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The aim of this study is to investigate the change process of early childhood
teachers’ formative assessment practices via collaborative action research.
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gathered through interviews and observations. The findings about the
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Introduction

In its broad definition, assessment is a process for gathering information to make decisions about children's
development and learning, instruction, programs, and interventions (Carr, 2001; Mindes & Jung, 2015;
Wortham, 2011). The role of formative assessment is increasingly recognized as important for providing
guidance and feedback to teachers and learners for a meaningful instruction. Formative assessment is not only
assessment but also a mean for learning; it is an essential piece of effective pedagogy. When applied to young
children, assessment should provide a rich picture of the ways in which they learn, think, and act (Bowman,
Donovan, & Burns, 2001; Twombly, 2014).

Formative assessment is a process that informs and supports teaching while learning is taking place (Black &
Wiliam, 1998; Heritage, Kim, Vendlinski & Herman, 2009). Shepard (2009) asserted that assessment should be
placed in the center of the teaching and learning process instead of being conducted at the end of the
instruction. Systematic, ongoing assessment of learning has become a critical characteristic of high-quality
programs (Donovan, Bransford, & Pellegrino, 2000). Recent research reports that formative assessment is a
fundamental strategy for improving student learning (Dunn & Mulvenon, 2009; Hattie & Timperley, 2007;
McMillan, Venable & Varier, 2013). Authors of a longitudinal research project assert that the importance of
formative assessment depends on how it meets children’s needs and supports their learning (Siraj-Blatchford
et al., 2002). The contributions of formative assessment to the teaching process are so great that Black (2001)
recognizes it as a tool for educational reform. The evidence obtained from formative assessment practices has
an impact on the adaptation of teaching so as to meet children’s needs (Black, Harrison, Lee, Marshall &
Wiliam, 2004). Especially in early childhood settings, teachers need more curriculum-embedded assessment
strategies to meet complex learning processes of young children. Formative assessment also enables teachers
to provide effective feedback during learning moments. In addition to research studies, the National
Association for the Education of Young Children, the National Council of Teachers of English, and the National
Council of Teachers of Mathematics have long promoted the use of formative assessment early childhood in
learning contexts.

Observation is the cornerstone of the formative assessment process and is seen as the foundation of all
assessment techniques (Gullo & Ambrose, 1987; Wortham, 2012). During observations teachers purposefully
document evidence of children’s learning and development via multiple tools. Teachers make decisions based
on their observations during their many hours with students and decide about what and how to teach and
which materials to use. They make decisions about both the children's and their own roles during activities.
They analyze children’s interactions and decide how to provide feedback and guide their learning experiences.
Early childhood professionals view classroom observation based on specific criteria as one of the best methods
for determining a child's strengths and weaknesses (Seefeldt, 1998). Observation is also recognized as a
valuable way to gather information about students’ progress and to become aware of children’s individual
characteristics (Wortham, 2012). Children's natural behaviors in a normal setting provide more important clues
about their development than formally designed assessments or instruments (Beaty, 2012). Especially during
the early years, when children are unable to express themselves fully with words, observation is eminently
valuable.

Though the theoretical contributions of formative assessment are well documented in the literature,
especially in early childhood learning environments, there are limited studies on this critical issue. Formative
assessment is also theoretically highlighted in teacher education and training programs, yet it is also pointed
out that teachers do experience difficulties and conflicts while practicing it to support learning (Black &
William, 2005; Yin & Buck, 2019). Existing studies indicate that teachers do not feel confident implementing
formative assessment in their classrooms (Aydin, 2005; Cakan, 2004; Pilten, 2001). Planning instructions based
on assessment information is difficult (Heritage, Kim, Vendlinski, & Herman, 2009; Schneider & Meyer, 2012)
and is a complex process (Vinglese, 2014). The tendency on summative assessment hinder curriculum-
embedded assessment (Bennett, 2011; William, 2006). Some studies report that the formative assessment
process can be extremely confusing to teachers (Ruiz-Primo & Furtak, 2006; Wininger & Norman, 2005).

In response to these difficulties, researchers have recommended professional development to increase
teachers’ understanding and practice of formative assessment (Dixon, 1999; Hill, 2000). Shepard (2000)
suggested that teachers need professional guidance and assistance while learning to implement formative
assessment in their classrooms. There is also a lack of research examining how to effectively help teachers
implement a high-quality formative assessment practice and the role of professional development models on
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formative assessment and their impact on both teacher practice (Andersson & Palm, 2018; Schneider & Randel,
2010). Limited research on this issue indicated that teacher learning on assessment account for teacher
implementations on assessment for learning (James & Pedder, 2005). Aschbacher and Alonso (2006) indicated
that when teachers use formative assessment to understand student thinking, they increase children’s
learning. Supporting this idea through their mixed methods study, Ruiz-Primo and Furtak (2006) concluded that
informal formative assessment is beneficial when teachers understand it as a process and use this process to
adjust their plans. In the light of research, this study aimed to investigate the change process of early childhood
teachers’ formative assessment practices via collaborative action research design.

The current research questions are:

e What are the changes in early childhood teachers’ practices as teachers learn how to practice formative
assessment?

¢ How can formative assessment practices improve early childhood teachers’ instructions?
Method

This research was qualitative in nature and was undertaken as a collaborative action research design aiming
to improve the practices of teachers. Action research is a way that teachers participate in an authentic
professional learning process which improves their classroom practices (Darling-Hammond, Wei, Andree,
Richardson, & Orphanos, 2009; Ryan, et. al., 2017; Somekh & Zeichner, 2009). The aim of action research is to
improve the quality of organizations, families, or schools (Stringer, 2007). The researcher engages in the
process and participants to improve their practices and tries to contribute to change in the classrooms
(Creswell, 2012).

Among the types of action research, collaborative action research provides a culture of “shared expertise”
(Mitchell, Reilly & Logue, 2009) for the improvement of practice. The collaboration with researchers and
teachers have an essential role in bridging theory and practice for the enhancement of instruction. The type of
professional development is needed to be “closer” and the nature of the connection between researchers and
teachers should be meaningful and applicable for classroom teaching (Cochran-Smith, 1991; Mitchell, Reilly &
Logue, 2009). Collaborative action research enables teachers to collaborate with different stakeholders as co-
researchers for a new climate of inquiry.

A successful collaborative action research relationship established with university researchers as mentors or
critical friends (Kember et al., 1997) can inform teachers’ pedagogic practice in the classroom; and can provide
support for their professional development and learning (Mitchell, Reilly, & Logue, 2009). The researcher
engages in the process and participants to improve their practices and tries to contribute to change in the
classrooms (Creswell, 2012).

The study took place in a preschool located in Ankara, Turkey. The motivation of this study began after a
teacher training seminar at the beginning of the academic year. | met with teachers and conducted meetings
on the topics to be covered through these pieces of training. During our meetings, it was obvious that teachers
need additional knowledge on assessment implementations. Research questions of the study were formulated
during these meetings conducted with teachers. In this study, the aim is to change practices of early childhood
teachers on formative assessment and enable them to use formative assessment to guide their further plans.
My role in the study, as a teacher educator, was mentoring teachers through their formative assessment
practices. At the beginning of the process informed consent was obtained from participant teachers. The in-
service teachers at this preschool were the participants of the study. There were three participants of the
study. Two of the teachers were experiencing the first years of their teaching life, the second year as another
teacher. Participant teachers are graduates of two-years early childhood teacher education programs. The
teachers did not receive any training for assessment and stated that they found themselves insufficient in the
assessment practices.

| visited teachers in their classrooms, made observations, and took field notes. At the end of the training, |
conducted interviews with teachers again about their experiences. Data were gathered through semi-
structured interviews and observations conducted in each classroom in the study. Each teacher was visited
once a week for a total of 10 weeks. Each field visit took approximately 50-60 minutes. At the end of the
procedure, each teacher was interviewed related to their experiences on formative assessment.
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For the data analysis of the study, an inductive approach based on constant comparative data analysis
method was followed (Strauss and Corbin, 1998). The data were coded in the first stage by structured coding.
In this process, researcher have analyzed initial codes by reading the interview solutions and field notes. In the
second stage, the relation of the obtained codes with each other was examined and re-coded and categories
were generated by axial coding (Saldana, 2016).The analysis process was ended by unifying codes under more
inclusive themes.

Some strategies were employed by the researcher to address credibility and trustworthiness of the study.
Triangulation was one of the strategies among the multiple data sources used to draw conclusions. Prolonged
engagement and persistent observation were also utilized for the credibility of the study (Lincoln & Guba,
1985). Adequate time was spent in collecting data, understanding of the practices of participants and
persistent observation was conducted for the depth of the study. The study also provides a description of the
strategies and rich quotes from the participants for the credibility of the study (Merriam, 1998).

Action research has a spiral of reflective cycle including planning, acting and observing, and reflecting steps
(Kemmis & McTaggart, 2000). Figure 1 demonstrates the reflective cycle of this study.
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Figure 1. The reflective cycle of the collaborative action research.

Phase 1: In the first phase of the study the teachers were provided in-service teacher trainings on formative
assessment; including observation, observation tools, data gathering from children, interpretation and sharing
the data with stakeholders, making decisions for further teaching. After this training | conducted observations
in three classrooms and took field notes about their assessment practices. Three of the teachers stated that
they recognized the role of assessment for learning but got difficulty on practicing it in their real classrooms.
Teachers were only conducting ongoing observation. Teachers offered for a new training on assessment tools.
We decided a meeting for discussing and reflecting on their experiences.

