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The aim of this study is to determine the opinions of preschool teachers about the
types of evaluation questions (descriptive questions, affective questions, questions
on objectives, and questions associated with daily life) preferred by teachers during
the preparation and application phases of teaching activities. Also, to determine
whether or not there is any relation between the frequency of use of evaluation
questions within education programs and training about the evaluation of young
children. The sample of the study consisted of 323 preschool teachers. Data was
gathered through the screening model. A questionnaire was used as the data
collection tool and Chi-Square Test x2 was employed in the data analysis. It was
determined that preschool teachers prefer “descriptive questions” and “questions on
objectives” more than “affective questions” and “questions associated with daily
life.” Teachers declared that they mostly preferred “questions on objectives” to
enhance children’s skills and to perform end-of-day assessments as well.
Additionally, there was no significant difference found between the frequency of
teachers’ use of “questions associated with daily life” and having training/seminars
on the evaluation of young children.
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Bu aragtirmanin amaci okul oncesi Ogretmenlerinin etkinliklerin hazirlanma ve
uygulanma asamasinda, egitim programlarinda yer alan degerlendirme sorularinin
(betimleyici sorular, duyussal sorular, kazanim ve gostergelere yonelik sorular ve
yasamla iliskilendirme sorulart) hangilerini tercih ettiklerini belirlemektir. Ayrica okul
oncesi 0gretmenlerinin ¢ocuklarin degerlendirilmesi konusu iizerine aldiklar1 egitimin
bu sorulart kullanim sikliklarina etkisi olup olmadigina yonelik goriislerini
belirlenmesi amaglanmigtir. Bu ¢alismada tarama modeli kullanilmigtir. Caligma
grubunu 323 okul &ncesi Ogretmeni olusturmustur. Ogretmenlerin gdriisleri
olugturulan anket yoluyla elde edilmistir ve veriler iki degisken i¢in kay-kare Testi
kullanilarak analiz edilmistir. Okul 6ncesi dgretmenlerin “betimleyici sorular1” ve
“kazanim ve gostergelere yonelik sorular1”, “duyussal sorular” ve “yasamla
iliskilendirme sorularma” gére daha cok tercih ettikleri sonucuna ulasilmistir.
Ogretmenler, cocuklarin becerilerini iist diizeye ¢ikarmak ayrica giin sonu
degerlendirmesi yapmak i¢in Oncelikli olarak “kazanim ve gostergelere yonelik
sorular1” hazirlayip sorduklarini ifade etmistir. Ayrica 6gretmenlerin degerlendirme
konusu ile ilgili egitim almig olmalarinin 6zellikle “yasamla iliskilendirme sorularini”
kullanim sikliklar1 arasinda anlamli bir fark olmadig: belirlenmistir
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Introduction

Children’s healthy growth, development and learning can be realized through education that supports “whole
child” initiatives that ensure students are healthy, safe, engaged, supported and challenged, and provides for their
long-term success. When such training is prepared within a developmentally appropriate program, a longitudinal
follow-up opportunity can be obtained in all areas of development based on learners’ individual differences.
Evaluation of the program is considered an indispensable part of a developmentally appropriate program. The
assessment part of a program may provide the child, their family, teacher, and the school with the necessary
information to produce ideas, and to thereby decide on the child’s education and development. In addition to
standard testing, alternative assessment methods are preferred for the preschool period in the evaluation of
programs and learning. Researchers and educators define informal assessment as a promising alternative to
standardized testing (Bricker, Pretti-Frontczak, Johnson, & Straka, 2002; Downs & Strand, 2006). With this
informal assessment, teachers can evaluate and support the children individually in the process through one-to-
one participation. The teacher can also provide efficient feedback by choosing the most appropriate alternative
assessment techniques such as observation, questioning, and interviewing based on the needs of the children and
the classroom atmosphere.

With questioning preferred as an important method used in education for many years, it has constituted an
important and most effective part of learning activities (Muijs & Reynolds, 2005; Tan, 2007). While good
questions are the most effective tools of education, a good teacher is considered to be the person who knows how
to use questions to the greatest effect (MyHill & Dunkin, 2002). As a term, a question is defined as a sentence
intended for the purpose of prompting thinking or as a form of providing information (MacNaughton & Williams,
2004), while teachers can prefer questioning for many purposes in the educational process. These objectives could
be listed as; to draw attention, to support high-level thinking skills, to express and to reorient emotions (Borich,
2013), to determine the prejudices and misconceptions of children, to analyze discussions, to create bridges
between old and new concepts, to support the use of new information in different content (Yip, 2004), to initiate
class discussions/debates (Nassaji & Wells, 2000), to assess what children learn (Petty, 1993), and to help children
complete their activities (Erdogan & Campbell, 2008).

The use of questions included in training has been defined differently by various researchers as “correct,”
“necessary,” “producer,” “guide” and “efficient” (Kohn, 2015). Questions that may be defined as a “guide” are
listed in the six steps according to Bloom’s taxonomy in 1956, and these are stated as knowledge, comprehension,
application, analysis, synthesis, and evaluation (Cecil & Preifer, 2011). This taxonomy was updated by Lorin
Anderson and his colleagues in 1999 with the idea that there were more effective factors on learning and teaching
(Yurdakan, 2012). The updated taxonomy is categorized under two dimensions as “knowledge” and “cognitive
processes”. The “knowledge” dimension classified as “factual, conceptual, procedural and metacognitive” while
the “cognitive processes” dimension consisted of six steps as “remember, understand, apply, analyze, evaluate and
create” (Krathwohl, 2002). Recalling the information from the mind is the matter of the first step of the knowledge
dimension. In this step, information and memorization- oriented questions are produced rather than thinking and
interpreting. For the understand step in which the basis is to create meaning from educational materials and
experiences, the verbs ‘find’, ‘compare’, ‘explain’ and ‘summarize’ are used in the questions. In the third step,
application, there is the use or application of the appropriate process in a given case. While separating a concept
and discovering how these parts are related to the whole is carried out in the analysis step, standards based
judgments are created by controlling and criticizing in the evaluation stage. In the last step of Bloom's updated
taxonomy, ‘create’ focuses on the ability of the child to assemble pieces to create something new. The steps of
‘analyze’, ‘evaluate’ and especially the ‘create’ constitute the steps in which high-level questions are addressed.
At these levels, individuals are encouraged to create their own judgments by supporting creative and critical
thinking skills. Questions planned for the training period should be prepared in accordance with the levels of
cognition in children, and for their level of development (Storey, 2004). In addition, the most frequently used
questions in the literature are examined as closed questions and open-ended questions based on the structure of the
questions. While closed questions require short answers at the level of knowledge, open-ended questions require
longer and more descriptive answers that will lead the child to think and convey their ideas (Bay, 2016;
MacNaughton & Williams, 2004).

Researches have shown that the types of questions used by teachers are very limited and that teachers mostly
prefer closed questions and direct knowledge questions (Bay & Hartman, 2015; Meacman, Vukelich, Han, &
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Buell, 2014; Storey, 2004). Teachers’ questions in the process of education provide an opportunity to connect with
what children know and what they need to query and reflect with their thoughts (Fisher, 1995). Therefore, creative
and open-ended questions can be considered the most important tools for teachers during training. However, asking
creative questions requires critical-thinking skills and significant resources (McComas & Abraham Rossier, 2005),
and therefore these questions can be seen as time-wasters. For this reason, teachers should formulate questions
carefully prior to preparing a training program in line with the needs of the children and the targeted objectives.
Asking effective questions supports learning rather than controlling children’s knowledge (MacNaughton &
Williams, 2004; Vogler, 2005), allowing them to develop critical-thinking, decision-making and problem-solving
skills (Sellappah, Hussey, Blackmore, & McMurray, 1998). In addition, questioning using “why,” and “how”
(How do you...?, Why do you think...?) offers children the opportunity to understand, to dream, to feel, and to
rethink their own experiences (MacNaughton & Williams, 2004). Diversity in the preferred questions can increase
the difficulty and complexity of the children’s responses (Massey, Pence, Justice, & Bowles, 2008). In addition,
the questions that force children to cognitively support their self-awareness within the classroom, increase their
participation in activities and lead to deep learning (Zeegers &Elliott,2018). However, whether closed or open-
ended questions are employed in the process of education and evaluation, children react less to comments and
statements without questioning than dialogue that includes different questions (Meacman et al., 2014). For this
reason, teachers should always include questions through each of the steps of teaching and learning, including
evaluation. In addition, teachers should be able to determine the objectives, the types of questions, and when
questions should be asked. Teachers are expected to know that they should prepare high-level questions to support
critical-thinking and problem-solving skills, while asking low-level questions to determine children’s strengthens
and weaknesses (Bay, 2016; Storey, 2004).

Questioning in education and especially within the evaluation process is also included in preschool education
programs. Turkey’s Ministry of National Education (MoNE) Preschool Program defines that there should be
multidimensional evaluation, and its basic principle states that “results of evaluation should be used effectively to
enhance the development of children, teachers and the program as well” (Milli Egitim Bakanligi [Ministry of
National Education], 2013, p. 13). Evaluation, which is considered an important part of the education process, is
discussed in detail within a separate section of the Turkish preschool education program. Besides the evaluation
of children’s and teachers’ development, guiding questions have been identified in order for teachers to guide the
evaluation of the program. These questions are categorized as “Descriptive Questions,” “Affective Questions,”
“Questions based on Objectives” and “Questions Associated with Daily Life” (Milli Egitim Bakanligi [Ministry
of National Education], 2013). Descriptive questions are seen as the first stage of evaluation, with answers
consisting of what is done within an activity. Questions based on objectives are included in order to determine
how much of the objectives in the activity plan have been achieved. While affective questions give the opportunity
for children to share their opinions and feelings about the activity process, an environment is provided for children
to establish a relationship between their experiences and life using questions associated with daily life. Example
questions are provided within the program in order to guide teachers. Descriptive questions are questions of what,
where, and who, whilst questions on objectives focus on whether or not the children have achieved the intended
learning outcomes. In affective questions, children are given the opportunity to understand and to analyze their
own emotions, as well as those of others. Finally, in questions associated with daily life, the aim is to assure
permanence of what the children have learned. These questions are directed to the children at the end of the
program activities so as to help them analyze, evaluate their learning and create new things through linking back
to their own life in evaluating the activity process.

Although these questions are intended to guide teachers in preparing and implementing activities, the
assessment process within preschooling does not attract adequate attention. Most of the studies were conducted to
determine the teachers’ assessment methods preference and their opinions on these methods rather than the
questions that used in the preschool classrooms (Buldu, 2010; Dennis, Rueter & Simpson, 2014; Can Giil, 2009;
Hanes, 2009; Kaya, 2018; Turupcu, 2014). However, the aim of this study is specifically to pay attention to
teachers’ preference of questions and the frequency of use of these questions for evaluation process of pre-
schoolers, therefore this study is thought as important for preschool education literacy. Based on the published
research, during the evaluation process, teachers mostly prefer lower-level questions and closed questions (Bay,
2016; Baysen, 2006; Lee, 2010; Storey, 2004). For the current study, four aims are determined for the preschool
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evaluation process; “preparing questions in a way that can be answered in different learning centers,” “preparing
questions that can raise children’s skills to the highest level,” “asking questions by considering developmental
characteristics for development follow-up” and “performing end-of-day evaluation with questions.” This study is
considered important in terms of defining which questions are preferred the most from “descriptive questions,”
“affective questions,” “questions based on objectives,” and “questions associated with daily life,” and also to
provide a different perspective by examining the frequency of occurrence of such question types. Because when
teachers gain an awareness of how often they choose which questions for evaluation process of pre-schoolers, they
will be able to direct more appropriate questions to children and encourage them to ask questions. As a result,
children's understanding skills can be supported (Nystrand, Wu, Gamoran, Zeiser & Long, 2003), and children
will feel more valued and motivated with conversations and questions that continue during the activities (Mercer
& Howe, 2012). This study is significant in terms of teachers can see the overall picture over the availability of
the proposed evaluation questions in the pre-school education programs in Turkey. So, the questions facilitate the
negotiation environment to evaluate and assess the ideas of children. Thus, there will be further progress in critical
thinking and problem solving skills of children (Giinel, Kingir & Geban, 2012; Mercer & Howe, 2012; Scott,
Mortimer & Aguiar, 2006)

The aim of this study is to answer the following research questions based on the feedback of preschool teachers
about the question types they prefer in order to reach the goals determined during the evaluation of their education;

1-  Which evaluation questions are preferred by preschool teachers in early childhood education programs;
descriptive questions, affective questions, questions on objectives, or questions associated with daily life?

