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ABSTRACT

ASSESSMENT IN THE 5STH GRADE MATHEMATICS CLASSROOMS: A CASE
STUDY OF THE TEACHERS’ PRACTICES

Ugar Sarimanoglu, Nihan
Ph.D., Department of Elementary Education
Supervisor: Prof. Dr. Erding Cakiroglu

February 2016, 390 pages

The purpose of this study was to examine the mathematics teachers’
assessment practices in the 5th grades. In that manner, it was aimed to figure out the
mathematics teachers’ classroom assessment procedures and their use of the
assessment results. It was also aimed to understand teachers’ views about the
students’ learning of mathematics, the factors affecting teaching mathematics, and
their views about assessing students’ learning of mathematics.

In order to achieve these purposes, a multiple case study design was used
with three mathematics teachers in a public school of Ankara. The data were
collected during the spring semester of 2013-2014 academic year in three phases. In
the first phase the in-depth and detailed interviews were done with each participant.
In the second phase the classroom observations were conducted and videotaped.
After each assessment activity, a post-activity interview was made with each
participant. Final interviews were also made with the participants at the end of the

data collection procedure. In the third phase, field notes and extensive document

v



collection were completed. The data were analyzed at two levels: within-case and
cross-case analysis. The results of the study indicated that, the participants practiced
both the formal and informal assessment methods in the 5™ grade classrooms. Then
they used the assessment results for various purposes such as making adjustments for
further assessment, deciding on the suitability of an assessment method, monitoring
students’ progress, assigning overall grades, giving formative feedback, identifying
the areas of strengths and weaknesses, deciding on repeating or teaching a topic,
understanding teaching effectiveness, rewarding students, preventing students from
feeling anxious, encouraging students to self-study, preventing the students’ from
cheating. The findings also showed that, the participants’ views and their assessment

practices showed relations or discrepancies at some points.

Keywords: Classroom assessment, mathematics teaching, mathematics teacher, Sth

grades
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5. SINIF MATEMATIK DERSLERINDE OLCME VE DEGERLENDIRME:
OGRETMEN UYGULAMALARIYLA iLGILI BIR DURUM CALISMASI

Ugar Sarimanoglu, Nihan
Doktora, IIkdgretim Boliimii

Tez Yoneticisi: Prof. Dr. Erding Cakiroglu

Subat 2016, 390 sayfa

Bu c¢alisma, matematik Ogretmenlerinin 5. siniflardaki Glgme ve
degerlendirme calismalarini incelemek amaciyla yapilmistir. Bu anlamda, matematik
ogretmenlerinin 6lgme prosediirleri ve degerlendirme sonuglarini nasil kullandiklar1
arastirilmistir.  Ayrica Ogrencilerin  matematigi nasil 6grendikleri, matematik
ogretimini etkileyen faktorler ve matematik Ogrenimini Olgme konularindaki
Ogretmen goriisleri incelenmistir.

Bu amag¢ dogrultusunda, Ankara’da bulunan bir devlet okulunda calisan ii¢
matematik Ogretmeniyle c¢oklu durum calismasi yapilmistir. Veri toplama siireci
2013-2014 egitim-6gretim yilinin bahar doneminde, {ic asamada tamamlanmistir.
Birinci asamada, her katilimciyla derinlemesine ve detayli birer goriisme yapilmistir.
Ikinci asamada video kaydi kullamilarak sinif gozlemleri yapilmistir. Her 6lgme
etkinliginden sonra, katilimcilarla ayr1 ayr1 etkinlik-sonrasi goriismeleri yapilmistir.
Veri toplama siirecinin sonunda, her katilimciyla final gdriismesi yapilmistir. Ugiincii
asama olarak ise saha notlar1 ve kapsamli dokiimanlar toplanmistir. Toplanan veriler
iki agsamada analiz edilmistir. Birinci asamada her durum kendi i¢inde analiz edilmis,

ikinci agsamada ise karsilastirmali durum analizi yapilmistir. Sonuglar, katilimcilarin
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5. smiflarda hem formal hem de informal Glgme metotlarmi kullandiklarmi
gostermistir. Katilimcilar, 6lgme sonuglarmi daha sonra kullandiklar1 6lgme
yontemlerinde diizenlemeler yapmak, Olcme yontemlerinin uygunluguna karar
vermek, 6grenci gelisimlerini takip etmek, yilsonu notlarini1 vermek, bigimlendirici
dontitler vermek, Ogrencilerin giicli ve zayif olduklari alanlar1 belirlemek, bir
konuyu tekrar etmek ya da anlatmak i¢in kararlar almak, Ogretimin etkinligini
anlamak, Ogrencileri oOdiillendirmek, Ogrencilerin kaygi duymalarini engellemek,
ogrencileri bireysel calismaya tesvik etmek ve oOgrencilerin kopya c¢ekmelerini
engellemek gibi amaglar i¢in kullanmislardir. Calismanin sonuglari, bazi alanlarda,
katilimcilarin goriislerinin ve 6lgme uygulamalarinin arasinda iliskiler ve geliskiler

oldugunu da gostermistir.

Anahtar Kelimeler: Olgme-degerlendirme, matematik dgretimi, matematik

o0gretmeni, 5. siniflar
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CHAPTER 1

INTRODUCTION

More than 30 years ago, Bloom et. al. (1971) pointed out the importance of
using classroom assessments as tools. Since then classroom assessment researchers
studied the purposes and the procedures for classroom assessment activities. They
remarked that ‘‘assessments best suited to guide improvements in student learning
are the assessments that teachers administer in their classrooms” (Guskey, 2003, p.
6).

Technological developments and the easy access to a variety of information,
also, brought new understandings and quests to the education systems. In that
manner education programmes are remodeled or improved according to the personal
and social demands (Birgin, 2010). Assessment activities, on the other hand, are
parts of education. For instance, teachers may evaluate the learning products and
may follow the process of learning by assessment (Anderson, 1998; Shepard, 2000;
Stiggins, 2001). Moreover they may use the assessment outcomes to support teaching
and learning by identifying areas where individuals need more help (Krajcik,
Czerniak, & Berger, 1999). In other words ‘‘assessment of students not only
documents what students know and can do but also influences learning’’ (McMillan,
2007a, p. 1).

Researchers state that teachers implement classroom assessments in order to
grade, motivate students, detect students’ achievement expectations, identify students
with special learning needs, or monitor their own instructional performance
(Stiggins, 2001; Ohlsen, 2007). Therefore classroom assessment helps students to set
off their understandings of what they learn. Moreover, clarifying the picture of a

student’s achievement and learning challenges becomes easier if a teacher gets more
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information about students (Stiggins, 2001).

For a right implementation of classroom assessment, the contents of the
assessment must be significantly improved and ‘‘...the gathering and use of
assessment information and insights must become part of an ongoing learning
process” (Shepard, 2000, p. 5). In other words ‘‘assessment is a challenging task and
effective classroom assessment requires knowledge of the approaches of assessments
and mastery over assessment strategies’’ (Thomas, 2012, p. 1). For this reason, new
comprehensions on learning theories may sometimes affect the assessment
approaches (Birgin & Baki, 2007). The approaches such as, multiple intelligences or
project-based learning, on the other hand, improved traditional learning, teaching,
and assessment activities (Birgin & Baki, 2007). Moreover, changes in the field of
education suggest assessing the individual and group performance during the
instructional process instead of assessing by multiple choice questions in a limited
time (Umay, 1996).

Then, how does assessment take place in the mathematics classrooms?
According to Niss (1993) “assessment in mathematics education is taken to concern
the judging of the mathematical capability, performance, and achievement of
students” (p. 3). In order to make judgments, on the other hand, assessment practices
in mathematics classrooms have changed in years. For instance, more than thirty
years ago multiple choice or short answer questions were very popular among other
assessment methods in too many nations (Wolf, 1995). Teachers who internalized the
traditional approaches to teaching and learning, preferred to use paper and pencil
tests or essays in most courses of the elementary education (Krajcik, Czerniak, &
Berger, 1999). Today, in the approaches where the learning is subjective and student-
centered, teachers have become a guide instead of being the source and leader
(Y1ilmaz, 2006). Using only tests and essays, on the other hand, generally failed to
assess the variety of ideas students have (Krajcik et al., 1999).

In parallel with the changes in the assessment process, mathematics
teachers’ roles in the sense of learning, teaching or assessment have changed
(Stiggins & Conklin, 1992). ‘‘Accurate and appropriate student assessment provides
the information to help teachers make better decisions’” (McMillan, 2007a, p. 5), so

mathematics teachers should take the assessment as a part of instruction that



persistently activate students’ mathematical thinking and should be the ones who
listen and respond to that thinking (Suurtamm, Koch, & Arden, 2010). They, also,
should understand the weaknesses and the strengths of the assessment methods
deeply and choose the suitable assessment method for different targets (Stiggins &
Conklin, 1992). In addition, they should become more sophisticated about explaining
assessment results effectively to the students (Suah & Ong, 2012).

In the manner of the teachers’ role in mathematics assessment, National
Council of Teachers of Mathematics published an evaluation report about the new
approaches on mathematics education (NCTM, 1995). According to the report, an
assessment system has to reveal what students know and not know; or what students
can do, and can not do. Teachers, on the other hand, may carry out such an
assessment system by blending existing methods together with the alternative
methods, such as project-study, performance-tasks, portfolio evaluations, etc
(NCTM, 1995). As a result of that, mathematics teachers need to use various
assessment methods so that the students can have the chance of displaying their

performance by written, oral, or actual activities (NCTM, 1995).

Assessment methods, which are sufficient for understanding students’
knowledge level, should also help to comprehend students’ written, oral or active
performances in mathematics (NCTM, 2000). Therefore teachers would have the
chance of identifying students’ mathematical thinking by using different assessment
methods (Niss, 1993). However classroom achievement tests including multiple
choices, true/false or fill-in-the-blanks type items provide an assessment system
which only focuses on the products of the learning, not the process of learning
(Henning-Stout, 1994). Using a variety of assessment methods is important in the
development of students’ understanding (Henning-Stout, 1994). Therefore, teachers
need different assessment methods including performance-based assessments such as
observation, student self-assessment, and portfolios (Bol, Stephenson, O’Connell &

Nunnery, 1998).

Classroom observations, paper-and-pencil exams, project studies, and
performance-task implementations can be contrasting forms of assessment since they
have their own strengths and weaknesses (Clarke, 1997a). However when they are

used together, they suggest a richer body of information and a mutual validity check
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(Clarke, 1997a). For instance, in problem solving processes, classical methods
became inadequate to assess students’ higher order thinking skills (Anderson, 1998).
On the other hand, ‘‘students whose learning is assessed in multiple ways, will have
much better view of what learning is than those associating educational success with
the assessment methods which are already used’” (Clarke, 1997a, p. 21). Therefore,
in order to assess students’ problem solving skills, both the summative and the

formative assessment procedures can be beneficial (Anderson, 1998).

In Turkey, elementary school mathematics curriculum is designed to help
students make meaningful connection between mathematics concepts and their daily
life experiences (MoNE, 2013c). During this process it is expected that students
would seek, be active physically and mentally while learning mathematics, ask
questions, explain their own ideas, form and solve problems, use technology, like
mathematics and be active in group works (MoNE, 2013c). As a result of the new
approach, it is offered to assess both learning outcomes and learning processes
(MoNE, 2013c). In that manner, Ministry of National Education implies that
assessment outcomes should be collected regularly. In order to make realistic
evaluations about the process, on the other hand, mathematics teachers should
analyze the assessment outcomes sufficiently (MoNE, 2013c¢). Therefore they need
to produce activities and be guides in the classrooms (MoNE, 2013c).

In order to monitor students’ learning of mathematics in the international
arena, on the other hand, Turkey attended in the international assessment practices.
For instance, the international practice called Trends in International Mathematics
and Science Study (TIMSS) was one of them. Presidency of Educational Research
and Development Department [Egitim Arastrma ve Gelistirme Dairesi Bagkanligi]
reported the 8" grade mathematics achievement results of TIMSS 1999. In the report,
it was stated that Turkey was 31% among 38 countries (PERDD, 2003). In 2007, on
the other hand, 49 countries attended on this international scaled mathematics
examination and Turkey was the 30" of these countries (PERDD, 2011). In 2011,
Turkey attended TIMSS with 4™ and 8™ grades. The results were like the previous
ones. In the 8" grade examinations, Turkey was 24" among 42 countries whereas it
was 35™ among 50 countries in the 4™ grade examination (Mullis, Martin, Foy &

Arora, 2012). Although it is a criticism that the number and the quality of the



participating countries changed in each examination, TIMSS results detected that
mathematics achievement of Turkey was behind many countries (Mullis et al., 2012).

Apart from TIMSS results, The Presidency of Educational Research and
Development Department [Egitim Arastirma ve Gelistirme Dairesi Baskanligi]
published a report about the 2003 results of ‘‘“The Programme for International
Student Assessment (PISA)”’, too. It was stated in the report that, 50 % of the
participant Turkish students have difficulty in reading and writing mathematics
(PERDD, 2005). It was also stated in the report that, there were big differences
between the achievement levels of the schools. Moreover it was recommended in the
report that, there was a need to clarify the aims of the education system.

Similar with the recommendations in the reports of TIMSS and PISA
studies, Ministry of National Education of Turkey emphasizes on putting clear aims
in education system. They do not only emphasize on the consequences of learning,
but also on the process of learning (MoNE, 2005). Some of the problems of the
previous curricula, on the other hand, still exist because of the inadequate education
of teachers, lack of materials or technology, increase in the number of schools,
inadequate physical conditions, and inadequate counseling services at schools
(Birgin, 2010).

In order to evaluate the students’ learning of mathematics, teachers need to
understand and apply the assessment methods efficiently in their classrooms (MoNE,
2005). In that sense Kubiszyn and Borich (2003) offered teachers to consider the
suitability of the assessment methods, to decide the targets which will be assessed, to
have knowledge to develop tests, tasks, etc., to establish the methods for validity-
reliability issues, to learn basic statistics, to choose the domains for which the
assessment results will be used, and to have efficient methods about the
communication of the students’ progresses and achievements with parents and
students. Stiggins (2008) also mentioned that teachers may improve students’
achievement with a combination of well-made, balanced assessment system
(Stiggins, 2008). This balance can be accomplished by using both summative and
formative assessments together, so one kind of assessment should not be used
exclusively in the evaluation of students’ knowledge (Stiggins, 2008). Each should
be effective in the overall grades of the students (Stiggins, 2008).



1.1 The Purpose of the Study

The purpose of this study was to examine mathematics teachers’ assessment
practices in the 5t grades. In that manner, it was aimed to figure out the mathematics
teachers’ classroom assessment procedures and their use of the assessment results. It
was also aimed to understand teachers’ views about the students’ learning of
mathematics, about the factors affecting teaching mathematics, and their views about

assessing students’ learning of mathematics.

The study depended on five main research questions and related sub-
questions. Each of them was constructed to reach the aims of the study. At the end of
the study, it was aimed to figure out how assessment took place in 5t grade

mathematics classrooms.

1.2 Research Questions

In the light of the purpose of the study, the research questions of the study

were:

1. What assessment procedures do the participating mathematics teachers

use in the 5™ grade classrooms?

2. In what ways are the participating mathematics teachers’ formal and
informal assessments related with their use of assessment results in 5"

grade classrooms?

3. How do the participating mathematics teachers use the results of their

. . . cth
assessment practices formatively in 5" grade classrooms?

4. To what extent are the participating mathematics teachers’ classroom
assessment procedures related to their views about the students’
learning of mathematics, about the factors affecting teaching

mathematics, and about assessing students’ learning of mathematics?



5. What are the discrepancies between the participating mathematics
teachers’ views about assessing the 5t grades’ learning of mathematics

and their perceived classroom assessment practices?

1.3 Significance of the Study

Teachers do not only observe the complex cognitive understandings but also
the social abilities of the students by using variety of assessment methods. Students
get a chance to present what they have learned in real situations. They can relate their
academic knowledge with real life problems and can apply this relationship on a
problem. The students’ understanding and reasoning are directly assessed since the
work can be explained and justified by students (McMillan, 2007a). Therefore
teachers may use various assessment methods for assessing both the classwork and

the homework of the students (Acar & Anil, 2009).

The middle school system in Turkey has changed in the beginning of 2012-
2013 academic year (MoNE, 2012). Before 2012, 5t grades were in the elementary
school system together with 1%, 2™, 3", 4™ 6™ 7% and 8" grades. Moreover they
had only one teacher, their primary school teacher. The primary school teachers
taught lessons to a group when they were in the 1%, 2", 3™, 4™ and 5™ grades. Then
they continued in the middle school for the 6™, 7", and 8" grades. During their
elementary education, on the other hand, all of the students used the same physical
school environment. Since 2012, the students have been going to primary school
when they are in the 1%, 2™, 3™ and 4™ grades (MoNE, 2012). Then they start
middle school and continue for their 5%, 6™, 7", and 8" grade classes. The
mathematics teachers, on the other hand, have been teaching to 5™ grades since 2012.
During the change process, and for only two years, Ministry of National Education
stated that if the physical conditions of a school building was not suitable for
seperating the buildings of the primary and the middle school, then the middle school
students would go to school in the morning and the primary school students would
go to school in the afternoon (MoNE, 2012). In other words, 5t grades and their
mathematics teachers come up against too many changes because of the new

education system.



The focus of this current study, on the other hand, is specifically on
classroom assessment in mathematics lessons. It can be done before, during, or after
instruction and clearly defines what students learn (McMillan, 2007a). Teachers
make decisions according to their classroom assessment results (McMillan, 2007a).
These decisions can either be about the effectiveness of their teaching strategy or
about the needs of the students (Abdul Rahim, 2012). Marzano (2006) defines
classroom assessment as ‘‘...a form of feedback to students regarding their progress,
and it stands to reason that feedback will enhance learning’’ (p. 5). Although he
offers that classroom assessments should be formative in nature, researchers point
out the importance of using different kinds of classroom assessment methods

together (Angelo & Cross, 1993; Nitko & Brookhart, 2007).

According to The Ministry of National Education, assessment is important
since it provides information about the students’ knowledge and attitudes expected
by the objectives (MoNE, 2013c). Therefore, The Ministry offers both the traditional
and the performance-based assessment methods (MoNE, 2013a). The traditional
methods were defined as the paper-and-pencil activities. In order to implement the
performance-based assessment, on the other hand, The Ministry offered the methods
such as self-assessment; group works; problem solving; portfolios; classroom

observations; and performance-task (MoNE, 2013a).

Literature reveals that although teachers implement most of the assessment
methods recommended by the curriculum, they come up against some problems
during their assessment procedures in mathematics classrooms (Cakan, 2004; Pilten,
2001; Tienken & Wilson, 2001). In that maanner, the findings of this study may
contribute to the teachers’ assessment practices in the mathematics classrooms. For
instance, they may rethink their implementations and question whether there is a
disconnection between their views about the assessment process and their actual
assessment practices. Moreover realizing the importance of getting an organized,
balanced assessment data; evaluating it objectively; and using these evaluations in a
systematic way for both themselves and students, may have beneficial effects on
teachers’ classroom implementations.

Each student is different. In order to know, educate, and assess a student’s

individual work, on the other hand, a well-designed, suitable curriculum is needed



during the development of curricula, the needs of the teachers, the students, and the
nations are taken into consideration. Then curriculum developers may need help to
understand what is going on in a teacher’s mind and in a classroom. The current
study can provide such a source including observations and interviews for curriculum
developers, too.

Last of all, the faculties of education can utilize from the findings of the
current study. For instance, assessment is an inseparable part of education, so
learning how to assess can be more permanent when preservice teachers come up
with the empirical results of the related field. Academic community can discuss the
results of the study judgmentally, so that they can make improvements on the
education of preservice teachers. Moreover they can conduct similar studies in the
primary or secondary schools to improve mathematics assessment.

In summary; understanding and implementing changes may be permanent
for a mathematics teacher, if she/he internalizes these offers by giving meanings to
them. However lots of mathematics teachers have been teaching to 5 grades in
Turkey for only two years. Therefore teachers, mostly in the 5t grade groups, may
have problems in teaching to or communicating with that age group. The students
may also have problems to be new in middle school. In order to be helpful in the
improvement of mathematics learning and teaching in 5t grades, it can be beneficial
to indicate the incentive and compulsive properties of mathematics classroom
assessment. Besides, for making efficient assessments, it is essential to monitor
assessment practices that teachers carry out in classes (National Council of Teachers
of Mathematics, 2000). Therefore investigating teachers’ assessment
implementations in mathematics classrooms may be helpful for scaffolding a
balanced assessment system in mathematics classrooms. In order to take attention to
this necessity, teachers’ classroom assessment activities are thought to be worthy for
examining. Moreover the results of the study may indicate the probable hitches of the
5t grade mathematics programme to the teacher educators and -curriculum

developers since it is aimed to analyze the assessment practices of the teachers.



1.4 Definition of the Important Terms

This section presents the definitions of the important terms that have been
used throughout the present study.
Assessment: ‘‘A process of collecting, synthesizing, and interpreting information to
aid in decision making’’ (Airasian & Russell, 2008, p. 9). These decisions can be
about students, curricula and programs, or educational policy (Nitko, 2001;
Pellegrino, Chudowsky, & Glaser, 2001). In the current study “assessment” is taken
as a concept including also the “measurement” process.
Measurement: It is ‘‘the process of quantifying or assigning a number to a
performance or trait’’ (Airasian & Russell, 2008, p. 9).
Evaluation: It is ‘‘a judgment regarding the quality or worth of the assessment
results’’ (Butler & McMunn, 2006).
Classroom Assessment: It is a systematic process that is carried out within the
classroom (Buhagiar, 2007). This process includes obtaining evidences which are
used to support classroom instruction and to understand and improve the knowledge
and ability level of the students on assessment tasks (Kulm, 1994; Shepard, 1989).
Summative Assessment (Assessment of Learning): It is the assessment method
done in the classrooms at the end of a unit, a course, a program, a key stage, etc.
(Earl, 2003). It can be in the form of tests or exams that include items drawn from the
material studied during that time (Earl, 2003). “The results of summative assessment
are expressed symbolically, generally as marks or letter grades, and summarized as
averages of a number of marks across several content areas to report to parents”
(Earl, 2003, p. 22).
Formative Assessment (Assessment for Learning): It is a classroom assessment
including “‘a set of skills and activities that are undertaken by teachers to provide
feedback to students to enhance their motivation and learning by designing
instruction to meet student needs’’ (McMillan, 2007b, p. 1).
Diagnostic Assessment: It is another purpose for assessment ‘‘designed to
determine a student’s knowledge, skills, or misconceptions prior to planning

instruction’’ (Butler & McMunn, 2006, p. 3).
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Balanced Assessment: It is an effective classroom assessment model offered as a
union of balanced formative and summative assessments (Stiggins, 2008).
Performance Assessment: It is ‘‘a general term used to describe assessments that
require students to demonstrate skill and knowledge by producing a formal product
or performance’” (Airasian & Russell, 2008, p. 201). Students can demonstrate their
knowledge, skills, and strategies by creating a product or a response during the
performance-tasks and activities (Rudner & Boston, 1994; Stiggins, 2005; Wiggins,
1989). It can also be called as authentic or alternative (Airasian & Russell, 2008;
Butler & McMunn, 2006; Hibbard, 2000). Stiggins (2005) also states that teachers
should get information about the way students learn and the way they use any
information by performance assessment.

Formal Assessment: It is the name of assessments which involve standardized tests,
examinations, studies, etc. (Wragg, 2001). In order to implement them, teachers plan
and determine specific instructions, a fixed schedule and fixed amount of time
(Wragg, 2001).

Informal Assessment: It is less structured than formal assessments and put into
practice during the lessons (Wragg, 2001). Asking questions in order to understand
whether students are following the lesson; or walking around the classroom to
monitor students when they are studying on mathematics questions are kinds of
informal assessment and they provide momentary feedback (Wragg, 2001).
Project-study: This method offers to make students study personally or in group in

order to solve the problems under the natural conditions (Korkmaz, 2004).

Performance-Task: A performance-task is ‘‘a task that requires students to use
content knowledge, thinking skills, problem-solving skills, and work habits to

produce a product or performance’’ (Hibbard, 2000, p. 41).

Rubrics (Scoring-guide): “A type of matrix that provides scaled levels of
achievement or understanding for a set of criteria or dimensions of quality for a
given type of performance” (Allen & Tanner, 2006, p. 197). It is a reliable guide
which is handed out before the assignment begins (Mertler, 2001). Students develop
their tasks according to the directions identified by these criteria and the teachers use

these criteria in evaluating the products of the students (Mertler, 2001; Moskal,
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2000b). Rubrics are also named as ‘“scoring guides” in the literature (Butler &

McMunn, 2006).

Formative feedback: Information given to the students to help them modify their

thinking or behaviour for the purpose of improving their learning (Shute, 2007).

5™ Grades: The students who are in their first year of the middle school.
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CHAPTER 2

REVIEW OF THE RELATED LITERATURE

Assessment tools are not new in education systems. Teachers use written or
oral exams, observation forms, anecdotal notes, checklists, rubrics, peer and self
evaluation forms for assessing student performances. Besides supporting such
assessment methods, use of projects are recommended in middle school mathematics
curriculum, too (MoNE, 2013b). Teachers, on the other hand, are the ones who
prepare, implement and evaluate all the assessment studies. Thus, by the current
study, it was aimed to examine how mathematics teachers complete the assessment
process of 5™ grade students in one semester.

As the focus of the research was classroom assessment and implementation
of the assessment by teachers, first, the teachers’ classroom assessment
implementation will be explained with a conceptual framework. Second, the chapter
will be completed by a survey related to (a) the history of assessment; (b) the
discussions about the curriculum, textbook, and assessment relation; (c) the role of
assessment in teaching; (d) the research on the teachers’ classroom assessments; (e)

teachers’ views, thoughts, knowledge, and their relations with classroom assessment.

2.1 Conceptual Framework

Assessment is not a ‘stand-alone’ part of education; it has a significant effect
on both instruction and curriculum (National Research Council, NRC, 2001).
Teachers’ assessment practices, on the other hand, take form by four essential
components (McMillan, 2007a). These are purpose, measurement, evaluation and
use. These components form a connection with each other by creating a chart.
However, according to the literature related with this study, elements are added to the

purpose and measurement parts of the chart of McMillan (2007a). To begin with, the
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purpose of assessment can be summative, formative, or diagnostic (Airasian &
Russell, 2008; Deneen & Deneen, 2008; Hackling, 2004; Popham, 2011). The
measurement step, on the other hand, can be carried out by formal and informal
assessments (Airasian & Russell, 2008; McMillan, 2007a; Wrag, 2001). Therefore,
the summative, formative, diagnostic, formal and informal assessment concepts are
added under the categories that they are belonged to. Moreover, since “assessment”
is taken as a concept including also the “measurement” process during the current
study, “measurement” concept is changed with “assessment” concept in the

framework.

Last of all, the chart represented in Figure 2.1 is constructed. In other words,
Figure 2.1, as developed by McMillan (2007a, p. 9), clearly emphasizes the four
main components of assessment, sub-elements of these components, and their

interaction mechanism:

- Diagnostic

Figure 2.1 A classroom assessment framework adapted from McMillan (2007a,

p.9)
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The researcher of this study decided to use the framework, visualized by
figure 2.1, to analyze in which context teachers’ assessment implementations for the
5t grade mathematics classrooms address the research questions. Therefore it is

necessary to explain the related stages of that schema.

2.1.1 The Purpose Stage

Suah and Ong (2012) defines classroom assessment as ‘‘a broad spectrum of
activities which include constructing paper-and-pencil tests and performance
measures, grading, interpreting test scores, communicating assessment results and
using assessment results in decision-making’’ (p. 92). Moreover, Kulm (1994) states
that teachers observe, classify, and evaluate students’ total performance during the
classroom assessment period. He advocates that, teachers ‘‘find out what we know,

do not know, and might like to know about our students’’ by assessment (p. 11).

It can be seen in Figure 2.1 that, the first step of any assessment process is to
clarify the purpose of the assessment activity. At that stage teachers decide the
reasons of gathering information (McMillan, 2007a). In that manner, there are many
questions that the teachers ask themselves in order to fully integrate assessment with
instruction: Why am I doing that assessment? What will I get from it? Is it designed
to be suitable with the topic? Will the results of it be helpful to improve students’
performances? Will the assessment results give information about students’ progress
about that mathematics topic? Can I give feedback to the students by this activity? Is
it possible to guess what the students are able to do outside the classroom? Does the
assessment tool communicate my expectations to the students, etc. (McMillan,

2007a).

It was stated in the literature that, assessment serves a variety of purposes for
learning and teaching (Clarke, 1992; Earl, 2003; Natriello, 1987). For instance, Earl
(2003) underlines the guiding purpose of assessment whereas Natriello (1987) treats
the certification and motivation purposes of assessment. Herman, Aschbacher and
Winter (1992), on the other hand, advocate that, students should demonstrate their

progress and capabilities by the assessment tasks. The assessment methods, the
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content of the assessment task, and the skills expected from the students should

match with the specific instructional intentions (Aschbacher & Winter, 1992).

The activities may occur for formative, summative, or diagnostic purposes
(Airasian & Russell, 2008; Black & Wiliam, 1998; Deneen & Deneen, 2008;
Hackling, 2004; Popham, 2011). For formative purposes (assessment for learning),
assessors monitor and guide the process while it is still in progress. Different from
formative assessment, summative assessment is put into practice for the purpose of
informing the achievement of a student at a particular time (Earl, 2003; Harlen,
2007). For summative purpose, assessors judge the success of the process at its
completion (Airasian & Russell, 2008). As the term ‘summative’ suggests, these
information can be concluded with a finding, a judgment, or a decision (Deneen &
Deneen, 2008). For diagnostic purpose, on the other hand, Popham (2011) suggests
assessors to determine a student’s weaknesses and strengths at the beginning of an
instructional sequence. In relation with these statements, Hattie (2003) indicates that
it is not the instrument that is formative, summative, or diagnostic, ‘‘it is the timing
of the interpretation and the purpose to which the information is used’’ (p. 4).

In the context of the classroom assessment, Sadler (1989) defines the
summative and formative assessments as follows:

Formative assessment is concerned with how judgments about the quality of
student responses (performances or works) can be used to shape and improve
the student's competence by short-circuiting the randomoness and
inefficiency of trial-and-error learning.

Summative contrasts with formative assessment in that, it is concerned with
summing up or summarizing the achievement status of a student, and is
geared towards reporting at the end of a course of study especially for
purposes of certification. It is essentially passive and does not normally have
immediate impact on learning, although it often influences decisions which
may have profound educational and personal consequences for the student (p.
120).

For diagnostic purposes, however, teachers gather data in order to identify,

understand, and address students’ knowledge, misconceptions and learning
difficulties (Airasian & Russell, 2008; Butler & McMunn, 2006). In literature,
diagnostic purpose is also defined as a form of formative assessment in which
assessment is used to obtain detailed information about individual students’ prior
knowledge, ways of reasoning, use of strategies, and misconceptions (Crisp, 2012;

Keeley & Tobey, 2011; Sach, 2012). Moreover diagnostic assessment is defined as
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early assessment (Airasian & Russell, 2008) or pre-instructional assessment
(McMillan, 2007a). McMillan (2007a) emphasizes on the importance of
diagnostically purposed assessment with saying that ““...if you cannot identify what
specific knowledge, skills, attitudes, and other learning targets are important, it is
unlikely that students, parents, or the teacher will know when they have been
successful’’ (p. 5).

During the instruction, on the other hand, teachers make ongoing assessments
in order to respond students properly and make them concentrate on the tasks
(McMillan, 2007a). During that process, teachers’ decisions mostly form by their
informal observations and perceptions (Airasian & Russell, 2008). Teachers use
these observations and perceptions in order to control the class, to make momentary
decisions about student problems, to take the next step in a lesson, and to understand
the way students are reacting to instruction (Airasian & Russell, 2008). Since ‘‘such
informal assessments are used primarily to form or alter ongoing classroom
processes or activities, they are called formative assessments’” (p. 124). Deneen and
Deneen (2008), likewise, defines formative assessment as ‘‘informative assessment’’
since ‘‘its purpose is to help students and teachers understand what students have
learned and what they need to study next.”” (p. 49). Moreover they indicate the
qualities of formative assessment as follows: it occurs every day in any classroom
and should give rapid results; it remarks a teacher’s understanding of student
learning, not a specific grade; it does not detect grades or reports to school, city, or
country authorities; it can be used to modify a lesson, a content, or a teaching method
of a complete curriculum; and it underlines assessment for learning, not assessment
of learning (Deneen & Deneen, 2008).

Black and William (1998) imply that, the formative assessment is composed
of two parts: carrying out activities to gather information about students’
understandings and progress; and using this information to modify both teaching and
learning. These two parts can be undertaken by either the teachers or the students.
Teachers’ role in formative assessment, on the other hand, can be explained with a
feedback loop (Sadler, 1983): attending to goals, devising strategies to reach the
goals, and monitoring the discrepancy between actual and desired performance (p.

63).
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Besides using for monitoring or grading, classroom assessment process and
results can be used for supporting student achievement, too (Stiggins, 2007). Well-
developed assessment strategies such as oral questioning, writing prompts, and short
quizzes are carried out in the classrooms for the purpose of formative assessment
(Fisher & Frey, 2007). These basic strategies help a teacher if s/he wants to gather
detailed information about the students’ understandings and misunderstandings
(Davidheiser, 2013). In that manner Stiggins (2007) states that, building assessment
environments with a mission of maximizing student achievement and making
assessments (e.g. daily in the classrooms to support learning) which give dependable
results about students’ achievement are important to make formative assessments
more efficient. The understandings and policy arrangements of the school
administrations for the classrooms, buildings, or districts, on the other hand, can be
helpful to develop and implement sound formative assessment practices in the
classrooms (Stiggins, 2007).

Butler and Winne (1995), distinctively, emphasize the cognitive and
motivational factors of formative assessment. Therefore students can either realize
their learning level (cognitive factor) or they can develop feelings of control for their
own learning (motivational factor). McMillan (2007b), also, tells that teachers intend
to improve students’ motivation and learning by formative assessment. To reach this
goal he offers a formative assessment cycle. This cycle represents a continuing
process including teachers’ evaluations of students work and behavior, feedback to
students, and instructional correctiveness. In Figure 2.2 this formative cycle is

visualized:
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Figure 2.2 Formative Assessment Cycle (McMillan, 2007b, p. 3)

McMillan (2007b) states that teachers get feedback about what students can
or cannot do by informal observations, asking questions or monitoring students. Then
they use this specific feedback to broaden students’ current understandings, improve
their learning or correct their misunderstandings. This is the instructional
correctiveness stage of the formative assessment cycle (McMillan, 2007b). The cycle
is repeated in such a system. In each of the stages student engagements also take
place.

For summatively purposed assessment, teachers conduct tests or summarize
the achievement of students across a period of time up to the reporting date (Harlen,
2007). Moreover teachers use the data of summative assessments for grading,
keeping records, reporting to parents or other teachers, or following the progress

(Harlen, 2007).
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Unlike formative assessment implementations, teachers may conduct more
complex exams on larger scales for summative assessment purposes (McMillan,
2007b). This is because of the fact that summative exams usually measure a large
swath of the curriculum, sometimes an entire course (Deneen & Deneen, 2008). “For
purposes of both validity and reliability, test questions should touch on most of the

important learning that’s being tested’’ (Deneen & Deneen, 2008, p. 52).

2.1.2 The Assessment and Evaluation Stages

““Teachers need to know about their students’ learning, their progress, and
the level of formality they are operating at so that they can adapt their teaching
strategies to meet the pupils’ needs’” (De Lange, 1999, p. 4). Moreover, they can
determine the differentiation of the traits, behavior or academic performances by
using measurement methods for assigning numbers to students’ behavior or
performances (Airasian & Russell, 2008). These methods, on the other hand, can
take form of a variety of ways that range from ‘‘observations and discussions to
multi-step tasks and projects, from self-assessment and homework to oral
presentations’” (De Lange, 1999, p. 4). Gallagher (1998) asserts that such
implementations would be more helpful for teachers to give detailed feedback to
students, educators, parents, and policy makers about how well students are learning.

Assessment can be formal or informal (Marsh, 2009). Informal assessment
can be done through day-to-day practice such as asking questions during the lessons
or classroom observations (Atkin, Black, & Coffey, 2001; Marsh, 2009; Yorke,
2003). Formal assessments, on the other hand, are more planned practices which are
conducted after a lesson, a unit or end of a course (Firestone, Schorr & Montfils,
2004; Marsh, 2009).

In the evaluation process, on the other hand, McMillan (2007a) underlines the
use of criteria. He claims that using criteria provides teachers certain guidelines for
unbiased and consistent judgments. In education, criteria are named as rubric,
scoring criteria, or scoring guidelines and defined as the ‘‘descriptions of facets or
dimensions of student performance that are used for judging the level of

achievement’ (McMillan, 2007a, p. 36). It has also other names such as ‘‘rating
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mstruction’’, ‘‘basic criterion assessment’’, ‘‘assessment form’’, ‘‘assessment
criterion’” (Butler & McMunn, 2006; Stiggins, 2005). Teachers may evaluate
students’ quantitative performances with some words like good, average, or poor
(McMillan, 2007a), too. If they have a well-defined, clear criteria, then they can tell
what they mean by ‘‘good’’, ‘‘average’, ‘‘poor’’, or ‘‘excellent’” during the
evaluation process (Stiggins, 2005). Moreover they can easily communicate their
instructional goals and way of making judgments to parents and students by using

these criteria (McMillan, 2007a).

Stiggins (2005), on the other hand, emphasizes the use of scoring-guides in
performance assessment. He states that, in contrast with other assessment methods,
there is not a definite right or wrong answer of performance assessment (Stiggins,
2005). Instead, there are degrees of being successful or unsuccessful. In order to
identify these degrees, on the other hand, performance-tasks are evaluated by using
scoring-guides (Stiggins, 2005). With the rating criterion, the teachers can
understand the qualification degree of the students about a given task. In brief, using
rubrics provide two advantages: a support to reach the defined criteria of the task,

and feedbacks to improve students’ performances (Stiggins, 2005).

McMillan (2007a) acknowledges that such evaluation method occurs
according to the performance standards. He also states that, the decisions are
changeable according to the teachers’ point of view. For instance, a teacher may
determine average for a student score of 60 points from a test, while another teacher

may interpret it as ‘poor’ (McMillan, 2007a).

2.1.3 Use of Evaluation Results Stage

It is a need to be careful about the way assessment is used because incorrect
assessment of achievement may prevent students from attaining their academic
potential (Stiggins, 2001). According to the classroom assessment chart of McMillan
(2007a), on the other hand, teachers use the evaluation results for three main
purposes: for making diagnostic decisions, for grading the students’ work, and for

making instructional decision.

21



First of all the diagnostic and grading uses of the assessment can be
explained. For instance, for diagnostic decisions, teachers use the assessment results
in order to understand the students’ strengths, weaknesses, and needs (Popham,
2011). After diagnosing the specific data, teachers can carry out supplemental
activities to the students (Airasian & Russell, 2008). During the grading process, on
the other hand, teachers assign a grade to the students. For that aim they are mostly
adhered to grading measures (Butler & McMunn, 2006). Grading is helpful for
motivating the students, for rewarding them, or for giving feedback to their parents
(McMillan, 2007a).

Ussher and Earl (2010) stated that a teacher may choose to use assessment
results for a variety of purposes. In other words it is not a rule that a teacher can use a
summatively purposed assessment only for grading. In that manner they claim that
information gathered by the assessment tools could be used both formatively and
summatively (Ussher & Earl, 2010). Teachers may set out to give children an
assessment task such as a test. They may intend to use the evidence in their overall
grading process (Ussher & Earl, 2010). However, it may be clear that some of the

assessment evidences should be used formatively as well (Ussher & Earl, 2010).

Lastly, the evaluations give teachers clues about the quality of their own
instructional efforts (Popham, 2011). They understand the ongoing process of a topic
and the planning framework of that topic (McMillan, 2007a). Thus they may decide
to end a lecture or continue with different type of questions; or may give extra time
to implement worksheets, to review a topic, or to observe students in a group work
according to the evaluations (Airasian & Russell, 2008). McMillan (2007a) states
that after instruction, teachers gather information for grading students’ studies and
for evaluating teaching, curriculum, or school programs. In Figure 2.3, as developed
from McMillan (2007a), how assessment is related with each stage of instruction is

visualized:
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Figure 2.3 Relationships between Instruction and Assessment (McMillan

2007a, p. 7)

2.2 A Brief History of Assessment

Although the term ‘assessment’ is relatively a recent word in the field of

education, formal and informal assessment of learning has existed for centuries (Earl,
2003). In other words ‘‘the process of gathering information about student
performance and using it in schools has had a long and contentious history’’ (Earl,
2003, p. 5). Although testing was started as a policy mechanism in 210 B.C.E
(Before the Christian Era) in China, there were only four kinds of assessment
methods (Madaus & O’Dwyer, 1999). These were; giving written or oral answers to
a series of questions; producing a product; acting a performance; and answering
multiple choice or true-false questions (Madaus & O’Dwyer, 1999). However short

answer or multiple choice questions were not common until 1920s (Earl, 2003).
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Instead teachers were grading students’ performances by grading their products and
by oral exams. Wolf (1995) emphasized that teachers started to apply the multiple
choice or short answer questions after a need is emerged for broadening the subject
matter domain achievements of the students. Needs on the extremely subjective
evaluations on students’ performances, also, forced the teachers to use such classical
assessment methods (Wolf, 1995).

In the pre-modern period, assessment implementations of China outshine
the other nations (Kilpatrick, 1993). China assessed the performance of the
candidates in order to select the most skillful personnel for military and civil service
(Kilpatrick, 1993). Such a system was used to create a meritocratic social society in
government (Madaus & O’Dwyer, 1999). In meritocracy, people can get status
according to their achievements rather than according to their social positions or
prosperities (Madaus & O’Dwyer, 1999). In order to get a civil degree, a person had
to achieve some goals based on Confucian classics like memorizing poetry,
discussing any passage, or making comments about Confucian classics (Madaus &
O’Dwyer, 1999). Then, in some cases, China government came to the point that
some steps of these assessments were very subjective, so they preferred to assess a
person’s reasoning ability, too (Madaus & O’Dwyer, 1999). To become a member of
the military service, on the other hand, the assessment was carried out again by
memorized military classics and by physical military performances (Madaus &
O’Dwyer, 1999). In addition to these two ways, the candidates had to pass a job
related test (Wilbrink, 1997). According to their success, they got points from 2 to 0
and the total score was their assessment score about that test (Wilbrink, 1997). China
has been criticized because of its selection-based education system. For instance,
Wilbrink (1997) emphasizes that since it is not productive, a selection can be
effective only it is in balance with education and assessment.

In Europe, quantifying an achievement was started by performance
assessment (Madaus & O’Dwyer, 1999). Until 140 century, qualitative methods such
as oral exams were used commonly because of the high cost of paper. In 12" century,
University of Paris and University of Bologna were the first in using examinations
(Madaus & O’Dwyer, 1999). These were oral exams assessing the students’
knowledge on a fixed canon. Madaus and O’Dwyer (1999) tell that there were three

levels for the members of craft guild, in the 140 century. These were apprentices,
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journeymen, and masters. A child was trained to become a master man and he was an
apprentice at first (Madaus & O’Dwyer, 1999). Then he was taking a simple and
practical examination. In this examination, his mission was to produce a masterpiece
which was related to the apprentice’s or journeyman’s craft. The candidate’s
conscious about what he experienced during his task was the evaluation criteria of
the assessment experts. Such assessment methods were used in lots of areas. People
were assessed in order to become a priest, to become a member of any guild, to get a
graduate degree from arts faculty, or to get a proficient degree on grammar by similar
assessment methods (Madaus & O’Dwyer, 1999).

By the time 1845, written exams started to be used in Boston instead of oral
exams (Madaus & O’Dwyer, 1999). Horace Man, an education reformist, was the
leader of this change. It was understood that under the same conditions with oral
exams, written exams took less time (Madaus & O’Dwyer, 1999). Moreover,
comparing the achievement of the schools became easier. The discussions on the
effectiveness of the teachers and schools were made by the authorities. In addition,
students started to pass their classes by the evaluations of their performances on the
short-answer and essay type written exams (Madaus & O’Dwyer, 1999).

Wundt and Cattell established mental and psychology testing labs in the end
of 19™ century (Bastiirk, 2005). It was the time that the individual differences
between the species were accepted as the materials for natural selection. Their
studies highlighted the development of the tests assessing individual differences
(Bastiirk, 2005). The first successful intelligence test was developed by Alfred
Binnet in order to distinguish the students who could engage in classroom activities
from the ones who could not (Drummond, 1996). In the first world war, identifying
the positions of the soldiers were also done by tests (Bastiirk, 2005). In 1940s and
1950s, statistics became popular in social science (Bastiirk, 2005). In the middle of
the 20™ century, on the other hand, the rise in the middle class and capitalism made
schools become the key to social mobility (Earl, 2003). Moreover ‘‘there was
considerable pressure to ensure that decisions about access to advanced schooling
were made based on merit, rather than social status’” (Earl, 2003, p. 6). After then the
development of the tests got a different meaning. In 1960s and 1970s, for instance,

computers made the item analysis become easier (Bastiirk, 2005). From the
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beginnings of 1980s, constructing and evaluating tests have been easier and faster
since the personal computers became popular (Sampson, 1992).

Throughout centuries, teacher-centered education took place (Earl, 2003). It
was thought that learning can take place in a situation where teachers tell and
demonstrate the rules or information, and the students practice them, after. In order
to assess the students’ achievement, they preferred using multiple-choice questions
but the education authorities thought that multiple-choice tests were unable to assess
students’ abilities for producing answers (Earl, 2003). Teachers, also, needed to
restrict the classroom activities since testing was the basic aim of the education (Earl,
2003). Thus educators wanted to solve the stranglehold of multiple-choice tests on
education (Earl, 2003). They thought that teachers need to implement more authentic
assessments. For instance in the end of 1980s, performance-based assessment is
offered for creating a realistic basis for the learning-teaching process (Baker, O’Neill
& Linn, 1993).

Today, with the help of assessment methods other than multiple-choice tests
teachers can directly observe and evaluate a student's problem solving process,
decisions, group work, presentations, and portfolios by the tasks and situations
composed in the assessment period (Kubiszyn & Borich, 2003). Sometimes abilities
of the teachers may not be enough to obtain a sufficient assessment process. At that
point Taymaz (1997) points out that the preferences of teachers play important role
in establishing the right instructional method-effective assessment connection.
Thompson (1984), also, emphasizes that a teacher’s behaviors in the classroom are
reflections of his/her beliefs, roles, and priorities. In that manner, Worthen et. al.,
(1999) confirmed that in order to create a consistent environment between the
assessment methods and implications, assessment methods may encourage teachers
to become more reflective practitioners. They may help teachers advocate grades,

organize instruction, and realize the difficulties and misconceptions.

2.3 Curriculum, Textbooks and Classroom Assessment

In United States, curriculum reforms are developed in the light of the studies

conducted by National Council of Teachers of Mathematics (NCTM, 1989; 2000). It
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was claimed by the studies that, in order to encourage learning, curriculum,
instruction, and assessment activities should be connected (NRC, 2001).

In order to investigate how curriculum, instruction, and assessment are
connected, some arguments have been put forward. Popham (2011) advocates that
curriculum influences teachers’ classroom instructions, and thereafter teachers’
assessment practices occurs. Harlen (2007), on the other hand, represented the
relationship of assessment, curriculum, and teaching methods by a triangle. Sireci
(2008), also, disputed a cyclic relationship between the assessment process,

instruction and curriculum.

Curriculum materials, mostly the textbooks, are the physical resources which
are used to support teacher planning and enactment of the lesson during the
implementation of the curriculum content (Lloyd, 2009). The textbooks, workbooks,
manipulatives, posters or figures are the kinds of curriculum materials which are
used in the classrooms (Ball & Cohen, 1996). They provide activities and
instructional opinions such as lesson plans, sample mathematics problems,
assignments, and tasks (Davis & Krajcik, 2005). Therefore ‘‘the textbook stimulates
teachers’ thinking’’ (Elsaleh, 2010, p. 178) and teachers rely on textbooks since they

are easy to use and efficient in planning (Elsaleh, 2010).

Teachers use the curriculum materials for guiding students’ gaining,
academic tendencies, and reasoning abilities (Battista & Clements, 2000). Studies,
also, showed that the reflection on students’ work with curriculum materials can be
helpful for mathematics teachers to determine and solve the problems of their

teaching practices (Clarke, 1997 & Wood et. al., 1990).

Lloyd et. al. (2009) pointed out to the interactive relationship between the
teachers and curriculum materials and added that ‘‘curriculum materials can
influence teachers’ beliefs, knowledge, and classroom practices. However, teachers
change the recommendations of curriculum materials through selective use and
interpretations’’ (p. 3). In the manner of his thoughts about the curriculum materials,
Lloyd (2009) conducted a study with five pre-service mathematics teachers. His aim
was to examine the teachers’ views of and interactions with the curriculum materials

in United States. In the study, the pre-service mathematics teachers’ interview
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transcripts indicated that teachers use of textbooks influenced their thinking about

teaching and learning.

Smith (2000) also conducted a study with a secondary school mathematics
teacher in California. He aimed to seek variations in the classroom assessment
practices. The participant was using reformed curriculum materials for her pre-
algebra students whereas she was continuing to use a traditional textbook in her
algebra class. It was emphasized with this study that curriculum, together with
teaching, linked teaching goals with learning. Moreover, learning was linked to these
goals by assessment process. These four components, on the other hand, constructed

the following instructional loop (Smith, 2000):

Goals Curriculum and
> Teaching
Assessment Learning

Figure 2.4 Assessment Links Learning with Goals (Smith, 2000, p. 21)

Such a relationship can be observed on different steps of education. For
instance Superfine (2008) implied that there was an effect of curriculum materials on
teachers’ various conceptions. In her study, with three 6" grade teachers, she
proposed a model to understand the nature of the teachers’ decisions and the
conditions under which these decisions changed by time. She revealed that teachers
used the curriculum materials as a beginning for their lessons. For instance, in the
planning process, knowing the content of the textbook was a need for the teachers in

order to teach.

Remillard (1999) also pays attention to the role of textbooks in mathematics
assessment. According to him, in order to understand teachers’ assessment practices

in mathematics classrooms, it was important to investigate the way teachers interact
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with textbooks. In his study with two 5t grade mathematics teachers, he examined
the teachers’ interactions with a new textbook. The study indicated that, textbooks
were the exact representations of the curriculum and teachers interacted with them.
Moreover, according to his findings, he offered a framework to represent the stages
in which the mathematics’ teachers engaged with curriculum development. In that
manner, the study showed that, the teachers interacted with the textbooks in the

selection and designing stages of their mathematical tasks.

There are also studies showing that, teachers did not follow the suggestions of
the curriculum materials literally in mathematics classrooms (Freeman & Porter,
1989; Stodolsky, 1989). For instance, teachers were attached to the content topics
defined in the textbooks but they were acting free about the related instructional
suggestions. Furthermore, some of them made adjustments to the lessons; some
supported the lessons with supplemental activities; some of them, on the other hand,
preferred to omit the whole lesson (Elsaleh, 2010). Besides making preferences about
the implementation of the textbooks, some teachers used the worksheets or other

materials that they selected instead of using textbooks (Elsaleh, 2010).

2.4 The Role of Assessment in Teaching

It is advocated by the studies that assessment is done to carry out the
improvement of teaching and learning process, accountability of students for learning
to finish schools, and accountability of teachers and schools (Heaton, 1975; Torrance
& Pryor, 1998; Warren & Nisbet, 1999; Webb, 1992). Therefore researchers take
attention to the importance of suitable assessment methods in mathematics lessons

(Herman, Aschbacher & Winter, 1992; Pilten, 2001).

Suah and Ong (2012), first of all, conducted a study with 406 in-service
teachers in order to investigate the assessment practices of in-service teachers. The
study revealed that, teachers spend 10% to 50% of classroom time for the assessment
activities in order to grade and group students, to identify student needs, to improve

students’ learning motivation, and to evaluate the instruction strategies (Suah & Ong,

2012).
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Wiliam and Leahy (2007), on the other hand, stated that with the help of
formative assessment implementations, students got feedback to improve their
learning, the governments learned the needs for improving the quality of learning,
and teachers understood the topics on which they needed to make improvements.
However, Torrance and Pryor (2001) revealed that the way of using assessment data
for planning the needs of all students was not clear to the teachers. They collaborated
with a group of teacher-researchers and built a study. The aim was to put the ideas
about formative assessment generated by them in the past (Torrance & Pryor, 1998)
to the test of practice. It was a project-study conducted to investigate and develop
formative classroom assessments in English primary schools. Torrance and Pryor
(2001) reported the outcomes of that project-study and at the end they constructed a

framework of the formative assessment in practice. In figure 2.5 this framework is

represented:
Questioning: Observation of process and
‘Helping’ as well as <——»| products
‘testing’ questions

Making task
and quality
criteria explicit

Feedback and
judgement

Figure 2.5 Formative assessments in practice (Torrance and Pryor, 2001, p.

623)

It can be seen by Figure 2.5 that, Torrance and Pryor (2001) put clarity of task

and quality criteria at the core of formative classroom assessment. The whole model,
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on the other hand, is a transmission-oriented one including a dynamic interaction of
questioning, observation and feedback.

In order to investigate the effect of assigning homework on the 6" grades’
mathematics achievement, Rosario, Nuiiez, Vallejo, Cunha, Nunes, Mourdo, and
Pinto (2015) conducted a study with 27 mathematics teachers and 638 students. The
results showed that homework positively impacted students’ mathematics
achievement. However this positive impact was not related to the amount of

homework.

2.5 Research on Teachers’ Classroom Assessment Practices

In order to determine how assessment takes place in the classrooms, mostly in
mathematics classes, in what way the teachers used the assessment results, or the
problems that occurred during the assessment processes, a lot of studies have been
conducted both in Turkey and in the world:

Tirniikli (2003), for instance, developed a study in Turkey and in England to
understand the way mathematics teachers collect, record, and use the assessment
results of the students. The participants of the study were 12 mathematics teachers
who were teaching to 11-14 years old students. As a summary of her study, she took
attention to the importance of communication between student and teacher. She, also,
advocated that teachers should create opportunity to the students for performing
more activities in mathematics lessons during the assessment process.

Borko et al. (1992) and Raymond (1997) agreed on that, teachers should have
the abilities of using the results of the classroom assessment methods. Shulman
(1980) also claimed that teachers used assessment results mostly for assigning grades
However, Trotman (1997) conducted a study with 20 secondary school mathematics
teachers in Caribbean. With her study, she tried to figure out the teachers’ classroom
assessment practices. According to the results, teachers mostly preferred classroom
observations as an informal classroom assessment. The study also showed that, the
teachers used the assessment results mostly for understanding what a student knows,
monitoring students' progress, motivating students, learning the difficulties that the

students encounter, providing feedback to students, obtaining instructional feedback
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(such as planning and informing instruction, monitoring or testing effectiveness of
teaching), grading, measuring students' attainment, providing opportunities for
creative and critical thinking.

Similar with Trotman (1997), Abdul Rahim (2012) conducted a research on
the mathematics teachers’ classroom assessment. It was a qualitative study with five
mathematics teachers. The study indicated that the teachers used the assessment
results for evaluating students’ understandings, realizing the suitability or efficiency
of teaching, encouraging self-study among the students, understanding students’
strengths and weaknesses, grading, and monitoring the students’ progress in

mathematics.

Ucgar (2007) also conducted a study with 306 elementary school teachers from
29 public schools in Kirikkale, Ankara, and Malatya. The purpose of her study was
to explore the views of elementary school teachers about their implementation of the
assessment methods recommended in the mathematics curriculum. The results of the
study showed that teachers used the assessment results mostly for improving their
teaching methods, efficiency, etc. They also stated that they wanted to use alternative

assessment methods but they could not use them because of the lack of time.

Watson (2000), in her study of ‘‘Mathematics teachers as acting informal

’

assessors. practices, problems and recommendations’’, investigated the assessment
practices of mathematics teachers (teaching to primary, middle, or secondary grades).
She represented a model to visualize the components of classroom assessment. The
main component of the model was observation. According to her findings, teachers
observed students’ views and knowledge about mathematics by tests, by their oral
and written work. They used these observations and interpersonal knowledge of the
students to make judgments about students’ mathematical work. The actions which
reflected the views and knowledge of mathematics, on the other hand, were also
affected by students’ psychological attributes. Therefore, teachers should also

observe students’ psychological attributes such as ability, memory, or concept

acquisition by their classroom obervations.

Watt (2005) also conducted a study to investigate teachers’ attitudes towards
alternative assessment methods offered in secondary mathematics curriculum in

Sydney. There were 60 mathematics teachers from 11 secondary schools as
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participants. Least experienced participants reported positive attitudes towards the
alternative assessment methods. However, they mostly preferred to use traditional
assessment methods. Some participants, also, told that alternative methods like

student journals were not suitable for mathematics classrooms.

In addition to the study of Watt (2005), Greenstein (2004) conducted a study
to examine how high school teachers assessed student learning and how they used
the information from classroom assessment to inform and guide instruction. For this
purpose she carried out interviews with 115 teachers in Connecticut-USA. It was
indicated in the study that disconnection existed between instruction and assessment,
and teachers had limited assessment literacy. On the other hand, she figured out with
her study that, the teachers used their assessment results mostly for assigning grades,
for giving formative feedback to students in order to revise their work, for re-
teaching a topic, and for identification of the students’ strengths and weaknesses.

In order to examine the teachers’ purposes for the formative and summative
assessments, Segers and Tillema (2011), conducted a study with 351 secondary
school teachers. The results indicated that, the teachers did not distinguish between
formative and summative purposes of assessment. Besides a teacher chose to use
assessment information for a variety of purposes (Segers & Tillema, 2011). Al
Duwairi (2013) also conducted a study with 120 secondary school mathematics
teachers. In his study, he investigated the secondary school mathematics teachers’
conceptions and practices of the assessment models. His study showed that teachers’

formative assessments involved both the formal and informal assessments.

There are also studies constructed to examine whether teachers’ assessment
preferences change in relation with their teaching experiences. However some of
these studies indicated that, teachers with experience or teachers who were trained in
measurement used performance or observation methods much more efficiently than
the inexperienced teachers (Bol et. al., 1998; Zhang & Burry-Stock, 1997). Moreover
the experienced teachers had the capacity of making changes in the practices of their

assessment methods if they needed to. (Kaynak, 2000).
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2.5.1 Teachers’ Project and Performance Assessment Practices

In general, performance assessment helps teachers to examine how well
students can use knowledge because it gives students the chance of applying and
establishing their academic content knowledge on the real world problem solutions
(Acar & Anil 2009; MoNE, 2013c). The mathematics curriculum of Turkey includes
content and skill objectives. To assess the skill objectives, teachers need to use

performance assessment strategies more often (Acar & Anil, 2009).

Brualdi-Timmins (1998), on the other hand, advocates that performance
assessment cannot be done by short answer questions. He goes on to say that to be
successful or unsuccessful have some degrees and if we want to identify these
degrees we need to use performance assessment strategies. In order to identify these
degrees, on the other hand, performance-tasks are used. According to Hibbard et. al.
(1996), performance-tasks can be both short activities and long-term projects. He

summarized the importance of performance-tasks as follows:

Performance-tasks build on earlier content knowledge, process skills, and
work habits and are strategically placed in the lesson or unit to enhance
learning as the student “pulls it all together.” Such performance-tasks are
not “add-ons” at the end of instruction. They are both an integral part of the
learning and an opportunity to assess the quality of student performance.
When the goal of teaching and learning is knowing and using, the
performance-based classroom emerges (p. 6).

Mertler (1999) studied with 625 participants in order to investigate the
assessment practices of Ohio State teachers. Approximately one-fourth of the
participants were teaching to elementary level. The study showed that, elementary
school teachers used portfolios, informal questions and observations in order to
assess students’ mathematics performances.

Stiggins and Bridgeford (1985), on the other hand, conducted a study with
teachers who were teaching different courses to different groups in various school
districts. They applied questionnaires including items to learn concerns about

assessment, use of performance assessment, and patterns of test use. The aim of the
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study was to broaden the understanding of classroom assessment by examining the
nature and quality of teacher-developed classroom assessments. It was revealed by
the study that, about half of the participants felt comfortable with performance-
assessment methods and defined performance assessment as a key tool for

assessment.

Some studies showed that, teachers apply performance-based assessment
methods infrequently since they do not feel confidence about the fairness of these
assessment methods (Cooney et. al., 1996; Ohlsen, 2007). Furthermore Parsad,
Lewis, and Farris (2001) conducted a study with 5,253 public school teachers
teaching in 50 different states and in the district of Columbia in order to examine the
quality of the nation’s public education system. This was a nationally representative
sample. Questionnaires were emailed to the participants. It was indicated by the
study that only 37 % of these teachers felt very well prepared to use performance

assessment methods.

In Turkey, performance-tasks are the most common performance-based
assessment methods (Duban & Kiigiikyilmaz, 2008). In that manner, Yilmaz and
Benli (2011) constructed a study to examine primary school teachers’ performance-
task practices. They administered questionnaires to 309 primary school teachers from
147 different elementary schools in Hatay. The study showed that, teachers presented
choices to the students about the performance-task topics. Students had the chance of
selecting a task which seems more related with their interests. The topics were
parallel with the curriculum. Suitable resources related with the tasks were also
reachable for the students. During the students’ performance studies, teachers helped
them as a guide. They did not hesitate to explain the misunderstood part of the tasks,
they checked the student’s studies during the process, and they gave feedback to the
students, and helped in their research. At the beginning of the task, on the other hand,
a criterion list or a rubric were given to the students. Teachers used these rubrics
while they were evaluating students’ performance-tasks. They did not only focus on
the content of the tasks but also some other factors like using charts or tables, using
Turkish grammar efficiently, writing clear and coordinated, using different resources,

making the mathematics solutions in the right order, etc.
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In lots of the studies in Turkey, it was revealed that performance-tasks
encouraged students for making research and improving their content skills (Coskun
et. al., 2009; Giivey, 2009; Selanik-Ay et. al., 2008). However, research studies also
confirmed that teachers were worried about the aim, content, or their own ways for
the application and evaluation of the performance-tasks (Meydan & Oztiirk 2008;
Tifek¢ioglu & Turgut, 2008). In that manner, they were mostly worried about
assessing students’ products or responses fairly. Some problems like inadequate
time, inefficient usage of internet, economic burden of the tasks, and redundant help
of parents were also examined by the studies (Belet & Girmen, 2007; Coskun et. al.,

2009; Yilmaz & Benli, 2011).

For instance, Acar and Anil (2009) constructed a study with 252 primary
school teachers. They investigated the factors that affected primary school teachers’
capability of using performance assessment, portfolio, and rubric in assessment
period. During the study, the researchers also investigated the problems that the
teachers met during the implementation of performance-tasks. It was indicated by the
research that, parents sometimes participated to the data collection and construction

process more than expected (Acar & Anil, 2009).

Baki and Biitiiner (2009) also conducted a qualitative study with three
teachers in order to examine their project-study practices. One of the teachers was a
Turkish teacher, the second one was science and technology teacher and the last one
was a primary school teacher. The study showed that, the teachers were not self-
satisfied with their supervision of students in project processes. They also had
problems in assigning appropriate project-tasks. The students did not seem to use
authentic inquiry processes. They usually used printouts taken from the internet,
wrote them down on their papers and submitted them to their teachers. The teachers
assessed students’ projects mostly based on their paper-and-pencil exam scores. In
that manner, they awarded the students who had taken high grades from the exams
with undeservedly high grades in the projects. For the lower performance students,
on the other hand, they assigned grades that were sufficient to pass. The students also
thought that, the projects would help them to pass a course in which they were low-

achievers.
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Ar1 (2011) investigated the teachers’ problems during their performance-
task and project practices. In that manner he developed a scale and conducted a study
with 242 expert teachers with the help of his scale. According to the statistical
analysis of the research, the lesson durations that were defined for the performance
tasks were not enough to implement them in classrooms. In order to complete the
tasks students needed additional time. Moreover students got their project and
performance-tasks done to either their families or someone else. Besides, the students
spent their time with playing games on the internet or at internet cafes under the
pretext of making research for their projects and performance-tasks. Coming together
and studying as pair or in groups also were problems for the students during their

group projects.

2.6 Teachers’ Views, Thoughts, and Knowledge about Classroom Assessment

Teachers’ views, thoughts, knowledge about classroom assessment were also
studied by the researchers. For instance, in some of the studies it was showed that,
teachers’ knowledge of mathematics and assessment of mathematics were generally
not comprehensive (Bigak & Cakan, 2004; Daniel & King, 1998; Giiven, 2001;
Temel, 1991; Yanpar, 1992). There are also studies indicating that teachers’ beliefs
and views about teaching, learning, or curriculum strongly affect teachers’ teaching
and classroom assessment activities, students’ learning issues, and students’
achievements (Brown, 2004; Calderhead, 1996; Clark & Peterson, 1986; Heaton,
1992; Pajares, 1992; Pepin, 1999; Prawat, 1992; Putnam, 1992; Remillard, 1992;
Teo, 1997; Thompson, 1992; Yilmaz, 2006).

Erdal (2007), for instance, investigated the views of the elementary school
teachers about assessment methods. He conducted a study with 200 elementary
school teachers in Afyonkarahisar in 2006-2007 academic year. It was indicated with
the study that, teachers tended to use alternative assessment methods but they could
not prevent themselves to use existing assessment methods such as multiple choice
tests. They made such choices since they did not feel themselves sufficient to use the

alternative assessment methods.
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Teachers’ views about assessment methods affected them during the
implementation of the methods (Bicak & Cakan, 2004; Dogan, 2005; Duban &
Kiiciikyilmaz, 2008; Gelbal & Kelecioglu, 2007). For instance, some methods like
paper-pencil tests may seem more powerful to the teachers since they had much
experience on it (Bigak & Cakan, 2004; Dogan, 2005) Besides, participant teachers
of these studies remarked that, they were not sure whether they were assessing

students' performance truly and appropriately.

In some studies, researchers figured out that teachers had missing knowledge
about preparing, using, or applying equipments of assessments (Cakan, 2004; Pilten,
2001; Tienken & Wilson, 2001). Besides, some teachers adopted the assessment
practices that were applied on them when they were students or that were being used
by their departments (Taylor & Nolen, 1996). Moreover, they sometimes felt
themselves inadequate during the assessment processes (Cakan, 2004; Pilten, 2001).
Although they felt themselves insufficient, they carried on applying assessment

methods (Nolen, Haladyna, & Haas, 1992; Stiggins & Conklin, 1992).

Peker and Giille (2011), also, conducted a study to analyze the knowledge
of elementary school teachers and the percentage of their use of assessment tools
recommended in the mathematics curriculum. Questionnaires were applied to 131
elementary school mathematics teachers. The results of the study confirmed that, the
relationship between teachers’ knowledge level about the assessment materials and

percentage of using these tools was linearly positive.

Similar with Peker and Gille (2011), Remillard (1999) conducted a study
with a 5™ grade mathematics teacher. It was indicated with the study that, teachers’
classroom practices were often combined with their own thoughts and plans.
Therefore assessment practices might cause inconvenient results if the teachers had
missing or insufficient knowledge about these assessment methods (Remillard,
1999). For instance, Wiggins (1991) named many portfolios as unconnected student
work collections because of their inadequately developed performance-based

assessment involvements.

Lastly, the researchers also took attention to the discrepancy between the
teachers’ views and their assessment practices. For instance, in their study Mulhall

and Taylor (1998) asked teachers to rank their teaching methods. The results showed
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that, the teachers tended to rank the methods of teaching according to what they were
taught in their teacher training. They did not report their own practices. Susuwele-
Banda (2005) also conducted a study with six mathematics teachers for examining
the relation between the teachers’ perceptions of classroom assessment in
mathematics and their classroom assessments practices. The results indicated that,
there was a clear discrepancy between what the teachers said they did and what they
practiced in the classroom. According to Kersaint and Thompson (2001), the
discrepancy between the teachers’ thoughts and their practices was because of the
lack of collaboration between the schools and the faculties that educated the teachers.
In that manner they stated that, during their teaching practice courses, the pre-service
teachers practiced their theoretical knowledge in very well-developed schools.
However, most of the time, they could not work in such schools during their teaching
careers (Kersaint & Thompson, 2011). Therefore, they stated what they wanted to do

but they could not activate their thoughts in their instruction practices.

2.7 Summary of the Related Literature

According to the related literature, the classroom assessment procedure can
be completed under the headings of purpose, assessment, evaluation, and use
(McMillan, 2007a). Although there are different arguments about the ways of
classroom assessment, the researchers emphasize on the formative, summative, and
diagnostic purposes for assessment (Airasian & Russell, 2008; Black & Wiliam,
1998; Butler & McMunn, 2006; Butler & Winne, 1995; Crisp, 2012; Davidheiser,
2013; Deneen & Deneen, 2008; Earl, 2003; Fisher & Frey, 2007; Hackling, 2004;
Harlen, 2007; Hattie, 2003; Keeley & Tobey, 2011; McMillan, 2007a; Popham,
2011; Sach, 2012; Sadler, 1989; Stiggins, 2007).

The assessment and the evaluation stages of the assessment, on the other
hand, are discussed under the formal and informal assessment methods with the
researchers (Atkin et. al., 2001; Butler & McMunn, 2006; Gallagher, 1998; Marsh,
2009; McMillan, 2007a; Stiggins, 2005; Yorke, 2003).

Ministry of National Education advised that the results of the assessment

implications may be used in shaping teaching strategies and in making future plans
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for learning (MoNE, 2013c). The related literature, also, took attention to the
teachers’ diagnostic and instructional decisions, or grading issues (Airasian &
Russell, 2008; Butler & McMunn, 2006; McMillan, 2007a; Popham, 2011). In that
manner, Ussher and Earl (2010) stated that it was not an obligation that a
summatively purposed assessment should be used only for grading. They advocated

that, teachers could use their assessment results formatively or summatively.

The researchers discussed the relation between the curriculum materials and
classroom assessment, too. The arguments were mostly focused on the textbooks,
teachers’ use of textbooks, and their interaction with the textbooks (Ball & Cohen,
1996; Battista & Clements, 2000; Clarke, 1997; Davis & Krajcik, 2005; Elsaleh,
2010; Harlen, 2007; Lloyd, 2009; Popham, 2011; Sireci, 2008; Wood et. al., 1990).
The studies, also, figured out the effects of the textbooks on the teachers’ thoughts
(Lloyd, 2009; and Superfine, 2008), the relation between the curriculum, learning,
and assessment (Remillard, 1999; Smith, 2000), and the teachers’ various methods

for using the textbooks (Elsaleh, 2010; Freeman & Porter, 1989; Stodolsky, 1989).

The role of assessment in teaching was also discussed in the literature. Some
researchers underlined the role of assessment in the teaching and learning
improvement (Heaton, 1975; Herman, Aschbacher & Winter, 1992; Pilten, 2001;
Rosario et. al., 2015; Suah & Ong, 2012; Torrance & Pryor, 1998; Torrance & Pryor,
2001; Warren & Nisbet, 1999; Webb, 1992; Wiliam & Leahy, 2007). Torrance and
Pryor (2001), also, constructed a formative assessment cycle in which the role of
assessment was represented by a dynamic interaction of questioning, observation and
feedback.

There are several studies about the teachers’ classroom assessment practices.
Some of them paid attention to the importance of communication between teachers
and students (Tiirniikli, 2003), some of them put emphasis on the teachers’
adequacies for using the results of assessment practices (Borko et. al., 1992; and
Raymond, 1997). Teachers’ preferences in practicing assessment methods and using
the assessment results, on the other hand, was the most common issue that was
investigated by the researchers (Abdul Rahim, 2012; Bol et. al., 1998; Greenstein,
2004; Shulman, 1980; Trotman, 1997; Ugar, 2007; Watson, 2000; Zhang & Burry-

Stock). Some of the studies also figured out that, teachers’ attitudes towards
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alternative assessment methods were positive at most of the time (Watt, 2005).
Furthermore, Segers and Tillema (2011) indicated that the teachers did not
distinguish the formative and summative purposes of assessment, they used the
assessment results for variety of purposes. Al Duwairi (2013) also indicated the
teachers’ use of formal and informal assessment methods for formative purposes.

In the current study, the participating mathematics teachers’ assessment
practices were investigated. In that manner, the researcher did not only focus on their
informal assessment methods or paper-and-pencil exam practices, she also tried to
examine their project and performance-task practices. Project and performance
assessment practices covered a large place in the literature arena. Some of the
researchers took attention to the importance of performance assessment (Acar & Anil
2009), and some of them emphasized on the way of performance assessment
(Brualdi-Timmins, 1998; Hibbard et. al., 1996). It was indicated that the teachers
used portfolios, informal questions, or observations for performance assessment
(Mertler, 1999). Teachers’ thoughts and feelings when they were using performance
assessment methods were also investigated by the researchers (Cooney et. al., 1996;
Ohlsen, 2007; Parsad, Lewis & Farris, 2001; Stiggins & Bridgeford, 1985).

The current study was constructed in Turkey and the participants were mostly
dealing with the performance-task and project issues. Therefore, the studies that were
conducted in Turkey about the performance-tasks and project-studies were also
investigated. In that sense, it was observed that the researchers emphasized on the
procedures of the teachers (Yilmaz & Benli, 2011), the benefits of the performance-
tasks (Coskun et. al., 2009; Giivey, 2009; Selanik-Ay et. al., 2008), teachers’ worries
about the performance-tasks (Meydan & Oztiirk 2008; Tiifek¢ioglu & Turgut, 2008),
and the problems that the teachers had during their practices of the performance-
tasks or project-studies (Acar & Anil, 2009; Ari, 2011; Baki & Biitiiner, 2009; Belet
& Girmen, 2007; Coskun et. al., 2009; Yilmaz & Benli, 2011).

Last of all, since it was another aim of the current study, the studies about the
teachers’ views, thoughts, and knowledge about the classroom assessment were
explained. In that manner, some studies showed that the teachers’ knowledge of
mathematics and assessment of mathematics were generally not comprehensive

(Bigak & Cakan, 2004; Daniel & King, 1998; Giiven, 2001; Temel, 1991; Yanpar,
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1992). Some of the studies, on the other hand, tried to explore the relation between
the teachers’ views and their assessment practices (Bigcak & Cakan, 2004; Brown,
2004; Calderhead, 1996; Clark & Peterson, 1986; Dogan, 2005; Duban &
Kiiciikyilmaz, 2008; Erdal, 2007; Gelbal & Kelecioglu, 2007; Heaton 1992; Pajares,
1992; Pepin, 1999; Prawat, 1992; Putnam, 1992; Remillard, 1992; Teo, 1997;
Thompson, 1992; Yilmaz, 2006). The relation between the teachers’ missing
knowledge about the assessment methods and the effects of this missing knowledge
on their assessment practices were also studied in the literature (Cakan, 2004; Peker
& Giille, 2011; Pilten, 2001; Remillard, 1999; Tienken & Wilson, 2001). The
discrepancy between the teachers’ views and their assessment practices was also
explained by the related literature (Mulhall & Taylor, 1998; Susuwele-Banda, 2005).

To conclude, the related literature pointed out several factors that were also
aimed with the current research. The teachers’ assessment practices, their purposes,
their use of assessment results, their views about the assessment methods were some
of these factors. However it was also observed that, there were limited studies that
were indicating the discrepancies between the teachers’ views and their perceived
assessment practices. Besides, the use of the summatively or formatively purposed
assessment results were not always detailed for mathematics courses. Moreover, the
studies represented general findings for the performance-tasks or project-studies. For
instance, the results of these studies were mostly depended on the questionnaires, not
classroom observations. As a result of that, the researcher aimed to make
contribution to the mathematics assessment literature by representing both the
relations and discrepancies between the teachers’ views and their perceived
classroom practices. Furthermore, the detailed indications about the participants’ use
of the assessment results can be a beneficial data for the literature. The study did not
only depend on the participant’ statements or written documents but also on the
classroom observations. Therefore, it was also thought that, the results of the study

can represent a wide and reliable information to the readers.
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CHAPTER 3

METHODOLOGY

As outlined in chapter one, the purpose of the current study was to investigate
mathematics teachers’ assessment practices in 5t grades. In order to reach this
purpose, the researcher aimed to explore teachers’ point of views regarding the
assessment methods and their informal and formal assessment activities in the 5™
grade classrooms.

In this chapter, the research methodology is described in four main parts. The
first part explains the overall research design with a framework. In this part
information about the context and the teachers participating in the study will also be
explained. The second and third parts, on the other hand, explain data collection
instruments by detailing the interview protocols, field-notes, data collection and
analysis procedures. Finally, in the fourth part, ethical considerations and limitations

of the study are given.