Phase 2: We conducted a meeting with the teachers on their assessment practices together. Teachers
complained about the difficulty of making systematic observation and gathering data from children. We
conducted discussions with concrete samples of observation tools that | had provided for them. We discussed
on the role of obtained data through the assessment tools on their planning and teaching. This phase ended
with teachers’ decision on preparing their own observation recording tools and using them in their classrooms.
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Phase 3: Teachers began to conduct systematic observation. Throughout my observations in their classrooms, |
saw different data gathering tools on their tables and/or folders. They asked for feedback for their tools, so we
conducted mini-meetings on each of their experiences. We also discussed about their observations and taking
meaningful and effective anecdotal records. Teachers reflected on that they used the observational data in
their decisions about children’s learning and development. Teachers felt ready to gather their recordings in a
portfolio.

Phase 4: Teachers organized individual children’s portfolios with the engagement of children into decision-
making processes of their own portfolios. Teachers began to use assessment data for their further plans.

Results
The value of systematic observation and documentation for formative assessment

In the beginning, we realized a need to improve observation practices for an effective formative
assessment. My first observations also pointed out that teachers’ sole assessment practice was photographing.
They were only conducting ongoing observations and taking photographs of children during their activities to
be sent to parents. They were not taking any anecdotal records or recording observational notes. They were
also not using any assessment tool for monitoring children’s development and learning. Teachers asked for a
meeting on assessment tools at which we discussed their classroom implementations. | asked each of the
teachers about their observations and gave concrete examples of how to record their observations. Since they
asked me for samples of observation recording tools provided samples for recording observations such as
checklists, rubrics, anecdotal records. Teachers reflected on that they felt more confident after seeing the
samples. We discussed the role of obtained data through the assessment tools on their planning and teaching.
They stated that the plans that include these tools would be different from their ordinary plans as it would be a
guide for them about children’s development and learning. This phase ended with teachers’ decision on
preparing their own assessment tools and using them in their classrooms. Teachers began to develop
assessment tools. Throughout my observations in their classrooms, | saw different data gathering tools on their
tables or folders. Teachers were developing developmental checklists, taking observational notes, and
capturing children’s photographs that reflect their any learning moment.

The data of the study revealed that teachers became more systematic during their observations. In the first
weeks of the field visits, teachers were conducting only observations that are not systematic. However, as the
trainings went on, their practices of systematic observation and observation gathering tools improved. The
teacher 1 stated formative assessment guided her to be more systematic and supported her observation
implementations. Among assessment tools that she used she expressed that anecdotal records and narrative
notes were very beneficial for her. She asserted that descriptive assessment tools were valuable in terms of
being aware of the progress of each child and also the whole children in the classroom. In the words of her: “/
wrote some things (evidences) that reflect children’s learning and it is also useful for our own development. For
instance, while | was recording A.’s (a child’s name) indicators, we experienced a progress which occurred step
by step. | was systematically recording A.’s development and learning evidences and then change or revise my
teaching strategies or materials in order to support his development. But then | realized that this progress was
not seen regarding with some other children in the classroom. Those children were the ones that | wrote
anecdotal records less.”

Teacher 2 told that it was not possible for making plans without observations. She stated that at the
beginning of the semester she did not take any observational notes and assessed children’s development and
learning based on what she remembers. She added that “After these practices, | recognized that to be more
systematic, | should take notes and record what | have observed in the classroom.”

Teacher 3’s quotations also indicated that her awareness of the crucial contribution of the observation
process on teaching and learning improved. She further pointed out that “Observation is about knowing
children into the light in their eyes. Observation makes us visualize the whole process in the classroom and the
teachers’ practices. It is a system that makes everything (experienced in a classroom) visible and clear.” The
teacher noted that at the beginning of the process she encountered the difficulty of taking observational notes
while making an activity with children. She reflected on her own learning process through the action research
phases and defined how she was able to improve her skills by implementing formative assessment. In the
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words of her, “Now | know that it is effective to record evidences of children’s learning, it is important to take
notes when | catch a child demonstrating a specific learning goal.”

Formative assessment as a guiding tool for valuing children’s voice on further planning

The participant teachers began this process expecting the formative assessment to be a tool for increasing
children’s voice and responding to children’s needs. During my beginning observations, | realized that teachers’
practices were quite far away from assessment-embedded instructions. Teachers only asked question for
children at the end of the activities to assess their learning. During our planning and reflecting sessions,
teachers agreed that they had to reconstruct classroom experiences in order to integrate formative
assessment. It was evident that teacher-centered activities do not allow teachers conduct formative
assessment. Teachers designed less structured activities for children and tried to be a “guide” instead of
“lecturer” during classroom activities. This child-centered manner allowed teachers to listen to children and
consider children’s voice in their instructional decisions. The teacher 3 emphasized on her point of view
regarding with children in the classroom. She asserted that she took the children on the center of the
curriculum and reflected on previous activities. She stated that “I was deciding on an activity to be completed
in a predetermined time and was forcing children to complete their works, then | told myself that | should stop,
listen to children, and consider what or how they want to do.”

Participants pointed to contribution of formative assessment that it changed the point of the teacher
through being more child-centered. Teacher 3 said that, “/ will consider children’s needs more, | want to move
on their needs more after this process.” She also emphasized the value of interpretations of teachers on
children’s development and learning after gathering data from children through variety of assessment tools. In
the words of her, “It is important to assess children’s development and learning, but it is not the case. We
should contribute them (children’s development and learning) depending on our assessments.”

Observations and interviews conducted with the participant teachers indicated that teachers had
recognized the importance of assessment for further planning. The observations revealed that teachers
became to use their assessment data for their lesson plans. Teachers observed as referring to their
observational notes and making decisions on their implications based on these notes. An important issue that
emerged from the teacher 1’s perspective of the value of formative assessment was that it guided her
instructional plans. The teacher noted that formative assessment practices helped her decide where the
classroom experiences should go next: “I will make my plans through children’s needs and interests, | will be
more systematic.” She also asserted that it is important after now to consider children’s developmental needs
and decided on activities that will support those needs. She stated that through an examination of multiple
assessment tools she was able to reflect on the ways for improving children’s learning.

Teacher 2 reported that formative assessment data provided them with information on children’s learning
and development. She noted that formative assessment was part of the instructional process. She believed
that there is a need to ensure that the instructional process meets the needs of each child. She compared her
previous implementations in terms of making plans and stated that “/ was looking for ready activities and
implementing them in classroom and if many of the children were happy with the activities then | would be
happy too... However, now | know that it should be more child-centered.”

Teachers’ awareness of the importance of gathering meaningful data from children to guide their plans was
increased. For instance, teacher 1 stated that at the beginning of the semester, she was only noting down the
responses of children to her specific questions related to the classroom activities. She added that “/ realized
that | should also note their statements, quotations during their interactions or while they are working on an
activity as well as their responses to my questions.”

Observations and interviews indicated that formative assessment implementations enabled teachers to
improve their teaching practices. An important issue that the teachers commented on the value of formative
assessment was that it modified and improved their teaching. For example, teacher 3 reflected on her
experiences and noted that “/ think on what to do after taking observational notes. Especially, when | observed
a negative aspect in the classroom | began to decide on ways of improving my implementations.” Teacher 2 also
pointed that formative assessment enabled her to act in a more evidence-based manner. She said that “/ like
the process as it is evidence-based, it allows us to demonstrate evidences (of children’s development and
learning)”.

226



Selda Aras — Uluslararasi Egitim Programlari ve Ogretim Calismalari Dergisi, 9(2), 2019, 221-240

Portfolio as a complementary reflective tool for formative assessment practices

In the beginning, teachers’ portfolio implementations were limited to children’s artifacts and products. All
members of the collaborative team agreed that portfolio is a strong documentation tool for formative
assessment and decided that existing portfolios of the participant teachers should be improved. The existing
portfolios were not providing a holistic picture of children’s development and learning. We realized that along
with implementing formative assessment, we had to reconstruct portfolio as a documentation tool and
reflective practice. We expanded a lot of effort in our meetings in terms of organizing portfolio with the
collected data during systematic observation to be shared with children, parents, and teachers. Teachers were
suggested to use multiple tools and methods, such as anecdotal records, observational notes, checklists,
rubrics, capturing learning moments of children by photographs, and children’s portfolios, to assess young
children’s learning and development. Teachers systematically gathered evidence of children’s development and
learning in children’s individual portfolios. Children’s portfolios included multiple observational tools and notes
that they gathered during their systematic classroom observations. Each child’s portfolio included multiple
evidences for each developmental area. Teachers collected anecdotal records, photographs of learning
experiences, checklists, observational notes, and child artifacts and products in the portfolios. Teachers
organized individual children’s portfolios with the engagement of children into the decision-making processes
of their own portfolios. Feedbacks were provided for teachers’ portfolio contents and teachers made
evaluations regarding with the children’s learning and their classroom practices.

Teachers especially exemplified portfolios and asserted how a holistic portfolio enabled them to decide on
whether adjustments were needed in her teaching. Teacher 2 stated that “/ see what | should do to cover the
holistic view of the development. | looked at the portfolio and recognized if there is something missed in the
curriculum or decided on the issues to be considered.” She also noted that when she evaluated the portfolios
she realized that most of the children had selected early literacy activities to be included in their portfolios
which is an indicator that those activities had made sense on children.