2- Is there any significant difference between the frequency of question type usage by preschool teachers
and their having received training about the evaluation of preschool children?

Method

This section details the research design, research sample, data collection tool, data collection, and data analysis
of the study.

Research Design

In this study, the qualitative research methods screening model was preferred because the aim is to understand
the views of teachers in preschool education institutions, therefore necessitating reaching teachers within the wider
audience. In screening research, the views of a wider community should be taken into account, while the data
should include answers to questions directed at the participants (Fraenkel & Wallen, 2006). In addition, such
studies should focus on how the participants express their views, rather than the reasons of the participants. In the
current study, it is aimed to determine which question types offered in preschool education programs are asked by
teachers in the process of preparation and follow-up of their activities.

Research Sample

The sample of the study was defined by maximum diversity sampling, which is a type of objective sampling.
The reason for this is in order to obtain specific clues about the universe without being concerned with
generalization by considering different samples in line with the determined problem (Biiyiikoztiirk, Kilig Cakmak,
Akgiin, Karadeniz, & Demirel, 2014). In addition, by presenting similarities and differences in various situations,
evaluation of the problem from different perspectives may be possible. The sample of the current study is formed
of a total of 323 preschool teachers working in different provinces of Turkey. Table 1 shows the demographics of
the sample.

Table 1 shows the distribution of preschool teachers according to age, gender, education, graduating
department, seniority, the age group and class size they work with, and having received training/ seminar (on
evaluation within preschool education). In general, it was determined that half of the teachers were in the 21-30-
year age group and 92% are female. Additionally, 81% of the teachers held a Bachelor’s Degree and 71.8%
graduated from the Department of Preschool Education. While 41.5% of the teachers were in the first five years
of their professional life, about half worked with 5-year-old children, and 25% stated that they had more than 21
children in their class. Finally, 90.7% of the teachers in the sample had not attended training or a seminar on
evaluation within preschool education.

527



Teachers’ Views About the Use of Questions

Table 1. Demographic Information of Preschool Teachers

F %
21-30 165 51.1
Age 31-40 114 35.3
41 + 44 13.6
Gender Female 299 92.6
Male 24 7.4
Bachelor’s Degree
Education Other Zgi ?éé
(Vocational High School, Associate Degree) '
Department (graduation) Preschool _Education _ 232 71.8
Other (Child Development/and Education) 91 28.2
0-5yrs 134 415
Seniority 6-10 yrs 102 31.6
11-15yrs 47 14.6
16 yrs + 40 12.4
3-4 yrs 87 26.9
Age Group S5yrs 161 49.8
6 yrs 75 23.2
10-15 children 119 36.8
Class size 16-20 children 125 38.7
21 children + 79 24.5
Having training/seminar Yes 30 9.3
No 293 90.7

Data Collection Tool

In this study, the aim was to describe the views of teachers about the use of evaluation questions. A
questionnaire was preferred as the data collection tool. With surveys, which are advantageous in terms of reaching
larger groups within a shorter timeframe and with lower costs, results are expressed as the basic number of
participants responding to questionnaire items (Biiyiikoztiirk et al., 2014).

The questionnaire consists of two parts. In the first part, questions are used to obtain the demographic
characteristics of the participants, whilst the second part consists of questions regarding the participants views.
After performing a review of the literature, a draft questionnaire form was prepared under two main headings, as
preparation and application of evaluation questions. The draft form was sent to two pre-school education and a
measurement and evaluation expert to get the feedback based on the criteria; consistency with the purpose, scope,
content of study and coherence of language. Based on the feedback of experts, the incoherency of the questions
was checked. After that, it is considered sufficient to apply pretest to participants of up to 20% of the sample size
(Biiyiikoztiirk et al., 2014); and therefore, a total of 67 preschool teachers participated in a pilot test of the
questionnaire. After these preparations to support the instrument’s validity and reliability, three questionnaire
items which were not sufficiently understood by the pilot participants were removed.

The final form of the questionnaire consisted of 13 items. Participants were expected to respond to each
questions by taking into account the four types of assessment questions; “Descriptive Questions,” “Affective
Questions,” “Questions based on Objectives,” and “Questions Associated with Daily Life” in Turkey’s Ministry
of National Education (MoNE) Preschool Education Program (Milli Egitim Bakanligi [Ministry of National
Education], 2013). The prepared questions were formed as five-point, Likert-type items examining teachers’
frequency of usage of each evaluation question type.

Data Collection
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During the data collection process, online questionnaires were completed as a means to reaching a larger
number of participants. Additionally, questionnaires were conducted with teachers in Ankara on a face-to-face
basis. In terms of the quality of the data, some of the questionnaires were excluded from the analysis, and as a
result, a total of 323 questionnaires were included.

Data Analysis

The quantitative research method was preferred for this study, with data collected by means of a survey. For
this reason, data analysis was performed using Chi-Square Test 2 for two variables from nonparametric statistics.
This test, which is frequently used in screening studies, aimed to determine whether or not there is a relationship
between two categorical variables. Three different solutions are presented if the number of cell less than 5 is more
than 20% of whole. One of these is to merge into the relevant line or column. The aim is to increase the observed
frequencies and increase the expected values (Biiytikoztiirk, 2014). In this study, due to the more in the number of
cell exceeding specified value, the likert items were merged. The three categories; “never,” “rarely,” and
“sometimes” were combined under the title “occasionally.” The other categories were named as “mostly” and
“always.”

Findings

Table 2 shows which assessment questions were preferred by teachers in the preparation and implementation
of their activity plans in order to reach the determined goals. In addition, Table 3 shows the Chi-Square Test results
on whether or not the usage frequency of teachers’ preference of evaluation questions differs according to the
teachers’ having taken training or attended a seminar on evaluation within preschool education. Furthermore, Table
3 shows four different Chi-Square Test results, one for each type of evaluation question (descriptive, affective,
questions on objectives, and questions associated with daily life).

Table 2 shows that the teachers prefer “descriptive questions” with a rate of 49.5% for questions that can be
answered in different learning centers while preparing activity plans. While the children maintained their activities
in different learning centers, only 4.6% of the teachers stated that they were preparing “questions associated with
daily life” in order to evaluate the children. Another aim of teachers in the evaluation process of education is to
increase the skills of the children to the highest level. For this purpose, it was concluded that 48.9% of the teachers
prepared “questions on objectives” and 35.9% of them prepared “descriptive questions”; however, “affective
questions” were preferred by only 5.3% of teachers for this goal.

The most equal distribution among the teachers’ choice of questions was for questions asked as follow-up to
the children’s development. Firstly, teachers preferred “descriptive questions” (28.9%), then “affective questions”
(26.0%), “questions on objectives” (23.5%) and, finally, “questions associated with daily life” (21.4%) in order to
be able to evaluate children’s development.

Table 2. Evaluation Questions Preference of Preschool Teachers

- . . Questions
Evaluation Question Descrl_ptlve Que_stlo_ns on Affec_tlve Associated
questions objectives questions o
Preference w/ daily life
Aims f1% f1% f1% fl1%
Preparing questions in the way that can be 160 126 22 15
answered in different learning centers (49.5%) (39.0%) (6.8%) (4.6%)
Preparing questions that can raise 116 158 17 32
children’s skills to the highest level (35.9%) (48.9%) (5.3%) (9.9%)
ot B B Gk
development follow-up 070 70 w70 70
Doing end-of-day evaluation with questions 102 128 66 27
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(31.6%) (39.6%) (20.4%) (8.4%)

As seen in Table 2, only 8.4% of teachers ask “questions associated with daily life” in order to perform an end-
of-day assessment, and also that they mostly preferred “questions on objectives” with a ratio of 39.6% for this
purpose. It is also seen that teachers have a tendency to prefer “descriptive questions” and “questions on
objectives” to reach their goals, and that “questions associated with daily life” are the evaluation question types
least preferred by early childhood teachers.

Table 3 provides the results of the Chi-Square Tests used to determine whether or not the usage frequency of
the evaluation questions used by the teachers in preparing and implementing the activity plan varied according to
them having attended a seminar or training on the evaluation of young children.

For the purpose of preparing questions that can be answered in different learning centers, 36.7% of the teachers
who had received training or attended a seminar on evaluation in preschool education always used “descriptive
questions,” while 48.8% who had not attend any training/seminar stated that they occasionally preferred
“descriptive questions.” In another result of the study, “affective questions” were found to be mostly preferred by
50% of teachers having received training, and 46.4% of teachers who had not. While 20% of the teachers who had
been trained preferred “questions on objectives” occasionally, the teachers who had not been trained always used
this type of question at a rate of 23.2%. Finally, the “questions associated with daily life” were found to be mostly
preferred by teachers who had been trained at a rate of 40%, while 42% of the non-trained teachers only asked
these questions occasionally. The results of the Chi-Square Test showed no significant differences between the
usage frequency “descriptive questions” and “questions on objectives” and having received training on evaluation:
12 (SD=2,n=323)=5.04, 2 (SD =2, n=323) =3.98, p > .05. On the other hand, significant differences were
seen between the usage frequency of “affective questions” and “questions associated with daily life,” and having
attending training or seminars on the evaluation of young children: 2 (SD=2,n=323)=9.11 and 2 (SD=2,n
=323)=7.54, p < .05.
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Table 3. Chi-Square Test Result on Teachers’ Frequency of Use of Evaluation Questions According with the Having Training/Seminars on Assessment”

Preparing questions in the way that be

Preparing questions that can raise

Asking questions by considering
developmental characteristics for

Doing end-of-day evaluation with

answered in different learning centers children’s skills to the highest level devel foll questions
% Having eve opment ollow-up
§ received > > > >
= training on EE = E <
.2 evaluation 2 > % 2 > % 2 > % 2 > %
17} I 7 < 7 I % 4 72
5 s £ 2 »°» 7§ £ £ » £)§ £ F » F]§5 £ Z »° 7
Ves ”0/ 9 10 11 8 8 14 4 9 17 11 6 13
*0) | 300) (333) (36.7) (26.7) (26.7) (46.7) (133) (30.0) (56.7) (36.7) (20.0) (43.3)
1 .081 5.038 102 4.567 258  2.708 041  6.412
No no/ 143 88 62 101 110 82 79 29 135 141 86 66
*0) | 488) (30.0) (21.2) (345) (37.7) (28.0) 270) (27.0) (46.1) (481) (294) (225)
Yes ”0/ 3 15 12 2 15 13 7 5 18 9 10 11
*0) | (100) (50.0) (40.0) (6.7)  (50.0) (43.3) (233) (16.7) (60.0) (30.0) (33.3) (36.7)
2 .011 9.106 .068 5.370 338 2.168 249 2,779
No no/ 96 136 61 64 148 81 106 48 139 121 103 69
(*0) | (328) (46.4) (20.8) (21.8) (505) (27.6) (36.2) (16.4) (47.9) (413) (35.2) (235)
Ves ”0/ 6 12 12 1 12 17 5 9 16 9 8 13
*0) | 200) (40.0) (40.0) (33)  (40.0) (56.7) (16.7)  (30.0) (53.3) (30.0) (26.7) (43.3)
3 .023  7.536 .033 6.806 778 .503 029 7.112
No no/ 131 94 68 68 106 119 44 107 142 160 60 73
) | w47y (B21) (232) (232) (362) (40.6) (150) (365) (48.5) (546) (205) (24.9)
Ves ”0/ 7 12 11 2 9 19 5 6 19 5 12 13
(0) | (233) (40.0) (36.7) (6.7  (30.0) (63.3) (16.7)  (20.0) (63.3) (16.7)  (40.0) (43.3)
4 137 3.982 .062 5.554 352 2.089 218 3.046
No ”(y 123 85 85 58 110 125 66 82 145 71 139 83
) | 420) (29.0) (29.0) (19.8) (375) (42.7) (225) (28.0) (49.5) (242) (474) (28.3)

* Separate analysis was performed for each question type and then results combined as a single table.

