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ABSTRACT

ASSESSMENT CONCEPTIONS OF TURKISH
MATHEMATICS TEACHERS OF INTERNATIONAL
MIDDLE YEARS PROGRAMME (MYP)

The primary purpose of this study was to investigate Middle Years Programme
(MYP) Mathematics Teachers conceptions of assessment. It was also aimed at find-
ing out the relationship between teachers’ conceptions of assessment, curriculum ori-
entation and mathematics related beliefs. Quantitative data were gathered through
an online survey which contains Teacher Conceptions of Assessment Abridged Scale
(TCoA-IITA), Curriculum Orientation Scale (COS), Mathematics Related Beliefs Scale
(MRBS) and some open ended questions from 30 MYP mathematics teachers. Qualita-
tive data was collected by conducting interviews with 3 of these teachers. The descrip-
tive results revealed that MYP mathematics teachers mostly think that assessment
is for Improvement while moderately agreeing on accountability purposes. Correla-
tion analysis indicated a strong positive correlation between Improvement and Student
Accountability conceptions. Irrelevance had negative correlations with Improvement
and School Accountability. Traditional beliefs had moderate negative correlations with
Improvement and Student Accountability. On the other hand, there was a moderate
positive correlation between Student Accountability and Constructivist Beliefs. The
interviews were analyzed with two methods, (i) coding for teachers’ conceptions of as-
sessment and (ii) thematic analysis. Improvement (66 codes), Student Accountability
(15 codes) and Irrelevance (2 codes) conceptions were appeared in the first analysis. In
addition, thematic analysis revealed 6 themes about teachers’ conceptions of assessment

in relation with curriculum.
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OZET

ULUSLARARASI ORTA YILLAR PROGRAMI (MYP)
MATEMATIK OGRETMENLERININ OLCME VE
DEGERLENDIRME KAVRAYISLARI

Bu ¢aligmanin temel amaci Uluslararasi Orta Yillar Programi (MYP) kapsamin-
da calisan Tiirk matematik ogretmenlerinin 6lgme ve degerlendirme siirecine iligkin
kavray- 1glarini incelemektir. Bunun yaninda bu kavrayiglarinin miifredat yonelimleri ve
matematik ile ilgili inamslar1 arasmdaki iligkiyi incelenmistir. Nicel veriler Ogretmenler-
in Ol¢me ve Degerlendirme Siirecine Iligkin Kavrayislar: Olceginin (TCoA-IITIA) kisaltil-
mug versiyonu, Miifredat Yonelim Olcegi (COS), Matematik Hakkindaki Inamglar Olcegi
(MRBS) ve agik uclu sorular igeren gevrimigi bir anket yolu ile 30 MYP Matematik
Ogretmeninden toplanmigtir. Nitel veri toplama siirecinde ise bu 6gretmenlerden 3
tanesi ile gortismeler yapilmigtir. Sonuclar, MYP matematik 6gretmenlerinin cogunlukla
degerlendirmenin Geligim i¢in oldugunu diigindiiklerini, bunun yaninda okul ve 6grenci
sorumlulugu amaclarina da orta derecede katildiklarini ortaya koymustur. Korelasyon
analizi, Gelisim ve Ogrenci Sorumlulugu amaclar arasinda anlaml bir iligki oldugunu
gostermistir. Ancak, Onemsizlik ile Gelisim ve Okul Sorumlulugu amaclari arasmda
negatif yonde bir iligki ortaya cikmustir. Geleneksel Inamslar, Geligim ve Ogrenci So-
rumlulugu ile orta diizeyde negatif korelasyon gostermistir. Ote yandan, Ogrenci So-
rumlulugu ile Yapilandirmaci Inamiglar arasinda orta diizeyde poxzitif bir iligki goriilmiig-
tur. Ogretmenlerle yapilan goriigmeler iki farkli yontemle analiz edilmistir: (i) 6gretmen-
lerin 6lgme degerlendirme kavrayiglarma yonelik kodlama ve (ii) tematik analiz. Ilk
analizde Gelisim (66 kod), Ogrenci Sorumlulugu (15 kod) ve Onemsizlik (2 kod) boyut-
lar1 ortaya cikmistir. Ayrica, tematik analiz ogretmenlerin miifredat kapsamindaki

olgme ve degerlendirme kavrayislar: hakkinda 6 tema ortaya koymustur.
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1. INTRODUCTION

School is a place to prepare children for their life, give them opportunities to ac-
quire the skills that are necessary for their future. The primary aim of the education is
to raise young generations so that they know how to reach correct information, how to
use and organize them. This aim of education has changed the classroom environments
in a way to make students more active and responsible for their own learning. As a
part of the changing trends in education, governments and educational policy makers
have been working on educational reforms on their curriculum. The results of inter-
national assessments and surveys such as Trends in International Mathematics and
Science Study (TIMSS) and Program for International Student Assessment (PISA) are
analyzed in the process of curriculum development in Turkey (Ministry of Education,

2018).

The success of these reforms depends on the how they are understood, approached
and applied by teachers and students. William and Black (1998) refer the classroom
as a black box. Some input are placed in this black box and there are some expected
outcomes. However, what is happening in the box is not given enough attention. As-
sessment is one of the key elements inside this black box. Assessment becomes very
powerful when it is selected, implemented and evaluated carefully. It gives teachers
opportunities to follow their students’ improvements, to get more information about
students’ learning; and to make improvements in their lessons (Black, 2014; Dixson
andWorrell, 2016; Gearhart and Saxe, 2004; William and Black, 1998). Assessment
is also very important for students since they are expected to be responsible and ac-
tive in their own learning process (William and Black, 1998). Thus, the changes in
the curriculum have to be supported with corresponding changes in the assessment

(Darling-Hammond et al., 2013).

The important role of teachers in this new educational era is emphasized by As-
sociation of Teacher Educators (ATE) Commission on Classroom Assessment (2014)

as; “Today’s classroom teachers are expected to optimize the teaching, learning, and



schooling so the educational experience is learner centered, standards based, achieve-
ment oriented, data driven, and culturally competent” (p. 364). These expectations
will become a part of teachers’ implementations if they correspond to teachers’ beliefs
and conceptions. Teachers’ beliefs about teaching, learning, curriculum, school and stu-
dents affect their decisions, behaviors and practices (Pajares, 1992; Thompson 1984).
Teachers have their own belief system that contains beliefs about learners, teaching,
learning, resources, knowledge and curriculum (Gudmundsdottir and Shulman, 1987;
Pajares, 1992). In addition to pedagogical knowledge and curriculum guidelines, these
beliefs serve as a filter in teachers’ decision making process (Ambrose, 2004; Clark
and Peterson, 1986). Therefore, understanding teachers’ beliefs is very important to
see what is happening inside classrooms. According to Handal and Herrington (2003)
curriculum changes related to teachers’ practices are more likely to be successful when
teachers’ beliefs are taken into account. In other words, if the beliefs of teachers do not
match with the underlying beliefs of the educational reform the success of the reform

could be affected.

The primary purpose of the current study is to understand the assessment con-
ceptions of MYP Mathematics teachers in Turkey. The assessment conceptions refers
to the four purposes of assessment (Student Accountability, School Accountability,
Irrelevance and Improvement) introduced by Brown (2002). These conceptions are
important since they show what assessment means to practitioners rather than what
is suggested (Vardar, 2010). Teachers do not just hold beliefs about assessment. They
have a belief system containing beliefs about different aspects of education. Therefore,
it is very important to understand teachers’ beliefs as whole. In order to do so the
relationship between different purposes of assessment, how assessment conceptions are
related with teachers’ curriculum orientation and mathematics related beliefs will be

examined in this study.



2. REVIEW OF THE LITERATURE

Teachers are an important component of education. Therefore, understanding
teachers’ conceptions about different educational aspects such as assessment, curricu-
lum, teaching and learning is very crucial. The number studies that focus on teachers’
conceptions and beliefs have been increasing in recent years. The literature review of
this study will start with brief descriptions assessment in education. Then, teachers’
role in assessment will be discussed by introducing teachers’ conception of assessment,
curriculum and subject related beliefs. Assessment in Turkish education system will
be briefly described. In the last part, International Baccalaureate Organization (IB)
and IB programmes will be introduced focusing on the details of the Middle Years

Programme (MYP).

2.1. Assessment in Education

Assessment can be defined as any of an assortment of procedures that provides
information about the performance of the student (Miller et al., 2009). Assessment is
used for different purposes; administrative, grading, placement or improvement. An
assessment instrument which is effective for one purpose might be meaningless for an-
other purpose. Thus, it is important for teachers to be aware of their goals of using an
instrument and design it accordingly (Dixson and Worrell, 2016; Miller et al., 2009).
Today’s teachers are expected to be equipped with different assessment strategies and
tools that encourage student engagement and provide meaningful data (ATE Commis-
sion on Classroom Assessment, 2014; International Baccalaureate Organization, 2017,
Ministry of Education, 2018). Using different tools gives teachers the opportunity to
have continuous data about student learning and thinking. Teachers can use these
data to modify their instructions, to focus on misconceptions, add an activity, and give

feedback to students.



2.1.1. Traditional and Alternative Assessments

Educational reforms have increased the use of assessment instruments which focus
on the process rather than just the end product. This change in assessment and
evaluation has increased the use of alternative assessment in addition to traditional
assessment (Dikli, 2003; Karakug, 2010; Nazlcigek and Akarsu, 2009). The main
purpose of traditional assessment tools is to determine what and how much a student
learned by assessing students at a certain time, generally at the end of instruction
(Karakusg, 2010). Traditional methods are generally paper-pencil methods such as
matching, multiple choice and fill in the blanks.

Alternative assessment aims at evaluating students’ performance with multiple
tools on a long term basis (Baki, 2008). Alternative assessment methods such as
peer-assessment, portfolio and group work enable teachers to see student progress.
Nazlh¢icek and Akarsu (2009) made a research about physics, mathematics and chem-
istry teachers’ approaches to assessment tools and their assessment practices. The
results of teachers’ knowledge about assessment tools showed that they have higher
averages on traditional methods. On the other hand, the lowest averages are on alter-

native methods which are concept maps, portfolios, journals and experiment reports.