Participant teachers also commented on contributions of portfolio on their implementations in terms of
engaging children to the decision making processes of their activities. During the observations conducted in the
classrooms it was seen that teachers provided opportunities for children to revisit and reflect on their learning.
Especially, in their portfolio implementations, they asked children to decide on the artifacts and products they
wanted to include in it. Teacher 2 stated that inviting children for the assessment process enabled her to see
what the learned. It is emphasized that re-visitations done by children were valuable in terms of enhancing
previous learning experiences.

Discussion, Conclusion and Implications

Teachers’ participating in the study described formative assessment as a guide for their instructional plans.
Consistent with the findings of Torrance and Pryor (2001), the present study confirmed that formative
assessment enabled teachers to improve their teaching practices. The implementation phases of formative
assessment were initially the emergence of self-awareness of teachers on their existing practices. According to
Torrance (2001), pedagogical self-awareness is the important point for effective formative assessment
experiences. As teachers experienced formative assessment in a collaborative action research period, they
initially recognized their practices and reflected on them. Then they came to recognize that formative
assessment is potentially more effective in supporting instructional processes in the classroom (Black & Wiliam,
2009; Shepard, 2000). This study highlighted that formative assessment is a crucial way for assessment for
learning. It helped teachers to adjust their decisions on instructional plans. Teachers emphasized that
formative assessment was effective in identifying children’s needs and adjusting their teaching accordingly.
Teachers were able to see the impact of differencing experiences on the progress of children’s’ learning.
Consistent with the findings of Buldu (2010), formative assessment informed teachers about children’s learning
experiences and the systematic collection of data gathered from children served as a tool to be used for
instructional purposes. Adapting instructional strategies and pedagogical decision making to children’s needs
and interests requires a comprehensive knowledge and skill base. Besides, research on intentional teaching
highlight the effect of intentional teaching on positive teacher-child relationship (MclLaughlin, Aspden &
Snyden, 2016).
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The findings of the study also revealed that the practice of formative assessment enabled teachers to listen
to children. The study conducted by Sak, Tantekin-Erden, and Morrison (2018) found Turkish teachers’
assessment practices as being inappropriate in terms of child-centeredness. This present study indicates that
collaborative action research can be a valuable tool to improve teachers’ child-centered assessment
implementations. Teacher participants of this study stated that they started to listen to children and hear them
more and give them the opportunity to assess their own learning. Black and Wiliam (2009) emphasized
activating children as the owners of their own learning as a strong aspect of formative assessment practices.

Another important finding of the study was the transformation of portfolio practices in each classroom. It
was observed that a holistic portfolio also provided a strong platform for children’s voice. Teachers’ portfolio
implementations invited children to the process and portfolios with multiple tools helped children to
remember and revisit their previous learning experiences. Portfolios also provided teachers the opportunity to
systematically document each child’s learning and development and drawing conclusions. Research also
recommends teachers to use portfolios to enhance children’s classroom experiences and support teachers’
practices (Laski, 2013; Seitz, 2008). The portfolio is an archive for a child’s progress over a period of time,
supports children's past experiences, supports teachers' assessment practices, and is an effective tool for
communication with families.

The process in this study enabled teachers to have a professional look of what they have seen, to assess
children’s development and learning, and provide direction for the curriculum implementation, as this issue
has been emphasized in the literature (Morrison, 2012). Teachers in the present study also commented on the
role of systematic observation on their classroom experiences. A systematic and purposeful observation will be
helpful for curriculum planning and instructional strategies which will be used by the teachers (McAfee &
Leong, 2011). Research conducted with early childhood teachers on assessment practices also reveal that
teachers mostly benefit from observation in the assessment of children (Hanes, 2009; Kogak, 2005; Schappe,
2005; Sezer, 2010). Teachers view of observation was as a valuable tool to see the child as a whole and to see
many components at the same time (Schappe, 2005). Studies conducted on pedagogical documentation as a
formative assessment tool (Buldu, 2010; MacDonald, 2007) also revealed the essential role of observation and
documentation process on teachers’ instructional decisions. The findings of this study also indicated that
formative assessment practices enabled not only to monitor children’s learning but also to evaluate their own
instructional practices. They emphasized the role of formative assessment to be aware of their practices and
guide them to decide on whether adjustments were needed in her teaching. It is important for assessment
practices to be used to examine and improve teaching practices (Shepard, 2009).

This present study aimed to contribute to the literature in terms of the benefits of formative assessment in
early childhood settings and the importance of collaboration between researchers and teachers. Formative
assessment, which is an under-researched issue, is encountered by teachers as difficult to implement and
teachers seem to be confused by its complex process. However, within this study, it is asserted that with a
professional collaboration, teachers are able to implement this assessment procedure in their classrooms and
interpret the assessment data for adjustment of new plans.

Research focuses on teacher knowledge and learning on formative assessment and suggest professional
development activities for teachers to improve their formative assessment practices (Black & Wiliam, 2009;
Shepard, 2000). This study used collaborative action research to improve teachers’ practices and the findings
indicated participant teachers’ progress on their formative assessment experiences. Research indicated that
formative assessment practices challenge teachers and are not often used by teachers (Aydin, 2005; Cakan,
2004; Pilten, 2001; Shepard, 2000). This study revealed that teachers can apply formative evaluation practices
in their classes with the process of action research. In this case, if support is provided to the teachers, they can
not only improve themselves in terms of assessment but also the whole classroom experiences. Teachers need
professional help and knowledge to implement formative assessment in their classrooms (Bennett, 2011).
Collaboration between researchers and teachers have a strong potential to affect teachers’ practices and result
with improved achievement (Tayler, 2012) Then, the transformative power of action research in changing
teachers’ approaches can be highlighted through this present study as it was mentioned by Pine (2009). Action
research studies conducted with teachers also pointed on the critical contribution of action research on
teachers’ improvement regarding with their classroom implementations (Pine, 2009).
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Assessment has a critical role in teaching and learning, especially in early years. Young children’s
development and learning process is complex and is difficult to be assessed through summative and traditional
methods. Teachers need more curriculum-embedded strategies while working with young children. Systematic
observation, multiple tools to record pieces of evidence of development and learning, purposeful
documentation, interpretation of the gathered data and using assessment data for further planning are
fundamental characteristics of formative assessment. It is asserted by research that teachers need to improve
their assessment practices. Through this study collaborative action research is recommended as a method for
supporting teachers’ professional learning on formative assessment. Teachers are invited to use assessment for
learning instead of assessment of learning in early years. Implementing a holistic child portfolio is also
suggested for early childhood teachers. Portfolios are valuable tool for monitoring children’s progress,
evaluating program implementations, and informing parents about children’s development and learning.

The scope of this research is limited with teacher implementations and perceptions on formative
assessment without investigating the role of formative assessment on children’s development and learning.
This research lacks examining how the process resulted from the children’s side. It is crucial to investigate the
impacts of formative assessment practices in early year’s development and learning.

Research assert the role of professional development designs for assessment for learning. It is needed to
investigate the professional needs of teachers on their assessment practices and develop professional
development models to meet their needs and contribute to their practices. Longitudinal research is needed to
study with more teachers and improve their practices on formative assessment. Particularly in national context,
robust studies, that will serve to raise the importance of formative assessment, are needed both to investigate
early childhood teachers’ formative assessment practices and be responsive to their professional needs and
provide necessary assistance for their classroom implementations.
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TURKCE SURUM

Giris

Degerlendirme, en genis tanimiyla, ¢ocuklarin gelisimi ve 6grenmesi, 6gretim sureglerinin programlanmasi
ve sinif i¢ci midahaleler hakkinda karar vermek igin bir bilgi toplama, yorumlama ve paylasma surecidir (Carr,
2001; Mindes & Jung, 2015; Wortham, 2011). Ogretmenlere ve grenenlere rehberlik ve geri bildirim saglayan
bicimlendirici degerlendirmenin, bir diger adiyla 6grenme icin degerlendirmenin énemi giderek artmaktadir.
Bicimlendirici degerlendirme sadece degerlendirme degil, ayni zamanda 6grenme igin bir aractir; bu etkili bir
pedagojinin temel bir pargasidir. Kigik cocuklara uygulandiginda degerlendirme, 6grenme, disinme ve
davranis bigcimlerinin zengin bir gériintlisiini saglamalidir (Bowman, Donovan & Burns, 2001; Twombly, 2014).