** 1: ‘Descriptive questions’, 2: ‘Affective questions’, 3: ‘Questions on objectives’, 4: ‘Questions associated with daily life’
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In Table 3, “descriptive questions” are seen to always be preferred by teachers who had received training or
attended seminars in order to maximize the children’s skills with a ratio 46.7%, and mostly by 37.7 % of teachers
who had not. For this aim, both trained and non-trained teachers mostly have a tendency to use “affective
questions.” In addition, 63.3% of the teachers who had attended seminars or training always preferred “questions
associated with daily life,” while the non-trained teachers preferred this question type occasionally with a rate of
19.8%. According to the results of the Chi-Square Tests, no significant difference was found between the teachers’
frequency usage of evaluation questions and having received training on the evaluation of young children: y2 (SD
=2,n=323)=4567; %2 (SD=2,n=323)=5370; 2 (SD =2, n=323) = 6,806 and ¥2 (SD =2, n = 323) =
5,554, p > .05.

It can be concluded that approximately 50% of the teachers always used “descriptive questions,” “affective
questions,” “questions on objectives” and “questions associated with daily life” by taking into account the
developmental characteristics of the children for developmental follow-up, irrespective of whether or not the
teachers had been trained on the evaluation of young children. Although the majority of the teachers used these
assessment questions for this purpose, there was no significant difference found between the usage frequency of
evaluation questions and the teachers’ seminar/ training status; 2 (SD =2, n=1323)=2.71; x2 (SD =2, n = 323)
=2.17,%2 (SD=2,n=323)=.50 and ¥2(SD = 2, n =323) = 2.09, p > .05.

Finally, the teachers who had attended training or seminars on the evaluation of young children always
preferred “descriptive questions” with the ratio of 43.3% when making end-of-day assessments, while 48.1% of
the non-trained teachers occasionally used these questions. Moreover, 43.3% of the trained teachers always asked
“questions associated with daily life” in their classroom; whilst the non-trained teachers just occasionally preferred
these questions with the ratio 24.2% to assess children at the end of the day. As a result, no significant difference
was found between the usage frequency of both “affective questions” and “questions associated with daily life,”
and having received any training on the evaluation of young children; x2 (SD =2, n=323)=2.78 and 2 (SD =
2,n =323) =3.05, p > .05.

EEINT3

Discussion and Conclusion

This study examined which types of evaluation questions are preferred by early childhood teachers for the
preparation and the implementation of activity plans, and whether or not the usage frequency of evaluation question
types changes based on teachers having received or not received training or attended seminars on the evaluation
of young children. For this study, teachers’ feedback was sought on question types stipulated in the program
evaluation of Turkey’s National Preschool Education Program, which are “descriptive questions,” “affective
questions,” “questions on objectives,” and “questions associated with daily life,” and the results analyzed
individually for each type.

As a result of this research, it was seen that the preschool teachers primarily preferred “descriptive questions”
rather than “questions on objectives,” and rarely used “questions associated with daily life” for the evaluation of
young children playing in different learning centers. This result parallels the results of other studies that concluded
that teachers prepare and ask low-level questions and closed questions during the assessment process (Bay, 2016;
Baysen, 2006; Lee, 2010; Storey, 2004). The reason for this result could be that teachers prepare questions to be
answered at the ‘remember’ level instead of open-ended questions which need to be revised according to changing
dynamics of the learning center. Preparing questions at the knowledge level and obtaining answers requires a
shorter timeframe and the responses will be more observable. Teachers may therefore prefer questions based on
memorization and knowledge repetition because they are more practical to administer and require less occupational
knowledge. As Biiyiikalan (2002) stated, when individuals learn more, they can ask high-level questions; and
therefore, if teachers advance their own questioning skills, they may have at hand a variety of questions to ask in
different environments and for different individuals. In addition, VVogler (2005) emphasized that teachers should
know the features of question asking and should be willing to implement them and to ask more questions. As seen
in the results of the current study, teachers will be familiar with different types of questions and will also be seen
as a model for children if they ask questions both during the teaching process and also in their daily life. In parallel
with other findings of the study, for children working at different learning centers, a significant difference was
seen between the usage frequencies of “affective questions” for teachers who had received some form of training
on the evaluation of young children. It was found that trained teachers asked more “affective questions” than non-
trained teachers. This result showed that when teachers advance their skills through training or attending seminars,
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they could help children to think in a more creative and critical manner through the application of different
evaluation question types for different learning centers. In addition, with training, teachers can prepare and ask
more concrete questions that are associated with children’s life experiences, include familiar words for children
and be prepared through current events and objects. As stated by Massey et al. (2008), the inclusion of more
questions in the education process by teachers results in gaining the support of children’s participation, and also
that questions that are formed differently for various learning centers may result in more complex and detailed
responses by the children.

According to another result of the study, teachers used “questions on objectives” instead of “questions
associated with daily life” and “affective questions™ in order to maximize the skills of children. This is seen as a
remarkable result, that while the target was to maximize the skills of children, only 10% of the preschool teachers
preferred to use “questions associated with daily life” that support high-level thinking ability. The reasons for not
preferring to ask open-ended questions that help children to think creatively could be noted as a fear of asking the
right questions and/or not being able to respond adequately to the children’s questions. In this context, the lack of
any specific course targeted at supporting teachers’ questioning skills in undergraduate education, and the lack of
lessons related to the subject, could lead to the inability of teachers to fully support their questioning skills.
Additionally, the preparation and attendance to specific courses or training on child evaluation to support
questioning skills may not be sufficient for teachers to gain such skills at a comprehensive level. In the published
research, it is seen that children’s potential can be enhanced and developmental progress observed when preschool
teachers have sufficient training and education to gain high quality questioning skills (Barnette, Orletsky, & Sattes,
1994; Biiyiikalan Filiz, 2007; Storey, 2004; Zeegers & Elliott, 2018). Moreover, the reason why teachers prefer
memorization questions to open-ended questions could be stated as teachers needing more time in the classroom.
As, when open-ended question are addressed to children; new questions could arise, teachers may have to move
away from the main objective and focus on a non-targeted issue, and the teacher may be concerned over resultant
issues of class management (Chin & Osborne, 2008). In parallel with this result, Waterhouse (1990) stated that if
more time is needed to answer the questions and teachers ask questions to only a few children; in this case, the
children stop being involved in the activity and classroom management problems can be observed.

According to another result of the current study, the teachers stated that they used the four types of assessment
questions stated in the Ministry of National Education program with a balanced distribution for developmental
follow-up, considering the developmental characteristics of children. However, in the second step of the study, no
significant difference was found between the usage frequencies of evaluation questions and having received
training or attended seminars on the evaluation of young children. This may be due to prospective teachers’
undergraduate education about the importance of the “whole child” and assessment of overall development of
children on their courses. In addition, in the undergraduate teacher training program, general assessment was taught
rather than specific courses related to questions and questioning; therefore, this could have had an effect on the
issues of training on evaluation making no difference to the usage frequency of evaluation questions.

In another finding, it was determined that teachers preferred “questions on objectives” to “affective questions”
for end-of-day assessment of education. This preference could be due to observable consequences and answers of
“questions on objectives” in their daily routine. Therefore, preschool teachers could easily complete the objectives
control list. This result is in line with the work of Carin, Bass, and Contant (2005). In Carin et al.’s (2005) study,
it was determined that teachers preferred closed questions in order to determine the reflection of teaching on
children in a comfortable way and to be able to observe the skills of children through the application of closed
questions. Thus, it was stated that teachers could make a more comfortable evaluation on the answers of the
children. On the other hand, when the relationship between the usage frequency of evaluation questions and having
received training or attended seminars on evaluation was examined, there was a meaningful relationship found
between having attended training and the usage frequency of both “descriptive questions” and “questions on
objectives.” This result can be interpreted as when teachers attend training or seminars on the evaluation of young
children, they could learn which question types to use for both the process and end-of-day assessment. In the
current study, it was determined that the teachers preferred more questions at knowledge level, for instance
“descriptive questions” and “questions on objectives” for the end-of-day assessment, while for process evaluation
these question types were used occasionally or mostly by preschool teachers.
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Many researchers have emphasized that the quality of teachers is of significant importance and impacts on the
development of children, especially in the preschool period (Burchinal, 2018; National Institute of Child Health
and Human Development Early Child Care Research Network, 2002, 2005; Smolensky & Gootman, 2003).
Questions and answers within the evaluation process, which is considered an important part of education, can be
used as a rich tool in order to define assumptions, to reveal contradictions and to reach new information. When
teachers reflect on their children that questioning skills are worth modeling, children will themselves make new
discoveries by questioning as well. When children ask more questions in the process, education becomes more
effective and interesting (Kaya & Elgun Ceviz, 2017); therefore children’s thinking skills should be supported
(King, 2005) so that children’s own questioning will shape subsequent activities and increase their motivation
(Chin & Oshorne, 2008). In addition, questioning skills will help children to analyze subjects and events, to solve
problems, to adapt to change and thus to identify new opportunities and move towards new directions. In this
context, the first step of a teacher who focuses on solutions rather than problems should be to ask questions,
because where there are no questions, therein lies the problem. Teachers should always ask themselves this
question, “What could I ask the children?” and should always think about what children could be asked these
questions. For this purpose, teachers should continue to be good listeners and observers of children. The fact that
teachers see questions as the most important tool that will guide and extend communication in the classroom
(Yang, 2006), therefore should be an indication of how much teachers should care about their questioning skills
in education.