3.1 Research Design

This is a qualitative research study. "A qualitative research is an inquiry
process of understanding which is based on distinct methodological traditions of
inquiry that explore a social or human problem" (Creswell, 1997, p. 15). During this
inquiry process, constructing a complex, holistic picture; understanding the meanings
of this picture; reporting detailed views of informants; and conducting the steps of
the study in a natural setting are all the interests of the researcher (Cresswell, 1997;
Merriam, 2009). The current study is concerned with the teachers' assessment
practices in mathematics classrooms. Therefore in the light of the related literature
and the research questions, case study design was considered as being appropriate for

this research.
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Creswell (2007) states that case study research is ‘‘a study of an issue
explored through one or more cases within a bounded system, such as a context, a
system (i.e. setting, a context)’’ (p. 73). The advantages of a case study research can
be the followings: having the chance of in-depth investigation of a phenomenon with
the purpose of better understanding the phenomenon of interest (Punch, 2009; Stake,
2005; Yin, 1994); and using more than one data collection method to obtain a rich

description for that phenomenon (Punch, 2009).

In the current study, an in-depth understanding of mathematics teachers’
classroom assessment implementations in 5t grade classrooms was aimed. In order
to have the understanding of this phenomenon of interest five main research

questions and related sub-questions were investigated:

1. What assessment procedures do the participating mathematics teachers use in the

5t grade classrooms?

2. In what way are the participating mathematics teachers’ formal and informal

. . . cth
assessments related with their use of assessment results in 5" grade classrooms?

3. How do the participating mathematics teachers use the results of their assessment

practices formatively in 5t grade classrooms?

4. To what extent are the participating mathematics teachers’ classroom assessment
procedures related to their views about the students’ learning of mathematics, about
the factors affecting teaching mathematics, and about assessing students’ learning of

mathematics?

5. What are the discrepancies between the participating mathematics teachers’ views
about assessing the 5t grades’ learning of mathematics and their perceived classroom

assessment practices?

The current study was conducted in a single context with three participants.
Although all the participants were working in the same school, their instructional
decisions were different from each other. During the study, it was examined that the
mathematics department of the school took decisions about the implementation dates
of the formal assessments. Except the second paper-and-pencil exam, on the other
hand, the mathematics teachers did not have any department decision about the

common assessment implementations. Therefore, except the second exams, they did
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not carry on the assessment procedures in common and they had some different
procedures in their assessment activities. As a result of that, each participant was
taken as a case during the study. Yin (1994), on the other hand, says that multiple
case study design allows the readers and the researchers to comprehend the
investigated issue from different individuals’ perspectives. He goes on to say that
using multiple case study design may present both the researcher and the reader a
variety of outlooks on the research since it explores the differences and the
similarities between the individuals.Therefore, a multiple case study design was
thought to be the most appropriate research design for the study.

Creswell (1997) defines a case as a program, an event, an activity, or
individuals. The case in the current dissertation, on the other hand, was the individual
teacher. For each participant, the same data collection procedure was followed. In
order to develop an in-depth understanding of the mathematics teachers’ use of
assessment methods in the classrooms, data were collected from multiple sources
(Creswell, 1997; Yin, 1994). These sources were interviews (semi-structured
interviews; post-activity interviews made after the classroom assessment activities,
written exams, project studies and performance-task studies; and the final interviews
which was made for the last step of the data collection procedure), classroom
observations (recorded by a video camera), document collection (annual and daily
plans, mathematics department decisions), and taking field notes.

The case was investigated in three steps. First of all, the interviews were
carried out with the participant teachers. Classroom observations were the second
step of the study. For the last step, analyzing the interviews, field notes, records,
textbooks, and assessment materials that the teachers preferred were helpful for
shaping the study.

In the following sections the details of the current case study will be
described. Figure 3.1 represents the framework for the data collection and data
analysis process, revealing all the phases from the start to the formation of the

themes in the study:
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Figure 3.1 Framework for the data collection and data analysis process

3.1.1 The Context

Yin (1994) offers to study the case within its real life context, if the
boundaries between the case and the context are not clear. Therefore, in this study,
participant teachers' assessment implementations were observed in the classrooms.
On the other hand, the study was conducted in a public middle school in Ankara and
in relation with the mathematics curriculum, so the context of the study was the
current public school and the 5t grades’ mathematics curriculum. The curriculum,
the school, and the mathematics department issues of the school will be detailed

altogether in order to explain the context.
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3.1.1.1 The Curriculum Context

The aim of the middle school curriculum was to give students sufficient
knowledge, ability, and attitudes of mathematics (MoNE, 2013c). Thence students
would become equipped enough for their daily life and educational stages. Ministry
of National Education implied that middle school curriculum encouraged students for
cognitive learning, for becoming practical in mathematical operations and for being
solution oriented in daily life problems (MoNE, 2013c). Developing mathematics
sense by concrete experiences was also an aim of the curriculum. With the help of
these aims, it was expected that students would see mathematics as ‘‘sensitive,

useful, and worth for trying”” (p. 1).

One of the expectations of the curriculum was a mathematics classroom
environment in which students could be the subject of their own learning process
(MoNE, 2013c¢). In other words, students should have the chance of investigation,
communication, criticizing, justification, sharing opinions, and presenting different
kind of solutions in mathematics classrooms. Therefore it was offered to practice
open-ended questions and activities in the classrooms in order to give students the

chance of carrying out mathematics (MoNE, 2013c).

It was also offered by the curriculum that the conceptual development of the
students should be formed in the learning process, not in a limited time (MoNE,
2013c). It was stated that students should have time to discuss, investigate, and
generalize the mathematical concepts and should get the ability of relating
mathematics with other majors. In that manner, the curriculum offered teachers to
practice various classroom activities with tables, graphs, concrete materials, symbols
(MoNE, 2013c).

In the middle school curriculum, Ministry of National Education underlined
the importance of assessment in mathematics classrooms, too. According to The
Ministry, assessment was done to examine at what rate the students reached to the
knowledge, skills, and attitudes expected by the objectives (MoNE, 2013c). In that

manner, both the traditional and the performance-based assessment methods were
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recommended (MoNE, 2013a). The traditional methods were defined as the activities
including open-ended items, fill-in-the-blanks type items, or true-false items. Their
items were listed or developed at the end of each unit and they were in multiple-
choice or constructed-response types (MoNE, 2013a). For the performance-based
assessment methods, on the other hand, self-assessment; group works; problem
solving; portfolios; classroom observations; and performance-task were also offered

in the curriculum (MoNE, 2013a).

According to the regulations of the Ministry of National Education, teachers
should implement at least two paper-and-pencil exams for the mathematics course
(MoNE, 2013b). In order to carry on the paper-and-pencil exams, they should
determine and announce the dates of their implementations before (MoNE, 2013b).
Moreover, they should prepare the answer keys of the exams before their practice.
The regulations also explained the common paper-and-pencil exams. In that manner,
in a school, if there were more than one teacher for a course, the common paper-and-
pencil exams could be implemented (MoNE, 2013b). If the exams were implemented
in common, then the teachers should prepare the items and the answer-keys of the
exams together, too. Then each teacher should grade the papers of her/his class
separately (MoNE, 2013b). Last of all, each teacher should write a report for
explaining students’ grades, the achievement levels of the students in general, and
her recommendations for the further exams. The practice steps could be specified by

the school mathematics departments (MoNE, 2013b).

In addition to paper-and-pencil exams, performance tasks and project
studies were also the obligations of the Ministry of National Education (MoNE,
2013b) during the data collection process. In that manner, it was stated in the
curriculum that, each student was responsible for completing at least one
performance-task per semester. However, after the 2013-2014 academic year, the
performance-task practices removed from the middle school curriculum (MoNE,
2014). Therefore, it can be said that performance-task obligations removed from the
5t grades’ curriculum after the data collection of the study. On the other hand, each
student had the duty of preparing a project for at least one course (MoNE, 2013b). It
was also offered in the curriculum that, project studies could be related with the real-

life situations and could be prepared individually or in groups (MoNE, 2013c). The
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rubric for the tasks should also be shared with the students at the beginning of the

implementation and the results should be announced in 10 workdays.

3.1.1.2 The School Context

As a part of the context, it is a need to explain the environment, physical
conditions and the administrative staff of the school. The school was established in
the year 2012 in a sub province of Ankara. Most of the people in that sub province
had low-income. There were crowded families and most of the parents were
divorced. Moreover, some of the parents were immigrants from the eastern part of
the Turkey. Therefore, it can be said that the socio-economic status of the parents
were low in general.

During the data collection process, the same building was used for two
different school levels with the same administrative staff. In the mornings, it was a
middle school including grade levels of 5, 6, 7, and 8. In the afternoon, on the other
hand, elementary grades had classes. The school context had approximately 2674
students during the data collection process and 1274 of them were middle grades. In
the school building, there were 9 groups for 5t grades, 11 groups for 6" grades, 7
groups for 7t grades, and 6 groups for g™ grades in the school. The average class size
of the middle school was approximately 40. It had a conference hall, a library, two
computer laboratories, a classroom for mind games course, a classroom for sports,
two classrooms for the education of mentally disabled students, an art class, a music

class, and a classroom for technology and design course.
3.1.1.3 The Mathematics Department Context

The mathematics department of the school consisted of 7 teachers. It was
observed that the mathematics department was responsible for preparing the annual
and daily plans according to the curriculum. Moreover, at the beginning of the school
year, school administration, together with the mathematics department, decided how

to match the classrooms with the teachers. All of the teachers who were teaching
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mathematics to 5™ grades were using the same textbooks and same plans. Moreover,
they decided the week of the mathematics examinations at the beginning of the
academic year. Three examinations were carried out in a semester. The second
examination of each semester was common paper-and-pencil examination and these
examinations were prepared by the whole mathematics department. For the first and
the third paper-and-pencil exams, on the other hand, each mathematics teacher
prepared and implemented her/his own questions.

According to the decisions of the mathematics department of the current
school, each student was responsible for completing one performance-task per
semester. These tasks were defined in the first meeting of the mathematics
department. A list of performance-tasks was defined in the meeting. During the
decision making about the tasks, the mathematics teachers took into consideration of
the mathematics curriculum, the physical conditions of the school, and the socio-
economic status of the students. All the task lists and the related assessment rubrics
were published in each classroom at the beginning of the semester. Each student had
the responsibility of reading the lists, choosing one of the tasks, and preparing them
in the defined time. The list was only a suggestion. If a teacher wanted to assign
different tasks than the ones offered in the list, s/he had the opportunity for that.

Among the examinations and the performance-tasks, each student had the
duty of preparing a project at least for one course. In the first meeting of mathematics
department, teachers prepared a list about the project issues but this was a
suggestion. According to the conditions of their classes, students, individual
problems, etc., the teachers had the opportunity for giving different project-studies.

Ministry of Education in Turkey suggested two other evaluation grades for
each student’s performance in the classrooms (MoNE, 2013b). It was named as the
evaluation of the in-class-performance and these evaluations should be graded based
on the students’ note taking performance, portfolios, self-assessment forms,
observation forms, peer-assessment forms, and other relevant activities performed in
the classrooms. In the first meeting of the mathematics department, on the other
hand, teachers did not decide on a specific criterion to grade this performance.
Therefore, during the data collection process, each of the participants used different

data for grading the students’ in-class performances.
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3.1.2 The Participants: The Cases of the Study

The three mathematics teachers of a public middle school in Ankara were
the participants of the current study. The participants were teaching mathematics at
5™ 6™ 7" and 8™ grades. ‘A convenience sample is a group of individuals who
(conveniently) are available for study’’ (Fraenkel & Wallen, 1999, p. 112). Thus, in a
study, a certain group of people should be chosen since they are available (Fraenkel
& Wallen, 1999). The school administration was also positive about the study.
Therefore, the researcher chose the current school conveniently for the study.

Silverman (2010), on the other hand, claims that voluntary participation by
the participants of a qualitative study is an ethical issue. Participating mathematics
teachers were all open and willing to be a part of the current study. The researcher
told the aim, time-schedule, and ethical issues of the study informally to all of the
teachers. She gave detailed information about participating in the study. All of them
were teaching to 5t grades and showed willingness to participate in the current
study. They demonstrated interest in assessment processes and teaching mathematics
to 5 grades. They represented different backgrounds. Moreover these three teachers
should be included in the study for theoretical and practical purposes. Theoretically,
first of all, teachers would have a wider range of perspectives and different
experiences. They were all public school teachers who were teaching to 5 grades.
The focus of the study was to examine how assessment implementations were carried
on 5" grades’ classrooms. Therefore the general flow of a mathematics class can be
observed in its natural settings by the help of these volunteers. Such properties would
make a more complete picture of the implementation of formal and informal
assessment methods within that public school’s mathematics department. Practically,
on the other hand, they would not want to withdraw from the study because of their
high willingness. As a result of that, the researcher chose them as the cases of the
study.

Two of the participants were teaching to grades 5 and 8; one of them to
grades 5, 6, and 7. They were all female and were teaching mathematics to the

middle grades of that public school. Although the quotes given in the 4™ section will
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be verbatim, the real names of the teachers and the school are changed to ensure
confidentiality. In other words, the information, observation results, and the
interviews will be told under pseudonyms names. These names are Ms. Kaya, Ms.
Solmaz, and Ms. Yilmaz. The elementary mathematics teachers who were the

participants of the study were as follows:
Case 1: Ms. Kaya

Ms. Kaya is a graduate of Elementary Mathematics Education Department
and she has a master’s degree on Educational Management, Planning, and
Inspection. She has 4 years of experience and has taught to 5™, 6™, 7", and 8™ grades.
This is her second year in the observed school. During the data collection procedure,
she was teaching mathematics to 5™, 6", and 7™ grades in the school. She was
teaching to one group of 5t grades and the class size of that group was 40. She

taught mathematics to 5t grades in the previous academic year, too.

Case 2: Ms. Solmaz

She is a graduate of Elementary Mathematics Education Department. She
has 2 years of experience and has taught to 5, 6™, 7% and 8™ grades. It was her first
year in the observed school and she was teaching mathematics to 5™ and 8™ grades.
Four of these classes were 5™ grades and the class size of each classroom was
approximately 40. She taught mathematics to 5t grades in the previous academic

year, too.

Case 3: Ms. Yilmaz

She is a graduate of Elementary Mathematics Education Department. She
has 5 years of experience in mathematics teaching. The first three years were in an
after-school support center, and the last two years were in public schools. It was her
first year in the observed school and she was teaching mathematics to 5™ and 8™

grades. Three of these classes were 5™ grades and the class size of each classroom
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was approximately 40. She taught mathematics to 5t grades in the previous
academic year, too. The qualifications and teaching experiences of the participant

elementary mathematics teachers of the study are summarized in Table 3.1:

Table 3.1: Qualifications and experiences of the participants

Participant Gender Qualification Teaching Grades Taught
pseudonym Experience
(years)

Ms. Kaya Female Graduate of Elementary 4 Grades 5, 6, 7,
Mathematics Education and 8. In the
M.S: Master at thesis observed school
stage on Education she is the teacher
Management, Planning, of grades 5, 6, and
and Inspection 7.

Ms. Solmaz Female Graduate of Elementary 2 Grades 5, 6, 7,
Mathematics Education and 8. In the

observed school
she is the teacher
of grades 5 and 8.

Ms. Yilmaz Female Graduate of Elementary 5 Grades 5, 6, 7,
Mathematics Education and 8. In the
observed school
she is the teacher
of 5 and 8.

3.1.2.1 The Researcher’s Role

In the current study, the researcher can be accepted as a participant of the
study because of being a colleague to the participating teachers. Besides, the
participants and the researcher had been in a work environment from time to time.
Therefore, the participants and school administration trusted her about being able to
conduct the study, the interviews and observations. Such an environment of trust
made the study more natural since the researcher and the participants had quick
conversations related with the study.

3

According to Patton (2002) the nature of a participation ‘‘is a continuum
that varies from complete immersion in the setting as full participant to complete

separation from the setting as spectator, with a great deal of variation along the
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continuum between those two points” (Patton, 2002, p. 265). In the current
continuum the researcher’s role can be defined as being an interviewer and an
observer. As an interviewer, the researcher implemented the questions of the
interview protocol. During this process she was careful about not to guide the
participants and not to make comments on the participants’ answers. At the
beginning of the observations, on the other hand, she was introduced to the students
by the participating mathematics teachers and did not get in touch with the students
after that. Field notes were taken after the classroom observations without joining
any activities of a lesson. During the data collection process, the researcher was
aware of the influence of being a colleague to the participants. Therefore she tried
not to forget her place in the study and conducted the interviews and made

observations without an official status in the lecture.

3.2 Data Collection Procedure

Data collection was carried out in two stages: first the in-depth interview
questions were piloted, and second the main study was finished. Piloting the in-depth
interview was completed between February 2014 and March 2014. The main stage of
the data collection was carried out from mid-March 2014 to the end of June 2014.
All activities were carried out after getting ethical approval for the study from
Human Research Ethics Committee at Middle East Technical University. The time

schedule for data collection procedure is summarized in Table 3.2:
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Table 3.2 Time Schedule for Data Collection Procedure

Action Time

Preparing the interview protocols January 2013-January
2014

Piloting the in-depth interview January 2014-February 2014

Making changes needed for the February 2014

instruments

In-depth interviews with the February 2014-March

participants of the main stage 2014

Classroom Observations and related March 2014-May

post-interviews 2014

Taking field-notes and gathering March 2014-May

written documents of the materials 2014

Final interviews June 2014

The data collection procedure was completed in three phases. In the first
phase the in-depth and detailed interviews were done with each participant. In the
second phase the classroom observations were conducted. After each activity, a post-
activity interview was made with each participant. Final interviews were also made
with the participants at the end of data collection procedure. In the third phase, field
notes and extensive document collection were completed. In Table 3.3 the data

collected from the three participants is summarized:

Table 3.3 Summary of the Data Collected from Each Participant

Participant Number of Duration of Duration of  Whether the

pseudonym interviews classroom video documents
observations records and field
notes were
collected
Ms. Kaya 11 5 lesson hours 139 minutes +
Ms. Solmaz 11 2 lesson hours 64 minutes +
Ms. Yilmaz 11 3 lesson hours 94 minutes +
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3.2.1 Interviews

The essential method of the data collection for the current study was
making interviews because interviews are ‘‘one of the most important sources of
case study information’” (Yin, 1994, p. 84). In related literature it is stated that, in
order to understand a participant’s thoughts or beliefs, interviewing is necessary
(Merriam, 2009; Patton, 2002). Patton (2002) underlines that researchers may ‘‘enter
into the other person’s perspective’’ by making interviews (p. 341).

In the current study, with the help of the interviews, the researcher aimed to
learn teachers' views about assessment issue, the sources and procedures they use for
assessing students, the problems they meet during assessment process. Moreover, it
was expected to explore teachers' instructional decisions and their knowledge about
the way students' learn. The researcher prepared three kinds of interviews for the
study. They were in-depth interview, post-activity interview, and the final interview.
She prepared the questions of the interviews herself in relation with the aim of the
study, related literature, the activities offered to the participants for the study, and the
assessment issues of the mathematics curriculum. Then the supervisor of the
researcher checked the questions of the interviews. According to her supervisor’s
suggestions, the researcher shortened the questions. For the last step, the researcher
presented the questions of the in-depth, post-activity, and the final interview
protocols to the committee members of the dissertation.

A pilot study may be helpful for refining both the data content and the data
collection procedure (Yin, 1994). It is used for ‘‘assisting an investigator to develop
relevant lines of questions-possibly even providing some conceptual clarification for
the research design as well’”” (Yin, 1994, p. 74). Therefore a pilot study was carried
out for the in-depth interviews. The framework of the pilot study questions are
represented in Appendix A. By the pilot study, the researcher aimed to clarify the
questions of the interview. Moreover, it was aimed to understand whether the
questions were sufficient in relation with the research questions of the dissertation.
Last of all, the researcher intended to learn the time needed to finish the interview by

the pilot study. On the other hand, she did not pilot the post-activity interviews
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because they would be carried out at the end of an assessment practice. The same
reason was valid for the final interviews, too. As a result of that, only the suggestions
and the approvals of the supervisor and the committee members took into
consideration for checking the questions of the post-activity interview and the final
interview.

The pilot study was completed approximately in two months’ time of the
2013-2014 spring semester including January and February. Three interviews were
handled for the study. The participants were three teachers who were teaching
mathematics to 5" grades in three different public schools. The voluntariness of the
teachers was provided for the aim of the pilot study. They were willing to be
interviewed. Therefore convenient sampling was the sampling method of the pilot
study. Moreover the researcher informed them about the ethical issues of the study.
The first pilot study participant met with the researcher in the researcher’s house.
The second and the third participants, on the other hand, were interviewed in the
schools that they were working. The first participant had teaching experience of 32
years, the second one 1 year, and the last one 16 years. All of the interviews were
conducted in quite environments and were recorded by a video-recorder. The
researcher, on the other hand, did not interfere in the pilot study participants. She was
careful about being a listener in most of the interview process. Each of the
participants was working in different schools.

After the pilot study, the researcher identified that revision was a need for
some questions of the interview protocol that was represented in Appendix A. Some
questions were not clear, so the participants gave irrelevant answers to them. For
instance, the 18" question was ‘If you were the person who is constructing the 5t
grade mathematics education programme, what would be your suggestions about the
assessment methods and implementations? Why?’ This was a broad question.
Therefore, too much time was needed to answer it. In order to save time, the
question was reworded as: ‘What are your opinions about the mathematics
programme of 5t grades, which are just added to middle school grades, within the
4+4+4 education system’. Moreover the sub questions were added to this question.
With the help of these sub questions, the participant could have summarized her

opinions easily. The sub questions were asking the participants’ opinions about the
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aim, the applicability, the necessity, and the assessment dimension of the
curriculum. The vague questions of the interview protocol caused time loss during
the interview. In other words too much time was needed for the interview. For
instance, it took nearly 120 minutes to make a pilot interview. After completing
essential revisions, the researcher tried to prevent the probable time loss of main
stage. Last of all, the in-depth interview protocol of the study is conducted.

The in-depth interviews were done before the classroom observations get
started. Post-activity interviews, on the other hand, were conducted after a participant
implemented an assessment activity. Last of all, a final interview was conducted with
each participant. Before each interview, the researcher gave information about the
purpose of the study, recording process, the amount of time needed to complete the
interview, and for what aims the data would be used. Each participant was informed
about the confidentiality of the interviews. One-to-one interviews were conducted.
All the interviews were recorded by a tape-recorder. The researcher wrote the
responses to the interviewee’s comments on the interview protocol sheets. Consent
forms were also completed by the participants before the interviews. During the
interviews, the researcher was careful to be a good listener rather than a speaker and
to sustain the eye contact with the interviewee. The in-depth interviews took about
60 minutes to finish. The time interval of post and final interviews, on the other
hand, changed from 10 minutes to 20 minutes. The researcher also offered to give the
report of the interviews to the participants. The name of the interviews and the

duration of the interviews are listed in Table 3.4:
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Table 3.4 Summary of the interviews and their durations

Participant Ms. Kaya Ms. Ms.
pseudonym Solmaz Yilmaz

Interview

In-depth interview 61 minutes 80 minutes 62
minutes

Post-activity interview for quiz 15 minutes 10 minutes 9 minutes

activity

Post-activity interview for 10 minutes 10 minutes 8 minutes

addition of fractions activity

Post-activity interview for 8 minutes 6 minutes 6 minutes

problem solving activity

Post-activity interview for 10 minutes 11 minutes 7 minutes

constructing a rectangle activity

Post-activity interview for 1% 10 minutes 10 minutes 6 minutes

paper-and-pencil exam

Post-activity interview for 2™ 10 minutes 12 minutes 9 minutes

paper-and-pencil exam

Post-activity interview for 3™ 9 minutes 12 minutes 9 minutes

paper-and-pencil exam

Post-activity interview for 10 minutes 15 minutes 15

performance-task minutes

Post-activity interview for 10 minutes 15 minutes 10

project-study minutes

Final interview 20 minutes 20 minutes 15
minutes
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3.2.1.1 In-depth Interview

After constructing a framework for the study, a semi-structured interview
protocol was designed. It was prepared by the researcher. After the piloting process,
the final design of the protocol was constructed. This interview protocol was a form
of three pages in length with 18 open-ended main questions and related sub-
questions. There are lots of questions in the study, so the interview questions are
represented in Appendix B. It can be seen in the protocol that, the questions of the
interview protocol were formed to learn participating mathematics teachers’
demographic information (questions 1, 2, 3, and 4), their methods for identifying
students’ mathematics learning (questions 5, and 7), their views about the way
students learn mathematics (question 6), their views about the aims of the assessment
methods (questions 8 and 12), the content of the assessment instruments that they
used (question 9), the frequency of their classroom assessment implementations
(question 10), the sources that they used for preparing the assessment methods
(question 11), their views and implementations of performance assessment
(questions 13 and 14), their views about rubric (question 15), the questions and
problems that they met during the classroom assessments (questions 16 and 17).
Last of all, it was expected to learn the teachers’ views and comments about the 5t

grades’ mathematics curriculum (question 18).

3.2.1.2 Post-Activity Interviews

The post-activity interview protocol consisted of 8 main questions. It was
carried out after each activity. Nine post-activity interviews were made with each
participating mathematics teacher. The post-activity interview protocol is given in
Appendix C. It can be seen in the framework that, during these interviews, first of all,
the researcher tried to explore the participants’ observations about the students’
mistakes in the activity and in what way they would use the assessment activity

(questions 1, 3, and 6). She also asked whether the activity gave idea about the
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teaching effectiveness or students’ mathematics achievement level (questions 2, and
4) and would the participants share the results with parents, school administrations or
with other teachers (question 5). Last of all, the researcher asked whether the
participants’ expectations about students’ achievement were compatible with the

results (questions 7 and 8).

3.2.1.3 Final Interviews

The aim of the final interviews was to clarify the participants’ responses
about their general assessment procedures. It was about the participants’ comments
figured out by the obtained data. Final interviews were conducted at the end of the
data collection process. Each of the participating teachers had one final interview.
The final interview protocol is given in Appendix D. It can be seen in the framework
that, there were 5 questions asking teachers’ comments about the assessment
practices that they carried out during the whole semester. The questions were in
follows:

1. During your assessment practices, sometimes students did not show the
performance that you expected from them. In your opinion, what was the reason
for that?

2. What did you do when you realized the students’ mistakes in the assessment
processes?

3. Why did (not) you let all students to check their assessment results?

4. In order to determine the reasons of their mistakes and the difficulties that they
had for learning mathematics, how did you use the assessment results?

5. In order to monitor the students’ progress in mathematics, how did you use the

assessment results?

3.2.2 The Activities and Classroom Observations

In the current dissertation non-participant observations were conducted.
The researcher preferred to make a non-participant observation since it ‘‘refrains

from interventions in the field’” (Flick, 2009, p. 223). With the help of the activities,
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the researcher aimed to observe the participants’ informal assessment procedures and
tried to internalize the teachers’ statements in the interviews. In that manner, at the
beginning of the 2013-2014 spring semester, the participants and the researcher
planned the time schedule for the classroom observations. The researcher, together
with her supervisor, prepared four activities in relation with the 5t grades’
curriculum: quiz activity, addition of fractions activity, problem solving activity, and
constructing a rectangle activity. All the activities are given in Appendix E. The
researcher gave the activities to the participants after getting the implementation
permission from The Ministry of National Education. The first one was a quiz and
the third one was a problem solving activity. They were paper-and-pencil activities
and they would not be interactive studies. In other words, the researcher would not
have a chance for observing the participants’ assessment procedures during the quiz
and problem solving activities. Therefore classroom observations were not planned
for these activities. Addition of fractions activity and constructing a rectangle
activity, on the other hand, were interactive activities. The students would use
materials, answer the items, ask questions to the participants and the participants
would have verbal communication with the students. Thus they were observed and
recorded by a video-camera. Each participant practiced the activities prepared by the
researcher. Furthermore one of the participants, called Ms. Kaya, was also observed
during a performance-task activity in the classroom. The task was prepared and
handled by her. The addition of fractions activity and constructing a rectangle
activity were observed in the classrooms. Besides; the researcher, as a complete
observer, video-taped the activities in the classrooms. In each observation, The focus
of the video-recordings was the participants and their interaction with the students.
Therefore, the researcher was careful about video-recording the participants’ actions.

Name of the activities and their observation durations are summarized in Table 3.5:
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Table 3.5: Activities and the observation durations

Participant  Activity Observation  Video- Interview
pseudonym record after activity
Quiz activity - - +
Addition of fractions Two lesson 45 +
activity hours minutes
Problem solving activity - - +
Constructing a rectangle One lesson 32 +
Ms. Kaya activity hour minutes
1™ paper-and-pencil exam - - +
2" paper-and-pencil exam - - +
3" paper-and-pencil exam - - +
Performance-task Two lesson 72 +
hours minutes
Project-study - - +
Quiz activity - - +
Addition of fractions One lesson 30 +
activity hour minutes
Problem solving activity - - +
Constructing a rectangle One lesson 34 +
Ms. Solmaz  ;ctjvity hour minutes
1™ paper-and-pencil exam - - +
2" paper-and-pencil exam - - +
3" paper-and-pencil exam - - +
Performance-task - - +
Project-study - - +
Quiz activity - - +
Addition of fractions Two lesson 68 +
activity hours minutes
Problem solving activity - - +
Ms. Yilmaz  Constructing a rectangle One lesson 26 +
activity hour minutes
1™ paper-and-pencil exam - - +
2" paper-and-pencil exam - - +
3" paper-and-pencil exam - - +
Performance-task - - +
Project-study - - +

In addition to video-recording, some descriptive notes were taken at the end
of the two observed activities. The video records and descriptive notes made
contribution to the thick description of the participating teachers’ informal classroom
assessment implementations. Thereby these classroom observations made
contribution to investigate the research questions. The notes included the description

of teacher-student interactions that emerged in the classroom, such as comments or
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responses made by teachers during the assessment process. Moreover teachers’

monitoring method of students’ studies was described by these notes.

3.2.3 Field Notes and Documents

Taking field-notes and gathering documents was another part of the data
collection procedure. Field notes were taken by the researcher during all the
procedure. Informal, haste talkings were made with the participants and these
talkings were transformed to a written field note in 5 minutes. The participants were
aware that these talkings were made for the study and would be written down. The
researcher tried to identify the views of the participants about the assessment
implementations that they did not talk about during the interviews. Field notes and
written documents of the materials were gathered approximately in three months
period. The researcher tried to better understand the participants’ comments on their
classroom assessment implementations by taking field notes and collecting
documents. Furthermore these notes and documents were used to support the data
gotten by interviews and classroom observations.

In addition to field notes, written documents were collected. Punch (2005)
remarks that documents are valuable source of data in case studies. Some examples
of documents collected were the participants’ daily and annual plans; project and
performance-tasks which were prepared and implemented by the participants;
documents of the current school such as the mathematics department’s official
reports; textbooks or other materials that the participants used during assessment.
The field-notes and written documents were used to support and illuminate the data

gotten with the interviews and classroom observations.

3.2.4 Trustworthiness of the Study

The term “trustworthiness” is a set of criteria propounded by Lincoln and
Guba (1989) with regard to the quality issue of qualitative research. Trustworthiness
includes credibility (internal validity), transferability (external validity),

dependability (reliability), and confirmability (objectivity).
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One of the indicators of the trustworthiness is credibility and it deals with
the way research findings match reality (Merriam, 2009). It is the equivalent of
internal validity in quantitative research. It is offered that a researcher should avoid
from biases during the interpretation of the qualitative data (Merriam, 2009). For
supplying qualitative validity, a researcher needs to check for the accuracy of the
findings of a study by using certain procedures (Gibbs, 2007). Creswell (2003) offers
eight strategies named as triangulation, member checking, rich and thick description
to convey the findings, clarifying the researcher bias, presenting negative case
analysis, prolonged involvement in the field, peer review, and audit trail in order to
deal with the validity threats of qualitative research. In the current dissertation, on the
other hand, triangulation of different data sources, member checking, using rich and
thick description to convey the findings, and prolonged involvement strategies were
used to provide the credibility for the study.

The triangulation strategy was carried out by using several sources in the
study. In that manner, the data collection procedure was completed by doing
interviews with the participants, making classroom observations, analyzing the
materials like annual and daily plans, field notes, records, textbooks, and the official
reports of the current school’s mathematics department.

The second strategy which was used for the credibility was the member-
checking. In order to accomplish member checking, the researcher gave the clarified
outcome of the transcripts of the interviews back to the participant teachers in order
to determine whether they feel that the polished product was accurate. The
participants did not add any changes to the clarified outcome of the transcripts.

Third strategy which was used for the credibility was prolonged involvement
of the participants. For the study, the researcher spent nearly four months with the
teachers. It is thought that spending prolonged time with the teachers can form a
mutual reliance between teachers and the researcher. The researcher was also a close
friend and colleague to the school administration and the participants. Therefore, she
had much opportunity to get detailed and realistic data about the site, students,
administration, parents, and the teachers. Therefore it was thought that spending

prolonged time in such a position made the findings much more valid.
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The second indicator of trustworthiness is transferability and it is the degree
to which the findings are transferable to the similar settings (Merriam, 2009).

[3

Transferability property lets the readers ‘‘...to decide on the extent the case study
findings are transferable to their own research situations’” (Abdul Rahim, 2012, p.
66). It is equivalent to external validity in quantitative research. In the current study,
as a property of the qualitative study, the researcher did not aim to generalize the
findings. On the other hand, she tried to use rich and thick description to convey the
findings. Such a description was done in the method and findings parts, in order to
move the readers to the settings. In that manner, the researcher gave detailed
information about the middle school mathematics curriculum and the demographic
information of the participating teachers. Then, each case was described in detail.
With the help of the rich and thick descriptions, it was expected that the results
would become much more realistic and deeper.

Another indicator of trustworthiness is dependability and it is to provide
consistent results with the data collected (Merriam, 2009). It is the equivalence of
reliability in quantitative research and it details the information about the data
collection process of a study. In that manner, Gibbs (2007) suggests checking the
transcripts for mistakes and being sure about not to change the meanings of the codes
while coding the transcripts of the recorded data. During the current study, the
researcher had a notebook for planning and recording the daily steps. Moreover, she
used a tape-recorder during the interviews. Then she transcribed the records word by
word by using a word processing program. She checked the transcripts until all the
explicit mistakes were cleaned. At that time, since the record was controlled a lot of
times, the drifts in the definition of the codes were checked. In order to increase the
trustworthiness of the data analysis and interpretation, a fellow doctoral student
helped the researcher as a second coder. She recoded all the code data. During this
process, she referred to the research questions and conceptual framework of the
study. After then, the two sets were compared. More than 80 % consistency between
the two sets was observed. However it was revealed that some codes under teachers’
views about the students’ learning of mathematics seemed to be comprehensive.
Therefore the irrelevant codes under this theme were transferred to a new constructed

theme of ‘‘teachers’ views about assessment’’. Moreover, the codes of ‘‘some factors
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affect assessment process’ and ‘‘using assessment for giving formative feedback’’
codes were added. It was also realized that some codes had close meanings to each
other. Therefore they are combined. For instance ‘‘using assessment to know
students better’” and ‘‘using assessment to identify areas of strengths and
weaknesses’’ codes were combined. During the discussions about the two sets, it was
also realized that some dilemmas between the two coders were sourced by the
conceptual term discrepancies related with the literature review. Therefore the
researcher and the second coder agreed on the change of approximately 10 % in the
total coded data of the study.

The last indicator of trustworthiness is conformability and it refers to the
“extent to which the data and interpretations of the study are grounded in events
rather than the inquirer’s personal constructions” (Lincoln & Guba, 1985, p. 324).
The definition of the indicator showed that it is the correspondence of the objectivity
in quantitative research. In order to provide conformability, the researcher interpreted
the meanings of the data with coding. During the coding process, on the other hand,
she tried to understand the messages of the participants in their answers. In order to
reduce the effects of the researcher bias, the limitation which is caused by the
existence of the researcher in the observations is underscored in the limitation section
of the current chapter. Moreover, the researcher clearly emphasized her role in all

stages of the data collection and data analysis procedures to ensure validity issues.

3.3 Data Analysis Procedure

““Data analysis consists of examining, categorizing, tabulating, or otherwise
recombining the evidence to address the initial propositions of the study’ (Yin,
1994, p. 102). In that manner, the following strategies offered by Bogdan and Biklen
(1992) were followed by the researcher in order to analyze the case study evidence of
the study: Describing the ideas by writing down them in the margins of the field
notes; taking notes which also include researcher’s comments through the study;
making a summary of these notes; getting feedbacks about the subjects before
displaying the data; studying on the concepts and alike words; displaying the data by

constructing tables and developing categories for codes according to these organized
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data; reducing the established information into the categories that they belonged to
and relating the categories of the information if needed.

According to the strategies above, the researcher transcribed the interviews,
field-notes, observation notes, and other sources collected. Second, the transcribed
data were categorized in relation with the research questions and literature review.
Marshall and Rossman (2006) claim that the researcher needs to be familiar with all
the data collected. Therefore, lastly, the researcher had read and re-read the whole

data to get an overall view of the information formed.

3.3.1 Data Analysis Framework

According to Merriam (2009), data analysis has two levels: within-case and
cross-case analysis. In the current study, during the first level, the researcher
interpreted the teachers’ individual assessment procedures, their use of assessment
results and their views about the students’ learning of mathematics, as well as the
factors affecting teaching mathematics and assessment of students’ learning of
mathematics by performing single-case analyses for each case. In the second level,
the cross-case analysis was carried out. In the following paragraphs how the within-
case and cross-case analyses were carried out will be explained in detail.

According to Miles and Huberman (1994) the components of data analysis
framework are data reduction; data display; and drawing conclusions and
verifications from the data. The researcher completed all of the steps in order during
the within-case analysis.

During the data reduction stage, for instance, a researcher needs to select,
simplify, abstract, and transform data into themes by coding (Creswell, 1997). In the
study, during the data reduction stage for the within-case analysis, the researcher did
not only adhere to the research questions, but also considered the related literature.
At that point the example coding which was summarized in the doctorate thesis of
Suzieleez Syrene Abdul Rahim (2012) was the starting point. She conducted a case
study on the classroom assessment beliefs of pre-university mathematics teachers. It
was observed that some of the themes and codes of that study were so close to the

ones in the current study. Therefore, after taking permission from the researcher,
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some codes were adapted from that thesis. In that manner the researcher used the
following themes of Abdul Rahim (2012) at the beginning of the coding issue of the
participants’ views about assessment: feedback for instructional decisions (the role of
assessment); communication of the students’ progress and achievement (the role of
assessment); feedback regarding students (the role of assessment); motivating
students during their learning (the role of assessment); prepare for external exams
(the role of assessment). The coding sheet of Abdul Rahim (2012) is represented in
Appendix H.

During the study, the researcher also got data about the participants’
classroom assessment implementations and teachers’ views about the assessment,
learning, and teaching issues. Since it was related with the research questions, she
had to code these data. However she realized that, the data needed additional themes
other than the ones of Abdul Rahim (2012). The additional themes and the codes of
these themes were as follows: the teachers’ problems during their assessment
implementation (the codes: crowded classrooms, rely on their own feelings/thoughts
while choosing activities, variety of assessment methods, students’ maturatity levels,
positive about the curriculum); teachers’ views (the codes: about students’ learning
and studying, about the aim of the assessment methods, about the assessment
content); teachers’ implementation of the assessment method (the codes: taking
responsibility, inadequateness in the implementation of the assessment method,
implementation frequency of the method, using only textbook to compose the
content, using sources with/other than textbook to compose the content/criterion, in
touch with teachers/parents/administration, material help, need for clarifying the
items/task, give objective results, do not give objective results, management
problem, storage problem).

All the initial codes re-coded and modified lots of times in order to refine.
During the coding process, the researcher did not use any software programme.
Instead, she completed all the coding process manually and let her supervisor to
check the codes. Then the coded data were combined to more meaningful categories.
Some of these codes were the participants’ actual words. Creswell (2008) defines this
kind of codes as in vivo codes. Some of the in vivo codes of the study were as

follows: some assessment methods are not suitable for mathematics (or more suitable
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for other branches; or are not suitable for all mathematics topics); primary school
teacher or mathematical background affect students’ learning; some external factors
affect learning and teaching mathematics (e.g: classroom environment, parents,
socioeconomic level, time limitation); assessment is important for students to have
meaningful learning (e.g. understand the reason for learning a mathematical
concept); there is an order of importance between assessment methods. All the
themes and codes of the study are represented in Appendix F.

In the display stage, on the other hand, the researcher organized the data by
suitable representations. In that manner she preferred to use a table in which the data
and the coding part were seperated with two different columns. Such a table was
formed for the data gotten from the participants, seperately. The aim of that stage
was to make the data representative for the researcher. Therefore, the tables were
very useful for researcher to study effectively.

In the study, last of all, conclusion drawing and verification stage took place
in order to ‘‘integrate what has been done into a meaningful and coherent picture of
the data’” (Punch, 2009, p. 175). In that manner, the researcher combined the data
which was coded under the same theme. Then, by using these combinations, she
constructed meaningful paragraphs under the findings part.

In order to make the verifications of the data clear, the researcher used the
analyses of the video-recordings, the documents, and her field notes. In that manner,
she supported the interview data with her observations, documents, or field notes
whenever it was needed in the findings part. The classroom observations and the
field notes were also transcribed together with the interview data and they were
analyzed together with the interview data.

The within-case studies revealed a coding guide for the data gotten from the
interviews, field-notes, observation notes, and other sources collected. The themes
acquired by the data reduction process of the single-case analysis were the basis for
conducting the cross-case analysis. The cross-case analysis results were interpreted
by discussing the similarities and the differences of each case under each theme. In
order to make a clear representation, the researcher reported the cross-case analysis

results in relation with the research questions.
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3.4 Ethical Considerations

The proposal and data collection procedure of the study are approved by The
Research Ethics Committee of Middle East Technical University. The researcher also
got formal permission from Ministry of National Education and from the current
elementary school administration. After these formal steps, the researcher talked with
the voluntary participants about the aim, method, and time interval of the study. She
explained the ethical issues by giving them the consent form. She carefully explained
the confidentiality, anonymity, and informed consent issues. She told them this study
is depended on their willingness. She told them that they can withdraw at any step in
the study. The researcher reiterated this information at the beginning of each
interview session. The participants were informed about the other steps including
classroom observations, getting video and tape records, collecting documents and
post-activity interviews. The researcher told them that the data would be used under
pseudonyms in a doctoral thesis. The researcher used caution to not to alter the
learning environment in the current school. This would jeopardize the naturalistic
character of the study. The researcher told them that the data would be used and kept
only by the researcher. She sometimes reminded them that the main issue was
constructing the observations in a real environment as much as possible. Last of all,
the researcher shared the clarified outcome of the transcripts of the interviews with
the participants and asked them whether they feel that the polished product was

accurate.

3.5 Limitations of the Study

First of all; the results were limited with the views, feelings, understandings,
and the experiences of the three participating mathematics teachers. In the past, none
of them had an experience with video-camera and their classroom sessions were not
recorded with a video-recorder. They might be nervous or excited during the study.
Therefore, they might have behaved differently than they were in their routine

classes. Moreover, the researcher was present in the class while the participants were
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practicing the activities of “addition of fractions” and “constructing a rectangle”.
This might have affected both the participants’ and the students’ behavior in the
class. Students could not act as if the researcher was not there and therefore might
not have asked questions when they did not understand an issue of the activities. The
participants, on the other hand, maybe did not act as if the researcher was not there.

Second; the study was a case study design with three participants. Therefore,
the findings of the current study are limited in terms of generalizability. In that sense,
the findings were limited with the current study and were evaluated in the contexts of
the current school, mathematics department of the school, and the mathematics
curriculum.

Last of all; Although she implemented the steps for providing reliability, the
researcher’s bias might have limited the current study. She collected the data
individually which may also have limited the study. For instance, she had to observe
and record the classroom observations at the same time. This might cause focus
problem and there might be some data might be overlooked. Moreover, the findings
of the study were explained according to the interpretations of the researcher. She
was the observer, the interviewer, and analyzer during the study. Besides, she was a
collegue to the participants. As a result of that, the study might have affected by the

researcher’s views and teaching experiences.
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CHAPTER 4

FINDINGS

This chapter explains the findings of the case studies on the views and
practices of three participating elementary school mathematics teachers in relation to
classroom assessment. In the current study, the overall aim was to figure out the
teachers’ assessment practices in the 5t grades of a public school in Ankara.

In the following sections, the three cases are described in relation with the
research questions and the conceptual framework of this study. Each case is
explained under three aspects: teachers’ classroom assessment procedures; teachers’
use of assessment results; and teachers’ views (about students’ learning of
mathematics, about factors affecting teaching mathematics; and about assessing
students’ learning of mathematics). All the aspects are derived from the key themes
and conceptual framework of the study. Therefore they provide information about
the participants’ views and practices about assessment. Moreover, they will provide a
basis for a systematic discussion of the research questions. The video recordings and
the observation notes, on the other hand, are used in explaining the teachers’
classroom assessment practices. Therefore they had a supporting role in the
discussion of the findings related with the research questions. Documents that were
collected during the data collection process, also, are used whenever they seemed to
be related with the aspects. The chapter will continue with the cross-case analysis
results of the study. The differences or similarities among the three individual cases
will be discussed in this part. Moreover, the answers to the research questions will be
given.

The researcher did not want to lose any detail. Therefore the transcript
reports about the interviews are represented in both English and Turkish versions. In
each case, the researcher tried to use fewer amounts of quote and editing in order to

aid clarity and reliability due to the inverted Turkish sentences. The Turkish versions
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of the quotations are represented in Appendix G with the abbreviations such as ql,

q2, g3, etc.

4.1 Case One: Ms. Kaya

In order to observe classroom practices of Ms. Kaya, the researcher offered
four informal classroom activities to her. As it was explained in the methodology
chapter, she applied all of the current activities. The activities were ‘‘the quiz
activity’’, ‘‘addition of fractions activity’’, ‘‘problem solving activity’’ and
“‘constructing a rectangle activity’’. The video recordings of the ‘‘addition of
fractions activity’’, ‘‘constructing a rectangle activity’’, and the performance-task;
the interview data; the field-notes and the documents were all used to explain Ms.
Kaya’s classroom assessment procedures; to determine in what ways she used the
assessment results; and to detail her views about the students’ learning of
mathematics, the factors affecting teaching mathematics and assessing students’

learning of mathematics.

4.1.1 Classroom Assessment Procedures of Ms. Kaya

As assumed in this dissertation, like many other teachers, Ms. Kaya had
been making use of both formal and informal assessments in her 5™ grade classroom.
The interviews and the video data indicated that, Ms. Kaya used observations, whole-
class worked examples, and the students’ classroom discussion or comments for
informal data. Her formal assessments, on the other hand, included paper-and-pencil
exams, performance-tasks, and projects. In the following two sections, the informal
and formal assessment procedures of Ms. Kaya will be explained respectively. The
results will be used to answer the first research question:

“What assessment procedures do the participating mathematics teachers use

in the 5 grade classrooms?”
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4.1.1.1 Informal Classroom Assessment Procedures of Ms. Kaya

Informal assessments are less structured than formal assessments and put
into practice during the lessons (Wragg, 2001). It was revealed by the interview data,
the field notes, and the video data that Ms. Kaya’s informal assessment data included
observations, whole-class worked examples, and student discussions or comments
about the topics during the 5t grades’ mathematics classes.

To begin with; according to the interview data, Ms. Kaya placed
importance mostly on the observational data in the mathematics lessons of 5t grades.
She said: ‘‘I can observe a student’s problem solving ability, the student’s approach
to questions, whether s/he understood the topic or not, how s/he writes
mathematically. I can observe everything’’ (ql).

She advocated her thoughts through three bases: getting observational data
is timesaving, easy, and can be done objectively. In detail, she stated in the
interviews that she had gotten observational data in even restricted time and it had
not been hard for her. She continued by saying that: ‘‘I do not think there is a
difficulty during the classroom observations. There is no obstacle between me and
the student in the class. I can make a completely objective assessment. Therefore I
place most of the emphasis on it’’ (q2).

According to the observational data Ms. Kaya used two ways to observe
students in mathematics classes: by walking around the classroom and by observing
students’ works at the board: First; the video recordings of the classroom sessions on
the dates 04.04.2014 (addition of fractions activity) and 09.05.2014 (constructing a
rectangle activity) showed that she observed the students by walking around the
classroom. She stated that by walking around the classroom, she could have been
examining the students’ classroom activities and identifying the amount of work put
by each student. Second; Ms. Kaya observed students’ works while they were
solving questions at the board. She thought that students’ calculation practices at the
board gave data both about students’ actual mathematics achievement and their
mathematical background. Her related words were as follows: a student came to the

board. I say s/he is so so. If this is repeated a few times, I start to think that s/he is
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good at mathematics, s/he is interested in the lessons, and s/he asks her /his
unknowns’’ (q3).

Another informal assessment method of Ms. Kaya was whole-class worked
examples. According to the field notes she used constructed-response items for this
aim. She said that she prepared the items herself or got help from the internet
sources. Then she used the items in the sessions. She explained her applications with
the following sentences:

For instance I solve 2 questions. Then I let the students solve the other 2
questions on the board. After finishing the whole topic, on the other hand,
we solve mixed questions related with the topic. However I do not wait until
we finish the whole unit. For instance today I taught the decimal
expansions. I did not wait to teach the whole part of the decimal numbers
unit. We solved items about the decimal expansions during the decimal
expansion subtopic (q4).

In addition to the observations and whole-class worked examples, it was
revealed by the interview data that Ms. Kaya used students’ classroom discussions
with each other as an informal assessment. Her practices were also observed during
the classroom sessions named as the ‘‘constructing a rectangle activity’’ on
09.05.2014. The activity is presented in Appendix E. It included four items. Students
were asked to construct rectangles with the length of sides given in each item. They
used geometry sticks. If they could not construct a rectangle with the given lengths,
they would explain the reason for that result. Ms. Kaya said that more than two
students could be noisy while they were working. Moreover it would be hard to
follow their works. Therefore, she said, the pair groups were enough to follow the
discussions about the activity. According to the video recordings, Ms. Kaya let the
students to discuss how a rectangle appears within their groups. In some groups it
was observed that the students discussed with each other whether a three sided
opened shape could be a rectangle, whether a three sided closed shape can be a
rectangle, or whether every four sided shape could be a rectangle. For instance in the
second item it was asked whether they could construct a rectangle by using 2 units, 2

units, and 3 units lengths. In some groups students did not construct a three sided

closed shape. Instead they constructed the following shape represented in Figure 4.1:
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Figure 4.1: An example shape constructed by students in ‘‘constructing a

rectangle activity’’

Some students said that this was a rectangle. They said there were two
opposite sides having the same length. Their group partners, on the other hand, said
that there needed to be one more side. This side should be in the opposite side of the
3 units side and should be equal to it. In some groups the student discussions were

ended by deciding to correct the shape like it is represented in Figure 4.2:

Figure 4.2: Second example shape constructed by students in ‘‘constructing a

rectangle activity’’

They wrote on their activity sheets that ‘‘this is not a rectangle because
there are three sides in this shape’’. Some groups, on the other hand, wrote that ‘this
1s not a rectangle because this is a triangle’’. Some wrote both.

Another discussion was about the third item. It was asked whether it was
possible to construct a rectangle with the lengths of 3 units, 1 unit, 3 units, and 5
units. The students determined the units with the geometry sticks. However after
combining the geometry sticks end to end, a discussion got started in some groups.
Some students thought that the shape represented in Figure 4.3 was a rectangle

whereas some did not:
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Figure 4.3: Third example shape constructed by students in ‘‘constructing a rectangle

activity”’

In most of the groups, the students ended their discussions by writing *‘this
is not a rectangle because none of the sides are equal. All of them have different
lengths’’ It was observed during the works within the groups that, Ms. Kaya did not
interfere in the students. However, at the end of their works, it was observed that she
became involved in the exercise by giving related examples with the activities, or by
directing the students towards the correct answers. For instance during the
“‘constructing a rectangle activity’’, it was observed by the video data that some
groups could not find an answer after their within-group discussions. A few of them,
on the other hand, were not sure about their answers. Some also had difficulties in
using the geometry sticks. Therefore students asked for help from Ms. Kaya. In 17"
minute of the exercise, for instance, a group asked for help about using the geometry
sticks. Ms. Kaya made an example geometric shape with the material and asked the
students to continue in the same way. Moreover when a group asked whether their
answer was correct, she replied to them by saying yes or no.

The classroom session above was an example for students’ classroom
discussions with each other in Ms. Kaya’s mathematics lessons. According to the
interview data, Ms. Kaya named such kind of group disccussions as an assessment
method. It can also be seen with the session above that, Ms Kaya gave feedback to
the students by replying their questions about the solutions.

After the analysis of interview data and video data, it was shown that Ms.
Kaya preferred to solve the items which were not correctly solved during the
classroom assessment activities. After collecting the activity sheets of ‘‘constructing
a rectangle activity’’, for example, Ms. Kaya preferred to explain the third item of

the activity. The item is represented in Appendix E. It asked the students ‘‘whether
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they can construct a rectangle with the line segments of 2 units, 1 unit, 3 units, and 5
units’’. The item was the one which the students found most difficult to solve. Ms.
Kaya came to the board and the following conversation took place between her and
the class:

Ms. Kaya: You answered the first, second, and fourth items but you
had difficulty in answering the third item. Therefore we will solve
this together. The length of the line segments are 2 units, 1 unit, 3
units, and 5 units. (She wrote the dimensions of the lengths on the
board). Some of you counted the holes. We are counting the segments
between the holes, not the holes themselves. (She constructed the
geometric shape represented in Figure 4.3 by combining the
geometry sticks). Now tell me what is this shape?

Student A: A triangle

A few students: It is a shape like triangle or trapezoid

Ms. Kaya: How many sides does a triangle have?

Whole class: Three

Ms. Kaya: How many sides does this shape have?

Whole class: Four

Ms. Kaya: Can it be a triangle?

Class: No

Ms. Kaya: Then, what does it look like?

A few students: Trapezoid

Ms. Kaya: Yes, it looks more like a trapezoid or a tetragon than a
rectangle. Then this is...

Class and Ms. Kaya (at the same time): Not a rectangle (Loudly).

It was understood in the conversation that, Ms. Kaya tried to clarify the
misunderstandings about using geometry sticks, the properties of a triangle, the
difference between a triangle and a tetragon by discussing the current item with the
students. However it was also understood in the current conversation that during the
“‘constructing a rectangle activity’’ Ms. Kaya did not wait for the students to solve
the item individually on the board. Instead, she gave the answer of the item.

Like she did at the end of the ‘‘constructing a rectangle activity’’, Ms. Kaya
gave the answers of the items after the ‘‘addition of fractions’’ activity on
04.04.2014, too. As it can be seen in Appendix E, the first item of the ‘‘addition of
fractions activity’’ was:

“Construct two fractions with the same denominators and two other
fractions with the same numerators by using the fraction bars’’
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In the 24™ minute of the activity, in order to discuss the results with the

students, Ms. Kaya read the item and gave a student opportunity to respond. The
student said that she tookg and 2 as the fractions with the same denominators. Then
the following conversation took place between the students and Ms. Kaya:

3
Student A: g and s (After that, Ms. Kaya constructed the current

fractions by using fraction bars)

Ms. Kaya: Look at the denominators, class. They are the same,
aren’t they?

Class: Yes.

(Then she read the second part of the item which was asking to
determine two fractions with the same numerators. She let student B
to respond. Student B responded by saying two fractions with the
same numerators)

Student B: % and% (After this reply, Ms. Kaya constructed the given

fractions with the fraction bars)

Ms. Kaya: Are the numerators same? Look they are same, aren’t

they?

It can be seen in the conversation above that, for the solution of the item of
the ‘‘addition of fractions activity’’, Ms. Kaya answered her own question. She did
not wait for the students to make comments or to give any answers.

At the end of the ‘‘addition of fractions’’ activity on 04.04.2014, it was
again observed that Ms. Kaya interfered in the students’ solution. For instance in the
30™ minute of the activity, a student was on the board to solve the second item of the

activity. The item was

“Try to add the fractions % and 2 with the help of fraction bars. Then

i

show the operations through models’’.

When a student was showing 2 through model, she did not divide the area

into three parts and she painted the whole area by board marker. She was continuing
with the solution, but Ms. Kaya did not wait for the student to finish and check her
work. She said ‘‘let’s divide this area into three, too’’. The student divided the
current area into three equal parts and continued with her solution.

According to the video and interview data, while she was doing a session
on the activities, Ms. Kaya sometimes asked students to volunteer to solve the items

at the board. She explained the reason of her behavior with the following words:
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“‘coming to the board to solve a question is a kind of examination’’. After the
analysis of the field notes, it was understood that, according to Ms. Kaya “‘a kind of
examination’’ had the meaning of ‘‘assigning a score for students’ informal
assessment works’’. Her related words were as follows: “‘if you ask me about a
student, whoever it is, I definitely have an idea about her/him. My memory about my
students is strong. When a student comes to the board for a question, I give a score in
my mind’’ (q5). In other words she did not keep a written record for students’
informal works.

Ms. Kaya claimed that some students hesitated to be active in classroom
activities since they were afraid of making mistakes. In order to encourage such

children she took decisions of their parents. Her related words are in the following:

I am glad to incorporate parents during assessment implementations at that
point. They tell me that their kids are studying too hard at home but they
are shy. They say that their children are afraid of making mistakes. They
ask me to call the students to the board. Then I pay attention to this request
during the lectures. (q6).

According to the interview data Ms. Kaya did not keep the activity sheets of
the informal assessments. Moreover she did not keep a written record for them. She
said she recorded the common mistakes in her mind so she would follow students’
progresses.

To sum up; Ms. Kaya made observations, applied whole-class worked
examples, and let the students to discuss within the groups in order to make informal
assessments. Although she placed most of the emphasis on the observational data,
Ms. Kaya did not keep a written record for the classroom observations. Moreover she
did not use a checklist or a scale for recording students’ whole-class worked studies
and classroom discussions. In other words it was revealed by the interviews,
document analysis, field notes, and video data that Ms. Kaya did not keep written
records for students’ informal class works. On the other hand, she said that, she had

scored these observational data in her mind.
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4.1.1.2 Formal Classroom Assessment Procedures of Ms. Kaya

Formal assessments can be carried out by the standardized tests,
examinations, etc. on a fixed amount of time (Wragg, 2001). For formal assessments,
Ms. Kaya obeyed the regulations of The Ministry of National Education during the
data collection process. According to the Assessment Regulations of Ministry of
National Education, a mathematics teacher in a public school had to assess students
with at least three paper-and-pencil exams and one performance-task per semester
(MoNE, 2013b). Moreover each student had to conduct a project-study for one of the
courses s’he chose in an education year (MoNE, 2013b). Therefore, as it was the
obligation of Ministry of National Education, Ms. Kaya used paper-and-pencil
exams, project-study, and performance-tasks for formal assessment.

To begin with; it was revealed with the document analysis that, Ms. Kaya
implemented three paper-and-pencil exams during the data collection process.
According to the interview data she announced the date of the exams one week
before. She stated that, except common paper-and-pencil exams, she prepared the
items herself and then photocopied the exams. Common paper-and-pencil exams, on
the other hand, were the 2™ exams in the current school and were prepared by all
mathematics teachers. In common paper-and-pencil exams, 5t grades had the same
exams on the same lesson hour. The aim of that implementation was to compare a
student’s achievement among the other 5t grade students.

Ms. Kaya also stated that she got help from some sources in order to
prepare the items of the paper-and-pencil exams. In that manner, she made use of
internet and 5™ grades’ course textbook. She said that she determined some items
during the whole-class worked examples, too. ‘‘Sometimes’’ she added ‘‘items come
into my head during the lessons and I take notes. Then I ask them in the exams™’
(a?).

It was observed in the documents that Ms. Kaya did not write the time
interval of the exams on the exam papers. However in the interview data she said that

she informed students about the duration of the exam orally before the exam started.
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According to the field notes, before she distributed the exam papers to students, she
told students that they had one-lesson-hour to finish the exam.

The document data of the three paper-and-pencil exams indicated that Ms.
Kaya prepared three types of items in paper-and-pencil exams of 5t grades: multiple-
choice items, fill-in-the-blank-type items, and constructed-response items. In order to
represent an example exam, which was prepared and implemented by her during the
data collection procedure, the third paper-and-pencil exam of her 5t grade class is

shown in figure 4.4:
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Figure 4.4 An example paper-and-pencil exam implemented by Ms. Kaya
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It can be seen in Figure 4.4 that, the paper-and-pencil exam was composed
of multiple-choice items (9" and 10™), fill-in-the-blank-type items (5™), and
constructed-response (1%, 2", 3, 6™ and 7"™) items.

Figure 4.4 is also an example for the answer key of the current exam.
According to the interview data, Ms. Kaya prepared the answer keys of the paper-
and-pencil exams before the implementation. Moreover she stated with the interview
data that, when preparing answer keys, she took the objectives of the course into
consideration. She clarified her words with the 9™ item shown in Figure 4.4. She said
that in the 9™ item, the students were asked to find the unknown side length of the
rectangle. According to the interview data, Ms. Kaya thought that in order to find the
answer, a student needed to know two main properties of a rectangle: the opposite
sides of a rectangle had the same length and the perimeter of a rectangle was
calculated by adding all side lengths to each other. She continued with the following
sentences:

If a student understood these properties, s’he had to do the first two
operations of the solution correctly. I mean the aim of this question is to
observe whether student had learned the properties of a rectangle. Then it
is not very important whether s/he did the last step wrong or not at al. This
can be originated from lack of attention; because of this reason, I assigned
most of the points to the first two operations and the least to the last
operation of the solution. (g8).

Like it was explained with the 9™ item of the third paper-and-pencil exam,
Ms. Kaya stated that she always prepared the answer keys by deciding such scoring-
objective relationship. For instance it was observed in the first paper-and-pencil
exam documents that Ms. Kaya asked items about putting fractions in order by using
““smaller than’’, and “‘bigger than’’ signs. The item was as follows:

Rewrite the given fractions in decreasing order by using the suitable sign
between them
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According to the document analysis it was observed that, Ms. Kaya gave
full points to completely correct rankings and ‘0’ to the other answers. During the
interviews she explained her scoring preference with the following words:

...the aim was to assess whether the students could rank the fractions. If
s’he used the wrong symbol, this was a big mistake. I mean s/he had not
put a comma between them. Instead she put the wrong symbols between
the fractions. That meant s/he had known wrong (q9).

Ms. Kaya stated that she gave the answer keys to the students after she
announced them the results of the paper-and-pencil exams. She stated the followings:
“I give their exam papers to them. I put the answer key on my desk or I give it to
them. I let them to check how the items were scored and to see their mistakes. I do
this because I do not want them to make the same mistake again’’. (q10).

In addition to the paper-and-pencil exams, by the requirements of Ministry
of National Education, students were assigned performance-tasks in each semester.
As a result of this, Ms. Kaya implemented performance-tasks as a formal assessment,
too. It was understood with the document analysis that, in the current school,
department of mathematics took common decision about the number of performance-
tasks. According to their decision one performance-task would be implemented per
semester. Therefore Ms. Kaya implemented one performance-task during the data
collection process. Then she scored the tasks by using a scoring-guide which she
adapted from internet sources. Last of all, she gave performance-task grades
according to these scores.

To begin with; Ms. Kaya stated during the interviews that, she wanted to
monitor students’ progress with the performance-tasks. She added that, for that
reason she preferred to implement all steps of the performance-tasks in the
classrooms. She claimed that she could observe each step of the task by such an
application. Therefore she had listed the equipment needed for the task before
implementation. Then, on the implementation day, the students brought their
equipment to the classroom. The equipment was pencil, construction paper, scissors,
and a carton paper.

Second, it was also revealed by the interview data that Ms. Kaya decided on

the topic and the instructions of the performance-task herself before the
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implementation. She determined the topic according to the annual plan. She stated
that she had done all the lessons about the addition and subtraction operations with
fractions. She added that, for that reason she decided on a task about addition and
subtraction operations with fractions. The name of the task was ‘‘doing and modeling
the addition and subtraction operations with fractions’’.

Third of all, it was revealed by interview data that Ms. Kaya decided on the
group members before the implementation day. It was observed in the video
recordings on 11.04.2014 that the students were divided into groups. In each group
there were four students. Ms. Kaya claimed during the interviews that she tried to
form heterogeneous groups. Her words were as follows:

I tried to form a balance. I did not form a group with only easily-taught
students. I did not form a group with only hardly-taught students, either.
For instance there was one easily-taught student, one hardly-taught
student. The other two students were neither easily-taught nor hardly-
taught ones. (ql11).

Another issue of the performance-tasks was the scoring-guide which was
used to score students’ tasks. According to Ms. Kaya a teacher might follow
students” works during the performance-tasks, if the scoring-guide could have been
ready before the implementations. The field notes, also, revealed that Ms. Kaya
prepared the scoring-guide and shared it with the students. For that aim she explained
the criteria of the scale to students and hanged it on the classroom billboard one week
before the task was implemented. She stated during the interviews that she used the
scale for two aims: to score the performance-tasks and to let the students check their
assessment results. In figure 4.5 the scale that Ms. Kaya used for scoring the

students’ performance-tasks and the project studies is shown as an example:
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Figure 4.5: The scoring-guide of performance-tasks used by Ms. Kaya

in 5™ grades.

It can be seen by Figure 4.5 that the criteria for scoring the performance-
task were as follows: submitting the task on time; using an order in giving the
information; using Turkish language understandably; using punctuation marks and
spelling correctly; using pictures, photographs or drawings if needed; making use of
references sufficiently; using more than one reference; connecting her/his own
thoughts with the information given by the references. Moreover it was shown in

figure 4.5 that the scoring was determined only for the completed works. Scoring for
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the incomplete or completely wrong works was not determined in written form on
the scoring-guide.

It can, also, be seen in Figure 4.5 that Ms. Kaya did not construct any
criteria for scoring mathematics issues. She explained this situation during the post-
activity interviews. She asserted that since the 5t grades of the current school had
problems on writing and understanding Turkish and doing efficient research, they
could not have been preparing the tasks adequately. ‘‘Therefore’” she added ‘I
preferred these criteria in scoring their work. I think using these criteria will make
contributions to their prospective mathematics performances, too’’.

The interview data and the document analysis showed that, Ms Kaya made
use of mathematics department decisions and internet in order to prepare her own
scoring-guide for performance assessment. According to the document analysis, for
instance, mathematics department of the current school suggested an example rubric
framework at the beginning of the school year. There were five main criteria in the
mathematics department example rubric: making use of sufficient references,
pictures, photographs or drawings if needed; using Turkish language and the
punctuation marks correctly and giving the information in order; using more than one
reference; submitting the task on time; and cooperation between the group members.
The document analysis showed that Ms Kaya used four of them in her own scoring-
guide. They were: making use of sufficient references, pictures, photographs or
drawings if needed; using Turkish language and the punctuation marks correctly and
giving the information in order; using more than one reference; and submitting the
task on time. She added that she also got help from scoring-guide examples on
internet in order to construct her own guide. On the other hand she did not use the
measurement scale which was suggested by the mathematics department. The scale
of the school mathematics department rubric was rated from 1 to 4 for each criterion
whereas Ms Kaya’s scoring-guide did not represent such a scale. According to her
scoring-guide she gave full points to completely correct answer. She did not define
any points for completely wrong or partially right answers.

Fourth of all, Ms. Kaya implemented performance assessment tasks on
11.04.2014. According to the video recordings, she wrote the instructions for the task

on the board before the exercise started. Then students wrote them on their papers. In
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other words, she did not give the guidelines in written form. The instructions were as
follows: please take two fractions with different denominators, do an addition
operation with them, and show the operation through the model; please take an
improper fraction and a proper fraction, do a subtraction operation with them, and
show the operation through the model; please take an integer and an improper
fraction, do an addition operation with them and show the operation through the
model; At the end of the exercise, only the cartons will be collected as performance-
tasks. Therefore please show all your work on the carton papers.

Like she did during the paper-and-pencil exams, Ms. Kaya did not write
time interval of the performance-task activity in written form. She did not state the
time at the beginning of the exercise, either. On the other hand, on the 46™ minute of
the exercise, she warned the students about remaining time. She told how much time
was left and then, on the 721 minute, she collected the cartons.

During the performance-task session, Ms. Kaya interfered in the students’
works. For instance; according to the video records, like she did during the informal
assessment activities, Ms. Kaya gave the answers of her own questions during the
performance-task implementations. For instance on the 12™ minute of the video
record, there was a conversation between her and a student about the current
performance task:

Student C: Here it says ‘‘find the difference of a proper fraction and an
improper fraction’’.

Ms. Kaya: Yes

Student C: How will we find the difference?

Ms. Kaya: (Loudly to the classroom) what does it mean ‘‘to take a
difference’’

Class: Making a subtraction operation

Ms. Kaya: (providing eye contact with the student) you will find the
difference. This means doing a subtraction operation. You need to

remember the previous lessons. We have solved similar questions.

It is shown in the conversation that Ms. Kaya asked the students what
taking a difference meant. After getting the correct answer from the class, she gave
the answer of her own question by saying “‘you will find the difference’’ to Student

C.
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Similar with the previous conversation, Ms. Kaya interfered in the students’
handworks, too. Sometimes she provided them with practical information about how
to fit the study on the carton papers. Moreover if she observed that they were losing
concentration or not following the guidelines, she did not hesitate to warn them. For
instance on the 16™ minute, a group passed the instruction of ‘‘please determine two
fractions with different denominators’’. They passed this instruction and started to do
the operations. Ms. Kaya warned the group by saying:

“First you need to choose the numbers and write them on the paper. Then
you will make the operation and modeling with these chosen fractions’’

During the study, on the other hand, it was observed that some students’
behaviors were not compatible with their group work. For instance they were playing
with each other or talking with their friends. Ms. Kaya, however, showed more
attention to these students. She spent much time near them and showed interest in
their studies by asking questions like ‘‘what will you do next? Is this your answer?
Did you model the operation’. In other words it can be said that, during her
classroom observations Ms. Kaya did not hesitate to get involved in students’ works.

During the interviews Ms. Kaya stated that she would score students’
performance-tasks by observing their works in the classrooms. Therefore she
observed students by walking around the classroom during the performance-task
activity. At the same time, different from the informal assessment activities, she kept
written documents such as ‘“Ali cut the construction paper for modeling the fractions
in his group work™, or ““in group A, Zeynep drew the models of the operations on
the cartons’’. However, it was indicated with the interview data that Ms. Kaya did
not use observation notes for scoring students’ performance-tasks. The document
analysis also showed that, in the scoring-guide, there were no criteria related with her
observation notes or students’ group work.

Another major assessment procedure that Ms. Kaya used in her 5t grade
class was the project-study. In each year, by the requirements of The Ministry of
National Education, students are assigned a project-study from a course that they
select. Moreover according to the field notes the assignment deadlines and the topics
of the projects were determined by the mathematics department of the school in the

beginning of the academic year. According to the decisions of the department, the
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projects were assigned in December 2013 by the mathematics teachers. The deadline,
on the other hand, was determined by the department as the last week of April. Last
of all, the department offered six project topics for the 5t grades. They were
constructing a Gregorian calendar, constructing a kite, planning a trip, suggesting
solutions to prevent water-waste, get to know the polygons, and representing the
parents’ jobs with a table.

According to the document analysis, similar with the performance-task
procedure, Ms. Kaya gave project topics along with the mathematics department
suggestions. Ms. Kaya chose the topic of ‘‘get to know the polygons’’. There were 7
students who wanted to prepare a project from mathematics in Ms. Kaya’s 5t grade
classroom. She gave the same project to each student. The project was about the
triangles, rectangles, squares, pentagons, and hexagons. Ms. Kaya said that the
properties of the polygons and drawing them was a topic of 5™ grades’ curriculum.
Moreover she thought that since the topic included abstract items, the students would
have difficulties in understanding the geometry concepts of that topic. She added
that, as a result of this she asked the students to prepare projects about the polygons
topic. During the post-activity interview of the project-study Ms. Kaya explained
how she determined the projects with the following words:

I am aware of students’ achievement levels. Furthermore I observed their
handcraft during the performance-tasks in last semester. 1 decided that
researching properties of the types of polygons, explaining their differences,
and drawing their shapes would be sufficient for them. 1 thought that
students who prepare projects in accordance with their achievement levels
would finish their works willingly. Therefore they would not become
alienated from mathematics. Moreover I wanted the unsuccessful students
get higher points, too. (q12).

According to the interview data Ms. Kaya determined the instructions of the
projects herself. The related instructions were as follows: research the properties of
triangles, rectangles, squares, pentagons, and hexagons; explain their differences;
draw their shapes; and show your all work on your projects. She added that she gave
guidelines in written form and explained the instructions of the projects orally.

According to the document analysis, however, the properties of the

pentagons and hexagons were not included in the 5t grades’ curriculum. However

the students were asked to draw, to explain, and to compare pentagons and hexagons
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too. Moreover it can be understood by the guidelines of the project-studies that there
were no instructions about drawing the intended geometric shapes or about using a
ruler or a miter. A part of a project-study completed by a 5™ grade is shown in figure

4.6:

Figure 4.6: A part of a project-study completed by a 5™ grade in Ms.

Kaya’s class
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In Figure 4.6 a student’s drawings about an equilateral triangle and a
regular pentagon are given. Two evaluations can be done by the figure. First, the
project included pentagons although it was not included in the 5t grades’ curriculum.
Second, it can be seen by the figure that the student had not used a ruler or a miter in
drawing the geometric shapes. Therefore the student could not have drawn a regular
pentagon although she thought she did it. Moreover the edges of the equilateral
triangle were not equal. If the student could have used a ruler, maybe she would have
drawn the shapes correctly. However, according to the interview data, using
equipment such as a ruler or a miter had not been determined through the guidelines
of the project-study. Therefore it can be said that Ms. Kaya preferred to give project
studies that included external topics. On the other hand she did not prefer to
determine instructions for encouraging supportive equipment such as ruler or miter.

According to the interview data, Ms. Kaya graded students’ projects with
the same criteria that she used for performance-tasks. The criteria were as follows:
submitting the task on time; using an order in giving the information; using Turkish
language understandably; using punctuation marks and spelling correctly; using
pictures, photographs or drawings if needed; make use of references sufficiently;
using more than one reference; connecting her/his own thoughts with the information
given by the references.

The project which was partly shown in figure 4.6, on the other hand, got a
score of 70 for that project. According to the document analysis, the student lost
points from the criteria of using Turkish language understandably; using punctuation
marks and spelling correctly; using pictures, photographs or drawings if needed and
connecting her/his own thoughts with the information given by the references. She
got the least points from the criteria of using pictures, photographs or drawings if
needed (5 points over 15) and connecting her/his own thoughts with the information
given by the references (10 points over 20). Ms. Kaya explained this result during the
interviews: ‘‘the owner of the project which was shown in figure 4.6 wrote
incompatible explanations with her drawings. Her wrong or incomplete answers also
indicated that she did not use reliable resources’’.

Last step of the formal assessments was announcing the results to the

students and the school administration. Announcing formal assessment results
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included some procedures. To begin with, according to the rules of The Ministry of
National Education, all the formal assessment results should be announced to the
students in 10 workdays (MoNE, 2013b). Moreover the common-paper-and-pencil
exam results should be reported to the school administrations at the end of each
semester. It was revealed by the field notes that, for announcing formal assessment
results to the students, Ms. Kaya obeyed the obligations of The Ministry of National
Education. She announced each formal assessment in 10 workdays. Moreover she
gave a written report to the mathematics department about the results of the
common-paper-and-pencil exams at the end of the semester. These reports included
the number of the students that got grades over 44 and under 44. The school
administration, on the other hand, used these reports for calculating the overall
annual mathematics achievement of the current school.

In summary; the document analysis revealed that Ms. Kaya implemented
three paper-and-pencil exams and one performance-task to each 5" grade student
whereas she gave project studies to only the willing ones. The procedures of the
formal assessments were determined by the Ministry of National Education (MoNE,
2013b). Therefore, it was observed that Ms. Kaya tried to obey the obligations of the
Ministry. According to the field notes and interview data, she announced the time of
the implementations one week before the study; she prepared answer keys or
announced the scoring-guides before the implementations. Moreover she announced
the results within 10 days and gave answer keys or scoring-guides to students for
checking. She also gave common-paper-and-pencil-exam report to mathematics
department. However, it was also indicated by the documents that there were no
criterion available for assessing students’ mathematical skills in performance-tasks

and project studies directly.

