collection Process 

In the study, a semi-structured interview form was used as a data collection tool. A semi-structured 
interview is a type of interview in which participants are asked predetermined questions directly about the 
topic to be examined (Balaban Salı, 2012, p. 145; Çapcıoğlu & Kalkan Açıkgöz, 2018, p. 210). After conducting 
a literature review, the researchers prepared the interview form by consulting two experts in religious 
education and one expert in scientific research to ensure the scope and structural validity of the questions. At 
the beginning of the research process, ethical commission approval dated 03.06.2025 and numbered 197094 
was obtained from the Scientific Research and Publication Ethics Board of Muş Alparslan University. In 
addition, a research application permit dated 25.04.2025 and numbered MEB.TT.2025.023883 was obtained 
through the Ministry of National Education Research Application Permits Application System. After the 
permits were obtained, two RCEK teachers were interviewed for the pilot study. As a result of the interview, 
it was decided that the questions were sufficiently clear and understandable. Thus, within the scope of the 
study, in addition to the information text, four demographic questions and five open-ended questions were 
asked of the participants. The teachers who participated in the pilot study were excluded from the study 
group, and data collection began.  

The interviews were conducted in June 2025. The interviews were completed in an environment 
where participants felt comfortable, with individual, face-to-face audio recordings. Participant consent was 
obtained before audio recording. The audio recordings were then transcribed and presented to the 
participants for verification. Data analysis proceeded after the participants verified the transcriptions. 
However, some participants (K1, K2, and K9) who did not wish to be audio recorded wrote their views by 
hand on the interview form.  

1.4. Data Analysis 

Descriptive analysis was used to analyze the data in the study. In descriptive analysis, data is 
interpreted according to predetermined dimensions or categories. In this analysis method, a framework is 
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created for analysis. In other words, the themes or concepts under which the data will be organized are 
determined at the outset. Then, the data are read, organized, and processed according to this prepared 
thematic framework (Akbulut, 2012, p. 186). In this regard, a data analysis framework was first established 
based on the research questions, and each interview question was treated as a theme. The data was then read 
and organized according to these thematic frameworks. Separate files were created for each question in the 
interview form in the computer environment, and all participants’ views were coded and organized as K1, K2, 
K3……….K13, keeping their personal information confidential. The teachers’ answers to the interview 
questions were examined separately by each researcher. To ensure the reliability of the research, inter-coder 
consistency was examined. The formula developed by Miles and Huberman was used for this analysis. It is 
generally accepted that reliability calculations above 70% are considered reliable for a study. According to 
the formula, the reliability of this study was calculated as 75%. This result indicates that the study's data are 
reliable. 

The research data were transferred to the MAXQDA 2020 software package, which is often preferred 
for analyzing qualitative data, and descriptive analysis was performed. The obtained data were presented in 
tables in the findings section of the study, including categories, codes, and subcodes within the themes, along 
with their frequencies. To ensure the internal validity of the research data, participants’ views were included 
in the findings section in the form of direct quotations. 

2. Findings 

The study sought answers to five research questions. The findings obtained in this regard are 
presented under a heading related to each research question. 

2.1. Opinions on How Assessment and Evaluation Practices Are Assessed 

The responses provided by teachers to the first interview question of the study, “How do you evaluate 
the assessment and evaluation practices envisaged in the teaching program?”, were analyzed, and the findings 
are presented in Table 2. 

Table 2. Teachers’ Opinions on How They Evaluate Assessment and Evaluation Practices 

Theme  Category  Code F 
 
 
 
 
 
How 
assessment 
and 
evaluation 
practices are 
assessed 

 
 
 
 
 
 
Positive 

Process-oriented 8 
Contributes to the development of students’ higher-order thinking 
skills 

6 

Provides individualized feedback 5 
Being Student-centered 5 
Enables the identification of learning gaps 5 
Facilitates access to assessment tools by scanning QR codes in the 
book 

4 

Inclusion of both traditional and contemporary assessment and 
evaluation tools 

4 

Providing opportunities for students to participate in the 
assessment process 

4 

Inclusion of assessment and evaluation tools for almost every 
learning outcome 

3 

Providing the opportunity for multifaceted assessment 2 
Providing examples of assessment and evaluation applications 2 

 
Negative 

Insufficient in-service training 4 
Lack of sample classroom videos for RCEK lessons 1 
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Table 2 shows teachers’ opinions on how they evaluate assessment and evaluation practices, grouped 
under the categories of “positive” and “negative.” The teachers participating in the study assessed their 
assessment and evaluation practices as: “process-oriented (K1, K4, K6, K7, K8, K9, K10, K11)”, “contributing 
to the development of students’ higher-order thinking skills (K3, K5, K6, K9, K12, K13)”,  “providing 
individualized feedback (K1, K2, K4, K6, K11)”, “being student-centered (K1, K5, K8, K12, K13)”, “enabling the 
identification of learning gaps (K1, K2, K6, K10, K12)”, “Facilitating access to assessment tools by scanning 
QR codes in the book (K1, K2, K10, K12)”, “Inclusion of both traditional and contemporary assessment and 
evaluation tools (K2, K4, K11, K12)”, “Providing opportunities for student participation in the assessment 
process (K2, K11, K12, K13)”, “Including assessment and evaluation tools for almost every learning outcome 
(K2, K7, K9)”, “Providing the opportunity for multi-faceted evaluation (K4, K10)”, and “Providing examples of 
assessment and evaluation applications (K9, K12)” were found to be positive. Below are some direct quotes 
from teachers’ views regarding the positive evaluation of assessment and evaluation practices. 