According to the literature review, studies about evaluation questions focus on the structure of questions
(e.g., open-ended, closed) or their cognitive level (remember, understand, apply, analyze, evaluate, create). On the
other hand, the current study specifically targeted evaluation questions recommended for preschool teachers in the
MOoNE early childhood education program. The specific focus was on teachers’ usage of “descriptive questions,”
“affective questions,” “questions on objectives” and finally “questions associated with daily life.” It is considered
that this study will contribute to the literature in terms of providing feedback on evaluation questions used in one-
to-one practices in Turkey. However, the study data were limited to the survey conducted online and 323 teachers'
opinions. For the following study, if the study is carried out with more preschool teachers all over the Turkey, the
generalizability of the data about the evaluation questions preference of teachers may increase. Moreover, the
questionnaire consists of likert-type questions therefore teachers' opinions on evaluation questions are limited by
quantitative data. In order to handle such limitation in the following studies, a qualitative study on the use of these
assessment questions and the reasons of the preferences of the teachers and the possible consequences of their
preferences can be discussed. In addition, another study can be carried out to compare the views of teachers and
the opinions of policy makers on preschool education in relation to assessment questions. As a result of such study,
there could be a general picture of the views on to what extent and how the planned policies could be implemented
or not about assessment questions in preschool education. Such a reflection is expected to provide a rich feedback
for the evaluation of the training program being implemented in Turkey. In addition, providiOng trainings and
workshops about especially pre-school assessment and effective questioning for both pre-school teacher candidates
and teachers, will allow them to make self-assessments about questioning. In addition, for both researchers and
field practitioners, it may be recommended to prepare an online training or practice which can be prepared by
planning on sample cases. With such an application, teachers will be able to learn how to prepare different types
of questions in different case situations, and gain the ability to ask questions.
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Okul Oncesi Egitim Programinin Degerlendirme Sorularinin Kullanimina
Yonelik Ogretmen Gortiisleri

Giris

Cocugun saglikl bir sekilde biiyiiyebilmesi, gelisebilmesi ve 6grenebilmesi; biitiinciil gelisimi destekleyecek
bir egitimin ¢ocuga sunulmasiyla gergeklesebilir. Bu egitim gelisimsel olarak uygun bir program dahilinde
hazirlandiginda, ¢ocuklarin bireysel farkliliklar1 temel alinarak tiim gelisim alanlarinda boylamsal bir takip firsati
yakalanabilir. Bu takibin yapilabilmesi i¢in de programin degerlendirmesi bu programin vazgegilmez pargasi
olarak ele alinir. Programa dahil edilecek olan degerlendirme, ¢ocuklarin egitim siiregleri ile ilgili fikir iretebilmek
ve karar vermek icin ¢ocuga, aileye, 6gretmene, okula gerekli bilgiler saglayabilir. Programin ve dgrenmenin
degerlendirilmesi i¢in okul dncesi donemde standart testlere ek olarak alternatif degerlendirme yontemleri de
tercih edilmektedirler. Arastirmacilar ve egitimciler ‘6zgiin’ degerlendirmeyi standart testlere umut verici bir
alternatif olarak tamimlamaktadir (Bricker, Pretti-Frontczak, Johnson, & Straka, 2002; Downs & Strand, 2006).
S6z konusu 6zgiin degerlendirme ile 6gretmen ¢ocuklar: bireysel olarak siire¢ icerisinde onlarin birebir katilimi
ile degerlendirebilir ve onlara destek olabilir. Ogretmen ayn1 zamanda sinif atmosferi ve cocuklarin ihtiyaclarina
yonelik alternatif degerlendirme yontemlerinden gozlem, soru sorma, goriisme gibi en uygun teknikleri tercih
ederek verimli bir geribildirim saglayabilir.

Soru sorma ¢ok uzun yillardir egitimde kullanilan 6nemli bir yontem olarak tercih edilirken, etkinliklerin
vazgecilmez ve en etkin par¢asim olusturmaktadir (Muijs & Reynolds, 2005; Tan, 2007). Uretilebilen iyi bir soru,
egitimin en etkili araci olurken, iyi 6gretmen de en biiyiik etkiyi yaratabilmek i¢in bu sorulari nasil kullanmast
gerektigini bilen kisi olarak diisiiniilmektedir (MyHill & Dunkin, 2002). Soru, bir kisinin diigiinmesini ya da bilgi
elde etmesini amaglamak i¢in hazirlanan bir ciimle (MacNaughton & Williams, 2004) olarak tanimlanirken,
Ogretmenler sorular1 egitim siirecine bircok amacla kullanabilmektedir. Bu amaglar; dikkat ¢ekmek, iist diizey
diisiinme becerilerini desteklemek, duygular1 ifade etmek ve yeniden yonlendirmek (Borich, 2013), ¢ocuklarin
onyargilarin1 ve yanls bildiklerini belirlemek, tartismalari ¢oziimlemek, eski ile yeni kavramlar arasi koprii
olusturmak, farkli igerikte yeni bilginin kullanimini desteklemek (Yip, 2004), simuf i¢i tartismalari baslatmak
(Nassaji & Wells, 2000), ¢ocuklarin 6grendiklerini degerlendirmek (Petty, 1993), c¢ocuklarin etkinliklerini
tamamlamalarina yardimci olmak (Erdogan & Campbell, 2008) gibi ¢ok ¢esitli sekilde siralanabilmektedir.

Egitimde yer verilen soru kullamimi bir¢ok g¢aligmaci tarafindan “dogru”, “gerekli”, “iiretici”, “rehber”,
“verimli” olmak iizere farkl sekilde tanimlanmistir (Kohn, 2015). Rehber niteliginde olabilecek sorular Bloom’un
1956 yilinda olusturmus oldugu taksonomisine gére alti basamakta siralanmis ve bunlar bilgi, kavrama, uygulama,
analiz, sentez ve degerlendirme olarak belirtilmistir (Cecil & Preifer, 2011). Bu taksonomi 1999 yilinda Lorin
Anderson ve meslektaslari tarafindan 6grenme ve 6gretme iizerinde daha fazla faktoriin etkili oldugu diisiincesiyle
giincellenmistir (Yurdakan, 2012). Giincellenen taksonomi ‘bilgi’ ve ‘bilissel siiregler’ olmak tizere iki boyut
olarak ele alinmistir. Bilgi boyutu, “olgusal, kavramsal, islemsel ve bilisiistii bilgi” olarak siniflandirilirken;
biligsel siiregler boyutu “hatirlama, anlama, uygulama, analiz etme, degerlendirme ve yaratma” seklinde yine alt1
adimda siniflandirilmistir (Krathwohl, 2002). Biligsel boyutun ilk adimi olan hatirlamada zihinde olan dogru
bilgiyi getirme s6z konusudur. Burada diisiinme ve yorumdan ziyade ezberlenen bilgiler odakli sorular
tretilmektedir. Egitim materyalleri ve deneyimlerden anlam olusturmanin temel oldugu anlama basamagindaki
sorularda ‘bul’, ‘karsilastir’, ‘agikla’, ‘dzetle’ ifadelerine yer verilmektedir. Ugiincii siradaki uygulama
basamaginda, verilen bir durumda uygun islemi kullanma veya uygulama vardir. Bir kavram parcalarina ayirma
ve bu pargalarin biitiin ile nasil bir iligkisinin oldugunun kesfedilmesi analiz basamaginda gergeklesirken,
degerlendirme basamaginda kontrol ederek ve elestirerek standartlara dayali yargilar olusturulmaktadir. Bloom™un
giincellenen taksonomisinin son basamaginda ele alinan yaratma ise gocugun yeni bir sey olusturmak i¢in parcalari
bir araya getirme becerisini igermektedir. Analiz, degerlendirme ve 6zellikle yaratma basamaklar ise st diizey
sorularin ele alindigi basamaklari olusturmaktadir. Bu diizeylerde bireylerin yaratict ve elestirel diigiinme
becerileri desteklenerek kendi yargilarini olusturmalar1 hedeflenmektedir. Egitim siiresinde ele alinmasi planlanan
sorular Bloom’un giincellenen taksonomisinde yer alan biligSel siirecler boyutuna ve c¢ocuklarin gelisim
diizeylerine uygun olarak hazirlanmalidir (Storey, 2004). Buna ek olarak alanyazin incelendiginde egitimde de
sikca kullanilan sorular yapilar1 temel alinarak, kapali u¢lu sorular ve agik uglu sorular olarak iki ana baglik altinda
incelenmektedir. Kapali uglu sorular, bilgi diizeyinde kisa cevaplar gerektirirken, acik uglu sorular g¢ocugu
diisiinmeye ve fikirlerini aktarmaya yoneltecek uzun ve agiklayici cevaplari beraberinde getirmektedir (Bay, 2016;
MacNaughton & Williams, 2004).



Degerlendirme Sorularina Yénelik Ogretmen Gériisleri

Yapilan arastirmalar 6gretmenlerin kullandiklar1 soru yapilarimi ¢ok sinirli gdrmekte ve 6gretmenlerin
¢ogunlukla kapali uglu sorular1 ve dogrudan bilgi sorularini tercih ettiklerini belirtmektedir (Bay & Hartman, 2015;
Meacman, Vukelich, Han & Buell, 2014; Storey, 2004). Ogretmenlerin egitim siirecinde gocuklara yonelttikleri
sorular; ¢ocuklara, ne bildikleri ve neyi sorgulamaya ihtiya¢ duyduklarini kendi diigiinceleri araciligiyla yansitma
firsatt sunmaktadir (Fisher, 1995). Bu yiizden yaratic1 ve agik uclu sorular egitim siiresince dgretmenlerin en
onemli araglar1 kabul edilebilmektedir. Ancak yaratici sorular hazirlayabilmek elestirel diistinme becerisi ve
onemli kaynaklara ihtiya¢ duymasindan dolay1 (McComas & Abraham, 2005) bu sorular liretmek yer yer zaman
kayb1 gibi goriilebilmektedir. Bu sebeple 6gretmen ¢ocuklarin ihtiyaglar1 ve hedeflenen kazanimlar dogrultusunda
caligmalarinmi sekillendirirken, sorularini da dikkatli bir sekilde 6nceden belirlemelidir. Ciinkii etkili soru sorma,
cocuklarin bilgisini kontrol etmekten ziyade onlarin dgrenmelerini desteklemekte (MacNaughton & Williams,
2004; Vogler, 2005), onlarin elestirel diigiinme, karar verme ve problem ¢dzme becerilerinin gelismesine olanak
saglamaktadir (Sellappah, Hussey, Blackmore & McMurray, 1998). Ayrica 6gretmenler tarafindan hazirlanacak
sorularda neden, nasil gibi (Sen nasil...?, Neden...diislindiin?) soru kaliplar: kullanilmasi, ¢ocuklarin anlamalari,
hayal kurmalari, hissetmelerini saglarken, onlarin kendi deneyimlerini yeniden diisiinebilme imkani sunmaktadir
(MacNaughton & Williams, 2004). Tercih edilecek sorulardaki gesitlilik, ¢ocuklarin yanitlarmin giigliik ve
karmagiklik diizeyini destekleyerek artiracaktir (Massey, Pence, Justice & Bowles, 2008). Ek olarak, bilissel olarak
cocuklar1 zorlayacak sorular, onlarin sinif icinde kendilerini fark etmelerine destek olacak, etkinliklere
katilimlarin1 artiracak ve derin &grenmelerine yol acacaktir (Zeegers & Elliott, 2018). Ancak egitim ve
degerlendirme siirecinde ister kapali uglu ister agik uclu soru olsun, gocuklar soru icermeyen diiz yorumlara ya da
ifadelere soru igeren konusmalardan daha az tepki vermektedirler (Meacman vd., 2014). Bu sebeple 6gretmenler
degerlendirme de dahil olmak iizere egitimin her basamaginda sorulara her zaman yer vermeleri gerekmektedir.
Ayrica dgretmenlerin soru sorarken amaglarini, sorularin ¢esitlerini, ne zaman hangi sorular1 tercih etmeleri
gerektigini iyi belirlemeleri gerekmektedir. Ogretmenlerin, alt diizey sorular1 cocugun giiclii ve zayif yanlarmin
neler oldugunu belirlemek ve bunlarin degerlendirmesini yapmak iizere; iist diizey sorulart da ¢ocugun elestirel
diisinme ve problem ¢dzme becerilerini desteklemek amaciyla hazirlamalar1 gerektigini her zaman bilmeleri
beklenmektedir (Bay, 2016; Storey, 2004).