4.1.2 M. Kaya’s Use of Assessment Results

The interview data, the observational data, the document analysis, and the
field notes indicated that, for summative purpose, Ms. Kaya practiced formal
assessment such as paper-and-pencil exams, performance-tasks, and project-studies.

For formative purpose, on the other hand, Ms. Kaya practiced both the formal and
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the informal assessments. The informal assessments included observations, whole-
class worked examples, and student discussion or comments about the classroom
activities.

According to the classroom assessment framework of McMillan (2007a),
Ms. Kaya’s use of informal and formal assessment results was the last step for her
assessment processes. Therefore it is required to explain Ms. Kaya’s use of
assessment results.

In the following sections Ms. Kaya’s use of classroom assessment results
will be detailed. With the help of the related data, the answers to the following
research questions are investigated:

1. In what way are the participating mathematics teachers’ formal and informal
assessments related with their use of assessment results in 5™ grade classrooms?”

2. How do the participating mathematics teachers use the results of their assessment
practices formatively in 5t grade classrooms?

As a result of the related literature and the data collected, in order to answer
the current research questions, Ms. Kaya’s ways for using assessment results will be

explained in the following subsections.

4.1.2.1 Ms. Kaya’s Use of Assessment Results for Making Decisions on

Her Instructional Practices

In some of her instructional decisions, Ms. Kaya demonstrated that she
made use of assessment results for making decisions on her instructional practices In
that sense, according to the interview data, Ms. Kaya used assessment results in order
to make decisions about repeating a topic or about the effectiveness of her teaching.

To begin with; during the interviews Ms. Kaya stated that if she realized
that students had doubts, could not answer correctly, or could not find the solution by
themselves, she summarized the misunderstandings in a limited time and explained
why they gave wrong answer to the questions. She gave an example from the ‘‘quiz
activity’” which was represented in Appendix E. In the activity the first item was the

following:

96



. .2 4 . .
Decide whether the fractions 3 and Sare equivalent or not? Explain your

answer. You can show your operations through model too.

Ms. Kaya said at the end of the activity that some students drew the
fractions with different amount of models. Therefore they could not have compared

the fractions truly. An example answer is represented in Figure 4.7:

Figure 4.7: An example answer in Ms. Kaya’s class for comparing

fractions

According to the document analysis, the owner of the answer represented in
figure 4.7 wrote that, the two fractions were equal because they had the same
distance to be a whole. In Ms. Kaya’s opinion, this mistake occurred because of
wrong modeling. Therefore, she told that, she gave a break in her plan and reviewed
the topic in the classroom in 15 minutes, emphasizing on the comparisons of
fractions. Her related words were as follows: “‘I told them that comparisons with a
model could be done if all the fractions were represented on the same amount of a
whole”’.

It was revealed in the documents that Ms. Kaya’s 5t grade class made
mistakes about length measurement, too. For instance after the 3™ paper-and-pencil

exam, the common mistake among students was about the following sub-item:

Ms. Kaya stated that students had difficulties about transferring a length
measure to a higher length unit. According to the document analysis, on the other
hand, some students did not do the operation whereas some wrote ‘22’ in the empty
space. It was stated in the final interview data that, after she scored students’ papers,

Ms. Kaya preferred to repeat the subtopic about making transfers from a length
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measure to its higher units. She stated that she repeated the topic by solving
examples related with it.

After the 1% paper-and-pencil exam, also, she stated that she repeated the
meanings of ‘‘smaller than’’ and ‘‘bigger than’’ signs. According to the document
analysis students made mistakes mostly on putting the direction of the signs. The
related items were in follows:

I;: Rewrite the given fractions in decreasing order by using the correct
sign between them
521 11
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According to the document analysis, some students rewrote the fraction
groups of both items in decreasing order or rewrote all of the groups in increasing
order. Some of them, on the other hand, did not use the correct sign. According to the
document analysis, Ms. Kaya shared these results with the students and repeated the
““‘comparison of fractions’’ topic.

On the other hand it was also indicated with the interviews that in some
situations Ms. Kaya decided not to repeat a topic. For instance she claimed that if a
student did a logical error in her/his solution, it did not give negative feedback about
her teaching effectiveness. She said that ‘“in such a situation I do not use assessment
results for repeating the topic’’. In that manner she mentioned about students’
common mistakes in the ‘‘problem solving activity’” which was represented in
Appendix E. In the problem there were two price lists for the equipment of two

different puppet trademarks. The lists of the two trademarks are listed in Table 4.1:
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Table 4.1: The lists of the two trademarks listed in the ‘‘problem solving
activity’” (In Ms. Kaya’s Class)

Product Price of Price of
Trademark Trademark B
A (Turkish (Turkish Liras)
Liras)

The puppet 20 26

Linden made puppet 7,75 11,25

stem

The dress kit for the 4 9,5

puppet

The dye kit for the 3,5 6

puppet

Equipment for pulling 3 55

the wires of the puppet

By using the Table 4.1, students were asked to answer the following
item:

Find the minimum cost of the equipment for constructing the puppet.

After the activity, the document analysis indicated that some students
decided wrongly on the trademark although they did the addition operation correctly.
Ms. Kaya stated that:

Lots of the mistakes were not related with addition-subtraction operations of
decimal numbers, but related with the logic students used. Students who
made mistakes seemed to have learned the addition operation with decimal
numbers but they could not decide on which trademark was cheaper. This is
related with their logic. This is not about the objective. This is a challenge
related with the problem solving ability. If they could not have done the
addition operation with decimal numbers, on the other hand, I would repeat
the topic again. (ql3).

Second of all, Ms. Kaya remarked that she understood her teaching
effectiveness with the assessment results. For instance after the ‘‘addition of
fractions activity’’, it was understood with the documents that, although they had
difficulty about showing the operations through models, most of the students could

have done the addition operation with fractions. The questions were:

Do the following operations by using fraction bars and show the
operations through models:
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The documents of students’ activity papers showed that, students could do
the operations. For instance they did the following operations:

1 2

—42==

3 3

2 1 4 1 5
S4o=c4-=2
4 8 8 8 8

It was observed in the documents that, for adding;1+ 2, they added the
numerators and wrote the result with the common denominator. Moreover they
equalized the denominators of % and g by enlarging % by 2. Then they found the

common denominator as 8. Lastly, they added the numerators and wrote the result
with the common denominator. Ms. Kaya stated that only two students had difficulty
in solving the operations. As a result of this, she thought that her teaching was
efficient enough to make students learn the topic. She claimed the followings:

They only had problems about modeling the operations by using materials.
They mostly asked questions about using fraction bars. This showed me that
I could have taught the addition operation and solved enough questions
about the topic. On the other hand, I think that the difficulty about using
materials was originated from their lack of experience about using fraction
bars. (q14).

In summary; it was shown in the interview data, classroom observations,
and field notes that Ms. Kaya used assessment results for deciding on repeating a
topic and for understanding her teaching effectiveness. However it was also indicated
that Ms. Kaya repeated a topic if most of the students made mistakes about it. In
order to understand the effectiveness of her teaching, on the other hand, she checked
the number of students who made mistakes about a topic. If most of the students
answered the items correctly, then she thought that her teaching was efficient
enough. Moreover the field notes indicated that she wanted to adhere to the schedule
of the annual plan. Therefore she did not spend more than 15 minutes in repeating a

topic.
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4.1.2.2 Ms. Kaya’s Use of Assessment Results for Making Decisions on

Her Assessment Practices

The overall data indicated that Ms. Kaya used assessment results to decide
on the adjustments for further assessment practices. Moreover she decided on the
suitability of the assessment methods by using the results of 5t grades’ assessment
practices.

First of all; she gave a student’s paper-and-pencil exam as an example.
Student Selin got 49 from the 1* paper-and-pencil exam. She had been a successful
student until then. According to the document analysis Selin made mistakes on
arranging the fractions in correct order. She used the ‘‘bigger than’ and ‘‘smaller
than’’ signs in the wrong way. Moreover she did not answer the following problems:

I: Uncle Ali broke S of 84 eggs. How many eggs are left?

1: A greengrocer sorted out 8 kg rotten tomatoes from the total tomatoes he

had. The rotten tomatoes were gof the total. Find the amount of the total

tomatoes.
I: We have 200 balloons. 1% of them exploded. How many balloons are left?

It was understood with the document analysis of Selin’s exam paper that
she could not answer the problems related with the fractions. According to the post-
activity interview data, on the other hand, Ms. Kaya observed Selin carefully during
the following classroom practices. She stated that she let Selin to answer whole-class
worked examples more often and tried to find the reason that prevented Selin from
getting a higher grade. Then she figured out that Selin had understood the topic but
she had not solved different kind of problems on fraction operations individually.
Therefore Ms. Kaya gave her achievement tests about fraction problems. She stated
that she also discussed the results of the achievement tests with Selin during the
break.

In addition to paper-and-pencil exam results, Ms. Kaya used performance-
task results for making adjustments for further assessment practices, too. According
to the interview data, for example, Ms. Kaya used performance-task results for

making adjustments on project studies. She explained her decisions as follows:
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Among my 5" grades, there were 7 students who had project-study
assignment in mathematics. I observed their levels and handcraft during
performance-task practices in the first semester. I decided that researching
properties of the polygons, explaining their differences, and drawing their
shapes would be appropriate for them. (q15).

According to the interview data, sometimes Ms. Kaya used assessment
results for making intentions her further practices, too. An example for that situation
took place after her performance-task implementation on 11.04.2014. The task was
about doing and modeling addition and subtraction operations with fractions. In the

current performance-task the following items existed:

Please take two fractions with different denominators, do a subtraction

operation with them, and show the operation through a model; please take

a mixed fraction and a proper fraction, do a subtraction operation with

them, and show the operation through a model; please take a whole

number and a mixed fraction, do an addition operation with them and
show the operation through a model.

Ms. Kaya stated that dealing with the operations related with such amount
of items were hard for her 5" grade class. For the subsequent performance task, on
the other hand, she made intention to prepare tasks with fewer items. She said that ‘I
will offer fewer items. For instance I will ask for doing only an addition operation
with the fractions. I think it would be more efficient for them. Moreover it would be
less time consuming’’. She also made a decision on the way of implementing further
tasks. She said that: “‘I will explain the instructions before the implementation, not
on the implementation day of the activity. In order to clarify each item, I will explain
the purposes and my expectations in detail’’.

Ms. Kaya stated that, she used performance-task evaluations for making
decisions on the improvement of further group works, too. The interview data and
video recordings showed that, during the performance-task exercise students could
not work efficiently in group works. For instance, a group member was only cutting
a paper whereas another one was doing the mathematical operations alone. Moreover

screaming quarrels took place between some group members. The video recordings
revealed that a group member wanted to write %and gfor the two fractions with
different denominators, and do a subtraction operation with them. Another group

member, on the other hand, wanted to write 2 and 16. They could not stop this
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discussion and made complaints to their teachers. At the same time, some group
members interfered in different groups’ studies. Ms. Kaya claimed that all these led
to loss of time and lack of organization in group works. According to her, students
were not aware of work sharing. She also asserted that they were not aware of
exchanging considerations about making addition and subtraction operations with
fractions or modeling the operations. As a result of these evaluations, Ms. Kaya
made decisions on the implementation of the group works. She acknowledged that in
the further performance-tasks she would prefer one of the following adjustments:
supporting more group works, or implementing individual tasks through fewer items.
She advocated that encouraging such practices would prepare students for listening
and making efficient discussions in a group work. Implementing individual
performance-tasks, on the other hand, would be more productive in the crowded
classrooms. However during the data collection process, the researcher did not
observe or realize any other group work in Ms. Kaya’s 5t grade mathematics class.

The document analysis and interview data indicated that, like she did after
the formal assessment results, Ms. Kaya also used informal assessment results to
decide on adjustments for further formal assessment practices. According to the
interview data, for instance, whole-class worked examples and her classroom
observations affected her decisions about the type of the items she used in paper-and-
pencil exams. For instance she observed that 5t grades did not have enough
capability to express their thoughts through words. Therefore she did not prefer to
ask open-ended-questions in paper-and-pencil exams. She gave an example from a
classroom session:

During a whole-class worked example, I drew a triangle and asked
students whether the current geometric shape was a rectangle or not. I also
asked them to explain their answers. All of the students confirmed that it
was not a rectangle. However lots of them could not explain the reason of
their answer by words. Some of them drew the shape of a rectangle and
said that ‘because a rectangle looks like that shape’, some of them, on the
other hand, said that ‘this is not a rectangle because it is a triangle’. I
understood that they knew the answer but have not been ready for
discussing an open-ended item. Moreover I could not decide how to score
such kind of items. Maybe a student knew the properties of a rectangle,
drew its shape correctly but used wrong words because of her/his weak
Turkish background. How could I know that? Therefore I did not ask any
open-ended item in my 5t grade paper-and-pencil exams (q16).
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The interview data also indicated that Ms. Kaya used the assessment results
for deciding on the suitability of the assessment method, too. For instance she used
1* paper-and-pencil exam results in order to decide the suitability of the exam. A part

of the exam is visualized in Figure 4.8:
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Figure 4.8: A part of the 1* paper-and-pencil exam that Ms. Kaya implemented
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It can be seen in figure 4.8 that Ms. Kaya asked items related with rewriting
fractions in decreasing or increasing order; doing addition and subtraction operations
with fractions; modeling the fractions; placing the fractions on number line;
illustrating and defining the mixed fractions, proper fractions, and improper
fractions. According to the interview data, on the other hand, she was positive about
the suitability of the exam. Her explanation was as follows:

All of the questions are similar to the ones I solved during the lessons; I
did not ask different thematic items. The class achievement is quite high. I
also think that the items are in relation with the objectives. Therefore I
think that the exam is sufficient in assessing students’ successes (q17).

The document analysis of the annual plan and curriculum also indicated
that, like she stated during the interviews, the 1* paper-and-pencil exam items were
compatible with the related objectives. Moreover it was also made clear with the
field notes that Ms. Kaya asked similar items during her previous whole-class
worked activities in the 5™ grade mathematics class.

To sum up; the overall data of the study showed that Ms. Kaya decided on
the adjustments for further assessment practices or the suitability of the assessment

methods by using the results of the 5™ grades’ assessment practices.

4.1.2.3 Ms. Kaya’s Use of Assessment Results for Improving Students’

Learning of Mathematics

Ms. Kaya used assessment results in order to improve students’ learning of
mathematics. In that manner she used the results for monitoring the students’
progress; assigning their overall grades for the whole year; giving formative
feedback to both students and their parents; preventing students from feeling
anxious; encouraging them to study; and identifying areas of strengths and
weaknesses (diagnostic decisions).

To begin with; the interview data indicated that in order to monitor
students’ progress, Ms. Kaya followed the students’ classroom activities, paper-and-
pencil exams, and performance-tasks. Her related words were as follows:

The increase in their success can be observed by their participations to
lessons. Moreover they work regularly. They question things that they did
not understand. Although they get low grades from the paper-and-pencil
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exams, they prepare efficient performance-tasks. They try in some way.

(q18).
The classroom observations and field notes showed that Ms. Kaya did not

keep written records for monitoring students’ progress, but she trusted her memory.
She explained her method with the following sentences:

I observe their mistakes and record them on my memory. I monitor
students’ progress through the further assessments. I try to indicate
whether these mistakes have been removed or not. Since I observe and
write it on my mind, I can monitor whether it is removed or repeated

(q19).

It can be understood by the quotation that Ms. Kaya used both the formal
and informal assessment results for monitoring students’ progress in mathematics.
However it was revealed by the interview data that in order to monitor students’
progress in mathematics, she mostly relied on the paper-and-pencil exam results.
During the post-activity interviews of the paper-and-pencil exam, for instance, she
stated that the exam results gave her idea about students’ progress. After the first
paper-and-pencil exam she told the following words: ‘‘the results of the exam gave
idea about students’ progress. | realized that students who were the high-achievers in
the first semester were successful in this exam, too’’. (q20). After the third paper-
and-pencil exam, also, she added the followings:

I was expecting that students, who participated in lessons and showed
success, would also be successful in the exam. It occurred as I expected.
Only a few students got grades different from my expectations. I was
expecting them to get 85 and over 85 however they got 82 or 83 points.
These scores were not exactly 5 but they were close to 5. Therefore
students, mostly, got grades close to my expectations. (q21).

Second, Ms. Kaya claimed that she used both summatively purposed and
formatively purposed assessment results during the overall grading process.
According to the interview data, the grading process started with getting the
observational data of students’ progresses. She stated that she learned each student’s
mathematical progress by observing them in class. She added that none of the results
had a pre-determined proportion on the overall grades for the whole year. According
to the document analysis, at the same time, she kept records of all the formal

assessment results. She said that she used the observational data for the overall grade

at the end of the semester. She explained her system with the assessment results of
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Student Demir. According to the document analysis, Demir had an overall grade of
80 from the formal assessment results but he got 90 for mathematics in his school
report. Ms. Kaya explained this example with the following words:

I checked the overall grade gotten through the paper-and-pencil exams,
performance-tasks and project studies. Demir’s overall grade was 80 but |
observed that he raised his finger for solving the exercises, was active
during the lessons, and interested in the lessons. Therefore, through my
classroom observations, I had already a grade on my mind for him. I think
his mathematical performance was 90. It did not matter if he got an overall
grade of 80, I compensated the deficiency somehow and I gave him 90.

(q22).

Third of all, Ms. Kaya used the assessment results for giving formative
feedbacks to both students and their parents. According to the document analysis and
interview data, she gave formative feedbacks to students orally or by writing notes
on their tasks or projects. For instance she wrote feedbacks on a student’s project-

study, a piece of which is shown in figure 4.9:
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Figure 4.9: The part of a project-study on which Ms. Kaya wrote feedbacks

Ms. Kaya wrote the following feedbacks for the part of the project which is
represented in figure 4.9:

The information about the current triangle cannot be understood. You need
to be clearer on summarizing a topic. Furthermore you need to fix the
drawing of the triangle. If you do not want to make these mistakes again,
you need to do the researches more carefully (q23).
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Ms. Kaya gave formative feedback about the students’ assessment results to
their parents, too. It was observed on the documents that after the informal
assessment activities, for instance, Ms. Kaya reported students’ weaknesses to their
parents. She informed the individual student’s weaknesses to his/her parents by
writing a note on the activity papers. For instance after the ‘‘quiz activity’’ she
realized that a few students made mistakes in enlarging the fractions which were
stated in the following item:

. .2 4 . .
Decide whether the fractions 3 and Sare equivalent or not? Explain your

answer. You can show your operations through model, too.

The document analysis revealed that a few students made the following

operations in order to enlarge the fractions:

3 15
(5)
1_4
5 15
3)

It can be seen with the operations that, in order to enlarge the fractions,
students multiplied only the denominators by the required numbers. However it was
observed in a student’s paper that, Ms. Kaya wrote the following note to his parents:
““He does not study enough. He needs to review previous topics. | am sending a test
about the topic. Please support him to finish it.”” (q24).

After the practice of ‘‘addition of fractions’’ activity, also, Ms. Kaya wrote
on another student’s activity paper the following feedbacks: ‘‘she has some difficulty
on addition operation of fractions with different denominators. Her practice about
equating denominators is weak’’. She explained the reason of writing such feedbacks
as follows:

I inform the parents. Therefore they can monitor their children’s
mathematical progress. Moreover they can support students about
reviewing the issues. It is good that parents also learn the weaknesses of
their children. Cooperating with them affects students’ progress positively.

(925).

Ms. Kaya thought that there was not enough time to give formative

feedback to each student. She continued: ‘‘however I solved the unanswered items.
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Moreover | explained the common mistakes and gave the correct answer. I warned
them to be careful about the current mistakes. I preferred to give feedbacks during
the activity because it was more effective’’. (q26).

Like she stated in the quotation above, Ms. Kaya gave formative feedbacks
about the students’ common mistakes during the classroom observations, too. She
gave the correct answer to the students or explained what they did wrong. For
mstance it was revealed with the observational data that, at the end of the
“‘constructing a rectangle activity’” Ms. Kaya preferred to explain the correct usage
of the geometry sticks. In the activity the students were asked to determine whether
rectangular shapes could be constructed with the given measures. In order to
construct the shapes, on the other hand, students would use the geometry sticks.
However, it was observed on the video recordings that students were confused about
the usage of the geometry sticks. Some of them counted the holes whereas others
counted the segments between the holes. However they had difficulty in answering
the third item. The item asked the students ‘‘whether they can construct a rectangle
with the line segments of 2 units, 1 unit, 3 units, and 5 units’’. According to the
interview data, Ms. Kaya realized that some students could not answer the item
because of the wrong usage of the material. Therefore she gave the following
formative feedback orally at the end of the activity:

...... The length of the line segments are 2 units, 1 unit, 3 units, and 5 units.

(She wrote the dimensions of the lengths on the board). Some of you

counted the holes. We are counting the segments between the holes, not the

holes themselves. (Then she constructed the geometric shape by combining
the geometry sticks).

It can be observed in the conversation that, Ms. Kaya gave formative
feedbacks about the wrong usage of geometry sticks. Her relevant words were:
““students could not get the correct answer because they counted the holes instead of
segments between the holes. Therefore I preferred to give feedback about the usage
of the geometry sticks’’.

Fourth of all, Ms. Kaya used informal assessment results to prevent
students from feeling anxious. Her words for a 5t grade student Kaan were as

follows:

He does not want to volunteer for solving problem on the board. He does
not attempt to answer even an easy question. [I think if a student does not
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ask to attend for any activity, it means s’he does not understand the issue].
Sometimes | want to call Kaan to the board however if he cannot answer
the question, he would feel unsuccessful. I do not want to hurt his feelings.
It is obvious that he could not have answered the questions. When I force
him, on the other hand, it would be like emphasizing his situation.
Therefore I prefer not to force him (q27).

Fifth; Ms. Kaya stated in the interviews that she used the results of the
classroom observations and whole-class worked examples to encourage students to
study. She continued with saying: ‘‘sometimes the students who were unsuccessful
or unwilling for studying mathematics, wanted to answer an item. I gave them
permission to answer the item. In other words, I gave them a chance. I wanted to
make them feel comfortable in the mathematics lessons’” (q28).

Sixth of all, the interview data and classroom observations pointed out that
Ms. Kaya used assessment results to detect on which fields of mathematics were the
5t grades weak or good. In other words she used the assessment results for making
diagnostic decisions. For instance after the performance-task implementation on
11.04.2014, by which students had to show the addition and subtraction operations of
fractions through model, she identified that some students were good at doing
operations with fractions but not good at handcrafts (drawing, constructing shapes,

making arrangements, etc.). Her related words were as follows:

Some students drew the model on the carton. Then they cut the same shape
from the construction paper. However they could not match the model and
the construction paper part since they did not have handcraft. Although
they knew what they would do, they did not have the ability of visualizing
their work. (q29).

In addition to detecting students’ weakness about handcraft, Ms. Kaya
acknowledged that some students were weak on showing mathematical operations
through models, too. She gave Student Mehmet’s performance-task study as an
example for such situation. In an item, according to the guidelines, students were

asked to determine an integer and an improper fraction. Then they were asked to add

these numbers and show the operation through a model. According to the observation
data, Mehmet’s group chose an integer and 14—5 for the addition operation. Moreover

they were asked to show the operation through a model. In that manner it was
observed that Mehmet asked questions to Ms. Kaya. Ms. Kaya summarized their

conversation as follows:
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Mehmet is a high-achiever. However he could not show 15/4 through a
model. I observed that he wrote the fraction. I think he could not
remember to model a fraction. He had divided a whole area into 15 pieces
and thought to paint four pieces of that whole area. Then he said himself
that such an operation could not have been correct. He realized that he was
wrong in showing the fraction through a model. However he could not
realize to transform the fraction into mixed fraction and to continue with
drawing a whole area for the integer part of the fraction. (q30).

The interview data and document analysis also revealed that Ms. Kaya
determined students’ weakness on problem solving ability. She stated that students
gave correct answers to the mathematical operations. However she added that when a
problem was asked, they could not do the operations related with that problem. For
instance in the ‘‘problem solving activity’’, the cost of each equipment for
constructing a puppet was given. Moreover the cost of the puppet for each trademark
was also given. They were asked to find the minimum cost of the equipment for
constructing the puppet. Ms. Kaya claimed that students were able to make the
addition and subtraction operations with decimal numbers but they had difficulties in
solving the current problem. She said that some students added the cost of a puppet
to the total cost of equipment. This was wrong. Some of them, also, calculated the
prizes for the two trademarks but they could not answer the problem. She clarified

her observations with the following sentences:

I was expecting more number of correct answers. However some students
surprised me. I think this was the result of their lack of problem solving
ability. It was not because of lack of knowledge of addition-subtraction
operations with decimal numbers. Maybe if we had not asked the
operations in a problem form, they would have given the correct answer.
On the other hand, if we asked the cost of each equipment for constructing
a puppet, or how much a puppet will cost, I think they would solve such
problems. (q31).

According to the interview data, by using the assessment results, Ms. Kaya
identified the 5 grade students who had strengths about drawing geometric
expressions whereas they had difficulties in writing the definitions of these
expressions. She mentioned a classroom dialogue as an example: ‘I asked a student
the definition of the rectangle. He could not define it in written form, and wanted to
define it by drawing. Then he drew the shape correctly. He had learnt the rectangle
and properties of a rectangle but I realized that he was more comfortable on defining

it by drawing.”’ (q32).
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During the interviews Ms. Kaya stated that she used assessment results for
determining the students who showed weak performances in the lessons but got high
marks in the paper-and-pencil exams:

My students Mustafa and Ali do not seem to be interested in mathematics.
They are not active in the mathematics lessons. Moreover they misbehave
during the lessons. I need to warn them too much about their misbehaving.
However they got over 95 from the 1% paper-and-pencil exam. That means
they understand the lessons somehow or they learn by studying alone at
home. In other words they have a potential about mathematics. They
misbehave but they are high-achievers at the same time. (q33).

Ms. Kaya determined that students were weak on transferring a length
measure to the higher length units, too. She came to this conclusion with the results
of the 3™ paper-and-pencil exam. It was seen in the students’ exam papers that, some
of them passed the sub-item asking ‘220 m = ............. hm’’ whereas some of them
gave an incorrect answer to it. For instance they wrote ‘22’ in the empty space.
According to the interviews, by using the results of project-study and performance-
tasks, Ms. Kaya determined that students’ were weak on doing research,
summarizing the results of their research, and studying in group. Moreover, she
admitted, since they were not familiar with group works, 5t grade students had
difficulties in being organized during group works of the performance-tasks.

To sum up; Ms. Kaya used assessment results in order to improve students’
learning of mathematics by monitoring the their progress; assigning their overall
grades for the whole year; giving formative feedback to them and their parents;

preventing them from feeling anxious; encouraging them to study; and diagnosing

the areas of strengths and weaknesses.

4.1.3 Ms. Kaya’s Views

In this section Ms. Kaya’s views about their views about the students’
learning of mathematics, about the factors affecting teaching mathematics, and about

assessing students’ learning of mathematics will be described. The results will be

used to answer the following research questions:
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1. To what extent are the participating mathematics teachers’ classroom assessment
procedures related to their views about the students’ learning of mathematics, about
the factors affecting teaching mathematics, and about assessing students’ learning of

mathematics?

2. What are the discrepancies between the participating mathematics teachers’ views
about assessing the 5t grades’ learning of mathematics and their perceived classroom

assessment practices?

4.1.3.1 Ms. Kaya’s Views about Students’ Learning of Mathematics

Ms. Kaya claimed that 5t grade students learned mathematics mostly by
questioning. She stated that:

Since they are very young, their skills to work by themselves have not
developed completely. They ask everything. They even ask which pencil
to use or how to arrange their notebook. In other words, working by
questioning method is more effective on their learning. Leaving them
alone or waiting them to study are not as effective methods as questioning

(q35).

In that manner Ms. Kaya thought that students put teachers in the place of
counselors during the assessment process. She added that they consulted her during
the processes of performance-tasks, project-studies, or their homework. She
explained her thoughts as follows:

Their thoughts have not been developed yet. Therefore they cannot clearly

see what is missing in their studies and they ask questions. For instance, a

student may say that s/he has finished half of her/his task and asks whether

s’he has done correctly; or another says s/he does not understand her/his
task and s/he does not know what s/he would research. They are consulting

and I am giving answers to their questions. In other words there is a

consultation process. (q36).

Ms. Kaya argued on the factors that affected the 5t grades’ learning of
mathematics, too. She stated that students’ natural ability about mathematics was
important in learning mathematics. She gave examples from her students and said
that ‘‘some students do not have the ability. Even though s/he works ten times
harder, s/he cannot comprehend the topic.”” (q37). After the activity of “addition of

fractions”, in which students are expected to model addition of fractions, she said
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that some students could express and did the addition operation correctly but they
could not model them. According to her, the students could do the operations in their
mind, but writing in mathematical form or modeling needed different abilities.
Therefore she thought that natural ability of mathematics varied based on the types of
mathematical tasks. She claimed, for instance that a student who was successful in
doing mathematical operations did not always have the ability for other types of
mathematics tasks such as modeling or working for a project.

In addition to natural ability, Ms. Kaya thought that background knowledge
was needed for achieving mathematics. During the interviews she also emphasized
the importance of basic mathematics knowledge for becoming good at mathematics.
Her words were as follows:

For instance there are 5™ grade students who do not know multiplication
and division operations. Even there are such students in 7 grades. In other
words they do not have a background in mathematical knowledge. They
have not learned multiplication and division in primary school. How can I
teach him/her a harder topic? (q38).

In that manner she placed more importance on the primary school teacher’s
role in a student’s learning of mathematics. However she did not think similarly
about the importance of the mathematics teacher. She thought that if a student had a
proper mathematical background and had enthusiasm for studying mathematics, s/he
could learn mathematics herself/himself. Moreover she thought that the students
liked to study the courses at which they were successful. In that manner she sampled
such students saying that they wished to have three lessons on the days they have two
mathematics lessons or two lessons instead of one in one day.

According to Ms. Kaya’s views, in learning mathematics, primary school
teacher and students’ enthusiasm were as important as natural ability and background
knowledge. She stressed that students spent all the classroom hours with their
primary school teachers in the primary school. Therefore primary school teachers’
concerns affected students’ mathematics learning. Her thoughts about the importance
of a student’s mathematical background, enthusiasm towards mathematics, primary
school teacher, and elementary school mathematics teacher were as follows:

Primary school teacher’s contribution to mathematics is very important. |
do not think that a student is able to do middle school mathematics if s/he
does not know the addition-subtraction operation, or if s’he does not have
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a problem solving ability. So I think...if I want to express the factors with
percent, the big percent is for primary school teachers. Then the student’s
mathematics ability comes. | think that the middle school mathematics
teacher has very little role in that. For instance a student could not come to
school and listen to the topic from her/his teacher. If that student has a
background, ability and enthusiasm, s/he can achieve by studying at
home...I think it is not only related with the mathematics teacher. (q39).
Ms. Kaya also emphasized the importance of regular practice in
mathematics learning. She asserted that some students could not achieve in
mathematics because they did not make regular repetition. Even if they could
understand mathematics and had a mathematical background; they did not practice
constantly. Thus, they were not successful in mathematics. She, also, said that the
mistakes of the students were not related with her teaching. She explained her
thoughts during the post-activity interview of the 3™ paper-and-pencil exam. A part
of the transcript of her thoughts was as follows: ‘‘the reason for the student’s
mistakes in the exam is not my teaching. Actually I solve similar problems in class. It
happened because he/she did not repeat’ (q40).
Ms. Kaya, also, pointed out the classroom environment as an important
factor in learning mathematics. For instance she told that if the students in a
classroom were mostly high-achievers, the low-achievers in that classroom tried
harder to study mathematics. She said that ‘‘school administration changed some
students’ classrooms during the academic year. These students were the low-
achievers or misbehaving ones. The reason for the practice was to provide hard-
working role models to low-achievers’’. (q41).

Last of all; Ms. Kaya acknowledged the importance of parents’
socioeconomic level and education on the students’ mathematics learning. She
supported her thoughts within the context of the current school. She said that, in the
current school, family problems existed. For instance divorced parents, uneducated,
illiterate families, economic problems and unconcerned mothers-fathers were among
some of these problems. She thought that such family characteristics affected
students’ learning habits negatively. At the same time, she added that students who
had parental support at home learned easier than the ones who did not. Thus, she

claimed that parents’ concerns were very important for students’ learning, too. In
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order to explain the positive effect of a family, on the other hand, she gave one of her

students as an example:

He is not only interested in learning mathematics; he is also trying to learn
to play a musical instrument, and he made researches about the natural
environment. He even wrote a little book about ants. He had made a cover
with an awesome picture of an ant on it. He wrote a detailed preface about
ants in it. He investigated test items from internet, made research about
mathematics. I knew his family. They were very attentive to him. They were
literate people and he was their only child. They have been involved with
him from his childhood. Since they were very attentive to him, he had
improved himself (q42).

In summary; According to Ms. Kaya, although the 5t grades learned by
questioning, their natural ability about mathematics, background knowledge, primary
school teacher, their enthusiasm and regular practice in mathematics affected their
learning of mathematics. On the other hand, achievement level of a classroom,
parental support, socioeconomic and educational levels of their parents were

distinctive factors on the 5™ grades’ learning of mathematics, too.

4.1.3.2 Ms. Kaya’s Views about the Factors Affecting Teaching

Mathematics

Ms. Kaya said that she could not use some teaching methods because of
time limitation. Her thoughts were as follows: ‘‘managing everything is very hard:
using teaching methods, giving lectures, disciplining the students. Therefore, in any
case, you neglect one of them.”” (q43). She described her thoughts with time
limitation and workload of the curriculum. According to her, 5 hours a week was
limited to teach mathematics efficiently. For instance she claimed that she could not
use teaching materials or assessment methods such as portfolio or constructed-grid
because of restricted time. She added that if she was the person who prepared the 5t
grades’ mathematics curriculum, she would transfer some 5t grade topics to 6"
grade, so that time limitation would not be a problem for mathematics teaching. In
other words, according to her, some changes could be done to make mathematics
teaching more efficient in 5t grades’ classrooms. She explained her opinions as

follows:
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For instance it can be like this. We teach addition-subtraction operations in
fractions. Problem solving by using fractions is also in the curriculum.
This is an evolving curriculum. Therefore the fraction problems can be
transferred to 6™ grades’ curriculum. By this way, teacher can solve more
examples about the addition-subtraction topic. However, 1 look at the
existing curriculum, there are lots of topics and textbook is thick. Well...if
I do a lot of addition-subtraction operations, there will be less time left for
problem solving. Therefore I accelerated teaching the ‘‘fraction’’ topic.
Some topics also can be transferred to the g grade curriculum-of course
the 8" grades’ topics are harder-but they have a few topics. The 6" grades,
on the other hand, have a loaded curriculum, too. In my first year at
teaching, for example, I had difficulties in teaching all topics of the 6"
grades’ curriculum. Now, it is the same for 5t grades’. I think time is not
enough (q44).

According to the overall interview data, Ms. Kaya had clear thoughts about
mathematics teachers’ effective teaching. She thought that having elementary
mathematics knowledge and teaching it were different. She added that there were
hard topics to be taught and primary school teachers were not always good enough at
teaching all these topics. Middle school mathematics teachers, on the other hand,
were more professional on these topics. Therefore she claimed that mathematics
teachers taught mathematics more efficiently than primary school teachers. In that
manner, she stated that adding a 5t grade to middle school was a good choice.

Although she came up with positive ideas about mathematics teachers’
teachings to 5t grades, Ms. Kaya had concerns about the process of 4+4+4 education
system. She reminded that the 5t grades became middle school students
unpreparedly. She claimed that students were expecting to continue with their
primary school, but they had to start with the middle school, suddenly. As a result of
this, she said, both the teachers and the students could not become familiar with the
new system. She continued with the following sentences:

Students faltered because of this unexpected change. Maybe because of
their ages or the way of their thinking, they ask primary school students’
questions. For instance they ask whether they could use colored pencils,
whether they would use subtitles. (q45).
To sum up; Ms. Kaya claimed that time limitation and workload of the 5™

grades’ mathematics curriculum had negative effects on mathematics teachers’

teachings. Moreover 5t grade students were too young to adapt to the middle school
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environment. On the other hand learning mathematics from mathematics teachers

would have a positive impact on students’ mathematical development.

4.1.3.3 M. Kaya’s Views about Assessing Students’ Learning of

Mathematics

First of all; it can be said that Ms. Kaya is a teacher who mostly relies on
classroom observations and paper-and-pencil exam results in assessing students’
learning of mathematics. According to her, there is an order of importance between
assessment methods. She thought that, in order to assess students’ learning of
mathematics; paper-and-pencil exams, participating in classroom exercises and their
behavior during lessons are more important than performance-tasks and project
studies. She put much emphasis on a student’s participation in the classroom
exercises, raising her/his hand to volunteer for responding to the questions, and
her/his exam marks.

Second of all; she told her views about the assessment methods that she
used. According to her, paper-and-pencil exam results and classroom observations
were important in getting valid data about students’ learning of mathematics. She
claimed that together with observational data, paper-and-pencil exams helped for
getting valid results about students’ achievement. At that point she stated the
followings:

Getting much more valid results depends on lots of criteria. Which is much
effective, implementing one paper-and-pencil exam or 3? Of course 3
paper-and-pencil exams are more effective than implementing one. Some
students cannot show their potential in all the paper-and-pencil exams.
However they can be active in classroom activities. Thus it is important to
assess a student as much as possible’’ (q46).

However her thoughts about the performance-tasks and project studies were
not as positive as her thoughts about the classroom observations and paper-and-
pencil exams. Although she agreed that both the performance-tasks and project
studies initiated self-study among students, she admitted that she had to implement
performance-tasks and projects since it was an obligation. However she did not think

that the tasks and projects completely reached their aims. She explained the reason of

her thoughts as follows:
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Students want to increase their paper-and-pencil exam grades by project-
studies and performance-tasks. For instance, students who have low paper-
and-pencil exam grades from mathematics mostly want to make a project-
study from mathematics. The reason for such a choice is to make the
overall grade higher. They want to upgrade their grades from 2 to 3; or
from 1 to 2, etc. (q47).

Like she interpreted the aims of performance-tasks and project studies, she
also represented her views about the contexts of them. According to her, the aims of
performance-tasks were to make students review a topic or consolidate a topic
whereas project-studies aimed to evaluate higher order skills. She explained her
expression of ‘‘higher order skill’’ as thinking three dimensional, having the ability
of connecting information, making more research. She claimed that ‘‘Researching
Famous Turkish Mathematicians’> could be a performance-task but ‘3D scale
models of prisms, pyramids, and their expansions’’ could be a project study. She

continued to advocate her thoughts by the following words:

We give project-study once in a year because it evaluates higher order
skills. For instance I think that learning fractions is not enough for
developing mathematical sense. I think a student needs different
information about mathematical world, too. S/he needs to learn cutting-
sticking, preparing a poster, making researches for further studies. It
means s’he needs to gain different abilities. For instance in my time-I
cannot remember whether in primary school or in middle school-my
teacher asked us to learn meanings of the words from the dictionary. What
did we learn by this exercise? We learned how to use a dictionary. There
are even adults who cannot use the dictionary efficiently. Another example
can be the golden ratio. This is a topic related with real life. Students can
learn the reflections of golden ratio in real life by studying it as a project.
On the other hand the way of making research through internet can be
gained by project-study, too. In this sense I think, if a project-study was
implemented conveniently, it would be efficient. However I do not think
that project-studies are being implemented in parallel with their aims.

(q48).

According to Ms. Kaya assessing a student’s performance referred to
implementing performance-tasks. She explained her thoughts about performance
assessment with the following quotation:

Performance assessment is a method that helps education from using only
paper-and-pencil exams, or from 10 or 25 standardized patterns of items. It
is expected that students get the opportunity of showing their different
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abilities through this method. However it is a must to observe students’
performances during the task. (q49).

Although she did not practice all of them, Ms. Kaya made comments on the
assessment methods that were offered in the mathematics curriculum. For instance,
according to her, student portfolios were useful resources for students. In their
advanced mathematics education, students could check what they have done about a
topic by using their portfolios. Moreover, she said that concept-maps gave students
the opportunity to summarize their learning. She explained her comments by saying
that, students could group the concepts and distinguished them clearly by using
concept-maps. For constructed-grid, on the other hand, Ms. Kaya thought that it
helped students to draw 3D shapes. She said that, in symmetry topic for instance,
using constructed-grid could be a good choice. She underlined the supportive roles of
writing journals, constructing posters, and presentations on mathematics learning,
too. In that manner she thought that teachers could check students’ learning by
journals day by day whereas they could prevent cheating by following students’
presentations and posters. Last of all, she thought that drama study was suitable
mostly for language courses.

Third of all; Ms. Kaya affirmed comments about the contribution of
assessment results to students’ learning of mathematics. For instance, she argued that
paper-and-pencil exams gave feedback to both mathematics teachers and 5t grade
students. She claimed that teachers could understand their teaching effectiveness and
the students realized their weaknesses and strengths about mathematics. Moreover
teachers could make adjustments for their further assessment practices whereas
students could study regularly to make up for their lack of knowledge in
mathematics.

Fourth of all; Ms. Kaya discussed the factors that affected the assessment of
students’ learning of mathematics. She mostly complained about time-limitation and
curriculum disparity. She thought that, for an assessment process, time limitation and
the workload of 5™ grades’ curriculum were effective. For instance she stated that,
because of time-limitation she could not implement assessment methods such as
drama study, presentation, writing-journal, and constructed-grid. Her words were as

follows:
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There are lots of assessment methods. In order to implement them
effectively, you need to have fewer groups and fewer students. In other
way, | need to spend all my afternoons for preparing them and dealing
with them. Therefore I cannot do everything. If I try, I need to take too
much work to home. Therefore I have not been implementing all of them.
I, mostly, try to implement the compulsory and the important ones. (q50).

She continued with saying that, there should be a formal time to evaluate
students’ works. Thus teachers would spend efficient time to evaluate students’
works.

She also claimed that classroom environment affected the students’
performances in the assessments. For instance she analyzed that some students got
high marks in the paper-and-pencil exams but preferred to be inactive during the
lessons. According to her views, hard-working students did not feel themselves
comfortable if their classmates were low-achievers or misbehavers. She added that in
such classrooms hard-working students preferred to isolate themselves and did not
pay attention to whole-class worked examples.

In addition to time-limitation and classroom environment, Ms. Kaya also
mentioned the effects of students’ personal problems on their assessment results. In
that manner she talked about the students who were active during the classroom
activities but low-achievers in paper-and-pencil exams. According to her the reason
for such differences took place because of the paper-and-pencil exam anxiety, family
problems, or being physically sick during the exams. In order to make a clear
evaluation on a student’s mathematics performance, on the other hand, she pointed
out the classroom observation data and continued with the following sentences: ‘‘you
look at student’s performance in class and observe her/him directly. I mean there is
nothing else; there is not another criterion. The whole reality about student emerges
directly, so it is not like performance-task or project-study.’” (q51).

In order to clarify her thoughts, she gave an example from her first semester
experience. She implied that although 5t grade students were high-achievers during
the lessons, some of them could not get high marks in the first paper-and-pencil
exam of the first semester. ‘‘I think they were mixed up to have a new teacher, new
curriculum, etc. Most of the items were traditional type, however there were a few

multiple choice items in the exam. They could not get over it’’ she admitted. Then
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she explained how she used the observational data results for calculating the overall
grades of the students at the end of the first semester: ‘‘Therefore I did not focus on
the paper-and-pencil exam results. In order to compensate the grades, 1 tried to be
flexible in grading their class-within performances’’. (q52).

The interview data showed that Ms. Kaya’s views about the suitability of an
assessment method affected her assessment practices, too. She thought that some
methodss were not suitable for mathematics or more suitable for other fields. For
instance she put concept-maps in this category and continued with the following
words:

I think that concept-maps can be used for a few topics. For instance, since
they involved definitions, they can be used in assessing students’ concept
knowledge about triangle types. However I think that concept-maps would
be more suitable for science courses than they would be in mathematics
course. Therefore I do not use this method effectively (q53).

Another argument put forward by Ms. Kaya was about the incompatible
results of the assessment practices. For instance she acknowledged that sometimes
students got low marks in the paper-and-pencil exams, but they got higher marks in
their performance-tasks. She explained this situation by parental help. According to
her, parents cannot intervene in the paper-and-pencil exams but they can direct their
children at home during the preparations of the performance-tasks. She added that
students wanted to see a high overall mark in their semester report, so they let their
parents to be a part of the tasks. In other words she claimed that parents helped
performance-tasks and projects physically, so performance-tasks and project studies
were risky. She continued with saying that she preferred to implement all steps of the

performance-tasks in the classrooms. She advocated her related thoughts as follows:

When s/he did her/his performance-tasks and project studies at home, I
cannot be sure whether s/he did the studies herself/himself. Maybe s/he got
help from other people, maybe s’/he wrote a prepared one from internet.
For instance I give a task-I guess the golden ratio. I observe that s/he
searches from internet, write it down and take it to school. I do not think
that is a big assessment. In my opinion participating in classes, raising
hand to volunteer the exercises, and exam grades are ahead of the others. |
put much emphasis on them. Of course I do not mean that performance-
tasks and projects are insignificant but...I think they do not provide certain
results. (q54).
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It can be said by the quotation above that, according to Ms. Kaya, providing
honesty was also a problem for her assessment practices. For instance, she stated that
she did not prefer to assign a task on researching a topic at home because of the
honesty problem. She thought that, if she did not actually observe students as
working, she could not be sure whether all the steps of the study were completed by
the students. Therefore, she advocated, not assigning a task about researching a topic
was a kind of solution for preventing students from cheating.

At the same time Ms. Kaya asserted that 5t grades’ maturity level was an
obstacle on assessing students’ learning of mathematics. She claimed that students
were not interested in drama study because of their lack of maturity and added the
followings: ‘‘they are too young. Therefore I do not use drama study. I know that
they are not interested in such methods. They even do not make their project studies
by themselves; their parents do them’’ (q55).

Ms. Kaya went on to say that students were too young to get some
responsibilities and could not concentrate on a topic for a long time. She gave the
group work study of performance-tasks as an example. She thought that group work
had a negative effect on performance-tasks. According to her, 5t grades were
unpracticed to be organized in a group work. After she implemented the
performance-task in the classroom, she stated that:

I designed it for a group work but it was not as I expected. Although it was
72 minutes, they wasted time and could not use it efficiently. They were
solving such questions easily in the classroom. There were only 3 basic
questions; however they could not make decisions, could not share the
duties, and could not decide whose words would be written on the study.
Even easily taught ones faltered. I think they need to learn group work

(q56).

In addition to the previous statement of Ms. Kaya, it was observed that
some students did not get the equipment of the performance-task to the classroom.
Some of them, also, seemed to be practicing irrelevant activities with the
performance-task. ‘‘Therefore’’, she added, ‘‘such behaviors haltered assessment
process’’. She also claimed that: “‘If they were in 7" or 8™ grades, they would have
taken the requirements to the classroom on the implementation day and would finish

their works much more consciously’’.
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As a result of her thoughts about maturity effect, Ms. Kaya stated a
suggestion. She said that if she would have the chance of making changes in 5"
grades’ assessment procedures, she would make changes about project-studies and
performance-tasks. Her suggestion was as follows:

I think a 5™ grade’s inability of constructing a poster is acceptable because
in order to gain higher order skills, the intelligence and thoughts should be
developed. Therefore the project-study should be removed from 5t grade
curriculum, even performance-tasks; therefore I would like to make a
change about this issue. (q57).

During the data collection process, as a suggestion of the mathematics
department, 5t grades’ second paper-and-pencil exams were implemented in
common. However in Ms. Kaya’s opinion, common-paper-and-pencil exams caused
problems. For instance she stated that although she had taught all the topics related
with the common-exams, her 5" grades’ mathematics achievement average was low
in that exam. However the field notes also indicated that, 5™ grades’ grade average in
the common paper-and-pencil exam were lower than it was in the 1¥ and 2n paper-
and-pencil exams. Ms. Kaya claimed that since some of the items were prepared by
other mathematics teachers, students were mixed up and got low marks. She gave a
student’s paper-and-pencil exam grades to support her argument: ‘‘she took 95 from
the first exam and 65 from the common-exam. I guess she will take a higher grade in
the third one because this exam included other teachers’ items, too; not only mine’’.

Ms. Kaya pointed out the impact of reading comprehension on students’
mathematics assessment results. She thought that students could not understand what
the question asked because of their incapacity in reading and understanding. She
claimed that sometimes students gave wrong answers to the items only because of
reading comprehension problem. Moreover, she observed that weaknesses on
reading comprehension made negative effect on 5t grade students’ researching and
inferring activities. She thought that gaining reading habit would solve reading
comprehension problem. Then she advocated her thoughts with the following
quotation:

Some students can think mathematically and can do operations correctly in
the assessment activities, however they cannot respond to open-ended
items. If they read regularly, they would not have problems on explaining
mathematical operations by sentences (q58).
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In conclusion; Ms. Kaya’s views showed that, in order to assess students’
learning of mathematics, she placed the much emphasis on the results of paper-and-
pencil exams and classroom observations. She also taught that performance
assessment was an alternative to paper-and-pencil exams and could be done by
performance-tasks. Although she had positive ideas about writing journals,
constructing posters, presentations, constructed-grid, concept-map, drama study and
student portfolios, she did not prefer to use them. She explained her reasons by the
limitation of time and the workload of the curriculum. Moreover, as they were
affecting the assessment process, she disputed the negative contributions of parent
help, time and curriculum disparity, classroom environment, personal or family
problems of the students, the maturity level of them, and the suitability of the
assessment methods, difficulties to provide honesty, capability in reading, and the

common paper-and-pencil exam obligations.

4.1.4 Summary of Ms. Kaya’s Views and Assessment Implementations

Ms. Kaya implemented both formal and informal assessments in her
classes. For informal assessment she used observational data, whole-class worked
examples and let students to discuss the topics during the activities. For formal
assessments, on the other hand, she used paper-and-pencil exams, project-studies,
and performance-tasks.

Moreover, in the scoring part of the assessment procedure, Ms. Kaya
prepared answer keys and used scoring-guides and she was in communication with
other people (parents, colleagues, etc.). She was in touch with the parents during the
assessment stages.

She used assessment results for several purposes: to make decisions on
repeating a topic, to understand her teaching effectiveness, to make or to intent
adjustments for further assessments, to decide the suitability of an assessment
method, to diagnose the areas of strengths and weaknesses, to monitor students’
progress, to prevent students from feeling anxious, to assign students’ overall grades
at the end of the year, to give formative feedback to students and their parents, and to

encourage students to study.
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Ms. Kaya stated her views about the 5t grades’ learning of mathematics.
According to her observations, 5t grades learned by questioning. She also stated
that, although mastery of mathematics developed by regular studying, 5t grades
could not study by themselves. Instead, they preferred to ask questions about each
issue in a lesson. In that manner she claimed that, students thought the teachers as a
kind of counselor and asked all their questions to them during the lectures.

She also made comments on the factors which were effective on learning of
mathematics. According to her, students’ primary school teachers and mathematical
background were the most effective factors on their mathematical learning. Besides
students’ natural ability and enthusiasm about mathematics; regular practice; their
parents’ education and socioeconomic status; and classroom environments were also
effective on mathematics learning.

Ms. Kaya did not place much emphasis on performance-tasks and project-
studies because of the possibility of cheating. According to her, in order to assess
students’ learning of mathematics, paper-and-pencil exams, participating in the class
and students’ behaviors were more important than the results of the performance-
tasks and project studies. Besides she claimed that common paper-and-pencil exams
had negative effect on students’ grades.

Last of all; Ms. Kaya stated her views about the effects of the 4+4+4
curriculum. Although she agreed that activities such as performance-tasks and
projects encouraged self-study among students, her complaints were mostly about
these two assessment methods, too. It was understood that she implemented them
because of the legal obligation. She thought that she could not implement these
methods effectively because of students’ ages, their incapacity in reading and
understanding Turkish, difficulty in preventing cheating, and time limitation. On the
other hand, she thought that transferring 5t grades from primary school to middle
school had the following positive effect on learning: students had the opportunity for
learning middle school mathematics from the teachers who were educated to teach

only middle school mathematics.
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4.2 Case Two: Ms. Solmaz

First of all; different from Ms. Kaya, Ms. Solmaz had been teaching
mathematics to four 5™ grade classes during the data collection procedure. She stated
during the interviews that her 5™ grades had similar levels in mathematics
achievement and had similar background about mathematics.

Like Ms. Kaya did, Ms. Solmaz also practiced the formative classroom
assessment activities which were prepared by the researcher. The activities were
“the quiz activity’’, ‘‘addition of fractions activity’’, ‘‘problem solving activity’’
and ‘‘constructing a rectangle activity’’. The video records of the ‘‘addition of
fractions activity’’ and the ‘‘constructing a rectangle activity’’; interview data; field
notes and documents were contributed to explain Ms. Solmaz’s classroom
assessment procedures; to determine in what ways she used the assessment results;
and to explain her views about students’ learning of mathematics, factors affecting

teaching mathematics and assessing students’ learning of mathematics.

4.2.1 Classroom Assessment Procedures of Ms. Solmaz

Ms. Solmaz had been making use of both formal and informal assessments
in her 5™ grade classrooms. Interview and video data indicated that, Ms. Solmaz used
observations, whole-class worked examples, journals and homework for informal
assessment data. Her formal assessments, on the other hand, included paper-and-
pencil exams, performance-tasks, and project-studies. In the following two sections,
the informal and formal assessment procedures of Ms. Solmaz will be explained
respectively. The results will be used to answer the following research question:

“What assessment procedures do the participating mathematics teachers use

in the 5™ grade classrooms?”
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4.2.1.1 Informal Classroom Assessment Procedures of Ms. Solmaz

According to the overall data Ms. Solmaz’s informal assessment data
included observations, whole-class worked examples, journals, and homework.

First of all; according to the interview data, Ms. Solmaz placed importance
mostly on observational data in assessing 5t grades’ mathematics achievement. She
explained her thoughts with the following words:

I think I mostly care my individual observations because I can directly
observe a student in the classroom. Of course we implement paper-and-
pencil exams however, according to my classroom observations, I have
already had an idea about students’ achievement levels. Of course there are
exceptions. There will be exceptions in the further exams, too. For instance
some students are not active in classroom activities but getting high grades
from paper-and-pencil exams. Anyway, I think my classroom observations
give more realistic data (q59).

She claimed that observational data was very important because she could
analyze students’ behaviors and achievement levels directly by observing them. She
added that she could understand how much a student learned a topic by looking at
her/his eyes:

I can understand whether a student understood the topic from her/his eyes.
S/he involves in classroom activities, too. S/he holds her/his finger
insistently to volunteer for solving the problems. Whether you do not give
her/him permission to talk, s/he insists. The student who does not
understand, on the other hand, hides herself/himself. S/he does not look
you in the eye. Although you do not observe her/his practice in an activity,
you can realize that s/he does not learn the topic. (q60).

The video records of the classroom sessions on the dates 04.04.2014
(addition of fractions activity) and 09.05.2014 (constructing a rectangle activity)
revealed that Ms. Solmaz observed students by walking around the classroom. It was
observed that Ms. Solmaz tried to understand whether the items of the activities were
responded or not. As soon as all the groups responded to an item, she gave them
permission about responding the subsequent item. She did not keep a written record
for examining students’ classroom activities or for identifying the amount of work

put by each student.
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It was revealed with the video records that while she was observing
students, Ms. Solmaz also involved in students’ activities. For instance during the
“‘constructing a rectangle activity’’, she realized that a group had difficulty on using
the geometry sticks. At that point she wanted to help students for using the sticks and
for the aim of helping, she solved one of the items. The situation took place in the
14™ minute of the “‘constructing a rectangle activity’’:

Student A: We could not decide on how to use the material (The item was
the first one and the materials were the geometry sticks. It was asked
students to figure out whether the lengths of 2 units, 4 units, 2 units, and 4
units construct a rectangle)

Ms. Solmaz: Now show the 2 units with the geometry stick (student did it).
Now fix a screw in the hole.

Student B: Ok. We did it like that (They showed the 2 units length with the
material and put a screw in the hole)

Ms. Solmaz: Ok. Now here it says 4 units. Show it and, by using the
previous screw, combine the two sticks on the same hole. (At that point
students get confused and could not combine the two sticks. Then Ms. Kaya
combined them. Moreover she showed another 2 units with a different
stick, and 4 units with the last stick. Last of all, she used screws and
constructed the rectangle herself).

It can be seen in the conversation that Ms. Solmaz tried to clarify the
misunderstandings about using geometry sticks by answering the item directly. In
other words, Ms. Solmaz interfered in the activity by giving answer to one of the
items.

A similar situation took place in the ‘‘addition of fractions activity’’ session
on 04.04.2014, too. According to the classroom observation of the activity, Ms.
Solmaz chose a spokesman in each group. When a group solved an item, the
spokesman went to Ms. Solmaz and asked whether the answer was correct. For
instance in the second item of the ‘‘addition of fractions activity’’, it was asked
students to do the following operations by using fraction bars and show the

operations through models:

1.2

Ms. Solmaz did not wait for students to discuss the item. Instead, she read it

to class, wrote the operation on the board and asked them to solve it. In the 5t
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minute of the activity, the spokesman of a group said that they found the result as
3/5. Ms. Solmaz said that ‘‘Ok. Now show it through model on your papers’’. The
activity continued like that: Ms. Solmaz wrote items on the board and gave time.
Then the spokesmen gave the answers. The whole activity finished in 17 minutes.
According to Ms. Solmaz, doing such an organization provided classroom
management and efficient.

According to the interview data, Ms. Solmaz also practiced whole-class
worked examples and she named them as ‘‘brain storming’’. In that manner she
stated that she practiced whole-class worked examples for two aims: in order to
remind students their mathematical background or in order to complete the teaching
of a new topic. She explained her practice:

Before starting to teach a topic, on which they had a pre-knowledge, I check
what they remember about that topic by question-answer method. For
instance before we solved problems about exponent numbers, I provided
them brain-storming and asked to respond quickly to the questions such as
52 or 23. Students who have pre-knowledge about the topic could answer
the questions. Sometimes they gave wrong answer. However if they
remembered anything, they corrected their mistakes. After then I continued
the lesson. On the other hand, there are topics which are not familiar to the
students. In such situations, I teach the topic with a few sentences and then |
ask questions in order to clarify the topic. I try to teach the topic by problem
solving. Some students are enthusiastic to respond or state their ideas. Then,
in the light of their comments, I continue to teach the topic. (q61).

It was indicated by the interviews that Ms. Solmaz used constructed-
response items in classroom exercises. According to her words, she did not have any
mtention about what to ask in the lessons, the classroom environment oriented her.
““in some classrooms’’, she stated, ‘‘students seem more ambitious towards
mathematics. In such situations I ask higher order questions’’. Her related words
about actualizing the exercises were as follows:

I do not intent or make a pre study about the examples. I do not prepare a
written document about the questions. The classroom environment affects
me. For instance, in some classrooms, students are willing to study and wait
for encouragement. In such classrooms I push myself to make alternative
studies. In some classrooms, on the other hand, you do not feel excited
because students’ weak mathematics potential prevents you to ask higher
order questions. (q62).
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She added that sometimes she used students’ own questions in the sessions,
too. She continued by saying: ‘‘during the teaching period for instance, students
bring questions related with the topic. Sometimes these questions can either be the
ones which are not easy, only high-achievers can answer them. Nevertheless, I ask
the question to whole class’’. (q63).

The interview data and the field notes showed that Ms. Solmaz’s 5" grades
kept journals other than their classroom notebooks. Ms. Solmaz called these journal
as ‘‘home-notebooks’’. Students rewrote their daily studies on these notebooks. ‘I
wanted to provide them making daily repeats about what I told in mathematics
classes’” said Ms. Solmaz and continued: ‘‘with this method I thought that, what I
taught would not go in vain and they would learn to take responsibility. Lastly I
wanted to encourage self-study among students’’. (q64). She also explained how
students kept these journals:

Suppose I taught the lesson today. Students will summarize the topic and
repeat the questions which we solved during the lesson at home tonight.
They will not look at the answers but will solve them again on these
notebooks. They will try to solve by themselves. I have been practicing
this method since the first semester (q65).

Ms. Solmaz added that she was in cooperation with parents about keeping
the home-notebooks. She stated that most of them got surprised about that practice.
On the other hand, they were glad about the practice and supported Ms. Solmaz by
checking students’ journals at home.

According to the documents and interviews, Ms. Solmaz kept written
records for the journals. She recorded whether students kept journals regularly or not.
On the other hand, she stated that she did not have a time schedule for checking and
continued with the followings:

Last semester I checked the journals twice: in the middle and in the end of
the semester. They were effective on the overall grades of the semester.
Therefore I asked students to bring the journals to the classroom at the end
of the semester. I used the journals for contributing to the overall grades of
the semester. However I decide the time for checking during the semester.
Sometimes, for instance, I realize that they are not studying. I mean I
understand that they are not keeping the journals. Then I want them to
bring the journals to the classroom on that week. They get panic and tell
the truth. They cannot lie, they are 5™ grades and so young. Therefore they
admit that they are not keeping journals on those days. Then they try to
complete the lack of their journals. (q66).
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It can be seen in the quotation above that, Ms. Solmaz did not use a
scoring-guide or criteria for the journals. According to the documents, also, she even
did not assign a grade to the journals. Although she notified students about the time
of the checking, it was understood by the quotation that she did not define deadlines
in the beginning of a semester. On the other hand, she said that when she realized
that students lost their concentration on mathematics, she identified and announced a
checking time for the journals.

Last of all; According to the interview data and field notes, Ms. Solmaz
gave homework to students during the data collection process. One of them was
giving exercises from their mathematics textbook. She gave this homework at the
end of each topic or subtopics. The other one, on the other hand, was solving 50 or
100 multiple-choice items in the weekends. In that manner, she determined the topics
and asked students to find and solve 50 or 100 questions about the related topics
during the current weekend.

According to the interviews and documents, Ms. Solmaz kept a written
record for students’ homework and noted whether the students did their homework or
not. She acknowledged that she identified the students who did homework regularly
with these records. She kept a written record for students’ homework and noted
whether the students did their homework or not. However it was observed that she
did not check the homework herself, instead she charged 3 students for this aim. She
claimed that since too much time was lost for homework checking, she preferred
such a method. She explained her preference in the following:

I have checking lists for the students’ homework. In the first weeks of the
year | checked the homework myself. Then I realized that I loose too much
time because classrooms are crowded. Therefore I divided each class in
three groups and charged one student for each group. These three students
are checking homework and recording the results. [ am glad from that
practice because students who are in charge with checking are doing their
jobs responsibly. I am keeping the records till the end of the education

year. (q67).

To sum up; Ms. Solmaz made observations, applied whole-class worked
examples, kept records for homework, and asked students to keep journals in order to
make informal assessments. Although she put the most emphasis on observational

data, she did not keep a written record for the classroom observations. She did not
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use a checklist for recording students’ classroom studies, either. However she kept
written records for homework and journal checking. She checked journals herself but
in order to check the homework, she imposed duty to three students in each
classroom. They checked and noted whether the students did homework or not.
However it was understood with the document analysis that, the accuracy of the
homework could not be checked.

According to her, classroom management could be kept by having the
control of students’ studies, so she had to have the control of all steps during the
classroom activities. In that manner she interfered in the steps of the activities. In
other words it was indicated by the interviews, document analysis, field notes, and
video data that Ms. Solmaz did not hesitate to interfere in the students’ informal
practices during her observations.

It can also be said that; although she emphasized on the classroom
observations, whole-class worked examples, homework and journals, she preferred
to keep written records only for the homework and journals. On the other hand, in the
grading process, she did not determine a definite contribution of these informal

assessments on the students’ overall semester grades.

4.2.1.2 Formal Classroom Assessment Procedures of Ms. Solmaz

It was observed during the data collection process that, in the manner of
formal assessment, Ms. Solmaz obeyed the regulations of Ministry of National
Education. According to the Assessment Regulations of Ministry of National
Education, a mathematics teacher had to assess students with at least three paper-
and-pencil exams and one performance-task per semester (MoNE, 2013b). Moreover
each student had to conduct a project-study for one of the courses s’he chose in an
academic year (MoNE, 2013b). Therefore, as it was the obligation of Ministry of
National Education, Ms. Solmaz practiced paper-and-pencil exams, project-studies,
and performance-tasks for formal assessment.

To begin with; in each semester, Ms. Solmaz photocopied and implemented
three paper-and-pencil exams herself. The field notes and the interview data

disclosed that she prepared the items of the first and third paper-pencil exams
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individually and announced the date of the exams one week before the
implementations. The second exam was common in 5" grades, so the items of the
common paper-and-pencil exam were prepared according to the common decisions
of the mathematics department.

Second, Ms. Solmaz stated that, in order to prepare the items of the paper-
and-pencil exams, she got help from the 5™ grade mathematics textbook and other
source books in which multiple-choice items exist. She went on to say that: ‘‘I have
a few source books from different publishers and I utilized from them. I prepare the
multiple-choice items by myself or by the help of these source books. Obviously, I
do not make use of internet very often”’. (q68).

Third of all, according to the overall data, Ms. Solmaz gave one-lesson-
hour to students for finishing their exams but the duration of the exams was not
determined on the exam papers. Moreover she stated that she had informed students
about the duration of the exam orally before the exam started.

Fourth, the document analysis of the 5™ grades’ paper-and-pencil exams
showed that Ms. Solmaz prepared three types of items: multiple-choice items, fill-in-
the-blank-type items, and constructed-response items. An example exam paper,
which was prepared and implemented by her during the data collection process, is

shown in Figure 4.10:
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Figure 4.10 An example paper-and-pencil exam constructed by Ms. Solmaz
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The Figure 4.10 is the third paper-and-pencil exam that was implemented
by Ms. Solmaz during the data collection process. It can be seen by Figure 4.1 that,
the exam was composed of multiple-choice items (4™, 11™ and 12™), fill-in-the-
blank-type items (6™, 7", and 10"™), and constructed-response items (1%, 2, 3 5%
8™ 9™ and 13™).

Figure 4.1 was also the answer key of the current exam. The interview data
indicated that, Ms. Solmaz prepared the answer keys of the paper-and-pencil exams
before the implementation. It was seen in the answer key that, in some of the items
she wrote the score for the completely correct answers of the constructed-response
items (3rd, 5" and 8“‘). She did not assign a score to the partially correct answers of
these items. However after she graded the students’ papers, it was seen that she gave
points to the correct solution methods with wrong results. Such a situation was
observed in the 3" item of the paper-and-pencil exam in Figure 4.1. The item was as
follows:

Erdal= 38,42 kg
Fikret= 22,9 kg
Gokhan= 28,18 kg
Please calculate the total amount of weight of these three friends (Spoints).

According to the document analysis, some students could not find the
correct answer because they did not put the comma symbol in its place. For instance
the answer of Student Zehra was as follows:

38,424+22,9+28,18=8950

It was seen with the document analysis that Ms. Solmaz gave 4 points to

Student Zehra. She explained her statement with the following sentences:

She had not rewritten the numbers one under the other while she was
doing the addition operation. Therefore she had missed the place of the
comma sign. However she had made addition operation correctly.
Therefore she got half of the points for her answer. (q69).

A similar result was also observed in the 1% paper-and-pencil exam, too.

The scoring of the 6™ item in the answer key of the exam was as follows:

There was a jug of water. Alper dranki of the water;, Ahmet drank % of it,

i of the water was drunk by Cenk and é of it was drunk by Nail. Who
drank most of the water? (7 points)
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Therefore Alper drank most of the water (2 points)

It can be seen with the related data that, Ms. Solmaz gave the most points to
ranking the fractions correctly. During the interviews she explained this preference
with the following words: “‘in the solution, the most important part was ranking the
fractions correctly. If they cannot rank correctly, then they can not reach the answer.
Therefore I think that ranking the fractions should have most of the points”. (q70).

Fifth of all; according to the interview data that, Ms. Solmaz did not give
their papers to the students after she announced them the results of the paper-and-
pencil exams. She stated that instead of giving their papers, she preferred to solve the
items of the exams. On the other hand, she stated that she gave the papers to their
parents in parents’ meetings. She explained the reason of her preference with limited
time and continued with the followings:

In parents’ meeting, I gave the exam papers of the students to their parents
and let them check their children’s mistakes. On the other hand, it takes
too much time to show the papers to individual students. For instance
although a student got 98 from the exam, she asked why she lost 2 points.
Therefore I explain their mistakes but I do not give them their papers.

(q71).

In addition to the paper-and-pencil exams, performance-tasks were also the
requirements of Ministry of Education, so Ms. Solmaz wanted students to prepare
performance-tasks, too. In that manner, according to the common decisions of the
department of mathematics, students prepared one performance-task per semester.
Then Ms. Solmaz scored the tasks by using a scoring-guide which was gotten from
internet resources. Last of all, she graded performance-tasks according to these
scores.

First of all; Ms. Solmaz expected students to finish their tasks at their
homes on their own in order to save time. She stated that too much time was needed
to control students’ studies during the lesson, so she determined and wrote the
instructions of the tasks to students and then students completed the task at home. In
that manner she gave students 3 weeks for completing their tasks and did not
interfere in or involve in their studies. In other words during their task studies,
students completed all the steps of their works at their homes without Ms. Solmaz’s

intervention.
138



Secondly; it was seen in students’ tasks that Ms. Solmaz did not insist on
studying individually. According to the interview data all students had two choices:
They would rather make the tasks individually or in groups. She said that shy
students did not want to study in groups, so she did not force them to study in groups.
In order to form groups, at the same time, she did not interfere in students, and let
them free about forming the groups.

Third of all, the interview data revealed that Ms. Solmaz decided the topic
and the time interval of the tasks herself. According to the document analysis, the
school mathematics department offered three performance-tasks: drawing the plan of
a house, giving examples to indicate the facilitating role of graphics and determining
the geometric shapes of the doors, windows, carpets, etc. Ms. Solmaz did not prefer
to give the current topics as performance-tasks. According to her words students had
difficulties mostly on fractions, showing fractions through models, changing a
fraction to its decimal form and percentage form, so she gave ‘‘modeling fractions
and representing them in their decimal and percentage forms *” as performance-tasks.
She added that for the aim of providing enthusiasm, she asked students to prepare
cards for presenting their studies. She named these cards as *‘fraction cards’’.

Fourth of all; the field notes showed that Ms. Solmaz did not give a written
guideline to students, instead she wrote the instructions on the board and her students
wrote them on their papers. She also explained them her expectations from the task.
In the interviews her words about the performance-task was as follows:

The task was about preparing cards for 10 different fractions. They would
cut 10 small, square shapes from cartons. They would determine 10
fractions. For each fraction they would prepare one piece of carton. On the
front face of each carton piece, they would write the fraction and show it
through model. On the reverse side, on the other hand, the decimal and
percentage representations of the fraction would be written but they did
not have to show the decimal and percentage forms of the fractions
through model. Such a task was a kind of play, so it would be helpful for
them in learning the topic. I did not give the instructions in written form
but I explained them. I think they had understood the instructions. (q72).

An example task that was completed by a 5t grade was represented in

Figure 4.11:
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Figure 4.11: Performance-task of Student Murat in Ms. Solmaz’s class

It can be seen in Figure 4.11 that the performance-task of Student Murat

was in congruent with Ms. Solmaz’s expectations. There were 10 cards in the task.
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On the front face of each card, a fraction and its model were denoted. Moreover, on
the reverse sides, the decimal and percentage representations of the current fractions

took place.
In Figure 4.12 an example task that was completed by a group (Group A)

was represented:

Figure 4.12: Performance task of Group A in Ms. Solmaz’s class
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Figure 4.12 (cont’d): Performance task of Group A in Ms. Solmaz’s class

It can be seen in Figure 4.12 that the group study was also in congruent
with Ms. Solmaz’s expectations. There were 10 cards in the task. On the front face of
each card, a fraction and its model were denoted. Moreover, on the reverse sides, the
decimal and percentage representations of the current fractions took place.

Another issue of the tasks was the scoring-guide which was used to score
students’ tasks. She implied that she used a scoring-guide since it was an obligation.
According to her, the aim of a rubric or a scoring-guide was providing objective
assessment but she could not use them in convenient with their purpose. She
explained her words:

I know scoring-guides are formed to make objective assessment. However
I do not think that they are valid or reliable. For instance a student is active
in the lessons. I decide on a grade for her/him according to his class
performance. Then when I am scoring her/his task, I think about that grade
and try to reach the grade on my mind. Therefore sometimes I use the
criteria of the scoring-scale as a formality. (q73).
She added that she did not prepare the criteria of the scoring-guide herself.
She used a prepared guide from internet with the criteria in it, then she explained the
criteria of the guide to students and hanged it on the classroom billboard as soon as
she assigned the tasks. In Figure 4.13 a piece of the scoring-guide that Ms. Solmaz

used for scoring students’ tasks is represented as an example:
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Figure 4.13: The scoring-guide used by Ms. Solmaz for grading

performance-tasks.

It can be seen in Figure 4.13 that there were four criteria in the scoring-
guide: creativity, overall appearance, submitting until deadline, and using materials
(supporting the issue with various materails). However she did not construct any
criteria for scoring mathematical issues. She explained her preference with the
following words: ‘‘since I used the scale for an obligation, I did not need to add a
new criterion to the prepared one’’.

For each criterion she scored students’ tasks over 5 points. In order to
calculate the final grade, on the other hand, she multiplied the total scores by 5. As a
result of that, at the end of the scoring, she calculated each student’s grade over 100.

Figure 4.13 also showed that there was a criterion about making
presentations but Ms. Solmaz cancelled this criterion. She said that with this

modification she wanted to prevent students from feeling anxious because she had
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observed that some of the students had shy character and got sad when their class-
mates joked with their mistakes. Therefore she did not want to force the 5™ grades
for presenting their tasks.

Fifth of all; the interview data and document analysis revealed that, while
she was modifying the criteria of the guide, Ms. Solmaz did not take the decisions of
students or school administration but she was depended on the decisions of
mathematics department. For instance, in the first meeting of the mathematics
department, which took place at the beginning of the academic year, an example
rubric framework was prepared. It was observed in that rubric there were five main
criteria: making use of sufficient references, pictures, photographs or drawings if
needed; using Turkish language and the punctuation marks correctly and giving the
information in order; using more than one reference; submitting the task on time; and
cooperation between the group members. However, Ms. Solmaz used three of them
in her own scoring-guide. Those three criteria were: making use of sufficient
references, pictures, photographs or drawings if needed (using materials); using
Turkish language and punctuation marks correctly and giving the information in
order (the overall appearance); and submitting the task on time. Therefore it can be
said that, Ms. Solmaz was depended on mathematics department’s criteria decisions
and used three of them in her own scoring-guide.

Lastly; like she did about the criteria, Ms. Solmaz also did not use a similar
scoring interval with the mathematics department’s rubric. The scale of the school
mathematics department rubric was rated from 1 to 4 for each criterion whereas Ms.
Solmaz’s scale was 1 to 5. According to the document analysis, in order to determine
how she would score the tasks, she wrote the meaning of each point at the bottom of
the scoring-scale and gave them to students. It was written that 5 points meant ‘‘very
well”’, 4 points meant ‘‘good’’, 3 points meant ‘‘tolerable’’, 2 points meant
“‘acceptable’’, and 1 point meant ‘‘needs improvement’’. Therefore it can be said
that, in order to grade 5t grades’ performance-tasks, Ms. Solmaz did not only score
the completed works, she also scored partially complete, incomplete or completely
wrong works, too. It means she did not only score totally correct tasks. She also

scored the partially correct, tolerable, acceptable, and inadequate tasks.
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Another major assessment procedure that Ms. Solmaz practiced in her 5t
grade classes was the project-study. According to the requirements of Ministry of
Education, in each academic year, students were assigned a project from a course
that they selected. According to the decisions of the mathematics department of the
current school, on the other hand, the projects were assigned in December 2013 by
Ms. Solmaz and the deadline was determined as the last week of April.

Firstly; it was revealed with the interview data and document analysis that,
like she did during the performance-tasks, Ms. Solmaz did not choose the project
topics along with the mathematics department suggestions. She stated that the topics
were only the suggestion and added that ‘‘however I think the prism topic is more
appropriate than the department’s suggestions’’. Therefore she preferred to offer
project about the ‘‘prisms’’ topic and asked students to construct mathematics
materials for the prism topic. In that manner students were responsible to model,
construct and explain the prisms (rectangular prism, square prism, and cube).

Second; according to the field notes there were 40 students who wanted to
prepare a project from mathematics course in Ms. Solmaz’s 5™ grade classrooms and
she gave the same project to each student or group. Moreover the students were free
to make their projects individually or in groups, and it was indicated with the field
notes that, if they wanted they would prepare posters for representing their works.