2.1.2. Formative and Summative Assessment

The changing trends in education also support the use of formative assessment
tools. William and Black (1998) define formative assessment as all activities done by
teachers and students that provide information in the process of improving of teaching
and learning practices. Summative assessment refers to the use of assessment to deter-
mine the quality of student learning and evaluating student performance (Dixson and

Worrell, 2016).

Different studies show that formative assessment has a positive effect on students’
learning (Gearhart and Saxe, 2004; William and Black, 1998). The students become

an integral part of their own learning since they receive immediate and more personal



feedback. That is why teachers’ knowledge about formative assessment techniques and
their use brings many advantages to teaching and learning (Keeley and Tobey, 2011).
Low-achievers or students who struggle with a subject start to believe that they are
unable to be successful. These students eventually lose their self esteem, give up trying
and sometimes become a “difficult kid” for teachers (William and Black, 1998). The
use of formative assessments can change this in a positive way. The results of formative
assessment are only used by teachers and the students themselves. This changes the
students’ focus from being successful to learning. When formative assessment is used
properly, teachers can create a classroom environment in which every student believe

in him/her to be successful (William and Black, 1998).

2.2. Teachers’ Role in Assessment

The way teachers approach assessment is very important. The purpose of the
same instrument can change according to how teachers approach it. An assessment
would become formative assessment when the provided data is used to modify teaching
in a way to address students’ needs (William and Black, 1998). If teachers only use
assessment results for evaluating performance of students, then they might underesti-
mate the use of assessment results for improving their instruction. Students’ attitudes
are also affected by teachers’ thinking about the purpose of the assessment (Brown,
2012). When students test scores, participation in class discussions, etc. are used for
only summative purposes, their aim becomes getting the right answer. They try to get
good grades, collect in-class points or give the “expected” answer. They don’t want to
be involved in cognitively demanding tasks. They are interested in how the results of

any assessment will affect their grades (William and Black, 1998).

The studies on teachers’ use of assessment show that there are many factors
affecting teachers’ assessment choices. These factors are both internal and external.
Teachers’ beliefs about teaching (ATE Commission on Classroom Assessment, 2014)
and their self-esteem about the assessment type (Gelbal and Kelecioglu, 2007) are
examples internal factors. The pressure of high-stake exams/from parents-administers

(ATE Commission on Classroom Assessment, 2014; Dixson and Worrell, 2016) and the



limitations of time (ATE Commission on Classroom Assessment, 2014; Black, 2014;

Gelbal and Kelecioglu, 2007) are some external factors.

2.3. Teachers’ Beliefs and Conceptions

Beliefs were defined as ‘mental constructions of experience-often condensed and
integrated into schemata or concepts’ by Sigel (1985) (cited in Pajares 1992, p. 313).
Thompson (1992) used conception as a broader term which is “all that a teacher thinks
about the nature and purpose of an educational process or practice”. There has been an
increase in the number of studies that examines teachers’ beliefs and how these beliefs
influence their practices. These studies revealed that teachers’ beliefs about teaching,
learning, curriculum, school and students affect their decisions, behaviors and prac-
tices (Pajares, 1992; Thompson 1984). Teachers have their own belief system that
contains beliefs about learners, teaching, learning, resources, knowledge and curricu-
lum (Gudmundsdottir and Shulman, 1987; Pajares, 1992). In addition to pedagogical
knowledge and curriculum guidelines, these beliefs serve as a filter in teachers’ decision
making process (Ambrose, 2004; Clark and Peterson, 1986). Therefore, understanding

teachers’ beliefs is very important to see what is happening inside classrooms.

In education, the policy makers and the ones who implement the policy changes
in schools are not the same people. This increases the importance of understanding
teachers’ conceptions and beliefs. The way teachers understand, approach and im-
plement the educational policies depend highly on their conceptions (Brown, 2011b).
Thompson (1992) states the importance of understanding teachers’ conceptions as: If
teachers’ characteristic patterns of behavior are indeed a function of their views, beliefs,
and preferences about the subject matter and its teaching, then any attempt to improve
the quality of mathematics teaching must begin with an understanding of the concep-

tions held by the teachers and how these are related to their instructional practice (p.

106).



2.3.1. Beliefs Related to Teaching and Learning

Research on education has been emphasizing the fact that teachers’ classroom
behaviors and activities are shaped by various frameworks which stand for teachers’
conceptions about teaching and learning (Chan and Elliot, 2004). For instance, mathe-
matics teachers’ practices are affected by their beliefs about mathematics and teaching

and learning mathematics (Pajares, 1992; Thompson, 1992).

Chan and Elliot (2004) associate teachers’ conceptions about teaching and learn-
ing to constructivist and traditional learning models. Constructivist learning model
emphasize the creation of an active learning environment for students. On the contrary,
the traditional model considers teachers as the source of information and students as
passive learners. They conducted a study about teaching and learning conceptions of
Hong Kong pre-service teachers, and the results showed that they do not exclusively
believe in one of Constructivist or Traditional Model. The researchers explain this
result with the intermingling of the conceptions. Hong Kong has a traditional teaching
and learning approach (Brown et al., 2011; Chan and Elliot, 2004). This might explain
the tendency of Hong Kong pre-service teachers to have traditional conceptions. This
explanation is also supported by the findings of Pajares (1992) as teachers’ background

affects their conceptions.

The results of a study that focused on the mathematics related beliefs of pre-
service mathematics teachers in Turkey indicate that pre-service mathematics teachers
have more constructivist beliefs than traditional. However, they have very traditional
beliefs about solving questions. The reason behind this might be the testing sys-
tem which requires a single correct answer (Haser et al., 2013). A similar study was
conducted by Cevirgen (2016) with the instrument developed for the previous study
showed that pre-service mathematics teachers are in favor of constructivist beliefs and

their beliefs become more constructivist as the grade level increases.



2.3.2. Curriculum Related Beliefs

Curriculum can be examined under two approaches as what is planned and what
is experienced in the classroom. Intended curriculum is defined as “the educational
systems’ goals and means“ (Schmidt et al., 1996, p. 16), which contains the body of
knowledge, ideas, and processes the policy makers want students to learn and expe-
rience in classrooms (Makowski, 2017; Oziilkii, 2013). The curriculum is not always
implemented in the classroom as it is intended by the curriculum developers. The
enacted curriculum (Stein et al., 2007), reflects what is actually experienced by the
students in the classroom. Teachers are the main implementers of the curriculum. As
it is revealed in the literature, their classroom practices are affected by their beliefs.
Therefore, the enacted curriculum can be said to be a result of teachers’ beliefs about

curriculum, teaching and learning.

The applicability of an educational program will increase when teachers have
positive opinions about the program. On the other hand, the negative opinions of
teachers about the program make it difficult to apply it properly (Burkhardt, Fraser
and Ridgway, 1990). Duru and Korkmaz (2010) conducted a study in order to investi-
gate the opinions of mathematics teachers and homeroom teachers about mathematics
curriculum. The results showed that these teachers have positive opinions about the
mathematics curriculum. However, it was revealed that the program was not intro-
duced to teachers properly. This might affect the implementation of the program. If
the teachers do not receive professional support in the implementation of a new pro-
gram they would implement it according to their own understanding. According to
Handal and Herrington (2003) curriculum changes related to teachers’ practices are
more likely to be successful when teachers’ beliefs are taken into account. Otherwise,
teachers will continue to use their own practices in their classroom which will decrease

the success of the educational reform.

If the mathematics teachers’ beliefs are not congruent with the beliefs underpin-
ning an educational reform, then the aftermath of such a mismatch can affect the degree

of success of the innovation as well as the teachers’ morale and willingness to implement



further innovation. (Handal and Herrington, 2003, p. 2).

Oziilkii (2013) conducted another study to understand how the changes in physics
curriculum are implemented by three teachers. The results of her study revealed that
these three teachers only cover the topics according to the order stated in the cur-
riculum. However, they rarely used the teaching methods of the intended curriculum
and focused more on the possible questions that are asked in the university entrance
exam. This results supports to importance of teachers’ beliefs as shared by Handal

and Herrington (2003).

Another study conducted by Ekici (2009) focused on pre-service science and tech-
nology teachers’ curriculum orientation according to their grade level. He evaluated
the curriculum orientation as constructivist or traditional. It can be interpreted that
the pre-service science and technology teachers’ conceptions about science curriculum

gets closer to the constructivist view in the process of teacher training program.

2.3.3. Conceptions of Assessmentl

In the process of assessment, teachers’ individual experiences and conceptions
affect their students’ learning and classroom performance (Vardar, 2010). The term
“conception of assessment” aims to bring out the purposes of conducting assessment.
Brown (2002) introduces four purposes of assessment as; school accountability, student
accountability, improvement and irrelevance. Different studies used the four purposes
framework to examine conceptions of assessment of teachers from different cultures
(Brown, 2002; Brown et al., 2011a; Brown et al., 2011b; Brown, 2012). In addition,
some studies were conducted in Turkey with sixth, seventh, eighth grade teachers
(Vardar, 2010); pre-service English teachers (Yetkin, 2017; Yiice, 2015) and English
preparatory class students and teachers of a university (Zaimoglu, 2013). In the follow-
ing part, the details of the four purposes will be explained with results of the mentioned

studies.
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2.3.3.1. Improvement Conception. The effect of assessment in improving teaching and

learning has been topic of interest with the reforms on education. The educational
reforms have started to change the primary aim of assessment into improvement of
teaching and learning. Therefore, assessment is accepted as an integral part of teaching
and learning. High quality assessment provides high quality information that shapes
the classroom decisions of teachers about what to teach, how to teach (Nitko and
Brookhart, 2011). Assessment is not just limited to testing and grading students; it is
an important source of data for improving teaching and learning for both teachers and

students (Brown, 2002; Nitkoand Brookhart, 2011).

Brown (2002) defines “improvement conceptions” as using assessment for the pur-
pose of improving teaching and learning. There are different studies about teachers’
conceptions of assessment in different countries (Brown, 2012; Vardar, 2010; Yetkin,
2017; Zaimoglu, 2013; Yiice, 2015). The studies show that the teachers approve im-

provement purpose of assessment independent of their culture.