Egitim ve ozellikle degerlendirme siirecinde gerekliligi vurgulanan sorular okul dncesi egitim programlari
icerisinde de yerini almaktadir. Tiirkiye’de kullanilan Milli Egitim Bakanligi (MEB) Okul Oncesi Egitim Progranm
degerlendirme siirecinin ¢ok yonlii olmasi gerektiginin {izerinde dururken, temel ilkelerinde ‘degerlendirme
sonuglari ¢ocuklarin, 6gretmenin ve programin gelistirilmesi amaciyla etkin olarak kullanilmalidir’ seklinde yer
almaktadir (MEB, 2013, s.13). Egitim siirecinin 6nemli bir pargasi kabul edilen degerlendirme, okul 6ncesi egitim
programinda ayri bir baglik altinda detayli bir sekilde ele alinmistir. Bu boliimde, ¢ocuklarin ve dgretmenlerin
degerlendirilmesine ek olarak program degerlendirilmesinin yapilabilmesi i¢in etkinlik siirecinde kullanilmak
lizere 6gretmenlere yol gosterici sorular belirlenmistir. Bu sorular “Betimleyici, Kazanim ve Gostergelere Y onelik,
Duyussal ve Yasamla iliskilendirme Sorular1” olmak iizere dért ana baslik altinda ele alinnustir (MEB, 2013).
Betimleyici sorular degerlendirmenin ilk asamasi olarak goriilmekte ve etkinlikle ne yapildiginin agiklanmasina
yardimci olmaktadir. Kazanimlara ve gostergelere yonelik sorular, etkinlik planindaki hedeflere ne kadar ulasilip
ulagilmadigini belirlemek igin degerlendirme siirecinde yer almaktadir. Duyussal sorularla ¢ocuklarin etkinlik
stirecinde ne hissettikleri ile goriis paylagsmalarina firsat taninirken, yasamla iligkilendirme sorularinda ¢ocuklarin
etkinlikte yasanilanlarla kendi yasamlari arasinda bir iliski kurabilmelerine imkan saglanmaktadir. Programda
ogretmenlere rehberlik etmesi agsindan bu sorularin 6rneklerine yer verilmektedir. Betimleyici sorular1 ne, nerede,
kim sorulari odakli hatirlama sorulart igerirken, kazanimlara yonelik sorular anlama ve uygulama diizeyinde
¢ocuklarin etkinlik kapsaminda hedeflenen kazanimlari ne kadar edinip edinmedigi odakli sorulardir. Duyussal
sorularda g¢ocuklarin kendileri ve bagkalarinin duygularmi kavrama ve gerektigi noktada analiz ederek
yorumlamalarina firsat taninmaktadir. Son olarak yasamla iligskilendirme sorularinda amag¢ ¢ocuklarin
o0grendiklerinin kaliciliklarim1 saglamaktir. Bu sorular c¢ocuklarin etkinlik siirecini kavradiktan sonra kendi
yasamiyla da iligkilendirerek analiz etmelerine, degerlendirme yaparak yeni yapilar olusturmalarina yardimet
olacak sorular olarak etkinlikler devam ederken ve etkinliklerin sonunda ¢ocuklara yonlendirilmektedir.

Belirlenen bu sorularin 6gretmenlere etkinlik hazirlama ve uygulama asamasinda yol gosterici olmasi
hedeflenmis olsa da uygulamada okul oOncesi donemde degerlendirme siireci gereken dikkati iizerine
¢ekememektedir. Yapilan calismalara bakildiginda da okul oncesi egitiminde kullanilan degerlendirme
sorularindan daha ¢ok hangi degerlendirme yontemlerinin tercih edildigi ve ¢alismalarda bu yontemlere yonelik
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Ogretmen goriiglerine yer verildigi goriilmistiir (Buldu, 2010; Dennis, Rueter & Simpson, 2011; Can Giil, 2009;
Hanes, 2009; Kaya, 2018; Turupcu, 2014). Bu galismada ise okul dncesi donem degerlendirme yontemlerinden
daha ozellesilerek, 6gretmenlerin degerlendirme siirecinde tercih ettikleri sorular1 ve kullanim sikliklarina dikkat
¢ekilmesinin 6nemli oldugu diistiniilmistiir. Ciinkii 6gretmenlerin degerlendirme siire¢lerinde ¢ogunlukla alt
diizey sorular ve kapali uclu sorulari tercih ettikleri yapilan ¢calismalarda goriilmektedir (Bay, 2016; Baysen, 2006;
Lee, 2010; Storey, 2004). Bu calisma yiiriitiiliirken okul 6ncesi egitim degerlendirme siiresi i¢in; ‘cocuklarin farki
merkezlerde cevaplayabilecekleri sekilde sorulart hazirlama’, ‘cocuklarin becerilerini iist diizeye ¢ikarabilecek
nitelikte sorulart hazirlama’, ‘gelisim takibi amaciwyla gelisim ozellikleri dikkate alinarak sorular sorma’ ve
‘sorularla giin sonu degerlendirme yapma’ seklinde 4 hedef belirlenmistir. Bu ¢aligma, MEB okul 6ncesi egitim
programinda kullanilan betimleyici, kazanimlara ve gostergelere yonelik, duyussal ve yasamla iligkilendirme
degerlendirme sorularinin hangilerinin daha ¢ok tercih edildigi ve belirlenen hedefler dogrultusunda ne siklikta
kullanildigina yonelik farkli bir bakis agist sunmasi agisindan 6nemlidir. Cilinkii 6gretmenler hangi sorulart ne
kadar siklikla tercih ettikleri ile ilgili bir farkindalik kazandiklarinda, ¢ocuklara daha uygun sorular yoneltebilecek
ve onlarin da soru sormalarini tesvik edebilecektir. Bunun sonucunda da cocuklarin anlama becerileri
desteklenebilecek (Nystrand, Wu, Gamoran, Zeiser & Long, 2003) ve etkinlikler siirecinde devam eden karsilikli
konugmalar ve sorularla birlikte ¢ocuklar kendilerini daha degerli ve motive olmus hissedeceklerdir (Mercer &
Howe, 2012). Bu calisma da 6gretmenlerin Tiirkiye’deki okul dncesi egitim programida kullanilmasi 6nerilen
degerlendirme sorularinin kullanim durumu ile ilgili genel resmi gorebilmeleri agisindan 6nemlidir. Ciinkii
egitimde yer verilen sorularla birlikte g¢esitli goriislerin degerlendirilmesi i¢in farkli tartigilma ortamlarmin
olusmasina olanak saglanacaktir. Boylece ¢ocuklarin elestirel diisiinme ve problem ¢6zme becerilerinde daha da
ilerleme olabilecektir (Giinel, Kingir & Geban, 2012; Mercer & Howe, 2012; Scott, Mortimer & Aguiar, 2006).

S6z konusu c¢alismada, okul 6ncesi dgretmenlerinin ¢ocuklarin egitimlerinin degerlendirilmesi siiresinde
belirledikleri hedeflere ulagsmak igin tercih ettikleri degerlendirme sorulariyla ilgili geribildirimleri ile asagidaki
sorularin yanitlanmasi amag¢lanmistir;

1-  Okul 6ncesi 6gretmenleri betimleyici sorulari, kazanim ve gostergelere yonelik sorulari, duyussal sorular
ve yasamla iliskilendirme degerlendirme sorularindan hangilerini okul 6ncesi egitim programi dahilinde
tercih etmektedir?

2-  Okul 6ncesi d6gretmenlerinin tercih ettikleri degerlendirme sorularimi kullanma sikliklari, degerlendirme
ile ilgili seminer/ egitim alma durumlarina gore anlamli bir fark géstermekte midir?

Yontem

Bu béliimde arastirma modeli, 6rneklem, veri toplama araglari, veri toplama siireci ve verilerin analizine yer
yerilmektedir.

Arastirmanin Modeli

Bu arasgtirmada okul dncesi egitim kurumlarinda galisan 6gretmenlerin egitim programlarinda kullandiklar
degerlendirme sorularimi kullanim sikliklarina iliskin goriiglerini, daha genis kitledeki 6gretmenlere ulasarak elde
etmek istenildiginden nicel arastirma yontemlerinden tarama modeli tercih edilmistir. Tarama arastirmalarinda
daha genis bir toplulugun goriisleri ele alinirken, verilerin bu kisilere yoneltilen sorulara verilen cevaplarini
icermesi gerekmektedir (Fraenkel & Wallen, 2006). Ayrica bu ¢aligmalarda katilimcilarin belirttikleri goriislerinin
nedenleri yerine katilimcilarin géziinden nasil bir dagilim gosterdigine odaklanilmaktadir. Bu ¢aligmada da
Ogretmenlerin egitim siirecinde okul dncesi egitim programinda yer alan degerlendirme sorularini etkinliklerini
hazirlama ve uygulama asamasinda ne tiir bir dagilim takip ederek kullandiklarinin belirlenmesi hedeflenmistir.

Orneklem

Calismanin 6rneklemi olusturulurken amagsal 6rneklem tiirii olan maksimum g¢esitlilik ornekleme tercih
edilmistir. Bunun sebebi belirlenen problem dogrultusunda farkli 6rneklemler ele alinarak genelleme kaygisi
olmaksizin evren hakkinda belirli ipuglar1 elde edebilmektir (Biiylikoztiirk, Kilig¢ Cakmak, Akgiin, Karadeniz, &
Demirel, 2014). Ayrica belirlenen amacin yani sira farkli durumlar igerisindeki benzer ya da farkli yonler ortaya
konulmasi problemi farkli agilardan da degerlendirebilme imkani sunabilmektedir. Bu ¢aligmanin 6rneklemini
Tirkiye’ nin farkli illerinde gorev yapan 323 okul dncesi 6gretmeni olusturmaktadir. Tablo 1°de bu 6gretmenlere
iliskin demografik bilgilere yer verilmistir.
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Tablo 1°de okul 6ncesi 6gretmenlerinin yas, cinsiyet, grenim durumu, mezun olduklart boliim, mesleki kidem,
calistiklart yas grubu, ¢alistiklart sinif mevcudu ve degerlendirme ile ilgili seminer alma durumlarina gére dagilimi
goriilmektedir.

Tablo 1. Okul Oncesi Ogretmenlerine iliskin Demografik Bilgilerin Dagilimi

F %

21-30 165 51.1
Yas 31-40 114 35.3
41 ve iizeri 44 13.6
- Kadin 299 92,6

Cinslyet Erkek 24 7.4
Ogrenim durumu Lisans T . 262 811
Diger (Meslek Lisesi, Onlisans, lisans tamamlama) 61 18.9
Mezun olunan boliim Okul Oncesi Egit%n.li . o 232 78
Diger (Cocuk gelisimi/ ve egitimi) 91 28.2
0-5 yil 134 41.5
. 6-10 y1l 102 31.6
Mesleki kidem 11-15 yil 47 146
16 ve lizeri 40 124
3-4 yas 87 26.9
Calisilan yas grubu 5 yas 161 49.8
6 yas 75 23.2
10-15 ¢ocuk 119 36.8
Caligilan sinif mevcudu 16-20 ¢ocuk 125 38.7
21 ve iizeri 79 24.5

. Evet 30 9.3
Seminer alma durumu Hayir 293 90.7

Ornekleme genel olarak bakildiginda, gretmenlerin yarisinin 21-30 yas araliginda oldugu ve %92 sinin kadin
oldugu belirlenmistir. Ogretmenlerin %81°i lisans programlarindan mezunken, %71.8°lik kisim okul &ncesi
egitimi/ 6gretmenligi béliimiinden mezun olmustur. Ogretmenlerin %41.5’i meslek hayatlarin ilk bes yilinda
iken, 6gretmenlerin yaklasik yarist 5 yas grubu gocuklarla ¢alismakta olup 6gretmenlerin yaklasik %25°i gorev
yaptiklar1 sinifin mevcudunu 21 ve tizeri olarak belirtmistir. Son olarak da 6rneklemdeki 6gretmenlerin %90.7 gibi
biiyiik bir cogunlugu okul 6ncesi egitimde degerlendirme ile ilgili bir seminere katilmamuistir.