During the interviews it was also revealed that Ms. Solmaz did not teach
prism topic before giving projects about it. In other words students had not learned
prism unit before they made their projects. Ms. Solmaz explained how she decided
on the project topic with two reasons in the interview data:

I gave a topic about which I had not taught anything yet, so I thought I
would teach the prism topic easily in the future. For instance 1 would be
aware of the probable misconceptions and misunderstandings about that
topic and such awareness would make my further teaching more efficient.
They also showed the prisms through models. I think such a practice
would also make their learning permanent. Actually project-studies were
mostly requested by the low-achievers, so I wanted them to work by
themselves and to show their labour through their projects. (q74).

However during the final interview Ms. Solmaz stated that she was glad to
give projects before teaching the related topic because the learning environment

during her teaching was developed as she expected. Students remembered the issues
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about the prism topic and they volunteered to talk about the properties of the prisms.

Moreover she implied that she took into consideration of the students’
socioeconomic levels before assigning their projects. In that manner she did not ask
students to use expensive equipment for constructing prism models. According to the
field notes, also, students in the current context had opportunity to reach internet
resources, so Ms. Solmaz encouraged students for internet search, too.

Third of all; the interview data showed that Ms. Solmaz determined the
guidelines of the projects herself. Then she photocopied and delivered them to
students. During that practice she explained the instructions of the projects orally,
too. The related instructions were as follows: research the properties of rectangular
prism, square prism, and cube; explain their properties; and show the closed and
opened appearances of each through models; show your all work on your projects.
Last of all, it was understood by the guidelines of the project studies that there were
no instructions about using a ruler or a miter.

An example of the project from Ms. Solmaz’s 5t grade classes is shown in

Figure 4.14:
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Figure 4.14: The project submitted by Student Elif in Ms. Solmaz’s class
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Figure 4.14 (cont’d): The project submitted by Student Elif in Ms. Solmaz’s

class
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Figure 4.14 (cont’d): The project submitted by Student Elif in Ms. Solmaz’s

class
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Figure 4.14 (cont’d): The project submitted by Student Elif in Ms. Solmaz’s

class
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Figure 4.14 (cont’d): The project submitted by Student Elif in Ms. Solmaz’s

class

151



Figure 4.14 (cont’d): The project submitted by Student Elif in Ms. Solmaz’s

class
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Figure 4.14 (cont’d): The project submitted by Student Elif in Ms. Solmaz’s

class
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Figure 4.14 (cont’d): The project submitted by Student Elif in Ms. Solmaz’s

class
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Figure 4.14 (cont’d): The project submitted by Student Elif in Ms. Solmaz’s

class
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In Figure 4.14 the project of Student Elif about rectangular prism, square
prism, and cube is shown. It is seen in the figure that the student drew and modelled
the prisms. However some of the students explained the properties which were not in
the 5 grade curriculum whereas some of them stated information irrelevant with the
prisms. For instance, in Figure 4.14, Student Elif explained the space diagonal
concept, floor area, lateral area, the total area although the area calculations and
diagonal concept did not exist in the curriculum. In the curriculum, on the other
hand, the following properties of the prisms were told: a prism has 8 vertices, 12
edges, and 6 faces; the opposite faces of a prism are parallel; the opposite edges of a
prism are parallel and their lengths are equal; the floor edges of a square prism are
equal to each other; the lateral face of a square prism are equal to each other; all the
edges of a cube are equal to each other; and all the faces of a cube are identical
squares.

An example of the project submitted by a group from Ms. Solmaz’s 5

grade classes is shown in Figure 4.15:
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Figure 4.15: A 5™ grade group project submitted to Ms. Solmaz
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In Figure 4.15 a group project about rectangular prism, square prism, and
cube is shown. It is seen in the figure that student drew and modelled the prisms.
However, like some other students did, some students explained the properties which
were not in the 5" grade curriculum whereas some of them stated information
irrelevant with the prisms. For instance, in figure 4.15, the group members explained
the symmetry axis concept although it did not exist in the curriculum. They also
explained the properties of a rectangle although they drew a rectangular prism shape.

As a result of the analysis of the studies shown in the Figures 4.14 and 4.
15, it can be said that, the students were not exactly sure about the context of their
projects. Maybe if Ms. Solmaz had told the topic before the projects or would give a
guideline to the students, they would not state any irrelevant or wrong information in
their projects.

Fourth; Ms. Solmaz graded students’ projects by using the criteria which
were offered by the mathematics department. There were two main criteria in the
scoring scale of the mathematics department: the preparation process of the project
and the content of the project. The preparation process included the criteria of:
identifying the purpose of the project, planning the project, determining the needs of
the project, using different references, and carrying out the project according to its
plan. The criteria about the content of the project were as follows: using Turkish
language rules correctly, the accuracy of the information, organizing the information,
and using creativity.

It was revealed by the document analysis that both of the projects showed
in the figures 4.14 and 4.15 got the scores of 90. The students lost points from the
criteria of the accuracy of the information (5 points over 10) and organizing the
information (5 points over 10). Ms. Solmaz explained the reasons of these scores in
the interviews:

In group project students gave information about a rectangle instead of
rectangular prism. Moreover in both of the projects there was information
related with the higher grades’ mathematics curriculum. They gave
information about the area calculations, the symmetry axis, and the space
diagonal. They should have organized the information and omitted the
unnecessary parts (q75).
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Fifth of all; it was understood with the field notes that Ms. Solmaz obeyed
the rules of The Ministry of National Education and announced the grades to students
in 10 workdays. Moreover she gave the written report about the results of the
common paper-and-pencil exams to the mathematics department at the end of the
semester. In that manner she wrote the number of the students that got grades over 44
and under 44 in her report. The mathematics department, on the other hand, gave
these reports to school administration.

Last of all; it was figured out that Ms. Solmaz did not let students check
their performance-tasks and projects with the scoring-guides and she did not discuss
the results with them. She said that this was because of the students’ unwillingness in
checking the performance-task results. Instead, it was indicated with the interviews
that she preferred to inform the students about the common mistakes done in the
assessment activities and she explained the correct solutions of the items at the end
of the activities. She did not prefer to give feedback to individual students.

To sum up; it can be understood with the data that Ms. Solmaz tried to obey
the obligations of the Ministry of National Education. She implemented three paper-
and-pencil exams, and one performance-task to each 5t grade student whereas she
gave project to the willing ones. According to the field notes and interview data, she
announced the time of the paper-and-pencil exams one week before the
implementations and prepared the answer keys before exams. On the other hand, she
did not prepare a scoring-guide or a rubric for the performance-tasks and projects
studies on her own. Instead, she used the prepared ones from internet or from
mathematics department suggestions. She announced the results in 10-days but did
not give students permission to check their papers, tasks, and projects. She also gave
common written exam report to mathematics department. However, it was indicated
with the documents that she did not use any criterion for assessing students’

mathematical skills in performance-tasks and project studies directly.

4.2.2 Ms. Solmaz’s Use of Assessment Results

The interview data, the observational data, the document analysis, and the

field notes indicated that, for summative purpose, Ms. Solmaz practiced formal
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assessment such as paper-and-pencil exams, performance-tasks, and projects. For
formative purpose, on the other hand, Ms. Solmaz practiced both the formal and the
mmformal assessments. The informal assessments included observations, whole-class
worked examples, journals, and homework. As a result of the related literature and
the data collected, Ms. Solmaz’s ways for using assessment results will be explained
in the following subsections. By the current results, the answers to the following
research questions were investigated:

1. In what way are the participating mathematics teachers’ formal and informal
assessments related with their use of assessment results in 5™ grade classrooms?

2. How do the participating mathematics teachers use the results of their assessment

practices formatively in 5t grade classrooms?

4.2.2.1 Ms. Solmaz’s Use of Assessment Results for Making Decisions on

Her Instructional Practices

According to the interview data and field notes, Ms. Solmaz used
assessment results in order to make decisions about the effectiveness of her teaching
or about repeating a topic in general. Besides she used project results for teaching the
related topic, too.

To begin with; Ms. Solmaz used whole-class worked examples and her
observational data for understanding whether she had taught mathematics efficiently.
She stated that when the students solved the questions like the way she did in the
past, she became sure about her teaching efficiency. She continued:

There are a few students who are very good at mathematics. When I
observe that they solve the questions as the same way as I do in the
classrooms, I understand that I could teach the topic and I become happy

(q76).

It can be seen in her explanation that; according to Ms. Solmaz if a student
solved a question as the same as she did during her previous teaching, then she was
sure about the effectiveness of her teaching.

An example about the way she decided on her teaching efficiency was took
place during the ‘‘addition of fractions activity’’. In the activity one of the sub-items

was asked to do the following operation:
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241
4 8
The students’ activity papers showed that, most of the students found the

correct answers by doing the following operations:

2 1 4 1 5
S ==24==2
4 8 8 8 8

It was observed in the operation that, for adding% and g, they equalized the

denominators of % andg by enlarging % with 2 and they found the common

denominator as 8. Then, they added the numerators and wrote the result with the
common denominator. According to Ms. Solmaz, the answer showed that her
teaching was efficient enough to make students learn to equalize denominators.
Moreover, according to her thoughts, some students gave wrong answer to the item
since they did not listen to the lessons carefully. Her related words were as follows:
““most of the time in the classrooms, the high achievers responded the questions but
during the activity I could also observe them. I understood that my teaching worked
and I am glad for that™ (q77).

In addition to the ‘‘addition of fractions activity’’, Ms. Solmaz stated that
performance-task evaluations also gave her idea about her teaching effectiveness.
She assigned a task about ‘‘modelling fractions and representing them in their
decimal and percentage forms *’ because she thought that students had difficulties
mostly on fractions, showing fractions through models, changing a fraction to its
decimal form and percentage form. After she evaluated the results, on the other hand,
she thought that since she did not teach the topic efficiently, some students still had
problems on changing a fraction to its percentage form. She explained her thoughts
with an example:

Actually students had difficulties on fraction unit. Then the decimal
numbers and percentages topics were taught and they were hard topics,
too. Therefore I thought that such a task would seem like playing a game
and the topic would be more meaningful to them by that game. However

some students wrote statements such as ‘‘the percentage form of ZEiS

0.30”" and since I observed such irrelevant results I had a suspicion on my
teaching effectiveness. (q78).

Ms. Solmaz stated that she understood whether teaching fractions through

models was an efficient method with the help of the classroom exercises, too. For

161



instance in ‘‘the quiz activity’’, the following item was asked to the students:
. . 3
Show an equivalent fraction to <

The document analysis showed that, Figure 4.16 was some students’ answer

to the item above:

Figure 4.16: An example answer for showing equivalent fraction to gin Ms.

Solmaz’s class

It can be seen in Figure 4.16 that the students modelled 1% as an equivalent

fraction of g According to Ms. Solmaz, students modelled %correctly and this

answer indicated that teaching fractions through models was an efficient method of
her. She decided on that, teaching fractions through modelling was efficient, so she
would use the method in her further teaching of fractions.

Ms. Solmaz also said that her teaching efficiency developed by getting
experience on teaching a topic. According to her classroom observations, teaching a
topic became more efficient if she gave the same lesson to more than one class. She
continued with the following:

I teach mathematics to four 5™ grade classes. Although I teach the same
topic, there are differences in the learning speed of the 5t grade class that I
give lesson firstly and the last one. In the time that I teach a topic firstly, I
realize that some teaching methods can be more efficient on students’
learning. For instance, sometimes I teach a hard topic and say to myself
that in the next class I need to concretize some issues. Sometimes, on the
other hand, students’ questions and ideas give me idea for increasing
efficiency. For example they connect their previous knowledge with the
topic and compare the issues with the previous one. Therefore I tried
another method in the subsequent class and observed that students learned
faster than the previous class. (q79).
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Second, Ms. Solmaz used assessment results in order to make decisions
about repeating a topic. The interview data and the field notes indicated that if she
observed that students could not answer the questions correctly, she repeated the
related topics by solving similar questions or by summarizing the topic. For instance
after the ‘‘quiz activity’’ she realized that a few students made mistakes in the
answer of the following item:

. .2 4 . .
Decide whether the fractions gand S are equivalent or not. Explain your

answer. You can show your operations through model, too.

Ms. Solmaz stated that some of the students answered the item correctly
and stated that %is bigger than gbut they explained their reason by writing on their

papers that ‘‘because 4 and 5 are bigger than 2 and 3°’. She stated that in order to

correct this mistake, she repeated the topic by solving the item in the classroom and
showed gand gthrough models. Then she solved a few similar examples in the

classroom, too.

Another situation in which Ms. Solmaz decided to repeat the topic was took
place in the ‘‘problem solving activity’’ which was represented in Appendix E. In the
problem there were two price lists for the equipment of two different puppet
trademarks. By using the lists, students were asked to find the minimum cost of the
equipment for constructing the puppet. The lists of the two trademarks are listed in

Table 4.2:

Table 4.2: The price lists of the two trademarks listed in the ‘‘problem solving
activity’’ (In Ms. Solmaz’s Class)

Product Price of Trademark A Price of Trademark B
(Turkish Liras) (Turkish Liras)

The puppet 20 26

Linden made puppet 7,75 11,25

stem

The dress kit for the 4 9,5

puppet

The dye kit for the 3,5 6

puppet

Equipment for pulling 3 55

the wires of the puppet
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After the activity, the document analysis showed that some of the students
did not do the addition operation correctly. The following operation was a part of a

wrong answer on that activity:

11.25
9.5
6
5.5
+

1281

Such an operation was also observed in the nd paper-and-pencil exam, too.

In one of the items the following operation was asked to students:

47.846.284+412.09="
In some of the papers, it was observed that like they did during the
“‘problem solving activity’’, students solved the item like the following:

47.8
6.28
412.09
+

42305

It can be seen in both of the operations that the students were not careful on
writing the decimal part one under the other or the fractional part one under the
other. Moreover they did not put the point sign in its proper place on the answer. As
a result of that they did not find the correct results. Ms. Solmaz stated that she also
observed this mistake during her past teaching sessions on addition operation of
decimal numbers and continued with saying that:

Actually the students of that class were high-achievers but there were 4 or
5 students who were not good at addition operation on decimal numbers
during the class sessions. I had foreseen that they would have problems on
doing addition operation but I had not thought the mistake would be as big
as that. I think I need to repeat doing addition operation on decimal
numbers which were written one under the other because most of the
difficulties were on doing such operations. (q80).

According to the field notes, also, after the ‘“problem solving activity’’ Ms.

Solmaz emphasized on the point sign in decimal numbers. Moreover she reminded
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students that, they needed to write the whole part and the decimal part one under
another in order to do the addition operation correctly. Then she solved the current
item in the classrooms and continued with similar exercises in one lesson hour. After
the paper-and-pencil exam, on the other hand, she did not repeat the topic because of
time limitation, instead she gave students exercise sheets including items about
addition operation with decimal numbers.

An example of Ms. Solmaz’s practice on repeating a topic was observed
after the ‘‘constructing a rectangle activity’’. In one of the items during the activity,
it was asked the students to decide whether 3 units, 1 unit, 3 units, and 5 units
construct a rectangle. Then, by using geometry sticks, students tried to construct a
rectangle with the given lengths. It was observed that lots of the students constructed

similar shapes with figure 4.17:

Figure 4.17: Example shape constructed by Ms. Solmaz’s students in

“‘constructing a rectangle activity’’

Although Figure 4.17 was not a rectangle, some of the students could not
answer the item. They said that the figure was a quadrilateral but they could not
decide whether it was a rectangle or no. As a result of that, Ms. Solmaz repeated the
properties of a rectangle by emphasizing on that ‘‘the opposite sides of a rectangle
were parallel and equal to each other’’. Then she read the item and asked students to
try to decide whether that quadrilateral was a rectangle or not. Students responded
with the following sentence: ‘this is not a rectangle because the lengths with 1 unit
and 5 units are in opposite sides but they are not equal to each other’’. Therefore it
can be said that, in addition to the field notes and interview data, the video records
also indicated that Ms. Solmaz used assessment results for repeating a topic such as

the properties of the rectangles.
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Last of all, it was shown by the interview data and the field notes that Ms.
Solmaz used students’ project results in her teaching of prism topic. It was observed
during the data collection process that Ms. Solmaz gave projects on the prism topic
before she taught the related lessons. She stated that as a result of that she observed
that students failed mostly on identifying rectangular prism and square prism. ‘“This
mistake gave me idea that I need to be careful on teaching how a prism is named”’
she said and added that students had made such a mistake since they did not realize
that a prism was named by its floor shape. Thus she put emphasis mostly on that
property during her lectures on prisms.

In summary; it was shown in the interview data and field notes that Ms.
Solmaz used assessment results for deciding on her teaching effectiveness, repeating
a topic, or teaching a topic. She repeated a topic if there were common mistakes
about it. In order to understand the effectiveness of her teaching, on the other hand,
she checked whether the students solved the questions as the same way as she did in

the classrooms.

4.2.2.2 Ms. Solmaz’s Use of Assessment Results for Making Decisions

on Her Assessment Practices

According to the interview data and field notes, Ms. Solmaz used
assessment results to decide on the adjustments of her further assessment practices.

An example of her decisions on her further assessment practices took place
before assigning performance-task. For performance-tasks, students were assigned to
prepare cards for representing fractions by cutting 10 small, square shapes from
cartons and to determine 10 fractions. For each fraction they would prepare one piece
of carton. On the front face of each carton piece, they would write the fraction and
show it through model. On the reverse side, on the other hand, the decimal and the
percentage representations of the fraction would be written. Ms. Solmaz stated that
she did not ask students to show the decimal and percentage forms of the fractions
through model because she observed during the whole-class worked examples that
students made mistakes on that issue and so they were not ready to prepare such a

task by themselves, she added that ‘“They would make mistakes if [ would ask them
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to show the percentages and decimal representations of the fractions through
models’” (q81). Therefore it was indicated with the interview data and field notes
that she used whole-class worked example results for making adjustments on the
performance-task implementations.

According to the interview data, like she did for the performance-task
practices, whole-class worked examples, her classroom observations, and paper-and-
pencil exam results affected her decisions about the degree of the difficulty of the
items she used in paper-and-pencil exams. She stated that if she could get enough
data to identify students’ achievement levels, she prepared more effective items for
the paper-and-pencil exams. Her related words were as follows:

I was expecting that high-achievers could give correct answers to some of
the items whereas low-achievers could not. These thoughts affected me
while 1 was preparing the paper-and-pencil exam items because 1 knew
who would answer correctly or who would make mistakes. Therefore, in
the exams, I tried to ask some of the items easier than the other ones in
order to let low-achievers give more correct answers (q82).

For instance after the 3™ paper-and-pencil exam, a part of which was
represented in figure 4.18, Ms. Solmaz stated that she understood that some of the

items of the current exam were not suitable for the students’ achievement levels:
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Figure 4.18: A part of the 3" paper-and-pencil exam that Ms. Solmaz

implemented

It can be seen in in figure 4.18 that, the 3" item is as follows:

1 .7
In Eof a garden, lavenders were planted and in %of the garden, roses

were planted. In the rest of the garden, lilies were planted. Find the
fraction for the lilies.

According to the document analysis, some of the students did the following

operations for solving the item:
1 7 2,7 _ 9
-+ =24 ==
10 20 20 20 20

It can be seen in the answer that the answer is incomplete since the

following operation was not done:
20 9 11

20 20 20

According to Ms. Solmaz students could not reach the solution since they

did not realize that % was representing the whole. She stated that the item was longer
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than the students expected, so it was not suitable for some of the students.
“Therefore’” she said “‘I will ask shorter items in the classrooms in order to reach
the aim of the objective. That item was asked to assess whether students could
understand the meaning of a whole in a fraction problem™’.

Ms. Solmaz also stated that sometimes she used assessment results to make
intentions for her further assessment practices. Such a situation was observed after
the ‘‘addition of fractions activity’’ on 04.04.2014. In order to do the addition
operations given in the activity, students used fraction bars. During the activity it was
observed that most of the students answered correctly to the items and they used the
fraction bars efficiently. For instance in the 20™ minute, the spokesman of a group
explained their work to Ms. Solmaz. He waited for the approval of Ms. Solmaz for

their modelling of 2/4 + 1/8. On their activity paper the model was as follows:

Figure 4.19: An addition operation model in Ms. Solmaz’s class

It can be seen in the Figure 4.19 that, the students were careful about using
the same amount of whole for modelling %, %, and their addition. As a result of that

they showed the operation through model correctly. Like it was expected, Ms.
Solmaz approved the operation by telling student that their answer was correct and
they could continue like that.

After the activity Ms. Solmaz stated that such results took place because

materials facilitated students’ studies and they were happier in doing group activities
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with using materials, so she decided on using materials and encouraging group works
in her further assessment practices in the following academic years.

In conclusion; the interview data and field notes revealed that Ms. Solmaz
used assessment results in order to make adjustments on the items of the paper-and-
pencil-exams or performance tasks. Moreover, like she did after the ‘‘addition of
fractions’’ activity, she determined long term intentions on the adjustment of her

further assessment practices.

4.2.2.3 Ms. Solmaz’s Use of Assessment Results for Improving

Students’ Learning of Mathematics

According to the interview data, document analysis, and field notes, in
order to improve students’ learning of mathematics, Ms. Solmaz monitored the
students’ progress; assigned their overall grades for the whole year; gave formative
feedback to students; tried to prevent students from feeling anxious; encouraged
them to study; prevented them from cheating; diagnosed their areas of strengths and
weaknesses; and rewarded them.

First of all; the interview data indicated that in order to monitor students’
progress, Ms. Solmaz relied on her observational data and students’ journals:

Zehra is one of my high-achiever students. She brought her home notebook
(journal) today. I observed that she had kept her journal painstakingly. I am
sure that she has been keeping the journal herself because I have been
observing her during my classes; she finishes the mathematical operations
before me. (q83).

In the manner of monitoring students’ progress, she compared her
observational data with the classroom activities results which were offered by the
researcher, too. For instance after the ‘‘addition of fractions activity’’, she stated that
some students who were unwilling in the previous classroom activities studied harder
during the current activity whereas some of them continued to behave unwillingly.

Her words were as follows:

One of the students behaved like he was the spokesman of his group during
the activity but he was not an active student in the previous classroom
exercises. Another one, on the other hand, was not interested in the activity
like she had been doing during the classroom activities. I can monitor their
progress by observing them. (q84).
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The interview data also indicated that Ms. Solmaz mostly used the paper-
and-pencil exam results for monitoring students’ progress. For instance, the
following operation was asked to the students in the o paper-and pencil exam:

47.8+6.28+412.09="

In some of the papers it was observed that some students solved the item
like the following:

47.8
6.28
412.09

42305

It can be seen in the operation that the integer part and the decimal part
were not separated during the addition and the point sign was not in its proper place
on the answer. Ms. Solmaz stated that she also observed such a mistake during her
past teaching sessions on addition operation of decimal numbers. She went on to say
that ‘I knew 4 or 5 students who made similar mistake during the class sessions, so |
observed that there is not a change in their progress’’ (q85).

After the 1% paper-and-pencil-exam, also, she stated she monitored
students’ mathematical progress. For instance she observed during her classroom
practices that students could classify triangles according to their angles. In the exam
there was an item asking students to classify the given triangles and all the students
answered the item correctly as she was expecting.

It can be seen by the interview data and document analysis that Ms. Solmaz
used both the formal and informal assessment results for monitoring the students’
progress in mathematics however it was also observed that she did not keep any
written records for her monitoring.

Second, Ms. Solmaz stated that she used both summatively purposed and
formatively purposed assessment results during the overall grading process.
According to the interview data, her grading process started with getting the
observational data for the students. She stated that she learned each student’s
mathematical progress by observing them in class but she did not keep a written

record for the classroom observations. She stated that she relied on her memory. In
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that manner she specified that, none of the assessment results had a pre-determined
proportion on the overall grades for the whole year. On the other hand she added that
she used the observational data, journals, and homework as contributions to the
overall grade at the end of the semester. She explained her practice with the
following words:

I use all assessment results for giving the overall grades at the end of the
semester. Students’ paper-and-pencil-exam grades or project grades cannot
be changed. For their performance tasks, on the other hand, they get higher
grades if they do the tasks well. If their tasks are not good enough to get
high marks, they get lower grades. These results cannot be changed.
However if a low-achiever student’s behavior in the classroom is good, s/he
can also get good grades for her/his in-class performance. In that manner,
students’ participations in the lessons, their behavior, their mathematical
knowledge, their ways to express themselves contribute to the overall grade.

(q86).

She explained her system with the assessment results of Student Ece.
According to the document analysis, Ece had an overall grade of 67 from the formal
assessment results but she got 70 for mathematics in her school report. Ms. Solmaz
explained this example in the following quotation:

Ece had deserved that grade. She would get 4 (scores between 70 and 84)
as a grade but unfortunately she got 3 (scores between 55 and 69). But if
she would get 3 points more, the grade would be 4 instead of 3. Therefore
I reflected the in-class performance of the student as a contribution to her
overall grade. On the other hand all the students are not the same. If a
student does not do anything in the lessons, s/he cannot increase her/his
overall grade although s/he gets 42 or 43. (q87).

Third, Ms. Solmaz stated that giving formative feedbacks motivated
students and increased their ambitious towards mathematics, so she used assessment
results for giving formative feedbacks to the students. Her related words were as
follows: “Sometimes low-achievers make good works in classroom practices.
Actually I appreciate those students by using words such as: good for you, what you
did is very nice, your thoughts are correct”. (q88).

For instance the video recordings of the ‘‘addition of fractions activity’” on

04.04.2014 showed that, a group finished the item which was asking to add two

fractions with the same numerators before their classmates. It was observed that they

chose % and %, and added them with the following operation:
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1,1_2,1_3
3 6 6 6 6
Moreover it was observed that they showed the operation through model

and explained their work like in Figure 4.20:

1—
3
2—
6

Therefore the model of g + % is:

1 2
Then = ==
3 6

_
I
o

Figure 4.20: Another addition operation model in Ms. Solmaz’s class

It can be seen in the operation and model represented in Figure 4.20 that,

the students did the operation correctly. In order to model the current mathematical
operation, on the other hand, they used the same amount of whole for modelling g, %,

and their addition. As a result of that it can be said that they gave correct answer to

the item. After that, it was observed that Ms. Solmaz made the following sentence to
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them as a formative feedback, ‘‘good for you, you have finished your work properly
and did the related operations for % and% correctly. That means you have understood

equalizing the different denominators’’.

According to the interview data, Ms. Solmaz did not only appreciate
students’ correct answers, she also criticized their wrong answers. For instance
during the second paper-and-pencil exam she asked students the following item:

It was observed in some of the students’ papers that, they did the following

operation as an answer:
7 11 _ 18
13 ' 13 26

It can be seen in the answer that students added the denominators, too. Ms.
Solmaz stated that she had given formative feedback to the students with the
following words: “‘I criticized them for that mistake and reminded them that I taught
that topic’’ (q89).

On the other hand, Ms. Solmaz stated that there was not enough time to
give formative feedback to each student separately after each assessment practice. In
addition she said that only the high-achievers wonder their mistakes. ‘‘Therefore’’,
she added, ‘‘if the high-achievers could not answer an item, I explained them their
mistakes. Then I solved those items in the classroom’. (q90). In that manner she
gave example from the third paper-and-pencil-exam. In the exam most of the

students made mistakes in answering the following sub-item:

Ms. Solmaz determined that even high-achievers could not answer the
question because they had difficulties on transferring a length measure to the higher
length units. It was seen in the exam papers that, most of the students passed the
current sub-item. Therefore Ms. Solmaz stated that, after she announced the results,
she emphasized on the difference between transferring a length measure to the higher
length units and to the lower length units. Then she solved the item in the classroom.
In other words, she gave formative feedback about transferring a length measure to
the higher length units since the related item could not have been solved in common.
In order to give feedback, on the other hand, she explained what they did wrong and

gave the correct answer to students.
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Another example for Ms. Solmaz’s formative feedback was observed
during the ‘‘constructing a rectangle activity’’ on 09/05/2014. In the activity the
students were asked to determine whether rectangular shapes could be constructed
with the given measures and they would use geometry sticks for that aim. However,
it was observed on the recordings that students were confused about the usage of the
geometry sticks. Some of them counted the holes whereas others counted the
segments between the holes. According to the interview data, Ms. Solmaz thought

that some students could not answer the items because of the wrong usage of the

3

material. She added that students also was confused about the ‘‘unit’” concept.

Therefore she gave the following formative feedback about the correct usage of the
geometry sticks and the ‘‘unit’” concept in the 9™ minute of the activity:

...... Some of you counted the holes (Then she took a geometry stick and
continued her explanation). You need to count the segments between the
holes, not the holes themselves. Look at that stick (She showed the stick
and put her fingers on two subsequent holes and continued). The segment
between two subsequent holes means a unit.

It can be observed in the conversation that, Ms. Solmaz gave formative
feedbacks about the wrong usage of geometry sticks and the lack of knowledge about
the ““unit’’ concept. Her relevant words were:

Students could not get the correct answer because they counted the holes
instead of segments between the holes. I expected that 2 or 3 students
would have difficulty on answering the items. However I thought that they
would have difficulty on doing another item which was asking to try a
rectangle with 3 edges, I did not expect that they would get confused about
counting a segment as a unit. Therefore, by using a geometry stick, I
showed them how to determine a unit. (q91).

Fourth of all, the interview data indicated that Ms. Solmaz used informal
assessment results, mostly the observational data, to prevent students from feeling
anxious. Her words for a 5™ grade student Aysun were as follows:

She is a quiet student in every course. Although she does not volunteer for
participating in the lessons, she is an ambitious student. Moreover she does
her homework regularly. On the other hand, if I ask her to answer a
question, she seems anxious. Even she cannot talk when I only ask her
opinion about a topic. Besides, there are students who can hurt her feelings
when she says a wrong thing. Furthermore she can loose interest in
mathematics. Then, how can I force her for talking? I do not want to make
her feel anxious or unhappy. (q92).
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Fifth of all; Ms. Solmaz stated that she used the results of the classroom
observations and whole-class worked examples to encourage students to study. She
gave an example with the following words:

One of my students has learning difficulty but I have observed that he has
ability to memorize license plates or the school numbers of his classmates.
He is good with numbers. Therefore I encouraged him to attend the race for
memorizing the pi number. I wrote the 50 steps of the number and gave it to
him. As I expected, he memorized all 50 steps. Actually I cannot state all
these steps in my memory, I am serious. (q93).

Ms Solmaz used her classroom observations for encouraging students’ self-
studies, too. She stated that, when she observed that students were unwilling for the
classroom exercises, she reminded them their home-notebooks (journals) and wanted
them to bring these journals to classroos. She thought that encouraging students to
complete their journals, improved their self-studies.

According to the field notes and document analysis, Ms Solmaz also used
her classroom observations to encourage self-study on project topics. In that manner,
she used assessment results for attending students’ project topics. According to her,
the low-achieviers would want to complete a project-study for mathematics course.
Therefore she gave the projects before she taught the related lectures. Her related
words were as follows: ‘‘actually project-studies were mostly requested by the low-
achievers, so I wanted them to work by themselves and to show their labour through
their projects’’. (q94).

Sixth; the interview data indicated that Ms. Solmaz used assessment results
in order to prevent cheating, too. She said that she used her classroom observations
and homework checking for preventing cheating. She claimed that if a student could
not give correct answers during the classroom activities or homework practices, s/he
would respond to the paper-and-pencil exam items wrongly, too. She added that
when she questioned such students orally, she could identify whether the student
cheated. Therefore she had asked them some of the items after the submission.
According to her words, she chose the items which were hard but were responded
correctly by the current students. In order to clarify her practice, she gave an example
from her experiences. Her experience was about the student Ersoy. Ersoy had 56

points from the common paper-and-pencil exam. However Ms. Solmaz stated that
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Ersoy was not a hard-working student. For instance he had not taken regular notes
during the lectures, had not done his homework, and was not interested in the
classroom exercises. Besides he had problems doing multiplication and division
operations. On the other hand, he had answered some of the common paper-and-
pencil exam items correctly although he could not solve the similar items during the
mathematics lessons. For instance Ms. Solmaz got surprised with the following
solution which was done by Student Ersoy on his paper:

Anil has 800 TL (Turkish Liras) salary. He paid his bills with 10 % of that

salary. How much money is left?

Solution of Ersoy: 8§00-100=38
8x10=80
800—80=720 TL

According to the previous classroom assessments, Ms. Solmaz emphasized
that Student Ersoy had serious problems with division and multiplication operations,
so she had suspicions about a cheating situation. She continued to explain the
process:

I examined his paper and observed that he had answered some of the items
correctly although this was not possible for him. I know that because during
my classes I observed his learning capacity and realized how he responds to
the questions. I knew that he could not get 3 from the exam but he got that
grade. Therefore, after I graded the papers, I asked him that item from the
exam. | wanted him to explain his solution method but he could not resolve
the item. He said he had solved the item during the paper-and-pencil exam
but at that time he could not resolve it. He was ashamed and offered me to
cancel his grade if I did not believe him. No matter I insisted him to resolve,
he could not. However, in order to be sure, I implemented him the same
exam again. He got 1 from the exam although it was her second time with
the same items. (q95).

Seventh of all, the interview data and the document analysis pointed out
that Ms. Solmaz used assessment results to know students better. In that manner she
tried to diagnose the fields of mathematics that the 5t grades were weak or good, and
tried to know students’ personal distinctions. She stated that she mostly used

classroom observation results, paper-and-pencil exams and students’ mathematics

journals (home-notebook) for that aim.
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According to her assessment practices, Ms. Solmaz gave examples about
the mathematical areas that students were good. For instance after her first paper-
and-pencil exam, she identified that most of the students were good at geometry
topics. She came to this point with the students’ correct answers for the following

geometry items in Figure 4.21:

11: Write down the names of the triangles in the blanks below.

12:Which one(s) is/are polygon(s)?
a)O b) :
) \

c D

a

e) D

Al

\

Figure 4.21: Geometry items in Ms Solmaz’s first paper-and-pencil exam
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As it can be seen in the figure 4.21, the item-1 (I1) and item-2 (I12) were
about classifying the triangles according to their angles and identifying polygons.
According to the document analysis, most of the students responded the current items
correctly. As a result of that, Ms. Solmaz stated that the 5™ grades in her classrooms
were good at classifying triangles and identifying polygons.

In addition to detecting students’ strengths about geometry, Ms. Solmaz
acknowledged that students were good at writing the decimal and percentage forms
of the fractions, too. She gave students’ performance-task studies as examples for her
interpretation. During their tasks, students were responsible to determine 10 fractions
and to write them in decimal and percentage forms. According to Ms. Solmaz and
the documents, most of the students wrote the fractions in decimal and percentage
forms correctly. A part from the task of Student Murat is shown in Figure 4.22 as an

example for the correct responds:

Figure 4.22: The decimal and percentage forms of a fraction done by

Student Murat

It can be seen in Figure 4.22 that Student Murat determined % as a fraction

and wrote the decimal and percentage forms of the fraction in correct forms. In most
of the students’ performance tasks similar correct answers were also observed.

Therefore, according to the interview data and document analysis Ms. Solmaz
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thought that her 5t grades had strengths on writing fractions in decimal and
percentage forms.

In the manner of knowing students better, Ms. Solmaz stated that some of
the students had weaknesses on fraction topic. She went on to say that they had
problems on enlarging the fractions. Such examples were observed in the 1% paper-
and-pencil exam. For instance in the exam Ms. Solmaz asked students the following
item:

Rewrite the following fractions in increasing order:

3.6 32

5 20" 80

According to the document analysis, most of the students were aware of
equalizing the denominators firstly. However, in order to enlarge the fractions, some
of the students did not multiply both the denominator and the numerator of a fraction

with the same number. An example solution that was made by a student was as

follows:
When we enlarge the fractions they became Zike;—o,%,%. Then the order
should be as follows: Scb 2
80 80 80

It can be seen in the answer that the student had thought to equalize the
denominators of the fractions before writing them in increasing order. In that manner
she determined number 80 as the common multiplier of the denominators. Then, in
order to make the denominators 80, she multiplied each denominator by a different
number. On the other hand, she had not realized that the fractions changed when she
multiplied only the denominators. Thus, according to Ms. Solmaz and the document
analysis, that 5t grade was weak on enlarging the fractions.

In addition to enlarging fractions, Ms. Solmaz observed that some of the
students were also weak on finding the amount of the whole when the fractional part
of the whole was given. She stated that her inference was depended on the results of
the 1* paper-and-pencil exam and her classroom observations. After the 1% paper-
and-pencil exam, her words were as follows:

The results of the exam were as I expected. The students who were good at
classroom activities also showed good performance in the paper-and-pencil
exam. The low-achievers, on the other hand, seemed to be mixed up in
choosing correct operations for the following fraction problems: calculating

180



the whole amount when a fractional part of it was given, or calculating the

amount of a fractional part when the whole amount was given. (q96).

Like it was stated by Ms. Solmaz, the document analysis also showed that
some of the students mixed the operations in solving both type of the fraction

problems. An answer to the following item was an example for that observation:

Solve the following problems:
a. Find the number, gofwhich is 248.

b. Find % of 124.

It was observed that the student gave correct answer to the problem ‘b’ and
he made the following operations:

124+4=31

31x3=93

In order to solve the problem ‘a’, on the other hand, he made operations as
if he would calculate the fractional part of a whole amount, again:

248+9=27

27x8=216

It can be seen in the operations that, although there was a remaining in the
division operation 2489, the student continued with the operations. However the
operations were not the solution of the problem ‘b’. Therefore, according to her
classroom observations and paper-and-pencil exams, Ms. Solmaz stated that the
student was weak on finding the amount of the whole when the fractional part of the
whole was given.

Ms. Solmaz also realized that some of the students could not do fractional
operations if they were asked through a problem. In that manner the following items
of the 1% paper-and-pencil exam were the examples:

. . . 3
Item 1: Fing two equivalent fractions to .

Item 2: Mehmet gave his friend the following information:

12 _ A 4 36

—==—and—-==—

42 7 B 99
Then he asked his friend to find the sum of A and B. Can you help
Mehmet’s friend with finding the sum?
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The document analysis showed that most of the students enlarged % with 2,

3, or 4 and found the correct answers for the Item1. However they had difficulties on
solving Item 2. Ms. Solmaz stated that she observed the students’ weaknesses on the
fraction problems and interpreted the situation with the following words:

When I asked a fraction operation they responded it correctly but if the
operation was asked through a problem they had difficulties to find the

correct answer. For instance in order to solve % = é, some of them had
divided 42 by 6 but they multiplied 12 by 6. They were mixed up.

Although they practiced similar questions in the class sessions, I
monitored that some of them still had difficulties on the items about
equivalence topic, mostly if the item was a kind of problem. (q97).

Ms. Solmaz also determined that most of the students were weak on
transferring a length measure to the higher length units, too. She came to this
conclusion with the results of the 3™ paper-and-pencil exam and her classroom
observations. For instance it was seen in the students’ exam papers that, some of
them passed the sub-items asking “7/7 mm = ....... m”’and ‘7152 cm
=.....m....cm’’ whereas some of them gave incorrect answers to them. For instance
they wrote that 7/52 cm = 7 m 52 cm. According to Ms. Solmaz such an answer was
caused from the students’ weak knowledge about the related topic.

According to Ms. Solmaz, in her classroom activities, some of the 5t
grades were weak on making addition operations with decimal numbers. Her
inference was also observed on the students’ activity papers after the ‘‘problem
solving activity”. The activity was practiced by Ms. Yilmaz on 11.04.2014 and was
represented in Appendix E.

In the problem there were two price lists for the equipment of two different
puppet trademarks. By using the lists, students were asked to find the minimum cost
of the equipment for constructing the puppet. The lists of the two trademarks are

listed in Table 4.3:
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Table 4.3: The price lists of the two trademarks listed in the ‘‘problem solving

activity’’ (Ms. Solmaz’s practice)

Product Price of Trademark A Price of Trademark B
(Turkish Liras) (Turkish Liras)

The puppet 20 26

Linden made puppet 7, 75 11,25

stem

The dress kit for the 4 9,5

puppet

The dye kit for the 3,5 6

puppet

Equipment for 3 55

pulling the wires of

the puppet

The following operation was a part of a wrong answer on that activity:

11.25

9.5

6

+ 3.5
1281

Such an operation was also observed in the nd paper-and-pencil exam, too.
In one of the items the following operation was asked to students:

47.846.28+412.09="

The following operation was a part of a wrong answer on the current exam:

47.8
6.28
412.09
+

42305

It can be seen in both of the answers that the students did not do the
addition operations correctly. They did not write the integer part one under another
or the fractional part one under another. Furthermore they did not put the point sign
in its place on the solution. Ms. Solmaz commented on the answer after the 2
paper-and-pencil exam:
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I was expecting that students would make mistakes on doing the addition
operation. For instance that answer was given by a student whose level
was under the average of her classroom. As I expected, she had answered
the item wrongly. (q98).

Therefore, according to the interview data, Ms. Solmaz inferred that the
students who gave such wrong answers were weak in doing addition operations with
decimal numbers.

During the interviews Ms. Solmaz stated that she used assessment results
for determining the students who showed weak performances in the lessons but got
high marks in the paper-and-pencil exams, too. She continued with an example and
told one of her student called Emir. She told one of her experience with student Emir.
According to the interview data, in the beginning of the academic year Ms. Solmaz
made an informal paper-and-pencil exam and tried to diagnose students’ weaknesses
and strengths about mathematics. She went on to say that, since Student Emir had
responded all of items correctly in that informal paper-and-pencil exam, she thought
that he was a high-achiever in mathematics. On the other hand, Ms. Solmaz stated
that, Student Emir did not volunteer for answering the questions during the
classroom activities. According to her observations, Ms. Solmaz came to the point
that Emir was not willing to answer the questions in the classroom because he was a
shy child. In other words it can be said that, her assessment results helped Ms.
Solmaz to notice and know Emir better. She supported that inference with the
following quotation:

Emir also got good grades from the subsequent paper-and-pencil
exams. All of them were over 90 points, even 100. He got grade 5 in
his first semester report. As I said before, paper-and-pencil exam
results give idea about the students. I can understand who can solve or
who cannot solve the items. Actually that informal exam also gave me
pre-ideas about the Student Emir. Before the exam, I had thought that
he would not do anything because I did not know him. In that manner
the exams showed me that the mathematics achievement level of Emir
was very different than I thought. (q99).

Last of all; According to the interview data Ms. Solmaz used assessment
results for rewarding students. In that manner, she supported students’ final grades as
a reward. She stated that, during the in-class activities, there were questions which

could be answered only by a few students, so she wanted to reward these students.

184



She continued with the following words:

I tell them that those questions would be the starred questions. Therefore |
reward the students who can solve these questions correctly. Even one or
two students can answer, I make proud to them with giving 100 for their
in-class performance grades. Sometimes, on the other hand, I tell them that
three stars make 100 as a grade and give them a star for each correct
answer. (q100).

She explained her rewarding practice with the following sentences:

In the beginning of the first semester, I gave them my word about
rewarding if they could get 85 and over in all the paper-and-pencil exams.
Some of the students got 85 and over. Moreover there was a student who
got 100, 100, and 98 from his first semester exams. I gave them some
small gifts and I observed that my rewarding practice had been effective.
This semester, on the other hand, I practice another template and attach
importance to the homework. If they do their homework regularly, 1 will
reward them with giving higher marks for their in-class performance
grades. In that manner I check the homework checking lists. When a
student does her/his homework, s/he gets a plus sign in the checking list
and 10 plus signs make a star. | told them that any student who gets 10
stars on the homework checking list will get a 100 for in-class
performance grade. (q101).

According to the document analysis Ms. Solmaz rewarded some of the
students by giving them high in-class-performance grades. She said that her practice
was valid for the students who highered their paper-and-pencil exam grades rapidly.
For instance a student got 60, 50, and 80 from the exams. According to Ms. Solmaz
such grades should be rewarded by supporting the report grades because the student
had not quit studying. Therefore, she added, ‘‘she got 90 for her in-class-
performance and that made her final grade 4 instead of 3°°.

As a result of the example quotations above, it can be said that Ms. Solmaz
used 5" grades’ assessment results in order to reward them, too. Her rewarding
practice, on the other hand, was mostly related with grades. In that manner she
focused on the students’ the paper-and-pencil exams. If they increased their grades,
then Ms. Solmaz rewarded them by giving high grades for their in-class
performance. The field notes also indicated that, she gave small gifts to students, too.

To sum up; Ms. Solmaz used assessment results in order to improve

students’ learning of mathematics by monitoring their progress; assigning their

overall grades for the whole year; giving formative feedback to them; preventing
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them from feeling anxious; encouraging them to study; preventing them from

cheating; and diagnosing the areas of strengths and weaknesses.

4.2.3 Ms. Solmaz’s Views

In this section Ms. Solmaz’s views about the students’ learning of
mathematics, factors affecting teaching mathematics, and assessing students’
learning of mathematics will be explained. The results will be used to answer the

following research questions:

1. To what extent are the participating mathematics teachers’ classroom assessment
procedures related to their views about the students’ learning of mathematics, about
the factors affecting teaching mathematics, and about assessing students’ learning of

mathematics?

2. What are the discrepancies between the participating mathematics teachers’ views
about assessing the 5t grades’ learning of mathematics and their perceived classroom

assessment practices?

4.2.3.1 Ms. Solmaz’s Views about Students’ Learning of Mathematics

According to Ms. Solmaz, 5t grades learned mathematics mostly by
questioning. She explained her observations with the following words:

They ask questions before doing anything because they are children.
Therefore most of the times, I have repeat my words more than once.
Even, sometimes, I need to repeat the instructions of the homework. For
instance I ask them to do their homework in their notebooks, however they
ask me again whether they would do the homework in their notebooks.
Although I answer such questions all the time, some other students may
ask the same questions again. On the other hand, I am glad that they ask
questions because it shows that they are interested in the lessons. (q103).

Ms. Solmaz continued with explaining her pleasure about the students’
questioning habits. In one of her 5t grades, for instance, she had observed that
students did not hesitate to ask questions during their learning process. With the

following words, she explained the positive effects of such an environment on

students’ mathematics learning:
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In the current classroom, I observe the following situation: I explain a topic

and we solve questions about the topic. After that, the class questions what I

taught or asked. For instance they wonder how the answer changes if the

question was asked in different way. In other words, they are not contended
with my teachings, they also question them. I get feedback about their
learnings mostly by the help of such questionings. (q104).

Ms. Solmaz argued on the factors that affected the 5™ grades’ learning of
mathematics, too. In that manner she stated that students’ natural ability about
mathematics was important in learning mathematics. She said that ‘‘in some of the
classes, there is not any student who has the ability to answer higher order
questions’’ (q105).

Ms. Solmaz also thought that background knowledge was needed for
achieving mathematics. During the interviews, she emphasized on the importance of
basic mathematics knowledge for becoming good at mathematics. For instance, she
claimed that students who had a strong background knowledge in mathematics

learned new topics easily. She continued with an example:

For instance there are 5 grade students who have learning difficulty.

According to the legal obligations, we give them supportive lectures. In

these lectures I observed that students who had background knowledge

about multiplication operation could learn division operation. Moreover
they could learn multiplication operation between the multiple digit
numbers and got the ability of problem solving. (q106).

In addition to her experience with the students who had learning difficulty,
Ms. Solmaz told that she could better monitor the students who had background
knowledge. Otherwise, she continued, she needed to teach primary school subjects
and could not assess students efficiently. Besides, she added, she had to spend much
effort for teaching 5" grade mathematics topics since the students could not
understand the new ones.

Moreover Ms. Solmaz argued that students’ enthusiasm affected their study
habits. According to her, students who liked to study mathematics learned easier than
the ones who did not. In order to clarify her thoughts about the obstacle for getting
enthusiasm, on the other hand, she took attention to the students’ prejudice about

mathematics. She claimed that some of the students thought that mathematics was

too hard and they would never be successful in mathematics. Therefore, she added,
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they did not have an enthusiasm about learning mathematics. However, she disputed,
enthusiasm could be provided by external additions. In that manner she gave the
““addition of fractions activity’’, which was implemented on 04.04.2014, as an
example. In the current activity students were asked to make addition operations by
using fraction bars. According to Ms. Solmaz, using materials, being a member of a
group work had positive effects on students’ enthusiasm, so most of the students
responded the items correctly.

According to Ms. Solmaz, teachers could not teach all the things that they
wanted to because of the crowded classrooms and time limitation in a mathematics
class, so, in learning mathematics, a student’s individual regular practice was as
important as natural ability, background knowledge, or enthusiasm. She asserted that
some students could not achieve mathematics because they did not repeat the topics
regularly. Although they could understand mathematics or had a mathematical
background, they could not be successful in mathematics.

Moreover she stated that, because of the lack of regular studying, there
were even 8" grade students who could not do multiplication operations without
help. Besides, she observed some students who could add the fractions with the same
denominators correctly in the classroom but could not do the same operations in the
paper-and-pencil exams. Instead they added the denominators to each other and as a
result of that they responded the item wrongly. Ms. Solmaz related such situations
with the lack of repetition and thought that they could be corrected by studying
regularly.

Ms. Solmaz thought that the number of items that a 5™ grade student solved
about a topic was important to encourage her/him for studying regularly. Therefore,
according to the field notes, she asked students to solve 50 or 100 multiple-choice
items in the weekends. In that manner, she determined the topics and asked students
to find and solve 50 or 100 questions about the related topics during the weekends.
According to her, such a practice would help students to gain individual study habits
and to learn mathematics.

According to her, regular repetition was also provided by keeping
mathematics journals, too. She named the mathematics journals as home-notebook

and explained her aim with the following words:
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I think that students’ learnings become permanent when they go home and

question what I taught to them. Besides, some of them do not have source

books other than course textbooks. Therefore keeping journals should
provide them regular repetition. Moreover they may get the ability of

solving questions by themselves. Suppose we solved 3 questions in a

lesson. If the student can solve 2 of these questions herself/himself at

home, then I would be glad. Because of these reasons I prefer to make
them keep home-notebooks. (q107).

Lastly; Ms. Solmaz pointed out the importance of home environment on
the students’ mathematics learning, too. She supported her thoughts within the
context of the current school. She said that, in the current school, family problems
existed. For instance divorced parents, economic problems and unconcerned
mothers-fathers were among some of these problems. According to her such family
characteristics affected students’ learning habits negatively. At the same time, she
added that parental support at home made positive effect on students’ learning. In
order to explain the positive effect of a family she told one of her students as an

example:

She is a student who has learning difficulty. She was good at multiplication
but did not know division operation. As a result of these, she did not have the
ability of problem solving. According to the obligations of the Ministry, |
implement her a personal education plan which is adequate to her individual
differences, so I make supportive studies with her. On the other hand, with
the help of her parents, she learned division operation. Furthermore she can
solve the problems including multiplication-division operations. I think her
supportive parents affected her learning positively. (q108).

In summary; According to Ms. Solmaz, although the 5t grades learned by
questioning, their natural ability about mathematics, background knowledge,
enthusiasm, regular practice in mathematics, and whether they have questioning
habits affected their learning of mathematics. On the other hand, parental support or
socioeconomic levels of their parents were distinctive factors on the 5™ grades’

learning of mathematics, too.
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4.2.3.2 Ms. Solmaz’s Views about the Factors Affecting Teaching

Mathematics

First of all; According to Ms. Solmaz classroom management was at the
core of mathematics teaching. Therefore she put emphasis on providing management
both on classroom behavior and study habits. She thought that she could teach more
efficiently if she could provide management in a classroom.

Second; during the interviews Ms. Solmaz also claimed that, students’
enthusiasm towards mathematics made positive affect on teachers’ teachings. She
continued with the following sentence ‘‘if the student has the enthusiasm, you have
no chance other than teaching and giving feedback to her/him’’ (q109). Therefore it
can be said that, according to Ms. Solmaz students’ enthusiasm towards mathematics
was an efficient factor on teaching mathematics.

Third of all; Ms. Solmaz stressed that students’ Turkish language skills
affected her teaching of mathematical concepts. She gave an example from the
fraction topic and said that she had problem on teaching what ‘‘simplification’
meant because of students’ inadequate skills in Turkish language. Then she
continued with the following sentence ‘‘although their Turkish language skills are
weak, | am trying to teach mathematics to them. That is hard’’. (q110).

Fourth of all, according to the interview data, Ms. Solmaz’s teaching
process was also affected by the students’ learning capacity. In that manner she said
that if the students did not understand a topic, then she needed to continue with that
topic and could not teach a new topic. Her explanation is in the following quotation
“For instance I prepare myself for teaching the new topic but when I go into the
classroom, I realize that students could not understand the previous topic. In such a
situation, I keep on teaching the previous topic’” (q111).

Last of all; according to the overall interview data, it can be said that Ms.
Solmaz had clear thoughts about the changes in the 5t grade curriculum and the
textbook. In this sense she stated that 5" grades’ curriculum was efficient for both

the teachers and the students. For instance, she continued, teaching fewer topics was
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a positive innovation for 5t grades. Moreover she told that the information and the
mstructions in the textbook were understandable for both teachers and students. Her
views about the curriculum and the textbook were as follows:

Before the new curriculum, I had to tell the topics in a hurry and I could
not monitor students’ understandings one by one. As a result of that, I and
my students could not show all of our performances during the lectures.
Now, with the new curriculum, I think that my teaching is much efficient
because of the positive changes in the curriculum. There are fewer topics
in the new curriculum. For instance multiplication operation with the
fractions is not in the 5™ grades’ curriculum anymore, it is in the 6"
grades’. | also think that the topics became more understandable than they
were in the old one. For instance it is aimed to go ahead step by step in the
expressions. All these changes provided me much time for teaching.
Moreover students’ prejudice or fear towards mathematics decreased. The
textbook, also, is better than the last year’s. In my opinion the instructions,
exercises, or expressions had been prepared deliberately. The concepts are
explained definitely, there are more activities and questions. Some
activities are offered for classroom activities, so we can do them together
with the students. The characters of the letters, also, are bigger than they
were in the last year’s textbook. There is no need for a teacher’s book, I
can understand what I need to teach with the help of the textbook. All of
these positive innovations showed that the curriculum developers realized
that in order to get the targets we need to take it slowly. A mathematics
curriculum with lots of topics is not efficient. (q112).

To sum up; Ms. Solmaz claimed that classroom management, students’
enthusiasm towards mathematics and the changes in the curriculum had positive
effects on her teaching of mathematics. Students’ weaknesses on Turkish language
skills, on the other hand, influenced her teaching efficiency in negative way.
Furthermore, her teaching schedule was also affected by the students’ learning

capacity.

4.2.3.3 M. Solmaz’s Views about Assessing Students’ Learning of

Mathematics

To begin with; it can be said that Ms. Solmaz is a teacher who mostly relies
on classroom observations in assessing students’ learning of mathematics. According
to her, there is an order of importance between assessment methods. She thought
that, in order to assess students’ learning of mathematics, students’ participating in
classroom exercises and their behavior during lessons is more important than paper-
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and-pencil exams, performance-tasks or project studies. She put much emphasis on a
student’s participation in the classroom exercises and raising her/his hand to
volunteer for responding to the questions. She explained the reason of her thoughts:

I attach importance mostly to my observations because I can see what is
going on directly. Of course I implement paper-and-pencil exams.
However I can predict a student’s performance on an exam by the help of
my previous classroom observations, so I think my classroom observations
are more realistic than the other assessment methods. (q113).

Second of all; Ms. Solmaz told her views about the assessment methods
that were offered by the curriculum. For instance she thought that paper-and-pencil
exams were important in understanding how much students’ learn and what could a
teacher teach. Moreover she stated that paper-and-pencil exams encouraged students
to study because students knew that they would get grades at the end of the exams.
She gave an example from a selective course. The name of the course was
‘mathematics applications’ and 5™, 6™ and 7™ grades took that course. The
curriculum of that course did not offer a paper-and-pencil exam, so Ms. Solmaz
thought that students did not study enough for that course. She explained her views
with the following sentences:

There is not a paper-and-pencil exam or a grade, so there is no
enforcement. Of course I do not want to focus students only for grades. Of
course the important issue is gaining the objectives. However students do
not care a course if they do not get a grade at the end. Teacher teaches the
topic but students do not feel responsibility for studying. Even some of
them do not come to the lessons. Therefore I think that there should be
paper-and-pencil exams for the selective courses, too. (q114).

According to Ms. Solmaz, keeping journals encouraged students to study,

so she asked students to keep mathematics journals. Her students practiced that
method by keeping ‘home-notebooks’ and she had observed that the exercise
encouraged students to study. She explained her observations with the followings: “I
observed that the students made regular reviews. My teachings became more
permanent and the students became more responsible persons. I think it helped
students for getting the ability of self-study”. (q115).

Ms. Solmaz stated her views about the project studies and performance-

tasks, too. She thought that projects were the assessments by which students’ higher
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order skills could be improved. Performance-tasks, on the other hand, were
classroom exercises that should provide students learning by daily life activities. For
instance she talked about the meaning of a performance-task with the following
words:

During the lessons, we mostly teach theoretical part of the knowledge.
Students can combine this knowledge with their abilities during their
performance-tasks and create a concrete reflection of what they have
learned. In that manner, student should think and express herself/himself
by the task. Moreover s/he should use handcraft. Maybe they should show
more other abilities. When we look at the tasks, we should monitor all
these works. (q116).

However her thoughts about the projects or performance-tasks, which were
prepared in her teaching career, were not as positive as her thoughts about the
classroom observations and paper-and-pencil exams. Although she thought that
performance-tasks were concrete materials to grade students’ performances, she
thought that they did not have too much effect on students’ success actually. Besides
it was indicated with the interview data that Ms. Solmaz implemented performance-
tasks and projects since it was an obligation. She did not think that the tasks and
projects completely reached their aims. She remarked that if she were the one who
developed the curriculum, she would remove the performance-tasks. She continued

with the followings:

I think performance-task grade is a kind of in-class-performance grade. I
do not think that these tasks are very efficient. Project studies, on the other
hand, are not done in convenient with the instructions; students get help
from their parents, they do not complete the projects by themselves.

(ql17).

She underlined the importance of a collective study between students and
teachers. In order to produce more efficient projects, on the other hand, she offered a
solution: students could go to the school three days for routine programme and two
days for preparing projects. According to her by such a practice students would learn
all the steps of a project. On the other hand, they would have much time and
possibility to ask their teachers’ guidance.

According to Ms. Solmaz assessing a student’s performance referred to
implementing performance-tasks. She explained her thoughts about performance

assessment with the following quotation:
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I use performance-tasks as performance assessment. I give usual tasks. For
instance last semester I asked them to identify a research question, to
prepare a questionnaire for investigating this research question and to
gather data by the questionnaires. Moreover they were responsible to
construct a score table, a frequency table and a bar graph about the related
data. Last of all they wrote reports related with the data that they gathered.
I believe that students can learn by living or practicing but I cannot
provide such an environment for the performance tasks because they get
help from their parents. | am sure they would be available assessments if
students themselves would do them. However most of the students do not
do performance-tasks by themselves. (q118).

Although she did not practice all of them, Ms. Solmaz made comments on
the assessment methods that she did not use during the data collection process. For
instance, according to her, student portfolios were useful resources for monitoring
what students had done during a mathematics course. A teacher could check what
students have done about a topic by using their portfolios. Furthermore, she said that
concept-maps visualized the information by a kind of map and so took the students’
attentions to the topic. For constructed-grid, on the other hand, Ms. Solmaz thought
that it would help students to draw parallel lines, line segments, and equal segments.
She said that, students had difficulties in drawing such shapes but if she used
constructed-grid in the lectures, it would be timesaving and practical for both her and
the students. On the other hand, she thought that constructing a poster provided
students to improve their handcrafts and to organize their knowledge on an area.
Moreover presentation and drama study could motivate students to become social in
real life situations. In that manner she thought that, by the help of drama study,
students could learn as if they were playing games. Moreover they would have
permanent knowledge and express themselves easily. However she thought that
drama study was not suitable mostly for mathematics course.

Thirdly; Ms. Solmaz also made comments about the contribution of
assessment results to students’ learning of mathematics. In that sense she argued that
paper-and-pencil exams gave feedback to both the teachers and their students. For
instance, she claimed that teachers could understand their teaching effectiveness and
could repeat or teach a topic by the help of assessment results. She also claimed that

teachers could understand students’ strengths and weaknesses by the help of
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assessment results and they could make adjustments for their further assessment
practices. Students, however, could study regularly to make up for their lack of
knowledge in mathematics.

Last of all; Ms. Solmaz discussed the factors that affected the assessment of
students’ learning of mathematics. In that manner she mostly complained about time-
limitation and crowded classrooms. For instance she stated that she checked
students’ homework regularly at the beginning of the academic year but she could
not continue that practice for all sessions because of limited time. As a result of that,
she added, she charged some students for checking homework. According to the
document analysis, also, it was observed that Ms. Solmaz prepared templates for
homework checking and gave them to three students in each class. Then she divided
each 5" grade class in three groups. After that she charged the attendants for
checking their friends’ homework and put minus or plus signs on the templates for
the checking. Ms. Solmaz evaluated these templates for her assessment process. On
the other hand, she checked the attendants’ homework herself.

She also stated that because of time-limitation and crowded classrooms, she
could not implement assessment methods such as presenting a poster or portfolio.
She added that she wanted to use such assessment methods but too much time was
needed for monitoring students’ work in such methods. Therefore, she added, time
limitation and crowded classroom factors prevented her from practicing such
assessment methods.

Time limitation affected Ms. Solmaz’s way of using assessment results, too.
For instance after the second paper-and-pencil exam she realized that some of the
students did not understand a part of the fraction topic. They could not do the
addition operation with different denominators. In that manner the document analysis
indicated that they added the numerators with each other and then they added the
denominators with each other. According to Ms. Solmaz this was a big
misunderstanding, so she repeated the topic. However she remarked that she should
reteach the topic and should use a larger time interval. On the other hand, she
continued, if she would have retaught the topic again, she would stay behind the

annual plan.
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In addition to time limitation and crowded classrooms, Ms. Solmaz stated
that students’ personal characters were effective in assessing their learning of
mathematics. For instance, she said that some students did not say anything during
the classroom activities, so she could not decide whether they had any idea about the
exercises. Her words were as follows:

Some of them do not say anything, they do not talk. Such situations are
hard for me. For instance, after the homework I ask something about their
answers. Some of the students do not say anything, they do not respond to
my questions with a word. I think that it is important for a student to make
comments whether they are correct or wrong because I can understand
what s/he knows and what s/he does not know. Moreover, a comment
means that the student thinks about the exercise and s/he has an idea about
it. When they state their ideas, I can have the chance of correcting their
mistakes. (q119).

At the same time Ms. Solmaz asserted that 5™ grade students’ maturity level
was an obstacle on assessing their learning of mathematics. She claimed that if she
would want them to prepare a poster, for instance, 5t grades would not have
prepared efficient ones. According to Ms. Solmaz, that was because of their ages.
She thought that they were too young to prepare a poster because of their lack of
maturity and added the followings: ‘‘the posters give visuality to the expressions.
Students, also, get manual skills or the other visual, audial abilities. However I think
5t grades’ levels are not mature enough to do posters. I do not think that they can
produce good ones because they are still children. They still play with toys (q120).

She claimed that parental help on performance-tasks and project studies
was also a problem on assessment process. She reminded that some part of the
performance tasks and all parts of the projects were completed at their homes by
students. However, she continued:

In order to get higher grades, students get help from their parents. They,
also, do not focus on the content of the tasks, instead they put emphasis on
the appearance of them. For instance there is a student in my class. He is
not interested in the lessons too muchand does his homework seldomly.
However his performance task was done by his parents last semester. |
understood that from the characters of the letters used in the task; they did
not belong to him. The homework was about constructing a graph. I
observed that on the cover of the task, that student drew a bar graph as a
decor. His name was written on the vertical line of the graph and his
surname, on the other hand, was written on the horizontal line. These were
not his handwriting, so I understood that the work was not done by the
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student. As a result of that, I think that performance-tasks become
inefficient for the students. (q121).

According to the interview data, the socio-economic status of the students
was also a factor that affected Ms. Solmaz’s assessment activities. She said that most
of the students in the current context could reach internet or some mathematical
materials, so she could give them project studies in which making research was a
need. In reverse situations, for instance if students had limited resources, she stated
that she could not give research as a homework or as a project.

The interview data also revealed that, while she was preparing the items of
the paper-and-pencil exams, Ms. Solmaz was affected by the students’ achievement
level. She stated that although she did not believe that true-false or fill-in-the-blanks
type items were suitable for mathematics exams, she used them in the current school.
She explained her practice by the students’ low achievement-levels in mathematics.
By this way, she added, lots of the students could answer some of the items in the
exams.

As a suggestion of the mathematics department, 5t grades’ second paper-
and-pencil exams were implemented in common. According to Ms. Solmaz, another
factor that affected the grading process was the common paper-and-pencil exams. In
Ms. Solmaz’s opinion, common-paper-and-pencil exams caused problems. For
instance she stated that in some of the classes, mathematics teachers solved very
similar items with the common paper-and-pencil exam items, so such a practice
made the exam an invalid assessment.

Ms. Solmaz told her views about the factors that affected her grading
process, too. She stated that, in grading process her conscience was efficient.
According to her, some of the students attended to the lessons and tried their bests
for mathematics but they could not get high marks from the paper-and-pencil exams.
On the other hand, she added, some students did not study, did not do homework,
and did not attend to the lessons. They, also, got low marks from the exams. In such
situations, she continued, her conscience interfered in the grading process. In that
manner she reflected students’ classroom performances to the grading process and
gave higher in-class-grades to the students’ who were active in the classrooms. She

advocated her practice with the following:
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Some of the students do their homework but cannot express themselves in
the paper-and-pencil exams. They make the effort but their intelligence or
capacity is not high enough for getting high marks. Therefore they get low
marks from the exams. As a result of that, I cannot ignore their effort. In
all conscience, I think that they deserve a higher in-class-performance-
grade. (q122).

Ms. Solmaz also claimed that the grading issue affected students’ behaviors
and providing honesty became a problem during her grading process. For instance,
she said that some of her students wrote only the questions of the homework in their
notebooks and they did not solve the items. They tried to seem as if they did their
homework. She claimed that such behaviors were because of the grading issue and
continued ‘‘they cannot solve the questions but they show the questions or irrelevant
information as if they are the homework. They lie to me or deceive me for getting a
grade’ (q123).

Ms. Solmaz did not only talk about the negative factors that affected
assessment process, she also talked about the positive ones. For instance according to
her, using materials or working in groups were positive effects on students’
performances in assessment activities. After the ‘‘addition of fractions activity’’, for
instance, she observed that students showed higher performances than they did in
personal assessment activities. She explained that result with having much fun with
materials in group works.

She also claimed that if the projects were given about the geometry topics
instead of the mathematical operations, students showed good performances. During
the data collection process, on the other hand, she gave projects about the prism
topic. The documents showed that although they did not learn the prism topic at that
time, most of the students could do the projects correctly. Ms. Solmaz also added
that, while she was teaching the prism topic, the students who had prepared projects
were active and volunteered to make the exercises. She continued:

During the lessons, they remembered the number of vertices or edges of
the prisms. I was thinking that preparing performance-task would be easier
for them because I had taught the related topic with the tasks. Although
they did not learn the prisms, their projects are better than their
performance-tasks. Geometry is visual. Besides, the students did not have
to do mathematical operations in their projects. I think these were the
reasons of their success on project-studies. (q124).
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In summary; Ms. Solmaz’s views showed that, in order to assess students’
learning of mathematics, she placed the much emphasis on her classroom
observations. According to her, performance tasks provided students to learn by daily
life activities. She also taught that performance assessment could be done by
performance-tasks. On the other hand, she advocated that projects were the
assessments by which students’ higher order skills could be improved. She stated that
journals encouraged students to study, so she preferred that informal assessment
method. Although she had positive ideas about presentations, posters, constructed-
grid, concept-map, drama study and student portfolios, she did not prefer to use
them. She explained her reasons by the limitation of time, the workload of the
curriculum, and the maturity levels of the students. Moreover, as they were affecting
the assessment process, she disputed the negative contributions of parent help,
personal characters of the students, the socio-economic status, and the achievement
levels of the students. She added that the grading process was under the pressure of
her conscience and the common paper-and-pencil exam obligation. However Ms.
Solmaz did not only discuss the negative factors but also the positive ones that were
effective on assessment process. In that manner she stated that students showed high
performances in assessment practices including materials, group works, or geometry

topics.

4.2.4 Summary of Ms. Solmaz’s Views and Assessment

Implementations

Ms. Solmaz implemented both formal and informal assessments in her
classes. For informal assessment she used observational data, whole-class worked
examples, mathematics journals, and giving homework. For formal assessments, on
the other hand, she used paper-and-pencil exams, project-studies, and performance-
tasks.

In the scoring part of the assessment procedure, on the other hand, Ms.
Solmaz used answer keys or scoring-guides. In developing the scoring-guides, she
was depended on the decisions of mathematics department. She was in touch with

the parents during the assessment stages.
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She used assessment results for several purposes: to understand her
teaching effectiveness, to make decisions on repeating a topic, to teach a topic, to
make adjustments for her further assessments, to monitor students’ progress, to
assign students’ overall grades at the end of the year, to give formative feedback to
students, to prevent students from feeling anxious, encouraging students to study, to
prevent cheating, and to diagnose the areas of strengths and weaknesses.

Ms. Solmaz stated her views about the 5™ grades’ learning of mathematics.
According to her observations, 5t grades learned mathematics mostly by
questioning. Moreover, she claimed that, in order to learn a topic the 5t grades
needed to solve as many items as they could. She also made comments on the factors
which were effective on learning of mathematics. According to her, natural ability
was important in learning mathematics. Besides, background knowledge and making
regular practice were needed for achieving mathematics. At the same time, students’
enthusiasm about mathematics; their questioning habits; socioeconomic status and
parental help were also effective on mathematics learning.

Ms. Solmaz did not place much emphasis on performance-tasks and
projects because of the high parental help on those studies. According to her, in order
to assess the students’ learning of mathematics, participating in the class and the
students’ behavior during the lessons were more important than the paper-and-
pencil-exams, the performance-tasks, and the project studies. Besides she claimed
that common paper-and-pencil exams had negative effect on assessing students’
learning of mathematics. On the other hand, she observed that students’ were
successful on the assessment activities which included material support, group
works, or geometry topics.

Ms. Solmaz agreed on that, the purposes of the activities such as
performance-tasks and projects were to improve students’ learning of mathematics.
However it was understood by the interview data that she implemented them because
of the legal obligation. Her complaints were mostly about these two assessment
methods. She thought that she could not implement these methods effectively
because of the students’ ages, difficulty in preventing parental help, crowded

classrooms, and time limitation.
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In the grading process, on the other hand, her conscience and students’
honesty problems were effective. She stated that she did not ignore a student’s
classroom studies although s/he took low grades from paper-and-pencil exams. Her
conscience directed her. Furthermore, she advocated, providing honesty on students’
homework was too hard since they did them at their homes.

Last of all; Ms. Solmaz thought that 4+4+4 curriculum and the 5t grades
textbook were efficient on teaching and learning mathematics. In that sense, she
thought that the 5™ grades’ curriculum had the following positive effects on teaching
and learning: there were less topics and much time to teach or study, the information
and the instructions in the textbook were understandable for both the teachers and
students, the topics were more understandable than they were in the old ones, the
students’ prejudices or fears towards mathematics decreased. For the textbook, on the
other hand, she made the following evaluations: the instructions, concepts, exercises,
or expressions were clear and sufficient, the font size were bigger than the ones in
the last year’s textbook, and it was adequate enough for both the students and the

teachers.

4.3 Case Three: Ms. Yilmaz

To begin with; Ms. Yilmaz had been teaching mathematics to three 5"
grade classes during the data collection procedure. She stated that her 5 grades did
not have similar levels in mathematics achievement. In one of them, there were
mostly low-achievers. In her other two classes, she added, there were high achievers.
She stated that her high-achiever students were also compatible with the school
environment.

In order to observe classroom practices of Ms. Yilmaz, on the other hand,
the researcher offered four formative classroom activities to her. As it was explained
in the methodology chapter, she applied all of these activities like Ms. Kaya and Ms.
Solmaz did. The name of the activities were ‘‘the quiz activity’’, ‘‘addition of
fractions activity’’, ‘‘problem solving activity’” and ‘‘constructing a rectangle
activity’’. The video recordings of the ‘‘addition of fractions activity’’ and the

““constructing a rectangle activity’’; the interview data; the field-notes and the
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documents were all used to explain Ms. Yilmaz’s classroom assessment procedures;
to determine in what ways she used the assessment results; and to clarify her views
about the students’ learning of mathematics, the factors affecting teaching

mathematics and assessing students’ learning of mathematics.

4.3.1 Classroom Assessment Procedures of Ms. Yilmaz

As assumed in this dissertation, like the other participant teachers, Ms.
Yilmaz had been making use of both formal and informal assessments in her 5"
grade classrooms. The interviews and the video data indicated that, Ms. Solmaz used
observations, whole-class worked examples, homework and quizzes for informal
data. Her formal assessments, on the other hand, included paper-and-pencil exams,
performance-tasks, and projects. In the following two sections, the informal and
formal assessment procedures of Ms. Yilmaz will be explained respectively. During
the explanation, the following research question will be naswered:

“What assessment procedures do the participating mathematics teachers use

in the 5 grade classrooms?”

4.3.1.1 Informal Classroom Assessment Procedures of Ms. Yilmaz

It was revealed by the interview data, the field notes, and the video data that
Ms. Yilmaz’s informal assessment data included observational data, whole-class
worked examples, quizzes, and homework during the 5™ grades’ mathematics
classes.

During her in-depth interviews Ms. Yilmaz stated that she could evaluate
students’ understandings during the informal assessments. She explained her
informal practices with the following sentences: ‘‘sometimes I give them permission
to solve the exercises on the board. During my practice, I do not choose the students
who volunteer to come to the board. Instead I ask the ones who do not raise hand to
respond’’. (q125).

To begin with; according to the interview data, Ms. Yilmaz got
observational data in her mathematics lessons of the 5™ grades. She said that she did

not grade the observational data, she only checked students’ understandings. Her
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words were as follows: ‘‘I sometimes observe that some of the students do not
volunteer for answering the questions. Then I ask them to respond to my question, so
I can evaluate their understandings’’ (q126).

The video records of the classroom sessions on the dates 03.04.2014
(addition of fractions activity) and 09.05.2014 (constructing a rectangle activity)
showed that Ms. Yilmaz observed students by walking around the classroom. It was
observed that Ms. Yilmaz tried to understand whether the items of the activities were
responded or not. She preferred to let students work in groups. Then she also kept a
written record for examining students’ classroom activities and for identifying the
amount of work put by each student. During the post-activity interview of the
activity she explained her practice by the followings:

In order to take notes, I drew columns on my paper for each group and
took notes about the amount of work put by each student. I wrote my
observations for each student’s work. For instance I recorded the ones who
did not work. Moreover, for the activity, they had to show the addition of
the fractions through model and they had to show their work on their
activity paper. In my observations, [ kept written records about their
models, too. For example, I recorded the groups who modelled the
operations correctly and carefully, or who put better works than the other

groups. (q127).
It was seen by the video data that, during her observation processes, Ms.
Yilmaz interfered in the students’ works. In that manner, she became involved in the
exercise by giving related examples with the activities, or by directing the students
towards the correct answers. Such an example was observed during the ‘‘addition of

fractions activity’’. In the activity one of the items was as follows:

Try to add %and gwith the help of the fraction bars. Then show the

operations through models.

It was observed that some groups could not show % through model

correctly. Although they could modelg by the bars, they could not show it in written

form correctly. For instance, the following shape was constructed by a group with the

help of the fraction bars:
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Figure 4.23: A fraction model in Ms. Yilmaz’s class

While they were showing % on the papers, on the other hand, they drew

only the piece of % :

Figure 4.24: Another fraction model in Ms. Y1lmaz’s class

In the 36™ moment of the activity, Ms. Yilmaz involved in the answer
above. She made the following discussion with the group members:

Ms. Yilmaz: If you would show % , how would you draw it?

Group member: Mmm...I would divide the whole 3 equal pieces and paint
one of the pieces with my pencil.

Ms. Yilmaz: Ok. Now look at your model on the paper. Is it what you told?
(She waited. Students looked at their model on their activity paper. Then
Ms. Yilmaz continued)

1 . .
Ms. Yilmaz: Your model does not represent 3 Instead it seems like a

whole. Do not draw the shape of the fraction bar. You need to draw the
model of the fraction, like we did in our previous lessons. The shape you
had drawn is wrong.