K8: “Previously, we measured students’ knowledge solely through written exams and formed a general 
opinion. But now, with a process-oriented approach, many factors such as the student’s effort in the learning 
process, their relationships with their peers, and their level of responsibility are also included in the assessment 
and evaluation process.” 

K12: “With assessment and evaluation practices, students no longer just learn information; they analyze, 
critique, and interpret it. Therefore, it is very encouraging that assessment and evaluation practices are aimed 
at developing students’ higher-order thinking skills.” 

K2: “With the assessment and evaluation practices in the new model, students become individuals who 
research, question, express their opinions, and make decisions as part of the process. The ‘teacher feedback’ 
section in the evaluation forms at the end of the activities also provides students with personalized feedback.”  

K5: “The new program’s assessment and evaluation practices are based on a student-centered approach 
that aims to enable students to become individuals who gather, analyze, relate, draw conclusions, determine 
content, develop designs, and effectively present their products.” 

K10: “I find the assessment and evaluation practices included in the teaching program to be highly 
successful in terms of being process-oriented, providing students with the opportunity for multi-faceted 
evaluation, and revealing students’ learning deficiencies.” 

K1: “Providing easy access to assessment tools by scanning the QR codes in the book is a very appropriate 
practice.” 

K11: “In the previous teaching program, the number and variety of tools for assessment and evaluation 
of students’ critical thinking and analysis skills were insufficient. It is perfect that the new teaching programs 
give ample space to alternative assessment and evaluation tools alongside traditional ones to develop these 
skills.” 

K9: “Textbooks contain a wide variety of assessment and evaluation practices, which motivates students 
to engage more actively in the course. I can say that there is an assessment and evaluation tool for almost every 
learning outcome. This prevents the course from becoming monotonous and encourages students to participate 
actively.” 

Some participants in the survey expressed a negative view of assessment and evaluation practices, 
citing codes such as “insufficient in-service training (K3, K6, K8, K10)” and “lack of sample classroom videos 
for RCEK lessons (K3).” Below are some direct quotes from teachers regarding their negative view of 
assessment and evaluation practices. 
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K3: “Frankly, I can’t say I have a lot of knowledge. I’m trying to learn by experimenting and researching 
as I go along. At the beginning of the year, I attended three days of in-service training. Unfortunately, I didn’t get 
anything out of it. I looked online to see if there were any sample lesson videos; there were for other subjects, but 
I couldn’t find any for ours.” 

K8: “The in-service training we received at the beginning of the year was very ineffective. A program that 
took so many years of effort to prepare should not have been limited to three days of training. Furthermore, this 
training should have been delivered by experts in the field. Unfortunately, we teachers were included in the 
process too late.” 

2.2. Opinions on Competencies Related to the Use of Assessment and Evaluation Tools 

The responses provided by teachers to the second interview question of the study, “How competent 
are you in your ability to use the assessment and evaluation tools specified in the teaching program?” were 
analyzed, and the findings are presented in Table 3. 

Table 3. Teachers’ Opinions on How Competent They Consider Themselves in Using Assessment and 
Evaluation Tools 

Theme Code Subcode F 
 
 
 
Competencies in 
the Use of 
Assessment and 
Evaluation Tools 

 
Somewhat 
competent (10) 

The existence of assessment and evaluation tools that 
have not been used in class before 

10 

Lack of technological competence 2 
Failure to receive in-service training on the use of 
assessment and evaluation tools 

1 

 
 
Quite 
competent (3) 

Being prepared for class 2 
Examination of the advantages and disadvantages of 
assessment and evaluation tools 

2 

Receiving adequate training on assessment and evaluation 
tools 

1 

Attending training seminars on assessment and 
evaluation tools 

1 
 

Table 3 shows that teachers’ views on their competence in using assessment and evaluation tools 
were coded as “somewhat competent (K2, K3, K4, K6, K7, K8, K10, K11, K12, K13)” and “quite competent (K1, 
K5, K9)”. Teachers participating in the study found themselves partially competent in using assessment and 
evaluation tools with the subcodes “The existence of assessment and evaluation tools that have not been used 
in class before (K2, K3, K4, K6, K7, K8, K10, K11, K12, K13)”, “lack of technological competence (K3, K8)”, and 
“Failure to receive in-service training on the use of assessment and evaluation tools (K6)”. Below are some 
direct quotes from teachers regarding their views on finding themselves partially competent in using 
assessment and evaluation tools. 

K11: “I can easily use traditional assessment and evaluation tools. However, I encounter difficulties when 
applying some alternative assessment and evaluation tools because I have not used them before. Therefore, I feel 
the need to improve myself.” 

K8: “I consider myself partially competent. This is because I do not have sufficient knowledge and skills 
in the field of technology. Much of the course content is in a digital environment, which tires me greatly.” 