Veri Toplama Araclari

Bu ¢alismada veri toplama araci olarak 6gretmenlerin degerlendirme sorularini kullanimlarina ait gériislerini
betimlemelerini hedeflenmistir. Arastirma materyali olarak anket tercih edilmistir. Daha biiyiik gruplara daha kisa
stirede ve daha az maliyetle ulagilmasi agisindan avantaj saglayan ankette katilimcilarin anket maddelerine samimi
bir sekilde yanit verdikleri temel say1lt1 olarak ifade edilmektedir (Biiyiikoztiirk vd, 2014).

Anket iki bolimden olusmakta olup ilk bdliimde katilimeilarin demografik 6zelliklerini betimlemek igin
kullanilan olgusal sorulara yer verilirken, ikinci bdliim de ise katilimcilarin okul 6ncesi egitimde kullanilan
degerlendirme sorularina iligkin goriiglerinin belirlenmesi i¢in inan¢ ve kani sorulari olarak adlandirilan sorulara
ver verilmistir. Anket gelistirme siirecinde okul Oncesi egitimde degerlendirme ve siirecte kullanilan
degerlendirme sorulart ile ilgili literatiir incelenerek hedefe yonelik sorular hazirlanmistir. Bu sorular
degerlendirme sorularini hazirlama ve uygulama olmak iizere iki temel baglik altinda taslak halde siralanmustir.
Hazirlanan taslak form, amag, kapsam, igerik, dil ve gelisim diizeyine uygunluk Kriterleri agisindan
degerlendirilmek tizere iki okul 6ncesi egitimi ve bir 6l¢me ve degerlendirme alan uzmanina gonderilmistir. Alan
uzmanlarindan alinan geribildirimler dogrultusunda sorularin anlam biitiinliiglinii bozan anlatim bozukluklar
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diizenlenmigtir. Daha sonra, belirlenen 6rneklem biiyiikligiiniin %20’si kadar katilimciya ontest uygulanmasi
yeterli kabul edildigi (Biiylikoztiirk vd, 2014) igin, 67 okul 6ncesi 6gretmeni ile 6n uygulama yapilmistir. Gegerlik
ve giivenirligi desteklemek i¢in yapilan bu hazirliklardan sonra anket maddelerinde anlasilmayan ii¢ madde
¢ikarilmig ve maddelerin sorus sirasinda giincelleme yapilmistir.

Nihai anket formunun ilk boliimde 6gretmenlerin demografik bilgilerine ikinci boéliimde ise 6gretmenlerin
goriislerini almak adina on ii¢ maddeye yer verilmistir. Katilimeilarin belirtilen her bir soruyu yanitlarken Milli
Egitim Bakanligi (MEB) Okul Oncesi Egitim Programinda yer verilen 4 cesit degerlendirme sorusunu
(betimleyici, duyussal, kazanim ve gostergelere yonelik ve yasamla iliskilendirme sorular1) goz Oniinde
bulundurarak cevaplamalar1 beklenmistir (MEB, 2013). Hazirlanan sorular, 6gretmenlerin bu degerlendirme
sorularin1 kullanma sikliklaria yonelik 51i likert form diizeninde olusturulmustur.

Verilerin Toplanmasi

Anketi uygulama siiresince katilimcilarin biiyiilk ¢ogunluguna c¢evrimi¢i olusturulan anket formu ile
ulagilmistir. Ayrica Ankara’da yiiz yiize goriisme ile de 6gretmenlere ulasilmis ve anket formu uygulanmustir.
Cevrimigi olarak hazirlanan anket formu ile daha fazla katilimciya ulagilmistir. Verilerin kalitesi agisindan bazi
anketler analiz dis1 birakilmis ve neticesinde toplamda 323 anketle analiz gergeklestirilmistir.

Veri Analizi

S6z konusu caligmada nicel arastirma yontemi tercih edilmis olup, veriler anket yoluyla toplanmistir. Bu
sebeple parametrik olmayan istatistiklerden iki degisken i¢in kay-kare Testi (Chi-Square Test ¥?) kullamlarak veri
analizi ger¢eklestirilmistir. Tarama calismalarinda siklikla kullanilan bu testle iki kategorik degisken arasindaki
iligkinin olup olmadigini belirlemek amaglanmaktadir. Kay- kare testinde beklenen degeri 5’ten kiiciik gozenek
sayisinin %20’yi agmast durumunda ii¢ farkli ¢6ziim yolu sunulmaktadir. Bunlardan birisi mantik ¢ergevesinde
ilgili satir ya da siitunda birlestirmeye gitmektir. Burada amag gézeneklerdeki gdzlem sayilarini artirarak beklenen
degerlerde artisa gidilmesidir (Biiyiikoztiirk, 2014). Bu ¢alismada da belirlenen degeri asan gézenek sayilarindaki
fazlaliktan dolayi likert maddelerinde birlestirmeye gidilmistir. ‘Hicbir zaman’, ‘nadiren’ ve ‘bazen’ maddeleri
birlestirilerek ‘ara sira’ ismiyle analize dahil edilmistir. Bastaki ‘ara sira’ kategorisi ‘cogunlukla’ olarak
degistirilmis ‘her zaman’ kategorisi de ayni ismiyle korunmustur.

Bulgular

Ogretmenlerin belirledikleri hedeflere ulasmak icin etkinlik plani hazirlama ve uygulama asamalarinda hangi
degerlendirme sorusunu tercih ettikleri ile ilgili sonuglar Tablo 2’de belirtilmistir. Ayrica tercih ettikleri
degerlendirme sorularini kullanim sikliklarinin degerlendirme konusu iizerine seminer alma durumuna gore
farklilik gosterip gostermedigi ile ilgili kay-kare testi sonuglart da Tablo 3’te verilmistir. Bu tablo, her bir
degerlendirme soru tiirline gore (betimleyici, duyussal, kazanimlara ve gostergelere yonelik, yasamla
iligkilendirme sorulari) ayr1 ayr1 yapilan kay- kare testinin ortak gosterimi seklinde degerlendirilmelidir.

Tablo 2. Okul Oncesi Ogretmenlerinin Degerlendirme Sorularini Tercihlerinin Dagilimi

in Edi . .. Kazanim ve Yagsamla
D-[eegrecrllr;ni?:ﬁz Betimleyici gostergelere Duyussal ili ;(ilendirme
Sorulari ~ SOTUIAr yonelik sorular sorular sorulari
Hedefler F/% F/% F/% Fl%

‘farklt 6grenme merkezlerinde 160 126 22 15
cevaplanabilecek sorulari hazirlama’ (%49.5) (%39.0) (%6.8) (%4.6)
‘cocuklarin becerilerini iist diizeye 116 158 17 32
¢tkarabilecek nitelikte sorular hazirlama’ (%35.9) (%48.9) (%5.3) (%9.9)
‘gelisim takibi amaciyla gelisim ozellikleri 93 76 84 70
dikkate alinarak sorular sorma’ (%28.8) (%23.5) (%26.0) (%21.7)
‘ n . , , 102 128 66 27
'sorularla giin sonu degerlendirme yapma (%31.6) (9%39.6) (9%20.4) (%8.4)
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Tablo 2 incelendiginde, 6gretmenler etkinlik planlarini hazirlarken farkli 6grenme merkezlerinde cevaplanacak
sekilde %49.5’lik oranla betimleyici sorulart tercih ettikleri belirlenmistir. Cocuklarin farkli 6grenme
merkezlerinde etkinliklerine devam ederken 6gretmenlerin yalnizca %4.6’lik kismu degerlendirme yapmak igin
yasamla iliskilendirme sorularmi hazirladiklarini ifade etmislerdir. Ogretmenlerin egitimin degerlendirme
stirecinde belirledikleri bir diger hedef ¢ocuklarin becerilerini iist diizeye ¢ikarabilmek olup, bu amag icin
ogretmenlerin %48.9’unun kazanim ve gostergelere yonelik sorulari, %35.9’unun da betimleyici sorulari
hazirladig1 sonucuna ulasilmistir. Duyussal sorular ise bu hedef i¢in 6gretmenlerin yalnizea %35.3’1 tarafindan
tercih edilmistir.

Genel tabloya bakildiginda 6gretmenlerin soru tercihleri arasinda en dengeli dagilim, gocuklarin gelisim
takiplerinin yapilmasi amaciyla sorduklari sorularda olmustur. Ogretmenler, gelisim takibini degerlendirmek igin
sirastyla betimleyici sorulari (%28.9), duyussal sorular1 (%26.0), kazanim ve gostergelere yonelik sorulari (%23.5)
ve son olarak da yasamla iliskilendirme sorularini (%21.4) tercih ettiklerini belirtmislerdir. Tablo 2 incelendiginde,
Ogretmenlerin yalnizca %8,4°l giin sonu degerlendirme yapabilmek igin yasamla iligkilendirme sorularini
kullandiklarini belirtirken, bu amag i¢in %39.6’lik bir oranla en ¢ok kazanim ve gostergelere yonelik sorular1 tercih
ettikleri bulunmustur. Genel olarak Tablo 2 incelendiginde 6gretmenlerin hedeflerine ulagmak i¢in betimleyici ve
kazanim ve gostergelere yonelik sorulari tercih etme egiliminde olduklari, yagamla iligkilendirme sorularini ise en
az tercih edilen degerlendirme sorusu olarak ifade ettikleri belirlenmistir.

Tablo 3’te, 6gretmenlerin etkinlik planin1 hazirlarken ve uygularken kullandiklar1 degerlendirme sorularini
kullanim sikliklariin degerlendirme konusu {izerine seminer/egitim alma durumlarina gore farklilik gosterip
gostermedigi ile ilgili kay-kare testi sonuglarina yer verilmistir.

Okul oncesi egitimde degerlendirme konusu lizerine egitim alan 6gretmenlerin % 36.7’si, ‘farkli 6grenme
merkezlerinde cevaplanabilecek sorulari hazirlama’ amacma yonelik olarak betimleyici sorulari her zaman
kullanilirken, egitim almayan Ogretmenlerin %48.8’1 yalnizca arasira tercih ettiklerini belirtmistir. Bu amag
dogrultusunda, duyussal sorular egitim alan ve almayan 6gretmenler tarafindan sirasiyla %50.0 ve % 46.4 oraniyla
cogunlukla tercih edilmektedir. Egitim alan 6gretmenlerin %20’si kazanimlara ve gdstergelere yonelik sorulari ara
sira tercih ederlerken, egitim almayan 6gretmenler bu degerlendirme sorusunu %23.2°lik benzer bir oranla her
zaman kullanmaktadir. Son olarak farkli egitim ortamlarinda cevaplanabilmesi i¢in yasamla iligkilendirme
sorulari, egitim alan &gretmenler tarafindan %40’lik bir oranla ¢ogunlukla tercih edilirken, egitim almayan
Ogretmenlerin %42’si bu sorulara yalnizca arasira yer vermektedir. Yapilan kay-kare sonuglarina gore etkinlik
plant hazirlama agmasinda tercih edilen betimleyici ve kazanimlara yonelik hazirlanan degerlendirme sorularinin
kullanim siklar1 ile 6gretmenlerin seminer/egitim alma durumlari arasinda anlami fark bulunmazken; y?(sd=2,
n=323)=5,04, y*(sd=2, n=323)=3,98, p> .05; dgretmenlerin duyussal ve yasamla iliskilendirme sorularmi
kullanim siklari ile seminer/ egitim alma durumlar arasinda anlaml fark bulunmustur; ¥?(sd=2, n=323)=9,11 ve
¥?(sd=2, n=323)=7,54, p<,05.