It was understood in the conversation that, Ms. Yilmaz tried to clarify the
misunderstandings about showing % through model by discussing the current item

with the students. It was also understood in the current conversation that, during the
‘‘addition of fractions’” Ms. Yilmaz did not wait for the students to find their mistake
on their paper. Instead, she gave the answer of the item and directed the students
towards the correct answer.

Ms. Yilmaz also stated that she did not keep a written record for her
observations. She said that, written records would remind her of the students’
progress. However, she went on to say the following words: ‘‘I make observations

but I do not keep a record. I know I should keep but I am lazy (laugh)’’. (q128).
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Therefore, she did not keep written records for the observations although she thought
that it was necessary.

Another informal assessment method of Ms. Yilmaz was whole-class
worked examples. According to the interview data, she adapted the items from
internet sources or different sourcebooks. Then, in order to complete the teaching of
a new topic, she used the items in the sessions. In that manner she wrote the items on
the board. The items were constructed-response or multiple-choice type items. She
explained her practice with the following sentences:

I asked my colleagues about their classroom practices. | learned that they
did not make students write too much in their notebooks. That means the
teachers only asked the exercises from the textbook. However my students
spent one notebook until now (the end of the first semester). I think the
textbook has limited questions. Of course the only thing is not the number
of the pages that the students used but there are various questions in the
other sourcebooks. Therefore I ask students lots of classroom exercises. I
make them write the questions in their notebooks, also. I want to show
them all kinds of questions so that students would not worry. They would
not question whether there are other types of questions. (q129).

In addition to her classroom observations and whole-class worked example
studies, Ms. Yimaz used quizzes as an informal assessment practice. Her
explanation about her quiz method was as follows: “I also implement quizzes with 3
or 4 items. Then at the end of the academic year, I assign in-class-performance-
grades by the help of quiz results and the data gotten by students’ in-class
behaviors”. (q130).

According to the document analysis Ms. Y1lmaz did not plan the number of
the quizzes at the beginning of the academic year. For instance she made only one
quiz in the first semester. It was about the numbers and operations unit. During the
second semester of the data collection process, on the other hand, she made three
quizzes. Two of them were about the fractions unit and one of them was about the
decimal numbers unit. She explained how she decided on implementing a quiz:

In the first semester, it was not essential to implement a quiz on a unit
other than the ‘‘numbers and operations. Therefore I implemented one
quiz and it was on that unit. The other topics were easy and students could
understand them, so I did not practice any other quiz. In this semester, on
the other hand, I implemented more. For instance, they had two quizzes on
the fraction unit because they had difficulty on learning that topic. (q131).
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According to the document analysis, Ms. Yilmaz scored the quizzes but she
did not grade them. According to her words, on the other hand, when she gave the
overall grades of the students in the end of the semester, she took the quizzes a kind
of reference about the students’ in-class-performance-grades. She explained her quiz
practices of the first semester with the following words: ‘I told the students my
purpose for the quiz practice at the beginning of the academic year. After I scored the
quizzes, I solved the items. I used the quiz scores to give in-class-performance
grades” (q132). However at the beginning of her assessment practices, she did not
determine the impact of the quiz scores on the overall grades.

Last of all; it is necessary to explain the fourth informal assessment practice
of Ms. Yilmaz: giving homework. The homework was either the textbook exercises
or the worksheets. According to the interview data and document analysis she gave
worksheets with 20-22 multiple-choice items as homework. The items were about
the topic that Ms. Yilmaz taught on that week and were prepared by her. The
students, on the other hand, were responsible to answer the items at home in two-
three days. Therefore she photocopied the sheets and delivered them to the students
one by one.

The interview data also showed that Ms. Yilmaz checked students’
homework in the classroom. She stated that she checked whether the students did
their homework. According to the overall data she checked the homework regularly.
During her classroom observations, while she was walking around the classroom, she
also continued to check students’ textbooks or notebooks. The following quotation
was a brief explanation of her practice:

I check their homework and I glance in their textbooks in order to realize
whether they did their homework or not. Moreover I ask them to solve the
homework items on the board. Sometimes I notice that some of the
students do not answer the exercises or give irrelevant responds to the
questions. Such a practice show me whether the students understand the
related topic or not. I do not assign any grade to students’ homework.

(q133).

It can be seen in the quotation above that; although she controlled them
regularly, Ms. Yilmaz did not keep a written record for her homework checking.
During her practice, she only tried to understand whether the students understood the

topic or not.
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To sum up; Ms. Yilmaz observed students’ classwork, applied whole-class
worked examples, quizzes, and gave homework in order to asses students informally.
She did not keep a written record for the classroom observations. Moreover she did
not use a checklist or a scale for recording students’ whole-class worked studies and
homework. In other words it was revealed by the interviews, document analysis, field
notes, and video data that Ms. Yilmaz only kept the quizzes. On the other hand, she
did not keep any other written records for her informal mathematics classroom

assessments.
4.3.1.2 Formal Classroom Assessment Procedures of Ms. Yilmaz

The overall data showed that for formal assessments, Ms. Yilmaz obeyed
the regulations of The Ministry of National Education. According to the Assessment
Regulations of Ministry, a mathematics teacher in a public school had to assess
students with at least three paper-and-pencil exams and one performance-task per
semester (MoNE, 2013b). At the same time each student had to conduct a project-
study for one of the courses s/he chose in an education year (MoNE, 2013b).
Therefore, as it was the obligation of Ministry of National Education, Ms. Yilmaz
used paper-and-pencil exams, project-study, and performance-tasks for formal
assessment.

To begin with; it was revealed with the document analysis that, Ms. Yilmaz
implemented three paper-and-pencil exams during the data collection process.
According to the interview data, she announced the date of the exams one week
before. She stated that, except common paper-and-pencil exams, she prepared the
items herself and then photocopied the exams. Common paper-and-pencil exams, on
the other hand, were the 2™ exams in the current school and were prepared by all
mathematics teachers of the 5" grades. Common paper-and-pencil exams were
implemented on the same lesson hour to all 5™ grades in the current school.

Second; Ms. Yilmaz stated while she was preparing the exams, she used 5t
grades’ course textbook as a guide. In that manner she made use of internet and the
mathematics textbooks other than the course book. Her related words were as

follows:
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I use both the course book and the other mathematics source books. |
prepare the items similar with the ones that I asked during my classroom
practices. | also search the paper-and-pencil exams that were implemented
by the other mathematics teachers. I try to understand whether they asked
different kind of questions. Then I combine my interpretation with my
research and prepare my own items. I try to examine different sources; I do
not prepare the items only according to my own ideas. (q134).

Third of all, according to the overall data, Ms. Yilmaz gave one-lesson-hour
to the students for finishing their exams but the duration of the exams was not written
on the exam papers. Moreover, she stated that she had informed the students about
the duration of the exam orally before the exam started. According to the field notes,
her students had one lesson hour for answering the items of an exam.

Fourth, the document analysis of the 5t grades’ paper-and-pencil exams
showed that Ms. Yilmaz prepared four types of items: multiple-choice items, fill-in-
the-blank-type items, true-false type items and constructed-response items. In order

to represent example exam items, her 1% paper-and-pencil exam was shown in Figure

4.25:
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Figure 4.25: First paper-and-pencil exam implemented by Ms. Yilmaz
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It can be seen in Figure 4.25 that, the first paper-and-pencil exam was
composed of multiple-choice type items (2nd and 3rd), fill-in-the-blank-type items
(1%, 10™), true-false type items (4™), and constructed-response type items (5", 6™,
7% 8™ 9™ 11 12" 13™ and 14™). In Figure 4.26, on the other hand, Ms.

Yilmaz’s 3" paper-and-pencil exam is represented:
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Figure 4.26: Third paper-and-pencil exam implemented by Ms. Y1lmaz
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In Figure 4.26, on the other hand, the third paper and pencil exam was
shown. It was composed of fill-in-the-blank-type items (1% and 7th), true-false type
items (10™), and constructed-response type items (2", 3™, 4™ 5™ 6™ 8™ and 9™).

Figures 4.25 and 4.26 were also examples for the answer keys of the current
exams. According to the interview data, Ms. Yilmaz prepared the answer keys of the
paper-and-pencil exams before the implementation. It was seen in the answer keys
that, she wrote the score of the completely correct answers of the constructed-
response items. On the other hand, she did not assign a score to the partially correct
answers. However after she graded the students’ papers, it was observed that she
gave points to the correct solution methods with incomplete or wrong results. Such a
situation was indicated in the 3" item of the paper-and-pencil exam which was
represented in Figure 4.32. The item was as follows:

The width of a rectangle is 16 m and the length s 24 m. The perimeter of
that rectangle is the same as the perimeter of a square. Then how many
meters is the side length of that square?

According to the document analysis, some of the students found the
perimeter of the rectangle correctly. In order to calculate the perimeter, they did the
following operations:

24 + 16=40
40 X2 =80 m

Some of them, on the other hand, did the following operations:

24 X 2 =48
16 X 2 =32
48+32 =80m

However they did not calculate the side length of the square or some of
them gave wrong answers like the following:
80+-2=40m
It can be seen that both of the answers were incomplete. On the other hand,
they had to make the following operation lastly:
80 +4=20m
Ms. Yilmaz did not assign a score to such incomplete answers on the
answer keys but it was seen with the document analysis that she gave 6 points to

them in total. According to her the students’ answers were incomplete, they were not
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wrong. Therefore, she added, she attended 3 points for each operation in the
following:

24X 2=48and 16 X 2 = 32 (3 points)

48+32=80 m (3 points)

Or

24+ 16 = 40 (3 points)

40 X 2 = 80 m (3 points)

And 4 points for finding the side length of the square:

80 =+ 4 =20 m (4 points)

Ms. Yilmaz stated that she showed the answer keys to the students after she
announced them the results of the paper-and-pencil exams. According to the
interview data she called students to the board 5 by 5 and put the answer key on her
desk. Then she let them check their papers by the answer key. She explained why she
called the students 5 by 5 with the following words:

I want to show them their mistakes or the difference between their answers
and the correct answers. I do not give them their papers because the class
1s crowded. There can be a commotion, so it can be hard to control them.
For instance one of them can add or erase something from her/his own
paper. Because of that reasons, I call them on the board and deliver their
papers 5 by 5. Then they check their papers with the answer key. I can
follow them during that practice, also. (q135).

Ms. Yilmaz added that, she let all students check their papers but the ones
who got low grades were not willing for that practice. Although she had asked them,
they did not want to check their papers. Moreover, she continued, ‘they checked
their papers without understanding the difference between their wrong answers and
the correct answer”. (q136).

In addition to the paper-and-pencil exams, by the requirements of Ministry
of National Education, students were assigned performance-tasks in each semester.
As a result of this, Ms. Yilmaz implemented performance-tasks as a formal
assessment, too. According to their decision of the department of mathematics, one
performance-task would be implemented per semester in the current school.
Therefore Ms. Yilmaz implemented one performance-task during the data collection

process. Then she scored the tasks by using a scoring-guide which she adapted from

internet sources. Last of all, she graded performance-tasks according to these scores.
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First of all; Ms. Yilmaz expected students to finish their tasks at their
homes on their own in order to save time. She stated that too much time was needed
to control students’ studies during the lesson. Moreover, she lost too much time in
teaching fractions and linear measures. Therefore, she added, she wrote the
mstructions of the tasks on the board, and students wrote them down. Then students
completed the task at home. In that manner she gave students 10 days for completing
their tasks. The time interval also included the holiday of April 23™ National
Sovereignty and Children's Day. Therefore Ms. Yilmaz thought that the students
would have enough time to complete their tasks. Moreover she did not interfere in or
involve in the students’ studies. In other words, during their task studies, students
completed all the steps of their works at their homes without Ms. Yilmaz’s
intervention.

Secondly; it was indicated by the document analysis that, the 5 grades in
Ms. Yilmaz’s classes studied individually for their tasks. Ms. Yilmaz stated that that
was not her choice. She went on to say that, all the students in her 5 grade classes
wished to study individually, so she did not force them for group works.

Third of all; the interview data showed that she decided on the topic, the
instructions, and the time interval of the performance-task herself before the
implementation. According to the document analysis, the school mathematics
department offered three performance-tasks: drawing the plan of a house, giving
examples to indicate the facilitating role of graphics and determining the geometric
shapes of the doors, windows, carpets, etc., but Ms. Yilmaz did not prefer to give the
current topics as performance-tasks. In that manner she determined the topic
according to the annual plan. She stated that she had done all the lessons about the
quadrilaterals unit, so she decided on a task about that unit. The name of the task was
‘‘explaining the properties of the quadrilaterals’’. There was a long holiday and I
thought that they could complete all the steps of the task at home’’ she said and
added: ‘‘the tasks met my expectations. There were not big mistakes in them. I
actually asked such an easy task so that all of them could do it”’. (q137).

Fourth of all; the interview data indicated that, she wrote the instructions on
the board in order to explain her expectations from the tasks. She also made verbal

explanation about the instructions. She admitted that she interfered in the students’
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works while she was explanations. In that manner, she stated that she insisted the
students on using the colorful and decorative materials. “I do not like undecorated
tasks”, she said and continued “Therefore I explain them everything one by one in
detail and I direct them”

An example task that was completed by a 5™ grade in Ms. Yilmaz’s class

was represented in Figure 4.27:

Figure 4.27: The performance-task prepared by Student Selen in Ms. Yilmaz’s

class
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Figure 4.27 (cont’d): The performance-task prepared by Student Selen in Ms.

Yilmaz’s class
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Figure 4.27 (cont’d): The performance-task prepared by Student Selen in Ms.

Yilmaz’s class
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Figure 4.27 (cont’d): The performance-task prepared by Student Selen in

Ms. Yilmaz’s class
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Figure 4.27 (cont’d): The performance-task prepared by Student Selen in Ms.

Yilmaz’s class
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It can be seen in Figure 4.27 that Student Selen drew and explained the
properties of a square, a rectangle, a parallelogram, a rhombus, and a trapezoid. It is
indicated by the figures that Selen gave the information correctly and congruent with
the curriculum. In that manner she gave information about the side lengths, the
parallel sides, the angles, the diagonals, the heights, and the sum of the internal
angles of the squares, rectangles, parallelograms, rhombuses, and trapezoids in her
task. It can also be observed on the task that she drew the shapes of the quadrilaterals
and determined the concepts on these drawings.

Another issue of the performance-tasks was the scoring-guide which was
used to score students’ performance-tasks. The interview data indicated that Ms.
Yilmaz was worried whether she used scoring-guides efficiently. Her related words
were as follows:

Actually I can say that, I learned to develop and use them during my
university education. However, still, I do not feel myself adequate enough
to practice it. I am not sure whether I can use it correctly in every sense.

(q138).

She added that she did not prepare the criteria herself. She used a prepared
guide from internet with the criteria in it. It was indicated by the document analysis
that there were four criteria in the guide that was used by Ms. Yilmaz: creativity,
overall appearance, submitting until deadline, and using materials (supporting the
issue with various materials). Then, as soon as she assigned the tasks, she explained
the criteria of the scoring-guide to students and hanged it on the classroom billboard.
She used the same scale with the participant Ms. Solmaz and stated that she used the
scale for two aims: to score the performance-tasks and to let the students check their
assessment results.

Fifth of all; the document analysis and the interview data showed that, in
order to decide on the scoring-guide, Ms. Yilmaz did not take the decisions of
students or school administration. On the other hand, she was depended on the
decisions of the mathematics department. According to the current data, in the first
meeting of the mathematics department, which took place at the beginning of the
academic year, the mathematics teachers determined five main criteria for scoring

the performance-tasks: making use of sufficient references, pictures, photographs or
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drawings if needed; using Turkish language and the punctuation marks correctly and
giving the information in order; using more than one reference; submitting the task
on time; and cooperation between the group members. Ms. Yilmaz, on the other
hand, used three of them in her own scoring-scale: making use of sufficient
references, pictures, photographs or drawings if needed (using materials); using
Turkish language and punctuation marks correctly and giving the information in
order (the overall appearance); and submitting the task on time. Therefore it can be
said that, Ms. Yilmaz was depended on mathematics department’s criteria decisions
and used three of them in her own scoring-guide.

It was also observed by the document anlaysis that the scale did not include
any criteria for scoring mathematical issues. Ms. Yilmaz explained her preference
with the following words: “‘I think that, the creativity and using materails criteria
assess students’ mathematical skills therefore I did not need to add another criterion
to the scale’” (q139). For each criterion she scored students’ tasks over 5 points. In
order to calculate the final grade, on the other hand, she multiplied the total scores by
5.

Lastly; it was seen in the documents that, the scoring interval of Ms.
Yilmaz was not so similar with the mathematics department’s rubric. The scale of the
school mathematics department rubric was rated from 1 to 4 for each criterion
whereas Ms. Yilmaz’s scale was 1 to 5. According to the document analysis, in order
to determine how she would score the tasks, she wrote the meaning of each point at
the bottom of the scoring-guide. It was written that 5 points meant ‘‘very well’’, 4
points meant ‘‘good’’, 3 points meant ‘‘tolerable’’, 2 points meant ‘‘acceptable’’,
and 1 point meant ‘‘needs improvement’’. Therefore it can be said that by the help of
the related data that, in order to grade 5t grades’ performance-tasks, Ms. Yilmaz did
not only score the completed works, she also scored partially complete, incomplete
or completely wrong tasks, too. It means she did not only score totally correct
studies. She also scored the partially correct, tolerable, acceptable, and inadequate
tasks.

The task which was presented in Figure 4.27, on the other hand, got the
score of 100. Ms. Yilmaz stated that the task was completely adequate to the criteria

of the scoring-guide, so the student did not loose any point. According to the
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document analysis, also, all the performance tasks got 75 and over in Ms. Yilmaz’s
5t grade classes. Ms. Yilmaz thought that such a result was not a surprise because
the task was easy enough to get 75 and over.

Another major assessment procedure that Ms. Yilmaz used in her 5t grade
class was the project-study. In each year, by the requirements of The Ministry of
National Education, students are assigned a project-study from a course that they
select. Moreover according to the field notes the assignment deadlines and the topics
of the projects were determined by the mathematics department of the school in the
beginning of the academic year. According to the decisions of the department, the
projects were assigned in December 2013 and gathered in the last week of April by
the mathematics teachers. The department also offered project topics such as
constructing a Gregorian calendar, constructing a kite, planning a trip, suggesting
solutions to prevent water-waste, get to know the polygons, and representing the
parents’ jobs with a table.

Firstly; it was revealed with the interview data and document analysis that,
like she did during the performance-tasks, Ms. Yilmaz did not choose the project
topics along with the mathematics department suggestions. She preferred to offer
project about the ‘‘prisms’’ topic although she did not teach it before. She asked
students to construct mathematics materials for the prism topic. In that manner
students were responsible to model the opened and closed versions of the rectangular
prisms, square prisms, and cubes. Moreover they were asked to construct the closed
version of the current prisms and explain the properties of them with a report. In
other words students had not learned prism unit before they made their projects. She
explained the projects and how she decided on the projects with the following words:

I gave types of prisms as projects. They showed the closed and opened
versions of the prisms through models and explained the properties of each
prism in a written report. I also asked them to construct closed versions of
the prisms. I gave the assignments before I taught the prism topic.
Therefore I gave students, the ones who had project assignments, a little
information about the topic. I could not give efficient projects because I
forgot the deadline about assigning the projects. As a result of that, I had to
decide on the topic and the instructions quickly. Since I was in panic to be
late in giving and collecting the projects, I did not ask them to present their
studies. On the other hand, spending time for presentation would affect my
teaching plans, too. (q140).
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Second; according to the field notes there were 30 students who wanted to
prepare a project from mathematics course in Ms. Yilmaz’s 5 grade classrooms and
she gave the same project to each student. Moreover the students made their projects
individually at their homes.

Third of all; the interview data showed that Ms. Yilmaz determined the
guidelines of the projects herself. Then she photocopied and delivered them to
students. During that practice she explained the instructions of the projects orally,
too. The related instructions were as follows: research the properties of the
rectangular prism, square prism, triangular prism, and cube; explain their properties
in a written report; and show the closed and opened appearances of each through
models; show your all work on your reports; construct opened appearance of the
prisms from cartons; construct closed appearance of them from these opened ones.
On the other hand, although they were needed, the guidelines did not include any
instruction about using a ruler or a miter.

A part of a project-study completed by Student Nur in Ms. Yilmaz’s

class is shown in Figure 4.28:
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Figure 4.28: A part of a project-study completed by Student Nur in Ms.

Yilmaz’s class
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Figure 4.28 (cont’d): A part of a project-study completed by Student Nur in

Ms. Yilmaz’s class
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Figure 4.28 (cont’d): A part of a project-study completed by Student Nur in Ms.

Yilmaz’s class
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In Figure 4.28 a part of project study that was completed by Student Nur
are shown. By the figures two evaluations can be done. First, it can be said that the
student constructed the rectangular prism and the triangular prism correctly. Second,
although the triangular prism was out of the 5t grade curriculum, the study included
also information also about that geometric solid. The student constructed it because
there was an instruction which was asking to construct and explain a triangular
prism. Therefore it can be said that Ms. Yilmaz preferred to give project studies that
included external topics. On the other hand, the Figure 4.28 showed that Student Nur
constructed the triangular prism correctly although she did not get any lecture about
it.

Fourth; Ms. Yilmaz scored the students’ projects by using the criteria which
were offered by the mathematics department. In figure 4.29 the scoring-guide that

was used by Ms. Yilmaz is shown:
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Figure 4.29: The scoring-guide that was used by Ms. Yilmaz
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In Figure 4.29, it can be seen that there were two main criteria in Ms.
Yilmaz’s scoring-guide: the preparation process of the project and the content of the
project. The preparation process included the criteria of: identifying the purpose of
the project, planning the project, determining the needs of the project, using different
references, and carrying out the project according to its plan. The criteria about the
content of the project were as follows: using Turkish language rules correctly, the
accuracy of the information, organizing the information, and using creativity.

It can also be seen in the figure 4.29 that, there are lines drawn on four
criteria. The names of these criteria were: work-sharing in the group, producing a
group work, analyzing the information, making inferences from the information. Ms.
Yilmaz stated that she did not need them in scoring the current project study.
However after she gave that document for the current dissertation, she made a fair
copy of the scoring-guide. In that guide the four irrelevant criteria were not included.
She gave the copy to the students as a report of their project grades.

According to the document analysis, on the other hand, the project which
was partly shown in Figure 4.28 got a score of 95. In that manner, it was observed by
the documents that the student lost 5 points only from ‘using creativity’ criterion.
Ms. Yilmaz stated that the student completed most of her project in congruent with
the guidelines and submitted it on time. Then she explained why Student Nur lost 5
points from the related criterion: ‘‘I asked them to construct closed appearance of
them from these opened appearances of the prisms. However instead of constructing
the closed shape of the rectangular prism, she had covered a syrup box’’. (q141).

Fifth of all; it was understood with the field notes that Ms. Yilmaz obeyed
the rules of The Ministry of National Education and announced the formal
assessment grades to students in 10 workdays. Moreover she gave the written report
about the results of the common paper-and-pencil exams to the mathematics
department at the end of the semester. In that manner she wrote the number of the
students that got grades over 44 and under 44 in her report. The mathematics
department, on the other hand, gave these reports to school administration. The
school administration, on the other hand, used these reports for calculating the

overall annual mathematics achievement of the current school.

229



Last of all; it was figured out that Ms. Yilmaz let students check their
performance-tasks and projects with the scoring-guides. She explained the checking
process:

Students want to learn their mistakes. Then I show them the scale. For
instance in the first semester they were responsible to construct graphs in
their performance-tasks. I showed them the scale and explained why they
lost points. In other words the students had the opportunity for checking the
scoring-scales and their incorrect answers. On the other hand, I do not insist
on the checking process if the students do not want it. (q142).
Ms. Yilmaz also told her 5" grades’ common questions in the checking
process. It can be said that students wanted to get information mostly on the reason
of the grade differences between their works and their friends’. Ms. Yilmaz told that

situation with an example:

Sometimes students think that they did the same tasks with their friends
but they got different grades. For instance all of them showed their tasks
on the cartoons last semester, so some of the students could not make of
the difference in their task grades. S/he thought that if all the works were
showed on the graphs and submitted on time, then all of them should get
90 or 100. However I hang the scoring criteria on the classroom billboards.
They should realize that the criteria included the content, Turkish language
skills, the accuracy of the information, etc. Although they have a chance to
examine these criteria, they do not accept their mistakes. (q143).

In summary; it can be understood with the data that Ms. Yilmaz obeyed the
obligations of the Ministry of National Education. In that manner, she implemented
three paper-and-pencil exams and one performance-task to each 5" grade student
whereas she gave project to the willing ones. According to the field notes and
interview data, she announced the time of the paper-and-pencil exams one week
before the implementations and prepared the answer keys before exams. On the other
hand, she did not prepare a scoring-guide or a rubric for the performance-tasks and
projects studies on her own. It was also indicated by the documents that there were
no criterion available to assess the students’ mathematical skills in performance-tasks
and project studies. Instead, she used the prepared ones from internet or from
mathematics department suggestions. She announced the results in 10-days and let

the students check their papers, tasks, and projects. She also gave common written

exam report to mathematics department.
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4.3.2 Ms. Yilmaz’s Use of Assessment Results

The interview data, the observational data, the document analysis, and the
field notes indicated that, for summative purpose, Ms. Yilmaz practiced formal
assessment such as paper-and-pencil exams, performance-tasks, and project-studies.
For formative purpose, on the other hand, Ms. Yilmaz practiced both the formal and
the informal assessments. The informal assessments included observations, whole-
class worked examples, quizzes, and students’ homework.

According to the classroom assessment framework of McMillan (2007a),
Ms. Yilmaz’s use of informal and formal assessment results was the last step for her
assessment processes. Therefore it is required to explain her use of classroom
assessment results.

As a result of the related literature and the data collected, Ms. Yilmaz’s
ways for using assessment results will be explained in the following subsections. By
the current results, the answers to the following research questions were investigated:
1. In what way are the participating mathematics teachers’ formal and informal
assessments related with their use of assessment results in 5™ grade classrooms?

2. How do the participating mathematics teachers use the results of their assessment

practices formatively in 5t grade classrooms?

4.3.2.1 Ms. Yilmaz’s Use of Assessment Results for Making Decisions

on Her Instructional Practices

In some of her instructional decisions, Ms. Yilmaz demonstrated that she
made use of assessment results for making decisions on her instructional practices.
According to the interview data Ms. Yilmaz used assessment results in order to make
decisions about repeating a topic or about the effectiveness of her teaching. Besides
she used project results for teaching the related topic, too.

To begin with; it was indicated by the interview data and the classroom
observations that, in order to repeat an issue or a topic, Ms. Yilmaz mostly used

informal assessment data. She stated that by the help of quizzes or whole-class
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worked examples, she understood whether a topic repetition was a need.

For instance after the ‘‘quiz activity’’, which was represented in Appendix
E, she realized that students had problems on finding equivalent fraction to S An

example response including a common mistake was as follows:
3 _ 3

5 10

(2)

It can be seen in the answer that, in order to find an equivalent fraction to S,
the student multiplied the denominator by 2 but she did not multiply the numerator
by 2. According to Ms. Yilmaz, having lack of knowledge about the equivalence
issue should cause problems in teaching the operations with fractions. Therefore she
stated that, she repeated the equivalence topic again. She went on to say that, in her
repeating process, she reminded students to multiply both the denominator and the
numerator by the same number.

According to the interview data, when she realized the common mistakes,
Ms. Yilmaz solved the related items for repeating the topic. Her practice was
observed during the “problem solving activity”, too. In the activity the students were
asked to add a group of decimal numbers. At the end of the activity, the following

mistake was observed in some of the students’ activity papers:

11.25 11.25
9.5 > 9. 50
6 60
5.5 5.50
+ +

It can be seen in the operation that, in order to simplify the addition
operation, the student tried to equalize the digits. Therefore she put “0” in the empty
spaces of the fractional parts (11. 25; 9. 50; 5. 50). However she also put “0” in one
of the integer part and turned 6 to 60.

In relation with the same item above, another common mistake can also be

observed in the following operation:
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11.25
9.5

6

55

+
1281

It can be seen in the operation above that the students were not careful on
writing the digit part or the fractional part one under the other. Moreover the point
sign that separated the integer and fractional parts was absent in the answer. As a
result of that the answer was incorrect.

The interview data indicated that, after she realized the incorrect answers,
Ms. Yilmaz solved the item on the board. During that process she reminded students
that they needed to write the integer part and the decimal part one under another in
order to do the addition operation correctly.

Second of all, Ms. Yilmaz remarked that she also understood her teaching
efficiency by using the assessment results. In that manner she gave examples from
her observational data in the fractions unit. Her related words were as follows:

I tried to teach them the logic of the fractions by different methods. For
instance I showed the fractions through models. In order to model them, I
drew birthday cakes on the board. Students came to the board and divided
the cakes in equal pieces. I also tried to practice similar methods by using
rectangular or square shapes. However I observed that none of these
methods were efficient enough, the logic of the fraction concept could not
be taught. (q144).

Her inference was observed in the ‘‘addition of fractions activity”, too. In
one of the items, for instance, students were asked to add 1/3 and 2/3 by using
fraction bars. Moreover they were asked to show the operation through model. The
video data showed that students had problems in defining the unit fraction. For
instance, in the 34™ minute, Ms. Yilmaz asked students the type of 1/3 fraction
orally. A student said that it was a mixed fraction whereas the other named it as a
proper fraction. According to Ms. Yilmaz such answers were clues for evaluating her
teaching efficiency. She thought that the students were confused because she did not
use fraction bars for teaching fraction unit. She explained how she evaluated her

teaching efficiency with the following words:

Some of the students complained about the fraction bars. They reminded
me that I had not taught them the fraction unit by using the bars. That is
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right. I did not use fraction bars but I showed the fractions through models.
Moreover I introduced them the fraction bars in my lectures. However the
fraction bars mixed their minds. They could not realize the unit fraction.
They could show 1/3 by the material but they could not construct 2/3 by
using two of the 1/3 bars. I had to help them in that stage. I think they were
surprised because I did not use fraction bars when I was teaching the
fraction unit. I was only drawing models of the fractions or the operations
of the fractions on the board. If I had used the bars in my lessons, they
would have answered the item correctly. (q145).

On the other hand, after the 1¥ and 2™ paper-and-pencil exams, Ms. Yilmaz
thought negatively about her teaching efficiency because of the students’ common
mistakes. For instance, the document analysis showed that some of the students had
problems in equalizing the fractions. Such situation was observed in the solution of
the following items:

(Item from the 1" paper-and-pencil exam): Rewrite the given fractions in

decreasing order.

SRR
NN

715
18} s’ 6}

The document analysis showed that, in order to put the fractions in order,
some students tried to equalize the denominators. Then they rewrote the fractions as

follows:

It can be seen in the operations above that, in order to find the common
denominator, the students multiplied only the denominators. They did not multiply
the numerators by the multipliers.

(Item from the 2™ paper-and-pencil exam): Do the following operations

7 2
9757

8 2
b stsE=

It was observed in the documents that some of the students did the

operations above like the following:
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2 5
6 6

7

6

8 2 10

IERETiET

It can be seen in the answer above that, in order to do the subtraction

operations, the students wanted to find the common denominator in each operation.

In that manner they multiplied the denominator of 2 by 2 and the denominator of

g by 3. On the other hand, they did not multiply the numerators of the current

fractions by the same multipliers, so they responded the items incorrectly.

Both of the results showed that some of the 5™ grades in Ms. Yilmaz’s
classes had lack of knowledge about equalizing the fractions. They multiplied the
denominators by the multiplier, but they did not do the same operation for the
numerators. According to Ms. Yilmaz, both of the answers showed that although she
tried to fix their misunderstandings, she could not be effective on the students’
permanent learning of the fraction concept. She went on to say that, after the 1%
paper-and-pencil exam she reminded students the operations for equalizing the
fractions but she could not prevent them to make the same mistakes in the 2" exam.
After the 2™ paper-and-pencil exam, lastly, she stated that she was so sad for that
result and did not know what to do for it.

In order to find effective teaching methods, on the other hand, she searched
internet sources. According to the final interview data, she wanted to use a method
from internet. The method was for teaching the meaning of the concepts of the
division operation. Ms. Yilmaz stated that, in the method the aim was taking
students’ attention to the differences of the dividend number, division number,
quotient, and the remainder. The method was about illustrating the concepts by the
help of watermelon, knife, and the skin of water-melon. Ms. Yilmaz stated that, in
order to visualize a division operation, she drew a watermelon in the place of the
dividend number, a knife in the place of the division number, a slice of watermelon
in the place of the quotient, and the skin of the watermelon in the place of the
remainder. However she observed that, although the method took students’ attentions
to the differences of the concepts in a division operation, it was not as effective as

she expected.
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Last of all, it was shown by the interview data and the field notes that Ms.
Yilmaz used students’ project results in her teaching of prism topic. For instance, it
was observed during the data collection process that she gave projects on the prism
topic before she taught the topic. According to the interview data, she observed in the
projects that some of the students could not differentiate between the prisms and 2-
dimensional geometric shapes. During the final interviews, also, she talked about her
inference and continued by saying that ‘I made use of my evaluation and
emphasized on the difference between the 2-dimensional geometric shapes and the
solid shapes. For instance I mentioned the height dimension and the volume concept
in the prisms’’ (q146).

In summary; it was shown in the interview data and field notes that Ms.
Yilmaz used assessment results for repeating a topic, deciding on her teaching
effectiveness, or teaching a topic. If there were common mistakes in her assessment
practices, she evaluated her teaching efficiency or repeated the related topics. In
order to teach a topic, on the other hand, she made use of the students’ project

results.

4.3.2.2 Ms. Yilmaz’s Use of Assessment Results for Making Decisions

on Her Assessment Practices

The overall data indicated that Ms. Yilmaz used assessment results to
decide on the adjustments for her further assessment practices.

First of all; the interview data showed that Ms. Yilmaz decided on the
adjustments for her further assessment practices mostly by the help of her
observational data. She stated that she decided to practice informal assessments when
she observed that the students were uninterested with the lesson. She explained her
words with the followings:

During my teaching process, I sometimes observe that the students are
sleepy. Sometimes, on the other hand, they do not show any reaction to my
questions. In order to activate the lesson, I decide on a quiz, a work-sheet,
or something like that. Then I implement them. (q147).

In order to make adjustments for her further assessment practice, Ms.

Yilmaz also observed whether a student volunteered for responding the classroom
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exercises. She stated that such an observation prevented her data about what to ask to
the students during the classroom exercises. In the following her related words are
given:

I observe that some of the students always volunteer to answer the
classroom exercises. A few of them, on the other hand, are not interested
in these exercises, so I ask them to respond to my questions. For instance,
Student Nurten is one of them. She does not raise her finger for solving the
exercises. Moreover I observed that she had difficulties on the
multiplication table. So in some of my lectures, I ask her to answer my
questions which included multiplication operations. I have been asking
such questions to her since the first semester. I even use traditional
methods such as oral exams to teach her the multiplication table, because
she had to learn the table in the 2™ grade, but she still had problems about
it. (q148).

According to the interview data, Ms. Yilmaz’s classroom observation
results affected her decisions about the type of the items she would use in the further
paper-and-pencil exams, too. She stated that she prepared the items of the exams
according to her evaluations about the students’ classroom performances. Her related
words were as follows:

I am thinking the students’ achievement levels in general. For instance I
ask myself whether the item could be solved by lots of the students.
During that activity, I rely on my classroom observations and I choose the
items which are in similar with my classroom exercises. I avoid asking
different than the items that I use in my classroom practices. (q149).
In other words, whole-class worked examples and her -classroom
observations affected her decisions about the type of the items that she used in paper-
and-pencil exams. In order to explain her practice, she gave her 3" paper-and-pencil

exam as an example. The exam is shown in figure 4.30:
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Figure 4.30: A scene from the 3™ paper-and-pencil exam that Ms.

Yilmaz implemented
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It can be seen in figure 4.30 that, the types of the items are constructed
response, fill-in-the-blanks, and true-false. Ms. Yilmaz stated that, she observed
students during her informal assessments for the length measure topic and came to
the point that they were good at fill-in-the blank type, constructed-response type, and
true-false type items. Therefore, according to the interview data, she asked the exam
items which were related with the length measure topic (1%, 2™, 3", 4™ and 10™) in
such forms.

In conclusion; the interview data and field notes indicated that Ms. Yilmaz
used her informal assessment results for making adjustments on her further informal

assessment practices or on the items of her paper-and-pencil-exams.

4.3.2.3 Ms. Yilmaz’s Use of Assessment Results for Improving Students’

Learning of Mathematics

Ms. Yilmaz used assessment results in order to improve students’ learning
of mathematics, too. In that manner she used the results for monitoring the students’
progress; assigning their overall grades for the whole year; giving formative
feedback to the students; preventing students from feeling anxious; and diagnosing
areas of strengths and weaknesses.

To begin with; the interview data indicated that in order to monitor
students’ progress, Ms. Yilmaz followed the results of both the informal assessments
and formal assessments. She stated that she realized each student’s achievement level
during her classroom observations and monitored their progresses by the help of the
formal assessments. For instance after the 2™ paper-and-pencil exam she made the
following sentences:

Their grades were similar with their 1% exam grades. Moreover they

showed similar performances with their in-class performances. According

to my classroom observations, I estimated the ones who would get 100

from the exam. However the results proved my predictions. (q150).

Ms. Yilmaz also monitored whether the students showed progress on a
topic. For instance, during the post-interview of the 2™ paper-and-pencil exam she

gave example from the students’ mistakes and stated that the students’ progresses on

equalizing the fractions were not positive. In the exam the following items were
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including operations for equalizing the fractions:

Do the following operations

7 2
9575

8 2
CAFRRTE

It was observed in the documents that some of the students did the

operations like the following:

It can be seen in the answer above that, the students could not find the
correct answer because of their mistakes on equivalence operation. They multiplied
the denominators by common multipliers but they did not multiply the numerators
with the common multipliers. Ms. Yilmaz stated that the same students made such
mistakes during the whole-class worked examples, too. ‘“Therefore”, she continued,
“their progress on equalizing the denominators is not positive; besides there is no
change on their progress”.

After the 3" paper-and-pencil exam, also, Ms. Y1lmaz told that some of the
students did not give correct answers to the item asking to transfer a length measure
to the other length units. A part of the item was in the following:

I: Fill in the blanks with the suitable length measures

I15km=.... m
60 mm = ....... cm
7000 dm = ........ dam
3Shm=..... cm
3l6m=..... dam

In the item above, Ms. Yilmaz expected students to put O to the right side of
the measurements when they were asked to transfer a length measure to the smaller
length units. During such transfers, 0 was put to the right side for each smaller unit.
However Ms. Yilmaz told that, like they did during the informal assessments, some
of the students put one more 0 to the right side of the length measure. She noticed

that the students put that O for the unit that the measurement was given in the item.
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For instance the following respond was from a student’s exam paper:
15 km = 150 000 m

It can be seen in the answer above that, student wrote 150 000 instead of 15
000. According to Ms. Yilmaz the student put one more 0 for the ‘km’ unit, so he
could not find the answer. She finished her explanation with the following sentences:
He put one more 0 for the unit that the measurement was placed at first. Based on my
previous observations, I knew he would make such a mistake. (q151).

In the manner of monitoring students’ progress, she compared her
observational data with the classroom activities results which were offered by the

(X3

researcher, too. For instance after the ‘‘quiz activity’’ she made the following
sentences: “The students who were good at comparing the fractions answered the
related activity items correctly, too”. She explained her interpretation through the
following activity item:
Which one is bigger: 2 or g. Explain your answer. You can show your
operations through model, too.

Ms. Yilmaz showed a student’s paper. On the paper the following answer
was written:

%is bigger than a whole. 2, on the other hand, is smaller than a whole. In

fractions, the expressions which are equal to a whole or bigger than a
whole are bigger than the ones which are smaller than a whole. Therefore

% is bigger.

It can be seen in the answer above that the student solved the item correctly.
Moreover she supported her answer with giving suitable information. Ms. Yilmaz
stated that such an answer was not a surprise for her. Her related words were as
follows:

The students showed similar performances with their classroom
performances. According to my observations, I knew each student and
predicted her/his probable answers. These students also made correct
interpretations. I also guessed the ones who would not solve the item/items
because their performances about the topic were similar in the classroom
exercises. | was not surprised. (q152).

In order to monitor 5™ grades’ progress in mathematics, Ms. Yilmaz used

the results of performance-tasks and project studies, too. For instance, in order to
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complete their project studies, students were asked to model the opened and closed
versions of the rectangular prisms, square prisms, and cubes. After she scored the
project studies, on the other hand, she stated that some of the students increased their
achievement levels. She continued with the following words:

Some of the students, who were low-achievers during my previous
assessments, submitted very good projects. They prepared everything
correctly: using the language efficiently, constructing understandable
prism models, etc. (q153).
The classroom observations and field notes showed that Ms. Y1lmaz did not
keep written records for monitoring students’ progress, but she trusted her memory.

She explained her method with the following sentences:
For instance my student Nurten does not know multiplication table. During
the lessons I often ask her multiplication operations but she does not
interested in mathematics a lot. On the other hand she promised me, she
will study. I monitor her progress about the multiplication operation. I can
say that such students are recorded on my memory. (q154).

It can be seen by the interview data and document analysis that Ms. Yilmaz
used both the formal and informal assessment results for monitoring the students’
progress in mathematics however it was also observed that she did not keep any
written records for her monitoring.

Second, Ms. Yilmaz stated that she used both summatively purposed and
formatively purposed assessment results during the overall grading process.
According to the interview data, her grading process started with getting the
observational data of the students’ progresses but she did not keep a written record
for her classroom observations. According to the document analysis, at the same
time, she kept records of all the formal assessment results.

Ms. Yilmaz added that none of the informal assessment practice had a pre-
determined proportion on the overall grades for the whole year. On the other hand
she said that she used the observational data, quizzes, and homework as contributions
to the overall grade at the end of the semester. She explained her system with the
following words:

I am not sure whether I could balance the contribution of the grades
objectively because I do not assign a score for each assessment practice.
On the other hand, students’ efforts affect their in-class-performance
grades positively. In order to give their overall grades, I take their efforts
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into consideration. For instance I observe that my student Nurten highered
her performance on multiplication table, she tried to learn and studied. She
had no knowledge on multiplication operations at the beginning of the year
but her efforts showed me that she studied. Therefore I will give a high
grade for her in-class-performance (q155).

Thirdly, Ms Yilmaz used the assessment results for giving formative
feedback to the students. According to the interview data she gave formative
feedbacks during her informal assessment procedures. An example for her practice
was observed after the ‘‘constructing a rectangle activity’” on 09/05/2014. The
activity is represented in Appendix E. In the activity the students were asked to
determine whether rectangular shapes could be constructed with the given measures.
In order to do the activity, the geometry sticks were given to them. On the other
hand, it was observed that some of them made a common mistake in one of the
items. The item asked the students ‘‘whether they can construct a rectangle with the
line segments of 2 units, 2 units, and 3 units”. Some of the students acted as if there
was another unit of 3 units. Therefore they thought that the units were 2 units, 2
units, 3 units, and 3 units. Then they wrote in the activity paper that the current units
constructed a rectangle. At the end of the activity, Ms. Yilmaz gave formative
feedback to the students about their common mistake orally. She read the current
item and continued with the following words:

There are three length measures given. Some of you added another length

measure and then constructed a rectangle by the sticks. That is wrong. In

the item there are only three length measures.

During the ‘‘constructing a rectangle activity’” on 09/05/2014, Ms. Yilmaz
also gave formative feedback about the usage of the geometry sticks. It can be seen
in the representation in Appendix E that, in order to construct rectangular shapes, the
students were asked to use the geometry sticks. However, it was observed on the
video recordings that students were confused about the usage of the geometry sticks.
Some of them counted the holes whereas others counted the segments between the
holes. However they had difficulty in answering the items. Therefore Ms. Yilmaz
gave formative feedback to the students about the wrong usage of the materials with

the following words:
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...... The length of the line segments are 2 units, 2 unit, and 3 units. (She
took a stick and held it with her fingers). Some of you counted the holes.
We are counting the segments between the holes, not the holes themselves.

(Then she counted 3 units with the geometry stick).

Another example of her formative feedback was also realized on
11.04.2014 during the interview data of the “problem solving activity”. In the
problem there were two price lists for the equipment of two different puppet
trademarks. By using the lists, students were asked to find the minimum cost of the
equipment for constructing the cheapest puppet. The cost of the equipment was in
decimal number form and integer form. In order to solve the problem, on the other
hand, students had to add the decimal numbers and integers. During the activity, Ms.

Yilmaz observed that some of the students made the following operation for the

answer:
11.25 11. 25
9.5 > 9.50
6 60
5.5 5.50
+ +

It can be seen in the operation that, in order to simplify the addition
operation, the students tried to equalize the digits. Therefore they put “0” in the
empty spaces of the fractional parts (11. 25; 9. 50; 5. 50). However they also put “0”
in one of the integer part and turned 6 to 60. According to the interview data, when
she realized the current mistake, Ms. Yilmaz made the following sentences as a
formative feedback to the students:

... You need to check your solution. Can you put number 0 in the integer
part? Are 6 and 60 the same?

Fourth of all, the interview data indicated that Ms. Yilmaz used informal
assessment results, mostly the observational data, to prevent students from feeling
anxious. She stated that there were two students in her classroom: Doruk and Derya.
According to her informal assessment results, Doruk and Derya had weak
background about fraction concept. For instance they could not differentiate the half
and quarter in fractions. Moreover, she added that, when they were on the board they

became anxious and refused to communicate with her. Ms. Yilmaz continued “They
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became nervous when they could not solve the questions, so I was careful. For
instance, I did not force them to come to the board for solving fraction problems”.
(q156).

Fifth; Ms. Yilmaz stated in the interviews that she used her classroom
observation results to encourage students to study. In that manner she said that she
gave homework to students according to their lack of knowledge. For instance she
observed that, a student who had difficulty on multiplication operation studied harder
by her additional homework. Moreover, she continued, the same student showed
better performance on the 3 paper-and-pencil exam. In detail, according to the
interview data, the current student decided correctly whether the following items
were true or false:

a) The opposite side lengths of a trapezoid are equal (F)

b) A square has three diagonals (F)

¢) The sum of interior angles of a triangle is 360°(F)

Ms. Yilmaz explained the situation with the following words: “She
improved her mathematics performance. I think that some of the students study
harder if they get special encouragement”. (q157).

Last of all; the interview data and document analysis pointed out that Ms.
Yilmaz used assessment results to know students better. In that manner she tried to
detect the fields of mathematics that the 5™ grades were weak and tried to know
students’ personal distinctions. In other words she used the assessment results for
making diagnostic decisions, too. According to the interview data, in order to
identify students’ weaknesses, she observed the students’ mistakes in the assessment
instruments. She thought that the students’ mistakes were the main resources that
showed their weaknesses. On the other hand, she stated that, project-studies and
performance tasks were focused on unique topics, so they provided limited
information about the students’ strengths and weaknesses. “As a result of that”, she
continued, “I mostly used the results of my classroom observations and paper-and-
pencil exams”.

In the manner of knowing students better, Ms. Yilmaz stated that some of
the students had weaknesses on fraction topic. She claimed that some of the students

could not comprehend the logic of fractions. She continued with giving an example
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from her classroom observations: “I asked them to compare zand é They would

decide which one was bigger. Some of them said that é is bigger than 2 because 7

and 12 are bigger than 3 and 4.” (ql158). “Therefore”, she added, “they made
mistakes in comparing, equalizing, adding, or subtracting the fractions”.

The interview data indicated that Ms. Yilmaz observed students’ weakness
on enlarging the fractions. After the “quiz activity”, also, she showed students’

activity papers as concrete examples of her inference. In one of the activity items, for

example, it was asked the students to show an equivalent fraction to S Figure 4.31

. . . 3.
was an example of a student’s answer for showing equivalent fraction to S in Ms.

Yilmaz’s class:

Figure 4.31: A student’s answer for showing equivalent fraction to S in Ms.

Yilmaz’s Class

It can be seen in the Figure 4.31 that, in order to find an equivalent fraction
to S, the student wanted to enlarge the fraction. For instance, she multiplied the
denominator by number 2. On the other hand, she did not multiply the numerator of
the fraction by number 2. As a result of that, she found 13—0 instead of 1% and answered

the item incorrectly. Thus, according to the Ms. Yilmaz’s previous classroom
observations and the document analysis, it can be said that the owner of the answer
in Figure 4.49 was weak on enlarging the fractions.

Another example that showed students’ weakness on enlarging the fractions
was observed in the 1% paper-and-pencil exam, too. In the exam, Ms. Yilmaz asked

students to rewrite following fractions in decreasing order:

w | =
NN

7 5
E3 333
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According to the document analysis, most of the students tried to equalize
the denominators firstly. However, in order to enlarge the fractions, some of the
students did not multiply both the denominator and the numerator of a fraction with
the same multiplier. An example solution that was made by a student was as follows:

7 152 7

1836’9 18’ 18”18’ 18
D®6)3)(2)

5 2 1
= = > =
18 18 18

>

It can be seen in the answer above that the student had thought to equalize
the denominators of the fractions before rewriting them in decreasing order. In that
manner he determined number 18 as the common multiplier of the denominators.
Then, in order to make the denominators 18, he multiplied each denominator by a
different multiplier. On the other hand, he had not realized that the fractions changed
when he multiplied only the denominators. Thus, according to Ms. Yilmaz and the
document analysis, that 5t grade was weak on enlarging the fractions.

According to Ms. Yilmaz, in her classroom activities, some of the 5t grades
were weak on making addition operations with decimal numbers, too. Her inference
was also observed on the students’ activity papers after the ‘‘problem solving
activity”. The activity was practiced by Ms. Yilmaz on 11.04.2014 and was
represented in Appendix E.

In the problem there were two price lists for the equipment of two different
puppet trademarks. By using the lists, students were asked to find the minimum cost

of the equipment for constructing the puppet. The lists of the two trademarks are

listed in Table 4.4:
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Table 4.4: The lists of the two trademarks listed in the ‘‘problem solving
activity’’ (In Ms. Yilmaz’s Class)

Product Price of Trademark Price of
A (Turkish Liras) Trademark B

(Turkish
Liras)

The puppet 20 26

Linden made puppet 7,75 11,25

stem

The dress kit for the 4 9,5

puppet

The dye kit for the 3,5 6

puppet

Equipment for pulling 3 55

the wires of the

puppet

The following operation was a part of a wrong answer on that

activity:

11.25
9.5
6
55
+ 00

1281
Such an operation was also observed in the nd paper-and-pencil exam, too.
In one of the items the following operation was asked to students:
47.846.28+412.09="

The following operation was a part of a wrong answer on the exam:

47.8
6.28
412.09
+

42305
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It can be seen in both of the operations above that the students were not
careful on writing the integer part one under another or the fractional part one under
another. As a result of that they could not determine the place of the point sign and
could not find the correct answer. Ms. Yilmaz stated that she observed the same
mistake in her previous informal assessment practices. She went on to say that, the
students who made such mistakes in the classroom practices were the ones who made
the addition operation above. Then, as the interview data and document analysis
showed, the 5™ grades who gave such wrong answers in Ms. Yilmaz’s classes were
weak on doing addition operations with decimal numbers.

The interview data and document analysis also revealed that Ms. Yilmaz
determined students’ weakness on problem solving ability. She came to this
conclusion with the results of the 2" paper-and-pencil exam. In the exam the
following problem was asked to the students:

Anil has 800 TL (Turkish Liras) salary. He paid his bills with 10 % of that

salary. How much money is left?

According to the document analysis, most of the 5t grades who responded
the problem in Ms. Yilmaz’s classes did the following operations:

800100 =38
8x10 =80

It can be seen in the answer above that students were in the correct way but
they did not find the money left (800—80 = 720 TL). In other words, although they
used a correct solution method, they could not solve the problem. In that manner Ms.
Yilmaz claimed that a student who did the operations above should found the answer
because their solution method was correct. She went on to say that, the students had
weakness on problem solving because they were not careful about reading a problem
efficiently.

According to the interview data, Ms. Yilmaz determined that most of the
students were weak on transferring a length measure to the higher length units, too.
She came to this conclusion with the results of the 3 paper-and-pencil exam and her
classroom observations. For instance it was seen in the students’ exam papers that,
some of them passed the following sub-items whereas some of them gave incorrect

answers to them.
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720cm= ............ m
3219mm=....... dm
65dam = ............. km

9em=....... dam

For instance they wrote that 720 cm = 72 m or 65 dam = 6500 km.
According to Ms. Yilmaz and the document data, the students who made such
mistakes were weak on transferring a length measure to the higher length units.

To sum up; Ms. Yilmaz used assessment results in order to improve
students’ learning of mathematics by monitoring the their progress; assigning their
overall grades for the whole year; giving formative feedback to them; preventing
them from feeling anxious; encouraging them to study; and identifying areas of

strengths and weaknesses.

4.3.3 Ms. Yilmaz’s Views

In this section Ms. Yilmaz’s views about the students’ learning of
mathematics, factors affecting teaching mathematics, and assessing students’
learning of mathematics will be described. The results will be used to answer the
following research questions:

1. To what extent are the participating mathematics teachers’ classroom assessment
procedures related to their views about the students’ learning of mathematics, about
the factors affecting teaching mathematics, and about assessing students’ learning of
mathematics?

2. What are the discrepancies between the participating mathematics teachers’ views
about assessing the 5t grades’ learning of mathematics and their perceived classroom

assessment practices?

4.3.3.1 M. Yilmaz’s Views about Students’ Learning of

Mathematics

Ms. Yilmaz claimed that 5™ grade students learned mathematics mostly by

questioning. She explained her observations with the following words:
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When I teach a topic, the some of the students question the event. For
instance, nowadays, I have been teaching simplification topic in fractions.
In that manner, they question any fraction I write on the board. For
instance, they ask whether they can simplify the fraction. Then, in order to
make the simplification, they seek for the common divisor by asking
questions. I am glad for that behavior because the students who ask
questions show better performances in mathematics. They are the high-
achievers. The students who do not ask questions, on the other hand, learn
only the things I teach. (q159).

Ms. Yilmaz argued on the factors that affected the 5t grades’ learning of
mathematics, too. For instance, she stated that students’ natural ability about
mathematics was important in learning mathematics. In that manner, according to the
interview data, she observed that some of the students could understand mathematics
quicker than their classmates. She did not think that the students who had ability
about learning mathematics were more clever than the other students but she thought
that the students who had such an ability made more logical comments in the
mathematics lessons.

In addition to natural ability, Ms. Yilmaz thought that background
knowledge was needed for achieving mathematics. During the interviews she also
emphasized the importance of basic mathematics knowledge for becoming good at

mathematics. Her words were as follows:

For instance there are 5 grades who do not know multiplication table
although they had to learn it in primary school. Therefore, they cannot do
simplification or enlarging operations in fraction topic. Moreover they
cannot do multiplication operations with 7-digit or 8-digit numbers. As a
result of these, they get low marks from the exams. (q160).

Ms. Yilmaz thought that having strong background knowledge also made
students more creative. She said that such students tried different ways in solving
mathematical problems and were not contended with the teachers’ lectures. She also
thought that, they improved themselves academically easily since they had strong
background in mathematics.

According to Ms. Yilmaz, having background knowledge on classroom
materials also affected students’ learning of mathematics. She asserted that using
materials in mathematics classrooms would be sufficient if the students had

background knowledge about them. In that manner she stated that if the students had
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background knowledge about the software, or mathematics materials such as algebra
tiles, geometry sticks, fraction bars...etc., they could use them more efficiently in
upper grades. On the other hand, she continued, if the students were not familiar with
such materials, some problems occurred. In order to clarify her views, she gave an
example from her previous experiences:

I mostly use direct instruction in my classes. Therefore the 7t grades got
confused when I used algebra tiles. They were not familiar with them, so
they thought that material was another concept to learn. They could not
relate the materials with the operations they had to do and could not find
the unknowns in the equations. As a result of that I had to reteach the
current topic. (q161).

Moreover Ms. Yilmaz argued that students’ enthusiasm affected their study
habits. According to her, students liked to study mathematics if they liked their
mathematics teachers. She advocated the reverse situation, too. In other words, she
also thought that a student who liked her/his mathematics teacher, also liked to study
mathematics. She explained her thoughts with her observations about the 5 grades:

In the past they were afraid of mathematics and they did not like to study
mathematics. However my 5t grades are not like that. I taught
mathematics to 5" grades last year, too. They were not afraid of
mathematics, either. I think that is because of the age factor. We are young
and I think that students like to learn mathematics from younger teachers.
Maybe they are afraid of the elder teachers since they are strict. (q162).

Ms. Yilmaz also thought that the enthusiasm and students’ success were
interrelated. In that manner she stated that, the students did not like mathematics if
they could not achieve it. “As a result of that”, she continued, “they got low grades
and got reactions from their teachers”. She stated the followings:

The teacher tries to learn the reasons of the low grades and asks related
questions to the individual student. For instance s/he asks her/him the
reason of the low grade, whether there is a problem else, etc. Then the
student gives up liking the course. (q163).

In order to clarify her thoughts about the enthusiasm and achievement
relation, she gave the results of the 1% paper-and-pencil exam as an example. In the
current exam most of the items were related with ordering the fractions. One of them,

for instance, as follows:
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Rewrite the following fractions in decreasing order

SRR
NN

A ]
18’ 2 6’

The document analysis showed that some of the students gave the following
respond to the item above:

5 2 1
= = > =
18 18 18

>

It can be seen in the respond above that, the students could not answer the
item correctly because they did not enlarge the fractions correctly. On one hand, they
found a suitable common denominator. On the other hand, they did not multiply both
the numerators and the denominators by the same multiplier that she determined for
each fraction separately. Ms. Yilmaz stated that she was expecting such a result
because the students did not like the fraction unit in general. “All of my 5™ grades
disliked the fractions”, she said and continued, “during the lectures they always
wondered the time of the last lecture of the unit and they complained about the
difficulties in learning it”.

Ms. Yilmaz also acknowledged the importance of the parents’ education on
the students’ mathematics learning. She supported her thoughts within the context of
the current school. She said that, in the current school, uneducated and illiterate
families were among some of these problems. She thought that such family
characteristics affected students’ learning habits negatively. Thus, she claimed that
parents’ education was very important for students’ learning, too.

Last of all; Ms. Yilmaz emphasized the importance of regular practice in
mathematics learning. She asserted that some students could not achieve in
mathematics because they did not make regular repetition. Even if they could
understand mathematics and had a mathematical background; they did not practice
constantly. Thus, they were not successful in mathematics. She explained her
thoughts during the post-activity interview of the 3™ paper-and-pencil exam. A part
of the transcript of her thoughts was as follows: ‘‘the results of the exam showed that
they do not make regular repetitions. For instance, I observed that they had forgotten

the previous topics and had problems on length measures™ (q164).
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To sum up; According to Ms. Yilmaz, although the 5t grades learned by
questioning, their natural ability about mathematics, background knowledge,
enthusiasm, the parents’ education and regular practice in mathematics affected their

learning of mathematics.

4.3.3.2 Ms. Yiimaz’s Views about the Factors Affecting Teaching

Mathematics

First of all; Ms. Yilmaz said that she could not use some teaching methods
because of the time limitation. She thought that classroom materials and group works
would be efficient on her teaching processes if she had enough time for them. She
clarified her thoughts with the followings:

Because of time limitations, it would be hard to follow the annual plan.
Therefore I cannot implement all activities and cannot be student-centered
in my lectures. I use direct instruction. In order to observe the students, on
the other hand, I implement quizzes or I write questions on the board and
ask students to come to the board for solving them. (q165).

She also thought that, the time limitation was also an obstacle for teaching
the logic of the mathematical concepts. For instance, she said that she could not
concern with each student’s inadequacy because of the limited time. “Therefore”, she
continued, “mathematics becomes difficult for them. They do not understand the
source of the knowledge since I could not use student-centered methods in my
teachings”.

Second of all; Ms. Yilmaz thought that her teaching was more efficient in
geometry topics because of her own enthusiasms towards geometry. In that manner
she thought that, because of her enthusiasm towards geometry, she might be more
effective in teaching the geometry topics. “For instance I do not like fractions”, she
continued, “that would be the reason of the students’ low-achievements in fraction
unit. I had taught the topic unwillingly, so I blame myself for their failure of
fractions”. (q166).

Third of all; Ms. Yilmaz stated that her education background affected her
teaching methods. She explained her views with the following sentences: “We are

educated with direct instruction, so we are using direct instruction in the lessons. For
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instance I did not construct problems in my previous education, so I cannot teach the
way of constructing a problem efficiently”. (q167).

Fourth; Ms. Yilmaz stated her views about the effect of classroom
environment on teaching mathematics. According to her, students’ seating
arrangement and their behaviors affected the teaching process. She said that if the
seating arrangement was formed carefully, the sessions were more productive.
Moreover, she observed that, if the classroom management was efficient, the
teaching process was also successful.

Fifth of all; Ms. Yilmaz stressed that students’ Turkish language skills
affected her teaching of mathematical concepts. According to her, adequacy in
Turkish language skills positively affected the communication between her and the
5t grades. She gave an example from one of her classroom and said that she had
problem on teaching what ‘‘equal’” meant because of students’ inadequate skills in
Turkish language. She stated that she had to teach “equality concept” but that was
hard for her since the students could not comprehend the meaning in Turkish.

Last of all; Ms. Yilmaz had concerns about the process of 4+4+4 education
system, too. On one hand, she thought that the 5t grades’ mathematics textbook was
efficient. On the other hand, she claimed that the 5™ grades were too young to be in
middle school. According to her, students were expecting to continue with their
primary school, but they had to start with the middle school, unpreparedly. As a
result of this, she said, both the teachers and the students could not become familiar
with the new system. She advocated her thoughts with the following sentences:

They behave as if they are still in primary school. For instance they had
only one teacher in primary school but in the middle school they have to
get used to working with more than one teacher. Moreover, they had 4
hours mathematics in a week but they have 5 hours now. In the past, when
the middle school started by being a 6" grade, students were ready for such
changes. Their primary school teachers had time to prepare them for
becoming 6" grades. For the new system, on the other hand, they had to
start with the middle school unpreparedly, so 1 think that the students
could not handle this unexpected change. They keep on asking primary
school students’ questions. For instance they ask whether they could throw
their trash into the trash box, whether they would use subtitles, etc. (q168).

To sum up; Ms. Yimaz claimed that the time limitation, the students’

weaknesses on Turkish language skills, and the adaptation problems of the 5t grades
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influenced her teaching efficiency in negative way. She also stated that, the
classroom environment, her own enthusiasm towards the topic she taught and her

education background were effective on her teaching of mathematics.

4.3.3.3 Ms. Yilmaz’s Views about Assessing Students’ Learning of

Mathematics

First of all; it can be said that Ms. Yilmaz is a teacher who thinks there is an
order of importance between assessment methods. In that manner she mostly relies
on classroom observations and paper-and-pencil exam results in assessing students’
learning of mathematics.

Second of all; she told her views about the assessment methods that she
used. According to her, in order to assess students’ learning of mathematics formally,
paper-and-pencil exams are more important than the performance-tasks and project
studies. “Because the projects and the performance-tasks give limited data”, she said
and continued “However I can monitor my teaching efficiency by the paper-and-
pencil exams” (q169). She explained her thoughts with the following words:

During the paper-and-pencil exams, students cannot get a clue for the
correct answer, so they have to think many directions for finding the
solutions. Therefore, I can monitor how s/he interpreted my teachings by
checking her/his operations on the exam paper. (q170).

Ms. Yilmaz also thought that, the common aim of the projects and
performance tasks was encouraging self-study and supporting creativity. On the other
hand, she claimed that, project studies were more special, so they should be
sophisticated. However her thoughts about the projects or performance-tasks, which
were prepared in her teaching career, were not as positive as her thoughts about the
classroom observations and paper-and-pencil exams. Although she thought that
performance-tasks were concrete materials to grade students’ performances, she
thought that they did not have too much effect on students’ achievement actually.
Besides it was indicated with the interview data that, Ms. Yilmaz implemented
performance-tasks and projects as if they were obligations.

Ms. Yilmaz affirmed her views about the performance assessment, too. She

thought that, assessing a student’s performance should be done by all the activities
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that a student performed in mathematics lessons. She explained her thoughts with the
following sentences:

All the things that a student does for mathematics lessons are referred to
mathematics performance. For instance, [ think that performance
assessment can be done by the checking the graded studies or by observing
the students’ behaviors in the classroom. It also depends on whether the
students volunteer for answering the questions, whether they follow the
lessons carefully or not, whether they make comments during the lectures,
or whether they keep regular records in their notebooks. In other words,
assessing their attitudes towards mathematics is performance assessment,
so in order to assess 5" grades’ performances I pay attention to all these
practices. (q171).

Although she did not practice all of them, Ms. Yilmaz made comments on
the assessment methods that were offered in the mathematics curriculum. For
instance, according to her, student portfolios were useful resources for the students.
According to her, students could review the topics with the materials in their
portfolios and such an activity encouraged them to study. She also thought that, if
she had used portfolios in her assessment practices, they would have been the most
concrete evidences of the students’ performances.

In addition to portfolios she stated her views about the concept-maps,
constructed-grids, journals, drama studies, posters, and presentations. She thought
that concept-maps and posters gave students the opportunity to summarize their
learning. In that sense, she remarked that the concept maps could be useful in
teaching triangles and polygons since the students could group the concepts and
distinguish them clearly by using them. She also thought that drama studies should
help students for acting a situation to a group of people. For constructed-grid, on the
other hand, Ms. Yilmaz did not have any idea. Besides, according to her, asking
students to keep journals was a useless method for assessing students’ learning of
mathematics. Last of all, she stated that, presentations motivated students for real life
situations since they could express themselves by their own words during these
activities.

Third of all; Ms. Yilmaz affirmed comments about the contribution of the
assessment results to the students’ learning of mathematics. In that sense she argued

that paper-and-pencil exams gave feedback to both the teachers and their students.

Moreover, she advocated that the teachers could understand their teaching
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effectiveness and could repeat or teach a topic by the help of assessment results. She
also claimed that the teachers could understand students’ strengths and weaknesses
by the help of assessment results and they could make adjustments for their further
assessment practices. Students, also, could study regularly to make up for their lack
of knowledge in mathematics.

Fourth of all; Ms. Yilmaz discussed the factors that affected her assessment
of the students’ learning of mathematics. She mostly complained about the time-
limitation and crowded classrooms. She thought that, for an assessment process, time
limitation and the workload of 5 grades’ curriculum were effective. In that sense
she stated that, because of time-limitation she could not implement assessment
methods such as portfolios, presentations, and posters. According to the field notes,
for instance, the 5™ grades presented their performance-tasks in the first semester but
they did not do any presentation for their second semester tasks. Ms. Yilmaz
explained this difference with the following sentences:

They will not make any presentation for their performance-tasks or
projects in this semester because we spent too much time for the fraction
and length measurement topics. If they make presentations, I cannot teach
all the topics in the curriculum (q172).

Time limitation affected Ms. Solmaz in using assessment results, too. For
instance after the first paper-and-pencil exam, she realized that some of the students
did not understand ordering the fractions. They could not order the fractions with
different denominators correctly. According to Ms. Yilmaz, this was a big
misunderstanding, so she repeated the topic. However she remarked that she should
teach the topic again because the problem would affect the students’ learnings of
decimal numbers, too. On the other hand, she continued, if she would have retaught
the topic, she would stay behind the annual plan. She continued with admitting that
“Therefore 1 could not teach the topic again”.

The interview data also indicated that Ms. Yi1lmaz could not assign various
projects or performance-tasks to the students because of the time-limitation and
crowded classrooms. She stated that she wanted to assign the tasks and the projects
according to the students’ individual differences but time-limitation and the class
sizes prevented her from doing that. She said that, in such a practice she would need

much time to grade the different studies and to give feedback to each student.
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She also claimed that classroom environment affected the assessment
process. For instance she analyzed in some of the classrooms that, organizing goup
works or using materials were not possible because of the students’ incompatible
behaviors and such classes could not be managed during their works. She continued
with saying that, her observations affected her preferences for the classroom
activities and she did not prefer to ask the students to study in groups or use
materials. After the “addition of fractions” and “constructing a rectangle” activities,
also, she explained her class preference with the following sentences: “There should
be commotion in one of my 5t grade classes if I implemented them these two
activities. They could not be organized, so I did not implement the current activities
in that class” (q173).

In addition to time-limitation, crowded classrooms, and classroom
environment, Ms. Yilmaz mentioned the effects of her education in mathematics on
her assessment activities. In that manner she thought that her previous education in
mathematics affected her approaches towards mathematics. “My teachers put big
emphasis on the multiplication operation during my primary school, middle school,
and high school education” she said and continued with saying that such a
background was effective on her assessment process. For instance, she stated that,
she expected students to be good at multiplication operation and as a result of that,
during her classroom activities, she frequently asked the low-achievers to do
multiplication operations.

In the manner of practicing performance tasks, on the other hand, Ms.
Yilmaz claimed that there were lots of factors that prevented the tasks from being
effective. According to her, these factors were her unnecessary interference in the
assessment process and the education system in Turkey. In order to explain her
thoughts about the negative effects of her interference, for instance, she used the
following sentences:

I interfere in the students’ tasks. For instance, I insist them on using the
colorful and decorative materials because I do not like undecorated tasks.
Therefore I explain them everything one by one in detail and I direct them.
As a result of that, being creative becomes impossible for them. (q174).
Ms. Yilmaz also stated her views about the effect of the education system

on the assessment process. According to her the aims of the project-studies and the
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performance tasks were not compatible with the actual education in Turkish

classrooms. She continued with the following words:
We need to teach all the topics of the curriculum, so we are fast in teaching
mathematics. In that manner we mostly use direct instruction and prepare
all grades for multiple-choice items because sooner or later they will have
a summative-test. However, such a system prevents students from
comprehending the logic of the concepts and they do not want to deal with
the performance-tasks and the project studies. Therefore, project studies
and performance-tasks seem like redundancy for both the teachers and the
students. (q175).

The interview data showed that Ms. Yi1lmaz’s views about the suitability of
an assessment method affected her assessment practices, too. She thought that some
methods were not suitable for mathematics or more suitable for other fields. For
instance she put drama-study in this category and continued with the following
words: ‘I think that drama-study is not suitable for mathematics. It is more suitable
for history, geography, or language lessons because the students act a situation
during the drama-studies” (q176).

At the same time Ms. Y1lmaz asserted that 5™ grades’ maturity level was an
obstacle on assessing their learning of mathematics. For instance, she claimed that if
she would have wanted them to prepare a project-study which related mathematics to
other fields, only a few students would complete their works. Therefore, she
continued, she did not ask them to prepare complicated projects.

Providing honesty was also a problem on Ms. Kaya’s assessment practices.
She stated that she had problems in assessing project studies because she was not
sure whether all the steps of the studies were completed by the students. She
admitted that, she did not rely on the results of the project studies since she had
suspicions about the parents’ interferences in them.

In conclusion; Ms. Yilmaz’s views showed that, in order to assess students’
learning of mathematics, she placed the much emphasis on the results of the paper-
and-pencil exams and her observations in the lessons. According to her, projects and
performance-tasks could encourage self-study and support creativity, if they were
used efficiently. She also taught that performance assessment should be done by all
the activities that a student performed for mathematics lessons. Although she had

positive ideas about writing journals, presentations, posters, concept-maps, drama
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studies and student portfolios, she did not prefer to use them. Besides, she had no
idea about the constructed-grids. She explained her reasons by the limitation of time
and the crowded classrooms. Moreover, as they were affecting the assessment
process, she disputed the negative contributions of the classroom environment, her
own education in mathematics, her inference in the students’ studies, the education
system, the suitability of the assessment methods, the maturity level of the students,

and the difficulties to provide honesty.

4.3.4 Summary of Ms. Yilmaz’s Views and Assessment Implementations

Ms. Yimaz implemented both formal and informal assessments in her
classes. For informal assessment she used observational data, whole-class worked
examples, quizzes, and homework. For formal assessments, on the other hand, she
used paper-and-pencil exams, project-studies, and performance-tasks. In the scoring
part of the assessment procedure, on the other hand, she prepared answer keys and
scoring-guides. In developing the scoring-guides, she was depended on the decisions
of mathematics department.

She used assessment results for several purposes: to make decisions on
repeating a topic, to teach a topic, to understand her teaching effectiveness, to make
adjustments for her further assessments, to monitor students’ progress, assigning
students’ overall grades at the end of the year, to give formative feedback to students,
to prevent students from feeling anxious, encouraging students to study, and for
making diagnostic decisions about the areas of the students’ strengths and
weaknesses.

Ms. Yilmaz stated her views about the 5™ grades’ learning of mathematics.
According to her observations, 5t grades learned by questioning and there were
some factors which were effective on their learning of mathematics. She stated that
the students’ natural ability and enthusiasm about mathematics; their background
knowledge; their parents’ education; and regular practice in mathematics affected
their learning of mathematics.

Ms. Yilmaz did not place much emphasis on performance-tasks or project-

studies because she thought that they provided limited data and caused cheating
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probability. According to her, in order to assess students’ learning of mathematics,
paper-and-pencil exams, participating in the class, and students’ behaviors were
more important than the results of the performance-tasks and project studies.

Last of all; Ms. Yilmaz stated that 4+4+4 curriculum had negative effects
on teaching and learning mathematics in 5™ grades because of the students’ ages.
Although she agreed that activities such as performance-tasks and projects might
encourage self-study and creativity among students, her complaints were mostly
about these two assessment methods. It was understood that she implemented them
because of the legal obligation. She thought that she could not implement these
methods effectively because of her redundant inference in the students’ studies, the
students’ maturity levels, and difficulty in preventing cheating, the education system,

and time limitation.

4.4 Cross-Case Analysis Results

This section gives an overall picture of the findings of the dissertation by
bringing together the major findings from the individual teachers. With the help of
the cross-case analysis, the research questions of the study are answered. Cross-case
analysis can generate the explanations systematically (Miles & Huberman, 1994).
Therefore tables and figures will be used for a clear representation of the key themes

that represented the cross-case analysis of the three individual cases.

4.4.1 Findings of the Research Question 1

In this section, the findings provided by the cross-case analysis will be
explained under two sub-sections: informal assessment procedures and formal
assessment procedures of the participating teachers. With the help of the results, the
answer to the first research question is examined:

“What assessment procedures do the participating mathematics teachers use

in the 5 grade classrooms?”
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4.4.1.1 Informal Classroom Assessment Procedures of the

Participating Teachers

All three teachers used informal and formal assessment procedures in their
5t grade classrooms. The informal assessment practices were not the same for all
participants. It was indicated by the overall data that, although they had common
practices, they had individual preferences for the informal assessment procedures. In
Table 4.5, the similarities and differences of the participating teachers’ informal

assessment practices are represented:

Table 4.5 The participants’ informal assessment practices

Ms. Ms. Ms.
Kaya Solmaz Yilmaz
Classroom X X X
Observations
Whole-class worked X X X
examples
Quiz X
Homework X X
Students’  discussions X
with each other
Mathematics journals X

It can be seen in Table 4.5 that, during their informal assessment practices,
all three participants used classroom observations, whole-class worked examples,
and the informal assessment activities offered by the researcher. The table also
showed that Ms. Yilmaz and Ms. Solmaz used students’ homework for informal
assessment, too. Ms. Yilmaz also used quizzes as an informal assessment whereas
Ms. Solmaz provided students to keep mathematics journals. Student discussions
with each other were only used by Ms. Kaya.

In practicing the informal assessments, there were differences on the three
participants’ procedures. In Table 4.6, the cross-case analysis results which show

their informal assessment procedures are summarized:
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Table 4.6 The participants’ procedures during their informal assessments

Ms. Kaya Ms. Solmaz Ms. Yilmaz
Walked around the Walked around the  Walked around the classroom
classroom classroom

Used constructed-response

items

Interfered in the
students’ studies

Prepared the items
herself or got from
the internet before
the classroom
sessions

Did not keep written
record for the
classroom
observations

Formed groups

Payed attention to the
students’ practices at the
board

Solved the
unanswered items at
the end of the
activity

Followed students’
group discussions

Used constructed-

response items

Interfered in
the students’
studies

Did not
prepare the
items before
the
classroom
sessions

Did not keep
written
record for
the
classroom
observations

Used constructed-response
items and multiple-choice type
items

Interfered in the
students’ studies

Prepared the items
herself or got from the
internet before the
classroom sessions

Did not keep written
records for the
classroom observations

Formed groups

Payed attention to the
students’ practices at the board
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Table 4.6 (cont’d) The participants’ procedures during their informal
assessments

Ms. Kaya Ms. Solmaz Ms. Yilmaz

Did not Did not Did not determine a
determine a determine a proportion about the
proportion about proportion about contribution of the
the contribution the contribution informal assessment
of the informal of the informal results on the overall
assessment assessment grades

results on the results on the

overall grades overall grades

Gave homework Prepared worksheets
from other
textbooks

In touch with In touch with the
the parents parents

Charged 3 She checked homework
students for regularly

checking the

homework

regularly

Kept written
records for the
journals

Students
summarized the
mathematics
lectures daily on
their journals

According to the cross-case analysis results in Table 4.6, all three
participants made classroom observations by walking around the classroom during
the activities. Moreover, all of them asked constructed-response items during their
whole-class worked examples. On the other hand, all of them interfered in the
students’ answers during the informal classroom assessments and did not determine a
proportion about the contribution of the informal assessment results on the overall

grades.