2.3.3.2. Student Accountability Conception. High stakes exams are used for evaluat-

ing student performance and the results of these exams used for placement purposes.
The use of high stakes exams have created an educational atmosphere in which the focus
is getting high scores for students, parents, teachers and schools. Student accountabil-
ity conception refers to the use of assessment for evaluating students’ performance and

SucCcCess.

The high stakes exams attract more attention than the assessment that takes
place in schools under the control of teachers (Miller et al., 2009). In some societies,
the results of the national exams are very important. This situation affects the way
teachers and, thus students approach the assessment. The studies on “conceptions of
assessment” show that the way assessment is approached and the purposes attributed to
assessment in a specific culture affect teachers’ conceptions. The teachers of cultures
in which assessment is high stake approve the accountability purpose more (Brown,

2011; Brown, 2012; Vardar, 2010).
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2.3.3.3. School Accountability Conception. School accountability conception refers to

the use of assessment data for evaluating the performance of schools and teachers
(Brown, 2002). Teachers are accountable for their students’ learning and they need to
make it apparent to managers, supervisors and parents (Brown, 2012). This respon-
sibility leads teachers to associate assessment with School accountability conception.
Brown (2012) states that “teachers” thinking about assessment reflects the pressures
and priorities of the system” (p.6). When students performance is seen as the most
important indicator of a teacher’ effectiveness, teachers start to feel under pressure.
Different studies on the factors affecting teachers’ assessment methods have revealed
that the pressure coming from the high-stakes exams and accountability responsibilities
to parents and administration affect teachers’ decision (ATE Commission on Classroom

Assessment, 2014; Dixson and Worrell, 2016).

Brown compares conceptions of teachers’ from different cultures in his studies.
For example; in New Zealand, the schools are independent in terms of administration.
The selections of students, teachers are schools own responsibility. The government
makes some inspections to check schools’ performance. Thus, New Zealand teachers’
give more attention to school accountability. However, in Chinese education system the
success of students in high stake exams have a crucial importance. Thus, the teachers

attribute student accountability purpose to assessment (Brown, 2011a; 2011b).

2.3.3.4. Irrelevance Conception. This conception refers to the idea that assessment is

not useful in education process. The irrelevance conception might be a result of fac-
tors that have a negative effect on the quality of assessment. Teachers might be using
various and powerful assessment tools. However, their lack of knowledge about how
to apply the tools and how to use the results might cause the assessment to become
meaningless (Vardar, 2010). According to Brown (2002), the idea of irrelevance of
assessment is related with two claims: a) assessment means testing and testing is bad

for education; b) assessment makes teachers, schools and students accountable.
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Most of the studies conducted in Turkey showed that teachers agree less on irrel-
evance conception among the four purposes of assessment (Vardar, 2010; Yetkin, 2009;
Zaimoglu, 2013). However, the study of Yiice (2015) showed that pre-service English

teachers also agreed on the Irrelevance of assessment.

2.4. Assessment in Turkey

There have been some major changes in the Turkish education system. The
curriculums of each subject have been reviewed for all grade levels during the last
decades. In addition, the national assessment systems have gone into an important
change. The procedures and the question types of high-stake exams for university
entrance and transition to high school have renewed for several times. The assessment
approaches of the last Mathematics Curriculum states that assessment is an integral
part of education and assessment results should be examined as a part of education
process. In addition, multidimensional assessment is also emphasized concerning the
differences of individuals and the limitations of using one type of assessment. Students
and teachers must actively engage in assessment procedures (Ministry of Education,

2018a).

High stakes exams have an important role in Turkish Education. Students take a
test in the last year of middle school and high school. The scores students get from these
exams affect their further education. In the last decade, there have been drastic changes
in the structure of the high stake exams for moving from middle school to high school
and university entrance. In 2018, a new system has been introduced in the examination
for transition from middle school to high school. The High School Transition Exam
(Liselere Gegig Smavi- LGS) is implemented in two parts. The first part consists of a
total of 50 multiple choice questions from Turkish (20), foreign language (10), religion
and ethics (10), and Turkish Republic revolution history and Kemalism (10). The
students are given 75 minutes for this test. The second part consists of 20 mathematics
and 20 science questions, and takes 80 minutes. Scores of these tests are used for student
placement into high schools that are labeled as prestigious by the MoNE and most of

the private schools also use these scores to enroll students. Unlike the previous one,
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the new system offers an option to parents and students as not taking the exam. In
this case, students will apply the schools in their neighborhood and be placed in one.
However, in 2018, 81.46% of the middle school graduates preferred to take the exam
(Ministry of Education, 2018a). The percentage of 8thgrade students who took the
exam increased to 85.08% in 2019 (Ministry of Education, 2019). The mathematics
test of the previous exam mostly had direct questions which are solved using specific
content knowledge. However, High School Transition Exam can be said to measure
students’ higher order thinking skills in non-routine problems. Students are expected
to understand and analyze the question to decide which mathematical skills/knowledge

they need.

2.5. The International Baccalaureate Organization - IBO

The mission of the IB is to raise inquiring, knowledgeable and caring individ-
uals for creating a better and more peaceful world. IB students are encouraged to
be active, compassionate and lifelong learners who accept and understand differences.
The classroom environments, curriculum and assessment procedures of IB programmes
provide an opportunity to raise global students who are skilled for the future. 1B ex-
pects students to endeavor to become “inquirer, knowledgeable, thinker, communicator,
principled, open-minded, caring, risk taker, balanced and reflective” learners. These 10
attributes which are named as IB learner profiles reflect the mission of IB (International

Baccalaureate Organization, 2014).

Founded in 1968, the International Baccalaureate (IB) is a non-profit educational
foundation offering four highly respected programmes of international education that
develop the intellectual, personal, emotional and social skills needed to live, learn and

work in a rapidly globalizing world (International Baccalaureate Organization, 2014).

IB offers 4 different programs for different ages;

e Primary Years Programme (PYP) is for ages 3 - 12
e Middle Years Programme (MYP) is for ages 11 - 16
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e Diploma Programme (DP) is for ages 16 - 19
e Career- related Programme (CP) is for ages 16 - 19

IB programmes are taught in 149 countries in 5011 schools from Africa, Eu-
rope, Middle East, Asia- Pacific and North, Central and South America. In Turkey,
76 schools have been offering different IB programmes except the Career-related Pro-
gramme (International Baccalaureate Organization, n.d). Only 3 of these schools are
public high schools which are offering DP. The schools can offer different programmes
at the same time. If a school offers all three programmes it is called a continuum
school. There are 8 continuum schools in Turkey. 22 schools offer just PYP, 37 schools

just offer DP and there is only 1 school offering just MYP.

The assessment approach of IB is the same for all programmes. It is stated in the
IB standards that “learning, teaching and assessment effectively inform and influence
one another.“ (International Baccalaureate Organization, 2018). In this study, the fo-
cus is the schools that are covering Turkish Mathematics curriculum within the context
of an IB programme. MYP is purposively chosen to the IB programme as it has an
improvement oriented assessment approach. The accountability purpose of assessment
is minimized since there is no compulsory exam to finish the programme. During the
scope of the programme students are not graded according to specific exams. They
are provided with feedback to improve themselves. Students’ improvement during the
process is more important than the end products. On the other hand, Turkish MYP
schools are expected to fulfill MoNE requirements. For example, students are graded
according to their performances on specific exams and 8th graders of MYP still need
to take an exam in order to apply prestigious high schools. In addition, most of the
Turkish MYP mathematics teachers have a Turkish educational background in which
assessment approach was different than MYP. All of these aspects might have differ-
ent affects on Turkish MYP Mathematics teachers’ conceptions of assessment. As the
aim of this study is to investigate teachers’ conceptions of assessment in relation with

curriculum, MYP was chosen for its unique curriculum.
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2.5.1. Diploma Programme (DP)

DP is the most offered programme in Turkey with 50 schools and it is also the
most offered programmer among the 4 IB programmes all around the world. DP is first
offered in 1968 and it is first offered in Turkey in 1994 (International Baccalaureate
Organization, 2014). Students take internal and external assessments in DP. At the end
of the second year of DP, students take external exams from different subjects in order
to have their diploma. In addition, DP students prepare a very comprehensive final
project named as extended essay. In line with philosophy of IB, the students choose the
subject and topic according to their own interest. The reason of not focusing on DP for
this study is the high stake nature of external assessments. The grades that students
take from these exams reflected on their IB Diplomas which is used in application to
universities. There is a similar pressure for non-DP students as they need to take the

university entrance exam.

2.5.2. Primary Years Programme (PYP)

Primary Years Programme, which is introduced in 1997, is the first programme of
the IB continuum. 36 schools in Turkey offer PYP. In this programme, transdisciplinary
themes unite different subject areas and show students that the subjects connect be-
yond boundaries. There are six of transdisciplinary themes of global significance: “who
we are, where we are in place and time, how we express ourselves, how the world works,
how we organize ourselves, and sharing the planet “ (International Baccalaureate Orga-
nization, 2018). The PYP includes ages from 3 to 12 which correspond to Grade 4 and
before for MoNE. In Turkish education, the examinations start at Grade 4. Therefore,
it is assumed that MoNE does not put any limitations for PYP teachers in terms of

assessment and their conceptions would be similar to teachers of non-IB schools.

2.5.3. Middle Years Programme (MYP)

MYP programme is the least offered programme (excluding CP) in Turkey (14
schools) and also around the world. MYP is first offered in 1994. MYP is a student
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centered program that emphasizes holistic learning and inter-cultural awareness and
communication. These key elements are applied to whole MYP subjects which are
language acquisition, language and literature, individuals and societies, mathematics,
design, arts, sciences, physical and health education. Students are provided with the
opportunity to show their strengths in different areas. Students are expected to be
aware of their own learning process, MYP challenges students for being able to form
connections between real life and their studies, and develop higher-order thinking skills
(International Baccalaureate Organization, 2016). While doing so, the programme is

compatible with any national, state or other curriculum standards.