Bigimlendirici degerlendirme, 6g8renme sirasinda gerceklesen, 6gretim sireglerine rehberlik eden ve bu
suregleri destekleyen bir yéntemdir (Black & Wiliam, 1998; Heritage, Kim, Vendlinski & Herman, 2009). Shepard
(2009), degerlendirmenin Ogretim sonunda yapilmak yerine, 6gretme ve 6grenme slirecinin merkezine
yerlestiriimesi gerektigini ileri slirmustir. Sistematik bir sekilde devam eden 6grenmenin degerlendirilmesi,
yiiksek kaliteli programlarin kritik bir 6zelligi haline gelmistir (Donovan, Bransford & Pellegrino, 2000). Ogrenme
siirecinin merkezinde yer alan bu degerlendirme tiirli egitim reformu igin bir arag¢ olarak kabul edilir (Black,
2011). Son arastirmalar, bicimlendirici degerlendirmenin cocuklarin gelisim ve 6grenmesini iyilestirmek icin
temel bir strateji oldugunu bildirmektedir (Dunn & Mulvenon, 2009; Hattie & Timperley, 2007; McMillan,
Venable & Varier, 2013). Bigimlendirici degerlendirmenin 6nemi g¢ocuklarin ihtiyaglarina cevap vermesi ve
gelisim ve 6grenmelerini desteklemesinden kaynaklanmaktadir (Siraj-Blatchford et. al., 2002). Bigimlendirici
degerlendirme uygulamalarindan elde edilen kanitlar ve bilgiler, cocuklarin gereksinimlerini karsilamak icin
dgretimin adaptasyonu Uzerinde etkilidir (Black, Harrison, Lee, Marshall & Wiliam, 2004). Ozellikle erken
cocukluk ortamlarinda, 6gretmenlerin kiiglik cocuklarin karmasik 6grenme sireglerini karsilamak i¢in daha fazla
mifredata gomili degerlendirme stratejilerine ihtiyaci vardir. Bigimlendirici degerlendirme ayni zamanda
O0gretmenlerin 6grenme anlarinda etkili geri bildirim almalarini saglamaktadir.

Bigimlendirici degerlendirme uygulamalarinin énemli unsurlarindan birisi sistematik gézlemdir. (Gullo &
Ambrose, 1987; Wortham, 2012). Gozlemler sirasinda 6gretmenler, ¢ocuklarin 6grenme ve gelisme kanitlarini
birden fazla aragla amacl bir sekilde kayrt altina almaktadir. Ogretmenler, gocuklara yénelik uzun saatler
boyunca gozlemlerine dayanarak kararlar alirlar ve neyi, nasil Ogreteceklerini ve hangi materyallerin
kullanilacagina karar verirler. Sinif ici deneyimler sirasinda hem cocuklarin hem de kendi rolleriyle ilgili kararlar
alirlar. Cocuklarin etkilesimlerini analiz eder ve nasil geri bildirim verecegine ve 6grenme deneyimlerine nasil
rehberlik edecegine karar verir. Erken ¢ocukluk profesyonelleri, sinif ici gozlemleri, bir cocugun gigli ve zayif
yonlerini belirlemek igin en iyi yontemlerden biri olarak belirli kriterlere gore gorirler (Seefeldt, 1998). Gozlem
ayrica c¢ocuklarin ilerlemesi hakkinda bilgi toplamanin ve gocuklarin bireysel 6zelliklerinin farkinda olmanin
degerli bir yolu olarak kabul edilmektedir (Wortham, 2012). Normal bir ortamda ¢ocuklarin dogal davraniglari,
onlarin gelisimi hakkinda resmi olarak tasarlanmis degerlendirmelerden veya araglardan daha énemli ipuglari
saglar (Beaty, 2012). Ozellikle ¢ocuklarin ilk yillarinda, cocuklarin kendilerini kelimelerle tam olarak ifade
edemedikleri durumlarda, gézlem ¢ok 6nemlidir.

Bigimlendirici degerlendirmenin teorik katkilari alanyazinda, 6zellikle de erken ¢ocukluk donemi 6grenme
ortamlarinda vurgulanmasina ragmen, bu kritik konuda sinirli galismalar bulunmaktadir. Bigimlendirici
degerlendirme ayni zamanda 6gretmen egitimi ve 6gretim programlarinda teorik olarak vurgulanmaktadir,
ancak oOgretmenlerin 6grenmeyi desteklemek icin uygularken zorluklar ve g¢atismalar yasadiklari da
belirtiimektedir (Black & William, 2005; Yin & Buck, 2019). Mevcut arastirmalar, 6gretmenlerin siniflarinda
bicimlendirici degerlendirme uygulamalari konusunda kendilerini yeterli hissetmediklerini gostermektedir
(Aydin, 2005; Cakan, 2004; Pilten, 2001). Degerlendirme bilgilerine dayanarak planlama yapmanin zor oldugu
o6gretmenler tarafindan belirtilmektedir (Heritage, Kim, Vendlinski & Herman, 2009; Schneider & Meyer, 2012)
ve karmasik bir sirectir (Vinglese, 2014). Sonug¢ odakl degerlendirmeye yonelik egilim, mifredata gomiuli
degerlendirmeyi engellemektedir (Bennett, 2011; William, 2006). Bazi ¢alismalar bigimlendirici degerlendirme
sirecinin 6gretmenler igin son derece kafa karistirici olabilecegini bildirmektedir (Ruiz-Primo ve Furtak, 2006;
Wininger & Norman, 2005).
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Bu zorluklara cevap olarak, arastirmacilar 6gretmenlerin bigimlendirici degerlendirme anlayisini ve pratigini
arttirmak igin mesleki gelisim o6nermektedir (Dixon, 1999; Hill, 2000). Shepard (2000), O6gretmenlerin
siniflarinda bigimlendirici degerlendirme yapmayi 6grenirken profesyonel rehberlige ve yardima ihtiyag
duyduklarini énermistir. Ayrica 6gretmenlerin ylksek kaliteli bir bigimlendirici degerlendirme uygulamasi ve
mesleki gelisim modellerinin bigcimlendirici degerlendirme lzerindeki rolinl ve her iki 6gretmen uygulamasi
tzerindeki etkilerini etkili bir sekilde nasil kullanabileceklerini inceleyen bir arastirma eksikligi de bulunmaktadir
(Schneider & Randel, 2010; Andersson & Palm, 2018). Bu konuda yapilan sinirli arastirma, 6gretmenlerin
degerlendirme uygulamalarinin gelistirilmesinin uygulamalarina yansidigini géstermektedir (James & Pedder,
2005). Aschbacher ve Alonso (2006) 6gretmenlerin 6grenenlerin diisinmesini anlamak igin bigimlendirici
degerlendirme kullandiklarinda, ¢ocuklarin 6grenmelerini artirdiklarini belirtmislerdir. Bu diislinceyi karma
yontemler calismalariyla destekleyen Ruiz-Primo ve Furtak (2006), 6gretmenler bunu bir siire¢ olarak
anladiklarinda ve bu siireci planlarini ayarlamak igin kullandiklarinda bigimlendirici degerlendirmenin yararli
oldugu sonucuna varmislardir. Arastirmalar 1siginda, bu calisma, erken gocukluk dénemi 6gretmenlerinin
bicimlendirici degerlendirme uygulamalarinin degisim sirecini isbirlik¢ci eylem arastirmasi tasarimi ile
incelemeyi amaglamistir.

Arastirma sorulari:

e Okul o©ncesi Ogretmenlerinin eylem arastirmasi sireci ile birlikte bicimlendirici degerlendirme
uygulamalarindaki degisiklikler nelerdir?

e Bigimlendirici degerlendirme uygulamalari, okul 6ncesi 6gretmenlerinin 0gretim slreglerini nasil
gelistirmektedir?

Yontem

Bu arastirma 6gretmenlerin uygulamalarini gelistirmeyi amacglayan nitel bir ¢alisma olarak tasarlanmistir.
Eylem arastirmasi, 6gretmenlerin sinif uygulamalarini gelistiren gercek bir profesyonel 6grenme sirecine
katilmasinin bir yoludur (Darling-Hammond, Wei, Andree, Richardson & Orphanos, 2009; Ryan et. al., 2017;
Somekh & Zeichner, 2009). Eylem arastirmasinin temel amaci, 6gretmen uygulamalarinin, ailelerin veya
okullarin kalitesini arttirmaktir (Stringer, 2007). Arastirmaci bu siiregte, uygulamalarini gelistirmek igin siirece
katilir ve katilimcilari siniflardaki degisime katkida bulunmaya calisir (Creswell, 2012).

Eylem arastirmasi tirleri arasinda isbirligine dayali eylem arastirmasi, uygulamanin gelistirilmesi icin bir
“ortak uzmanhk” kaltirt (Mitchell, Reilly & Logue, 2009) saglar. Arastirmacilar ve 6gretmenlerle isbirligi
yapmak, 6gretimin gelistirilmesi icin teori ve pratik arasinda kdpri olusturmada 6nemli bir role sahiptir. Bu
arastirma tirl ayni zamanda bir mesleki gelisim tlrtdir ve arastirmacilar ile 6gretmenler arasindaki
baglantinin niteligi sinif 6gretimi igin anlaml ve uygulanabilir olmasini amaglamaktadir (Cochran-Smith, 1991;
Mitchell, Reilly & Logue, 2009). isbirlikci eylem arastirmasi, 6gretmenlerin yeni bir arastirma ortami icin ortak
arastirmaci olarak farkli paydaslarla isbirligi yapmalarini saglar.

Arastirmacilar ile kurulan basarili bir isbirligine dayali eylem arastirmasi iliskisi (Kember et. al., 1997)
ogretmenlerin siniftaki pedagojik uygulamalarina rehber olabilmekte; mesleki gelisimleri ve 6grenmeleri igin
destek saglayabilmektedir (Mitchell, Reilly & Logue, 2009). Arastirmaci, 6gretmenlerin uygulamalarini
gelistirmek icin strece katilir ve katiimcilari siniflardaki degisime katkida bulunmaya calisir (Creswell, 2012).