265



It can also be seen in the table above that, two of the participants, Ms.
Yilmaz and Ms. Kaya emphasized on the students’ practices at the board during their
informal assessment processes. Moreover they prepared the items for the classroom
sessions themselves or got them from the internet before the classroom sessions.
They also used group works in their informal assessment practices. One of the
participants, Ms. Solmaz, on the other hand, did not prepare the items before her
classes and did not form groups during her informal assessment practices.

According to the Table 4.6, one of the participants, Ms. Yilmaz, used
multiple-choice type items during her informal assessments. Moreover, two of the
participants, Ms. Kaya and Ms. Solmaz, did not keep written records for their
classroom observations but they were in touch with the parents about their informal
assessment practices.

In Table 4.6, it can also be seen that two of the participants, Ms. Yilmaz
and Ms. Solmaz gave homework different from the textbook exercises. In order to
check the homework, on the other hand, they showed different approaches. Ms.
Yilmaz preferred to check homework individually whereas Ms. Solmaz charged
three students for that work.

Last of all, according to the Table 4.6, one of the teachers, Ms. Kaya,
followed the students’ group discussions and solved the unanswered activity items on
the board. Ms. Solmaz, on the other hand, practiced mathematics journals by
providing students to summarize the mathematics lectures daily. She also kept

written records after she checked the mathematics journals.

4.4.1.2 Formal Classroom Assessment Procedures of the

Participating Teachers

In order to carry on formal assessment, all of the participants used paper-
and-pencil exams, project-studies, and performance tasks. Moreover, they all used
scoring-guides or answer keys for scoring the students’ formal assessments. Firstly,
in Table 4.7, the key findings of the cross-case analysis about the participating

teachers’ paper-and-pencil exam procedures will be represented:
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Table 4.7 The participants’ paper-and-pencil exam procedures

Ms. Kaya Ms. Solmaz Ms. Yilmaz
Implemented Implemented three Implemented
three and and announced one three and
announced one week before announced one
week before week before
Prepared the Prepared the items Prepared the
items herself herself (except the items herself
(except the common one) (except the

common one)

Used internet and
textbook for the
items

Did not write
time-interval on
the papers

Used multiple-
choice, fill-in-the-
blanks, and
constructed-
response type
items

Prepared answer-
keys before the
exams

Announced the
results in 10
workdays

Used textbook and
source books for the
items

Did not write time-
interval on the
papers

Used multiple-
choice, fill-in-the-
blanks, and
constructed-response
type items

Prepared answer-
keys before the
exams

Announced the
results in 10
workdays

common one)

Used internet,
textbook, and
source books
for the items

Did not write
time-interval on
the papers

Used multiple-
choice, fill-in-
the-blanks,
constructed-
response, and
true-false type
items

Prepared
answer-keys
before the
exams

Announced the
results in 10
workdays
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Table 4.7 (cont’d) The participants’ paper-and-pencil exam procedures

Ms. Kaya Ms. Solmaz Ms. Yilmaz
Gave a report to Gave a report to the Gave a report
the mathematics mathematics to the
department for the department for the mathematics
common paper- common paper-and- department for
and-pencil exams pencil exams the common
paper-and-
pencil exams
Let students to Did not let students Let students to
check their papers to check their papers check their
with the keys In touch with parents papers with the
keys

The cross-case analysis results that were represented in the Table 4.7
showed that, for most of the steps, the participant teachers used common procedures
for implementing the paper-and-pencil exams. It can be best seen in Table 4.7 that,
although they prepared the paper-and-pencil exams separately, the participating
teachers used internet and 5 grades’ textbooks for preparing the items. Moreover,
all of them used multiple-choice, fill-in-the-blanks, and constructed-response type
items in their exams. All of the participants announced the date of the exams one
week before, prepared answer-keys before the implementations, and announced the
results to the students in 10 workdays. On the other hand, two of the participants Ms.
Kaya and Ms. Yilmaz let students to check their papers with the answer keys, too.

Second of all, the cross-case analysis of the participants’ performance-task
procedures showed that, the teachers followed different ways in some of the steps. In
Table 4.8, the cross-case analysis results of the participants’ performance-task

procedures are represented:
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Table 4.8 The participants’ performance-task procedures

Ms. Kaya

Ms. Solmaz

Ms. Yilmaz

Implemented one

Announced one
week before

Adapted a scoring-
guide from the
internet

Took mathematics
department
decisions into
consideration for
the criteria and task
context

Announced the
scoring-guide and
explained orally

Did not deliver
written guidelines,
wrote the
instructions on the
board

Did not determine
any criteria for
scoring
mathematical
issues

Group work (She
determined the
members)

Implemented one

Announced three
weeks before

Adapted a scoring-
guide from the
internet

Took mathematics
department
decisions into
consideration for
the criteria

Announced the
scoring-guide and
explained orally

Did not deliver
written guidelines,
wrote the
instructions on the
board

Did not determine
any criteria for
scoring
mathematical
issues

Group or
individual works

Implemented one

Announced ten
days before

Adapted a
scoring-guide
from the internet

Took
mathematics
department
decisions into
consideration for
the criteria

Announced the
scoring-guide and
explained orally

Did not deliver
written
guidelines, wrote
the instructions
on the board

Did not determine
any criteria for
scoring
mathematical
issues

Individual works

269



Table 4.8 (cont’d) The participants’ performance-task procedures

Ms. Kaya

Ms Solmaz

Ms Yilmaz

Scores for the
incomplete or
completely wrong
answers were not
determined (was not
a rubric)

Used criteria for
scoring Turkish
language skills

Students used pencil,
construction paper,
scissors, and a carton

paper

All steps were
carried out in the
classroom

The task was about
the addition and
subtraction operation
in fractions

Interfered in
students’ studies

Announced the
results in 10
workdays

Let students for
checking

Walked around the
classroom and kept
written records

Scores for the
incomplete or
completely wrong
answers were
determined

Used criteria for
scoring Turkish
language skills

Students used
pencil, scissors, and
a carton paper

All steps were
carried out at home

The task was about
modeling fractions
and representing
them in their
decimal and
percentage forms

Did not interfere in
students’ studies

Announced the
results in 10
workdays

Did not let students
for checking

Scores for the
incomplete or
completely wrong
answers were
determined

Used criteria for
scoring Turkish
language skills

Students used
pencil and paper

All steps were
carried out at home

The task was about
explaining the
properties of the
quadrilaterals

Interfered in
students’ studies

Announced the
results in 10
workdays

Let students for
checking

It can be seen in Table 4.8 that all of the participants implemented one
performance task and adapted the scoring-guides for the tasks from the internet
sources. In order to prepare the criteria for the scoring-guides they took the
mathematics department’s decisions into consideration and all of them shared the

scoring-guides with the students during the assignment step. In the scoring guides, no
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criteria were used for assessing the students’ mathematics skills directly. Besides, all
of the participants’ scoring-guides involved criteria for assessing students’ Turkish
language skills. Moreover, none of the participants gave written copies of the
guidelines. The needs for completing the tasks, on the other hand, were easy to reach
or buy. The materials were pencils, scissors, carton papers, etc. Last of all, all the
participants announced the students’ performance-task grades in 10 workdays.

It can also be seen in Table 4.8 that the participants’ performance-task
implementation procedures showed some differences. For instance, only one of the
teachers, Ms. Kaya, implemented all the steps of the task in the classroom. Group
works were also observed in only the Ms. Kaya’s and Ms. Solmaz’s 5t grade classes.
The tasks and the time-interval of the tasks were all different in each of the
participants’ classrooms.

The cross-case analysis showed that two of the participants, Ms. Solmaz
and Ms. Yilmaz determined the points of the incomplete or partially complete criteria
on the scoring-guides. Ms. Kaya also interfered in the students’ tasks during their
works. After the announcement of the results, on the other hand, Ms. Kaya and Ms.
Yilmaz let the students check their tasks.

Third of all, the cross-case analysis of the participants’ procedures for

implementing the project-studies was done. The results are represented in Table 4.9:
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Table 4.9 The participants’ project-study procedures

Ms. Kaya Ms. Solmaz Ms. Yilmaz
Gave to the willing Gave to the Gave to the willing
individual students willing individual students

individual

students or

groups
Assigned in Assigned in Assigned in
December, December, December,
collected in April collected in April collected in April
Gave topic along Did not give Did not give topic

with the
mathematics
department’s offers

The study was
about the polygons

Taught the topic
before the study

Delivered written
guidelines

Lack of instruction
about the
equipment needed
(in the guidelines)

Took mathematics
department
decisions into
consideration for
the criteria

topic along with
the mathematics
department’s
offers

The study was
about the prisms

Did not teach the
topic before the
study

Delivered written
guidelines

Lack of
instruction about
the equipment
needed (in the
guidelines)
Took
mathematics
department
decisions into
consideration for
the criteria

along with the
mathematics
department’ offers

The study was
about the prisms

Did not teach the
topic before the
study

Delivered written
guidelines

Lack of instruction
about the equipment
needed (in the
guidelines)

Took mathematics
department
decisions into
consideration for
the criteria
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Table 4.9 (cont’d) The participants’ project-study procedures

Ms. Kaya

Ms. Solmaz

Ms. Yilmaz

Scores for the
incomplete or
completely wrong
answers were not
determined (was
not a rubric)

Put emphasis on
scoring Turkish
language skills but
did not determine
any criteria for
scoring
mathematical
skills

Announced the
results in 10
workdays

Let students for
checking

Scores for the
incomplete answers
were determined
but did not
specialized (was not
properly a rubric)

Put emphasis on
scoring Turkish
language skills but
did not determine
any criteria for
scoring
mathematical skills

Announced the
results in 10
workdays

Did not let students
for checking

Scores for the
incomplete answers
were determined but
did not specialized
(was not properly a
rubric)

Put emphasis on
scoring Turkish
language skills but
did not determine
any criteria for
scoring
mathematical skills

Announced the
results in 10
workdays

Let students for
checking

It can be seen in Table 4.9 that, all the participants gave projects to willing
students in December and collected the projects in April. Then they all announced
the project grades in 10 workdays. All the studies were about geometry and the
copies of the guidelines were given to the students by the participants. On the other
hand, the participants did not determine the equipment needed for completing the
projects. All the participants used mathematics department’s offers when they
decided on the criteria of the scoring-guides. In all of the participants’ project-
scoring-guides, there were criteria on scoring Turkish language skills but there was
not a criterion for scoring mathematical skills. Moreover, the scoring-guides of the
participants did not include proper information about the partially correct or
incomplete answers of the students.

Table 4.9 represented the differences in the participants’ project-study
procedures, too. For instance, the mathematics department’s offers about the project
topics were not used by Ms. Solmaz and Ms. Yilmaz. They gave the projects about

the prism topic. It was their preference. Moreover, they taught the related topic after
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the students’ submissions. Ms. Kaya, on the other hand, gave a topic along with the

mathematics department’s offers.

4.4.2 Findings of the Research Question 2

According to the overall data, all of the participating teachers practiced
formal assessments for their summative purposes. For formative purpose, on the
other hand, all of them practiced both the formal and informal assessments. In this
section, by the help of the cross-case analysis, how the participating mathematics
teachers’ informal and formal assessment practices were related with their use of
assessment results will be clarified. The results are used to answer the second
research question:

“In what way are the participating mathematics teachers’ formal and
informal assessments related with their use of assessment results in 5™ grade
classrooms?”

The cross-case analysis revealed that all of the participants used informal
assessment results for repeating a topic. For instance Ms. Solmaz used the results of
her classroom observations (informal) for repeating the addition operation with
decimal numbers. Another participant, Ms. Yilmaz, also used the results of the
whole-class worked examples (informal) for repeating to equalize the denominators.
Ms. Kaya used both the informal and the formal assessment results in order to repeat
a topic. For instance, with the help of her whole-class worked examples (informal)
and the paper-and-pencil exams (formal), she repeated the fraction comparisons and
length measure transfers.

All the participants used the informal assessment results for understanding
their teaching efficiencies. For instance, Ms. Kaya used the whole-class worked
examples (informal) results for deciding her efficient teaching in addition operation
with fractions. Ms. Solmaz also used whole-class worked example (informal) results
for deciding on her efficient teaching of equalizing the denominators. Ms. Yilmaz
used both the informal and the formal assessment results for deciding on her teaching
efficiency. For instance, she understood during her classroom observations

(informal) that, her teaching was not efficient enough for the fractions. After her “1*
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and 2™ paper-and-pencil exam evaluations (formal), on the other hand, she
understood that she was not efficient enough for teaching to equalize the
denominators.

Two of the participants, Ms. Yilmaz and Ms. Solmaz, used the project-
study (formal) results for teaching the prism topic. According to the overall data,
they did not teach the prism topic before the study. After they evaluated the studies,
on the other hand, they realized the common mistakes of the students and used them
in teaching prism unit. In that manner, they put much emphasis on the current
mistakes during their teachings.

In order to decide on the adjustments for their further assessment practices,
all of the participants used their informal assessment results. For instance, Ms.
Solmaz realized with the whole-class worked examples (informal) that, the students
were not ready to show the decimal and percentage forms of the fractions through
models. Therefore she did not ask such an item for the performance-tasks. Ms.
Yilmaz, also, used the classroom observation (informal) results for practicing
additional informal assessments. Ms. Kaya, on the other hand, used both the informal
and formal assessment results to adjust her further assessment practices. For instance,
she used the results of the whole-class worked examples (informal) for deciding on
the types of the items that she would use in the paper-and-pencil exams. Moreover
she used the results of the performance tasks (formal) for improving further group
works.

One of the participants, Ms. Kaya, used the formal assessment results for
deciding on the suitability of an assessment method. For instance, she used the paper-
and-pencil exam results (formal) for understanding the suitability of the exam items.
According to the interview data, after the 1* paper-and-pencil exam (formal), she
decided whether the exam was suitable for the 5" grades’ achievement level, the
objectives, or the way she taught the related topic.

In order to monitor students’ progresses, Ms. Kaya and Ms. Yilmaz used
both the informal and formal assessment results. For instance, Ms. Kaya used the
results of her classroom observations (informal), paper-and-pencil exams (formal),
and performance-tasks (formal) for monitoring students’ progress in mathematics.

Ms. Yilmaz, on the other hand, used all of her formal assessment results and her
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classroom observations (informal) for monitoring the students’ progress. One of the
participants, Ms. Solmaz used only her informal assessment results such as
classroom observations (informal) and students’ mathematics journals (informal) for
monitoring students’ mathematical progress.

It was also indicated by the cross-case analysis that all the participating
mathematics teachers assigned the students’ overall grades with using formal and
mmformal assessment results. In that sense, all of them used the results of the formal
assessments: paper-and-pencil exams, project-studies and the performance-tasks.
With the help of the answer keys which were prepared by them, they scored the
students’ papers and recorded the grades. Moreover they all used their observational
data (informal) and whole-class worked studies (informal) for grading. One of the
participants, Ms. Yilmaz, used her quiz results (informal) for making contribution on
the students’ overall grades. Ms. Solmaz, on the other hand, used mathematics
journals and homework checklists for assigning the overall grades. In using their
informal assessment results for grading, it was understood that none of the teachers
kept written records for the classroom observations or whole-class worked examples.
For instance “all of them are on my mind” said Ms. Kaya and added that she
recorded her observations on her mind in order to use them for the students’ overall
grades.

All the participants gave formative feedbacks to the students by using
informal assessment results. They gave feedback orally during the whole-class
worked examples (informal). Ms. Kaya and Ms. Solmaz also used the formal
assessment results for giving formative feedbacks. Moreover, Ms. Kaya wrote notes
on the project-studies of the students in order to give formative feedbacks to them.

All of the participants used the observational data (informal) for preventing
students from feeling anxious and to encourage the students to self-study. Ms. Kaya
also used the results of her whole-class worked examples (informal) to prevent
students from feeling anxious and to encourage them to study. One of the
participants, Ms. Solmaz, on the other hand, used the students’ mathematics journals
(informal) for encouraging them to study.

According to the cross-case analysis, only Ms. Solmaz used the assessment

results for preventing students from cheating. She stated that she became aware of
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the students with observational data (informal) and homework checklists (informal).
Then she used her awareness for preventing the students from cheating. On the other
hand, Ms. Solmaz was the only participant, who used both the paper-and-pencil
exam results (formal) and whole-class worked example results (informal) for
rewarding the students. For instance, if the students showed higher performances
than their classmates, she mostly preferred to support their overall grades at the end
of the academic year.

All of the participants used the formal and informal assessment results to
know students better. In other words they all used the assessment results for making
diagnostic decisions. In order to explain the participants’ practices, the individual
cases represented many examples. For instance, Ms. Yilmaz followed the students’
mistakes during her classroom observations (informal) and in the paper-and-pencil
exams (formal). During her practices, she realized the students who were weak at
ordering the fractions, addition operation with decimal numbers, problem solving, or
on transferring a length unit to higher units. Ms. Kaya, on the other hand, realized the
students who were weak at performing handcrafts and showing fraction operations
through models with the help of the performance-tasks (formal). She also identified
the students who had strengths on doing operations with fractions by the
performance-task results. Moreover, during her classroom observations (informal),
she realized the students who were good at drawing geometric expressions but weak
at writing the definitions of these expressions. Another participant, Ms. Solmaz,
understood with her paper-and-pencil exam results (formal) that, most of the students
were good at geometry topics but weak at ordering the fractions, solving fractional
problems, making addition operation with decimal numbers, or transferring a length
measure to higher length units. Moreover, with the help of the performance-tasks,
she indicated the students who were good at writing the fractions in decimal and
percentage forms. Besides, Ms. Solmaz and Ms. Yilmaz used the observation
(informal) and paper-and-pencil exam (informal) results to identify the students who
were good at paper-and-pencil exams although they were inactive in the classrooms.

To sum up; the cross-case analysis of the three participating teachers’
assessment practices showed that, all of them used formal assessments for their

summative assessment purposes and they used both informal and formal assessments
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for their formative purposes. In that manner, their informal and formal assessments

were related to their use of assessment results in several points. Figure 4.32 is

constructed to summarize and represent the answer of the related research question:

Informal
Quiz
Classroom
observations

All-class-worked
examples

Homework

Students'
discussions

Mathematics
journals

Classroom
Assessment

Formal

Paper-and-pencil
exams

Project-studies

Performance-tasks

Prevented from
feeling anxious

Encouraged
students to self-
study

Prevented from
cheating

Made adjustments for further
assessment

Monitored students' progress in
mathematics

Assigned overall grade

Gave formative feedback

Identified areas of strengths and
weaknesses

Rewarded students
Decided on repeating a topic

Understood teaching effectiveness

Taught a new
topic

Decided on the
suitability of the
method

Figure 4.32: The relation between formal and informal assessments and their

uses



4.4.3 Findings of the Research Question 3

In this section, the cross-case analysis results will be explained in order to
figure out how the participants used the assessment results in making decisions on
their instructional practices, assessment practices, and in improving students’
learning of mathematics. The results are used to answer the third research question:

“How do the participating mathematics teachers use the results of their
assessment practices formatively in 5t grade classrooms?”

In order to represent the similarities and the differences of the participants’

use of assessment results, Table 4.10 is constructed:
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Table 4.10 The participants’ use of assessment results

Use for Instruction

Use for Assessment

Use for improving students’learning of mathematics

Ms. Kaya Ms. Solmaz Ms. Yilmaz
Decided on Decided on repeating  Decided on repeating
repeating the topic the topic the topic

Understood teaching Understood teaching ~ Understood teaching
effectiveness effectiveness effectiveness

Made adjustments
for further
assessment

Decided on the
suitability of the
method

Monitored the
students’ progress in
mathematics

Assigned overall
grades

Gave formative
feedback

Prevented students
from feeling anxious

Identified
(Diagnosed) areas of
strengths and
weaknesses

Encouraged the
students to study

Taught a new topic
(used project results)

Made adjustments for
further assessment

Monitored the
students’ progress in
mathematics

Assigned overall
grades

Gave formative
feedback

Prevented students
from feeling anxious

Identified
(Diagnosed) areas of
strengths and
weaknesses

Encouraged the
students to study

Prevented them from
cheating

Rewarded students

Taught a new topic
(used project results)

Made adjustments for
further assessment

Monitored the
students’ progress in
mathematics

Assigned overall
grades

Gave formative
feedback

Prevented students
from feeling anxious

Identified (Diagnosed)
areas of strengths and
weaknesses

It can be seen in Table 4.10 that, in order to make decisions on their
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topic. They also understood their teaching effectiveness by the results of their
assessment practices. Two of the participants, Ms. Solmaz and Ms. Yilmaz also used
the project-study results for teaching a new topic.

Table 4.10 also represented how the participating teachers used assessment
results for their assessment practices. It can be seen in the table that, all of them
made adjustments for their further assessment practices by the help of the assessment
results. Ms. Kaya also decided whether her assessment method was suitable for her
mathematics classes, lectures, etc.

According to the Table 4.10, in order to improve students’ learning of
mathematics, all of the participants monitored the students’ progress in mathematics,
assigned overall grades at the end of the academic year, gave formative feedback to
students, prevented students from feeling anxious, and diagnosed the areas of the
students’ strengths and weaknesses. Two of the participants, Ms. Kaya and Ms.
Solmaz also encouraged the students to study. Ms. Solmaz, last of all, tried to
prevent students from cheating and rewarded them in order to help their

improvements on mathematics.

4.4.4 Findings of the Research Question 4

In this section, the findings provided by the cross-case analysis will be
explained under two sub-sections: participating mathematics teachers’ views and the
relation between the participating mathematics teachers’ views and their assessment
procedures. With the help of the analysis, the fourth research question will be
answered:

“To what extent are the participating mathematics teachers’ classroom
assessment procedures related to their views about the 5" grades’ learning of
mathematics, about the factors affecting teaching mathematics, and about assessing

5t grades’ learning of mathematics?”
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4.4.4.1 Participating Mathematics Teachers’ Views

The study indicated that, the views of the participating teachers through the
assessment concept could be represented under three main themes: teachers’ views
about the 5™ grades’ learning of mathematics, about the factors affecting teaching
mathematics to the 5 grades, and about assessing the 5™ grades’ learning of
mathematics.

To begin with; the study showed that all three participants had similar
views about the 5 grades’ learning of mathematics. The results of the teachers’

views about the students’ learning of mathematics are represented in Table 4.11:

Table 4.11 The participants’ views about the students’ learning of mathematics

Ms. Kaya

Ms. Solmaz

Ms. Yilmaz

5" grades learn by
questioning

Students’ natural

5" grades learn by
questioning

Students’ natural

5" grades learn by
questioning

Students’ natural

ability, ability, background ability, background
background knowledge, knowledge,
knowledge, enthusiasm, regular enthusiasm, regular
enthusiasm, practice, parents’ practice, parents’
regular practice, socioeconomic socioeconomic
classroom level and education level and education
environment (the affected 5™ grades’ affected 5™ grades’
average learning of learning of
achievement level mathematics mathematics

of a class),

parents’

socioeconomic

level and

education affected

5" grades’

learning of

mathematics

It can be seen in Table 4.11 that all the participants thought that the 5t
grades learned mathematics by questioning. They also thought that the students’

learning was affected by their natural ability, background knowledge on
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mathematics, enthusiasm towards mathematics, regular practice, and their parents’
socioeconomic and education. One of the participants, Ms. Kaya, also thought that
the achievement level of a class affected the students’ learning of mathematics.
Second of all, the cross-case analysis showed the similarities and
differences between the participants’ views about the factors affecting their teaching

of mathematics. The results of their related views are represented in Table 4.12:
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Table 4.12 The participants’ views about the factors affecting teaching mathematics

Ms. Kaya Ms. Solmaz Ms. Yilmaz
Curriculum Changes in the Curriculum
(negative and curriculum and (negative)
positive) textbook (positive) Textbook (positive)
Time limitation Time limitation
(negative) (negative)

Being too young Being too young for
for middle school middle school
(negative) (negative)
Students’ Students’
weaknesses on weaknesses on
Turkish language Turkish language
skills (negative) skills (negative)
Learning
mathematics from
mathematics

teacher (positive)

Students’ enthusiasm
towards mathematics
(positive)

Students’ learning
capacity (positive)

Classroom

management

(positive)
Classroom
environment (seating
arrangement,
students’ behaviors,
etc.)
Her teaching

enthusiasm (positive)

The way s/he learned
mathematics
(negative)
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It can be seen in Table 4.12 that, according to Ms. Kaya and Ms. Yilmaz,
time limitation and the age of the 5t grades were effective on teaching mathematics
in negative way. Ms. Kaya also thought that learning mathematics from a
mathematics teacher positively affected teaching mathematics. In addition, Ms.
Solmaz thought that the classroom management, students’ enthusiasms towards
mathematics, and students’ learning capacity had positive effects on teaching
mathematics. Ms. Solmaz and Ms. Yilmaz also thought that the students’ weaknesses
on the Turkish language skills affected teaching negatively. One of the participants,
Ms. Yilmaz thought that classroom environment was effective on teaching
mathematics. According to her, her enthusiasm towards a topic and the way she
learned a topic were effective on her teaching of mathematics. Last of all, the
teachers thought that the changes in the curriculum affected teaching mathematics.

Third of all; the cross-case analysis showed the participants’ views about
assessing students’ learning of mathematics. The findings for their related views are

represented in Table 4.13:
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Table 4.13 The participants’ views about assessing students’ learning of mathematics

Ms. Kaya

Ms. Solmaz

Ms. Yilmaz

The results of the
paper-and-pencil
exams and
classroom
observations were
the most
important ones

Performance
assessment could
be done by
performance-
tasks

Positive at writing
journals,
constructing
posters,
presentations,
constructed-grid,
concept map,
drama study,
portfolio but did
not use because
of time limitation
and curriculum
workload

Classroom
environment (the
average
achievement level
of a class), family
problems,
maturity level of
the students, the
suitability of the
assessment
method,
difficulties to
provide honesty,
weakness on
reading
comprehension,
comimon exams
had negative
contributions

The results of the
paper-and-pencil
exams and
classroom
observations were
the most important
ones

Performance
assessment could
be done by
performance-tasks

Positive at
constructing
posters,
presentations,
constructed-grid,
concept map,
drama study,
portfolio but did
not use because of
time limitation,
curriculum
workload, and
students’ maturity
level

Personal characters
of the students,
socio-economic
status, classroom
environment
(achievement
level), her own
conscience, and
common exams
had negative
contributions

The results of the paper-
and-pencil exams and
classroom observations
were the most important
ones

Performance assessment
could be done by all the
activities that a student
performed

Positive at writing
journals, constructing
posters, presentations,
concept map, drama
study, and portfolio but
did not use because of
time limitation and
crowded classrooms

Classroom environment(seating
arrangement, students behaviors,
etc.), the way s/he learned
mathematics, her inference in
students’ works, maturity level
of the students, the suitability of
the assessment method, and
difficulties to provide honesty
had negative contributions
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Table 4.13 (cont’d) The participants’ views about assessing students’ learning of

mathematics
Ms. Kaya Ms. Solmaz Ms. Yilmaz
Parents interfere Parents Parents interfere in
in students tasks interfere in students tasks and
and projects at students tasks projects at home
home and projects at

home

Project studies and
performance tasks could
encourage self-study and
creativity if they were used
efficiently. However they are
not compatible with Turkish
classrooms

Students learned geometry
topics easier than learning the
other ones

It can be seen in Table 4.13 that, paper-and-pencil exams and classroom
observations were the most important assessment methods for participating
mathematics teachers. The table also indicated that, although they were positive
towards the assessment methods such as presentations, posters, portfolio, etc., they
could not practice them because of time limitation, crowded classrooms, or
curriculum workload. All of them thought that the parents’ help on the projects
affected the assessment process negatively. All of the participants thought that
classroom environment was effective on assessment. Ms. Kaya and Ms. Solmaz also
thought that family problems and common exams affected the assessment process.
According to Ms. Kaya and Ms. Yilmaz, the maturity level of the 5" grades,
difficulties in providing honesty, and the suitability of an assessment method affected
the assessment process.

It can also be seen in Table 4.13 that, one of the participants, Ms. Kaya,
emphasized on the effects of the students’ weaknesses on reading. Ms. Solmaz, on
the other hand, added that personal characters of the students and her conscience

were effective on her mathematics assessment practices. Lastly, the participating
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teacher Ms. Yilmaz, stated that the way s/he learned mathematics and her inference

in students’ works were effective on her classroom assessment practices in 5t grades.

4.4.4.2 The Relation between Participating Mathematics Teachers’

Views and Their Assessment Procedures

The cross-case analysis of the individual cases indicated many relations
between the participating mathematics teachers’ assessment procedures and their
views. In the current section, the relations will be described in order to answer the
fourth research question:

“To what extent are the participating mathematics teachers’ classroom
assessment procedures related to their views about the 5t grades’ learning of
mathematics, about the factors affecting teaching mathematics, and about assessing
5t grades’ learning of mathematics?”

First of all; during the interviews all of the participants stated that regular
practice had positive effect on students’ learning of mathematics. In relation with
their thoughts it was observed that, Ms. Solmaz gave additional homework from
different textbooks whereas Ms. Yilmaz gave worksheets to the students. They
checked the students’ homework regularly, too. Although she did not use the results
for grading the students, Ms. Y1ilmaz said that she checked the students’ notebooks
and textbooks in order to observe whether they did their homework regularly. In
addition to homework, Ms. Solmaz asked students to keep mathematics journals for
providing the regular practice, too.

Secondly, all the participants complained about the negative effect of the
time limitation on their assessment procedures. It was observed during the study that,
their view affected their assessment preferences. For instance, although they were
positive about them, none of the participants practiced the assessment methods such
as constructing posters, presentations, concept map, drama study, and portfolio in
their 5™ grade classes. They said that time limitation prevented them from practicing
different kinds of assessment methods.

Thirdly; In addition to time limitation, Ms. Solmaz and Ms. Yilmaz thought

that students’ weakness on Turkish language skills affected teaching mathematics
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negatively, too. In that sense, it was observed in their scoring-guides of the project-
studies that, there was a criterion for scoring the students’ Turkish language skills. In
other words, it can be said that their views about the effect of the students’ Turkish
language skills influenced Ms. Solmaz and Ms. Yilmaz during their assessment
procedures.

Ms. Yilmaz and Ms. Solmaz, also thought that the 5t grades’ textbook was
useful. In relation with their thoughts it was indicated that they used the textbooks for
preparing the items of their paper-and-pencil exams. In that sense, it can be said that
their positive thoughts about the efficiency of the textbook affected them on their
assessment practices.

Fourth of all; enthusiasm was a factor that was discussed by some of the
participants during the interviews. For instance, Ms. Yilmaz stated that she had
enthusiasm towards teaching geometry. In relation with her views, it was observed
during the study that she gave project-studies about prism topic, and performance-
tasks about the quadrilaterals. Ms. Solmaz, also thought that students’ enthusiasm
towards dealing with the geometry topics was high. Her thoughts were also related
with her project-study procedures. It was indicated with the document analysis that,
her 5™ grades studies prism topic during their projects. The topic was the preference
of Ms. Solmaz.

Fifth of all; the analyses showed that all of the participants put much
emphasis on the paper-and-pencil exams results and their classroom observations. In
that manner, during their classroom activities, they practiced classroom observations
by walking around the classrooms. Two of the participants, Ms. Kaya and Ms.
Solmaz, also followed the students’ studies at the board. One of the participating
mathematics teachers, Ms. Kaya also formed groups to follow students’ works and
discussions in the group studies. The paper-and-pencil exam procedures of the
participants also showed that, each of the participating mathematics teachers
prepared the items and the answer keys of the exams individually. Therefore, the data
about the participants’ procedures showed that the teacher’s positive views about the
paper-and-pencil exams and the classroom observation affected their related

procedures positively, too.
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Last of all; it was revealed with the study that all of the participants stated
that, they implemented performance-tasks and project-studies because they had to. In
other words, they were not willing to practice projects and performance-tasks. The
effects of their views were observed on their procedures. For instance, they did not
prepare the scoring-guides of the project-studies and performance-tasks themselves.
Instead they adapted them from internet. Moreover, they did not deliver written
guidelines for the performance tasks, or did not write the necessary materials on
them during the project-studies.

It was also observed that, the participants’ views affected their scoring-
guide procedures. For instance, none of the participants determined a criterion for
scoring mathematical issues in the tasks or projects. In that manner Ms. Solmaz
stated the following sentences: ‘‘since I used the scale for an obligation, I did not
need to add a new criterion to the prepared one’’. Furthermore, Ms. Kaya did not
determine the score of incomplete or partially correct answers in projects or
performance-tasks. Two of the participants, Ms. Yilmaz and Ms. Solmaz, also did
not determine the score of incomplete or partially correct answers in projects.

During the implementation procedures, on the other hand, Ms. Solmaz and
Ms. Yilmaz asked students to complete all the steps of the performance-tasks at
home. Moreover they assigned the projects about prism topic but they did not teach
the prisms before.

In Table 4.14 the relations between the participating mathematics teachers’
assessment procedures and their views about the students’ learning of mathematics,
about the factors affecting teaching mathematics, and about assessing students’

learning of mathematics are represented:
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Table 4.14 The relations between the participating mathematics teachers’ assessment

procedures and their views

Participating Teachers’
Views

The Related Assessment Procedures Practiced by
Them

Regular practice affected 5™
grades’ learning of
mathematics

Time limitation has negative
effect on assessment process

Students’ weaknesses on
Turkish language skills
negatively affect teaching
mathematics

The textbook is useful

Enthusiasm towards
geometry topics

Paper-and-pencil exams and
classroom observations
were the most important
assessment methods

Implemented performance-
tasks and projects since they
were obligations

Mathematics journals
Gave homework from other textbooks, prepared
worksheets

Did not use constructing posters, presentations,
concept map, drama study, and portfolio

Used criteria for scoring Turkish language skills
(performance tasks and project studies)

Used textbooks for preparing the items of the paper-
and-pencil exams

The projects were about the prism topic

Practiced classroom observations

Walked around the classroom

Payed attention to the students’ practices at the board
Formed groups, followed students’ group
discussions

Prepared the items, and the answer keys of the

exams themselves

Did not prepare the scoring-guide herself

Did not deliver guidelines

Did not write the equipment on guidelines

Did not determine any criteria for scoring
mathematical issues

Scores for the incomplete answers were not
determined (Ms. Kaya)

All steps were carried out at home

Gave the projects before they taught the related topic
(Ms. Yilmaz and Ms. Solmaz)
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4.4.5 Findings of the Research Question 5

The cross-case analysis of the individual cases indicated that there were
discrepancies between the participating mathematics teachers’ perceived assessment
practices and their views. In this section the current discrepancies will be explained
and the answer to the fifth research question will be elaborated:

“What are the discrepancies between the teachers’ views about assessing
the 5" grades’ learning of mathematics and their perceived classroom assessment
practices?”

The cross-case analysis showed that, all of the participating mathematics
teachers’ grading procedures contradicted with their views about the classroom
observations. For instance, all of them stated that classroom observation was the
most important assessment method. On the other hand, none of them determined the
proportion of the classroom observation results on the overall grades. They did not
keep a written record for their classroom observations either. As a result of that, it
can be said that the participating teachers’ views and their assessment practices had a
discrepancy in the manner of the grading procedure.

Another discrepancy between the teachers’ views and their procedures in
assessment was about the performance assessment concept. All of the participating
teachers stated that performance assessment could be done by performance-tasks.
During their scoring-guide procedures, on the other hand, none of them determine a
criterion about assessing students’ mathematical skills in performance-task.
Moreover, Ms. Solmaz and Ms. Yilmaz could not observe the students’
performances individually because the students completed all the steps of the tasks at
their homes.

Last of all; it was indicated with the study that, the views of the teachers
and their performance-task procedures had another discrepancy, too. All of the
teachers stated that, the interventions of the parents on the students’ projects or
performance tasks affected assessment negatively. However, Ms. Yilmaz and Ms.

Solmaz assigned the tasks to the students and asked them to do their tasks at their
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homes. Therefore, it can be said that, there was a discrepancy between the
assessment procedures of Ms. Yilmaz and Ms. Solmaz and their related views.

In summary; the cross-case analysis of the study showed that there was
discrepancy between the participants’ views and their grading procedures. Although
they stated that they put much emphasis on it, they did not determine the exact effect
of the classroom observations on the overall grades. Moreover, the views of Ms.
Solmaz and Ms. Yilmaz showed that, there were discrepancies between their views
about the performance-tasks and their procedures for the tasks. In table 4.15, the
discrepancy between the participants’ statements and their perceived practices is

summarized:

Table 4.15 The discrepancy between the participants’ views and their perceived

practices

Teachers’ views Teachers’ perceived practices

According to the participants, classroom
observations were the most important
assessment methods. They also said that
they used the results for assigning the
overall grades

Did not determine the proportion of the
classroom observation results on the overall
grades

Did not observe the students’ performances.

Performance assessment could be done by
performance-tasks

Parents’ interventions in the performance-
tasks and project-studies affected the
assessment process negatively

Moreover they did not use a criterion for
assessing students’ mathematical skills

Asked students to complete the steps of the
performance-tasks at home
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CHAPTER 5

DISCUSSION AND CONCLUSION

The purpose of the study was to investigate the mathematics teachers’
assessment practices in the 5™ grades. In that manner, the three participating
teachers’ assessment procedures and their use of assessment results were
investigated. Moreover their views about the 5t grades’ learning of mathematics,
about the factors affecting teaching mathematics, and about assessing 5t grades’
learning mathematics were examined in order to understand the relation and
discrepancy between the teachers’ views and their assessment practices in
mathematics classes.

The study indicated that, the participating mathematics teachers’
assessment stages and the framework developed from McMillan (2007a) had
common points. The participants implemented both formal and informal assessments
in order to carry out their purposes. Then they evaluated their assessments with the
help of the answer keys or scoring-guides. Last of all, they used the results for
diagnostic, grading, or instructional decisions. However, the study put forward
additional results. For instance, on some of the assessment steps, the participants’
assessment procedures were affected from their views. Moreover, discrepancies were
observed between their views and perceived assessment practices in some way.
Therefore, in this chapter, the key themes will be discussed to make the overall
picture of the study understandable.

The chapter has two subsections. In the first one, the key findings
mentioned in Chapter IV and their connections to the research literature will be
discussed relevant to the research questions. In the second subsection, implications of
the study’s findings for teacher education and curriculum developers, and

recommendations for future research studies will be given.
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5.1 Discussion on Participating Mathematics Teachers’ Classroom

Assessment Practices

The first key finding of the study was about the participating mathematics
teachers’ assessment procedures. The purpose of classroom assessment can be
summative, formative, or diagnostic (Airasian & Russell, 2008; Deneen & Deneen,
2008; Hackling, 2004; Popham, 2011). It was observed in the study that, the
participants carried out both formal and informal assessments for their summative,
formative, or diagnostic assessment purposes.

For their informal assessment practices, the participants mostly used
classroom observations. The result was similar with the study of Trotman (1997).
Moreover, during their classroom observations, the participants mostly walked
around the classroom. The overall data indicated that, with the help of the walking
around activity, the teachers observed the students’ studies or interacted with them
about their workings. The results were congruent with the study of Torrance and
Pryor (2001). In their study, Torrance and Pryor (2001) also figured out that, teachers
got feedbacks about the students’ working processes by observing their works in the
classrooms.

According to the formative assessment cycle of McMillan (2007b, p. 3),
giving feedback to students is a key element of classroom observations. However,
the participants did not always give specific or immediate feedbacks to the students
during their classroom observation procedures. Therefore, classroom observation
procedures were not in congruent with the formative assessment cycle of McMillan
(20070, p. 3) in the manner of the feedback issue.

It was indicated with the study that, for their formal assessment practices,
the participants followed the method and calendar obligations of The Ministry of
National Education (MoNE, 2013a). In parallel with the current obligations, the
teachers practiced formal assesments such as paper-and-pencil exams, project-

studies, and performance tasks. In that manner, they announced the date of the paper-
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and-pencil exams and performance-tasks one week before the implementation and
announced the results in 10 workdays. They assigned the project-studies in
December and collected them in April like it was offered in the curriculum.

Smith (2000) indicated with his study that curriculum links teaching goals
with learning. He continued with saying that, teaching goals and curriculum were
linked to each other by assessment process. The participants’ procedures in formal
assessment practices showed concurrency with the 5t grades’ curriculum offers. For
instance, the participating mathematics teachers used multiple-choice, fill-in-the-
blanks, and constructed-response items in their paper-and-pencil exams. In addition,
Ms. Solmaz used true-false type items, too. In the curriculum, the types for the
paper-and-pencil exam items were offered as open-ended, fill-in-the-blanks, or true-
false (MoNE, 2013a), too. All of the participants prepared the answer keys before the
examinations and they gave reports for the common paper-and-pencil exams at the
end of the implementation. Moreover, all of the participants announced the results in
10 workdays like it was offered in the curriculum. Therefore, the results were
compatible with the 5™ grade mathematics curriculum in the preparation,
implementation, and steps of the examinations.

According to the interview data, all of the participants made use of the 5t
grade textbooks for preparing the exam items. In other words, participants interacted
with the textbooks during their assessment procedures. In that manner, the study had
similar results with the study of Remillard (1999). For instance, in his study,
Remillard (1999) indicated that textbooks were the exact representations of the
curriculums. According to his framework in the study, the teachers interacted with
the textbooks in order to select and design their mathematical tasks like it was
indicated by the current dissertation.

For the performance-tasks and the project-studies, also, the participants’
procedures were congruent with the offers of the Ministry of National Education in
general. For instance, all of the participants followed the calenders offered by the
Ministry, or used and announced the scoring guides before the implementations.
However it was observed that none of the participants prepared the criteria of the
scoring-guides individually. They used the prepared ones from the internet resources.

Moreover, they -except Ms. Kaya- did not practice the performance-tasks in the

296



classrooms. There was not any criterion for scoring the students’ mathematical
issues. The results were in paralel with the literature. In the literature, it was observed
that teachers had problems about the aim, content, application and evaluation of the
performance-tasks (Meydan & Oztiirk 2008; Tiifekgioglu & Turgut, 2008).
Therefore, the results of the study were similar with the literature in the manner of
the performance-task and project procedures.

During the interviews, it was also observed that, the participants mostly
complained about the time limitation and parental help in the students’ performance-
tasks and projects. The results are similar with the studies of Acar and Anil (2009),
Baki and Biitiiner (2009), and Ar1 (2011).

Grading the performance-tasks or projects was also a problem for the
participating teachers. For instance, Ms. Solmaz stated her thoughts with the
following words:

I know scoring-guides are formed to make objective assessment. However
I do not think that they are valid or reliable. For instance a student is active
in the lessons. I decide on a grade for her/him according to his class
performance. Then when I am scoring her/his task, I think about that grade
and try to reach that grade on my mind. Therefore sometimes I use the
criteria of the scoring-scale as a formality. (q73).

It can be understood with the quotation above that, Ms. Solmaz did not
grade the students’ tasks independent from her previous assessments. In the study of
Baki and Biitiliner (2011), also, it was indicated that the teachers assessed students’
projects mostly based on their paper-and-pencil exam scores. During the current
study, it was understood that the approaches of Ms. Kaya, Ms. Solmaz, and Ms.
Yilmaz towards the performance-tasks and the projects were similar. Therefore,
although Baki and Biitiiner (2011) conducted their study for investigating the project
assessment, their study results can be compared with the participating teachers’
performance-task practices.

The second key finding of the study was about how the participants’
informal (formatively purposed) and formal assessment (both formatively and
summatively purposed) results were related with their use of assessment results.

According to the assessment framework of McMillan (2007a), teachers use

assessment results for making diagnostic decisions, instructional decisions, or for
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grading. Ussher and Earl (2010), on the other hand, reminded that information
gathered by the assessment tools could be used both formatively and summatively. In
that manner, the current study showed that, the participating mathematics teachers
used some of their summatively purposed assessment results for formative purposes.
For instance, Ms. Kaya used the performance-task evaluations for determining the
students who had weaknesses on showing fractional operations through models. Ms.
Yilmaz also used the paper-and-pencil exam results for realizing the students who
were weak at ordering the fractions, addition operation with decimal numbers,
problem solving, and transferring a length unit to higher units. Ms. Solmaz, last of
all, used paper-and-pencil exam results for identifying the students who were good at
geometry topics, or weak at solving fractional problems and making addition
operation with decimal numbers. It can be said that the participants used
summatively purposed assessment results for knowing their students better.
“Knowing students better” is a diagnostic concept (Airasian & Russell, 2008; Butler
& McMunn, 2006). However, in literature, diagnostic purpose is also defined as a
form of formative assessment in which assessment is used to obtain detailed
information about the individual students’ prior knowledge, ways of reasoning, use
of strategies, and misconceptions (Crisp, 2012; Keeley & Tobey, 2011; Sach, 2012).
Therefore, the study showed that, the participating teachers used their summatively
purposed assessment for formative decisions like it was offered by Ussher and Earl
(2010).

It was also indicated with the study that, the participating teachers-except
Ms. Solmaz-used both the formal and informal assessment results for monitoring
students. Moreover, Ms. Kaya used her paper-and-pencil exam results for
understanding her teaching efficiency on equalizing the denominators of the
fractions. She also used her performance-assessment results for making adjustments
of her further assessments. The participants-except Ms. Kaya-also used the project
assessment results during their further teachings. It was also observed that, the
participants -except Ms. Kaya- gave formative feedbacks to students with the help of
their formal assessments. All of the results showed that the participating mathematics
teachers used their summative assessment purposes for formative decisions. This is

also congruent with the related discussions (Segers & Tillema, 2011; Ussher & Earl,
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2010) and similar with the results of Al Duwari (2013), Greenstein (2004), and Ugar
(2007).

According to the third key finding of the study, the participating
mathematics teachers used the assessment results for making decisions about their
instructions, assessment practices, or for improving students’ learning of
mathematics. For instance, as a decision about their instructions, all of the
participating teachers used their assessment results for understanding their teaching
effectiveness like it was indicated by Trotman (1997), Ugar (2007), and Abdul
Rahim (2012). Moreover, similar with the results of the study of Trotman (1997), the
study showed that all the participants used assessment results for intending their
further teaching activities. For instance, Ms. Solmaz used the results for repeating the
addition operation with decimal numbers. Ms. Yilmaz, also used the results for
repeating to equalize the denominators. Ms. Kaya, on the other hand, used the results
for repeating the fraction comparisons and length measure transferrings. Ms. Solmaz
and Ms. Yilmaz, on the other hand, used the assessment results during their teaching
of a new topic: the prisms.

Assessment can be accepted as a part of the instruction process. Therefore,
it can be said that, the participants’ use of assessment results such as making
adjustments for further assessment practices were similar with the results of Trotman
(1997). Abdul Rahim (2012) also indicated with her study that the teachers used the
assessment results for deciding on the suitability of a method. This was also similar
with Ms. Kaya’s use of assessment results. In that manner, she used the results of the
1* paper-and-pencil exam for deciding whether the exam was suitable for the 5
grades’ achievement level, the objectives of the 5t grade mathematics curriculum, or
the way she taught the related topics.

Ms. Kaya used the results of the performance-tasks for making decisions
about her further group works, too. She stated that, she would prefer one of the
following adjustments in her further performance-tasks: supporting more group
works, or implementing individual tasks through fewer items. She advocated that
encouraging such practices would prepare students for listening and making efficient
discussions in a group work. According to her, individual performance-tasks would

be more productive in the crowded classrooms. It can be seen that, Ms. Kaya used
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the assessment results for intending more organized group-works in the future.

It was also observed with the results that, the participants used the
assessment results for improving students’ learning of mathematics. Like Trotman
(1997) and Abdul Rahim (2012) indicated with their studies, all of the participating
teachers in the current study used the assessment results for monitoring the students’
progress in mathematics, grading, and giving feedback to the students. Ms. Kaya and
Ms. Solmaz also used the assessment results for encouraging students to study. This
was also a congruent result with the study of Abdul Rahim (2012).

In the study, like it was indicated with Trotman (1997) and Abdul Rahim
(2012), it was observed that the participants used the assessment results for knowing
students better (understanding on what topics the students had strengths or
weaknesses). In that sense, Ms. Kaya determined that, the students gave correct
answers to the mathematical operations. On the other hand, she added that, the same
students could not do the same operations if they were asked through a problem. For
mstance she said that, the students were able to make the addition and subtraction
operations with decimal numbers but they had difficulties in solving the related
problems. A suggestion for solving that problem was determined during the case of
Ms. Solmaz. She stated that, students showed better performance when they were
working with materials such as manipulatives. Therefore, problem solving abilities
may be improved with the help of the materials. In that manner, teachers may let the
students deal with materials during their problem solving activities. Ms. Solmaz, also
determined many students who were weak on transferring length units to the higher
units. In order to solve that problem, the curriculum developers may take this result
into consideration and may think to take the related topic to the 6" grades’
curriculum.

In the manner of the third key finding, there were also results which were
not supported with the literature. For instance, Ms. Solmaz used assessment results
for rewarding students. Most of the time, she rewarded the students by giving gifts or
higher in-class-performance grades. The result cannot be discussed or compared with
the literature. However, the explanation of Ms. Solmaz was a good clarification for

the reason of her practice:
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In the beginning of the first semester, I gave them my word about rewarding

if they could get 85 and over in all the paper-and-pencil exams. Some of the

students got 85 and over. Moreover there was a student who got 100, 100,

and 98 from his first semester exams. 1 gave them some small gifts and 1

observed that my rewarding practice had been effective.

It can be seen that, she observed the efficiency of rewarding. As a result of
that, she continued with the same practice. During the data collection process, she
sometimes used the assessment results for rewarding students with higher in-class
performance grades or small gifts if they deserved them.

The fourth key finding of the study was the relation between the
participating mathematics teachers’ views and their assessment procedures. In that
manner, there are several studies indicating that the teachers’ beliefs and views about
teaching, learning, or curriculum strongly affect teachers’ teaching and classroom
assessment activities (Brown, 2004; Calderhead, 1996; Clark & Peterson, 1986;
Erdal, 2007; Heaton 1992; Pajares, 1992; Peker & Giille, 2011; Pepin, 1999; Prawat,
1992; Putnam, 1992; Remillard, 1992, 1999; Teo, 1997; Thompson, 1992; Yilmaz,
2006). Similar with the related research, the current study also showed that the
teachers’ views and their assessment procedures were related at some points.

For instance, Ms. Yi1lmaz and Ms. Solmaz thought that regular practice had
positive effect on students’ learning of mathematics. In relation with their thoughts it
was observed that, Ms. Solmaz gave additional homework from different textbooks.
She also made students keep journals for supporting regular practice. Ms. Yilmaz, on
the other hand, gave worksheets to the students. They checked the students’
homework regularly, too. In addition to homework, Ms. Solmaz made her students
keep mathematics journals for regular practice, too. Ms. Yi1lmaz and Ms. Solmaz also
stated that the 5™ grades’ textbook was useful. In relation with their thoughts it was
observed that they used the textbooks for preparing the items of their paper-and-
pencil exams. The participating teachers’ (Ms. Solmaz and Ms. Yilmaz) views about
geometry enthusiasm, positive views about the paper-and-pencil exams and the
classroom observations affected their assessment procedures. Therefore it can be said
that, there are situations in which the views of the teachers affected their assessment

procedures positively.
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Ms. Solmaz also thought that the number of items that a 5™ grade student
solved about a topic was important to learn mathematics. Therefore, she asked
students to solve 50 or 100 multiple-choice items in the weekends. However, the
study of Rosario, Nufiez, Vallejo, Cunha, Nunes, Mourdo, and Pinto (2015) showed
that the positive effect of homework on the students’ mathematics achievement was
not related to the amount of homework. Therefore, it can be said that the amount of

homework does not always affect students’ learning of mathematics.

According to the related literature, some methods like paper-pencil tests may
seem more powerful to the teachers (Bicak & Cakan, 2004; Dogan, 2005; Duban &
Kiiciikyillmaz, 2008; Gelbal & Kelecioglu, 2007). The same result was observed in
the current study, too. In that sense, all of the participants thought that paper-and-
pencil exams or classroom observations were the most reliable assessment methods.
For instance they all practiced classroom observations by walking around the
classrooms. Ms. Kaya and Ms. Solmaz, followed the students’ studies at the board.
Ms. Kaya, on the other hand, formed groups to follow students’ works and
discussions in the group studies. The paper-and-pencil exam procedures of the
participants also showed that, each of the participating mathematics teachers
prepared the items and the answer keys of the exams individually. The relation
between their views and their classroom observations and exams was explained by
the literature. According to the related research, the teachers had the much
experience on paper-and-pencil exams (Bigak & Cakan, 2004; Dogan, 2005), so they
mostly relied on that assessment method. However, the current study showed that
classroom observations were also important for the participating teachers. This may

be also because of their daily experiences on making observations, too.

All the participants complained about the negative effect of the time
limitation on their assessment procedures like it was examined by the study of Ucar
(2007). It was indicated with the study that, their views affected their practices. For
instance, none of the participants practiced the assessment methods such as
constructing posters, presentations, concept map, drama study, and portfolio in their
5t grade classes, although they were positive about theses assessment methods.

Their statements were also clues for the effect of time limitation and their assessment
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practices. In that manner, all of them stated that time limitation prevented them from
practicing different kinds of assessment methods. In addition to time limitation, Ms.
Solmaz and Ms. Yilmaz stated that students’ weaknesses on Turkish language skills
affected teaching mathematics negatively, too. In that sense, it was observed in their
scoring-guides of the project-studies that, there was a criterion for scoring the
students’ Turkish language skills.

The common paper-and-pencil exam was also a problem for the
participants. There is not any result similar with the current result. All of the
participants complained about such paper-and-pencil exams. They stated that they
could not be sure about the validity of the results. It was also observed that, they had
anxiety about these exams. However, if the Ministry of National Education regulates
the obligations about the common exams, the participants would be relaxed.

The literature also showed that, teachers did not practice performance-based
assessment methods often since they did not feel confident about the fairness of such
assessment methods (Cooney et. al., 1996; Ohlsen, 2007). Similar with the finding
in the literature, the participating mathematics teachers of the current study stated
that, they implemented performance-tasks and project-studies because they had to. In
other words, maybe they would not practice them if they were not obligations.
Moreover, the literature showed that the teachers were not sure whether they were
assessing students' performance truly and appropriate (Bigak & Cakan, 2004; Dogan,
2005; Duban & Kiiciikyilmaz, 2008; Gelbal & Kelecioglu, 2007). Besides, they were
worried about the application and evaluation procedures of the performance-tasks or
projects (Meydan & Oztiirk, 2008; Tiifek¢ioglu & Turgut, 2008). Such a result was
also observed during the current study. For instance, Ms. Y1lmaz stated the following
words about the scoring-guides:

Actually I can say that, I learned how to develop and use them during my
university education. However, still, I do not feel myself adequate enough
to practice it. I am not sure whether I can use it correctly in every sense.

(q138).

The participants also complained about the parental help in the project-
studies and the performance-tasks like it was observed in the literature (Acar & Anil,
2009; Ari, 2011; Belet & Girmen, 2007; Coskun et. al., 2009; Yilmaz & Benli,
2011). Moreover they thought that the students usually used printouts taken from the
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internet, wrote them down on their papers and submitted them to their teachers. For
instance, Ms. Kaya stated the following sentences:

When s/he did her/his performance-tasks and project studies at home, I
cannot be sure whether s/he did the studies herself/himself. Maybe s/he got
help from other people, maybe s/he wrote a prepared one from internet. For
instance I give a task-I guess the golden ratio. I observe that s/he searches
from internet, write it down and take it to school. I do not think that is a big
assessment. In my opinion participating in classes, raising hand to volunteer
the exercises, and exam grades are ahead of the others. I put much emphasis
on them. Of course I do not mean that performance-tasks and projects are
insignificant but...I think they do not provide certain results. (q54).

It can be seen with the quotation that Ms. Kaya complained about the
parental help in the performance-tasks or project-studies. Moreover, she complained
about the printout tasks or projects. Such a result was also observed in the study of
Baki and Biitiiner (2009). Like she stated above, Ms. Kaya thought that students
were sometimes inadequate to complete all parts of the projects by themselves.
Therefore, according to the interview data, she did not think that students’ project-
study achievements had the same meaning with students’ mathematics achievements.

Then, it can be said that Ms. Kaya did not have a confidence on project studies

because of the cheating suspect.

During the assessment procedures, all of their views those were discussed
above showed effects on the participants’ practices. For instance, they did not
prepare the scoring-guides of the project-studies and performance-tasks by
themselves. Instead they adapted them from internet. They did not determine any
criterion for scoring mathematical issues in the tasks or projects, either. Moreover,
Ms. Kaya did not determine a score for the incomplete or partially correct answers in
the scoring-guides. Ms. Yilmaz and Ms. Solmaz, also, did not determine the score of
incomplete or partially correct answers for the projects. Ms. Yilmaz and Ms. Solmaz
gave all the steps of the performance-tasks like they were homework. Moreover they
assigned the projects about prism topic before they taught that topic. None of the
participants delivered written guidelines for the performance tasks. Their project-
study guidelines had also lack of knowledge. In other words, the participants thought
that the performance-tasks and project-studies were obligations and they practiced

them because of this obligation. Ms. Kaya, on the other hand, did not explain the
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equipments needed for the project-study on the related guideline. Moreover she
asked students to explain and compare pentagons and hexagons although they did not
exist in the curriculum. Although she taught that project studies had the aim of
assessing higher order skills, she used the same scoring-guide for scoring
performance-tasks and project-studies. Therefore, it can be said that, the participants’

views affected their practices during their application and evaluation processes.

After the 2013-2014 academic year, Ministry of National Education
removed the performance-task obligation from the middle school curriculum
(MoNE, 2014). Therefore, maybe the participants’ practices about the performance-
tasks and project-studies, and the related literature by which it was figured out that
the teachers still had problems about the aim, content, application and evaluation of
the performance-tasks (Meydan & Oztiirk 2008; Tiifek¢ioglu & Turgut, 2008) were
all foresights of the teachers. In the manner of the improvement about the assessment
implementations, on the other hand, having seminars about the preparation and
implementation processes of the assessment methods would be helpful for the
teachers.

The fifth and also the last key finding of the study was about the
discrepancy between the participants’ views and their perceived classroom
assessment practices. For instance, all of the participating mathematics teachers’
grading procedures contradicted with their views about the classroom observations.
They all stated that classroom observation was the most important assessment
method but they did not determine the proportion of the classroom observation
results on the overall grades. Another discrepancy was observed between the
participants’ views about the performance-assessment and their performance-task
procedures. In that manner they all thought that performance assessment could be
done by performance-tasks. However, during their scoring-guide procedures, they
did not determine a criterion for assessing students’ mathematical skills in
performance-task. Ms. Solmaz and Ms. Yilmaz also could not observe the students’
performances because their students completed all the steps of the tasks at their
homes. Moreover, Ms. Yilmaz and Ms. Solmaz thought that parental help was a

negative effect on the performance-tasks or projects.
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In the literature, there are also studies which show the discrepancy between
the teacher’s thoughts and their classroom practices (Mulhall & Taylor, 1998;
Susuwele-Banda, 2005). Kersaint and Thompson (2001) explained this situation with
the failure of translating theoretical knowledge to classroom practices. Their claim
may also be valid for the current study. For instance, the participants, when they
were students in the faculties of education, might be practiced teaching in an
environment that did not completely congruent with a school environment. They
could have learned the theoretical knowledge and practiced this knowledge in a well-
designed school environment. Therefore, they could not reflect their views on the
current school context. The studies explained this situation with the lack of teaching
experience. It was indicated that, teachers with experience or teachers who were
trained in measurement used performance or observation methods much more
efficiently than the inexperienced teachers (Bol et. al., 1998; Zhang & Burry-Stock,
1997). Similar with the literature, in the current study, the discrepancies were
observed between the participants’ views and their classroom observation or
performance-based assessment procedures. Besides, they had 5 years or less teaching
experiences. In other words, the reason of the discrepancies between the participants’
views and their perceived classroom assessment procedures could be their lack of
experience in teaching.

To sum up; the key findings of the study were discussed under five themes:
the participants’ assessment procedures; the way the participants’ informal and
formal assessments were related with their use of the assessment results; the
participating mathematics teachers’ use of the assessment results; the relations
between the participating mathematics teachers’ views and their classroom
assessment procedures; and the discrepancies between their views and their
perceived classroom assessment practices. Although there were different results in
the literature, the current study showed similarities with the literature in general.
Moreover, there were also results such as Ms. Solmaz’s use of the assessment results
for rewarding. It can be said that these results were specific to the current research

and can be new findings among the similar study results.
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5.2 Implications of the Study for Educational Practices

The findings of the current study have some implications that could be
taken into consideration by the teachers, teacher educators, curriculum developers,
and Ministry of National Education.

To begin with; although the results of the study are discussed under five
key findings, it includes many findings that can illuminate the mathematics teachers’
classroom assessment practices. For instance, in the study there are examples for
both the informal and formal assessment practices of the participants. The teachers
may compare their use of assessment results with the participating teachers’
preferences. The study also indicates mathematical arenas on which the participants
used the assessment results. For instance, when did the participants decide to repeat a
topic? What were the sudents’ weaknesses or strengths in mathematics classrooms?
How did a mathematics teacher monitor a student’s mathematical progress or
encourage the students for self-study? How did a mathematics teacher grade her
students? When did a mathematics teacher give formative feedback? How a
mathematics teacher could use the assessment results for preventing the students
from feeling anxious?. Moreover they can examine what is existed in a teacher’s
mind during the assessment process. Sometimes, teachers are not aware of whether
their views are affecting their assessment practices. In that sense, the relations or
discrepancies between the participants’ views and perceived practices may be helpful
to the mathematics teachers. For instance it was observed in the study that, the
participants’ negative views about the time-limitation, performance-tasks, and
projects affected their classroom assessment procedures. Moreover, the participants
did not determine the proportion of the classroom classroom assessment results on
the overall grades although they said that they used them for assigning the overall
grades. Such results may be helpful to the teachers for realizing the relations or the
discrepancies between their views and classroom assessments. Such an awareness
makes contribution to the effectiveness of their assessment methods.

Teacher educators may also discuss the results of the study, so that they can

make improvements on the education of preservice teachers. In that manner, the
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results about the discrepancy between the participants’ views and their assessment
practices may be helpful for the educators. Additional sub-topics may be supported,
in order to clarify the preparation and implementation procedures of the scoring-
guides (rubrics), performance-tasks, or projects. They may also discuss the results
during their courses about grading.

Curriculum developers may use the results of this study, too. They may
check whether all of the curriculum objectives were being assessed by a clear
procedure in 5t grades. The study was conducted for a few topics. However, the
participants’ problems about the time-limitation, crowded classrooms, or project-
study procedures may be the starting point for discussing the 5t grade curriculum.
The curriculum developers also can make an additional check about the suitability of
the topics such as transferring a length unit to higher units.

Last of all; the results may be beneficial for the regulations of Ministry of
National Education (MoNE). The 5t grades have become middle school students for
only a few years. In that manner, the study figured out the problems that the
participants had because of the maturity level of the 5™ grades. For instance, the
maturity levels of the students caused problems during the performance-tasks,
project-studies, or common paper-and-pencil exams. However, MoNE did not offer
an obligation for performance-tasks since 2014-2015 academic year (MoNE, 2014).
MOoNE may develop such a regulation for the project-studies or common exams in 5t
grades, too. In order to help teachers, they may also conduct seminars about the
preparation and implementation of the assessment methods which are suitable for the

5" grades.

5.3 Recommendations for Further Research

According to the results of the study some recommendations for further studies
can be given. For instance, this study was conducted with a public school in Ankara.
Similar studies may be conducted with both the private school mathematics teachers and
the public school mathematics teachers from different districts of Turkey. Such
additional studies may make contribution to the literature. For instance, the differences

between the assessment practices of the public school teachers and the private school
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teachers may be observed. Therefore, with the results, the reasons of the differences in
assessment practices of the private school teachers and the public school teachers may be
exposed.

The study can be conducted with the teachers who teach mathematics to
different grade groups in the middle schools or high schools. Such studies may indicate
additional results, so the teachers may have more sources about the assessment practices.
They may question their assessment practices and discuss the steps for an efficient
assessment process.

The study depended mostly on the interviews. However, for each participant,
classroom observations were conducted only for a few lessons. In the future, the
researchers may conduct similar studies with much classroom observation durations.
Classroom observations give more clues about the teachers’ practices. Moreover they
may give much data about the discrepancies between the teachers’ views and practices.

Similar studies may be conducted with the pre-service mathematics teachers in
the purposively developed classrooms. The results can be compared with the results of
this study in the manner of the relations or dicrepancies between the teachers’ views and
their assessment practices. Having such data may be helpful to realize whether the pre-
service teachers’ practices or views about assessment change positively or negatively in
time. If there was a negative change, the reasons of such changes may be investigate.

Seminars or in-service trainings may be conducted in order to improve the
mathematics’ teachers practices of the project-study, performance-task, scoring-guide,

and grading.
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APPENDIX A

THE IN-DEPTH INTERVIEW PROTOCOL (PILOT STUDY)

Tarih :

Baglangig saati:

Bitig Saati:

Iyi giinler. Benim adim Nihan UCAR SARIMANOGLU. Orta Dogu Teknik Universitesi Egitim
Fakiiltesi’nde doktora 6grencisiyim. Oncelikle benimle goriisme yapmay1 kabul ettiginiz igin gok
tesekkiir ederim. 5. sinif matematik 6gretmenlerinin dlgme degerlendirme ydntemlerini nasil
uyguladiklarim 6grenmek amaciyla bir ¢alisma yiiriitmekteyim. Bu ama¢ dogrultusunda sizinle
yapmak istedigim goriigmeyi kabul ettiginiz i¢in simdiden tesekkiirler. Yapacagimz goriisme
ogrencilerin matematik dersi icin yaptiklari g¢aligmalar1 nasil degerlendirdiginizi anlamam
konusunda bana ¢ok yardimci olacaktir. Bu goriismelerde vereceginiz bilgiler calismamda farkli
isim altinda kullanilacaktir. Gergek kimliginiz gizli tutulacaktir. Bana sormak istedikleriniz
olursa liitfen ¢ekinmeden sorunuz. Ayrica sizin i¢in sakincasi yoksa gorligmeyi kayit altina almak
istiyorum.

1- Adimz Soyadiniz?
2- Hangi iiniversiteden mezunsunuz?
a. Hangi bolim?

b. Yiiksek lisans/ doktora?

3- Kag yillik matematik 6gretmenisiniz?
a. Bugiine kadar kaginc1 siniflara matematik 6grettiniz?
b. Mevcut okulunuzda kaginct yiliniz?

4- Bu ders yilinda kaginci siniflara matematik 6gretiyorsunuz?
a. Ders anlattigimz 5. simiflarin mevcutlari nelerdir?

5- Bir 6grencinin veya tlim simifin dersinizi anlayip anlamadigini nasil tespit ediyorsunuz?

6- Sizce 5. simf Ogrencileri matematigi nasil 6greniyor ?

a. Ogrencilerin matematigi grenme bigimleri sinif diizeyine gore farklilik gdsteriyor mu?
Nasil?

b. Bu seviyedeki 6grencilerin matematige kars: tutumlari nedir? Ogrenciler arasinda tutumlar
ne tip farkliliklar gdsteriyor? Bu tutumlar hakkinda nasil fikir sahibi oluyorsunuz?

c. Farkli 6grencilerin matematikteki basarisinda neler rol oynuyor? Farkli tiplerde
ogrencilerden 6rnekler vererek agiklayabilir misiniz?

7. Bir 5. sif 6grencisinin y1l boyunca matematik basarisinin diizeyindeki degisiklikleri nasil
tespit ediyorsunuz? Bunun i¢in kullandiginiz yontemler var mi? Neden bu yontemleri
kullaniyorsunuz?
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a. Y1l icinde puanlamadiginiz ama 6grencinin matematik basar1 diizeyini belirlemenize katkis1
olan 6lgme yontemleriniz nelerdir?

b. Bu yontemlerde doniit verme islemini nasil yaptyorsunuz? Ne zaman veriyorsunuz? Ne tiir
doniitler veriyorsunuz?

¢. Yazily, sozlii degerlendirmeler, proje 6devleri, performans gorevleri, lirlin dosyasi gibi
notlandirdigimz yontemler 6grencinin basari diizeyini belirlerken sizin i¢in ne kadar etkili
oluyor?

d. 5. smiflarda yil boyunca notlandirdigimiz ve notlandirmadiginiz 6lgme yontemlerinden elde
ettiginiz sonuglar1 y1l sonunda 6grencilerin basarilari belirlerken nasil birlestirirsiniz?

Birbirlerine katkilar1 olur mu? Oluyorsa bunun belli bir oran dagilimi var mdir?

8- Sizce asagida belirtilen 6lgme yontemlerinin amaglar1 nelerdir?
a. Yazili smavlar

b. Proje 6devleri

c. Performans gorevleri

¢. Drama caligmalar1

d. Uriin dosyas1

e. Glinliik tutma

f. S6zli sunum

g. Poster hazirlama

h. Kavram haritalar1

1. Yapilandirilnig grid

8. Yukaridaki ydntemleri 5. simflarda uygularken igeriklerinde neler oluyor? Ornekler verebilir
misiniz? Bu igerikler neye gore degisiyor?

9. Matematik dersi kapsaminda 5. siniflarda 6lgme-degerlendirmeyi hangi zamanlarda daha ¢ok
yapiyorsunuz? Neden?

a. Degerlendirme siirecine kimleri katiyorsunuz? Ogrenci, akran, veli, bagka 6gretmenler?

10. 5. simflarda 6lgme yontemlerinizi belirlerken hangi kaynaklardan/materyallerden
faydalanirsiniz? Hangi amacgla? Nasil?

11. 5. siuflarla matematik dersinde hangi dl¢me yontem/yontemlerini daha 6nemli
goriiyorsunuz? Nigin?

11. a Uygulamadigimz yontemleri kullanmama sebebiniz nedir?

12. Sizce performans degerlendirme nedir? Neden?
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a. Performans degerlendirmeyi 5. siuflarda nasil yapiyorsunuz? Hangi yontemleri
kullaniyorsunuz? Onemli oldugunu diisiindiigiiniiz ama sizin kullanmadigimz bir performans
degerlendirme yontemi var m? Neden kullanmiyorsunuz?

b.Kullandigimz yontemleri segerken veya olustururken hangi kaynaklardan/materyallerden
faydalanirsiniz?

13- Sizce dereceli puanlama cetveli nedir?

a. Sizce 5. simf 6grencilerin ¢aligmalarinin degerlendirilmesinde dereceli puanlama cetveli ne
gibi iglevlere sahip olabilir? Siz nasil kullantyorsunuz?

b. Sizce dereceli puanlama cetveli hazirlanirken ne gibi kritik faktorlere dikkat edilmelidir?

c. Dereceli puanlama cetveli hazirlarken asagidaki etkenler sizi nasil etkiliyor?

. Ziimre kararlar

. Miifredat

. Ogrencilerin tutumu
. Veli goriisii

. Okul yonetimi

d. Hazirladigimz dereceli puanlama cetvelini 6grencilerinizle paylasir misiniz?
Paylasiyorsaniz, uygulamanizin hangi asamasinda paylasirsiniz (Once, sonra, uygulama
strasinda)? Paylagsmiyorsaniz neden?

14- 5. siuf 6grencileri degerlendirilme siireglerinde, size daha ¢ok hangi konularda soru sorarlar?
a. Bu sorularin neden kaynaklandigini diigiiniiyorsunuz?

15- 5. simiflarla matematik derslerinde 6grencilerin basarilarin1 6lgmekte karsilastiginiz sorunlar
zorluk derecesine gore siralayabilir misiniz?

a. Bu sorunlarin neden kaynaklandigini diisiiniiyorsunuz?

16- 5. simf matematik 6gretim programlarim diizenleyen kisi siz olsaydiniz, l¢me-
degerlendirme yontemleri ve uygulamalar1 konusunda ne gibi degisiklikler yapmay1
Ongoriirdiiniiz? Neden?
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APPENDIX B

THE IN-DEPTH INTERVIEW PROTOCOL (MAIN STUDY)

Tarih :

Baglangig saati:

Bitig Saati:

Iyi giinler. Benim adim Nihan UCAR SARIMANOGLU. Orta Dogu Teknik Universitesi Egitim
Fakiiltesi’nde doktora dgrencisiyim. Oncelikle benimle goriisme yapmay1 kabul ettiginiz igin gok
tesekkiir ederim. 5. sinif matematik 6gretmenlerinin dlgme degerlendirme ydntemlerini nasil
uyguladiklarim 6grenmek amaciyla bir ¢alisma yiiriitmekteyim. Bu amag¢ dogrultusunda sizinle
yapmak istedigim goriigmeyi kabul ettiginiz i¢in simdiden tesekkiirler. Yapacagimmz goriisme
Ogrencilerin matematik dersi icin yaptiklar1 g¢aligmalar1 nasil degerlendirdiginizi anlamam
konusunda bana ¢ok yardimci olacaktir. Bu goriismelerde vereceginiz bilgiler calismamda farkli
isim altinda kullanilacaktir. Gergek kimliginiz gizli tutulacaktir. Bana sormak istedikleriniz
olursa liitfen ¢cekinmeden sorunuz. Ayrica sizin i¢in sakincasi yoksa gorligmeyi kayit altina almak
istiyorum.

1- Adimz Soyadiniz?
2- Hangi iiniversiteden mezunsunuz?
a. Hangi bolim?

b. Yiiksek lisans/ doktora?

3- Kag yillik matematik 6gretmenisiniz?
a. Bugiine kadar kaginci siniflara matematik 6grettiniz?

b. Mevcut okulunuzda kaginct yiliniz?
4- Bu ders yilinda kaginci siniflara matematik 6gretiyorsunuz?
a. Ders anlattiginmiz 5. simiflarin mevcutlari nelerdir?

5- Bir 6grencinin veya tlim simifin dersinizi anlayip anlamadigini nasil tespit ediyorsunuz?
6- Sizce 5. siif dgrencileri matematigi nasil 6greniyor ?

a. Ogrencilerin matematigi grenme bigimleri sinif diizeyine gore farklilik gdsteriyor mu?
Nasil?

b. Bu seviyedeki 6grencilerin matematige karsi tutumlar1 nedir? Ogrenciler arasinda tutumlar ne
tip farkliliklar gosteriyor? Bu tutumlar hakkinda nasil fikir sahibi oluyorsunuz?

c. Farkli 6grencilerin matematikteki basarisinda neler rol oynuyor? Farkli tiplerde
ogrencilerden 6rnekler vererek agiklayabilir misiniz?

7. Bir 5. siif 6grencisinin y1l boyunca matematik basarisinin diizeyindeki degisiklikleri nasil
tespit ediyorsunuz? Bunun i¢in kullandiginiz yontemler var mi? Neden bu yontemleri
kullaniyorsunuz?

a. Y1l icinde puanlamadiginiz ama 6grencinin matematik basar1 diizeyini belirlemenize katkis1
olan dlgme yontemleriniz nelerdir?
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b. Bu yontemlerde doniit verme islemini nasil yaptyorsunuz? Ne zaman veriyorsunuz? Ne tiir
doniitler veriyorsunuz?

¢. Yazili, sozlii degerlendirmeler, proje 6devleri, performans gorevleri, iiriin dosyasi gibi
notlandirdigimz yontemler 6grencinin basari diizeyini belirlerken sizin i¢in ne kadar etkili
oluyor?

d. 5. smiflarda yil boyunca notlandirdigimiz ve notlandirmadiginiz 6l¢gme yontemlerinden elde
ettiginiz sonuglar1 y1l sonunda 6grencilerin basarilari belirlerken nasil birlestirirsiniz?
Birbirlerine katkilar1 olur mu? Oluyorsa bunun belli bir oran dagilimi var mdir?