MYP curriculum is concept- based. Every subject area both has its own concepts
and shares common concepts with other areas. These concepts help students to make
inter and intra disciplinary connections and enable a deeper understanding. MYP is not
just aiming to build knowledge. It aims to develop skills which help students “learn to
learn”. These skills are defined as Approaches to Learning (ATL) skills and teachers
plan their units in a way to address at least two ATL skills. The skill categories and

clusters for each skill are given below.

.. . Self 314

I_ . |_ . . Information Creative
Communication Colloboration ~| Organization Literacy | thitnking

- Media Critical

Affective Literacy thinking

~| Reflection = Transfer

Figure 2.1. ATL Skill Categories and Clusters.

Every unit of each subject has a global context to help students to make connec-
tions with real life so as “to encourage international mindedness and global engagement
within the programme” (International Baccalaureate Organization, 2014a, p. 18). A

key concept and two related concepts are chosen for each unit. The concepts and global
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context are used to construct a statement of inquiry which describes the relationship
between these elements in the light of unit content (International Baccalaureate Or-
ganization, 2014a). ATL skills and IB learner profiles are also included in the plans.
Having these different components of unit and lesson plans, MYP teachers also build
their assessment to assess the Key and Related Concepts, Global Context, ATL skills

and also IB learner profiles.

2.5.3.1. Mathematics Curriculum in MYP. The mathematics curriculum of MYP cov-

ers numbers, algebra, geometry, trigonometry, statistics and probability. In the MYP,
mathematics encourages inquiry and application. This helps students to improve prob-
lem solving skills and to be able to transfer these skills to other disciplines and to their
life outside the school (International Baccalaureate Organization, 2014b). The focus
of MYP mathematics education is in line with the standards of National Council of
Teachers of Mathematics (NCTM) and the properties stated in the Turkish Mathe-

matics curriculum.

MYP mathematics teachers provide students with authentic examples for stu-
dents to realize the importance of mathematics in their lives. Students are encouraged
to apply their mathematical knowledge to new situations. Students of MYP are in-
volved in activities where they represent the information, explore and model situations
and solve familiar and unfamiliar problems. These are vital mathematical competencies
not only for IB, but also for mathematics education all around the world. Especially,
being able to use the mathematical knowledge for solving problems in unfamiliar con-

text is becoming an important aspect of mathematics education.

2.6. Assessment in MYP

MYP does not require students to take a specific exam to finish the programme.
There is an e-assessment process of MYP. The schools voluntarily take the e-assessment.
The only compulsory assessment is in the last year of MYP; students prepare a per-

sonal project on a topic of their interests, to demonstrate their skills (ATL skills) and
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IB learner profiles that they developed through the programme. These projects are
internally assessed by the personal project advisors of that school and also IB chooses
some projects randomly for moderation.

The most important assessment principle of IB community is highlighted as “.....

and the most important principle is that assessments should support education, not

distort it” (IBO, 2017, p. 21).

They outline the properties of good assessment as:

In particular, good assessment design is different for summative and formative
assessment. Expanding on this principle, the IB’s views on what makes good assessment

can be summarized as:

e supporting Curriculum goals
e using a range of assessment tasks
e considering wider student competencies and higher-order thinking skills (Inter-

national Baccalaureate Organization, 2017, p. 90- 91).

MYP has 4 assessment criteria for every subject. The 4 assessment criteria of

MYP mathematics are:

(i) Knowing and Understanding: The students are expected to select and apply
appropriate mathematical strategies to solve familiar and unfamiliar problems
(ii) Investigating Patterns: The students are expected to discover patterns, form
general rules and verify/prove their rules
(iii) Communicating: Students are expected to use appropriate mathematical lan-
guage and representations; make connections between forms of representations.
(iv) Applying Mathematics in real-life contexts: Students are expected to select and
apply appropriate mathematical strategies to solve authentic real situations, jus-
tify the degree of accuracy of their solution (International Baccalaureate Organi-

zation, 2014a).
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At the end of each unit, at least one criterion is used as summative assessment.
The students must be assessed by each of the four criteria at least twice in a year. These
criteria are graded from 0 to 8. The teachers decide the final grade of the students. Even
though they are named as end of the unit summative assessment tasks, they don’t serve
only summative purposes. The rubrics are provided to the students with the tasks.
Thus, students know what is expected from them and also they make self-evaluations.
Students may be asked to write reflections at the end of an assessment task. They
are expected to use their reflective thinking skills and judge their own work. Teachers
are expected to use formative assessments before the summative assessment tasks and
give feedback to students. In MYP, the assessment is not just interested in the end
product; learning process is at least as much important. MYP teachers are expected
to integrate different assessment strategies to their teaching. Classroom discussions on
debatable questions, group works, differentiated tasks-activities and interdisciplinary

tasks are the requirements of the MYP.

According to the report on MYP implementation in Turkey (Ateskan et al., 2016),
MYP coordinators and teachers emphasized the positive impact of interdisciplinary
units and formative assessment to monitor learning. Most of the MYP schools in
Turkey implement the programme under the MoNE curriculum. This creates a chal-
lenge for schools to meet requirements of both IB and MoNE. MYP Coordinators of
three different MYP schools view MYP as a framework to implement the MoNE cur-
riculum in a more interdisciplinary and innovative way (Ateskan et al., 2016). Even
though MYP is a learner-centered programme, the report showed that the teachers are
in the center of educational activities. The pressure of the transition exam from pri-
mary school to high school results in more content-based lessons where memorization

takes place (Ateskan et al., 2016).
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3. SIGNIFICANCE OF THE STUDY

One of the main purposes of education is to improve student learning. There are
various factors influencing student learning such as parents’ education, socio economic
status, curriculum, teacher related variables (knowledge, expectation, beliefs). Tmple-
mentation of the curriculum is a factor which describes many elements of education.
Indeed, implementation of curriculum also interplays with teacher variables (Handal
andHerrington, 2003).Curriculum provides resources for instruction as well as describes
different aspects of teaching; use of materials, use of technology, learning objectives and
assessment practices (Cohen, Raudenbush, and Ball, 2003). Assessment is an integral
part of instruction. If assessment is used productively, the results will inform not only
teachers and students but also parents, administrators and policy makers (Black, 2014;
Dixson andWorrell, 2016; Gearhart and Saxe, 2004; William and Black, 1998). There
are some high stakes testing yet the classroom based assessments are more influencing
on student learning. Classroom based assessments focus on process and tracking and
documenting student learning. Thus, teachers’ implementation of assessment provides
rich information about classroom instruction. The way teachers approach assessment
and analyze the results influence the effectiveness of assessment (Brown, 2002). Teach-
ers’ conceptions about assessment, curriculum, teaching and learning; their knowledge,
and some external factors determine their educational decisions and use of assessment

(Pajares, 1992; Thompson 1984).

There have been some studies on Turkish mathematics teachers’ conceptions of
assessment, or curriculum. In this study, the focus will be on examining Turkish
teachers who teach with an international curriculum. The purpose of choosing these
teachers’ conceptions and beliefs is to investigate the relation between curriculum im-
plementation and classroom based assessment implementations. A most commonly
used international program in Turkey is International Baccalaureate programs. In
order to examine curriculum and assessment relationship the middle school level is
selected. Even though there is a required test to finish the program for high school,
there is no such a test for middle school yet there is a high stake test at 8th grade
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in Turkey for selecting students for high quality high schools. With lower pressures
of the high stake exams the teachers have the chance to focus on concepts and skills.
The studies on conceptions and beliefs of teachers’ showed that cultural context and
teachers’ background (when they were students) affect their actions as teachers. In
that sense, Turkish MYP teachers will be a very distinctive population for this study.
MYP assessment is improvement oriented and accountability is not really a concern
of the programme, where as Turkish teachers are mostly educated in a different way.
Thus, MYP implementation in Turkey provides a unique context to study relationship

between curriculum and teachers conceptions of assessment.
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4. STATEMENT OF THE PROBLEM

4.1. Variables

The current study was conducted in two phases; quantitative and qualitative.
The variables of the quantitative phase are years of experience as an MYP mathemat-
ics teacher, teachers’ conception of assessment, teachers’ curriculum orientation and
teachers’ mathematics related beliefs. Teachers’ conception of assessment was also a

variable for qualitative phase. The descriptions of the variables are given below:

e Teachers” MYP Experience represents the number of years that the teachers
are teaching MYP Mathematics. The continues data for this variable were also
converted into three categories; (i) 3 years or less, (ii) 4 to 6 years and (iii)7 years
or more.

e Teachers’ Conception of Assessment examines how teachers conceive assessment
under four purposes as Student Accountability, School Accountability, Irrelevance
and Improvement (Brown 2002, Vardar, 2010) as measured by Teachers Concep-
tions of Assessment Abridged Scale (TCOA-IITA) for quantitative phase. In qual-
itative phase of the study, this variable was used to analyze teachers’ individual
interviews by using given four purposes.

e Teachers’ Curriculum Orientation represents teachers’ teaching orientation in
the context of Curriculum as measured by Curriculum Orientation Scale (COS).
Teachers’ curriculum orientation is examined under the light of constructivist and
traditional approaches. (Ekici, 2009) For this study, curriculum represents the
mathematics curriculum of MoNE.

e Teachers’ Mathematics Related Beliefs reflects teachers’ beliefs related teaching,
learning and the nature of mathematics which are developed in the process of
teaching and learning mathematics with one’s own experiences (Kayan, 2011).

This variable is measured by Mathematics Related Beliefs Scale (MRBS).
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4.2. Research Questions

This study aims to understand Turkish MYP Mathematics teachers’ conception
of assessment, curriculum orientation and mathematics related beliefs, and the rela-

tionship between them. Therefore, the study investigates the following questions:

Research Questions of Quantitative Phase

(i) Which assessment tools/strategies do Turkish MYP mathematics teachers prefer

to use?

(ii) What are the Turkish MYP mathematics teachers’ conceptions of assessment? a.
What is the relationship among four different conceptions of assessment?

(iii) Is there a statistically significant relationship between Turkish MYP teachers’
assessment conceptions and their mathematics related beliefs?