Calisma Ankara’da bulunan bir anaokulunda gergeklestirilmistir. Bu calismanin motivasyonu, akademik yilin
basindaki 6gretmen egitimi seminerinden sonra baslamistir. Arastirmaci 6gretmenlerle tanismis ve bu egitimler
kapsaminda ele alinacak konular hakkinda toplantilar yapilmistir. Toplantilarda, 6gretmenlerin degerlendirme
uygulamalari hakkinda destege ihtiya¢ duyduklari kararina varilmistir. Arastirmanin arastirma sorulari,
6gretmenlerle yapilan bu toplantilarda formiile edilmistir. Bu calismada, erken c¢ocukluk 6gretmenlerinin
bicimlendirici degerlendirme uygulamalarini degistirmek ve ileriye doéniik planlarini yonlendirmek igin
bicimlendirici degerlendirme kullanmalarini saglamaktir. Calismadaki bir 06gretmen egitimcisi olarak
arastirmacinin rolli 6gretmenlere bigimlendirici degerlendirme uygulamalari araciligiyla danismanlik yapmaktir.
Surecin basinda katilimci 6gretmenler bilgilendirilmis ve c¢alismaya dair onaylari alinmistir. Calismanin
katilimcilarini ¢ okul dncesi dgretmeni olusturmustur. Ogretmenlerden ikisi, 6gretmenlik deneyimlerinin ilk
yillarini, diger 6gretmen ise ikinci yilini deneyimledigi slirede ¢alisma gerceklesmistir. Katilimci 6gretmenler
tiniversitelerin &nlisans programlarindan mezuniyet derecesine sahiptir. Ogretmenler degerlendirme igin
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herhangi bir egitim almadiklarini ve degerlendirme uygulamalarinda kendilerini yetersiz buldugunu
belirtmislerdir.

Ogretmenler siniflarinda ziyaret edilmis, gézlemler yapilmis ve saha notlari alinmistir. Egitim sonunda
O0gretmenlerle deneyimleri hakkinda goériismeler yapilmistir. Veriler, yari yapilandiriimis gorismeler ve
calismadaki her sinifta yapilan gézlemlerle toplanmistir. Her 6gretmen haftada bir kez toplam 10 hafta ziyaret
edilmistir. Her saha ziyareti yaklasik 50-60 dakika siirmistir. Strecin sonunda, her 6gretmen ile bigimlendirici
degerlendirme deneyimleri ile ilgili yari yapilandirilmis gérismeler yapiimistir.

Calismanin veri analizi igin, strekli karsilastirmali veri analizi yontemine dayanan endiktif bir yaklasim
izlenmistir (Strauss & Corbin, 1998). Veriler ilk asamada yapisal kodlama ile kodlanmistir. Bu siiregte,
arastirmaci gériisme c¢oziimlerini ve alan notlarini okuyarak ilk kodlari analiz etmistir. ikinci asamada, elde
edilen kodlarin birbirleriyle olan iligkileri incelenmis ve yeniden kodlanmis ve kategoriler eksenel kodlama ile
olusturulmustur (Saldana, 2016). Analiz slreci, kodlari daha kapsayici temalar altinda birlestirerek
sonlandinimistir.

Arastirmaci tarafindan arastirmanin givenilirligini ve glvenilirligini saglamak icin bazi stratejiler
kullanilmistir. Ugcgenleme, sonug cikarmak icin kullanilan ¢ok temel veri kaynaklari arasindaki stratejilerden
biridir. Caismanin givenilirligi i¢in ayni zamanda uzun sireli katihm ve kalici gézlem kullanilmistir (Lincoln &
Guba, 1985). Verilerin toplanmasi, katiimcilarin uygulamalarinin anlagilmasi ve arastirmanin derinligi igin
surekli gozlem yapilmasi icin yeterli zaman harcanmistir. Galisma ayni zamanda katilimcilarin galismanin
guvenilirligine iliskin stratejilerinin ve zengin alintilarini detayli bir sekilde sunmaktadir (Merriam, 1998).

Eylem arastirmasi, planlama, uygulama ve gézlemleme, yansitma ve tekrar karar almayi iceren bir yansitici
donguye sahiptir (Kemmis & McTaggart, 2000). Sekil 1, bu ¢alismanin yansitici donglsiini gostermektedir.

7~ N

eOgretmen
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Sekil 1. isbirlikci eylem arastirmasinin yansitici déngiisii.

1. Asama

1. Asama: Calismanin ilk asamasinda 6gretmenlere gozlem, gézlem araglari, cocuklardan veri toplama, verilerin
yorumlanmasi ve paydaslarla paylasiimasi, ileri 6gretim igin kararlarin alinmasi siireglerini iceren bigimlendirici
degerlendirme konusunda egitimler verilmistir. Bu egitimden sonra (¢ sinifta gozlemler yapilmis ve
degerlendirme uygulamalari hakkinda saha notlari alinmistir. Ogretmenlerin timi, &grenme igin
degerlendirmenin roliiniin farkinda olduklarini ancak siniflarinda uygulamada zorluk gektiklerini belirtmistir.
Ogretmenlerin sadece sistematik olmayan gozlem yaptiklari ilk gdézlem notlari arasinda yer almistir.
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Ogretmenler, degerlendirme araglari hakkinda yeni bir egitim talebinde bulunmus ve deneyimlerini tartismak
lUzere yeni toplanti karari ahinmistir.

2. Asama: Ogretmenlerle birlikte degerlendirme uygulamalariyla ilgili bir toplanti gerceklesmistir. Ogretmenler,
sistematik gozlem yapma ve c¢ocuklardan veri toplama sireglerinde yasadiklari zorluklari dile getirmistir.
Kendilerine sunulan somut gozlem araglari o6rnekleriyle tartismalar yapilmistir. Elde edilen verilerin
degerlendirme araglari araciligiyla planlama ve 6gretme Uzerindeki roli hakkinda konusulmustur. Bu asama
ogretmenlerin kendi gézlem kayit araglarini hazirlama ve bunlari siniflarinda kullanma karariyla sona ermistir.

3. Asama: Ogretmenler sistematik gézlem yapmaya baslamislardir. Yapilan gézlemlerde masalarinda ve / veya
klasorlerinde farkl veri toplama araglari kullandiklar gérilmustir. Kendi araglari igin geri bildirim istemisler,
her deneyimlerinde mini toplantilar gergeklestirilmistir. G6zlemlerini anekdot kayitlar ile kayit altina aldiklarini
belirtmislerdir. Ogretmenler, gdzlem verilerini ¢cocuklarin égrenmeleri ve gelismeleri hakkindaki kararlarinda
kullandiklarini ifade etmistir. Ogretmenler kayitlarini bir portfolyo (gelisim dosyasi) esliginde dokiimante
etmeye baslamistir.

4. Asama: Ogretmenler, bireysel ¢cocuk portfolyolarini, cocuklarin kendi portfolyo karar alma siireglerine dahil
edilmesiyle organize etmislerdir. Ogretmenler daha sonraki planlari igin degerlendirme verilerini kullanmaya
baslamiglardir.

Bulgular
Bicimlendirici degerlendirme icin sistematik gozlem ve dokiimantasyonun dnemi

Siurecin baslangicinda gergeklestirilen toplantilarda, etkili bir bicimlendirici degerlendirme igin godzlem
uygulamalarinin iyilestirilmesi gerektiginin farkina varilmistir. ilk gézlemlerde, 6gretmenlerin tek degerlendirme
uygulamasinin fotograf cekmek oldugu gériilmistir. Ogretmenlerin fotograflar ailelere géndermek {izere
cektikleri ve degerlendirme amagli kullanmadiklari tespit edilmistir. Herhangi bir betimsel kayit almadiklari veya
gozlemlerini kayit altina almadiklari gézlemlenmistir. Ayrica ¢cocuklarin gelisimini ve 6grenmesini izlemek igin
herhangi bir degerlendirme araci kullanmadiklari not edilmistir. Ogretmenler, sinif uygulamalarini tartistigimiz
degerlendirme araglariyla ilgili bir toplanti talebinde bulunmustur. Her 6gretmene gézlem siregleri sorulmus ve
gozlemlerinin nasil kaydedilecegine dair somut 6rnekler sunulmustur. Katiimci 6gretmenlere kontrol listeleri,
degerlendirme listeleri, anekdot kayitlari gibi gesitli kayit gézlemleri igin drnekler gésterilmistir. Ogretmenler,
ornekleri gordiikten sonra kendilerini daha gilivende hissettiklerini ifade etmistir. Elde edilen verilerin
degerlendirme araglari araciligiyla planlama ve 6gretme Uzerindeki roli tartisiimis ve bu araclarn iceren
planlarin siradan planlarindan farkl olacagi, ¢linkii cocuklarin gelisimi ve 6grenmeleri icin onlara yol gosterici
olacagi 6gretmenler tarafindan belirtilmistir. Bu asama 6gretmenlerin kendi degerlendirme araglarini hazirlama
ve bunlar siniflarinda kullanma karariyla sona ermistir. Ogretmenler degerlendirme araglari gelistirmeye
baslamistir. Siniflarinda yapilan gozlemlerde sinif tablolarinda veya klasorlerinde farkli veri toplama araglari
gorilmistir. Ogretmenlerin gelisimsel kontrol listeleri gelistirdikleri, gézlem notlari aldiklari ve ¢ocuklarin
6grenme anlarini yansitan fotograflarini cektikleri gézlemlenmistir.