K6: “I consider myself partially competent. I experienced assessment and evaluation tools for the first 
time in a classroom setting. I have not received any in-service training on using assessment and evaluation tools 
before.” 
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Teachers participating in the study rated themselves as quite competent in using assessment and 
evaluation tools with the subcodes “going to class prepared (K1, K5)”, “examining the advantages and 
disadvantages of assessment and evaluation tools (K1, K5)”, “receiving good training on assessment and 
evaluation tools (K1)”, and “attending training seminars on assessment and evaluation tools (K9)”. Below are 
some direct quotes from teachers expressing their views on their high level of competence in using 
assessment and evaluation tools. 

K1: “Since I am proficient in the assessment and evaluation course, I already know the assessment and 
evaluation tools very well. To avoid any problems during implementation, I always review the advantages and 
disadvantages of the assessment and evaluation tools before the course. I take care to prepare for the courses.” 

K9: “I find myself quite competent. My professional experience of over ten years has given me this vision. 
I can also say that I have developed myself considerably by following developments in this field and attending 
numerous seminars.” 

2.3. Opinions on the Frequency of Use of Assessment and Evaluation Tools and Preferred 
Assessment and Evaluation Tools 

The responses provided by teachers to the third interview question of the study, “How often do you 
use the assessment and evaluation tools specified in the teaching program? Which assessment and evaluation 
tools do you prefer?” were analyzed, and the findings are presented in Table 4. 

Table 4. Teachers’ Opinions Regarding the Frequency of Use of Assessment and Evaluation Tools and 
Their Preferred Assessment and Evaluation Tools 

Theme Code F 
 
Frequency of Use of 
Assessment and Evaluation 
Tools 

 
I use them frequently 

 
8 

 
I use them occasionally 

 
5 

Theme Category Code  
 
 
 
 
 
Preferred Assessment and 
Evaluation Tools 

 
 
Traditional assessment and 
evaluation tools 

Open-ended questions 13 
Multiple-choice questions 10 
True/false items 9 
Matching 9 
Short-answer questions 6 
Fill-in-the-blank 5 
Written-oral exams 1 

 
 
 
Contemporary assessment 
and evaluation tools 

Performance task 8 
Self-group assessment 7 
Rated scoring scale (rubric) 6 
Grading scale 5 
3-2-1 card 4 
Concept map 4 
Exit card 3 
Checklist 3 
Project 2 
Diagnostic branching tree 2 
Structured grid 1 
Information card 1 
Portfolio assessment 1 
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Table 4 shows that teachers’ opinions regarding the frequency of using assessment and evaluation 
tools were coded as “I use them frequently (K1, K2, K5, K6, K7, K8, K9, K12)” and “I use them occasionally (K3, 
K4, K10, K11, K13).” The teachers' views regarding their preferred assessment and evaluation tools were 
grouped into the categories of “traditional assessment and evaluation tools” and “contemporary assessment 
and evaluation tools.” The teachers’ opinions in the category of traditional assessment and evaluation tools 
they preferred were coded as “open-ended questions (F=13)”, “multiple-choice questions (K1, K2, K3, K4, K7, 
K8, K10, K11, K12, K13)”, “true/false item types (K2, K3, K4, K5, K6, K8, K10, K12, K13)”, “matching (K1, K4, 
K5, K6, K7, K8, K10, K12, K13)”, “short-answer questions (K1, K3, K5, K6, K9, K11)”, “fill-in-the-blank (K1, K3, 
K5, K7, K8)”, and “written-oral exams (K11)”. 

Teachers’ views on the preferred assessment and evaluation tools category were coded as: 
“performance task (K1, K2, K6, K7, K9, K11, K12, K13)” “self-group assessment (K1, K2, K5, K7, K8, K9, K12)”, 
“graded scoring scale (rubric) (K1, K2, K4, K5, K8, K13)”, “rating scale (K2, K5, K7, K9, K12)”, “3-2-1 card (K1, 
K5, K7, K9)”, “concept map (K1, K2, K6, K9)”, “exit card (K5, K8, K9)”, “checklist (K1, K2, K12)”, “project (K2, 
K5)”, “diagnostic branching tree (K1, K2)”, “structured grid (K1)”, “information card (K5)”, and “portfolio 
assessment (K1)”. Below are some direct quotations from teachers regarding their frequency of use of 
assessment and evaluation tools and their views on the traditional and contemporary assessment and 
evaluation tools they prefer: 

K5: “I use them frequently. I often include open-ended questions to assess students’ knowledge of learning 
outcomes and to reinforce that knowledge, thereby increasing retention. I also prefer alternative assessment and 
evaluation tools such as 3-2-1 cards, projects, exit cards, self and group assessments, rating scales, graded scoring 
scales, and knowledge cards, in addition to traditional assessment and evaluation tools such as short-answer 
questions, true-false, matching, and fill-in-the-blank questions. 

K12: “I use them frequently. I often use open-ended, multiple-choice, and matching questions from 
traditional assessment and evaluation tools. I also prefer to use true-false questions that gain a new dimension 
with the addition of the phrase ‘because...’. I also value using self-assessment forms, performance tasks, rating 
scales, and checklists from alternative assessment and evaluation tools. Structured grids are also among the tools 
I use. 