Tablo 3’te, ‘cocuklarin becerilerini iist diizeye ¢ikarabilmek’ amaciyla betimleyici sorular egitim alan
ogretmenler tarafindan %46.7 oraninda her zaman, egitim almayan 6gretmenler tarafindan ise %37.7 oraninda
cogunlukla tercih edilmektedir. Belirlenen amag¢ dogrultusunda egitim alan ve almayan 6gretmenlerin cogunlukla
tercihi duyussal sorular olmaktadir. Ayrica seminer/ egitim alan dgretmenlerin %63.3°1 yasamla iliskilendirme
sorularini her zaman tercih ederken, egitim almayan 6gretmenler bu sorulart %19.8°lik bir oranla arasira tercih
etmektedir. Kay-kare analizi sonucuna gore, 6gretmenlerin kullandiklari degerlendirme sorulari gocuklarin
becerilerini iist diizeye ¢ikabilecek nitelikte hazirlama sikliklari ile seminer/egitim almis olmalar1 arasinda anlaml
bir fark olmadigi bulunmustur; ¥%(sd=2, n=323)=4,567; x%(sd=2, n=323)= 5,370, x2(sd=2, n=323)= 6,806 ve
¥?(sd=2, n=323)= 5,554, p>,05.

Ogretmenlerin yaklasik %50°nin, ‘gelisim takibi amaciyla gelisim ozelliklerini dikkate alarak’ betimleyici,
duyussal, kazanim ve gdstergelere yonelik ve yasamla iliskilendirme sorularmi, degerlendirme konusunda
egitim/seminer alsin almasin her zaman kullandiklar1 sonucuna ulagilmistir. S6z konusu amag i¢in 6gretmenlerin
bliylik cogunlugu her zaman belirtilen degerlendirme sorularini kullanmalarina ragmen, degerlendirme sorularini
kullanim sikliklar1 ile 6gretmenlerin seminer/ e8itim alma durumlar1 arasinda anlamli bir fark bulunmamustir;
¥?(sd=2, n=323)=2,71; y*(sd=2, n=323)=2,17, ¢*(sd=2, n=323)=,50 ve y*(sd=2, n=323)=2,09, p>,05.

Son olarak Tablo3’te seminer/ egitim alan 6gretmenler betimleyici sorular ‘giin sonu degerlendirme yapma’
amaciyla kullanim sikliklarini %43.3 ile her zaman olarak ifade ederken, egitim almayan 6gretmenlerin %48.1°i
bu sorular1 arasira kullandiklarini belirtmistir. Ayrica yasamla iliskilendirme sorulari, egitim/seminer alan
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Ogretmenler tarafindan giin sonu degerlendirme yapmak amaciyla %43.3’liik bir oranla her zaman tercih edilirken,
egitim/seminer almayan dgretmenlerin %24.2°si yalnizca arasira bu sorular1 kullandiklarini belirtmistir. Sonug
olarak kay kare sonuglarina gore ogretmenlerin giin sonu degerlendirmesi yapmak i¢in duyussal ve yasamla
iligkilendirme sorularini kullanim sikliklari ile seminer/egitim alma durumlari arasinda anlaml bir fark olmadig
bulunmustur, ¥?(sd=2, n=323)=2,78 ve y(sd=2, n=323)=3,05, p>,05.
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Tablo 3. Ogretmenlerin Seminer Alma Durumlarina Gore Tercih Ettikleri Degerlendirme Sorularmi Kullamim Sikliklarinin Kay-Kare Testi Sonuglari™

“farkli 6grenme merkezlerinde
cevaplanabilecek sorular1 hazirlama’

‘becerileri iist diizeye ¢ikarabilecek
nitelikte sorular hazirlama’

‘gelisim takibi amaciyla gelisim

Ozellikleri dikkate alarak sorular sorma’

‘sorularla giin sonu degerlendirme yapma’

‘= Seminer = - = c = c = c
Zoam | % F - - . E
E Durumu g E} N g 5 N 5 g N = s N
< > — < > — < > - B4 ) o
3 < & £ P r| < & F P X< & F P X2 & F P X
Evet (N%) 9 10 11 8 8 14 4 9 17 11 6 13
(30.0) (33.3) (36.7) (267) (26.7) (46.7) (13.3) (30.0) (56.7) (36.7) (20.0) (43.3)
1 N .081 5.038 102 4.567 .258 2.708 041 6.412
Hayr (%) 143 88 62 101 110 82 79 29 135 141 86 66
y 48.8) (30.0) (21.2) (345) (37.7) (28.0) (27.0) (27.0) (46.1) (48.1) (29.4) (22.5)
Evet N 3 15 12 2 15 13 7 5 18 9 10 11
(%) | (10.0) (50.0) (40.0) 6.7) (50.0) (43.3) (233) (16.7) (60.0) (30.0) (333) (36.7)
N
2 Hame (%) 9% 136 61 .011 9.106 64 148 81 .068 5.370 106 48 139 338 2.168 121 103 69 249 2.779
y (32.8) (46.4) (20.8) 21.8) (50.5) (27.6) (36.2) (16.4) (47.4) (41.3) (352) (23.5)
Evet (l\(l%) 6 12 12 1 12 17 5 9 16 9 8 13
2 (200) (40.0) (400) .y spas| (B3 (400) (567) an os | 167) (300) (833) oo oo [(30.0) (267) (433) o9 711
Havir N 131 94 68 68 106 119 44 107 142 160 60 73
W (o) | (44.7) (32.1) (23.2) (23.2) (36.2) (40.6) (15.0) (36.5) (48.5) (54.6) (20.5) (24.9)
Evet (,\(l%) 7 12 11 2 9 19 5 6 19 5 12 13
(23.3) (40.0) (36.7) 6.7) (30.0) (63.3) (16.7) (20.0) (63.3) (16.7) (40.0) (43.3)
4 N 137 3.982 .062 5.554 352 2.089 218 3.046
Hayir (%) 123 85 85 58 110 125 66 82 145 71 139 83
Y (42.0) (29.0) (29.0) (19.8) (37.5) (42.7) (22.5) (28.0) (49.5) (24.2) (47.4) (28.3)

1 Sonuglar tablolastirilirken, her soru tiirii i¢in ayr1 analiz yapilmis olup sonrasinda tek tablo halinde gosterim yapilmustir.
*2 1. Betimleyici sorular, 2. Duyussal sorular, 3. Kazamimlara ve gostergelere yonelik sorular, 4. Yasamla iliskilendirme sorulari
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Tartisma ve Sonug¢

Bu ¢alismada okul dncesi dgretmenlerinin etkinlik plani1 hazirlarken ve uygularken hangi degerlendirme
sorularin1 tercih ettikleri ve degerlendirme sorularini kullanim sikliklarmin degerlendirme konusu iizerine
seminer/egitim alma durumlarina gore farklilik gésterip gostermedigi incelenmistir. Analizler sirasinda MEB Okul
Oncesi Egitim Programinda program degerlendirmesinde ele alinan betimleyici, duyussal, kazanimlara ve
gostergelere yonelik ve yagamla iliskilendirme sorular1 olarak tek tek ele alinmistir.

Yapilan arastirma sonucunda, degerlendirme yapan okul oncesi d6gretmenleri farkli 6grenme merkezlerinde
oncelikle betimleyici sorulari daha sonra kazanim ve gostergelere yonelik sorulari ve de yasamla iligkilendirme
sorularini tercih etmektedir. Bu sonu¢ alan yazinda yapilan arastirmalarda c¢ikan dgretmenlerin degerlendirme
stireclerinde cogunlukla alt diizey sorular ve kapali uglu sorulart tercih ettikleri sonuglarina paralellik
gostermektedir (Bay,2016; Baysen, 2006; Lee, 2010; Storey, 2004). Bunun sebebi 6gretmenlerin her 6grenme
merkezinin dinamigine gore degismek zorunda kalacak olan agik uglu sorular yerine hatirlama diizeyinde
cevaplanacak sorulari tercih etmeleri olabilir. Bu sorulart hazirlamak ve cevaplarini almak daha kisa siire
gerektirecektir ve yanitlar daha gdzlemlenebilir olacaktir. Ogretmenler ezbere dayali ve bilgi tekrarina dayali
sorular hazirlamas: daha pratik olmas: ve fazla bilgi gerektirmedigi igin tercih edilmis olabilir. Biiyiikalan’in
(2002) belirttigi gibi bireyler daha ¢ok bilgi edindikleri zaman {ist diizey sorular sorabilirler, eger 6gretmenler
kendi soru sorma becerilerini gelistirirlerse, farkli ortamlar ve farkli bireyler i¢in soru ¢esitliligine sahip olabilirler.
Ek olarak Vogler (2005) ¢alismasinda 6gretmenlerin soru sormanin 6zelliklerini bilmeleri gerektiginin ve bunlar
uygulamak ve daha ¢ok soru sormak i¢in istekli olmalar1 gerektiginin altin1 ¢izmistir. Bu ¢alismanin sonucuna
gore, 6gretmenler her etkinlik tiiriinde, egitim siireci devam ederken ve giinliik dilde de yeni soru kaliplarina yer
verdikce, farkli soru tiplerine asina olacak kendi gelisimini saglarken ayni zamanda g¢ocuklara da model
olabilecektir. Paralel olarak arastirmanin diger bulgusunda ¢ocuklar farkli 6grenme merkezlerinde galigmalarina
devam ederken, degerlendirme konusunda egitim alan 6gretmenlerin almayan dgretmenlere gore duyussal sorulari
kullanim sikliklar1 arasinda anlamli bir fark goriilmektedir. Egitime katilan 6gretmenlerin duyussal sorulari
kullanim sikligi egitim almayan Ogretmenlerinkine gore daha yiiksektir. Bu sonu¢ da gostermektedir ki
Ogretmenler egitimlerle kendilerini desteklediklerinde, farkli 6grenme merkezleri igin farkli degerlendirme
sorulart ile gocuklarin daha yaratici ve elestirel sekilde diisiinmelerine yardimei olabilirler. Ayrica, egitimle birlikte
Ogretmenler, sorular1 daha somut, ¢ocuklarin deneyimleri ile iligkili, giincel olay ve nesneler iizerinden ve
cocuklarin bildikleri kelimelerden olusur sekilde hazirlayabilirler. Massey ve arkadaglarinin da (2008) belirttigi
gibi 6gretmenler tarafindan egitim siirecine daha ¢ok soru dahil edilmesi, ¢ocuklarin katilimint destekleyecek ve
farkli merkezler igin farkli sekilde olusturulan sorular, cocuklarin daha karmasik ve detayli diisiinerek sorulari
yanitlamasiyla sonuglanabilecektir.