Arastirmanin verileri 6gretmenlerin gézlemler sirasinda daha sistematik olduklarini ortaya koymustur. Saha
ziyaretlerinin ilk haftalarinda, 6gretmenlerin yalnizca sistematik olmayan yani informal gézlemler yaptiklari not
edilmistir. Ancak, egitimler devam ettikge, sistematik gozlem ve goézlem toplama araglari uygulamalarinin
gelistirildigi g6zlemlenmistir. Ogretmen 1, bigimlendirici degerlendirmenin daha sistematik olmasina rehberlik
ettigini ve gézlem uygulamalarini destekledigini belirtmistir. Kullandigi degerlendirme araglari arasinda anekdot
kayitlarin ve anlati notlarinin onun icin ¢ok faydali oldugunu ifade etmistir. Betimsel degerlendirme araglarinin,
her cocugun ve ayni zamanda siniftaki tim cocuklarin gelisiminden haberdar olmalari bakimindan degerli
oldugunu belirtmistir. Onun sozleriyle: “Cocuklarin 6grenmesini yansitan bazi seyler (kanitlar) yazdim ve kendi
gelisimimiz igin de faydali oldugunu gérdiim. Ornedin, A.’nin (cocudun adi) géstergelerini kaydederken, adim
adim gergeklesen bir ilerleme yasadik. A.’nin gelisim ve 6grenme kanitlarini sistematik olarak kaydediyordum ve
ardindan gelisimine destek olmak igin 6gretim stratejilerimi ya da materyallerimi degdistiriyorum ya da revize
ediyorum. Ama sonra, bu ilerlemenin siniftaki diger bazi ¢cocuklarda gériilmedigini fark ettim. Bu ¢ocuklar, daha
az anektod kayitlar yazdigim ¢ocuklard:.”

Ogretmen 2 gézlem olmadan plan yapmanin miimkiin olmadigini séylemistir. Dénem basinda herhangi bir
gozlem notu almadigini ve hatirladiklarina dayanarak ¢ocuklarin gelisim ve 6grenmelerini degerlendirdigini
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belirtmistir. “Bu uygulamalardan sonra daha sistematik oldugumu, not almam gerektigini ve sinifta
gozlemlediklerimi kaydetmem gerektigini 6grendim.”

Ogretmen 3’ln ifadeleri de, gézlem siirecinin 6gretme ve 6grenmeye katkisinin dnemine dair farkindaliginin
arttigini gostermektedir. “Gézlem, ¢cocuklari gézlerinde 1siga tanimakla ilgilidir. Gézlem, tiim sireci sinifta ve
égretmenlerin uygulamalarinda gérsellestirmemizi saglar. Her seyi (bir sinifta deneyimlenen) gériiniir ve net
yapan bir sistemdir.” Ogretmen, siirecin basinda gocuklarla etkinlik yaparken gézlem notlari almakta zorluk
cektigini belirtmistir. Eylem arastirmasi asamalar kendi 6grenme siirecine yansimis ve bigimlendirici
degerlendirme uygulayarak becerilerini nasil gelistirebilecegini tanimladigi gérilmistir. Onun sozleriyle, “Artik
cocuklarin 6grenmesinin kanitlarini kaydetmenin etkili oldugunu biliyorum, belirli bir 6Grenme hedefini gbsteren
bir cocugu yakaladigimda not almak 6nemli.”

ileriki planlamalara gocuk katilimini esas alan bigimlendirici degerlendirme ile yon vermenin dnemi

Katilimci 6gretmenler, bigimlendirici degerlendirmenin cocuklarin dinlenerek ve gocuklarin ihtiyaglarina
cevap vermek icin bir ara¢ olmasini bekleyerek bu siirece baslamislardir. Baslangigctaki gozlemler sirasinda,
ogretmenlerin uygulamalarinin miifredata gomiliu degerlendirme uygulamalarindan oldukga uzak oldugu fark
edilmistir. Ogretmenlerin sadece 6grenmelerini degerlendirmek icin etkinliklerin sonunda ¢ocuklara soru
sorduklari gézlemlenmistir. Planlama ve yansitma toplantilarimizda 6gretmenler, bigimlendirici degerlendirmeyi
bitiinlestirmek icin sinif deneyimlerini yeniden kurmalari gerektigine karar vermistir. Ogretmen merkezli
etkinliklerin &gretmenlerin bicimlendirici degerlendirme yapmasina izin vermedigi fark edilmistir. Ogretmenler
cocuklar icin daha az yapilandiriimis etkinlikler tasarlamis ve sinif etkinlikleri sirasinda “6gretim gorevlisi” yerine
“rehber” olmaya calismislardir. Bu c¢ocuk merkezli yaklasim 6gretmenlerin cocuklari dinlemelerine ve
gocuklarinin sesini kararlarinda dikkate almalarina olanak saglamistir. Ogretmen 3 sinifta cocuklarla ilgili bakis
acisini vurgulamistir ve cocuklari mifredatin merkezine aldigini ve dnceki faaliyetlere yansidigini vurgulamistir.
“Onceden belirlenmis bir siirede tamamlanmasi gereken bir faaliyete karar verdidimi ve cocuklari calismalarini
tamamlamaya zorladigimi, sonra kendime durmam, ¢ocuklari dinlemem ve ne yapmak istediklerini diisiinmem
gerektigini fark ettim”.

Katilimci 6gretmenler bigimlendirici degerlendirme uygulamalarinin gocugu merkeze almasi ile 6gretmen
roliinii de degistirdigini ifade etmistir. Ogretmen 3, “Cocuklarin ihtiyaclarini daha fazla diisiinecedim, bu
siiregten sonra onlarin ihtiyaglarina daha fazla 6nem vermek istiyorum” demistir. Ayrica, gesitli degerlendirme
araglariyla cocuklardan veri topladiktan sonra 6gretmenlerin cocuklarin gelisimi ve 6grenmesine iliskin
yorumlarinin degerini vurgulamistir. Onun sozleriyle, “Cocuklarin gelisimini ve égrenmesini degerlendirmek
6énemlidir, ancak durum sadece béyle degil. Degerlendirmelerimize bagl olarak onlara katkida bulunmaliyiz
(cocuklarin gelisimi ve 6grenmesi).”

Katilimci 6gretmenlerle yapilan gozlemler ve gorlismeler 6gretmenlerin ileri planlama icin degerlendirmenin
onemini kabul ettigini gostermistir. Gozlemler, 6gretmenlerin degerlendirme verilerini ders planlari igin
kullandiklari ortaya ¢ikmistir. Ogretmenler gdzlem notlarina atifta bulunurken ve bu notlara dayanarak etkileri
konusunda kararlar alirken gézlemlenmistir. Ogretmen 1’'in bicimlendirici degerlendirmenin degeri
perspektifinden ortaya ¢ikan dnemli bir konu, 6gretim planlarina rehberlik etmesi olmustur. Ogretmen 1,
bigimlendirici degerlendirme uygulamalarinin, sinif deneyimlerinin bir sonraki asamada nereye gitmesi
gerektigine karar vermesine yardimci oldugunu su sekilde belirtmistir: “Planlarimi ¢ocuklarin ihtiyaglari ve ilgi
alanlarina gére yapacagim, daha sistematik olacagim.” Ayrica, gocuklarin gelisimine bakmanin 6nemini
vurgulamistir. Ayrica, c¢oklu degerlendirme araglarini inceleyerek cocuklarin 6grenmelerini gelistirmenin
yollarini yansitabildigini belirtmistir.

Ogretmen 2, bicimlendirici degerlendirme verilerinin onlara ¢ocuklarin 8grenmesi ve gelisimi hakkinda bilgi
sagladigini ifade etmistir. Bicimlendirici degerlendirmenin 6gretim sirecinin bir pargasi oldugunu belirtmistir.
Ogretim siirecinin her ¢ocugun ihtiyaclarini karsilamasini gerektigine inandigini belirterek, planlarini yapmada
onceki uygulamalarini karsilastirmis ve su ifadeleri iletmistir: “Hazir etkinlikler ariyordum ve bunlari sinifta
uyguluyordum ve gocuklarin bircogu aktivitelerden memnunsa ben de mutlu oluyordum ama simdi biliyorum ki
daha fazla ¢cocuk merkezli olmalyim.”

Ogretmenlerin, cocuklarin 8grenme deneyimlerini yénlendirmek icin degerlendirme yapmanin énemine dair
artan farkindaliklari edinilen bir diger bulgudur. Ornegin, Ogretmen 1, dénemin basinda sadece sinif
etkinlikleriyle ilgili sorularina ¢ocuklarin cevaplarini not ettigini belirtmistir. “Etkilesim sirasinda veya bir faaliyet
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tizerinde ¢alisirken sorularima cevaplarinin yani sira ifadelerini, alintilarini da not etmem gerektigini anladim”
diyerek 6z-degerlendirme yapmistir.