K1: “I use them frequently. In traditional assessments and assessment tools, I use open-ended questions, 
fill-in-the-blank questions, matching questions, multiple-choice questions, and short-answer questions. From 
formative assessment and evaluation tools, I use performance tasks, portfolio assessment, 3-2-1 cards, diagnostic 
branching trees, concept maps, checklists, self-assessment, and rubrics.” 

K4: “I use them occasionally. I especially prefer open-ended, true/false, matching, and multiple-choice 
questions in the end-of-unit assessment and evaluation section. I have only used a graded scoring scale once. 
Because the teaching program is very intense, I worry that if I apply these tools in class, I won’t be able to cover 
all the topics.” 

K11: “I use them occasionally. I prefer open-ended, multiple-choice, written, and oral exams, as well as 
short-answer questions. I also give students one performance task per semester.” 

K13: “I use them occasionally, especially when extracurricular activities coincide with class time, or when 
situations such as official holidays or snow days prevent the lesson from being taught on time. In my classes, I 
include open-ended questions, matching exercises, true/false questions, multiple-choice questions, rubrics, and 
performance tasks.” 
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2.4. Views on the Challenges Experienced During the Implementation of Assessment and 
Evaluation Tools 

The responses provided by teachers to the fourth interview question of the study, “What difficulties 
did you encounter during the implementation phase of the assessment and evaluation tools specified in the 
teaching program?”, were analyzed, and the findings are presented in Table 5. 

Table 5. Teachers’ Views on the Difficulties They Face in Implementing Assessment and Evaluation Tools 

Theme Category Code F 
Challenges 

Encountered 
During the 

Implementation 
of Assessment 
and Evaluation 

Tools 

Student-related 
challenges 

Students are not behaving objectively 7 

Students’ low level of preparedness 6 

Students’ lack of interest 5 
 

Students’ lack of awareness that they are being 
assessed based on the process 

3 

Students’ lack of knowledge about using assessment 
and assessment tools 

2 

Teacher-related 
challenges 

Evaluating students individually takes too much 
time.  

7 

Printing out evaluation forms for each student is 
quite costly. 

6 

It increases the teacher’s workload. 6 

Being unable to break out of the routine  2 

Learning environment-
related challenges 

Classes are too crowded. 8 

The applications cause too much noise in the 
classroom.  

6 

There is no internet connection. 3 

Malfunctioning smart boards  2 

Teaching program and 
textbook-related 

challenges 

The constant redirection of assessment and 
evaluation practices to the Education Information 
Network (EBA) 

5 

Insufficient class time 2 

Some QR codes in the book are not opening 2 

The teaching program is being too intensive 2 

Assessment scales are not being recorded on EBA 1 

                     - No difficulties encountered 2 

Table 5 shows that teachers’ views on the challenges they encounter in the implementation phase of 
assessment and evaluation tools are grouped under the categories of “student-related difficulties,” “learning 
environment-related difficulties,” “teacher-related difficulties,” and “teaching program and textbook-related 
difficulties.” The opinions of the teachers participating in the study in the student-related difficulties category 
are: “students not behaving objectively (K2, K3, K4, K5, K7, K8, K10)”, “students’ low level of preparedness 
(K3, K4, K6, K7, K8, K10)”, “students’ lack of interest (K3, K4, K8, K11, K13)”, “Students’ lack of awareness that 
they are being assessed based on the process (K3, K7, K10)”, and “students’ lack of knowledge about using 
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assessment and evaluation tools (K5, K6)”. Below are direct quotations from some of the teachers’ views on 
student-related difficulties during the implementation phase of assessment and evaluation tools.  

K2: “Unfortunately, students are not objective when filling out self-assessment and group assessment 
forms and may give answers that do not reflect reality.  Therefore, the forms remain merely a formality.” 

K3: “The assessment and assessment tools in the Maarif Model are very important in terms of developing 
students’ thinking, interpretation, and self-expression skills. However, during implementation, I observe that 
students have difficulty expressing their thoughts. The students’ insufficient level of preparedness is a major 
factor in this.” 

K8: “Students are extremely reluctant to participate in classroom activities. This leads to negative 
behavior during class.” 

K7: “Students are unaware that they are being assessed throughout the process, so they fill out the 
assessment tools provided at the end of the activities carelessly.” 

K6: “Students have gaps in their knowledge regarding the use of assessment and evaluation tools. 
Specifically, they do not know what to pay attention to when filling out evaluation forms.” 

The views of teachers participating in the study regarding teacher-related challenges were: 
“evaluating students individually takes too much time (K2, K4, K5, K8, K10, K11, K13)”, “printing out 
evaluation forms for each student is quite costly (K2, K4, K5, K8, K11, K13)”, “increases the teacher’s workload 
(K2, K4, K5, K10, K11, K13)”, and “being unable to break out of the routine (K12, K13)”. Below are direct 
quotations from some teachers’ views on teacher-related difficulties in the implementation phase of 
assessment and evaluation tools. 