8- Sizce asagida belirtilen 6lgme yontemlerinin amaglar1 nelerdir?
a. Yazili smavlar

b. Proje 6devleri

c. Performans gorevleri

¢. Drama caligmalar1

d. Uriin dosyas1

e. Glinliik tutma

f. S6zli sunum

g. Poster hazirlama

h. Kavram haritalar1

1. Yapilandirilmig grid

9.Siz 8. soruda belirtilen yontemleri 5. simflarda uygularken igeriklerinde neler oluyor?
Ornekler verebilir misiniz? Bu igerikler neye gére degisiyor?

a. Sorulari, projeleri ya da gorevleri belirlerken etkilendiginiz faktorler var midir? Ortak sinav
yapilmasi, 8. sinifta uygulanacak sinav, vs.?

10. Matematik dersi kapsaminda 5. siniflarda 6lgme-degerlendirmeyi hangi zamanlarda daha ¢ok
yapiyorsunuz? Neden?

a. Degerlendirme siirecine kimleri katiyorsunuz? Ogrenci, akran, veli, bagka 6gretmenler?

11. 5. simflarda 6lgme yontemlerinizi belirlerken hangi kaynaklardan/materyallerden
faydalanirsiniz? Hangi amacgla? Nasil?

12. 5. siuflarla matematik dersinde hangi dl¢me yontem/yontemlerini daha 6nemli
goriiyorsunuz? Nigin?

a. Uygulamadiginiz yontemleri kullanmama sebebiniz nedir?
13. Sizce performans degerlendirme nedir? Neden?
14. Performans degerlendirmeyi 5. siniflarda nasil yapryorsunuz? Hangi yontemleri

kullaniyorsunuz?
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a. Onemli oldugunu diisiindiigiiniiz ama sizin kullanmadiginiz bir performans degerlendirme
yontemi var m? Neden kullanmiyorsunuz?

b.Kullandigimz yontemleri segerken veya olustururken hangi kaynaklardan/materyallerden
faydalanirsiniz?

15- Sizce dereceli puanlama cetveli nedir?

a. Sizce 5. simuf 6grencilerin caligmalarmin degerlendirilmesinde dereceli puanlama cetveli ne
gibi iglevlere sahip olabilir? Siz nasil kullantyorsunuz?

b. Sizce dereceli puanlama cetveli hazirlanirken ne gibi kritik faktorlere dikkat edilmelidir?
c. Dereceli puanlama cetveli hazirlarken asagidaki etkenler sizi nasil etkiliyor?
e Ziimre kararlar1
e Miifredat
e Ogrencilerin tutumu
e Veli goriisli
e Okul yonetimi
d. Her degerlendirme yontemini uygularken ayr1 bir dereceli puanlama cetveli uygular
musinz? Ornekler verebilir misiniz? (Yazili siavlar, proje ddevleri, performans gorevleri, liriin
dosyast, vs.)
e. Hazirladiginiz dereceli puanlama cetvelini dgrencilerinizle paylasir misiniz? Paylagirsaniz
uygulamanizin hangi asamasinda paylasirsiniz (Once, sonra, uygulama sirasinda)?

Paylagmiyorsaniz, neden?

16- 5. siuf 6grencileri degerlendirilme siireglerinde, size daha ¢ok hangi konularda soru sorarlar?
a. Bu sorularin neden kaynaklandiginmi diigiiniiyorsunuz?

17- 5. simflarla matematik derslerinde 6grencilerin basarilarin1 6lgmekte karsilastiginiz sorunlar
zorluk derecesine gore siralayabilir misiniz?

a. Bu sorunlarin neden kaynaklandigini diisiiniiyorsunuz?

18- 4+4+4 egitim sistemiyle birlikte ortaokula dahil edilen 5. simflarda uyguladiginiz matematik
Ogretim programm hakkindaki goriisleriniz nelerdir?

i. Amac1

ii. Uygulanabilirligi

iii. Yararlar

iv. Olgme degerlendirme boyutu

a. 5. simf matematik 6gretim programim diizenleyen kisi siz olsaydiniz, 6l¢me-degerlendirme
yontemleri ve uygulamalar1 konusunda ne gibi degisiklikler yapmay1 6ngériirdiiniiz? Neden?
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APPENDIX C

POST-ACTIVITY INTERVIEW PROTOCOL

1. Calismayr uygulamadan Once degerlendirme sonuglarin1 ne amagla

kullanacaginiza karar verdiniz mi?

2. xxx c¢alismasmi nasil degerlendirirsiniz? Ogrencinizin konuyla ilgili basari

diizeyine bu calismayla nasil karar verirsiniz? Neden?

3. Sonuglar1 ne amagla kullanacaksiniz? Neden?

4. xxx ¢alismasinin sonuglar1 dersin islenisi ya da Ogrenci basar1 seviyesi

konularinda size fikirler verdi mi? Nasil?

5. Calisma sonuglarin1 paylasacak mismiz? Ogrenciyle, velilerle, okul idaresi ya da

diger 6gretmenlerle? Neden?

6. Bu calisma sonucunda ogrencilerin konuyla ilgili hangi hatalar1 yaptigini

gozlemlediniz? Bu gdzlemlerinizi ne amacla kullanmay1 diisiiniiyorsunuz? Neden?
7. Uygulamadan o6nce c¢aligmanin sonucunda ogrencilerin neler yapabilecegini
bekliyordunuz, degerlendirmeniz sonucunda farkli gozlemleriniz oldu mu? Nasil?

Farkli 6grencilerin ¢alismalarindan 6rnekler vererek anlatir misiniz?

8. Bir 6grencinizin konuyla ilgili basar1 diizeyine yonelik xxx ¢alismanizdan dnceki

ve sonraki fikirleriniz arasinda farklar var mi1? Nasil?
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APPENDIX D

FINAL INTERVIEW PROTOCOL

1. Yazililarda ya da etkinliklerde, proje 6devi, performans gorevinde 5. smif
ogrencileriniz i¢in yaparlar diye ongdrmenize ragmen zaman zaman beklediginiz

sonucu alamamis olmanizi neye bagliyorsunuz?

2. Do6nem boyunca uyguladiginiz 6lgme-degerlendirme uygulamalarinizda 5. sinif

ogrencilerinizin yaptig1 hatalar1 gézlemlediginizde ne yaptiniz?

3. Yazili, performans gorevi ya da proje oOdevi gibi 0Ol¢me-degerlendirme
uygulamalarmin sonuglarini agikladiktan sonra, neden sadece istekli O8rencilere

gosteriyorsunuz?

4. 5. smf Ogrencilerinizin matematik 6grenirken yasadiklar1 giicliiklerin
belirlenmesinde, donem boyunca uyguladiginiz 6l¢gme-degerlendirme ¢alismalarmizi

nasil kullandiniz? Neden?
5. 5. smif 6grencilerinizin zaman i¢inde ne kadar gelistigini incelemek i¢in donem

boyunca uyguladiginiz 06lgme-degerlendirme ¢alismalarmizi nasil kullandimiz?

Neden?
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APPENDIX E
ACTIVITIES

Isim-Soyad: Tarih:
Etkinlik 1: Kisa Siav

1. Aylin 2 ve % kesirlerinin biitiine yakinliklarmin ayni oldugunu ve bu yiizden ayni

coklugu ifade ettiklerini sdylemektedir. Aylin’e katiliyor musunuz? Aciklaymiz.
Aciklamanizi netlestirmek icin sekil ¢izebilirsiniz.

2. Asagidaki dikdortgen iizerinde S kesrine denk olan bir kesir tarayiniz.

a. Bu kesrin S kesrine denk olduguna nasil karar verdiginizi aciklaymiz.

3. zmﬁ yoksa % mii daha biiyliktiir? Ag¢iklaymiz. A¢iklamanizi netlestirmek i¢in
sekil ¢izebilirsiniz.
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APPENDIX E

ACTIVITIES

Ad-Soyad: Tarih:
Etkinlik 2: Kesirlerde Toplama

1- Elinizdeki materyalleri kullanarak asagidaki kesirlere 6rnekler olusturunuz.
a. Paydas1 ayni1 olan iki farkl kesir:

b. Pay1 ayni olan iki farkl kesir:

2- Elinizdeki materyali kullanarak g ve % kesirlerini toplamaya ¢aliginiz. Nasil yaptiginizi

model ¢izerek anlatiniz.
a- Elinizdeki materyalle yaptiginiz bu islemi matematiksel ifade olarak yaziniz
3- Elinizdeki materyali kullanarak % ve %kesirlerini toplamaya calisiniz. Nasil yaptiginizi

model ¢izerek anlatiniz.

a- Elinizdeki materyalle yaptiginiz bu islemi matematiksel ifade olarak yaziniz.
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Isim-Soyad:

APPENDIX E

ACTIVITIES

Tarih:
Etkinlik 3: Problem C6zme

SORU: Kuklalara ¢ok merakli olan Baris baz1 fiyatlari
arastirmak {izere Kukara isimli kukla magazasina
gidiyor. Baris bu magazadan begendigi Pinokyo
kuklasmi ya da kuklayr yapmak i¢in gerekli

malzemeleri alabilir. Magazanin fiyat listesi asagidaki

gibidir.

Uriin A marka (TL | B marka (TL
cinsinden cinsinden
fiyati) fiyati)

Biitiin olarak bir Pinokyo kuklas1 20 26
Pinokyo seklinde yontulmus dayanikli ve | 7, 75 11,25
yumusak thlamur agac1 parcasi

Pinokyo’nun sapkasi, pantolonu ve 4 9,5
ayakkabilarindan olusan kiyafet seti

Pinokyo’nun burnunu, kaslarmi, saglarmi | 3, 5 6

ve yanaklarini boyamak i¢in hazirlanmis

ahsap boyama seti

Kuklay1 oynatmay1 kolMs Kayastiracak 3 55
tel ve levha malzemeleri seti

Baris gerekli malzemeleri satin alarak kendisine bir Pinokyo kuklasi yapmaya karar

veriyor. Malzemeleri birlestirerek yapilacak en diisiik fiyath Pinokyo kuklasi i¢in

Baris’in kag TL’ye ihtiyac1 vardir?
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APPENDIX E

ACTIVITIES

Ad-Soyad: Tarih:
Etkinlik 4: Dikdortgen Olusturma
Soru: Elinizdeki materyalde iki nokta arasi 1 birim (br)’dir. Buna gore asagida

uzunluklar1 verilen dogru parcalar1 ile dikdortgen elde etmeye ¢alisiniz. Dikdortgenleri
elde edip edemediginizi yanlarina not aliniz. Sizce neden ne olabilir?

Elde edemediyseniz

Elde edebildiniz mi? | "edeni?

2br,4br,2br, 4 br

2br, 2 br, 3 br

3br,1br,3br,5br

Sbr,3br,5br, 3 br
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APPENDIX F

CODING SHEET

Themes Codes
Theme: Code a2: Primary school teacher or mathematical background
Teachers’ affect students’ learning
views about Code a3: Mastery of mathematics develops by regular studying
students’ Code_a4: 5™ grades can not study by themselves
learning of Code a5: Students’ natural ability about mathematics affects their
mathematics learning
Code a6: Some external factors affect learning and teaching
mathematics (e.g: classroom environment, parents, socioeconomic
level, time limitation)
Code a8: 4+4+4 programme includes workload for both teachers
and students
Code a9: 5™ grades are too young to adapt secondary school
programme
Code al0: It is a positive innovation for the education system that
5™ grades are learning mathematics from mathematics teacher
Code all: Students’ enthusiasm and mathematics achievement
are relevant
Code al9: 5™ grades’ textbook is efficient for both teachers and
students (e.g teaching less topic is a positive innovation for 5"
grades)
Theme: Code a7: Some assessment methods are not suitable for
Teachers’ mathematics (or more suitable for other branches; or are not
views about suitable for all mathematics topics)
assessment Code al: Assessment is important for students to have

meaningful learning (e.g. understand the reason for learning a
mathematical concept)

Code al2: There is an order of importance between assessment
methods

Code al3: Objectivity is a need in assessment

Code _al4: Assessment encourages students to study

Code al5: Assessment motivates students to perform better (e.g
learning from mistakes)

Code al6: Assessment motivates students for external exams (e.g
national summative exams)

Code al7: Assessment motivates students for real life situations
Code al8: Teacher is a counselor in assessment process

Code al9: Some factors affect assessment process

Code: Assessment instruments should be sophisticated (eg: should
encourage creativity, should connect mathematics to other fields)
Code: rubric is a formality
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Theme:

Code bl: Formal assessment (must be carried out; there is a

Teachers’ connection between them; constructed-response items, paper-and-

classroom pencil exams, project-study, performance-tasks)

assessment Code b2: Informal assessment (e.g getting observational data,

procedures whole-class worked examples, giving a short question at the end
of a lesson; homework; discussions and presentations are
permitted)
Code cl: Using prescribed criteria (scoring criteria, scoring guidelines,
rubrics)
Code_cli: Using prescribed criteria_selecting criteria (preparing the
rubric or scoring criteria)
Code el: Using assessment to understand how much students
learn and to evaluate students’ understandings (Before/During a
topic)
Code c2: Reporting the results to students/parents/school
administration
Code 20: Cooperating with people such as parents, school
administration, other teachers, etc.
Code 20i: Cooperating with people such as parents, school
administration, other teachers, etc_negative

Theme: Code_d1: Using assessment results for repeating a topic

Teachers’ Code d2: Understanding teaching effectiveness

use of Code_d5: Using assessment results for teaching a topic

assessment

results for

making

instructional

decisions

Theme: Code d3: Making adjustments for further assessment

Teachers’ Code_d4: Deciding the suitability of assessment method

use of

assessment

results for

making

decisions on

their

assessment

practices

Theme: Code _e2: Using assessment results to encourage self-study among

Teachers’ students (e.g presentations that are carried in the classrooms;

use of handworkings)

assessment Code e3: Using assessment results for evaluating students’

results for achievement levels

improving Code e7: Using assessment results to monitor students’ progress

students’ Code e8: Using assessment results to prevent students from

learning of feeling anxious

mathematics Code €9: Using assessment results to figure out students’

mathematical background

Code _e10: Using assessment results to prevent cheating

Code el 1: Using assessment results for grading students’ work
Code _el2: Using assessment results for giving formative feedback
Code el2i: Using assessment results for giving formative
feedback negative

Code e6: Using assessment results to know students
better Diagnostic purpose (e.g using asessment to identify areas
of strengths and weaknesses)

Code_e7: Using assessment results for rewarding
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APPENDIX G

TURKISH VERSIONS OF THE QUOTATIONS

ql: Cocugu her yoniiyle gozlemleyebilivorsun. Islem becerisini gozlemliyorsun,
soruya nasiul yaklasmis, anlamis mi, matematiksel olarak nasil yaziyor. Herseyi
gozlemleyebiliyorsun

q2: Ashnda dersteki benim degerlendirmemde; ders esnasindaki o6lgme ve
degerlendirme siirecinde, yani gozlem siirecinde zor bir sey oldugunu
diistinmiiyorum. Yani tamamen 6grenciyle benim aramda hi¢birsey yok, hi¢bir engel
yok. Ben tamamen objektif olarak olgebiliyorum. O yiizden zaten en ¢ok ona 6nem
veriyorum

q3: Mesela diyelimki bir defa tahtaya kalkti, fena degil galiba diyorsun. Ama bu
artik birkag defa tekrarlaminca, tamam diyorsun yani 6grenci gercekten basarili. Iyi
diyorsun, ilgili diyorsun, bilmedigini soruyor diyorsun

q4: Mesela bir tanesini, 2 tanesini ben ornek ¢oziiyorsam 2 tanesine de ogrenciyi
kaldiriyorum. Sonra, iinitenin bir boliimii bittikten sonra, karisik alistirmalar
¢oziiyorum. Karisik alistirmalar ¢ézmek i¢in o konularla ilgili, ben bir iinitenin
tamamimin bitmesini beklemiyorum. Mesela iste bir boliimii, mesela bugiin ne
gosterdim ben ondalik a¢ilim. Bunu ben gésterdikten sonra, sonrasinda, karisik
alistirmalar ¢ozdiik ondalik agilimla ilgili

q5: Hangi 6grenci sorulursa sorulsun kesinlikle hakkinda bir fikrim var. Yani boyle
ogrenci hafizam da kuvvetlidir. Diyorum ya soru igin tahtaya kalktiginda kafamda
bir puan alvyor zaten benim

q6: Bu noktada velileri degerlendirme siirecine dahil etmekten memnun oluyorum.
Bana ogrencilerinin evde ¢ok ¢alistigini ama ¢ekingen olduklarini, hata yapmaktan
korktuklarini anlatryorlar. Benden ogrenciyi tahtaya kaldirmami rica ediyorlar.
Tabii ben de derslerde bu hatirlatmaya dikkat ediyorum

q7: Internetten. Ders kitaplarinda oluyor veya o an ders aminda aklima geliyor.
Bunlari not aliyorum ve sinavlarda soruyorum

q8: Bu sorunun amact O6grenci dikdortgenin ozelliklerini ogrenmis mi, onu
gozlemlemek. Ogrenci ilk iki islemi dogru yapmissa, ozellikleri anlamis demektir.. O
zaman son islemi yanhs yapmis ya da yapamamis bence ¢ok da énemli degil. Ilk iki
islemde bunu gosterebilir zaten. Dikkat eksikliginden yapamamis olabilir bence. Bu
yiizden puanmin ¢ogunu ilk iki isleme, sadece 2 puani ise son isleme verdim

q9: Burada kazandirilmaya c¢alisilan o6grenciye swralama yaptirabilmek. Bir
ogrencinin yanhs isaret kullanarak siwralama yapmast biiyiik hata. Yani, sonugta
virgtil koymamus, yanhs isaret kullanmis. Bu yanhs bildigini gosterir

ql0: Kagitlarini dagitiyorum. Cevap anahtarimi da masamin tizerine koyuyorum
veya iste ellerine veriyorum. Iste hangi soru ka¢ puan, nasil puanlanmis, nerede hata
vapmuslar kesinlikle gosteriyorum ki bir daha o hatalart yapmasinlar

ql1: Gruplari olustururken eee dengeli dagitim yapmaya ¢alistim. Yani mesela ¢ok
basarililart bir arada verip, ¢ok basarisizlari bir grup yapmadim. Denge iste bir
basaril, iki orta, bir basarisiz seklinde dagitmaya ¢aligtim

q12: Ogrencilerin seviyelerini biliyorum. Ayrica gecen doénem, performans
gorevlerini yaparken, el becerilerini de gozlemledim. Bu yiizden proje édevi olarak
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dortgenlerin ozelliklerini, farklarini, ve yapilislarini vermenin onlar icin faydall
olacagint diistindiim. Bence seviyesine gore proje hazirlayan bir 6grenci ¢alismasini
isteyerek tamamlar. Ayrica matematikten sogumaz. Dahasi basarisiz ¢ocuklarin
yiiksek not almasini da istedim

q13: Yani benim sinifimda hatanin ¢ogu ondalik gosterimlerde toplama ¢ikartmada
degil de mantik kurmada, yani yapilan hatalar mantik kurmada. Ciinkii toplama
¢ctkartma yapmayr ogrenmis ama hangi markanmin daha ucuza mal olacagina karar
verememis. Yani bu da ashinda dersin kazanimiyla ¢ok baglantili degil diye
diistintiyorum. Bu onun kendisinin soru ¢ozmesiyle alakali bir problem. Veya kendi
diistinmesiyle, problem ¢ozme yetenegiyle alakali bir problem diye diistiniiyorum.
Yani toplama ¢ikartma islemini hatali yapsalar ders kazanimiyla alakalidir derim,
dersi tekrar veririm ama oyle degil

ql4: Bir tek kesir seritlerini kullanarak modelleme yapmada sikintilar: ve sorulart
oldu. Bunun da sebebi bence bu konudaki tecriibelerinin olmamasi. Onun disinda
konuyla ilgili sorulari olmadi. Demekki ben kesirlerde toplama konusunu
anlatabilmisim, bu konuda yeterince soru ¢ézmiigiim

ql5: 5. smiflardan 7 kigi matematikten proje odevi almis. 1. Dénem performans
gorevlerini yaptirtken ogrencilerin seviyesini ve el becerilerini gézlemledim. Boylece
belirledigim ¢okgenlerin ozelliklerini, aralarindaki farklar: ve ¢izimlerini proje édevi
olarak yaptirmanin onlar i¢in uygun olacagina karar verdim

ql6: Mesela sinifta iiggen ¢izip onlara bunun bir diktorgen olup olmadigini sodum.
Hepsi dikdortgen olmadiginda hemfikirdi ama sebebini agiklayamadilar. Bazilar
tahtaya dikdortgen sekli ¢izip, iste didortgen boyle oluyor dedi. Kimisi bu diktortgen
degil ¢iinkii o bir ti¢gen dedi. Yani soru a¢ik u¢lu olunca cevaplayamiyorlar, hazir
degiller bence. Ayrica boyle sorulart okumak ta zor benim igin. Belki ¢ocuk cevabi
biliyor, diktortgenin her ozelligini biliyor ama Tiirk¢eyi iyi kullanamiyor.Cevabt da
yanlis veriyor o yiizden. Nasul bilebilirim ki?. A¢ik u¢lu soru sormuyorum yazililarda
o0 ylizden

ql17: Sorularin tamami derste sorduklarim gibi. Yani ekstradan ¢ok fazla degisik tip
soru alip getirmedim. Sinif basarist da gayet yiiksek. Ayrica, sorularin kazanimlari
karsiladigint diigiiniiyorum. Yani kazamimlarla uyumlu benim fikrimce. O yiizden de
bence ¢ocuklarin basarilarin ol¢meye yeterli bir sinav

ql18: Basart yiikselmesini takip ediyorum- zaten c¢alisinca katiliminmin arttig
gozlemleniyor. Veya daha diizenli ¢alismaya bagslyor. Anlamadigini sormaya
basliyor. Veya iste yazilidan diisiik alryyor ama performansi ¢ok giizel getiriyor. Yani
ugragsryor bir sekilde

ql19: Hatalarint gézlemlerim ve kafama yazarim. Boylece, daha sonra hatalarin
diizelip diizelmedigini diger 6l¢me yontemlerinde gozlemleyebilirim.. Gozlemledigim
ve kafama yazdigim i¢in de hem konuyla ilgili yapilan hatalarin diizelip
diizelmedigini, hem de ogrencinin o hatayr bir daha yapip yapmadigini takip
edebilirim

q20: Bence verdi yani ilk donem seyini de karsilryor. Yani ilk donem basarili olan
cocuk, gercekten basarili olanlar yine basarili

q21: Ders esnasinda derse aktif olarak katilan ve basari gosteren ogrencilerin bu
vazilida da basarii olmasint bekliyordum, bekledigim gibi oldu. Sadece birkag
ogrenciden 85in iizerinde notlar beklerken, 82-83 gibi 5e yakin ama yine de 5
olmayan notlar geldi. Genel olarak bekledigim ogrenciler bekledigime yakin notlar
ald
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q22: Yazililardan, performans gorevinden ve proje édevlerinden ¢ikan ortalamaya
bir baktim. Ogrencim Demir’in notu 80 ¢ikti ama cocuk bence 90k bir dgrenci.
Gozlemle karar verdim. Yani gozlem derken hani nasil diyeyim, boyle hi¢bir sey
yapmadan da tabiki ¢ocuga not vermedim ama baktim iste derse katildi, parmak
kaldwd, ilgiliydi. Diyorumki ya bu 90. Yani tamam yazililardan pek yiiksek
alamamis ama hani boyle kafamdan degerlendirmeyi yaptim. Gozlemlerimle zaten
her dégrenci igin kafamda bir not oluyor. Yani benim igin yazili ve performans
gorevinden aldig notlarin 80 olmasit onemli degildi. Ben ona 80 yerine 90 verdim.
Yani bir sekilde yazilidaki eksikligi veya iste performansindaki eksikligi telafi ettim
¢clinkii dedigim gibi ogrencinin seviyesini kesinlikle biliyorum. Eksikligi bir sekilde
telafi ettim
q23: Buradaki ii¢genle ilgili verdigin bilgi anlasilmiyor. Konuyu daha agik
ozetlemelisin. Ayrica ii¢genin ¢izimini de diizeltmelisin. Bir daha bu hatalar
yapmamak i¢in daha dikkatli aragtirma yapmalisin
q24: Calismalar: yeterli degil. Gegmis konular: tekrar etmesi gerekli. Konuyla ilgili
eve test gonderiyorum. Liitfen yapmast i¢in destek olunuz
q25: Veliyi de bilgilendiriyorum. Boylece veli de ogrencisinin matematikteki
gelisimini takip edebilme sansini yakalamis olur. Dahasi evde destek olurlar tekrar
konusunda. Ogrencilerin eksiklerini velinin de bilmesi iyi olur. Onlarla isbirligi
saglamak ogrencilerin gelisimine olumlu katki yapar).
q26: Ama genel olarak yapilamayan sorulart ya da yapilan hatalari tahtaya ¢ozdiim.
Buradan kontrol edin dedim. Tahtaya diizeltilmisini ¢oziip, bakin buralara dikkat
edin dedim. Genellikle uygulama aninda yaptim bunlari ¢iinkii daha etkili oluyor o
anda uygulandig i¢in
q27: Tahtaya kalkmak istemiyor. Yani kolay bir ornege bile parmak kaldirmiyor o
c¢ocuk hi¢. Zaten c¢ocuk hi¢ parmak kaldirmiyorsa anlamadigint anliyorum.
Kaldirmak istiyorum bir yandan, bir yandan da, ¢ocuk yapamadigi igin, tahtaya
kalkmasi basarisizlik gibi olacak, yapamayacak. Rencide etmek istemiyorum c¢iinkii
yapamadig zaten belli. Yani kaldirip ta tahtada, bir daha yapamamasini perginlemis
gibi oluyorsun. O yiizden zorlamiyorum
q28: Yani aslinda bir de soyle yapiyorum mesela diyelim ki az kalkan veya basarisiz
bir ¢cocuk parmak kaldirtyor. Hemen onu kaldirtyorum tesvik etmek icin. Yani aslinda
ben herkese sans veriyorum, kendilerini rahat hissetmelerini saglamaya ¢alistyorum
q29: Bir de bazilarinin da soyle bir problemi oldu. Mesela modelleyecek, oraya
seklini ¢izip, kagittan kesip o sekille kesilen kismi iistiine denk getiremiyor yani el
kabiliyeti olmayan gruplar da var. Aslinda mantigini yapabiliyor ama yani ne
yvapacagin biliyor ama onu oraya monte edemiyor. Béyle gruplar da vardi
q30: Mehmet diye bir 6grencim var mesela ¢ok basarili. 3. soruda mesela bilesik
kesri yazmus, diistinmiis. Onu nasil modelleyecegini hatirlayamiyor. Yani onun tam
sayili kesir halinde mesela iste bana gelmis diyorki 6grenci 15/4; 15 ¢izgi ¢izmis,
simdi ben bunu 4iinii mii sey yapacagim diyor, boyle de olmazki diyor. Aslinda bunun
olmadigini anlyyor ama onu tam sayryla yazip oralara tam model koymasi gerektigini
diistinemiyor
q31: Daha ¢ok dogru cevap bekliyordum agik¢asi. Yani beni de yaniltan kisiler oldu.
Daha ¢ok dogru cevap bekliyordum. Bekledigim kadar dogru cevap gelmedi aslinda.
Bunun da toplama-¢ikartma isleminden degil de problem ¢ézme becerisi yok veya
iste sadece islem olarak verilse, problem olarak istenmese yapabilirler. Yani bir
kuklayr olusturacak malzemelerin fiyatlart sudur, kuklanin fiyatini bulun deseler,
¢ocuklar yapabilir
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q32: Dikdortgenin tanimini sormusum. Cocuk tanimini yazamiyor. Sekil ¢izsem olur
mu dedi mesela. Sekille anlatmak istiyorum dedi ve dogru ¢izdi. Yani dikdortgeni,
ozelliklerini 6grenmis ama onu ¢izerek tanmimlarken daha rahat hissediyor

q33: Mustafa diye, Ali diye birka¢ 6grencim var yani oyle dersle ilgileniyormus gibi
¢ok goziikmiiyorlar, derste ¢ok aktif degiller, bir de yaramazilar biraz da ama 95in
tizerinde not aldilar. Yani demek ki dersi anliyorlar veya evde c¢alistigi zaman
basaritli oluyor ¢ocuk. Yani derste mesela bu ogrencileri ¢ok uyariyorum ben-
yapmayin, susun, konusmaywn diye. Ama ¢ocukta potansiyel var yani ogrenebiliyor.
Yani yaramaz ama ayni zamanda da basarili

q34: Yani ¢ocuklar iyi. Ben iyi buluyorum. Yani orta seviyenin biraz tistiindeler. Cok
iyi, ¢ok stiper olan da var bir iki tane. Ama genel olarak iste orta seviyenin biraz
uistii. Bir de eee istek var. Yani mesela gegen seneki Slerim o kadar istekli degildi. Bu
senekiler cok istekli

q35: Yaslar kiigiik oldugu i¢in kendi kendilerine ¢alisma becerileri heniiz tam
gelismemis. Herseyi soruyorlar. Hatta kullanacaklar: kalemi, defter diizenini bile
soruyorlar. Yani soru-cevap seklinde ¢alismak onlarin ogrenmesinde daha etkili
oluyor. Kendi kendilerine birakmak, ¢calismalarint beklemek o kadar etkili olmuyor
q36: Diistinceleri heniiz gelismemis. Bu yiizden kendi hazirladiklar: ¢alismalarin
eksiklerini ¢cok net goremiyorlar. Bana daha ¢ok performans gorevi ve projeden soru
soruyorlar. Mesela ogrenci diyorki 6gretmenim ben yarisint yaptim, dogru gidiyor
muyum, size gostersem olur mu? Veya ben ddevi anlamadim, neyi tam
arastiracagimi  bilemiyorum  diyor.  Damisiyorlar.  A¢ikliyorum,  sorularin
cevaplyyorum. Yani danigma siireci oluyor

q37: Bazi ogrencilerde yetenek yok. Yani cocuk 10 defa da ¢aligsa konuyu
algilayamuyor

q38: Mesela 5°e giden ogrencilerimde ¢carpma, bolme bilmeyenler var. 7’ye giden
ogrencilerimde de var. Yani temel yok. Cocuk c¢arpmayi, bolmeyi ogrenmemigki
ilkokulda. Ben ona kalkip ta daha zor bir konuyu nasil 6gretebilirim

q39: [lkokul simf 6gretmeninin matematik yoniinden katkisi ¢ok onemli. Ogrenci
toplama-¢ikarmayr bilmiyorken, bir problem ¢6zme becerisi yokken ortaokul
matematigini yapamaz diye diigiiniiyorum. Yani bence...ytizde olarak vermek istersem
en biiyiik yiizde sinif ogretmeninin olabilir. Sonra ¢ocugun matematik yetenegi. Yani
ben ortaokul matematik ogretmeninin ¢ok az bir rol oynadigint diigiiniiyorum.
Mesela ¢ocuk okula gelemedi, 6gretmeninden o konuyu dinleyemedi. Bu ¢ocukta
eger matematik temeli, yetenegi ve istegi varsa evde ¢alisip ta yapabiliyor bunu yani.
Sadece matematik ogretmenine bagl degil diye diistintiyorum

q40: Ogrencinin bu uygulamada sorularda hata yapma sebebi ben 6gretmedigimden
degil, kendisi tekrarlamadigindan; ¢iinkii ben aynisindan ¢ozdiim derste

q41: Bazi ogrenciler icin sinif degisikligi oneriyoruz ve okul idaresi de bunu
onayliyor. Bu uygulamanin sebebi, ogrencinin ¢aliskan ogrencileri ornek alip, onlar
gibi davranmasini saglamak

q42: Sadece matematik o6grenmekle ilgisi yok, ayni zamanda miizik aleti 6grenmeye
de ¢alisiyor; dogMs Kaya ilgili arastirmalar yapiyor. Eee hatta karincalarla ilgili
bir kitap bile yazmis. Kapagina ¢ok harika-karincMs Kaya ilgili bir resim yapmus.
Icine-onsoz kismina-karincalarla ilgili bilgi vermis. Internetten test sorusu arastirir,
matematikle ilgili arastirmalar yapar. Temeline baktigimda, anne babanin asiri ilgisi
var. Okumug insanlar ve kendisi tek ¢ocuklari. Cocuklugundan beri onunla ¢ok
ilgilenmigler. Cok ilgilendikleri icin de ¢ocuk kendini geligtirmis
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q43: Hem yontem uygulayayim, hem ders isleyeyim, hem ¢ocuklar: kontrol altinda
tutayim dersen...hepsi birarada olmuyor, ¢ok zor oluyor. O yiizden, illaki, birinden
feragat ediyorsun

q44: Mesela soyle olabilir. Kesirlerde toplama ¢itkarmay: falan gésteriyorsun. Bir de
kesir problemleri var ya. Mesela sarmal gsekilde ilerliyor ya. Mesela kesir
problemleri 6. sinifin konusu olsun. Kesirler biraz azalsin mesela. Sen toplamadan,
¢tkarmadan daha ¢ok ornek ¢oz. Ama benim programimda bakiyorum bir stirii konu
var. E ben toplama ¢ikartma yapsam problemlere az kalacak-az zaman kalacak. E
hizlantyorsun sen onun i¢in. Kitap kalin mesela bence. Mesela biraz sadelestirilebilir
boyle. Bazi konular bir sonraki yila birakilabilir. Mesela Slere-tabi Slerin konulart
daha agwr ama-8lerin konusu ¢ok az, 6larin konusu da ¢ok yogun mesela. Ben ilk
ogretmenlik ytlimda, mesela, 6larin miifredatim yetistirmekte zorlaniyyordum. Slerde
de oyle yani. Bence zaman tam yetiyor

q45: Su yonden iyi degil: hizli gegis oldu. Biraz bocalamalari oluyor ogrencilerin.
Belki yaslarindan veya diisiince olarak ¢ok gelismemis olmalarindan, ilkokul
ogrencisi sorulart soruyorlar. Iste sunu renkli kalemle mi yazsam, su alt baslik mu.
q46: Olciitii ne kadar cok tutarsan sonuca o kadar ¢ok ulasirsin. Bir yazili yapmak
mi, 3 yazili yapmak mi? Tabii ki 3 yazili yapmak daha etkili. Bazi ogrenciler
kendilerini ii¢ yazili sinavda da gosteremeyebiliyor ama derste aktif oluyorlar. Bu
yiizden bir ogrenci olabildigince ¢ok degerlendirmek daha etkili bence

q47: Cocuklar proje ve performans ¢alismalariyla yazili notlarini yiikseltmek
istiyorlar. Yazilidan yiiksek alamayan ogrenci projeyi matematikten hazirlamak
istiyor. Boylece notunu yiikseltecegini diisiintiyor; 2 yapayim, 3 yapayim diye
diistintiyorlar

q48: Projeyi senede bir tane veriyoruz ¢iinkii proje daha iist becerileri ol¢iiyor.
Cocugun sadece matematikten kesirler konusunu 6grenmesi yeterli degil. Cocugun
matematik diinyasiyla ilgili baska bilgilere de ihtiyaci var. Kesip yapistirmaya da
ihtiyact var, afis hazirlamaya da ihtiyact var, arastirma yapma becerisi kazanmaya
da ihtiyaci var. Gelecegine yonelik yani. Yani diger becerileri de kazanmaya ihtiyact
var. Mesela benim zamanimda ogretmen -ama tabi ilkokul muydu ortaokul muydu
yoksa onu ¢ok hatirlayamadim-sozliikten kelimelerin anlamini isterdi mesela. Orada
biz neyi ogrenirdik. Sozliik nasil kullamilr. Sozliik kullanamayan insanlar var.
Mesela ogretmen altin oran konusunu édev veriyor. Bu gercek hayati da ilgilendiren
bir konu. Ogrenci onu performans ile Ogreniyor. Iste boyle seyler veya iste
internetten nasil arastirma yapilacagi proje édevi sayesinde oluyor. Aslinda, bence,
amacwna uygun uygulansa giizel; ama bence amacina ulasmiyor

q49: Perfomans degerlendirme...yani bence bu egitimi e iste yazili sinav, 10 soru
veya iste 25 soru kalibindan kurtarmak icin ¢ocugun diger becerilerini de ol¢mek
igin bir yontem, ama ¢ocuk onu uygularken sen goreceksin, gozlemleyeceksin

q50: Cok fazla degerlendirme yontemi var. Bunlart yapabilmek icin az sayida
smifinin ve ogrencinin olmasi gerektigini diistiniiyorum. Diger tiirlii 6gleden
sonralarimi hep bunlari hazirlamak, bunlarla ugrasmakla gegirirsin. O yiizden
herseyi yapamiyorum. Yani eve ¢ok is gotiiriirsiin. O yiizden yapmiyorum hepsini.
Daha ¢ok temel ve onemli seyleri yapmaya ¢aligiyorum

q51: Cocugun dersteki performansina bakiyorsun ve derste de kendin direkt
gozlemliyorsun yani hicbir sey yok, hi¢ baska bir kistas yok. Direkt ¢ocugun
hakkindaki biitiin gercek ortaya ¢ikiyor. Yani performans, proje gibi degil
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q52: Yani mesela atryorum 10 kisi normalde 5 alabilecekken 5 kisi 5 aldi. Ama
diyorum ben herhalde iste ilk sinavdi, e onlar beni tammiyor, ben onlar
tammryorum. Kafalar karigmis olabilir. Bir de daha ¢ok klasik tarzi sormusum, test
¢ok koymamisim mesela. Yapamadilar, bocaladilar, panik yaptilar. E baktim sinifta
genel boyle bir Ms Solmazm var yazili notlarini o yiizden béyle ¢ok asirt kistas
almadim. Ders i¢i performans notlarini verirken daha esnek verdim

q53: Kavram haritalari mesela tiggenler konusunda gibi boyle simirli-ticgen ¢egitleri
gibi konularda simirl ¢iinkii tamimlar var. Bu yiizden ben matematikten daha ¢ok fen
derslerine uygun oldugunu diistiniiyorum. Yine de o ¢ok etkili bir sekilde kullandigim
bir yontem degil

q54: Performans goérevini ve proje ¢alismasini evde yaptigi zaman kendisi mi
yapryor emin olamiyorum. Belki baskasindan yardim alwyor veya iste internetten
hazir bir sey alip yaziyir. Bu ¢ok biiyiik bir basar: degil bence. Mesela bir konu
vermisim-atiyorum altin oran. Internetten bakip, kagida yazip getirmis. O biiyiik bir
degerlendirme degil bence. Bence derse katilimi, parmak kaldirmast ve yazili notlart
tabiki digerlerinden daha onde. Ben bunlara daha ¢ok énem veriyorum. Tabiki
performansla projeye de onemsiz demiyorum ama yani...bence kesin bir sonug
vermiyor

q55: Drama ¢alismasi gibi teknikleri kullanamiyorum c¢iinkii yaslart daha kiigiik,
ilgilerini cekmiyor. Ogrenciler kendi proje Odevlerini bile kendileri yapmiyorlar;
veliler yapiyor

q56: Ben bunu grup calismasi olacak sekilde diizenledim ama bekledigim gibi
olmadi. 72 dakikalar: olmasina ragmen, vakit kaybetip zamani yetistiremediler.
Sadece 3 basit soru vardi. Swnifta boyle sorulari kolayca cevapliyorlar. Karar
veremediler, gorev paylasimi yapamadilar, kimin kelimeleri yazilacak ¢alismaya
karar veremediler. Cok basarili ogrenciler bile bocaladilar. Buna ragmen grup
calismasini ogrenmeleri gerek diye diistintiyorum

q57: Bence proje hazirlamak 5. sinif programindan kaldirilabilir, performans ta
belki; ¢iinkii tist diizey kazanmimlar igin biraz zekanin da, diistincenin de olgunlagsmast
lazim ama 5. sinif ¢ocuklarinda o olgunlasma yok. Mesela 5. sinif ¢ocugunun ben
afisi anlamamasini, hazirlayamamasini anlayabiliyorum. Bu konuda degisiklik
yapmak isterdim

q58: Bazilar1 matematiksel olarak diistinebiliyor ve ¢alismalarinda islemleri dogru
yvapwyor. Aciklama istendiginde ise bunlari ciimlelere dékemiyor. Diizenli okuyor
olsalar, iglemleri kelimelere dokmekte sorun yasamazlar

q59: Benim birebir gorebildiklerimi ben daha ¢ok onemsiyorum galiba. Gézlem
yani. Direkt gérebildigim icin. Evet yazililar yapryoruz ama o yaziliya da girerken de
bir onceki derste ya da daha once isledigim derslerde bu ¢cocuklarin nasil olduklarin
az ¢ok kestirebiliyorsun. Yani o yiizden...Evet ¢ok istisnalar oluyor, o ilk anlattigim
ornek gibi o ¢ocuk derste aktif degil ama sinavdan yiiksek bir not almisti. Oyle
sinavlar elbetteki olacaktir ama ben daha gercek¢i oldugunu diistiniiyorum kendi
gozlemlerimin

q60: Zaten 6grenen ¢ocuk boyle gozlerinden sak diye anlyyosun yani. O ¢ocuk derse
de katiliyor. Israrla parmak kaldiriyor. Sen soz hakki vermesen bile kendini
parg¢aliyor. Ama bilmeyen ¢ocuk saklaniyor. Gozlerini kagiriyor. Hani higbirsey,
uygulama yapmasan bile o ¢cocugun ogrenmedgini anliyorsun
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q61: Ya soyle yapiyorum ben mesela hani anlatacagim bir sey var diyelim.
Oncesinde énden bilgileri var mi diye bir yokluyorum. Hani soru-cevap seklinde.
Bazen de iste atryorum mesela biz iislii sayilart gordiik. Karesel iste kiip falan. Bu
konuyla ilgili problemlerin éncesinde mesela ilgili sorular sordum. Atiyorum iste
besin karesi kagti? Iste ikinin kiipii ne demekti falan diye onlarin iste beyin firtinas
yapmalarin: sagliyorum mesela. Oyle olunca bir soruyorlar. Zaten bilen ya da az ¢cok
on bilgisi olan cevap verebiliyor. Yanlis ta olsa birseyler bir yerden yakaliyor yani
¢ocuk. Onun iizerinden devam ettiriyorsun zaten. Ama hi¢ bilmedikleri bir konu da
olabiliyor. Bu sefer ilk sen anlatryorsun. Sonra onlardan cevap bekliyorsun. Hani
mesela bir ornek oldugunda daha hi¢ kimse yapmadan birka¢ o6grenci o ornegi
yapmak istiyor. Daha hi¢ anlatmadan. Hani konu sadece atyyorum sadece birkag
ctimle soyleyip ornekle acgiklayacaksin onu diyelim. Birkag ogrenci ona zaten atliyor.
Biz biliyoruz, soyle olacak diye. Ama bilmeyenler oluyor mesela. Simdi nasil
yapryoruz, iste onlarin soyledikleriyle ya da benim kattiklarimla az ¢ok onlarin
tabirleri anlayabilecekleri sekilde igliyorum

q62: Oncelikle yani su soruyu soracagim, soyle yapacagim falan diye hani bir on
calismam olmuyor plan anlaminda, belge anlaminda. O an zaten sinif ortamiyla da
alakalt oluyor bazi zamanlar. Mesela 6yle bir sinifa giriyorsun ki ¢ocuklar senden
¢ok sey bekliyor zaten. Yani ag, versen her seyi alacak ¢ocuklarin oldugu siniflar
var. Hepsi mi oyle, degil tabiki de ama hani o anki kosula da bagl oluyor. Bir anda
aklina geliyor zaten boyle yapsam daha fazlasi olabilir diye diigiiniiyorsun ama bir
swif var hani sen kendin ne kadar ¢abalarsan ¢abala yani ¢ok fazla da etkili olmuyor
q63: mesela ders islerken oyle bir soru geliyor ki éniine evet bunu biitiin sinif
yapamaz biliyorsun ama hani iist diizeyde olanlar yapabilir diye diisiiniiyorsun ve o
siifa o soruyu Soruyorsun

q64: boyle bir yontemle ben tekrar etsinler, benim anlattigim bosa gitmesin, birazcik
da sorumluluk sahibi olsunlar diye diistinmiistiim. Kendi kendine ¢alisma yetenegi
kazansin diye boyle bir sey yapmistim

q65: Mesela atiyorum ben bugiin ders isledim. Iste konuyu eve gidince ozetleyip,
¢ozdiigtimiiz sorulart tekrar ediyorlar. Cevaplart kapatip hani sey sorularin
cevaplarini oraya ¢oziiyorlar, kendileri yapmaya ¢alistyorlar. Boyle bir yontem var
1. donemden beri uyguladigimiz bizim

q66: Bir ara donemde istemistim, kontrol etmistim. Sonra, en son artik dénem
bitecegine yakin. Donem sonu notlarina sozlii notu olarak etki ediyor. Yani 1. donem
sonunda da kontrol ettim. 2. donem yine devam ediyor dedim. Dénem iginde karar
veriyorum aslinda ne zaman kontrol edecegime. Ya da iste bakiyorum simdi sinif
ortamina biraz béyle sey var, rahatk var, calismiyorlar. Iste....cok fazla
tutulmadigini diigiiniiyorum. Bir anda séyliiyorum, bu hafta ev defterlerinizi kontrol
edecegim diye. Bir anda boyle bir irkiliyorlar. Kalmisti falan diye. Hemen tepkileri
belli oluyor. Sler ya, c¢ok kiiciikler. Nerede nasil davranacaklarint bilmiyorlar.
Hemen kendilerini ele veriyorlar. Yapmadiklarini soyliiyorlar. Sonra yapmaya
calisryorlar

q67: Ne yapiyorum iste édev kontrol listeleri var. Eee iste (durakladi, diisiindii). Ilk
basta soyle bir sey yapmistim. ilk haftalarda kendim kontrol etmeye kalkmistim ama
baktim-gordiim boyle basolunacak gibi degil yani. Sinif mevcudu kalabalik. Ders
gidiyor zaten. Oyle olunca 3 gruba ayirmistim. Iste bu grubu 1 kisi kontrol edecek,
bu grubu 1 kisi falan diye. Sonra o grubu kontrol edenler boyle gayet sorumluluk
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sahibi bir sekilde yaptilar. Kim odev yapiyor, kim yapmiyor g¢etele tutturuyorum
zaten. Onlari yil boyunca saklryorum

q68: Soru bankasi, yani kaynak dedigim onlar zaten. Elimde birka¢ yayinevinin
kitaplar: var onlardan kullaniyorum. Hani internetten de bakiyorum ama ¢ok fazla
internetten yararlanmiyorum agik¢asi. Yani se¢meli sorulart ya kendim hazirliyorum
va da dedigim gibi kaynaklari kullaniyyorum

q69: 3. soruda tekrar alt alta yazmamus, iizerinde toplamaya kalkmis o zaman da
virgtilii gozden kag¢irmis. Ancak sayilart dogru toplamig. Sonucta virgiiliin yeri belli
degil bir tek. O yiizden yari puant aldi

q70: Sorunun ¢oziimiimde en onemli kisim kesir siralama. Siralamayr yanlis yapan
zaten sonuca ulasamaz. O yiizden en ¢ok puani dogru siralamaya verdim

q71: Veli toplantisinda dagittim. Cocuklarinin hatalarini da gorsiinler istedim.
Ogrencilere tek tek gosterince cok vakit aliyor. Mesela 98 almis 2 puanini soruyor. O
yiizden hatalarint anlatiyorum ben ama kagitlarini tamamen vermiyorum

q72: Verdigim odev: 10 tane kesri on yiizde kesir, kesrin altinda modelle gosterimi.
Arka yiizii ¢evirdiginizde kesrin ondalik ve yiizdelik gosterimi ama modellemesi yok
seklinde birer kiiciik dikdortgen seklinde kesilmis mukavvalardan olusan materyaller
olusturmak. oyun gibi bir sey akillarinda kalr dive yaptirmistim. Icerigi tam
anlamislar. Yonerge vermedim ama ben anlattim

q73: Yani o puanlama olgeklerinin ¢ok da sey...ne bileyim ben ¢ok gegerli ve
giivenirli oldugunu diistinmiiyorum ben agik¢asi. Ya evet onun o amagl, hani
ogretmen daha objektif olsun, daha gergekten de ise yarar bir sekilde verilsin notlar
dive yapilyyor ama hani ¢ok oOyle oldugunu  diistinmiiyorum. Mesela
atiyorum...(diigtiniiyor) ¢ocuk ¢aba gosteriyor. O...yani o puani hak ettigini
diistintiyorsun. E puani verirken mesela iste oralari doldurmaya ¢alisiyorsun
(giiliiciik). Suradan su kadar gelse, buradan bu kadar gelse falan diye. Formalite
icabt yani. Yani bazen oyle seyler oluyor

q74: Gormedikleri konuyu verdim ki en azindan bana konuyu islerken yardimi olur,
ben daha kolay o6gretirim dedim. Mesela onlarin prizmalarla ilgili yapacaklar
hatalar, yanlis anladiklar seylerin farkinda olurum diye diisiindiim. Bu da konuyu
daha etkili anlatmami saglar dedim. Modelini de yaptirdigim i¢in ¢ocuklarin aklinda
daha ¢ok kalir dedim. Zaten genelde zayif ogrenciler aldigi icin proje odevini,
kendileri yapsin dedim. Kendilerinin emegi olsun, ¢aligsinlar dedim

q75: Grup olarak yapilanda dikdortgenler prizmast yerine dikdortgen anlatiimus.
Daha itist siniflara ait bilgiler verilmis her iki odevde de: mesela alan hesaplama,
simetri ekseni, cisim kosegeni. Gereksiz kisimlar: yazmamalilardi, organize olmaliydi
calisma. Bu tip eksiklikler vardi yani, onlardan kirdim bu puanlar

q76: Mesela birka¢ tane iyilerim var, soru sordugunda onlarin senin verdigini
birebir tahtada yaptigini goriince daha mutlu olup, kendi anlattigindan emin
oluyorsun. Ogrettiginden emin oluyorsun

q77: Derste hep iyiler cevap verirdi ama simdi hepsini gozlemleme sansim oldu. En
azindan anlattiklarim bosa gitmemis, bunu gordiim onlarit bu ¢alismada
gozlemleyince. Buna sevindim

q78: Bazisi alakasiz yazmis sonuglari, mesela 2/5 demis o da 0,30 demis yiizde
olarak. Zaten bu ddevi verirken amacg kesirlerde cok zorlanmistik, onun iistiine
ondalik, yiizde konulari iglendi onlar da zordu. Ben de oyun gibi bir sey akillarinda
kalir diye yaptirmistim. Ama alakasiz sonuglar: goriince hala mi diyorsun, kendi
anlatimindan stipheye diigiiyorsun
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q79: Ben 4 tane 5. siifa giriyorum. Bir konuyu ilk anlattigim 5 ile sonradan
anlattigim 5 arasinda farklar var. Bir konuyu ilk anlatirken 5’te simsek c¢akiyor
kafamda. Bir de soyle anlatayim diyorsun, digerlerinde oyle de anlatiyorsun. Onlar
daha ¢abuk 6greniyor. Ilk anlatirken o yontem iyi diyorsun. Mesela anlatiyorsun agir
bir konu, diger simifta daha somutlastirayim diyorsun. Oyle yapiyorum. Ya da
cocuklardan fikir geliyor, soyle bir seye benziyor diyor, ya da bir soru soruyor. Ben
o zaman farkli da anlatabilirim diye diisiiniip, oyle anlatiyorum. O siniflar daha
¢abuk 6greniyorlar

q80: Bu sinif ashinda genel olarak iyidir ama 4-5 kisi var, yapar gibi olmuglar
etkinlikte ama yine hatalart var. Onlart derste de oyle gozlemliyordum zaten ama
ben bu kadar algilamayacaklarint diisiinmemistim ama belki toplamada hata
vaparlar demistim, oyle de oldu. Tekrar iizerinden ge¢mem gerekiyor ondalik
kesirlerde alt alta toplamanin ¢iinkii orada ¢ok hata yapan oldu

q81: Ben yiizdelik, ondalik gosterimleri modelleyin deseydim de hata yaparlard:

q82: Bazi sorulart iyilerden yaparlar diye bekliyorsun, yapamayanlar yapamazlar
diye bekliyorsun. Sinav sorularint hazirlarken etkileniyordum ashinda ¢iinkii kimin
yapwp kimin yapamayacagini biliyordum. Sorulart ona gore hazirlyyordum. Yani
daha kolay sorabiliyordum bazi sorular:t mesela

q83: Zehra mesela bugiin getirdi defterini gergekten de o6zene bezene yazilmis. Ve
bilerek yaptigina inantyorum bu ¢ocugun ¢iinkii derste de zaten kendisi yapiyor
islemleri ben yapmadan

q84: Cok aktif olmayan vardi normalde ama ¢ocuk grubun soézciisti gibiydi bu
calismada. Baska bir tanesi vardi, normalde de dersle alakasi yoktu. Yine bu
calismada da 6yle davranmaya devam etti. Onlari gozlemleyerek geligimlerini takip
edebiliyorum

q85: 4-5 kisinin bu tip hatalarin derste de oyle gozlemliyordum zaten. Tiim bunlart
yine gozlemledim yani bu yazilida, basari seviyelerinde degisim olmamus, gorebildim
q86: Yil boyunca wuyguladigim olgme yontemlerinin sonuglart yil sonunda
ogrencilere not verirken devreye giriyor. Yani biitiin iste ders i¢i katilimlari,
davranmiglar, hareketleri, matematiksel bilgisi, kendini ifade edis bicimi...Bunlarin
hepsi dedigim gibi sozlii notu anlaminda ya da kanaat anlaminda oraya yansir. Evet
yazililara bir sey yapamiyoruz. Iste projeye bir sey yapamiyoruz. Performansi var
evet iyi yapmigsa iyi veriyorsun, kotii yapmigsa kotii veriyorsun ama iyi bir ¢ocuk
hani matematikte kotii olsa bile az ¢cok onu sozlii gibi biraz yiikseltmeler olabiliyor
q87: Ece zaten o puant hakkediyordu, sinirda kaldi-Yani 4 gelecek ama 3 almig
¢ocuk. Hani 2, 3 puan olsa 4 gelecek. E bu ¢ocugun dersteki performansi oraya
yansittim kanaat notu olarak. Her ogrenci boyle degil tabiki de. Derste hi¢hir sey
yapmayana da zaten 42 ’de, 43 ’te de kalsa bile vermiyorum yani

q88: Ben sozle zaten onlari éviiyorum. Mesela iyi bir sey yapiyorsa ya da onun
mesela ¢ok kotii-vasat durumda bir ogrenci var diyelim. O derste iyi bir ¢alisma
yaptiysa, atryorum evet aferin Ali falan diyorum, bunu boyle yapmigsin, dogru
diistinmiigsiin diyorum

q89: Sonuglari soylerken bunu ogretmedim mi diye elestirdim onlari

q90: lyi égrencilerimden beklemedigim yerde hata yapan varsa onlara anlattim
buralarda hata yapmissiniz diye. Sonra da o sorularin dogru ¢éziimlerini yaptim
sinifta

q91: Birimlerin araliklar oldugunu bulamadilar O bosluklarin sayilacagini
yapamadtilar yani. Ben konuyla ilgili zorlamirlar dedim. Yapamazsa 2-3 6grenci

350



yapamaz dedim. Belki 3 kenar uzunlugu verilmis alistirmayt sorarlar dedim ama ¢ok
baska kisimlarda sorun oldu. Materyalde birim kavramina takilanlar oldu mesela
bunu beklemiyordum. Bu yiizden birim hesaplamak igin gserit iizerinde nereyi
sayacaklarint gosterdim
q92: Cok sessiz sakin bir 6grencim. Yani benim derslerimde sessiz, diger derslerde
de sessiz. Derse katilmiyyormus gibi goziiken ama bir seyler yapabilen bir ¢ocuk
aslinda. Evet odevlerini diizenli bir sekilde yapryor ama ¢ocuk derste sessiz yani..
Yani parmak kaldirmasa da sen bunu yap diyorum mesela ya da sen ne
diistintiyorsun dedigimde orada bile ¢ocuk dilini dondiiremiyor, bir sey soylemiyor.
Kalkip ben bu ¢ocugu biitiin sinifin oniinde kaldirip ta-heleki bazi ogrenciler var
direkt bir sey soyliiyorlar olan her seye, yorum yapma yetenekleri var maalesef. Hani
o ¢ocugu orada ezip biizmektense diyorum kaldirmayayim.... Ciinkii o bilemeyen
¢ocugu ya da kendini ifade edemeyen bir ¢ocugu o swnifin oniine ¢ikarp ta
herkes...kizarip bozariyor zaten ¢ocuk yani yerin dibine diismiis oluyor. Nereden
kalktim diyor ya da o derse karsi soguyor zaten kendini ifade edemedigi i¢in, bir sey
anlatamadigr icin. Hani o c¢ocugu orada ezip biizmektense diyorum ben de,
zorlamiyorum
q93: Mesela bir kaynastirma 6grencimiz var E... diye. Pi sayisi yarismasi olacaktt
bir ara bizim okulda. Kendisinin sayilarla arasinin ¢ok iyi oldugunu gozlemledim.
Hani  kaynastirma ogrencisi ama plakalari ezberliyor, siniftaki ogrencilerin
bir¢ogunun numarasimi biliyor. Yoklamayr alirken, mesela atiyorum R.... yok
dedigimde iste 1301 mi falan, direk numarasim séyliiyor. Ogretmenim o yok diyor
mesela. Ben de bunu bildigim i¢in pi sayisini ona yazmistim. Virgiilden sonrasini bak
ezberlersen, boyle bir yarisma var diye ve gercekten de 50 basamagi ezberleyerek
gelmisti. Abartmiyorum, ciddi bir sekilde ve elime aldim yazili halini-kontrol etmek
igin- yani ben bilmiyorum o kadar. Ciddi séyliiyorum
q94: Zaten genelde zayif ogrenciler aldigi icin proje 6devini, kendileri yapsin dedim.
Kendilerinin emegi olsun, ¢aligsinlar dedim
q95: Bu ¢ocugun 3 almasi ¢ok ¢ok zor. Bak 5 demiyorum, 3 almasi ¢ok zor. Ama bu
cocuk 3 aldi ve kagidini inceledigimde bakiyorum bu c¢ocuk bunu yapamaz.
Biliyorum da. Ciinkii goriiyorum derste o ¢ocugun kapasitesinin ne oldugunu ya da
ben ne sordugumda ne cevaplayacagini biliyorum. Sonra ¢agirdim ben bu ¢ocugu,
bu soruyu nasil yapmistin dedim. Sonra bir kaldi. Yapmistim oradaki gibi dedi.
Sonra iste sey boyle yapmistim falan diyor ama agiklayacak bir seyi yok. Diyorum,
tekrar yapar misin falan dedim. Yapamam dedi. Neden yapamazsin? Ben o zaman
yapmistim, simdi yapamam dedi. Direkt kizardi, bozardi. Niye yapamiyorsun dedim.
Burada yaptiysan su anda da yapman gerekiyor dedim. Sonra hayir, inanmiyorsaniz
kalsin vermeyin not dedi direkt. Ve o ¢ocuk o soruyu yapamadi. Tekrar sinav yapmak
zorunda kaldim ben. Ortak sinavi evet bir kez daha ona uyguladim. Ayni sinavi
uyguladim. Aymi sinavi uygulamama ragmen aldigi not 1
q96: Ogrencinin basar: seviyesindeki degisiklikleri gérebilmek amaciyla kullandim.
Yazili sonuclart diisiindiigiim gibi ¢ikti. Onceden derste iyi olanlar yine iyi ama
vasatlar kesirlerde parcadan biitiine, biitiinden parcaya gegisleri karistirmiglar
q97: Kesir islemlerini yapabilmisler ama kesir islemini problem i¢inde sorunca
dogru cevabr bulmakta sorun yasamislar. Mesela 12/42= A/7 sorusunu yaparlar
diyordum sinavdan once ¢iinkii derste benzer Orneklerini ¢ok yapmustik.
Karistirmislar. Yani 42:6 yapmislar ama 12%X6 yapmis pay kismni. Onu da
bolmemis yani. Denk kesri bulmak konusunda hala problemleri oldugunu anladim,
ozellikle problem i¢inde geciyorsa
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q98: Ben belki toplamada hata yaparlar demistim, oyle de oldu. Mesela sinif
diizeyinin ortalamasinda ya da hafif asagisinda olan bir kiz, kagidini en son o verdi.
Bekledigim gibi hatali da yapmig zaten

q99: sinavlar: ¢ok iyi geldi, zaten karnesine de 5 geldi yani. 90 kiisiirlerde aldi hep.
Hatta 100 bile aldigi oldu sanirim. 93iin altina diismedi o ¢ocuk. Demin dedigim gibi
vazililarda kimin yapip yapmayacagini goriiyorsun sadece bu ilkinde bile boyle
olmustu. Cocuklardan, yani o ¢ocuktan bir sey beklemiyordum mesela ¢ok farklr bir
sekilde bana geldi ¢iinkii cocugu daha tanimiyordum. Farkli bir gozle yaklasmisim
mm evet farkli diye. Olmadik bir sekilde geldi geri doniitii

q100: Bu soru mesela atiyorum yudizli soru diyorum. Herkes yapamuyor. 1-2 kisi
yvapsa dahi onlart gururlandirtyorum iste sizin sozliiniiz 100 ya da siz bundan yildiz
aldimiz. 3 yildizimiz olursa sozlii notunuz 100 olacak, yansiyacak falan diye soruyu
sorarken soyliiyorum

ql01: Ben 1. donem sey demistim onlara 3 sinavimn iigii de 85ten yukari olursa iste
bu sozlii notu olacak ya da iste hediye verecegim falan gibisinden bir sart
kosmugstum. 3 sinavinin da tigii yiiksek olan vardi hatta 2 tanesi 100, bir tanesi 98
olan da vardr yani boyle ogrenciler de var. Boyle ogrencilere ufak tefek hediyeler
verdim donem sonunda. Ama hi¢bir sey yapamayan da var tabiki de. Hani o da ilk
zaman etkili olmustu mesela. Ya da su an yaptigimiz bir sey var. Odev listelerimiz
var. Bu odev listelerinde 10 tane artisi olan bir tane yidiz alyyor. Dénem sonuna
kadar iste 10 yildiz biriktirene bir sozlii notum 100 olarak gelecek. Kim olursa olsun.
Boyle bir sablon var mesela simdi

q102: Mesela ben 5’°lerde su sinif ¢ok iyi diyemiyorum ¢iinkii ogrenciler bazinda
degerlendiriyorum. Hani bir sinifa bakarsan evet 5, 6 kisi ¢ok iyi, iste 5-6 kisi orta,
iste digerleri vasat. Hani genel anlamda su sinif ¢ok iyi dedigim bir sinifim yok
mesela. Ciinkii orada evet ¢ok ¢ok iyi 6grencilerim var mesela bir 5/G de Faruk var,
Harun var, Ebru var. Hani isim vermek gerekirse. Ya da bir 5/E de Aynur var, Mine
var, Firat, bir Berna var. Mesela bu ogrenciler ¢ok ¢ok iyiler.

q103: Herseyi boyle sana sorarak yapiyorlar. Hala o ¢ocuk akilla olduklar: igin
olmadik bir sey de sorabiliyorlar ya da sen bir soyledigini bir ¢ok defa tekrar etmek
zorunda kalabiliyorsun. Mesela ilk zaman, bu sadece ders anlaminda degil, atryorum
bir édev veriyorum diyelim. Mesela ben tahtaya yaziyorum iste su sayfalar odev,
deftere yapilacak ya da atryorum iizerine yapilacak. Oradan birisi ¢ikip deftere mi
yvapilacak ya da iizerine mi yapilacak diye soruyordu hala. Deftere yapilmayacak
diyorsun. Ben deftere yapmayayim mi, ben yaptim diyorlar. Biri oradan kalkiyor, 5
dakika gegiyor sonra bir tane daha ayni sey ¢ikiyor falan boyle ama yine de iyi diye
diistiniiyorum. Ilgileniyorlar en azindan

ql104: Mesela anlatryorum diyelim, sorusunu da yapryoruz. Su soyle olsaydi nasil
olurdu? Bu boyle olsaydi nasil olurdu? diyerek sorgulamaya baslhiyorlar. Daha ¢ok
onlardan altyorum mesela ogrendiklerine dair geri doniitii. Yani bir sey anlattigimla
kalmiyor mesela. Ya bu béyle olsaydi nasil olurdu? Sorguluyor yani

q105: Sen iist diizeyde bir soru sormaya kalkiyorsun ama ona cevap verebilecek
yetenekte 6grenci yok mesela bazi siniflarda

q106: Mesela destek egitimi verdigim ogrencilerim var. Onlardan ¢arpmayt bilerek
gelen ¢ocuklar bolmeyi ve daha ¢ok basamakly sayilart ¢carpmayr ya da problem
¢ozmeyi ogrendi

ql07: Eve gidince ogrenci 6gretmen bunu yapmisti deyip te bir seyler karalamaya
calistiginda ve bu nasil olmustu dediginde az ¢ok bir yerlere bir sey yerlesecek diye
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diistintiyorum. Tekrar etmig olacak, bir de bazilarinda mesela kaynak kitap falan yok
yani evet olanlar var ama elinde olmayanlar da ¢ok var. En azindan bu sekilde o
sorulart kazanmis olsalar. 3 tane soru oluyorsa bunun ikisini kendi basina
yvapabiliyor olmalart benim igin iyi bir sey. Bu yiizden ev defterini tutturuyorum
zaten, ki iyi oldugunu da diistiniiyorum

q108: Ogrenme giicliigii olan bir 6grencim var. Kanun geregi ona bireysel
farkliliklarina uygun olarak diizenledigim bir plan uyguluyorum. Carpma konusunda
iyivdi ama bélmeyi bilmiyordu. Tabii bunlarla ilgili problemleri de ¢ozemiyordu.
Ailesinin destegiyle bolmeyi o6grendi, ¢arpma-bélme igceren problemleri ¢ozebiliyor
simdi. Bunu onun ailesi tarafindan da ¢alistirilmasina bagladim

q109: Cocuk istekliyse senin anlatmamak, ona doniit vermemek gibi bir sansin yok
q110: Hani dedigim gibi Tiirkge’si bile sikintiliyken biz onlara matematik anlatmaya
calistyoruz. Bu ¢ok zor

ql11l: ...anlamadiklarint fark ettigimde ya da ¢ocuklarin konuya olan ilgileriyle
alakali olabiliyor. Mesela diyorsun ki yarin bu konunun bu sinifta su kadarini islerim
diyorsun ama geliyorsun goriiyorsun ki bir énceki konuda hala anlasiimayan seyler
var, bunun tizerine diismen gerekiyor. E hadi bastan oraya doniiyorsun. Onunla ilgili
soru ¢ozmek zorunda kalvyorsun ya da bir daha tekrar yapmak zorunda kaliyorsun.
Bunun gibi degisiyor iste

q112: Onceden kosturuyormuscasina anlatmak zorunda kaliyordun. Kimisi
anlasiuliyordu, kimisi anlasiimiyordu. Bir de bu kadar agirlastirilmis bir programda,
daha biri bitmeden obiirii baslayan bir programda ders islemek te, o ¢ocuktan bir
verim beklemek te cok sikintiliydi. Ogretmenden de verim beklemek sikintiliydi. Yani
biraz daha azaltilarak, hani daha kalicihik bir sey, kalici bir sekilde islenmesi daha
uygun olmug bence. Biraz azaltilmig, hani mesela kesirlerde ¢carpma vardi gegen
sene, su an yok. Bir kere ¢ocuklarda matematige olan bir ilgi baslayacak bence. Bu
kadar agir bir programdan sonra, yeter artik demelerindense en azindan hani
sindire sindire gidiyorsun. Cocuk bir anda sey gormiiyor, hem korkmuyor da
matematikten. Bir onyargt da olugsmuyor. Zaten o on yargi var, tizerine koymuyorsun
yani olumsuz bir sekilde. Kitabimiz daha iyi olmus, onu soyleyeyim. Gegen sene
kullandigimizdan memnun degildim yani. Ama simdi daha kullanish ve daha
diistintilerek hazirlanmig bir kitap oldugunu diisiiniiyorum en azindan. Daha adim
adim yapmaya c¢alismislar sanirim, hani hepsini bir anda vermektense. Hem ¢ok
fazla etkinlik var icinde hem de soru fazla. Bir de daha yalinlastiriimis bir sekilde.
Goze batan bir sey yok mesela. Gecen seneki kiiciiciik kiiciiciik yazilar. Iste orada
etkinlik, burada gsoyle falan filan hani kullamshligi da yoktu. Bazi yerleri
goremiyordun bile yani. O swra sizdeleri mesela birlikte yaptigimiz da oluyor.
Ogretmene de fayda sagliyor. Bizim kilavuz kitabimiz yok mesela ama en azindan
orada neyi nasil islemen gerektigini biliyorsun ya da ne kadarint vermen gerektigini
daha rahat gorebiliyorsun. Gegen seneki 5 kitabinda bu yoktu mesela ya da ben...¢cok
fazla bulamadim yani. Artik anlamiglar sanmirim o kadar matematik- o kadar
agwrlastirtimis program yerine biraz daha kiigiik adimlarla hedefe ulasmay:

q113: Benim birebir gorebildiklerimi ben daha ¢ok onemsiyorum galiba. Goézlem
yani. Direkt gérebildigim i¢in. Evet yazililar yapryoruz ama o yaziuliya da girerken de
bir onceki derste ya da daha once igledigim derslerde bu ¢cocuklarin nasil olduklarint
az ¢ok kestirebiliyorsun. Yani o yiizden ben daha gercek¢i oldugunu diistiniiyorum
kendi gozlemlerimin
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ql14: Altularin da bir se¢melisine giriyorum. Sinav notu yok, sinav yok, hani onun
bir yaptirimi yok. Oyle olunca da cocuk rahat yani. Bir yandan hani evet not
olmasin, ¢ocuklar sadece, gercekten o becerileri kazansinlar. Bir iste on yargi
olmasin ya da kisitlanmis olmasin ama olmaywnca da ¢ocuklar ¢ok rahat olmus
oluyor bu sefer. Hi¢ bir not yok, iste sey..ogretmen geliyor, anlatiyor gidiyor. Hani
bizim bir yaptirimimiz yok. Not yok, sinav yok, kafamiz rahat, kimisi kagiyor bile
se¢meliden. Iste bu yonleri de var. Cocuklar: da diisiiniince-ha bir yerde se¢melide
de olsun diyorsun
ql15: Tekrar ettiklerini ve benim anlattiklarimin daha kalici olabildigini gérdiim.
Bence bu calismalar sorumluluk sahibi olmalarina, kendi kendilerine c¢alisma
yetenegi kazanmalarina da katki sagliyor
q116: Biz derste teorik olarak gosteriyoruz, evet uygulama agsamasi da oluyor ama
daha ¢ok bunun iste bir¢ok becerinin birarada kullanilip da onun dersteki islenisini,
yvani madde olarak, bir somut ornek olarak yansimasi performanslarla oluyor.
Cocugun kendini orada ifade etmesi gerekiyor, diisiinmesi gerekiyor iste el becerisi
gerekiyor, arastirmast gerekiyor. Bir¢ok seyi kullanmasi gerekiyor. Hani ona bakip
ta sen zaten geri doniit aliyorsun
q117: sozlii notu yerine artik bu performans konulmus bir sey gibi geliyor bana. Yani
¢ok da etkili oldugunu diigiinmiiyorum performanslarin agik¢asi. Proje édevlerinin
de amacinda kullamilmadigini diistiniiyorum ¢iinkii ¢ocuklar kendileri yapmuyorlar,
veliler yardim ediyorlar
ql18: Yani...ben performans gorevierini performans degrlendirme olarak
kullaniyyorum. Diyorum ya performanslar-evet kendileri yaptiklarinda evet o iyi bir
degerlendirme olabilir ama ¢ogu kendisi yapmuyor. Yani kullandiklarimiz da belli
seyler zaten de. Gegen donem arastirma vermistim. Arastirma sorusu olusturdular.
Herkese aynisimi verdim. Arastirma sorusu olusturacaklardi, o soruya gore anket
yapacaklardy, yani bilgi toplayacaklardi. Bu bilgileri de diizenleyeceklerdi. Iste siitun
grafigi yapacaklardi, siklik tablosu olusturacaklardi, ¢etele tablosu olusturacaklardi.
Sonra bununla ilgili rapor yazacaklardi. Yani dedigim gibi ¢cok boyle iste soyle...hep
gormiigtizdiir de iste yasayarak 6grensin, yaparak 6grensin. Soyle olsun, boyle olsun
falan ama onlart dedigim gibi pek yani ben azindan kendi adima soyleyeyim
uygulayamiyoruz. Uygulayamiyorum da
q119: Bence yanlis ta olsa 6grencinin yorum yapmasi bir katki. En azindan neyi
bilip neyi bilmedigini tartiyorsun. Bir de ¢ocuk diistintiyor demek ki. Yanlis ta olsa
bir fikri var bu konuda. Oturup ta ses seda yapmadan bekleyen bir ¢ocuk olacagina
hi¢ degilse kendini bir ifade etsin. Cocuk bir seyler séylesin, ben onun yanlisini
diizelteyim. Hi¢ konusmayanlar var mesela. Cok zor oluyor. Mesela d6devde ¢ok
yasiyorum onu. Cok sessiz sedasiz yani. Hani bir sey soruyorsun kafast oniinde.
Hicbir sekilde tepki yok. Konusmuyor ¢ocuk yani konusmuyor. Hi¢bir kelime dahi
etmiyor
q120: Posterler anlatima evet bir iste gorsellik kazandiryorlar. Iste ne
bileyim....(diigiiniiyor) becer..el becerisiymis. Iste gorsel, isitsel hani bu yonde
becerileri kazaniyor olabilirler ama 5Sler bunu ne kadar yapiyorlar. Ya da ne kadar
yvapma diizeyleri var su an. O tartisilir. Hani o kadar da ¢ok da ahim sahim seyler
vapacaklar diye diisiinmeyelim mesela. Ciinkii hala ¢ocuk akillar: var. Onlar igin
hala oyuncaklar var
q121: Karnesine de kotii gelecek diye-hadi anne yardim etsin, hadi baba yardim
etsin; soyle giizel olsun, boyle giizel olsun anlayisi var. Bir de..sey zannediyorlar:
performansin igerigi degil sadece gosterilisi hani o gérkemlik sanki onemliymis gibi
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davranmiyorlar. Mesela bir ogrencim var. Bu ¢ocuk alakali degil yani sadece yazi
yvazmak igin...Cok derse katildig1 yok, odevlerini evet ilk zamanlar da hele hi¢
yapmiyordu su an az ¢ok yapryor. Boyle bir 6grencini...1. donem performanst belli
yvani yazi karakteri bile farkli. Annesi yazmis. Soyle bir sey ki kapaga-isim/soyisim
kapagina, biz grafiklerden vermistik édevi. Siitun grafigi yapimis kapaga. Isim-
soyisim yazacak ya. iste dikeye adi, yataya soyadi. Bu ¢ocuktan boyle bir sey
beklemezsin. Eliyle yazmis ama oyle bir sey bile o ¢ocuktan beklenecek bir sey degil.
Biliyorsun yani. Anne yazmis, anne yapmis zaten artik anne ya da abla artik her
kimse. Cok da etkili olmuyor iste boyle olunca performanslar

q122: Sinaviar ¢ok iyi olmasa bile biitiin 6devlerini yapmus iste kendini ifade etmeye
caligsa da becerememis. Bir yerde zekayla, kapasiteyle de ilgili ne kadar ¢cok ugrassa
da yapamuyor ama ¢aba gosteriyor. E sen bu ¢ocugun ¢abasini bir yere atamiyorsun.
Oyle olunca vicdanen de bu cocugun bu sozlii notunu hak ettigini diisiiniiyorsun.
Burada devreye giriyor

q123: Sorulart ¢ézememis ama sorulari kitaptan deftere gegirmis ya da alakasiz
seyler yazarak beni kandirmaya ¢aligmis. Yani siwrf notu alabilmek igin

q124: Ders islenirken iste su kadar kosesi vardi, bu kadar ayriti vardi diye
hatwrladilar. Anladiklarint diistintiyorum o yiizden. Ben performansi daha kolay diye
diistinmiistiim ¢iinkii konuyu anlatmistim. Ama konuyu gérmemis olmalarina ragmen
projeyi daha iyi yapmislar. Belki bu geometrinin daha gérsel olmasindan ve dort
islem gerektirmeyen bir 6dev olmasindan kaynaklidir

q125: Bazen tahtaya kaldiriyorum. Zaten hep parmak kaldiranlar: degil de, daha ¢ok
boyle kaldirmayanlar: boyle ara ara segiyorum

ql126: Kaldiriyorum iste. Eee onu puanlamiyorum. Sadece yapip yapamadigina
bakiyyorum. Her ders yapmiyorum. Ara ara yapiyorum

q127: Simdi ben orada sey yaptim. Eeee grup grup listelerini aldim. Calismayanlart
falan da gozlemledim, yanlarina notlar aldim. Kesirlerle yaptiklar: toplamalari
modellemeleri gerekiyordu. Grup olarak da bu modeli c¢izdiler. Kagitlarin
toplamadan once seylerine baktim-diizgiin ¢izene, dikkat edene ya da daha basarili
gizene...O gruplarin da yanlarina notlar aldim

q128: Cizelgem yok iste. Gozlem yapryorum ama ¢izelgemizin olmasi lazim. Evet.
Tembellik yapiyorum (Giiliiyor)).