Gozlemler ve goriigmeler bigimlendirici degerlendirme uygulamalarinin  6gretmenlerin  6gretmenlik
uygulamalarini gelistirmelerini sagladigini géstermistir. Ogretmenlerin bicimlendirici degerlendirmenin degeri
hakkinda yorumda bulunduklari dnemli bir konu, 6gretimlerini degistirmesi ve gelistirmesi gerektigi ile ilgilidir.
Ornegin, Ogretmen 3 deneyimlerine yénelik yansitmalarda bulunmus ve “gézlem notlari aldiktan sonra ne
yapacagimi disiiniiyorum. Ozellikle, sinifta olumsuz bir yén gérdiigiimde uygulamalarimi gelistirme yollarina
karar vermeye basladim.” demistir. Ogretmen 2 ayrica bicimlendirici degerlendirmenin daha kanita dayal bir
sekilde hareket etmesini sagladigina dikkat cekerek “Siireci kanita dayali oldugu igin seviyorum, kanit
gdstermemize izin veriyor (¢cocuklarin gelisimi ve 6grenmesi)” demistir.

Bicimlendirici degerlendirme uygulamalari igin tamamlayici ve yansitici bir arag olarak portfolyo

Surecin ilk agamalarinda katilimci 6gretmenlerin portfolyo uygulamalarinin gocuklarin riinleri ile sinirli
oldugu gdzlemlenmistir. isbirlikgi eylem arastirmasi ekibinin tim dyeleri, portfolyonun bicimlendirici
degerlendirme igin glicli bir dokiimantasyon araci olduguna ve katilimci 6gretmenlerin mevcut portfolyolarinin
gelistiriimesi gerektigine karar vermistir. Mevcut portfolyolar, cocuklarin gelisimi ve 6greniminin buttnsel bir
resmini sunmaktan uzak olarak tanimlanmistir. Bigimlendirici degerlendirmenin uygulanmasiyla birlikte,
portfolyonun bir dokiimantasyon araci ve yansitici uygulama olarak yeniden yapilandiriimasi gerektiginin
farkina varilmistir. Yapilan toplantilarda, ¢ocuklarla, velilerle ve 6gretmenlerle paylasilacak sistematik gozlemler
sirasinda toplanan verilerle Portfolyo diizenleme konusunda uzun siireler harcanmistir. Ogretmenlere, kiigiik
cocuklarin 6grenme ve gelismelerini degerlendirmek icin betimsel kayitlar, gézlem notlari, kontrol listeleri,
degerlendirme listeleri, ¢cocuklarin fotograflarini ve cocuklarin portfolyolari gibi ¢oklu araglar ve yontemler
kullanmalari nerilmistir. Ogretmenler sistematik olarak ¢ocuklarin bireysel portfolyolarinda c¢ocuklarin
gelisimine ve 6grenmelerine dair kanitlar toplamistir. Cocuk portfolyolari, sistematik sinif gozlemleri sirasinda
topladiklari bircok gozlem kayit araglari icermektedir. Her gocugun portfolyosu, her gelisim alani igcin birden
fazla kanit icermeye baglamistir. Ogretmenler betimsel kayitlarini, 6grenme deneyimlerinin fotograflarini,
kontrol listelerini, gdzlem notlarini ve gocuk eserleri ile Griinlerini portfolyolarinda toplamistir. Ogretmenler,
bireysel cocuk portfolyolarini, ¢ocuklari kendi portfolyolarinin karar alma siireclerine katilimiyla organize
etmislerdir. Ogretmenlerin portfolyo icerikleri icin geri bildirimde bulunulmus ve &gretmenler gocuklarin
o6grenmesi ve sinif uygulamalari ile ilgili degerlendirmelerde bulunmustur.

Ogretmenler 6zellikle portfolyolari érneklemisler ve biitiinsel bir portfolyonun 6gretim siireglerinde
ayarlamalar igin karar vermelerine nasil yardimci oldugunu dile getirmistir. Ogretmen 2, “Gelisimin bitiinsel
gorusiinl ele almak igcin ne yapmam gerektigini anladim. Portfolyoya baktim ve mifredatta cevapsiz bir sey
olup olmadigini veya dikkat edilmesi gereken konulara karar verilip verilmedigini gérdiim” demistir. Ayrica, bu
O0gretmen c¢ocuk portfolyolarina bakarak c¢ocuklarin en ¢ok erken okuryazarlik ile ilgili ¢alismalarina
portfolyolarinda yer vermek istediklerini gormiis ve bu yoniiniin gigli oldugunu gérmesine olanak sagladigini
dile getirmistir.

Katihmci 6gretmenler ayrica portfolyoyu, ¢ocuklarinin faaliyetlerinin karar verme sireclerine dahil edilmesi
konusundaki uygulamalari konusundaki katkilari hakkinda yorum yapmislardir. Ogretmenlere portfolyo
uygulamalarinda, c¢ocuklara da s6z hakki vermeleri, g¢ocuklari karar verme siireglerine dahil etmeleri
onerilmistir. Siniflarda yapilan gozlemler sirasinda 6gretmenlerin portfolyo siireglerine gocuklari dahil ederek,
cocuklara tekrar 6grenmeleri ve 6grenmeleri hakkinda dislinmeleri igin firsatlar sagladigi gorilmustir.
Ogretmen 2, cocuklari degerlendirme siirecine davet etmenin 6grendiklerini gérmesini sagladigini belirtmistir.
Cocuklarin yaptigi 6z-degerlendirmelerin, dnceki 6grenme deneyimlerini arttirma acisindan degerli oldugu
o6gretmenler tarafindan vurgulanmistir.

Tartisma, Sonug ve Oneriler

Arastirmaya katilan 6gretmenler, bicimlendirici degerlendirmeyi, egitim planlari igin bir rehber olarak
tanimlamistir.  Torrance ve Pryor (2001) 'in bulgularina paralel olarak, bu c¢alisma bigimlendirici
degerlendirmenin 6gretmenlerin  6gretmenlik uygulamalarini  gelistirmelerini  sagladigini  gdstermistir.
Bicimlendirici degerlendirmenin uygulama asamalari baslangi¢ta 6gretmenlerin mevcut uygulamalari hakkinda
kisisel farkindaliklarinin ortaya ¢ikmasi ile sonuglanmistir. Torrance'e (2001) gore, pedagojik 6z-farkindalik, etkili
bicimlendirici degerlendirme deneyimleri icin énemli bir noktadir. Ogretmenler isbirligine dayali bir eylem
arastirmasi doneminde bigimlendirici degerlendirme yasadik¢a, var olan uygulamalarini tanimis ve onlara
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yansitmalarda bulunmustur. Daha sonra, bicimlendirici degerlendirmenin siniftaki 6grenme ve Ogretim
sureglerini desteklemede potansiyel olarak daha etkili oldugunu kabul etmeye baslamistir (Black & Wiliam,
2009; Shepard, 2000). Bu ¢alisma, bicimlendirici degerlendirmenin 6g§renme degerlendirmesi igin cok 6nemli bir
yol oldugunu vurgulamistir. Ogretmenlerin kararlarini 6gretim planlarinda diizenlemelerine yardimci olmustur.
Ogretmenler bigimlendirici degerlendirmenin gocuklarin ihtiyaglarini belirlemede ve 6gretimlerini buna gére
diizenlemede etkili oldugunu vurgulamistir. Ogretmenler, farkli deneyimlerin gocuklarin &grenmesinin
ilerlemesi lzerindeki etkilerini gorebilme firsati bulmustur. Buldu'nun (2010) bulgular ile benzer olarak,
bicimlendirici degerlendirme 6gretmenleri ¢cocuklarin 6grenme deneyimleri ve ¢ocuklardan toplanan verilerin
sistematik bir sekilde toplanmasi konusunda 6gretim amaciyla kullanilacak bir arag olarak bilgilendirmistir.
Ogretim stratejilerini ve pedagojik karar vermeyi cocuklarin ihtiyaglarina ve ilgi alanlarina uyarlamak, kapsamli
bir bilgi ve beceri tabani gerektirir. Ayrica, amagh 6gretime iliskin arastirmalar, amacgh 6gretimin olumlu
O6gretmen-gocuk iliskisi Gzerindeki etkisini vurgulamaktadir (McLaughlin, Aspden & Snyden, 2016).

Arastirmanin bulgulari, bicimlendirici degerlendirme uygulamasinin 6gretmenlerin ¢ocuklari dinlemesini
sagladigini da ortaya koymustur. Sak, Tantekin-Erden ve Morrison (2018) tarafindan yapilan ¢alismada,
ogretmenlerin degerlendirme uygulamalarinin ¢ocuk merkezli olma agisindan yeterli olmadigi tespit edilmistir.
Bu calisma, isbirlik¢i eylem arastirmasinin 6gretmenlerin ¢ocuk merkezli degerlendirme uygulamalarini
gelistirmek icin degerli bir arag¢ olabilecegini gdstermektedir. Bu arastirmanin 6gretmen katilimcilari, ¢ocuklari
dinlemeye ve daha fazla duymaya ve kendi 6grenmelerini degerlendirme firsati verdiklerini ifade etmislerdir.
Black ve Wiliam (2009), bigimlendirici degerlendirme uygulamalarinin giiglii bir yonii olarak ¢ocuklari kendi
o6grenimlerinin sahipleri olarak harekete gecirmeyi vurgulamistir.