Calismanin bir diger sonucuna gore, ¢cocuklarin becerilerini iist diizeye ¢ikarabilmek adma dgretmenlerin,
benzer sekilde, duyussal ve yasamla iligkilendirme sorular1 yerine kazanimlara ve gostergelere yonelik sorulari
kullandiklar1 bulunmustur. Burada sasirtict olan belirlenen hedef ¢ocuklarin becerilerini iist diizeye ¢ekmek iken,
Ogretmenlerin ist diizey diisiinmelerine firsat taniyacak olan yasamla iligkilendirme sorularimi yalnizeca %10luk
bir oranla tercih etmeleridir. Bunun sebebi 6gretmenlerin dogru sorular yoneltememe ve c¢ocuklardan gelen
sorulara uygun cevap verememe korkusu, ¢ocuklarin yaratici diisiinmeye yoneltecek olan agik uglu sorular
sormalarina engel olarak goriilebilir. Bu baglamda da 6gretmenlerin lisans egitiminde soru sorma becerilerini
soru sorma becerilerinin tam anlamiyla desteklenememesine neden olabilir. Ayrica séz konusu becerinin
desteklenmesi i¢in de belirli kurs ya da egitimlerin sunulmasi da 6gretmenlerin tam anlamiyla bu beceriye sahip
olmasinda yeterli olmayabilir. Yapilan arastirmalarda da 6gretmenlerin yiiksek kalitede soru sorabilme becerileri
kazanmalar1 igin yeterli egitimi aldiklarinda, gocuklarin potansiyellerinin desteklendigi ve ilerleme kaydedildigi
goriilmektedir (Barnette, Orletsky, & Sattes, 1994; Biiyiikalan Filiz, 2007; Storey, 2004; Zeegers & Elliott, 2018).
Ek olarak 6gretmenlerin bilgi ve ezber diizeyinde kalan sorulari, agik uclu ve yaraticilifi destekleyecek olan
sorulara tercih etme sebepleri sinif icinde daha fazla siireye ihtiyag duymalari olabilir. Ciinkii agik uglu bir soru
¢ocuklara yoneltildiginde yeni sorular ortaya cikabilecek, belirlenen hedefin disinda yeni odak noktalar
olusabilecegi gibi 6gretmende simif yonetimini kaybetme kaygisi ortaya ¢ikabilecektir (Chin & Osborne, 2008).
Bu sonugla paralel olarak Waterhouse’un (1990) ¢alismasinda, sorular1 yanitlamak i¢in ayrilan siireden daha fazla
zaman gerekiyor ve 6gretmen yalnizca birka¢ ¢ocuga soru yoneltiyorsa; bu durumda c¢ocuklar etkinlige dahil
olmay1 birakir ve siif yonetimi problemlerinin gdzlenir sonucuna varilmigtir.

Calismanin bir diger sonucuna gore Ogretmenler c¢ocuklarin gelisim 6zelliklerini gz Oniinde
bulundurduklarinda MEB programinda belirtilen dort ¢esit degerlendirme sorusunu dengeli bir dagilimla geligim
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takibi amaciyla kullandiklarini ifade etmiglerdir. Ancak ¢alismanin ikinci basamaginda degerlendirme konusunda
egitim/seminer alan 0gretmenle almayan Ogretmenlerin degerlendirme sorularini kullanim sikliklari arasinda
anlamli fark bulunmamistir. Bunun sebebi lisans egitimi boyunca dgretmen adaylarina ¢gocugun gelisiminin bir
biitiin olarak ele alinmas1 gerektiginin aktarilmasi ve gelisim takibi i¢in degerlendirmenin ¢ok yonlii yapilmasi
gerektigi bilgisi ile mezun olunmast olabilir. Ayrica dgretmenlerin dahil olduklar: egitimlerin &zellikle soru ve
soru sorma temelli olmamasi yalnizca egitimde genel degerlendirme temelli olmasi da alinan egitimin
ogretmenlerin farkli degerlendirme sorularimi kullanim sikliklar1 {izerinde etkisi olmadiginin sebebi olarak
diisiiniilebilir.

Elde edilen bir diger bulguda ise 6gretmenlerin giin sonu degerlendirme i¢in yine kazanim ve gdstergelere
yonelik sorulari duyusgsal sorulara tercih ettikleri belirlenmistir. Bunun sebebi ise 6gretmenlerin kazanim ve
gostergeler tizerinden olusturduklar1 kontrol listesinin glin sonunda gozlemler aracilifiyla kisa siirede ve yiiksek
verimle tamamlanabilme ihtimali olabilir. Bu sonug Carin, Bass ve Contant (2005)’1n ¢aligmasi ile paralellik
gostermektedir. S6z konusu calismada da Ggretilenlerin gocuklar {izerindeki yansimasinin rahat bir sekilde
belirlenebilmesi ve c¢ocuklarin becerilerinin gézlemlenebilmesi igin 6gretmenlerin kapali uglu sorular tercih
ettikleri belirlenmigtir. Boylelikle &gretmenlerin ¢ocuklarin yanitlart {izerinden rahat bir degerlendirme
yapabildikleri ifade edilmistir. Ek olarak degerlendirme konusunda egitim alan ve almayan Ogretmenlerin
degerlendirme sorularini kullanim sikliklar1 arasindaki iligskiye bakildiginda da betimleyici ve kazanimlara yonelik
sorularin kullanim sikliklar1 arasinda anlamli bir iliski s6z konusudur. Bu sonug dgretmenlerin egitim aldiklarinda
stire¢ ve sonug degerlendirmelerinde hangi soru tiirlerinin kullanmalar1 gerektigi bilgisine eristikleri seklinde
yorumlanabilir. Ciinkii yapilan ¢calismada 6gretmenler sonug degerlendirmesi yaparken betimleyici ve kazanim ve
gostergelere yonelik gibi daha ¢ok hatirlama diizeyinde sorular tercih ettikleri, siire¢ degerlendirmesinde ise bu
sorular1 arasira veya ¢ogunlukla tercih ettikleri belirlenmistir.

Sonug olarak; birgok arastirma Ogretmenin niteliginin, ¢ocuklarin 6zellikle de okul 6ncesi dénemdeki
gelisimde ¢ok biiyiik 6nemi oldugu vurgulanmaktadir (Burchinal, 2018; National Institute of Child Health and
Human Development Early Child Care Research Network, 2002, 2005; Smolensky & Gootman, 2003). Egitimin
o6nemli bir parcasi kabul edilen degerlendirme siireci i¢inde de sorular ve cevaplari; konu ile ilgili olarak
varsayimlar1 zorlayabilmek, ¢eliskileri ortaya koyabilmek ve yeni bilgiye ulasabilmek i¢in zengin bir arag olarak
kullanilabilmektedir. Ogretmenlerin ¢ocuklarina model olarak soru sorma ve sorgulama becerisinin kesfetmeye
deger bir sey oldugunu yansittiklar1 zaman, ¢ocuklarda soru sormaktan keyif alarak yeni kesifler yapabilecektir.
Cocuklarin siirece dahil olarak daha fazla soru sormalar1 egitimi daha etkili ve ilgi ¢ekici kilarak (Kaya & Elgun
Ceviz, 2017) ¢ocuklarin diisiinme becerilerini desteklerken (King, 2005), ¢cocuklarin sorulari bir sonraki etkinligi
sekillendirecek ve onlarin motivasyonlar1 yiikseltecektir (Chin & Osborne,2008). Ayrica kazanilan sorgulama
becerisi ile cocuklarin konulari/olaylar analiz etmelerine ve problemleri ¢6zmelerine, yasanilacak degisime uyum
saglamalarina ve dolayisiyla yeni firsatlar1 belirleyerek yeni yonlere dogru gitmelerine yardimei olacaktir. Bu
baglamda da problemden ziyade ¢6ziime odaklanan bir 6gretmenin ilk adimi soru sormak olmalidir. Ciinkii soru
yoksa problem var demektir. Ogretmenler kendilerine her zaman su soruyu sormalidir; “Cocuklara ne/ler
sorabilirim?” ve ¢ocuklarin bu sorulara neler sorabilecegi ile de siirekli diisiinmeli ve hazir olabilmek igin
calismalarini siirdiirmelidir. Bunun i¢in de dgretmen ¢ocuklarla ilgili olarak iyi bir dinleyici ve gbzlemci olmay1
stirdiirmelidir. Egitim siirecince dgretmenlerin sorularinin, siniftaki iletisimi kontrol dahilinde yonlendirecek ve
genisletecek en dnemli ara¢ (Yang, 2006) olarak goriilmesi, egitimde 6gretmenlerin soru sorma becerilerini ne
kadar 6nemsemeleri gerektiginin de bir gostergesidir.

Alan yazin taramasi yapildiginda degerlendirme sorular ile ilgili yapilan ¢alismalar sorularin yapilart (agik-
kapali uglu) ya da biligsel diizeylerine (hatirlama, anlama, uygulama, analiz etme, degerlendirme ve yaratma)
odaklanarak gerceklesirken bu ¢alismada belirli olarak MEB okul 6ncesi programinda yer verilen degerlendirme
sorular1 tizerine yogunlagilmistir. Odak noktasi dgretmenlerin betimleyici, kazanim ve gostergelere yonelik,
duyugsal ve yasamla iligkilendirme sorularini kullanimlarina iizerine olmustur. Bu c¢alismanin, 6gretmenlerin
birebir uygulamada kullandiklar1 degerlendirme sorularina yonelik bir geribildirim saglamasi agisindan alanyazina
katk: saglayacag: diisiiniilmektedir. Ancak s6z konusu calisma verileri online olarak diizenlenen anketle ve 323
O0gretmen gorlsl ile simirh tutulmustur. Calismanin Tiirkiye genelinde daha ¢ok 6gretmenle yiiriitiilmesi,
ogretmenlerin degerlendirme sorularini kullanim tercihlerinin genellenebilirligini artirabilir. Ayrica, kullanilan
anketin likert tipi sorulardan olusmasi sebebiyle 6gretmenlerin goriisleri nicel verilerle simrlandirilmustir. flerleyen
caligmalarda s6z konusu degerlendirme sorularinin kullanima iligkin nitel bir ¢alisma ile Ggretmenlerin
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degerlendirme sorularmi kullanim tercihlerinin nedenleri, tercihlerinin olasi sonuglar1 irdelenebilir. Ayrica bir
diger calisma, 6gretmenlerin goriisleri ve egitim ile ilgili politika belirleyicilerinin degerlendirme sorularina iliskin
goriislerinin karsilastirilmas1 amaciyla yiiriitiilebilir. Bu g¢alismanin sonucunda, planlanan politikalarin ne
kadarinin, nasil uygulamaya konulup/konulamadigr ile ilgili yorumlar elde edilebilir. Boyle bir verinin Tiirkiye’de
uygulanmakta olan egitim programinin degerlendirme basamag: i¢in zengin bir geribildirim saglayabilecegi
diigiiniilmektedir. Ek olarak, gerek okul dncesi 6gretmen adaylarinin gerekse 6gretmenlerin katilabilecegi 6zellikle
okul dncesi dénem degerlendirmesini ve etkili soru sormayi igeren galistaylarin diizenlenmesi, 6gretmenlerin soru
sorma ile ilgili 6z degerlendirmelerini yapmalarina firsat sunacaktir. Ayrica hem arastirmacilar hem de alan
uygulayicilarina yonelik olarak, 6rnek durumlar tizerinden planlamalarla hazirlanabilecek online bir egitim ya da
uygulamanin hazirlanmasi onerilebilir. Boyle bir uygulama ile Ogretmenler farkli ornek durumlarda
kullanilabilecekleri nasil farkli soru tiplerini hazirlayabileceklerini deneyimleyecek ve soru sorma pratigi
kazanabileceklerdir.
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