K4: “Evaluating all students is both laborious and time-consuming, as well as quite costly. I teach RCEK 
to five different 9th-grade classes at school. There is an average of 25 students in each class. Therefore, printing 
evaluation forms for approximately 125 students every two weeks, reviewing them one by one, and writing 
feedback takes up a lot of my time. This increases our workload.” 

K13: “The new teaching program contains many innovations, so not being able to break out of my 
comfort zone brought various difficulties. Unfortunately, due to the novelty of the program, I was unable to fully 
adapt. During this process, we should have undergone comprehensive in-service training.” 

The teachers’ views on challenges related to the learning environment category were: “classes being 
too crowded (K2, K3, K4, K6, K7, K8, K10, K11)”, “activities causing too much noise in the classroom (K2, K3, 
K4, K5, K7, K8)”, “lack of internet connection (K7, K8, K10)”, and “malfunctioning smart boards (K7, K8)”. 
Below are direct quotes from some of the teachers’ views regarding difficulties related to the learning 
environment during the implementation of assessment and evaluation tools. 

K6: “Some classes at our school are crowded, which causes difficulties during implementation.” 

K5: “There is too much noise in the classroom when using assessment and evaluation tools. Students are 
literally out of control during activity implementation.” 

K8: “We are experiencing serious problems with internet access in some of our classrooms.” 

K7: “The smartboards are constantly malfunctioning because students use them without permission 
during breaks. The boards are opened with an application assigned to us on our phones. However, IT class 
students disable these applications and use the boards.” 
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The views of teachers participating in the study regarding challenges related to the teaching program 
and textbooks were as follows: “The constant redirection of assessment and evaluation practices to EBA (K3, 
K7, K8, K10, K12)”, “Insufficient class time (K2, K11)”, “some QR codes in the book not opening (K8, K10)”, 
“the teaching program being too intensive (K4, K13)”, and “assessment scales are not being recorded on EBA 
(K8)”. Below are direct quotations from some teachers’ views on difficulties arising from the teaching 
program and textbooks during the implementation of assessment and evaluation tools. 

K8: “At the beginning of the year, I had trouble accessing the QR codes in the section of the book with 
activities. These QR codes constantly redirected me to EBA, and I was asked for my e-government and MEBBIS 
passwords to log in. Naturally, I didn’t want to log in. Later, I learned how to log in by creating an EBA code. 
These issues should have been addressed in the seminars.” 

K3: “Accessing the content in the activities in the textbook via QR codes that redirect to EBA is very time-
consuming. Sometimes EBA doesn’t even open. Previously, the Directorate of Religious Education had a separate 
page that was very useful. We could easily access the content there without needing a password. This page was 
moved to EBA, and the problems began.” 

K2: “The most significant difficulty I encountered during implementation was insufficient time. Having 
only two class hours per week poses problems in preparing learning outcomes and applying assessment and 
evaluation tools.” 

K4: “The teaching program is very intense, and the students’ level of preparedness is low. This creates 
serious difficulties in the education process and can reduce student motivation.” 

The two teachers who participated in the study reported no difficulties during the implementation 
phase of the assessment and evaluation tools (K1, K9). 

K1: “I didn't experience any difficulties.” 

2.5. Opinions on the Contributions Provided by the Application of Assessment and Evaluation 
Tools 

The responses provided by teachers to the fifth interview question of the study, “What are the 
contributions provided by the implementation of the assessment and evaluation tools envisaged in the 
teaching program?”, were analyzed, and the findings are presented in Table 6. 

Table 6. Teachers’ Views on the Contributions Provided by the Implementation of Assessment and 
Evaluation Tools 

Theme Category Code F 
 
Contributions 
Provided by the 
Implementation 
of Assessment 
and Evaluation 
Tools 

 
Contributions to the 
student 

Ensuring the student’s active participation in the 
process 

10 

Contributing to students’ lasting learning 6 
Contributing to the development of the student’s 
higher-order thinking skills 

6 

Increasing students’ motivation 5 
Revealing students’ different talents 3 
Ensuring the development of competent individuals 
in every sense 

2 

 
Contributions to the 
teacher 

Providing the opportunity for objective evaluation 5 
Providing an opportunity to get to know the student 
better 

5 

Enabling the teacher to see the student’s level  4 
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Providing clear and understandable feedback to 
students 

3 

Contributing to the identification of students’ 
interests and needs 

3 

Reducing the teacher’s workload by incorporating 
various tools for assessment and evaluation 

1 

Table 6 shows teachers’ views on the contributions of applying assessment and evaluation tools, 
grouped under the categories: “contributions to students” and “contributions to teachers.” The opinions of 
the teachers participating in the research regarding the contributions of the implementation of assessment 
and evaluation tools to the student are coded as “ensuring the student’s active participation in the process 
(K1, K2, K4, K6, K7, K8, K9, K10, K11, K12)” and “contributing to students’ lasting learning (K1, K5, K6, K7, 
K10, K11)”, “contributing to the development of students’ higher-order thinking skills (K1, K3, K4, K5, K11, 
K12)”, “increasing student motivation (K2, K8, K9, K12, K13)”, “revealing students’ different talents (K1, K8, 
K13)”, and “ensuring the development of competent individuals in every sense (K2, K12)”. Below are some 
direct quotes from teachers regarding the contributions that the implementation of assessment and 
evaluation tools provides to students. 