Calismanin bir diger énemli bulgusu, her bir siniftaki portfolyo uygulamalarinin dénisiimine yéneliktir.
Biitiinciil bir portfolyonun, cocuklarin dinlenmesi icin giiglii bir platform sagladigi gériilmustiir. Ogretmenlerin
yeni portfolyo uygulamalari, ¢ocuklari siirece davet etmis ve ¢oklu araglarla portfolyolari, cocuklarin énceki
6grenme deneyimlerini hatirlamalarina ve ziyaret etmelerine yardimci olmustur. Portfolyolar ayrica
o6gretmenlere her gocugun 6grenmesini, gelismesini ve sonuglari analiz etmesini sistematik olarak belgeleme
firsati saglamistir. Bu baglamda, bu arastirma 6gretmenlere ¢ocuklarin sinif deneyimlerini zenginlestirmek ve
o6gretmen uygulamalarini desteklemek igin portfolyo kullanmalarini 6nermektedir (Laski, 2013; Seitz, 2008).
Portfolyo, bir cocugun belli bir siire icinde ilerlemesini destekleyen bir arsiv niteligi tasir, cocuklarin ge¢mis
deneyimlerini destekler, 6gretmenlerin degerlendirme uygulamalarini destekler ve ailelerle iletisim icin etkili bir
aractir.

Bu calismadaki slireg, 0gretmenlerin uygulamalarini profesyonel bir bakis ile gérmelerini, gocuklarin
gelisimini ve Ogrenmelerini degerlendirmelerini ve bu konuda literatiirde vurgulandigi gibi miufredatin
uygulanmasina yon vermelerini saglamistir (Morrison, 2012). Bu galismada yer alan 6gretmenler, sistematik
gozlemin sinif deneyimleri tGzerindeki rolini de yorumlamistir. Sistematik ve amagli bir gbzlem, 6gretmenler
tarafindan kullanilacak olan mifredat planlama ve 6gretim stratejileri icin yardimci olacaktir (McAfee & Leong,
2011). Erken donem cocukluk 6gretmenleri ile degerlendirme uygulamalari (izerine yapilan arastirmalar,
ogretmenlerin ¢ogunlukla cocuklarin degerlendirilmesinde goézlemden faydalandigini ortaya koymaktadir
(Hanes, 2009; Kogak, 2005; Schappe, 2005; Sezer, 2010). Ogretmenlerin gézlem uygulamalari, cocugu bir biitiin
olarak gérmek ve ayni anda bircok bileseni gérmek icin degerli bir aragtir (Schappe, 2005). Bigimlendirici bir
degerlendirme araci olarak pedagojik dokiimantasyon (izerine yapilan ¢alismalar (Buldu, 2010; MacDonald,
2007) ayrica gozlem ve dokiimantasyon surecinin 6gretmenlerin 6gretim kararlari Gzerindeki 6nemli roltinu
ortaya koymustur. Bu c¢alismanin bulgulari, bicimlendirici degerlendirme uygulamalarinin yalnizca gocuklarin
o6grenmelerini izlemelerini degil, ayni zamanda kendi egitsel uygulamalarini da degerlendirmelerini sagladigini
gostermistir. Bicimlendirici degerlendirmenin uygulamalarinin farkinda olma rolinid vurgulamislar ve
Ogretiminde ayarlamalar vyapilip yapilmayacagina karar vermeleri i¢in onlara rehberlik ettigini dile
getirmislerdir. Ogretim uygulamalarini incelemek ve gelistirmek icin bicimlendirici degerlendirme
uygulamalarinin kullanilmasi alanyazinda vurgulanan énemli unsurlardan birisidir (Shepard, 2009).

Bu calisma, erken cocukluk ortamlarinda bicimlendirici degerlendirme uygulamalarinin gelistiriimesi ve
arastirmacilar ile 6gretmenler arasindaki isbirliginin nemi agisindan literatiire katki saglamayi amaglamaktadir.
Oldukga sinirh sayida arastirilmis bir konu olan bigimlendirici degerlendirme, oOgretmenler tarafindan
uygulanmasi zor olarak karsilanmaktadir ve 6gretmenler bu siregleri karmasik olarak tanimlamaktadir. Ancak,
bu calisma kapsaminda, profesyonel bir isbirligi ile 6gretmenlerin bu degerlendirme sirecini siniflarinda
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uygulayabildikleri ve degerlendirme planlarini yeni planlarin ayarlanmasi i¢in yorumlayabildikleri
gosterilmektedir.

Alan yazinda yer alan arastirmalar, 6gretmenlerin bigimlendirici degerlendirmeye yonelik bilgilerine
odaklanmakta ve 6gretmenlerin bicimlendirici degerlendirme uygulamalarini gelistirmeleri igcin mesleki gelisim
etkinliklerini 6nermektedir (Black & Wiliam, 2009; Shepard, 2000). Bu ¢alismada, 6gretmenlerin uygulamalarini
gelistirmek icin ayni zamanda bir mesleki gelisim modeli olan isbirlik¢i eylem arastirmasi kullaniimistir ve
bulgular katilimci 6gretmenlerin bigimlendirici degerlendirme uygulamalarindaki ilerlemeleri gostermektedir.
Arastirmalar, bicimlendirici degerlendirme uygulamalarinin 6gretmenleri zorladigini ve 6gretmenler tarafindan
siklikla kullaniimadigini géstermistir (Aydin, 2005; Cakan, 2004; Pilten, 2001; Shepard, 2000). Bu calisma,
O0gretmenlerin siniflarinda  bigimlendirme degerlendirme uygulamalarini eylem arastirmasi siirecinde
uygulayabildiklerini ortaya koymustur. Bu durumda, 6gretmenlere destek verildiginde, yalnizca degerlendirme
acisindan kendilerini gelistirmekle kalmamakta, ayni zamanda tim uygulamalarini desteklemektedir.
Ogretmenler, siniflarinda bigimlendirici degerlendirme uygulamak igin profesyonel yardima ve bilgiye ihtiyag
duyabilmektedir (Bennett, 2011). Arastirmacilar ve 0©gretmenler arasindaki isbirligi, ©6gretmenlerin
uygulamalarini etkileme konusunda gicli bir potansiyele sahiptir ve elde edilen basarinin artmasiyla
sonuglanma potansiyeli yuksektir (Tayler, 2012). Bu ¢alisma ile eylem arastirmasinin 6gretmenlerin
yaklasimlarini degistirmedeki déniistiiriicii giicii vurgulanmaktadir. Ogretmenlerle yapilan eylem arastirmasi
¢alismalari, eylem aragtirmasinin 6gretmenlerin sinif uygulamalariyla ilgili gelisimindeki kritik katkisina da dikkat
cekilmistir (Pine, 2009).

Degerlendirme, oOzellikle erken yillarda, 6gretme ve 6grenmede kritik bir role sahiptir. Kiiglik ¢ocuklarin
gelisim ve 6grenme slireci karmasiktir ve 6zetleyici ve geleneksel yontemlerle degerlendirilmesi oldukga zordur.
Ogretmenlerin kiigik gocuklarla calisirken daha fazla dgretim siirecine gémiilii stratejilere ihtiyaci vardir.
Sistematik gozlem, dokiimantasyon, toplanan verilerin yorumlanmasi ve degerlendirme verilerinin daha sonraki
planlama icin kullaniimasi, bicimlendirici degerlendirmenin temel &zellikleridir. Ogretmenlerin degerlendirme
uygulamalarini iyilestirmeleri gerektigi arastirmalarla ortaya konulmustur. Bu ¢alisma sayesinde isbirlik¢i eylem
arastirmasi, 6gretmenlerin bigimlendirici degerlendirme konusundaki profesyonel 6grenmelerini desteklemek
icin bir yontem olarak 6nerilmektedir. Ogretmenler, erken yaslarda 6grenmenin degerlendirmesi yerine
o6grenme icin degerlendirmeyi kullanmaya davet edilmektedir. Erken ¢ocukluk 6gretmenleri icin bitlnsel bir
cocuk portfolyosu uygulanmasi da oOnerilmektedir. Portfolyolar cocuklarin gelisimini izlemek, program
uygulamalarini degerlendirmek ve ebeveynleri ¢cocuklarin gelisimi ve 6grenmesi hakkinda bilgilendirmek icin
degerli bir aragtir.

Bu arastirmanin kapsami, bicimlendirici degerlendirmenin cocuklarin gelisimi ve 6grenmesi Uzerindeki
roliini incelemeden 6gretmen uygulamalari ve bigcimlendirici degerlendirmeye iliskin algilarla sinirlidir. Bu
arastirmada, sirecin gocuklar tarafindan nasil sonuglandigi incelenmemistir. Bicimlendirici degerlendirme
uygulamalarinin, erken yillardaki gelisim ve 6grenmedeki etkilerini arastirmak oldukg¢a 6nemlidir.

Arastirma, mesleki gelisim tasarimlarinin 6grenme degerlendirmesinde rol oynadigina dikkat ¢cekmektedir.
Ogretmenlerin mesleki uygulamalarini degerlendirme uygulamalarinda arastirmak ve ihtiyaglarini karsilamak ve
uygulamalarina katkida bulunmak igin mesleki gelisim modelleri gelistirmek gerekir. Daha fazla 6gretmenle
¢alismak ve bicimlendirici degerlendirme konusundaki uygulamalarini gelistirmek icin boylamsal arastirmalara
ihtiyag vardir. Ozellikle ulusal baglamda, erken gcocukluk 6gretmenlerinin bicimlendirici degerlendirme
uygulamalarini arastirmak ve mesleki ihtiyaglarina cevap vermek ve sinif uygulamalari icin gerekli yardimi
saglamak icin bicimlendirici degerlendirmenin énemini arttirmaya hizmet edecek ¢alismalara ihtiyag vardir.
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