(iv) Is there a statistically significant relationship between Turkish MYP teachers’
assessment conceptions and their curriculum orientation?

(v) Is there a relationship between MYP mathematics teachers’ assessment concep-

tions and their experience as an MYP teacher?
Research Questions of Qualitative Phase
(i) What are participating three Turkish MYP teachers’ assessment conceptions?

(ii) How participating three Turkish MYP teachers’ assessment conceptions and MYP

implementation are related to each other?
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5. METHODOLOGY

The purpose of the current study is to explore MYP mathematics teachers’ con-
ception of assessment (measured by Teachers Conception of Assessment Abridged Sur-
vey, TCOA-IITA) and its relationship with their curriculum orientation (measured by
Curriculum Orientation Scale, COS) and mathematics related beliefs (measured by
Mathematics Related Beliefs Scale, MRBS). The quantitative data collection was con-
ducted during the last month of the 2018-2019 education year, by means of an online
survey which includes the scales measuring each variable and three open ended ques-
tions. The participants were MYP mathematics teachers in Turkey. After quantitative
data collection, individual interviews were conducted with three teachers who already
participated in the quantitative part. Since this study is study includes both quanti-
tative and qualitative data collection, mixed research design was used (Johnson and

Christensen, 2008; Gay et al., 2011).

5.1. Research Design

When qualitative and quantitative research methods are combined in a single
study, it is called a mixed research design (Johnson and Christensen, 2008; Gay et al.,
2011). “The purpose of mixed methods research is to build on the synergy and strength
that exists between quantitative and qualitative research methods to understand a
phenomenon more fully than is possible using either quantitative or qualitative methods

alone” (Gay, et al., 2011. p. 481).

The purpose of this study is to understand MYP mathematics teachers’ con-
ception of assessment and to examine some factors in relation with it. Due to the
restricted size of the population (N=30 Turkish MYP teachers), both quantitative and
qualitative methods were used to increase the strength of the study. Therefore, the

design of this study is sequential, explanatory mixed research.
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5.2. Sampling

This study was comprised of quantitative and qualitative phases. The participant

selection, sampling for each phase will be discussed in this section.

5.2.1. Participants of Quantitative Phase

The population of this study is purposively chosen to be IB-MYP Mathematics
teachers in Turkey. All MYP mathematics teachers who know Turkish were asked to
participate. There are 14 MYP schools in Turkey and all of them are private. The
MYP schools of Turkey are generally located in three major cities (Istanbul, Ankara,
and Izmir) and some other cities in the Marmara Region. The number of mathematics
teachers in each school changes according to the size and also to the MYP levels taught
at that school. Some of the schools apply MYP in only elementary grades while others
complete the whole MYP continuum from grade 5 to 10. The approximate numbers of

teachers according to cities are given below.

Table 5.1. Number of IB-MYP Schools in Turkey.

Number of Mathematics
Cities IB- MYP Schools Teachers (Approximately)
Istanbul 8 40
Ankara 2 8
Lzmir 1 5
Bursa 1 3
Edirne 1 3
Sakarya 1 5
Total 14 64

One of the MYP schools in Istanbul is not obliged to fulfill the requirements of
MoNE Mathematics Curriculum since it is an international school. In addition, the

mathematics teachers of this school have nationalities other than Turkish. Thus, the



26

teachers of this school could not be included in this study. Thirty MYP mathematics
teachers had responded the survey (N= 30). The demographic information about the

participants is given below.

Table 5.2. Demographic Information of Participants (N= 30).

N| %
Gender
Man 4 1133
Woman 26 | 86.7
Faculty
Faculty of Education 20 | 66.7

Faculty of Arts and Sciences | 9 | 30

Engineering Faculty 1 13.30

Years of Experience

5 years or less 13 ] 43.3
6 to 10 years 5 | 16.7
More than 10 years 12 ] 40.0

Years of MYP Experience

3 years or less 16 | 53.3
4 to 0 years 8 | 26.7
7 or more years 6 | 20.0
Grade Levels

Grade 5 21| 70.0
Grade 6 20 | 66.7
Grade 7 14 | 46.7
Grade 8 12 ] 40
Grade 9 8 |26.7
Grade 10 5 | 16.7

There is a big difference in the number of female and male participants. This

might be related with the number of female and male mathematics teachers in MYP
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schools. In addition, the researcher could not make any intervention due to the volun-

tary nature of participation.

5.2.2. Participants for the Qualitative Phase

The participants of the qualitative part were three teachers who already took
part in the quantitative phase. For confidentiality reasons the participants were given
pseudonyms as Asli, Burcu and Ceren (from three different schools). The demographic

information for teachers will be explained in detail.

Asliis a graduate of education faculty of a public university. She has been working
as an MYP mathematics teacher for 4 years. Before MYP, she had teaching experiences
both in Turkey and in another country as an internee teacher. She has taught grade
five, six, seven and eight. In addition, she has teaching experience in PYP. Burcu is
graduated from faculty of science and arts of a public university. She has 15 years
of teaching experience which includes 10 years of teaching in an MYP school. She
has taught grades six, seven, eight and nine under the MYP. Ceren is graduated from
faculty of education of a public university and currently pursuing her master’s degree.

She has just finished her first year of teaching. She has taught grade five.

5.3. Instruments

This study aims to explore MYP mathematics teachers’ conception of assessment
and its relationship with their curriculum orientation and mathematics related beliefs.
Under the light of this aim, Turkish Adaptation of Teacher Conceptions of Assessment
Abridged Scale (TCOA-IITA), Curriculum Orientation Scale (COS) and Mathematics
Related Beliefs Scale (MRBS) were used (Appendix A, Appendix B, and Appendix
C). Together with these three scales, demographic questions (Appendix D) and 3 open
ended questions (Appendix E) formed the online survey. Later, some of the participants

were interviewed according to the answers they provided to the open-ended questions.
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5.3.1. Demographic Information

The first part contains questions related to the demographic information about
the participants. MYP has a wide age range; from 5th grade to 10th grade. It will
be important to have participants teaching different grade levels and having different
levels of teaching experience. The demographic part will be detailed to reveal all of
this information. The educational background and culture were highlighted in the
literature as factors affecting teachers’ conceptions of assessment. Participants’ edu-
cational background was also addressed with questions asking educational background

in another country as a student and/or as a teacher.

5.3.2. Turkish Adaptation of Teacher Conceptions of Assessment Abridged
Scale (TCOA-IITA Abridged Scale) (Vardar, 2010)

Turkish translation of Teachers’ Conception of Assessment Abridged Survey (TCOA-
IITA) (Vardar, 2010) was used as one of the main instruments. The first part of this
instrument was about measurement and evaluation methods that teachers use. Twenty
six tools are provided and participants were asked to state the frequency they use these
methods in their assessment and evaluation process. In the original survey and in the
Turkish version of Teachers’ Conception of Assessment (Brown, 2002; Vardar, 2010)
participants were asked to select the assessment tools without providing data about
frequency. For this study, this question has been changed into a question with scale
instead of selecting from a list. The participants are asked to state the frequency they
use each of the twenty six methods. The scale for frequency has 3 dimensions as never,
occasionally, most of the time. The assessment methods stated in this question were
taken from the Teacher Conceptions of Assessment Abridged Survey (Brown, 2008) and
some other methods which are stated in the Turkish curriculum were added by Vardar
(2010). Some MYP related methods which are stated in the “MYP: From Principals
into Practices“ (2014a) such as ATL Report and Process Journal were also included
in the list. An expert of measurement and evaluation was consulted for final list of
methods. In addition, the opinions of the MYP coordinator of one of the leading IB
schools in Turkey were asked about the appropriateness of MYP related methods.
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The second part of the instrument was a survey that examines teachers’ concep-
tion of assessment. The original survey was developed by Brown (2002) as a part of his
doctorial dissertation. This version of CoA was created to investigate teachers’ concep-
tions of assessment and identify the structure of these conceptions and their relation
between each other. It also investigates how conceptions of assessment are related to
conceptions of curriculum, teaching, and teacher efficacy. The items in the scale are
positive statements and the range of the scale is from “strongly disagree” to “strongly
agree”. The CoA-III had 50items. However, the number of questions was reduced to

27 in the abridged version (CoA - IITA) (Brown, 2006).

The survey was adapted to Turkish by Vardar (2010). The survey was first trans-
lated into Turkish by 3 experts of English who have background in measurement and
evaluation. Then back translation was done by two other experts who are specialized
in measurement and evaluation in teaching English. In addition, opinions of three
English teachers were asked. Finally, the translation process was ended with the revi-
sions on the Turkish version that are suggested by the experts. After translation, pilot
study was conducted with 265 teachers teaching different subjects in public schools in
Ankara (Vardar, 2010). The reliability analysis showed that item-total correlations of
two items were less than 0.3 and there was a significant increase in the Cronbach’s al-
pha if item deleted values when these two items were excluded. Thus, these two items
were excluded from the scale and the number of items becomes 25. The reliability

coefficient for the 25-item scale was resulted in the value of 0.83.

The validation of the instrument was started with the examination of face validity
by the experts and the necessary changes were made. Then, an Exploratory Factor
Analysis (EFA) was conducted. In the original survey (Brown, 2002; 2008) there
are four first order factors (Irrelevance, Improvement, Student Accountability, and
School Accountability) and second order factors (for Improvement: Improve Teaching,
Improve Learning, Valid, Describes Ability and for Irrelevance: Bad for Teaching, Used
but Ignored, Inaccurate). However, EFA of the pilot study of the Turkish CoA-IITA
resulted in only first order factors. In order to check the reliability of the scale and

its factors Cronbach’s alpha reliability coefficients were calculated for this study. The
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Cronbach’s alpha value for the whole scale was .87. The list of items for each factor

and their reliability coefficients are given below:

Table 5.3. Reliability Coefficients of Four Factors.