K1: “With assessment and evaluation tools, students participate much more actively in class. This 
prevents me from being a teacher who just lectures all the time. I can involve students in the process. This 
interaction allows me to create a more active, effective, and efficient learning environment in the classroom.” 

K3: “The implementation of the assessment and evaluation tools proposed by the model contributes to 
the development of students’ higher-order thinking skills. However, without sufficient infrastructure, achieving 
the desired outcome remains a pipe dream.” 

K8: “The implementation of various assessment and evaluation tools in class allows students’ different 
talents to be revealed.” 

K4: “The effective use of assessment and evaluation tools increases students’ interest in the course and 
their active participation. The opportunity for students to evaluate their own learning processes develops their 
self-awareness and responsibility skills.” 

The opinions of teachers participating in the study regarding the contributions that the application of 
assessment and evaluation tools coded as: “providing the opportunity for objective evaluation (K2, K8, K10, 
K12, K13)”, “Providing an opportunity to get to know the student better (K1, K2, K8, K9, K10)”, “enabling the 
teacher to see the student’s level (K1, K5, K11, K13)”, “providing clear and understandable feedback to 
students (K1, K2, K8)”, contributing to the identification of the student’s interests and needs (K5, K9, K13)”, 
and “reducing the teacher’s workload by incorporating various assessment and evaluation tools (K8)”. Below 
are some direct quotes from teachers regarding the contributions of implementing assessment and evaluation 
tools. 

K2: “I believe I conduct more objective assessments by using evaluation tools such as checklists and 
rubrics in class. These tools enable me to provide clear and understandable feedback to students.” 

K9: “It provides an opportunity to get to know students better throughout the process and contributes 
to identifying students’ interests and needs.” 

K5: “The implementation of the assessment and evaluation tools outlined in the teaching program 
contributes to students’ holistic development. These tools are of great importance in determining the level at 
which students acquire different skills.” 
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K8: “Frankly, since previous textbooks did not include such a variety of assessment and evaluation tools, 
I did not use alternative assessment and evaluation tools in my lessons. This is because preparing alternative 
assessment and evaluation tools is both difficult and requires considerable effort. Including these tools in 
textbooks has partially lightened our load.” 

Discussion, Conclusion, and Recommendations 

In this study, which examined teachers’ opinions on assessment and evaluation tools in the CTEM 
Secondary Education RCEK Course Teaching Program, five open-ended questions were posed to RCEK 
teachers within the scope of the study, and their responses were examined.  

In the study, when teachers’ opinions on how they evaluated assessment and evaluation practices 
were examined, it was determined that they gave positive evaluations for their process-oriented nature, their 
contribution to the development of students’ higher-order thinking skills, their individualized feedback, their 
student-centered nature, their ability to identify learning deficiencies, their ease of access to assessment tools 
by scanning QR codes in the textbook, their inclusion of both traditional and contemporary assessment and 
evaluation tools, their opportunity for student participation in the assessment process, their inclusion of 
assessment and evaluation tools for almost every learning outcome, their provision of multifaceted 
assessment opportunities, and their provision of examples of assessment and evaluation practices. However, 
teachers evaluated assessment and evaluation practices as negative due to inadequate in-service training and 
the lack of a sample classroom lesson video for the RCEK course. A review of the literature reveals that there 
are studies supporting the research findings. A study by Üredi (2024, p. 22) stated that although a process-
oriented assessment and evaluation approach was adopted in the 2018 teaching program, it was noted that 
in practice, a result-oriented approach prevailed due to the predominant use of standardized assessment 
tools and the lack of diversification of assessment tools. In contrast, the CTEM teaching program clearly 
emphasizes the adoption of a process-oriented approach; it emphasizes the importance of students 
deepening their learning through a continuous assessment approach and the inclusion of diverse assessment 
tools, which prioritize multifaceted assessment within the framework of holistic development. Teachers 
participating in the study appear to have positively viewed this change in assessment and evaluation practices 
within the new teaching program. A review of studies conducted by Ak and Köse (2024, pp. 132–169),  Baz 
(2024, pp. 106–123), and Üredi (2024, p. 23) on the CTEM teaching program in various teaching fields reveals 
that teachers evaluated the assessment and evaluation practices positively for their process-oriented nature, 
the provision of diversity in assessment and evaluation, the inclusion of scales in the textbook’s QR codes, 
student-centeredness, support for multifaceted development, and process-based evaluation. However, they 
also evaluated them as negative for their inadequate in-service training. These studies in the literature 
support the research findings. Furthermore, one-third of the teachers participating stated that in-service 
training was insufficient. Therefore, teachers’ inadequate in-service training for program implementation 
raises concerns that it may hinder their adaptation to the new program and be inefficient in responding to 
student needs (Baz, 2024, p. 118). Teachers, who are primarily responsible for these practices, play a 
significant role in maximizing the benefits of assessment and evaluation practices (Bahar et al., 2025, p. 11). 
Therefore, the importance of training to improve teachers’ knowledge and skills in assessment and evaluation 
tools should not be overlooked. 