q129: Miifredati da o yiizden yetistiremiyorum (giiliiyor). Slerde de o yiizden...cogu
kisi soruyorum diger siniflar-okullarda kitaptan yani, ¢ogu sey kitaptan gidiyor. Ben
bir defter bitirtmisim yani soru yazdira yazdira. Eeee mesela bir tamidigim var-
kuzenim-5. sumf. Iki sayfa yazmis cocuk sene basindan beri. Yazma-ogretmen
yazdirmamis. Ee yazmanin ¢oklugu degil oradaki sey ama demek ki kitaptan yapryor
yani kitaptan hep soru ¢oziiyor. Orada da simirli-hani yeter bu kadar diyor. Test
kitaplarinda oyle degil. Bir siirii ¢esitli soru var. Ben soru ¢ok yazdirtyorum
matematik defterine, o yiizden defter bitmis. Yani ¢esitli sorular olsun, en azindan
gorsiin ¢ocuk farkll bir sey olmadigini, endiselenmesin

q130: ...ara ara sey yapiyorum, quiz gibi kiiciik boyle 3-4 soruluk seyler yapryorum.
Cok az eee sozliiye etki ediyor. Yani sene sonunda, belli seylerine gore, yani
davramiglar:, quizler-hepsini birlestirip sozlii notu veriyorum. FEeee oradan
anlyyorum. (Diistiniiyor)... Bu ikisini yapryorum

ql31: Mesela 1. donem c¢ok yapma geregi duymadim. 1. dénemde 1. iinitede
yapmistim. Digerleri zaten kolay oldugu igin belli. Cocuklar anlyyordu zaten mesela
yapmadim onu. Bunda da kesirlerde yaptim mesela. Kesirlerde 2 kere yaptim ¢iinkii
kesirler... zorluyor
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q132: Quizleri ders i¢i performans olarak kullandim. Sene basindan verdim ne
yapacagimi. Sorulart da ¢ozdiim

q133: Mesela ddev verdigimde de kitapta da bakiyorum boyle odev kontroliinde de.
Bakiyorum boyle ara ara baktigim zaman da. Yani ¢ocugun genel olarak yapilmis mi
yvapumamig mi. Kimisi boyle ¢ogunu bos birakmus, ya da atmis yani baska bir seyler
yvazmis boyle alakasiz seyler. Eee genel bakiyorsun béyle konu zaten anlasilmamus.
Onlart kontrol ediyordum-yani yaptiniz mi, iste neleri yapamadiniz falan. Bazen
sozlii gibi iste kaldirryorum tahtada yaptirtyorum. onlart ¢ozdiirtiiyorum bu arada
tahtada- sonunda. Notlandirmiyordum da 6yle yapiyorum

q134: Bu dedigim, derste de kullandigim test kitaplari. Onlari kullaniyorum. Bir de
ders kitabini kullaniyorum. Yani en azindan paralel gitmek icin, ¢ok farkhi bir sey
olmasin diye. Zaten dersteki sorularim da ona yonelik oldugu igin..o ikisini o
kullandiklarumy bir aliyorum, bir ag¢ryorum. Ona benzer seylerden gidiyorum. Bu
arada seyden de yapiyorum. Eee internetten diger yazililari bulup, onu boyle nasil
sormuslar, degisik sormuglar mi, oradan da bakip ya da oradan da kullandigim
sorular var. Ya da iste seyini degistiriyorum. Hani ¢oziim aynt ama mantik ayni da
iste baska bir sey uyduruyorum o soruyu. Ama hepsine bakarim yani hazirlarken.
Oturup ta éniime bir kagit alip hadi simdi sunlar: yazayim demiyorum-demem yani
q135: Nasil puan vermisim, onlarin cevaplari ne, cevap anahtarinda ne, fark ne diye
hepsine baktirtyorum. Ama dagitmiyorum ¢iinkii ¢ok kalabalik siniflar. Bir de bir
anda ayaga kalktilar mi falan hakim olmak zorlasiyor. Biri bir sey yazar, siler bir
sey olur falan takip edemem. En azindan burada baksinlar. Hem daha rahat
bakarlar cevap anahtarina-kargasa olmadan. Sirayla boyle 5’erli 5’erli ¢agirip
baktiriyorum. En azindan kagitlarini da takip etmis oluyorum

q136: Anlamadigindan, éylesine bakiyor bence, sonuglarint anlamiyor

q137: Bekledigim gibi odevier geldi. Uzun bir tatil vardi. Bu yiizden evde rahat¢a
bitirirler diye diisiindiim. Tamamim evde yaptirdim. Cok biiyiik hatalar yok, zaten
kolaylikla yapabilecekleri basitlikte sordum

q138: Seyde, agikcasi biz bunu eee iiniversitede daha ¢ok kullaniyyorduk-o
sunumlarda, seylerde. Eeee burada kullandigim iste proje degerlendirmede falan
kullaniyorum. Eee ama ben de ¢ok bilgili degilim bu konularda. Yani evet
tiniversitede gordiim ama bunu ¢ocuklara nasi tam olarak uygulayacagim
konusunda sey degilim gibi geliyor bana. Cok yani yeterli degilim gibi geliyor

q139: yaraticilik ve materyal kullanimi ile ilgili kriterler zaten matematiksel
becerileri olgmeye yonelik. Yeni bir tane eklemeye gerek yoktu bence

q140: Cok giizel projeler veremedim ¢iinkii ge¢ kaldim-unutmugtum. O yiizden hizli
oldu. Sunmadilar. Normalde sundururdum ama konular da yetismez diye
sundurmadim.Prizma c¢egitleri verdim; kapali ve agik sekillerini ¢izip ozelliklerini
vazdilar. Kapali seklin maketini de aldim. Prizmalart islemeden vermistim ama
projesi olanlara onceden biraz anlattim

ql41: Ashinda karistirma degil ama agik hallerinden kapaliya doniistiiriin demistim
ama diktortgenler prizmasi diye gitmis surup kutusunu sarip gelmig

q142: Kimisi geliyor soruyor o puan nereden kirildr diye. O d6lgegi gosteriyorum.
Bak burada, senin odevin de surasiydi. Eee mesela ilk donem grafik yaptirmistim.
Sizin grafiginizin surasi soyleydi. Yani projelerde orada hata vardi, oradan 5 puan
kardd,, burada da yaziyor zaten deyip gosteriyorum. Ama sormayana sey
yapmiyorum-gostermiyorum
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q143: ¢cocuk bir de diyorki ben de yaptim neden ayni degil notlarimiz. Yani édev
geldigi icin, kartona yapimis édev geldi, hepimiz 90 alacagiz, hepimiz 100 alacagiz
diye bakiyorlar. Ama orada igerigine, o grafigi nasil ¢izdigine bakiyorum. O seyi
nasil yazdigina bakiyorum. Cocugun nasil yazdigina bakiyyorum. Ciinkii zaten o asili-
nelere bakacagim. Biliyor yani. Eeee ama gelip, o da kendi ddevinin ¢ok giizel
oldugunu diigiiniiyor demekki. Hatalarini gormek istemiyor demek ki
qld44: Eee ama kesirlerde bayagi zorlandim yani onlar da baya zorlandh.
Bilmiyorum. Aslinda mantigini da ¢ok vermeye ¢alistim. Ya kesirlerde evet
baya...Yani ben mesela, pasta, dogum giinii partisi gibi yaptim. Onlari boldiik,
dilimledik falan. Sekil ¢izdik ettik resimlerden falan filan, yani dikdortgen-kare gibi
resimler. Ama goézlemlerime gore gene de olmadi yani, hichiri ise yaramadi.
Kesirlerin mantigint bir oturtamadim
q145: Ama siz bize boyle ogretmemistiniz diyenler oldu (giiliiyor). Ki onlarda evet
kesir takimi yoktu ama gey model ¢izdik (konuyu anlattigi zamandan bahsediyor)
ama bu gelince bir kafalar: gitti yani onlarin. Birim kesir oldugunu bir géremediler.
Sey aradilar...mesela sey yazmisim: 1/3, 2/3 yazmisim. 1/3iti buldular, 2/3ii
bulamiyorlar, oradan 1/3ler ¢ikartmaya ¢alistilar falan. O seydi yani. Orayi bir
toparlayamadilar. Onlarin hepsinin birim kesir oldugunu, yani ka¢ tane ihtiyacim
varsa alacagimi bulamadilar-2/3te 2 tane 1/3 olacagini-bayagi bir yardim gerekti
yani. Konunun oturmamis olmasindan kaynaklandigini diigiiniiyorum. Yani bir de
kesir seritleri hi¢ kullanmadigim icin de, o yiizden de sasirmis olabilirler. Aslinda
tanmitmigtim daha once. Ben ders anlatirken de ¢iziyordum biitiin olarak sadece, yani
seyle gostermiyordum. Kullansaydim bu kadar hata olmazd: belki
ql46: Bunu konuyu anlatirken kullandim, yani arada fark oldugunun iistiinde
durdum. Prizmalardaki yiikseklik boyutundan ve hacimden biraz bahsettim.
q147: Konunun iste anlasiimadigim fark ettigimde. Yani ¢ocuklarin o sey bakist var
yva zaten, yani boyle bir anlatiyorsun ama karsidan bir sey gelmiyor ya. Diyorumki
evet burada bir ¢calisma yapragidr, quizdir, bir sey koymalyim ki o bir sey olsun,
hareketlensin. Ciinkii béééyle bakiyor yani bir uyuma hali var derste. Oyle oldugu
zaman hemen araya yapistiriveriyorum
q148: Yani soyle...kalkan ¢ocuk hep kalkiyor. Kalkmayani zaten bir iki dersten sonra
gortiyorum yani burada bir sey var hani 2-3 kisi kalkmuyor hi¢. Hi¢cbir sey yapmiyor.
Dolayistyla o zaman diyorum ki hayir bugiin iste Nurten kalkacak. Onu
kaldiriyorum. Eee Nurten kalktigi zaman en ¢ok takintilt oldugum ¢arpim tablosu.
Carpim tablosunu, oradan bir carpmayla ilgili bir sey soruyorum. Ilkokul 2de
ogrenmesi gereken sey. Hala bilmiyor. O yiizden ¢arpim tablosuyla ilgili 1. donem
sozlii de yaptim (Bunu abartili bir durummus gibi bir ses tonuyla anlatiyor).
Bildigimiz eski usul boyle kaldirip sordugum da oldu
q149: Swnifin seviyesine uygun mu diye diisiiniiriim (sorulardan bahsediyor).
Ortalamay: alip yani. Iste bunu genel olarak sinif ¢ézer, bunu genel olarak ¢ozemez
diye. Bunu gozlemliyorum swnifta. Yani c¢iinkii sinifta ne ¢oziiyorsam ee onun
paralelini sorarim yani. Cok boyle ekstradan farkli bir sey sormadigim igin kimin ne
yapip yapamayacagini tahmin ediyorum. . Hani genelin ne yapacagi, o seviyesine
gore-ortalama seviyeye gore bunu yaparlar, bunu yapamazilar diye sey yapiyorum
yvani. Diistintiyorum sorulart hazirlarken
q150: Diger degerlendirmelerde yapan yine yapmis, yapmayan ayni. Ik sinav
sonuglaryla ve ders i¢i performanslariyla ayni. Ders igi gozlemlerimden yola
¢tkarak yazili sonuglarint su 100 alir diye zaten diigiiniiyorum, éyle de oldu. Benim
zaten kanaatim o yondeydi
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q151: Bulundugu basamag: da sayiyor mesela. Gozlemlerimden bunu yazilida da
yapamayacagini diisiindiim ve 6yle oldu

q152: Derste nasilsa sonugta yine ayni. Su sunlart yapar dedigim yapmuis. Yorumlart
da yapmis. Digerleri ise yapamayanlar zaten. Derste de diizeyleri aymi zaten. Bir
stirpriz yok yani

q153: Birkag kisi, yazisiyla, olusturduklar: anlasilir prizma modelleriyle, vs. ¢ok
glizel getirmisti. Bu ogrenciler normalde daha basari seviyesi diisiik olan
ogrencilerdi

ql154: Mesela bir ogrencim var.... Hala H-a-I-a ve her ders te hala da sorarim. Ve
hala ezberleyecegim diyor. Eee ama dersle alakast yok yani. Baska seylerle boyle...
Igimiz yok yani. Her hafta ben bu hafta ezberleyecegim diyor. Bakalim ben de inatla
soruyorum. Ne zaman ezberleyecek? Onu bekliyorum. Yani bazi ogrencilerim benim
aklimda

ql155: Birebir, yiizde yiiz iste tarafsiz bir sekilde yapamiyor olabilirim o
dengelenmeyi. Ciinkii bir kismini notlandirmiyorum, bir kismini kendime gore-yani
mesela Nurten’de ¢arpim tablosuna takilmis bir durumdayim. Mesela kendime gore
o ogrendiyse benim i¢in ¢ok boyle sevindigim veya iste bu ¢ocukta olumlu bir seyler
var deyip mesela onun ders igi performansinda belki onu da géz oniinde
bulundurarak biraz fazla sigirme de veriyor olabilirim. Bilmiyorum. Hani o dengeyi
tam c¢ok iyi yapiyor muyum emin degilim ama diisiinceme gore Nurten bu
durumdaysa ona sozliisii biraz daha fazla olacak. Eee ilerleme var. Yani en azindan
iste carpim tablosunda ilerlemesi var, ya da iste mmmm bir ¢aba var yani. Hani-evet
benim ge¢cmisim sey ama eksik ama yapmaya ¢alistyorum-diyor

q156: Ciinkii cocuk yapamayinca stress yapiyor ve kopuyor. O yiizden dikkat ederim
yani

ql157: Hani ¢ocukta baya bir gelisim var. Boyle iistiine gidince gidince kimisinde
oluyor

q158: mesela 7 ve 7/12 demistim. Hangisi daha biiyiik diye sormusum.Orada sayiyt
7 ve 12 biiyiik gordiigii i¢in hemen o biiyiiktiir diyor

q159: Ya cocuk zaten bir kerede anlatinca oyle bir soru geliyor ki: sunu suradan
vapsak, iste-mesela genisletme anlatiyorum ya simdi. Sadelestirme, diyor ki surada
sadelestirme de var ama degil mi diyor. Ya da suna da bolsek olur mu diye
soruyorlar. Yani o soruyla zaten ¢ocuk kendini belli ediyor. Digeri daha béyle sakin
duruyor, yapamiyor ya da hani benim ogrettigim kadarimi yapiyor. Mesela 5/C de
boyle zehir gibiler, atliyorlar

q160: Ya iste zaten mesela ¢carpim tablosunu bilmeden geliyor. 2. sinifta ogrenmesi
gereken seyi oOgrenmiyor. 5. swnifta dolayisiyla-mesela kesirlerde genisletme
yapamiyor ya da normal ¢arpma-bélme yapamiyor 7-8 basamaklilarla. E oyle
yapamayinca yapamadik¢a not diistiyor

ql61: Ciinkii ee mesela 7lerde cebir karolarint kullandim. Orada bir karisik-gegen
sene kullanmigtim-sinifi toplamam ¢ok zaman almisti. Ama sey olarak yani karisikik
olarak degil, kafalar: tamamen gitti. Ne isliyoruz biz deyip, boyle bir onlart koyunca
saswdilar yani. Onu seye dondiiremediler. Bilinmeyenin o oldugunu, o dikdortgenin
o aslinda x, y neyse ne koyuyorsak o oldugunu. Sonra soru ¢é6zememeye basladilar.
Ben bir daha anlattim bu sefer cebirsel ifadeler soyle...Yani materyal girince isin
igcine karistirdilar. Bir de belki hep boyle anlatsak...Hep zaten anlatim yapiyoruz ya
bir anda bir sey girince ¢ocuk farkli bir sey zannediyor olabilir yani
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ql62: Eskiden daha ¢ok korkuyorlardi sanirim. Simdi daha iyiler. Yani mesela
dershanedeyken falan. Bakiyorum eee ¢ok boyle korkarlardi. Sey yaparlardi. Eee
calismayr sevmezlerdi. Mesela buradaki 5lerimiz oyle degil. Bana 6yle gelmiyorlar.
Eee gegen seneki okulumda da aymi sekildeydi. E bu seneki Slerde sey var yani boyle.
Belki biraz seye baglhyorum. Hani biz genciz falan. Yani ¢ok kati, sert, yash
ogretmenlerden de korkuyor olabilirler yani

q163: Ogretmen de niye yapamiyorsun, ne oluyor falan diye sorarak o da iistiine
gidiyor. Dolayisiyla sevmiyor yani

q164: Ogrencilerde tekrar eksikligi var. Sonuclar da bu durumlarla uyumlu ¢ikiyor.
Mesela uzunluk olgiilerinde bazi sikintilar var ve ge¢mis konular unutulmaya
baslanmis

q165: Yetistirmekte sitkinti var bir kere. Eee yetistiremeyince bu sefer eee etkinlikleri
va da iste ¢ocuklari 6n plana ¢ikarma (o0grenci merkezli olmaktan bahsediyor) geride
kaliyor. Ne oluyor? Normal anlatim yontemi, iste soru yaziyoruz arada ¢ocuklart
kaldiriyoruz falan. Oyle yapiyoruz yani. Eee dolayisiyla bu yontemi uygulayinca da
¢ocuklart gozlemlemek igin ne yapryorum iste, ya quiz yapiyorum-kiigiik seyler

ql166: Mesela ben kesirleri hi¢ sevmem. Boyle kesirler konusu bana boyle bir sey
gelir. Iste belki de o yiizden cocuklara da biz onu sey yapamiyor olabiliriz.
Kesirlerde ben o yiizden kendime de bir su¢ buldum yani. Sevmedigim i¢cin acaba
isteksiz mi anlatryorum? Ciinkii bir an oénce seyim. Su kesirleri bir atlatsak, bir
atlatsak seklindeyim ¢iinkii cok bunaldim yani sevmedigim i¢in

ql67: Yani bize de anlatildi, ogrendik; simdi onlara anlatiyoruz. Biz de ¢ok boyle
seyin i¢inde olup, atiyorum iste-matematik i¢in soyleyeyim-matematigin iginde olup,
biz de bir sey yaratmadik. Bir sey yaratmadik yani. Problem yaratmadik mesela
ogrenciligimizde. Dolayisiyla ¢ocuga da-bizde de olmadigi i¢in-biz de onu
aktaramiyoruz. O uyumsuzluk eee biz de ¢ok iyi bilmedigimiz i¢cin bence ¢ok biiyiik
bir zorluk

ql68: Eee simdi cocuk ortaokulda farkli 6gretmenler goriiyor, ilkokulun seyini
atamiyor. Eee mesela 6. siniftan basladiklarinda boyle olmuyordu. Cocuklar hazirdi:
biz arik ortaokuluz diye. Bir anda 5ler ortaokul oldu: sanki biz sinif ogretmeniyiz,
oyle davramiyorlar. Eee sey gibi boyle iste ilkokul 2 6grencisi gibi. Copiimii atabilir
miyim, onu yapabilir miyim, yan baslik mi falan boyle...O bir zorluk getirdi. En
azindan 5. sinifta sinif ogretmenleri de hazirliyordu. Cocuk bir sey oluyordu. Bir de
ders sayilart artti

q169: Ciinkii proje ve performansta belli bir seyleri goriiyvorum ama yazilida ne
anlatmisim onu goriiyorum

ql170: Mmm yazili sinavlar ¢ocugun hazir cevaba nasil diyeyim hazir cevabi
gormemesini saglyyor. Yani daha ¢ok yonlii diistindiigiinii diistiniiyorum. E ¢iinkii o
zihninde ne varsa, ne olusturmussa onu yansitiyor bize. Ciinkii yazilida ortada bir
kopya yani ona bir ipucu verebilecek hi¢bir sey yok. O islemi, o seyi, o sonucu nasil
kafasinda canlandirdiysa biz anlattigimizda onu oraya yaziyor

ql71: Bence tiim olarak matematikteki biitiin yaptigi her seydir. Dersteki oturusu
bile yani dersteki o dikkatli bakist bile, eee dersteki konusup konusmamasi bile.
Zaten diger-tahtaya kalkmasi, yazililar, yani benim i¢in yazililar, performans gorevi,
proje gibi puanladiklarim da etkiliyor bir ogrencinin matematikteki performans
degerlendirmesini. Bunlar zaten performansin i¢inde ama yani diyorum ya dersteki o
defterini getirip o diizeni bile matematikteki tutumunun, o durusunun-hepsinin
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Olgiilmesi degerlendirilmesi bence. Slerde de tiim bunlara dikkat ediyorum. Yani
hepsine bakarim, sene sonunda defterlere de bakarim

ql172: Daha onceleri sinifta sunduruyordum ama bu performans gorevlerinin ya da
projelerinin sunumu yapilmayacak ¢iinkii kesirler ve uzunluk olciileri konusunda
umdugumdan ¢ok vakit kaybettik. Yetismeyecek

q173: Ornegin bir simifim cok karmasa bir sumf. Onlarin diger iki calismay! yapmasi
karmasa yaratwr diye diigiindiim. Karisiklik olabilir diye diigiinmiistiim ¢uinkii
organize olmakta ve edilmekte zorlanan bir sinif

ql74: Ama iste ya karistyoruz. Ben mesela agikliyorum. Cok siissiiz yani stissiiz
derken diizgiin gelmeyen bir édev hosuma gitmiyor yani. O yiizden soyle yapin-renkli
karton kullanin, sunu yapin bunu yapin. Orada bir yaraticilik da pek kalmiyor zaten.
Bir matematik dergisi olusturun desek mutlaka herseyi anlatiyorum yani

ql175: Yetistirmemiz gereken bir miifredat var deyip geciyoruz yani. Daha hizli
geciyoruz. Boyle olunca o ¢ocuk performans, projeden de-biz de zaten gegistirme
odevler veriyor gibiyiz, yani biz de oturup ¢alissak, biz de yaratict bir sey ¢ikarsak.
Boyle sey olsa-biz boyle siirekli anlatmasak, daha genis olsa, ¢ocuk mantigint anlasa
e tizerine de bir de proje versek bence ¢ok sey olur, ¢ocuk anlar. Ama biz zaten
normal anlatryoruz. 8lerde de, Slerde de hepsinde teste yonelik te calistirtyoruz
bunlari-eninde sonunda ¢iinkii bir sinava girecekleri icin- e performans ve proje
bizim igin de 6grenci igin de yiik oluyor

q176: Drama bizde pek..sey olmuyor herhalde. Yani matematikte. Kullanilacak bir
ver hi¢ aklima gelmedi. Eee ama kullanilacaksa herhalde tarih, cografya gibi sosyal
derslerde, Tiirkce’de falan herhalde kullanilir. Canlandirma yapildigi icin oyle
diistintiyorum. Bizde bilmiyorum aklima gelmedi hi¢
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APPENDIX H
PERMISSION FOR THE CODINGS OF DR SUZIE ABDUL RAHIM

Permission for your codings(2)
nihanucar@ymail.com

07/17/14 at 10:43 AM

Suzieleez Syrene Abdul Rahim <suzieleez(@um.edu.my>

To
nihanucar@ymail.com

08/15/14 at 6:41 AM
Dear Nihan,

Thank you for your interest in my thesis. Yes you have my permission to refer to my
coding system in Appendix J and Appendix K in my thesis. Please acknowledge and
reference the source of this coding system, which is from my thesis, in your
completed thesis.

Thank you for your interest. Best wishes with your study.

Kind regards,
Dr Suzie
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APPENDIX I

CODING OF DR SUZIE ABDUL RAHIM (2012)

Theme Smmary Sheet

Research question: Role and purpose of assessment

CATEGORY

THEME

1. Directs pathway of teaching

2 Teachin g pace

3.Teaching effectiveness

4, Adjustments for future assessments

Feedback for instructional
decisions

5.Reporting, forecasting, testimonials

Communication of students’
progress and achievement

6.Identify high-achieving and low-achieving
students

7.Informs students” learning

8 Ranking

9.Informs coping ability

10.Identify students who can follow the lessons

11, Identify areas of slréziglhs and weaknesses

12.Understand students better as individuals

13. Monitor students’ progress

Feedback regarding studenis

14. Encourage revision

15. Encourage students to study

16. Motivation to perform betier

Motivating studenis in their
learning

I7. Prepare for external exams

Preparation platform for external
examination
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APPENDIX J

PERMISSION DOCUMENT GOTTON FROM THE RESEARCH ETHICS
COMMITTEE OF MIDDLE EAST TECHNICAL UNIVERSITY

UYBULAMALI ETIK ARASTIRMA MERKEZ] " ORTA DDGU TEKNIK UNIVERSITESI
APPLIEDETHICS RESEARCH CENTER / MIDDLE EAST TECHNICAL UNIVERSITY

Sayr- 28620816/ 50 —\ T
17.02.2014

Gonderilen : Dog. Dr. Erding Cakiroglu

[lkégretim Fen ve Matematik Alanlari Egitimi

Génderen: Prof. Dr. Canan Ozgen /&M/‘?ﬂ’b

|AK Bagkani

lgi Etik Onay

Danmigmanhigini yapmis oldugunuz Ilkégretim Fen ve Matematik
Alanlar Egitimi Bolumi é§rencisi Nihan Ugar Sanimanogiu’'nu “A case
study about the use of assessment techniques in 5th grades in a
public school: Teachrs' views” isimli aragtirmasi “insan Aragtirmalar

Komitesi” tarafindan uygun gériilerek gerekli anay verilmistir

Bilgilerinize saygilanmla sunarnm.

Etik Komite Onay
Uygundur

17102/2014

tuanbyy

Prof.Dr. Canan Ozgen
Uygulamall Etik Arastirma Merkezi
( UEAM ) Bagkan|
0DTU 06531 ANKARA
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APPENDIX K

PERMISSION DOCUMENT GOTTON FROM THE MINISTRY OF
NATIONAL EDUCATION

TE
ANKARA VALILIGI
Milli Egitim Miidiirligi

Sayr : 14588481/605.99/1814129 07/05/2014
Konu: Arastirma izni

ORTA DOGU TEKNIK UNIVERSITESINE
(Ogrenci Igleri Daire Bagkanligi)
ilgi: a) MEB Yenilik ve Egitim Teknolojileri Genel Midiirliginiin 2012/13 nolu Genelgesi.
b) 22/04/2014 tarihli ve 4677 sayili yazimiz.

Universiteniz Egitim Fakfiltesi Doktora Ogrencisi Nihan UCAR SARIMANOGLU' ™.
nun "Bir devlet okulunun 3, sinflarmin matematik derslerinde dl¢gme degerlendirme
tekniklerinin kullamimlariylp ilgili bir durum cahsmasi: Ogretmen gériisleri” baslikl
tezi kapsammda c¢alisma yapma talebi Miidiirligiimiizee uygun gorilmils ve araglirmanin
vapilacag Lge Milli Egitim Midirligine bilgi verilmistir.

Goriisme formunun (5 sayfa) arastirmact taralfindan uygulama yapilacak sayida
cogailiimasy ve galigmanin hjfiminde iki dmeginin (¢d ortaminda) Midurtgumiz Stratéji
Gelistirme Bolimiine gonderilmesini arz ederim.

Miiberra QOGUZ,
Miidir a.
Sube Miidiiri

@atvenli Elekironik imzal
Asli lle Aynidir.
Q% d 21201 5

[2. 05 2014~ FT5Y

hg Guc s UBAST
(_q%e;;“ .

Bu belge. 5070 say1h Elektronik Imza Kapununun 5 inci maddesi si gereginee guvenli elekironil imza |]._ imzalanmgtr
Evrak teyidi hipi/evraksorgu. meb.gov. iy adresinden 85ec-d611-3f2¢

Konya yolu Bagkent (gretmen Evi arkas Besevler ANKARA Ayrntih bilgi igin: Emine KONUK
e=post: isatistikieg@mel gov.ir Tel: {0 312) 221 42 17/135
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APPENDIX L

TURKISH SUMMARY

Giris

30 yili askin bir siire once, Bloom, Hatings ve Madaus (1971) smiflardaki
Olcme uygulamalarinin birer arag¢ olarak kullanilmasinin 6nemine vurgu yapmistir. O
zamandan giinlimiize Olgcme ve degerlendirme metodlar1 ve amaglar1 ile 1ilgi
calismalar yapilmaya devam edilmektedir.

Yapilan ¢alismalar, O&gretmenlerin  6lgme-degerlendirme ¢aligmalarini
ogrencilere not vermek, onlar1 motive etmek, 6zel 6grenime ihtiyaci olan 6grencileri
belirlemek, 6grencilerin basarili olmak i¢in beklentilerini belirlemek, ya da kendi
ogretim performanslarmi gozlemleyebilmek icin yaptiklarini ortaya koymaktadir
(Ohlsen, 2007; Stiggins, 2001).

Matematik smiflarinda ise Ogretmenler Olgme ¢alismalar1t sonucunda
ogrencilerin matematik kapasiteleri, performanslar1 ve basarilar1 konusunda karar
vermektedirler (Nisss, 1993). Bu anlamda matematik derslerinde yapilan 6lgme
calismalar1 da yillar i¢inde degisime ugramustir. Ornegin 30 yil Oncesine kadar
coktan se¢meli ya da kisa cevapli sorular uygulanirdi (Wolf, 1995). Ozellikle
ilkdgretim gruplariyla calisan Ogretmenler kagit, kalem gerektiren testler gibi
geleneksel yontemleri tercih etmekteydi (Krajcik, Czerniak, ve Berger, 1999).
Ogrenci merkezli egitim modelllerinin dnemsendigi giiniimiiz toplumlarinda ise artik
test, kompozisyon gibi 6lgme yOntemleri Ogrencilerin fikir cesitliligini ortaya
koymak konusunda zayif kalmaktadwr (Krajcik ve digerleri, 1999). Bu anlamda
matematik Ogretmenlerine yapilan Oneriler, Olgme c¢aligmalarini  Ogrencilerin
matematiksel diisiinmesini ¢alistiracak, onlar1 dinleyerek bu diisiincelere cevaplar
verebilecek Ogretim bolimii olarak uygulamalaridir (Suurtamm, Koch, ve Arden,
2010).

Ders gozlemleri, yazililar, proje calismalari, ve performans degerlendirmeye

yonelik uygulamalar, kendi giiclii ve zayif yanlar1 oldugundan, birbirlerini
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tamamlayan 6lgme yontemleridir (Clarke, 1997). Birlikte kullanildiklarinda ise hem
daha zengin bir bilgi kaynagi olustururlar, hem de ortak bir gecerlilik kontrolii
yapmis olurlar (Anderson, 1998).

Tirkiye’de, ortaokul matematik miifredati Ogrencilerin gercek yasam
tecriibeleriyle matematik kavramlar1 arasinda anlamli iliskiler kurmasi {izerine insa
edilmistir (MEB, 2013). Bu anlamda beklenen, hem 6grenim c¢iktilarinin hem de
Ogrenim siirecinin Ol¢liilmesidir. Milli Egitim Bakanlhigi, 6l¢cme-degerlendirme
ciktilarinin diizenli olarak toplanmasii ve analiz edilmesini saglayan aktivitilerin
diizenlenmesini ve bu aktiviteler uygulanirken ogretmenlerin rehber goérevinde
olmalarin1 6nermektedir (MEB, 2013).

Milli Egitim Bakanligit (MEB) uluslaras1 platformlarda yer alan 6lgme
calismalarma da katilarak calismalarma devam etmektedir. Ogrencilerin matematik
o0grenimini uluslararasi baglamda 6lgen TIMSS, Uluslararas1t Matematik ve Fen
Egitimi Arastirmasi raporlarina gore Turkiye, 8. Siniflar kategorisinde, 1999 yilinda
38 iilke arasindan 31., 2007 yilinda ise ayn1 arastirmada yer alan 49 {ilke arasindan
30. swrada yer almistir (Egitim Arastirma ve Gelistirme Dairesi Bagkanligi, 2003;
2011). 2011 yilinda yapilan TIMSS calismasinda ise 8. siniflar kategorisinde 42 iilke
arasindan 24.; 4. smiflar kategorisinde ise 50 iilke arasindan 35. sirada yer almistir
(Mullis, Martin, Foy, ve Arora, 2012). Her TIMSS calismasinda iilkeler ve iilkelerin
niteliklerinin degismesi lizerine yapilan tartismalar bir yana birakilirsa, ¢alismanin
raporlar1 Tiirkiye’nin matematik basarisinin bir¢ok {ilkenin gerisinde oldugunu
gostermektedir (Mullis ve digerleri, 2012). Benzer bir sekilde cesitli iilkelerin
katildig1 PISA, Uluslararas: Ogrenci Basarisinin Degerlendirme Calismasi’nim, 2003
yilinda yayinlanan uygulama raporlar1 ise katilimci 6grencilerin % 50’sinin
matematik okur yazarlig1 baglaminda giicliik ¢ektigini ortaya koymustur (EARGED,
2005). PISA 2003 sonuglarinin anlatildig:r ilgili raporda egitim sisteminin
amagclarinin netlestirilmesi de tavsiye edilmistir.

Milli Egitim Bakanligi da TIMSS ve PISA ¢alisma sonug¢ raporlarinda
onerildigi gibi, egitim sisteminde net amaglar konulmasin1i 6nemsemektedir. Bu
baglamda, 6§renmenin sadece sonuglarmin degil slirecinin de iistiinde durmaktadir.
Buna ragmen, Onceki miifredatlarin uygulanmasinda oldugu gibi, Ogretmen

yetersizlikleri, materyal ya da teknolojideki eksiklikler, okul sayisindaki artis ya da
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fiziksel kosullar gibi sorunlar hala devam etmektedir.

Cahsmanin Amaci ve Arastirma Sorulari

Bu calismanin amaci matematik O6gretmenlerinin, 5. smiflarda 6lgme ve
degerlendirme calismalarini incelemek amaciyla yapilmistir. Bu anlamda, matematik
ogretmenlerinin 6lgme prosediirleri ve degerlendirme sonuglarini nasil kullandiklar1
arastirilmistir.  Ayrica Ogrencilerin  matematigi nasil 6grendikleri, matematik
ogretimini etkileyen faktorler ve matematik Ogrenimini Olgme konularindaki
Ogretmen goriisleri incelenmistir. Bu amagla asagidaki sorular olusturulmustur:

1. Katilime1 matematik 6gretmenleri 5. smiflarda hangi 6l¢me prosediirlerini

kullanmaktadirlar?

2. Katilimci1 matematik 6gretmenlerinin  formal ve informal &lgme
uygulamalar1 arasinda nasil iligkiler vardir?

3. Katilimc1 matematik Ogretmenleri 5. smiflarda Olgme sonuglarini
bicimlendirici (formative) olarak nasil kullanmaktadirlar?

4. Katilimec1 matematik Ogretmenlerin  dgrencilerin  matematigi nasil
ogrendikleri, matematik Ogretimini etkileyen faktorler ve matematik
o0grenimini Olgme konularindaki gorisleri ile Olgme prosediirleri
arasindaki iliskiler nelerdir?

5. Katilimer matematik Ogretmenlerinin algilanan 6lgme uygulamalar1 ve
onlarin 5. smiflarin matematik 6grenimini 6lgme konusundaki goriisleri

arasindaki celiskiler nelerdir?

Calismanin Onemi

Matematik Ogretmenlerinin miifredatlarla Onerilen degisikleri gercekten
algilamalari, bu onerilerin kalic1 olarak uygulanabilmesini saglayabilir. Tirkiye’de
bircok matematik 6gretmeni, 5. siniflarda son birkag¢ yildir ders anlatiyor. Bu durum,
bu yas grubundaki 6grencilere ders anlatabilmek ya da onlarla iletisim kurabilmek
gibi konularda dgretmenlere sorun cikarabilir. Ogrenciler i¢in de ortaokul ortaminda

yeni olmak bazi problemler dogurabilir. Matematik 6gretimi ve Ogreniminin
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gelistirilmesine katkida bulunmak adma, 5. smiflarda yapilan 6lgme-degerlemdirme
calismalarinin Ozelliklerinin belirlenmesi, matematik Ogretmenlerinin ve 5. smif
ogrencilerinin yasadig1 ya da yasayabilecegi sorunlarin ¢oziimiinde faydali olabilir.
Etkili 6lgme calismalar1 yapabilmek i¢in smiflarda yapilan 6lgme ve degerlendirme
calismalarinin goézlemlenmesi sarttir (National Council of Teachers of Mathematics,
2000). Bu ylizden Ogretmenlerin matematik derslerinde uyguladiklar1 6lgme ve
degerlendirme c¢aligmalarmi smif ortaminda arastirmak, matematik siniflarinda
dengeli bir 6l¢me sistemininin insa edilmesine de yardime1 olacaktir. Bu gerekliligie
dikkat cekmek baglaminda, O6gretmenlerin 6lgcme ve degerlendirme calismalart
arastirilmaya deger bulunmustur. Bunun yaninda, ¢aligma 08retmenlerin 6lgme ve
degerlendirme caligmalar1 konusunda analizler iizerine kuruldugu icin miifredatin
uygulanmastyla ilgili muhtemel aksakliklar1 da ortaya cikarabilecektir. Boylece
miifredat gelistiren ya da 6gretmen yetistiren bireylere de bu aksakliklarla ilgili bir

cesit bilgi kaynagi olabilecektir.

Kavramsal Cerceve

Olgme ve degerlendirme egitimin ‘bagimsiz’ bir pargasi degildir ve hem
ogretim hem de miifredat alanlarinda etkili bir siiregtir (National Research Council,
NRC, 2001). Bu siire¢ dort temel pargayla tamamlanmaktadir (McMillan, 2007):
amag¢ (purpose), 6lgme (measurement), degerlendirme (evaluation), ve sonuclari
kullanma (use). Amagclar deger bicme (summative), bigimlendirme (formative) ve
teshis etme (diagnostic) seklinde olmaktadir (Airasian ve Russell, 2008; Deneen &
Deneen, 2008; Hackling, 2004; Popham, 2011). Degerlendirme (assessment)
kavrami bu calismada Olgme (measurement) asamasini da kapsayacak sekilde
kullanilmakta olup formal ya da informal O6lgme-degerlendirme yoOntemlerini
icermektedir (Airasian ve Russell, 2008; McMillan, 2007; Wrag, 2001). Puanlama
(evaluation) yaptiktan sonra ise Ogretmenler calismalarini not vermek (grading),
ogretime yoOnelik kararlar almak (instructional decisions) ve teshis edici kararlar
almak (diagnostic decisions) i¢cin kullanmaktadirlar (McMillan, 2007). Tiim bunlar1
Ozetleyen ve Sekil 1’de gosterilen 6lgme-degerlendirme siireci ise bu ¢alismanin

kavramsal ¢gercevesini olusturmustur:
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Sekil 1. Olgme-degerlendirme siirecinin kavramsal gergevesi (McMillan, 2007,

p-9)

Arastirmanin Yontemi

Calismanin yontemi niteliksel bir arastrma yontemi olan c¢oklu durum
calismasidir. Veri toplama siireci 2013-2014 egitim-O0gretim yilinin  bahar
doneminde, Ankara’da bulunan bir devlet okulunda c¢alisan ii¢ matematik
Ogretmeniyle tamamlanmustir. Sekil 2°de sunulan gergeve, ¢alismada veri toplama ve

toplanan verileri analiz etme siireglerinin nasil gergeklestirildigini 6zetlemektedir:
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Ug katilimeiliyla durum caligmasi

A 4

Goriigsmeler

! |

v

Smif gozlemleri Dokiimanlarin Saha notlarinin
toplanmasi toplanmasi

v

Veri

!

Durumlarin kendi i¢inde analizi

i —

Karsilastirmali durum analizi

Tekli ve kargilastirmali
durum analizi
sonuglar1 (Boliim 4)

¢

Ortaya ¢ikan temalar |———»

Tartigma (Boliim 5)

Sekil 2: Veri toplama ve analiz etme siirecinin ¢ergevesi

Katihmecilar

Calisma ti¢ goniillii ilkdgretim matematik 6gretmeniyle gerceklestirilmistir.
Tim katilimcilar kadindir ve gegmiste 5.
ogretmenlerdir. Calisma boyunca Ogretmenlerin gizlilik haklarin1 korumak adimna

onlardan Ms. Kaya, Ms. Solmaz ve Ms. Yilmaz takma adlariyla bahsedilmistir.

Katilimcilar ve 6zellikleri Tablo 1°de verilmistir:
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Tablo 1: Katilimcilarin Ozellikleri ve Tecriibeleri

Takma ad  Cinsiyet Egitim Ogretmenlik  Hangi simflara
Tecriibesi (yil ders anlattigi
olarak)

Ms. Kaya Kadin [Ikogretim Matematik 4 5.,6.,7.ve 8.
Egitimi mezunu. Egitim smiflar.
yOnetimi, teftisi, Gozlemlendigi
planlamasi ve ekonomisi sirada 5., 6. ve 7.
alaninda yiiksek lisans smiflar
derecesi var

5.,6.,7.ve8.
Ms. Solmaz ~ Kadin [kogretim Matematik 2 siniflar.
Egitimi mezunu. Gozlemlendigi
sirada 5. ve 8.
smiflar
[k gretim Matematik 5 5.,6.,7. ve8.
Ms. Yilmaz Kadin Egitimi mezunu. smiflar.
Gozlemlendigi
sirada 5. ve 8.
smiflar

Veri Toplama Siireci ve Veri Kaynaklan

Veri toplama siirecinde oncelikle, 2014 yilmin Mart-Subat aylar1 arasinda,
detayli gériisme sorular1 pilot edilmis; daha sonra da, 2014 yilinin Mart ayinin ortasi
ve Haziran ay1 sonuna kadar, ana c¢alisma gergeklesmistir. Veri toplama silirecinin

zaman araligi Tablo 2’de verilmistir:
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Tablo 2: Veri Toplama Siirecinin Zaman Araligi

Calisma Zaman arahgi
Goriisme sorularmin hazirlanmasi Ocak 2013-Ocak 2014
Detayli goriisme sorularinin pilot Ocak 2014-Subat 2014
edilmesi

Data toplama araglar1 {izerinde Subat 2014

gerekli degisikliklerin yapilmasi

Katilimcilarla detayl1 gériismelerin Subat 2014-Mart 2014
yapilmasi

Swnif gézlemleri ve etkinlik-sonrasi Mart 2014-Mayis 2014
goriismeleri

Saha notlarinin ve dékiimanlarin Mart 2014-Mayis 2014
toplanmasi

Final goriismeleri Haziran 2014

Veri toplama siireci lic asamada tamamlanmistir. Birinci asamada, her
katilimciyla derinlemesine ve detayli birer gdriisme yapilmustir. Ikinci asamada video
kaydi kullanilarak smif gozlemleri yapilmistir. Her Olgme etkinliginden sonra,
katilimeilarla ayr1 ayri1 etkinlik-sonras1 goriismeleri yapilmistir. Veri toplama
siirecinin sonunda her katilimciyla final goriismesi yapilmistir. Ugiincii asama olarak

ise saha notlar1 ve kapsamli dokiimanlar toplanmistir.

Goriismeler ve Simif Gozlemleri

Calismada kullanilan detayli goriisme sorular1 katilimeilardan 6nce ti¢ farkl,
goniilli matematik 6gretmeniyle pilot edilmistir. Pilot caligmasina katilan tiim
ogretmenler, veri toplama siirecinde 5. siniflara matematik anlatiyorlardi. Birinci
katilime1 32 yillik 6gretmenlik tecriibesine sahipti, ikinci katilime1 1 yil, tiglincii
katilime1 ise 16 yillik 6gretmenlik deneyimine sahipti. Tiim gorlismeler ses kayit
cthaziyla kayit altina alindi. Pilot ¢aligmalarin sonucunda zaman kazanmak ve
sorularin daha anlasilir olmasini saglamak i¢in bazi sorular kisaltildi, birlestirildi ya

da cikartild1.
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Ana calisma srrasinda, Oncelikle katilimeilarla detayli goriigmeler yapildi.
Daha sonra her bir katilimeiyla simif gozlemleri yapildi. Sinif gézlemi yapilsin ya da
yapilmasm her katilimcinin yaptig1 formal ya da informal 6lgme ¢aligmasi sonrasi
etkinlik-sonras1 goriismesi yapildi. Tim goriismeler kayit cihaziyla kayit altina
alimdi. Detayli goriismeler ortalama 60 dakika siirereken, etkinlik-sonrasi
gortismelerin 10 ila 20 dakika arasinda bir siirede tamamlandig1 gézlemlendi.

Arastirmaci, sinif i¢indeki 6lgme siirecini gozlemleyebilmek i¢in, dort adet
etkinlik hazirladi, danigman ve jiiri liyelerine onaylatt1 ve bunlar1 katilimcilara sundu.
Onlarin sectigi zamanlarda, ders planlarina uygun olarak bu ¢aligmalar katilimcilarin
sectikleri 5. smif gruplarinda uygulandi. ‘Problem ¢6zme etkinligi’ ve ‘kisa smav
(quiz)’ etkinlgi Ogrenciyle etkilesimi cok olmayan, daha c¢ok yazili tarzinda
calismalardi. Bu yiizden katilimc1 6grenciyle etkilesimin daha fazla oldugu ve bu
ylizden 6gretmenin 6lgme uygulamalarina yonelik daha fazla veri toplayabilecegi
‘kesirlerle toplama’ ve ‘dikdortgen olusturma’ etkinliklerini siif ortaminda
gozlemledi. Ayrica, Ms. Kaya’nin kendi hazirladigi ve Ogrencilerine uygulattigi
performans-gorevi etkinligi de sinif ortaminda goézlemlenmistir. Sinif gdézlemleri
sirasinda arastirmaci tiim silireci kamera ile kayit etmistir. Her bir katilimcinin
uyguladig1 aktiviteler, onlarla yapilan goriismeler ve bu calismalarin stireleri Tablo

3’te Ozetlenmistir:

373



Tablo 3: Etkinlikler ve gozlem siireleri

Katilhmei

Etkinlik ad:

Gozlem

Kamera
ile kayit
siiresi

Etkinlik-
sonrasi
goriisme

Ms. Kaya

Ms. Solmaz

Ms. Yilmaz

Kisa simav (quiz)
Kesirlerle toplama
Problem ¢ozme
Dikdortgen olusturma
1. yazih

2. yazil

3. yazili
Performans-gorevi
Proje c¢alismasi

Kisa siav (quiz)

Kesirlerle toplama
Problem ¢ozme
Dikdortgen olusturma
1. yazih

2. yazil

3. yazili
Performans-gorevi
Proje ¢alismasi

Kisa siav (quiz)
Kesirlerle toplama
Problem ¢dzme
Dikdortgen olusturma
1. yazih

2. yazil

3. yazili
Performans-gorevi
Proje ¢alismasi

iki ders saati

Bir ders saati

iki ders saati

Bir ders saati

Bir ders saati

iki ders saati

Bir ders saati

45 dakika

32 dakika

72 dakika

30 dakika

34 dakika

68 dakika

26 dakika

J’_

+ 4+t

4+t +

+ 4+ + o+

Bu calisma srrasinda ders gozlemleri, ders gozlemlerinden sonra alinan
betimsel notlar ve kamera kayitlar1 katilimcilarin informal 6lgme-degerlendirme
calismalarina sorularmni

yonelik arsstirma cevaplandirirken  goriismeler ve

dokiimanlarla yapilan analizlere destekleyici veriler olarak olarak kullanilmistir.

Saha Notlar1 ve Dokiimanlar

Veri toplama siirecinin bir bagka agamasi da saha notlarinin ve dékiimanlarin

toplanmasidir. Saha notlar1 tiim calisma boyunca toplanmistir. Bu baglamda,

374



katilimc1 6gretmenlerle kisa siireli ayakiistli goriismeler yapilmis ve 5 dakika i¢inde
bu goriismeler yazili olarak not edilmistir. Bu goriismeler 6gretmenlerin diger
goriismelerde bahsetmedikleri ve 6lgme-degerlendirme alanindaki uygulamalar: ile
ilgili olan goriismelerdir. Dokiimanlar ise 6gretmenlerin yillik ve giinliik planlarin;
okuldaki matematik ziimresinin karar tutanaklarmi; 6grenci aktivite, quiz, yazili,
odev, performans gorevi, proje O0devi gibi caligmalarini; 5. smif ders kitabini
kapsamaktadir. Tiim saha notlar1 ve dokiimanlar; ¢caliyma sirasinda yapilan detayl
goriismeler, etkinlik-sonras1 goriigsmeler, final goriismeleri ve smif gézlemleri ile elde

edilen verileri desteklemek ve aydinlatmak amaciyla kullanilmistir.

Veri Analizi

Toplanan veriler iki asamada analiz edilmistir. Birinci asamada her durum
kendi i¢inde analiz edilmis, ikinci asamada ise karsilastrmali durum analizi
yapilmistir. Arastirmaci, Oncelikle tiim goriismelerin kayitlarmi yazili dokiimana
cevirmistir. Kodlama asamasinda ise Oncelikle benzer bir ¢alismayr daha once
yapmis olan Suzieleez Abdul Rahim (2012) isimli arastirmaciya ait bazi kodlarin s6z
konusu calismaya da uyum sagladigi farkedilmis ve kendisinden alinan izin
dogrultusunda bu kodlarla calisilmaya baslanmistir. Kodlamalarla ilgili yapilan ilk
calismalar Ms. Kaya isimli katilimcinin verileri iizerinde denemis ve tez danismani
tarafindan kontrol edilmistir. Tez danismanmm da verdigi diizeltmeler sonrasi
arastrmact kodlamalara son halini vermistir. Tim katilimcilarla yapilan tiim
goriismeler kodlandiktan sonra bir baska asistan-doktora dgrencisi tarafindan tekrar
kodlanmistir. Arastirmacinin  ve ikinci kodlayici arastirmacimin  kodlamalari
karsilastirilmis ve % 80 oraninda bir uyum gdzlemlenmistir. ikinci kodlayicinin da
verdigi 6neriler dogrultusunda, kodlamalar son halini almistir.

Durumlar kendi iglerinde analiz edilirken ortaya ¢ikan anahtar temalar
karsilagtrmali durum analizleri yapilirken temel olusturmustur. Karsilastirmali
durum analizinde, katilimcilarin (durumlarm) 6lgme prosediirleri ve degerlendirme
sonuclarint nasil kullandiklari; onlarm 6grencilerin matematigi nasil 6grendikleri
hakkinda, matematik Ogretimini etkileyen faktorler hakkinda ve matematik

ogrenimini 6lgme hakkinda ortaya koyduklar1 veriler farkliliklar ve benzerlikler
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seklinde karsilagtirilmistir.

Veri analizleri sonuglart yazilirken, kamera kayitlari, siif gozlemleri ve
dokiimanlar gortismeleri desteklemek, ac¢iga kavusturmak ve ihtiyag duyulan
noktalarda okuyuculara daha net bilgiler sunmak amaciyla kullanilmistir. Analiz
sonuglari, okuyucuya sunulurken, oncelikle her bir durum caligmasi i¢in ayr1 ayri
anlatilmistir. Ikinci asamada durumlarin karsilastirilmasi sonucu ortaya cikan
bulgular anlatilmistir. Durumlar kendi i¢lerinde ve karsilastirmali olarak anlatilirken
okuyucuya okuma kolayligi saglamak ve ¢alismanin amacina bagli kalmak adina tiim
basliklar arastirma sorularina uygun hazirlanmistir. Ayrica, gerekli goriilen yerlerde

tablolar ve dokiimanlara ait figiirler (resimler) kullanilmastir.

Bulgular ve Tartisma

Calisma  sonuglari, tiim katilimcilarin = 6lgme ve  degerlendirme
uygulamalarmin McMillan (2007) tarafindan 6nerilen kavramsal ¢ergeveyle uyumlu
oldugunu gostermistir. Ornegin dlgme amaclarmi yerine getirmek i¢in, katilimeilarin
hem informal hem de formal Olgme yOntemlerini siniflarinda uyguladiklar:
gbozlemlenmistir. Daha sonra cevap anahtarlar1 ya da puanlama-kilavuzu kullanarak
O0lgme c¢aligmalarint degerlendirmislerdir. Sonuglar1 ise, not vermek (grading),
ogretime yoOnelik kararlar almak (instructional decisions) ve teshis edici kararlar
almak (diagnostic decisions) i¢in kullanmiglardir. Sonuclar bes anahtar tema aciga
cikarmustir.

Birinci tema katilimcilarin 6lgme prosediirleri hakkindadir. informal 6lgme
yontemleri i¢in tiim katilimcilar sinif ici gozlemler ve tiim smifin tizerinde ¢alistig
sorular1 kullanmiglardir. Ms. Solmaz ve Ms. Yilmaz diizenli 6dev kontrolleri
uygulamis, Ms. Solmaz ayrica matematik giinliigii tutturmustur. Sadece Ms. Yilmaz
quiz uygulamis, sadece Ms. Kaya oOgrencilerin ders sirasinda, kendi aralarinda
yaptiklar1 fikir tartismalarmni da informal 6lgme metodu olarak kullanmistir. Informal
O0lecme proseriirlerinde ise genel olarak hepsi smif i¢cinde dolasarak gozlemler
yapmislar ve kisa cevapli sorular sormuslardir. Ayrica higbiri ders i¢i gozlemleri i¢in
yazili kayitlar tutmamistir. Bunun yani sira hepsinin, ders gozlemleri sirasinda,

ogrencilerin caligmalarina miidahele ettikleri gézlemlenmistir. Sonuglar, ayrica,
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hicbir katilimcinin informal 6lgme ve degerlendirme ¢alismalarinin sonuglarinin
ogrencilerin yilsonu notlarina katkist konusunda bir oran belirlemedigini ortaya
koymustur. Ms. Kaya ve Ms. Solmaz’in informal 6lgme ve degerlendirme siirecinde
velilerle temas hainde oldugu da tespit edilen sonuclar arasindadir.

Formal olarak ise tiim katilimcilarin, Milli Egitim Bakanligi’'nin (MEB,
2013a) uygulama ve takvim konusundaki mevzuatlarina uyduklar1 gézlemlenmistir.
Bu baglamda katilimcilar tiger tane yazili sinav, bir performans gorevi ve bir proje
calismast uyguladilar, yazili ve performans gorevlerini en az bir hafta Once
duyurdular. Sonuglar1 ise 10 ig giinii igerisinde anons ettiler. Proje ¢alismalarini ise
Aralik aymnda duyurup, Nisan ayinda topladilar. Icerik acisindan da, katilimcilar
yazililarda genellikle coktan se¢gmeli, dogru-yanlis, kisa cevapli, bosluk doldurma
gibi 6gretim programma uygun soru tiplerine yer verdiler. Uygulamalardan once
cevap anahtarlarmi ya da puanlama-kilavuzlarini hazirladilar ve ortak sinav
raporlarmi idareye sundular. Ozet olarak, tiim katilimcilar hazirlama, uygulama ve
degerlendirme asamalarinda matematik O6gretim programmin Onerilerine uygun
hareket etmistir. Ders kitabin1 ise soru hazirlama ve matematik gorevlerini tasarlama
asamalarinda kullandiklar1 gézlemlenmistir.

Arastirmalar, 6gretmenlerin proje ¢alismalar1 ve performans gorevleri ile
ilgili amag, icerik, uygulama ve degerlendirme ac¢isindan sorunlar yasadiklarini
ortaya koymustur (Meydan ve Oztiirk, 2008; Tiifekcioglu ve Turgut, 2008). Soz
konusu calisma da arastirmalarla paralel sonuglar ortaya koymustur. Ornegin
katilimeilar performans gorevi ve proje calismalar: i¢in kullandiklar1 puanlama
kriterlerini (puanlama-kilavuzu) kendileri hazirlamamiglar, internetten adapte
etmslerdir. Bunun yaninda bazi katilimcilar, performans goreviyle ilgili ¢calismalar1
vakit sikinitist ya da 5. smif 68rencilerinin hazir bulunuslarindaki eksiklerden dolay1
sinif ortaminda gerceklestiremediklerini sdylemislerdir. Bu sdylemler, veri toplama
siirecinde yapilan gozlemlerle de ortaya konmustur. Buna ek olarak, proje caligmalar1
ve performans gorevlerinin evde tamamlanan asamalarinda velilerin yardim etmesi
de s6z konusu caligmada katilimcilar tarafindan sorun olarak dile getirilmistir. Bu ve
benzeri sonucglar gegmis saha calismalarinda da acgiga ¢ikarilmistir (Acar ve Anil,
2009; Ari, 201; Baki ve Biitiiner, 2009). Ayrica, yine benzer ¢alismalarda ortaya

kondugu gibi, proje ya da performans gorevlerinin 6grencilere uygulanan yazili
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smavlar ya da smif gozlemlerinden bagimsiz olarak notlandirilmadigi da ortaya
konmustur. Ornegin Ms. Solmaz’la yapilan gériismeden yapilan asagidaki almt1 bu
durumu net olarak 6zetlemektedir:

Yani o puanlama Glgeklerinin ¢ok da sey ne bileyim ben ¢ok gegerli ve

giivenirli oldugunu diisiinmiiyorum ben agikcasi. Ya evet onun o amagcli, hani

ogretmen daha objektif olsun, daha gercekten de ise yarar bir sekilde verilsin
notlar diye yapiliyor ama hani ¢ok dyle oldugunu diisiinmiiyorum. Mesela
attyorum...(diistinliyor) ¢ocuk caba gosteriyor. O...yani o puani hak ettigini
diisiiniiyorsun. E puam verirken mesela iste oralar1 doldurmaya calisiyorsun

(gtiliciik). Suradan su kadar gelse, buradan bu kadar gelse falan diye.

Formalite icab1 yani. Yani bazen dyle seyler oluyor. (q73)

Calismanin  ikinci anahtar bulgusu ise informal ve formal &lgme-
degerlendirme calismalarmin sonuglarmm kullanilmas1 asamasinda baglantil
olabildigidir. Ussher ve Earl (2010) tarafindan 6nerildigi gibi, 6l¢cme-degerlendirme
ister deger bigme (summative), ister bigimlendirme (formative) amagli olsun,
sonuglar hepsi i¢in kullanilabilir. Bu anlamda calismanm katilimcilarinin deger
bicme amaciyla uyguladiklar1 6lgme uygulamalarim1 degerlendirdikten sonra
bicimlendirme amagli kullandiklar1 gozlemlenmistir. Teshis koyma amaci da
calismalarda bir ¢esit bigimlendirme amaci olarak tanimlanmaktadir (Crisp, 2012;
Keeley ve Tobey, 2011; Sach, 2012). Calisma bu anlamda da 6rnekler sunmustur.
Ornegin Ms. Kaya performans gdrevi sonuclarmi (deger bigme amacli), kesirlerle
islemleri modelleyemeyen 6grencileri belirlemekte (teshis koyma) kullanmistir. Ms.
Yilmaz ise yazili smav (deger bicme amacli) sonuclarmi uzunluk Olgiilerin {ist
katlarma ¢eviri yapmakta zorlanan ya da kesirleri siralamakta, ondalik kesirlerle
toplama yapamayan Ogrencileri tespit etmekte (teshis koyma) kullanmistir. Ms.
Solmaz’in yazili sonuclariyla geometri konularinda iyi olan &grencileri belirlemesi
(teshis koyma) de informal ve formal 6lgme uygulamalarinin kullanma asamasindaki
iligkilerine bir 6rnek olarak ¢alismada ortaya konmustur.

Calismanin iiglincii anahtar bulgusu olarak tiim katilimcilarin deger bigme
amacgl yaptiklar1 6lgme uygulamalarinin sonuglarini bi¢cimlendirme amacli da
kullandiklar1 baska alanlar da gdzlemlenmistir. Ornegin, dlgme sonuglarmi dgretim
ve Olgme uygulamalariyla ilgili kararlar almak veya oOgrencilerin matematik
ogrenimlerini gelistirmek amagh kullanmiglardir. Sonuglar diger benzer calismalarla

da desteklenmektedir (Abdul Rahim, 2012; Trotman, 1997; Ugar, 2007).
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Calismanin kendisine 6zel ya da ilgili ¢aligmalarda karsilagiimayan sonuglari
da olmustur. Ornegin Ms. Solmaz dlgme ve degerlendirme sonuglarini dgrencilerin
notlarim yiikseltmeye yonelik 6diil vermek i¢in kullanmistir. Bu aslinda davranisci
yaklagimin sinifta uygulanmasidir ama ortaokul matematiginde ¢ok rastlanmayan bir
sonugtur. Ms. Solmaz uygulamasiyla ilgili asagidaki agiklamay1 yapmaistir:

Ben 1. donem sey demistim onlara 3 sinavinin iigii de 85ten yukar1 olursa iste
bu sozlii notu olacak ya da iste hediye verecegim falan gibisinden bir sart
kosmustum. 3 smavinin da ii¢ii yiiksek olan vardi hatta 2 tanesi 100, bir tanesi
98 olan da vardi yani boyle 6grenciler de var. Boyle 68rencilere ufak tefek
hediyeler verdim donem sonunda. Ama hicbir sey yapamayan da var tabiki
de. Hani o da ilk zaman etkili olmustu mesela. Ya da su an yaptigimiz bir sey
var. Odev listelerimiz var. Bu &dev listelerinde 10 tane artis1 olan bir tane
yildiz aliyor. Donem sonuna kadar iste 10 yildiz biriktirene bir s6zIii notum
100 olarak gelecek. Kim olursa olsun. Boyle bir sablon var mesela simdi

(q101)

Yukarida Ms. Solmaz’a ait olan alintidan anlasilacag gibi, katilimei notla ya
da bir hediyeyle 6diillendirmenin 6grencilerin matematik ¢aligmalarina pozitif etki
ettigini gérmiis ve bu ylizden uygulamasima devam etmistir. Veri toplama siirecinde
de, hakettigini diisiindiigii 6grencilere, ders i¢ci performans notlarin1 daha yliksek
vererek 6lgme ve degerlendirme sonuglarini ddiillendirme amagl kullanmaya devam
etmistir.

Dordiincii bulgu ise katilimeilarin goriisleriyle 6lgme prosediirleri arasindaki
iliskidir. Ornegin diizenli tekrar yapmanmn &nemine vurgu yapan bir katilimci
ogrencilerine diizenli olarak tekrar yapmalarini saglayan matematik giinliikleri
tutturmustur. Bunun yaninda ayni fikirdeki katilimcilarin ders kitab1 disindaki
kaynaklardan 6dev ya da calisma kagitlar1 vermeleri de bu iliskiyi ortaya koymustur.
Bunun yaninda, tiim katilimcilar, zaman yetersizliginin 6lgme-degerlendirme
siirecine negatif etki ettigini savunmuslardir. Olgme ¢alismalarinda poster
hazirlatma, drama, {iriin dosyas: hazirlatma gibi calismalar1 uygulamayislar1 da bu
goriislerinin uygulamalarina etkisi olarak gozlemlenmistir. Katilimcilar 6grencilerin
Tirkce konusundaki zayifliklarinin  matematik  Ogretmeyi  giliclestirdigini
belirtmislerdir. Bu konudaki fikirlerinin yansimasi ise performans gorevlerini ve
projeleri degerlendirirken kullandiklar1 puanlama kriterleri arasinda Tiirkce’yi

kullanma tizerine de bir kriter bulunmasidir. Performans gorevi ve proje ¢alismalarini
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formalite icabi1 uyguladiklarim1 dile getirmelerinin yansimasi da bu dlgme
yontemleriyle ilgili kullandiklar1 puanlama-kilavuzlarinda 6zellikle gézlemlenmistir.
Ogrencilerin ya da kendilerinin geometriye kars1 ilgilerinin daha yiiksek oldugunu
belirten katilimcilarin da geometri konusunda proje calismalar1 vermesi bu iki veri
arasindaki ligskiyi gostermektedir. Bagka bir iligki de, ders kitabinin faydali oldugunu
belirten katilimcilarin, yazili sorularmni hazirlarken de ders kitabindan faydalanmalari
baglaminda gozlemlenmistir. Son olarak godzlemlenen, katilimcilarin ders ici
gozlemleri tiim diger Olgme yoOntemlerinden daha Onemli bulmalariyla bu
goriislerinin onlarm dlgme prosediirleriyle iliskisidir. Ornegin katilimeilarin ders igi
etkinliklerde smif i¢cinde dolasmalar1 ya da tahtada Ogrencilerin caligmalarmi
gozlemlemeleri, grup caligmalar1 uygulamalari ya da yazili sorularmi ve cevap
anahtarlarini, performans gorevi ya da projedeki uygulamalarinin aksine,
kendilerinin hazirlamalar1 bu iliskinin gézlemlendigi prosediirlerdir.

Calismanin besinci ve ayni zamanda son anahtar bulgusu 6gretmen goriisleri
ve onlarin algilanan 6lgme uygulamalar1 arasindaki celiskilerdir. Ornegin tiim
katilimcilar ders i¢i gézlemlerin en dnemli 6lgme yontemi oldugunu belirtmistir ve
ogrencilerin  yilsonu notlarin1  verirken bu goézlemlerden faydalandiklarini
sOylemislerdir. Ancak, c¢alisma smrasinda arastirmaci tarafindan algilanan 6lgme
uygulamalarma gore katilimcilar sinif gézlem sonuglarin, yilsonu notlarina katkisi
iizerine herhangi bir oran belirtmemislerdir. Ayrica tiim katilimcilar performans
degerlendirmenin performans gorevleri araciligiyla yapildigini diisiinmektedir ama
hicbiri puanlama-kilavuzlarinda Ogrencilerin matematiksel becerilerini 6lgmekle
ilgili bir kriter belirmemistir. Dahas1 katilimcilardan ikisi performans gorevlerini
yaparken oOgrencileri goézlemlememislerdir. Son olarak katilimcilar performans
gorevleri ya da projelere velilerin yardim etmesinin negatif bir durum oldugunu dile
getirmiglerdir fakat katilimcilardan ikisinin performans gorevlerinin tiim asamalarini
eve Odev olarak vermeleri bu diisiinceleriyle uygulamalar1 arasindaki celiskiyi
gostermistir.

Yapilan ¢aligmalar, Ogretmen goriisleri ve onlarin algilanan 6lgme
uygulamalar1 arasindaki celiskilerin mesleki tecriibelerinin az olmasindan kaynakli
olabilecegini belirtmektedir (Bol v.d., 1998; Zhang ve Burry-Stock, 1998). Bu

calismada da, katilimcilarin calisma yillar1 1 ve 5 arasinda degismektedir. Bu yiizden
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goriigleri ve uygulamalar1 arasinda gozlemlenen c¢eliskiler, onlarin c¢alisma
tecriibelerinin az olmasindan kaynakli olabilir.

Katilimcilar genel olarak performans gorevlerinin uygulanmasi {izerine
problem yasadiklarindan bahsetmisleridr. Bu durumla ilgili olarak Milli Egitim
Bakanlig1 2013-2014 egitim-6gretim yilindan sonra performans gorevlerini zorunlu
Oleme yontemi olmaktan ¢ikarmistir (MEB, 2014). Bu durumda bu ¢alismadaki ya da
bununla 1lgili benzer ¢aligmalardaki katilimci dgretmenlerin performans gorevleri
hakkindaki negatif goriisleri bir ¢esit ongorii olarak diisiiniilebilir.

Katilimcilar ayrica farkli tipte performans degerlendirme metodlarni
smiflarinda uygulamamiglardir. Bu durum benzer calismalarda sunulan sebeplerden
kaynaklanabilir. Yapilan ¢alismalar, Ogretmenlerin performans degerlendirmeye
yonelik 6lcme ve degerlendirme c¢aligmalarinda, bu tip metodlarin uygunlugundan
emin olmadiklar: i¢in uygulamadiklarini ortaya koymaktadir (Cooney, Bell, Fisher-
Cauble ve Sanchez, 1996; Ohlsen, 2007). Ayrica bazi g¢alismalar, performans
degerlendirme metodlarint hazirlama ya da uygulama konularinda 6gretmenlerin
kendilerini yetersiz hissetmesinin de onlarin caligmalarin1 olumsuz etkiledigini
gostermistir (Bigak & Cakan, 2004; Dogan, 2005; Duban & Kiiclikyilmaz, 2008;
Gelbal & Kelecioglu, 2007). Bu tip sonucglar sozkonusu ¢alismada da
gozlemlenmistir. Ornegin Ms. Yilmaz dereceli puanlama cetveli hazirlamayla ilgili
bir soruya asagidaki yanit1 vermistir:

Seyde, acikcast biz bunu eee iiniversitede daha cok kullaniyorduk-o
sunumlarda, seylerde. Eeee burada kullandigim iste proje degerlendirmede
falan kullaniyorum. Eee ama ben de ¢ok bilgili degilim bu konularda. Yani
evet Universitede gordiim ama bunu c¢ocuklara nasil tam olarak
uygulayacagim konusunda sey degilim gibi geliyor bana. Cok yani yeterli
degilim gibi geliyor (q138)

Calisma sirasinda yapilan tespitler, Tirkiye’de siiregelen bazi 6gretmen
goriislerin hala etkisinin siirdiigiinii gdstermistir. Ornegin Ms. Solmaz, evde ddev
olarak ¢6ziilen soru sayisinin etkili bir 6dev oldugunu diisiinmektedir. Aragtirmalar
0dev yapmanin matematik 6grenmeye olana olumlu katkilarinin ¢ok soru ¢ézmek ile
baglantili olmadigini bulmuslardir (Rosario, Nuiiez, Vallejo, Cunha, Nunes, Mourao,

ve Pinto, 2015).
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Dogurgalar

Bu ¢alisma sundugu bes temel sonuca ek olarak matematik 6gretmenlerinin
O0lecme ve degerlendirme uygulamalarina yonelik birgok 6rnek de barmndirmaktadir.
Ornegin ¢alismada informal ve formal bircok dlgme-degerlendirme uygulamasi, sinif
ici uygulamalar ve gozlemlerle ilgili bulgularla anlatilmistir. Ogretmenler,
calismanin ortaya koydugu bu sonuglarla kendilerinin 6lgme-degerlendirme
sonuclarint nasil kullandiklarini kiyaslayabilirler. Ayrica katilimcilarin  6lgme-
degerlendirme sonucglarmi hangi matematiksel alanlarda kullandiklar1 konusunda da
bircok sonug ortaya konmustur. Ornegin, dgretmenler, bu ¢alismadan; katilimcilarin
ne zaman bir konuyu tekrar ettikleri, 6grencilerin matematigin hangi alanlarinda
glicli ya da zayif olduklari, katilimcilarmm Olgme-degerlendirme sonuglarini
kullanarak 6grencilerin matematiksel gelisimlerini nasil takip ettikleri, onlar1 bireysel
calismalara nasil tesvik ettikleri, onlarm Ogrencilerine nasil not verdikleri,
bicimlendirici doniitleri nasil verdikleri, 6grencilerin kaygili hissetmesini engellemek
icin Oleme-degerlendirme sonuglarini nasil kullandiklar1 gibi konularda yardim
alabilirler. Ote yandan, katilimc1 goriisleri ve uygulamalar1 arasindaki celiskiler ve
iliskiler de 6gretmenlere yardimci olabilecektir. Egitim fakiiltelerinde de 6lgme ve
degerlendirme derslerinde 0Ozellikle puanlama-kilavuzlart hazirlama, nitelikli
performans gorevleri ya da projelerin 6zellikleri iizerinde daha cok durulabilir.
Boylece 6gretmen adaylarinin, ¢alismadaki katilimeilarin ortaya koydugu diisiinceler
ve uygulamalar arasindaki ¢eliskileri yasamadan 6lgme ve degerlendirme yapmalari
kolaylasabilir.

Katilimcilarin dile getirdigi bir diger problem de ortak smavlardir. Ortak
sinav Milli Egitim Bakanligt mevzuatinda yer almaktadir (2013a). Ancak
katilimcilar, bu sinavlarda tiim sorularm kendileri tarafindan hazirlanmamasi ya da
smif seviyelerinin birbirinden farkli olmasi gibi sebeplerin, ortak smavlarin
gecerliligini olumsuz yonde etkiledigini belirtmislerdir. Bu anlamda Milli Egitim
Bakanligi’nin diizenlemeler yapmasi, O6gretmenlerin bu konudaki streslerini ve

endiselerini giderebilir.
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Son olarak, Milli Egitim Bakanlig1 ve matematik programini hazirlayanlar da,
katilimeilarin yas grubunun uygun olmamasiyla ilgi goriislerini dikkate alarak, proje
yonteminin 5. smiflarda uygulanmasi konusundaki zorunlulugu tekrar gdézden

gecirebilirler.

Arastirmanin Simirhhklan

Calisma katilimcilarin goriisleri, anlayislar1 ve tecriibeleriyle sinirhidir. Daha
once higbiri video ¢ekimi yapilan bir smifta ders anlatmadigindan, ders gézlemleri
sirasinda rutin smif ¢alismalarinda oldugundan daha farkli davranmis olabilirler. Bu
sirada arastirmacinin simifta olmasi da onlarin ve dgrencilerin davraniglarmin giinliik
ders ortammdan daha farkli olmasma sebep olmus olabilir. Ote yandan calisma bir
durum calismasidir. Bu yiizden genelleme anlaminda sinirhidir ve sonuglar okul,
matematik miifredati, okulun matematik ziimresi baglaminda degerlendirilmistir. Son
olarak tiim caliymada veri toplayici, gozlem yapan, veri analizi yapan Kkisi
arastimacinin  kendisi oldugundan bazi durumlarda odaklanamama ya da bazi
verilerin gézden kacirilmasi gibi arastirmacidan kaynakli durumlar da arastirmayi
sinirlamistir. Bu siirlilik aragtirmacinin katilimcilarla ayni zamanda meslektas ve

gecmiste calismis olma pozisyonunda olmasini da kapsamaktadir.

Gelecekteki Cahsmalar icin Oneriler

Benzer bir ¢alismanin gelecekte hem 6zel okullarla hem de devlet okullariyla
yapilabilir. Boylece devlet ve 6zel okul 6gretmenlerinin 6lgme uygulamalar1 arasindaki
farklarin sebepleri ortaya konulabilir. Calisma ayrica ortaokulun farkli gruplarina
uygulanabilir. Ornegin 6. smif, 7. smif ya da 8. smiflara uygulanabilir. Ayrica lise
gruplarina da uygulanabilir. Boylece benzer ¢aligmada farkli sonucglar ortaya konur ve
ogretmenler, daha etkili Olgme-degerlendirme c¢aligmalarinin nasil yapilabilecegini
sorgulayabilirler.

Benzer bir ¢alisma 6gretmen adaylariyla da gergeklestirilebilir. Sonuclar en
cok da Ogretmen goriglerinin ve uygulamalarmin arasindaki celiski ve iligkiler
baglaminda degerlendirilebilir. Zamanla 06l¢gme-degerlendirme hakkinda gortisler

pozitifken, negatif olarak m1 degisiyor, incelenebilir. Eger dyleyse, sebebi arastirilabilir.
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Calisma kisitl sayida siif gézlemine dayanmaktadir. Aslinda, sinif gézlemleri
ogretmenlerin ¢aligmalarinin ortaya konmasinda ¢ok detayli ve nitelikli veriler ortaya
koymaktadir. Bu ylizden, gelecekte benzer ¢aligmalar daha fazla smif i¢ci gézlemiyle
olusturulabilir.

Son olarak, 6gretmenlerin performans gorevi, proje, puanlama-kilavuzu ve not
verme konularinda gelismelerine katkida bulunulmasi icin seminerler ve hizmetigi

egitimler hazirlanabilir.
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APPENDIX N

TEZ FOTOKOPISI iZIN FORMU
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YAZARIN
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Adi : Nihan
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TEZIN ADI (ingilizce): Assessment in the Sth Grade Mathematics Classrooms: A
Case Study of the Teachers’ Practices

TEZIN TURU : Yiiksek Lisans Doktora -

1. Tezimin tamamindan kaynak gosterilmek sartiyla fotokopi alinabilir.

2. Tezimin i¢indekiler sayfasi, 6zet, indeks sayfalarindan ve/veya bir
bolimiinden kaynak gosterilmek sartiyla fotokopi almabilir.

3. Tezimden iki (2) yil siireyle fotokopi alinamaz. -
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