Factors [tems Reliability
Student Accountability (STA) 2,10, 18 0.74
School Accountability (SCA) 1,9, 17 0.75
Irrelevance (IRR) 7,8, 15, 16, 23, 24, 25 0.78
Improvement (IMP) 3,4,5,6, 11, 12, 13,14, 19, 20, 21,22 0.91

5.3.3. Curriculum Orientation Scale

The second survey is used for understanding the curriculum orientations of teach-
ers. The scale is taken from the Learning, Teaching, Assessment and Curriculum
Orientation Scale (LACO) developed by Ekici (2009) for the purposes of examining
prospective teachers’ learning-teaching concepts in the context of traditional and con-
structivist approaches. The researcher had prepared a collection of items in the light
of the Teaching and Learning Conceptions Questionnaire (TLCQ) developed by Chan
and Elliot (2004). 50 items were selected from this collection with contributions of
two other researchers. The expert opinions were taken from 3 science teachers and 7

researchers.

The pilot study was conducted after the revisions on the items. The participants
were 388 undergraduate students from Teaching Science departments of three univer-
sities. The factor analysis showed that 8 items can be under both factors and 4 items
could not be included under none of the factors. These 12 items were excluded and
the final version had 38 items. This instrument consists of 4 subsections; Curriculum,
Teaching, Learning and Assessment which are graded separately. Only the curricu-
lum subsection was used for this study. There are 8 questions in this part; 6 of them
related to the constructivist factor and the remaining two are under the traditional

factor. The items which are under traditional approach (3 and 5) were graded nega-
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tively. For curriculum subsection, the highest grade is 40 and the lowest is 8. Higher
grades mean that participants have a constructivist curriculum orientation. The reli-
ability of the instrument was evaluated by checking the Cronbach’s Alpha coefficient.
The reliability coefficient of the whole scale was calculated as 0.53 for this study. The
number of items in the scale and the number of participants might be reasons for the

low reliability coefficients for Curriculum Orientation Scale.

Table 5.4. Reliability Coefficients for Curriculum Orientation Scale.

Factors Items Reliability

Constructivist Curriculum
Orientation (Co-CO)
Traditional Beliefs (Tra-CO) 3,5 0.46

1,2,4,6,7,8| 059

Curriculum Orientation Total 0.53

5.3.4. Mathematics Related Beliefs Scale (MRBS)

Mathematics Related Beliefs Scale (MRBS) was developed by Kayan (2011) for
investigating pre-service elementary mathematics teachers’ beliefs about the nature of,
teaching, and learning mathematics caused by gender and year in the program. Belief
frameworks of Thompson (1991), Lindgren (1996), and Ernest (1989) enlightened the
development of MRBS.

The initial versions of MRBS with 39 items were reviewed by mathematics ed-
ucation researchers for content validity. The number of items has been decreased to
32 according to the suggestions. Then three researchers of mathematics education and
one expert of Turkish Language reviewed the items. The items which are not clear
were changed accordingly for the final version of the instrument. The final version was
piloted with 242 pre-service elementary mathematics teachers and primary teachers
from three universities. The factor analysis process revealed two factors: Traditional
beliefs and constructivist beliefs. The Varimax rotational analysis showed that 6 items

appeared under both factors, so these items are excluded. The final version of the
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scale had 26 questions with a likert scale ranging from strongly disagree (1) to strongly
agree (5). The total Mathematics Related Beliefs scores were calculated by grading
the negatively worded items reversely. The highest score that could be taken from the
instrument is 130 and the lowers is 26. Cronbach’s Alpha values were calculated to
check reliability of the instrument for the current study. The reliability coefficients and

items of subscales are shown in Table 5.5.

Table 5.5. Reliability Coefficients of Mathematics Related Beliefs.

Factors Items Reliability

1,2,5,8,9, 10, 11, 12, 13, 14, 15,

Constructivist Beliefs (Co-MRB) 17.19. 20. 21. 22. 93. 24. 95. 26 0.77

Traditional Beliefs (Tra-MRB) 3,4,6,7, 16, 18 0.72

Mathematics Related Beliefs Total 0.79

5.3.5. Open Ended Questions

In addition to COA-III there will be some open ended questions. These questions
are aimed to detect more information about teachers’ assessment purposes and concep-
tions. Teachers are asked to give an example of an assessment method that they think
is useful. The teachers who have experience as a non-MYP teacher are also asked to

compare their assessment uses within and before MYP.

5.3.6. Semi-structured Interview

The researcher conducted semi-structured individual interviews with three of the
participants in order to understand teachers’ assessment practices and their concep-
tions about these practices in the context of MYP. Four questions formed the main
structure of the interviews and the researcher added some other questions according
to the answers of the participants. The semi-structured interview questions (Appendix

F) are as follows:
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(i) What kind of assessment tools did you use in your mathematics classroom this
year?
e How do you determine the assessment tools that you will use?
e What impact does MYP content and applications have on this issue?
e Do you use existing assessment tools or develop your own?
(ii) Did your teaching under MYP affect your opinions about assessment?
(iii) How would you introduce the assessment practices of MYP to a teacher who is
new in MYP?
(iv) How do the assessment practices you use under MYP Mathematics lesson affect

the process of teaching and learning?

5.4. Data Collection Procedure

Most of the schools finish their assessment and evaluation process by the end of
May and the school year ends for teachers at the end of June. Thus, data collection
had started at the end of May 2019 and continued until the end of June for teachers
to have all their assessment done. Before data collection, the owners of COA-IITA and
MRBS were informed about the purpose of the study and asked for permission to use.
The data collection procedure had started after the owners approved the use of their
instruments in this study. The quantitative instruments and open ended questions
were collected in an online survey to make it easily accessible for the MYP schools in
different locations. The online survey also minimized the possibility of having missing

data.

This study aimed at reaching as many participants as possible from the population
of MYP mathematics teachers in Turkey. The researcher works in one of the MYP
schools; the mathematics teachers of this school were asked to participate in the study.
These teachers shared the survey with MYP teachers of other schools if possible. In
addition, the online survey was sent to all MYP coordinators via e-mail with necessary
explanations. Two more e-mails were sent as a reminder during the process of data
collection. The purpose and details of the study are provided at the beginning of the

survey and informed consents of the teachers were asked before they start to fill in the
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survey (Appendix G). The duration of the survey was around 20 minutes.

After the quantitative data collection, the open ended questions were analyzed.
The participants were grouped according to the answers they provided to the open
ended question one. This question was asking for an assessment example which was
effectively used in classroom. The assessment examples were categorized as MYP
Related, Alternative and Traditional. An email was sent to all participants about the
individual interviews. Among the thirty teachers who filled in the online survey, five
of them agreed to participate in the semi-structured interviews. There were 2 teachers
from MYP related category, one teacher from alternative category and 2 teachers from
traditional category. In order to have a representative from each group, the teacher who
provided an alternative assessment tool was directly included in the study. The teachers
from the traditional group were from the same school. Therefore, the representative of
this group was randomly selected between these two teachers. The third participant

was again directly chosen so as to have participants from different schools.

5.5. Role of the Researcher

The semi-structure individual interviews created an opportunity for the researcher
to ask additional questions when necessary. During the interviews, the researcher paid
attention not to pose questions or comments which would be judgmental or leading.
Especially, when the interview was conducted face to face, the researcher avoided facial

expression that would create a negative environment.

5.6. Validity and Reliability for the Qualitative Phase

The quality of a study increases when the validity and reliability are taken into
consideration. However, in qualitative studies the data do not allow researchers to make
numerical analysis of validity and reliability. Guba and Lincoln (1985) used trustwor-
thiness as an indicator of validity and reliability of qualitative studies. Trustworthiness
explains how meaningful the findings of a qualitative study (Merriam, 2009). There

are four criteria to increase the trustworthiness: (i) credibility, (ii) transferability, (iii)
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dependability and (iv) conformability (Guba and Lincoln, 1985). In this study, quali-
tative and quantitative data were collected and analyze to increase dependability and
conformability. In addition, peer briefing was conducted with the advisor of the re-
searcher by sharing ideas in every step of the study for credibility. The researcher
conducted interviews for the qualitative data. The interviews were recorded and then
transcribed carefully by the researcher to minimize the possibility of missing data. The
transcriptions included exactly what is said by the participants. The data were ana-
lyzed with two different methods. Each analysis is described as detailed as possible by

using quotes from the interviews in order to increase transferability.

5.7. Data Analysis

The qualitative and quantitative data were analyzed separately. The data analysis
had started with the analysis of the open ended questions of the online survey to be able
to determine the participants for qualitative phase. This analysis revealed the three
categories of assessment type that teachers provided and the participants of individual

interviews were determined by using these categories.

Since the quantitative data was gathered with an online survey, the researcher
had the chance to make it compulsory to answer each item. Thus, there were no miss-
ing data for any of the questions. The second part of the data analysis was conducted
to make descriptive analysis for each of instrument. Mean scores, median scores and
standard deviations for COS, MRBS and each conception under the TCOA-IIIA were
calculated. The frequencies of measurement and evaluation methods were also calcu-
lated to reveal which assessment methods were mostly used by the participant teachers.
The mean scores were compared according to teachers’ experience as an MYP teacher,

their teaching experience in another country and the departments they graduated from.

Correlation analysis was conducted to check whether or not there was a signifi-
cant relationship between the conceptions of assessment namely; student accountabil-
ity, school accountability, irrelevance and improvement. In addition, the relationships

between these conceptions and teachers’ curriculum orientation (constructivist and tra-
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ditional) and mathematics related beliefs (constructivist and traditional) and were also

examined.

The interviews were analyzed with two methods, (i) coding for teachers’ con-
ceptions of assessment and (ii) thematic analysis. Before starting the analysis, the
recordings of the interviews were transcribed by the researcher. The first analysis was
conducted to better understand how these teachers conceive the purpose of assessment.
Thus, the four purposes of assessment introduced by Brown (2002) were utilized as the
codes for conceptions of assessment. The explanation of each code is described in Table

0.6.

Table 5.6. Explanations of Codes for Conception of Assessment.