When the teachers’ opinions regarding their level of competence in using assessment and evaluation 
tools were examined in the study, it was determined that most of them considered themselves partially 
competent due to the availability of previously unused assessment and evaluation tools, a lack of 
technological competence, and a lack of in-service training on how to use the new assessment and evaluation 
tools. However, some teachers considered themselves quite competent because they came to class prepared, 
examined the advantages and disadvantages of assessment and evaluation tools, received adequate training 
on these tools, and attended training seminars on them. Based on teachers’ opinions, assessments must be 
objective and error-free for accurate evaluation to yield sound decisions. For accurate assessment to be 
performed, it is crucial to be well-versed in assessment and evaluation tools, understand their features, and 
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be aware of their advantages and limitations (Güler, 2025, p. 62). It was concluded that most participating 
teachers were only partially competent in using assessment and evaluation tools. Based on the research 
results, it can be said that teachers are particularly concerned about using contemporary (developmental) 
assessment and evaluation tools. Some participants (K11 and K12) stated that they were comfortable using 
traditional assessment and evaluation tools, but had not used contemporary tools in class before and 
considered themselves partially competent with these tools. In a study conducted by Çakmak (2011, pp. 124–
127), which determined the proficiency levels of RCEK teachers’ knowledge of assessment and evaluation 
tools, it was found that 76.3% of teachers were competent, 18.9% were partially competent, and 4.8% were 
incompetent in traditional assessment and evaluation techniques. In alternative assessment and evaluation 
techniques, 40.7% were partially competent, 46% were competent, and 13.3% were incompetent. Similarly, 
in a study conducted by Gelbal and Kelecioğlu (2007, pp. 135–145) on teachers’ self-efficacy in using 
assessment methods, 60.9% of teachers were at a “moderate” level, 20.1% were at a “very” level, and 19% 
were at a “not at all” level. These studies in the literature support the research findings. 

When teachers’ frequency of using assessment and evaluation tools and their opinions on preferred 
assessment and evaluation tools were examined, it was concluded that most teachers used these tools 
frequently. It was determined that teachers most frequently used traditional assessment and evaluation tools, 
including open-ended questions, multiple-choice questions, true/false items, matching, short-answer 
questions, fill-in-the-blank questions, and written and oral exams. It was also concluded that they preferred 
contemporary assessment and evaluation tools such as performance tasks, self-group assessments, rubrics, 
3-2-1 cards, rating scales, concept maps, exit cards, checklists, projects, diagnostic tree, structured grids, 
flashcards, and portfolio assessments, less than traditional assessment and evaluation tools. Furthermore, it 
was notable that teachers did not mention observation forms, worksheets, comparison tables, T-charts, and 
peer assessment forms. All of these can be attributed to a variety of factors. First, traditional assessment and 
evaluation tools have been present in our education system for years, offering teachers familiarity, greater 
time efficiency, and ease of implementation. In contrast, the increased time, planning, and effort required for 
contemporary assessment and evaluation tools (performance tasks, projects, portfolios, self-, peer-, and 
group assessments, etc.) not only limits their applicability but also increases teachers’ workload. These 
factors can be interpreted as leading teachers to use traditional assessment and evaluation tools more 
frequently. They also indicate that teachers lack sufficient knowledge and skills regarding contemporary 
assessment and evaluation tools. A review of the literature reveals that studies other than Uygun's (2020, pp. 
29–45) are consistent with the research findings. The studies conducted by Gündoğdu (2013, p. 93) and 
Çakmak (2011, pp. 128–131) found that RCEK teachers use traditional assessment tools more frequently than 
alternative assessment tools: among traditional assessment and evaluation tools, they most frequently use 
multiple-choice tests, while among alternative assessment and evaluation tools, they most frequently use 
performance tasks. A study by Ceylan (2025, p. 10) that evaluated the CTEM RCEK teaching program based 
on teacher opinions found that teachers preferred traditional assessment and evaluation tools more often 
than contemporary ones, and that they most frequently preferred open-ended and multiple-choice questions. 
Similarly, a study by Karbeyaz (2018, p. 216) found that open-ended questions were the most frequently used 
assessment and evaluation tool by RCEK teachers. A review of studies (Sönmez Ektem et al., 2016, pp. 661–
680; Tokur Üner & Aşılıoğlu, 2022, pp. 25–50) conducted in different teaching fields revealed that teachers 
frequently preferred traditional assessment and evaluation tools. These findings support our research’s 
findings.  