Codes Explanation Example

Student Accountability

Using assessment result to assign a
grade to students, place into
categories or to see if they acquire the

determined objectives and behaviors

“We use quiz when we need
to see if the student really learned it”.
“It shows the ranking of the

students, where does s/he stands“

School Accountability

Relating assessment with evaluating

schools’ quality and success

Describing assessment as being

unfair, ineffective, unclear or

“I think, we sometimes compel

students with exams. “

thinking skills

Irrelevance unnecessary
Not using assessment result
Using assessment for the purpose of “It is very important to give
improving instruction or student feedback to carry students to a
learning, and detecting deficiencies higher level

Improvement Assessing students’ higher order “you get feedback from students

and you tmprove your assessment

tool “

The second analysis is thematic analysis which is defined as “a method for iden-
tifying, analyzing and reporting patterns (themes) within data“ (Braun and Clarke,
2006,p.79). Qualitative data can be organized and described in detail with thematic
analysis (Braun and Clarke, 2006). For this study, thematic analysis was used to reveal
how teachers conceive assessment in relation with curriculum. Firstly, the transcripts of
the interviews of each teacher were open coded. Then, the codes were worked through

to find themes.



37

6. RESULTS

In this section, the findings of the current study will be presented in two parts;
(i) quantitative results and (ii) qualitative results. In the quantitative results, the
descriptive statistics (frequency, mean, standard deviation) for each instrument will be
presented separately. In addition, correlations between the variables will be introduced.
Qualitative results will include the analysis of the open ended questions and analysis of

the interviews by means of thematic analysis and coding for conceptions of assessment.

6.1. Quantitative Results

Firstly, the frequencies for assessment methods; mean scores and standard devi-
ations for conceptions of assessment, curriculum orientation and mathematics related
beliefs will be presented. In the last part, correlations coefficients between the variables

and their factors or subscales will be introduced.

6.1.1. Teachers’ Assessment Preferences

The first research question examines the assessment methods that were mostly
preferred by MYP mathematics teachers. The teachers were asked to state the degree
they use these methods in their assessment and evaluation process. The scale had
three dimensions as never, occasionally and most of the time. The frequencies for all

assessment methods were analyzed to answer this question.

In order to see the frequencies properly, the categorical data were converted into
ordinal by assigning values to each category as 0 to never, 1 to occasionally and 2 to
most of the time. Then the means for each assessment were calculated. The following

table shows the frequencies and mean scores (out of 2) for each assessment method.
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Table 6.1. Frequencies and Means of the Used Assessment Methods (N=30).

Assessment Methods Median | Mean | Never (0) | Occasionally (1) | Most of the Time (2)
N % N % N %
1. Open ended Questions 2 1.9 0 0 3 10 27 90
2. Written exams 2 1.83 0 0 5 16.7 25 83.3
3. Quiz 2 1.8 0 0 6 20 24 80
4. Rubric 2 1.7 0 0 10 33.3 20 66.7
5. Group Work 2 1.63 0 0 11 36.7 19 63.3
6. ATL Skills Report 2 1.6 1 3.3 10 33.3 19 63.3
7. Performance Assessment 2 1.57 2 6.7 9 30 19 63.3
8. Debate 2 1.57 2 6.7 9 30 19 63.3
9. Project 1.5 1.47 1 3.3 14 46.7 15 50
10. Matching 2 1.47 2 6.7 | 12 40 16 53.3
11. Self Evaluation 1 1.43 0 0 17 56.7 13 43.3
12. Individual interviews 2 1.43 3 10 11 36.7 16 53.3
13. Fill in the Blank 1 1.37 2 6.7 | 15 50 13 43.3
14. True False 1 1.37 3 10 13 43.3 14 46.7
15. Interdisciplinary Activities 1 1.37 1 3.3 17 56.7 12 40
16. Multiple Choice 1 1.23 3 10 17 56.7 10 33.3
17. Exit Card 1 1.2 3 10 18 60 9 30
18. Oral Presentation 1 1.1 3 10 21 70 6 20
19. Online Quiz Applications 1 1.1 6 20 15 50 9 30
20. Portfolio 1 1.03 8 | 26.7 | 13 43.3 9 30
21. Peer-Assessment 1 0.93 8 26.7 | 16 53.3 6 20
22. Process Journal 1 0.87 11 | 36.7 | 12 40 7 23.3
23. Observation Form 1 0.8 13 | 43.3 | 10 33.3 7 23.3
24. Constructed Grid 1 0.73 12 40 14 46.7 4 13.3
25. Oral Exam 0 0.43 19 | 633 | 9 30 2 6.7
26. Drama 0 0.43 20 | 66.7 | 7 23.3 3 10

As represented in Table 5.1, open ended questions (M = 1.9), written exam
(M=1.83), quiz (M=1.8) and rubric (M=1.7) were the assessment tools that MYP
Mathematics teachers use. More than half of the participants teachers reported using
these methods most of the time (Mdn= 2). On the other hand, oral exam (M=0.43)
and drama (M=0.43) were the least preferred tools. The median values (Mdn= 0)
of less preferred methods also showed that at least half of the teachers are not using
these methods at all. These methods were followed by constructed grid (M=0.73),
observation form (M=0.8), process journal (M=0.87) and peer-evaluation (M=0.93).
Process journal was the only MYP related method that appears to be used less by the

MYP mathematics teachers.
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In addition, an open ended question was included in the online survey in order
to see teachers’ assessment preferences from a different perspective. The question was
asking the participants to provide an exemplary assessment tool that they used during
the education year 2018-2019. One of the participants did not provide a proper example
for this question. The analysis of the answers revealed three categories of assessment:
MYP related, traditional and alternative. Examples and frequencies for each category

are given in Table 6.2.

Table 6.2. Assessment Categories.

Category Example Frequency

An MYP Summative Assessment in which I used
real life components. The students were asked to
design inclined ramps in accordance with

MYP Related 11
international standards for elderly and disabled

citizens.

Drama can be a good example depending on the

classroom dynamics and topic. It is suitable for

Alternative 11

evaluation.

Pop-up quizzes that have one question related to a

Traditional specific objective 7

All of the traditional examples contained quizzes with different purposes. Five
of the MYP related answers mentioned activities that improve students’ Approaches
to Learning (ATL) skills. Two answers included technology applications Desmos and
Google Applications. In addition, there was an example in which students were using

hands-on tools such as protractor and compass.

6.1.2. Conceptions of Assessment

In this part, the research question for understanding MYP mathematics teach-

ers’ agreement level for each purpose of assessment was investigated. The descriptive
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statistics for the four components of Teacher Conceptions of Assessment Abridged Scale

(CoA-IITA) are represented in the Table 6.3. The minimum value for this scale was 1,

while the maximum value was 6.

Table 6.3. Teachers’ Agreement Level to Components of TCOA-IITA (N=30).

Component Median | Mean | Standard Deviation
Student Accountability (STA) | 4.67 | 4.40 1.16
School Accountability (SCA) 4.83 | 4.19 1.08
Irrelevance (IRR) 2.29 | 2.89 0.89
Improvement (IMP) 5.08 4.95 0.88

As Shown in Table 6.3, Improvement (Mdn=5.08, SD=.88) and Student Ac-
countability (Mdn=4.67, SD=1.16) had the highest agreement levels among the four

components. These levels could be evaluated as “Moderate Agreement”. The smallest

mean score was for the Irrelevance Conception (Mdn=2.29, SD=.89) which could be

evaluated as “Disagreement”.

The mean values for each conception was compared according to MYP experience,

experience in another country and faculty that participants graduated from. The

participants were generally graduates of faculty of education and faculty of science

and arts. Only one of the participants was graduated from engineering faculty. This

teacher and the teachers who were graduated from faculty of science and art were

included in one group as other. MYP experience of the teachers was categorized into

three groups. The results are represented in Table 6.4.
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Table 6.4. Comparison of the Means according to MYP Experience, Experience in

another Country and Faculty.

STA SCA IRR IMP
M \ sp | M \ sp | M \ sp | M | sp

MYP Experience
3 years or less 4.48 0.88 | 4.15 0.89 2.61 0.77 | 5.05 0.56
4 to 6 years 3.88 | 1.64 | 3.67 1.3 2.12 1.1 4.58 | 1.31
more than 7 years | 4.89 1 5.05 | 0.88 | 2.02 | 0.92 | 5.25 | 0.86

Experience in Another Country

Yes 4.17 1.37 | 8.75 | 1.02 2.8 0.6 4.63 | 1.25
No 4.48 1.1 4.2 1.08 | 2.42 1 5.07 | 0.71
Faculty

Education 4.3 1.12 | 8.93 | 1.14 | 2.49 | 0.86 4.8 0.92
Other 4.6 1.27 | 4.73 | 0.77 | 2.17 | 0.97 | 527 | 0.75

The participants who has 4 to 6 years of teaching experience agreed less on STA,
SCA and IMP conceptions less than the other experience groups; especially compared
to teachers with 7 or more years. The teachers with an experience in another country
had a slightly less agreement level for each conception. Education faculty graduate

participants agreed less in terms of SCA, STA and IMP conceptions.

6.1.3. Curriculum Orientation

In order to determine teachers’ curriculum orientation, the total median score is
examined. The total score of each individual was calculated by reversing the scores
of the traditional items and adding the scores of constructivist ones. The curriculum
orientation becomes more constructivist as the total score approached 40 which was
the highest score for this scale. The median score was calculated as 34. Thus, the
participant teachers were considered to have a constructivist curriculum orientation
rather than traditional. The median scores for constructivist and traditional items

were also analyzed to better understand the curriculum orientation.
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Table 6.5. Median Scores for Curriculum Orientation (N=30).

Median | Mean | Standard Deviation
Constructivist Items 4.67 4.66 0.37
Traditional Items 3 3.03 1.17
Curriculum Orientation | 4.25 4.24 0.56

6.1.4. Mathematics Related Beliefs

MYP Mathematics teachers’ mathematical related beliefs were determined by the
descriptive analysis of the median scores of Mathematics Related Beliefs Scale. Before
calculating the median, the traditional items were reversed and the general median
score for teachers’” mathematical related beliefs was calculated as 4.21 out of 5. This
indicated that the participant MYP mathematics teachers moderately agreed on the
belief statements. In addition, the median scores for Constructivist and Traditional
beliefs were examined separately to better analyze. The mean score for constructivist

and traditional beliefs were 4.60 and 2.93 respectively.