In the study, when teachers’ opinions about the challenges they experienced during the 
implementation of assessment and evaluation tools were examined, it was determined that they experienced 
student-related challenges due to students’ lack of objectivity, low preparedness, disinterest, unawareness 
that they were being assessed, process-oriented, and lack of knowledge in using assessment and evaluation 
tools. They also experienced teacher-related challenges due to the excessive time required to assess students 
individually, the high cost of printing evaluation forms for each student, increased teacher workload, and the 
inability to deviate from established routines. Furthermore, they experienced learning environment-related 
challenges, including overcrowded classrooms, applications that caused excessive noise, a lack of internet 
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connection, and broken smart boards. They also experienced challenges related to the teaching program and 
textbook, including the assessment and evaluation applications constantly redirecting students to EBA, 
insufficient class time, some QR codes in the textbook not opening, the teaching program being dense, and the 
failure to register evaluation scales on EBA. However, it was concluded that two of the teachers experienced 
no challenges during the implementation of the assessment and evaluation tools. The CTEM teaching program 
began to be implemented in the 1st grade of primary school, the 5th grade of middle school, and the 9th grade 
of secondary school in the 2024-2025 academic year, without any pilot implementation. If the teaching 
program had been piloted, challenges in the educational process could have been identified and necessary 
measures taken by authorities. On the other hand, the challenges expressed by teachers can be considered 
significant factors that can make it difficult to achieve the teaching program’s objectives and cause various 
disruptions in the implementation process. At this point, it is crucial to take the necessary measures. Studies 
supporting the research findings have been found in the literature. In studies conducted by Ceylan (2025, p. 
10), Karbeyaz (2018, pp. 217–218), Yıldız and Genç (2016, pp. 61–75), Karataş, and Tabak (2010, pp. 60–61), 
RCEK teachers stated that they experienced challenges in assessment and evaluation practices due to student 
levels, crowded classes, time-consuming and labor-intensive practices, stationery costs, and insufficient 
lesson time.  When examining the study by Ak and Köse (2024, pp. 147–148) on the CTEM across different 
teaching fields, teachers reported experiencing challenges due to insufficient time and crowded classes. In a 
study conducted by Duyul et al. (2025, pp. 1–19), teachers reported challenges stemming from the intensity 
of the teaching program, inadequate infrastructure and equipment, and the teacher adaptation process. In a 
study conducted by Baz (2024, p. 114), teachers reported challenges stemming from both teachers' and 
students’ inability to adapt to innovations and a lack of infrastructure (lack of internet access and smart 
boards). In a study conducted by Bayat and Şentürk (2015, pp. 118–135), teachers reported challenges 
stemming from students’ lack of prior knowledge, excessive class sizes, student disinterest, students’ lack of 
impartiality in assessment, insufficient lesson hours, and their own lack of knowledge. These findings support 
the research findings. Indeed, when studies conducted across different teaching fields and changing curricula, 
particularly on the RCEK, are examined, it is observed that the challenges encountered largely stem from 
insufficient physical infrastructure in educational environments and overcrowded classrooms. This situation 
can be interpreted as significantly complicating the effective implementation of curricula. 

In the study, teachers’ views on the contributions of implementing assessment and evaluation tools 
were examined, and it was determined that they contribute to students by ensuring active student 
participation in the process, contributing to students’ lasting learning, contributing to the development of 
students’ higher-order thinking skills, increasing student motivation, revealing students’ diverse talents, and 
fostering the development of competent individuals in every sense. Furthermore, it was concluded that they 
contribute to teachers by providing objective assessment opportunities, providing the opportunity to 
understand students better, enabling students to assess their level, providing clear and understandable 
feedback to students, contributing to the identification of students’ interests and needs, and easing teacher 
burden by including a variety of assessment and evaluation tools. Based on the teachers’ views, it can be 
interpreted that the assessment and evaluation tools used within the CTEM serve the overall objectives of the 
model (Milli Eğitim Bakanlığı, 2024b, p. 5) by supporting not only academic achievement but also the 
development of individuals in terms of values, attitudes, and skills. Thus, they contribute to the development 
of competent and virtuous individuals. It is anticipated that the tangible impact of these contributions will 
become more evident over time during the teaching process and as students progress. A review of the 
literature reveals studies that support the research findings. Regarding the contributions of the 
implementation of assessment and evaluation tools, teachers emphasized that in the study conducted by 
Karataş and Tabak (2010, p. 60), it increased student motivation towards the lesson; in the study conducted 
by Duyul et al. (2025, p. 13), it increased student achievement through individualized instructional methods 
and was aimed at equipping students with analytical thinking and problem-solving skills; in the study 
conducted by Ak and Köse (2024, pp. 145–151), it enabled students to be active; in the study conducted by 
Sönmez Ektem et al. (2016, p. 667), it provided the opportunity to evaluate students in all aspects, ensured 
student participation in the evaluation process, and provided the opportunity to monitor student 
development; and in the study conducted by Bayat and Şentürk (2015, p. 125), it was highlighted that it 
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contributed by revealing students’ different talents, increasing student achievement, providing the 
opportunity to know students better, and providing the opportunity for objective evaluation. These findings 
support the research findings. Based on the results of the study, the following recommendations can be 
developed: 

• In-service training can be provided to teachers by experts to promote the use of contemporary 
assessment and evaluation tools prescribed in the teaching program. 

• The technological and physical infrastructure of schools can be improved to facilitate the 
implementation of the assessment and evaluation activities prescribed in the teaching program. 

• All the contemporary assessment and evaluation tools, accessible through QR codes at the end of 
the activities, can be directly included in textbooks. 

• Students can be trained in the assessment and evaluation practices included in the CTEM teaching 
program and on the use of assessment and evaluation tools. 

• Studies can be conducted to examine students’ opinions on the assessment and evaluation 
practices included in the teaching program. 
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