Table 6.6. Median Scores for Mathematics Related Beliefs (N=30).

Median | Mean | Standard Deviation
Constructivist Beliefs 4.6 4.54 0.26
Traditional Beliefs 2.93 2.9/ 0.75
Mathematics Related Beliefs 4.21 4.19 0.22

6.1.5. Relationship between the Variables

“Correlation analysis is used to describe the strength and direction of the linear
relationship between two variables“ (Pallant, 2010, p.128). In order to investigate the
relationship between the variables of Conception of Assessment, Mathematics Related
Beliefs and Curriculum Orientation correlation analyses were conducted. Skewness

and kurtosis values were used to check normality of the data. The data could be
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accepted as normally distributed if the Skewness and Kurtosis vales are between -
1.5 and +1.5. (Tabachnick et al., 2013). For this study, the Skewness and Kurtosis
values was calculated for each factor of each instrument. The results showed that the
data was not normally distributed for Improvement Conception and for Constructivist
Curriculum Orientation. This was an expected result due to the number of participants
(N=30) Therefore, the Spearman’s Rho non parametric correlation coefficient was used
to describe the degree and direction of the relationship. The Skewness and Kurtosis

values for each instrument are given in Table 6.7.

Table 6.7. Skewness and Kurtosis Values for Conceptions of Assessment.

Skewness | Kurtosis

Conceptions of Assessment

STA -0.82 -0.20
SCA -0.35 -0.43
IMP -1.41 2.60
IRR 0.67 0.03

Curriculum Orientation (CO)

Constructivist CO -1.42 2.27

Traditional CO 0.46 -0.76
Mathematics Related Beliefs

Constructivist Beliefs -1.38 1.43

Traditional Beliefs 0.65 0.26
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Firstly, the Spearman’s Rho correlation coefficient was calculated to describe the

relationship between the four conceptions of assessment which are Student Accountabil-

ity (STA), School Accountability (SCA), Irrelevance and Improvement (IMP). Table

6.8 represents the results of this analysis.

Table 6.8. Correlation Coefficients for Conceptions of Assessment

STA | SCA IRR IMP
Student Accountability (STA) | 1 0.346 | 0.032 | 0.457*
School Accountability (SCA) 1 -0.064 | 0.613%*
Irrelevance (IRR) 1 -0.093
Improvement (IMP) 1

p < 0.01 level (2-tailed)

*p < 0.05 level (2-tailed)

There was a strong, positive relationship (r=.61, p<.01) between Improvement

and School Accountability components. The correlation between Improvement and

Student Accountability was moderate (r=.46, p<.05). The direction of the correlations

between Irrelevance and Improvement, and Irrelevance and School Accountability was

negative.

The fourth and fifth research questions were examining the relationship between

the Conceptions of Assessment and the other variables. The correlations were ana-

lyzed for the traditional and constructivist subscales of Curriculum Orientation and

Mathematics Related Beliefs.
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Table 6.9. Correlation Coefficients between Conceptions of Assessment,
Constructivist (Con-MRB) and Traditional Mathematics Related Beliefs (Tra-MRB),
and Constructivist (Con-CO) and Traditional Curriculum Orientations (Tra-CO).

Tra-CO | Con-CO | Con-MRB | Tra-MRB | STA SCA IRR IMP
Tra-CO 1 -0.266 -0.425* 0.499%* -0.85 | -0.162 | 0.117 | -0.28
Con-CO 1 0.536%* -0.805 0.355 0.06 | -0.02 | 0275
Con-MRB 1 -0.858 0.362* | 0.06 | 0.108 0.2
Tra-MRB 1 -0.896% | -0.249 | -0.005 | -0.414*

**p < 0.01 level (2-tailed)

*p < 0.05 level (2-tailed)

A strong positive relationship (r=0.54, p<0.01) was observed between Construc-
tivist subscales of Curriculum Orientation and Mathematics Related Beliefs. In addi-
tion, Traditional subscales were also positively correlated at a significant level (r=0.50,
p<0.01). There was a small negative correlation between Improvement and Tradi-
tional Curriculum orientation. The negative correlation between Improvement and
Traditional Beliefs was moderate (r=-0.41, p<0.05). There was a moderate negative
correlation (r1=0.40, p<0.05) between Student Accountability and Traditional Beliefs,
and a moderate positive correlation (r=0.36, p<0.05) between student Accountability

and Constructivist Beliefs.

Finally, the relationship between conceptions of assessment and years of MYP
experience was examined and no significant relationship was found. The direction of
the relationship was positive for Accountability and Improvement conceptions, and

negative for Irrelevance conception. The coefficients are presented in Table 6.10.

Table 6.10. Correlation Coefficients between Conceptions of Assessment and MYP

Experience.

STA | SCA | IRR | IMP
MYP Experience | 0.254 | 0.191 | -0.054 | 0.244

no significant correlation
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6.2. Qualitative Findings

Qualitative findings will include the analysis of the open ended question 2 of the
online survey (comparison of MYP assessment to non-MYP assessment), the analysis
of the interviews for conceptions of assessment and thematic analysis of the interviews.
An e-mail was sent to all participants of the quantitative phase in order to ask if they
would participate in the semi-structured individual interviews. Three participants
were chosen from the ones who responded the email. These three participants were
determined according to their assessment preferences measured by open ended question
1. Therefore, each teacher was a representative of a different assessment preference

group (MYP Related, Alternative and Traditional).

6.2.1. Participating Teachers’ Conceptions of Assessment

Participants’ (Asli, Burcu and Ceren) answers in the semi-structured individual
interviews were coded to determine the conceptions of assessment that were hidden
in their answers. First audio recorded interviews were transcribed and then analyzed
by using Brown’s (2002) assessment conception categorization; Student Accountability,
School Accountability, Improvement and Irrelevance. The findings showed that these
teachers relate assessment mostly with Improvement purpose. The Student Account-
ability purpose and Irrelevance of assessment also appeared in the answers. However,
the teachers did not provide any answer related with School Accountability purpose.
The details of the findings for each teacher are presented below with example quotes

from their interviews.

Asli provided an assessment example that categorized as MYP related. She has 4
years of MYP experience. Her mean scores on TCOA-IITA were 5.83 for Improvement,
5.33 for Student Accountability, 4.00 for School Accountability and 2.86 for Irrelevance.
The analysis of the interview with Ash revealed 38 codes about conceptions of assess-
ment. 32 codes were related to Improvement purpose while 6 codes referred Student
Accountability purpose. Irrelevance and School Accountability did not appear in the

analysis of this interview.
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“It is very important to provide feedback in order to carry student to a higher

level” (Improvement).

“We use quiz when we need to see if the student really learned it” (Student Ac-
countability). Burcu provided an assessment example that categorized as a traditional
method. Her mean scores for conceptions of assessment are 5.50 for Improvement, 5.67
for Student Accountability, 5.00 for School Accountability and 1.00 for Irrelevance. 21
codes of conceptions of assessment were found in the analysis of the interview with
Burcu. 15 codes were uses of assessment for Improvement while 6 codes were related
with Student Accountability. She might be using assessment for improvement purposes

and yet agreeing on the accountability of students.

“It provides feedback for me to see in which skills of the students need to improve”

(Improvement).

“It shows the ranking of the student” (Student Accountability).

Ceren provided an assessment example that categorized as an alternative method.
Her mean scores for conceptions of assessment are 5.08 for Improvement, 2.67 for
Student Accountability, 3.67 for School Accountability and 2.00 for Irrelevance. Ceren
was the only teacher who mentioned Irrelevance (2 codes) of assessment during the
interview. There were 24 codes in total which were mostly related with Improvement
purpose of assessment (19 codes) and barely mentioned Student Accountability uses (3
codes). These findings are in line with her mean scores on TCOA-IIIA as Improvement

was highest among all conceptions.

“MYP provides an opportunity to shape instruction according to formative as-

sessment” (Improvement).

“I think, we sometimes compel students with exams” (Irrelevance).



48

6.2.2. Conceptions of Assessment in Relation with Curriculum

The second open ended question was asking teachers to compare their MYP as-
sessment with their non-MYP assessment experiences, if they had. 6 teachers stated
that they have no experience other than MYP. 22 teachers shared their experiences in
favor of MYP, 1 teacher stated that s/he was doing similar assessment while working in
a non-MYP school in another country. There was a teacher who thinks that there are
no differences due to the structure of her/his school. Among the 22 teachers who were
in favor of MYP, there were two common opinions to explain the difference. The first
opinion was about being process or product oriented. The teachers stated that MYP
assessment provides opportunities to focus on the learning process. Secondly, partic-
ipant teachers believe that MYP assessment tasks require higher order mathematical

skills rather than memorizing.

Another data source of Teachers’” Conceptions of Assessment in Relation with
Curriculum was semi-structured individual interviews. Thematic analysis of the inter-

views revealed 6 main themes and some sub-themes. The themes are as follows:

Assessment Tools: Teachers are expected to use different assessment tools in
order to promote student learning (ATE Commission on Classroom Assessment, 2014;
International Baccalaureate Organization, 2017; Ministry of Education, 2018b). Thus,
the participants were asked the assessment tools that they used during this education
year. This theme refers to all assessment tools used by teachers. The assessment tools
were categorized as paper-pencil and technology based. These two assessment types
were analyzed as two sub-themes. All three teachers provided examples for paper-pencil

assessment tools.

Burcu: We did written exams, short-small quizzes. We also practice tests (den-

eme sinavlary) and end of the topic tests (Konu Tarama Testi-KTT).

In addition, the teachers refer to technology based assessment tools by naming

different technological applications. Therefore, technology based assessment tools was
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not defined as the second sub theme. Ash and Ceren mentioned technology based
assessment more than once, Burcu did not mention any technology based assessment

tool.

Asli:We use technology applications, especially Kahoot and Quizizz. These are

good for instant assessment and at the end of the units to see the unit as whole.

Ceren: [ also teach Mathematics Terminology in 5th and 6th grades. I used

Mentimeter application in this lesson for matching words.

Preparation of assessment tasks: The preparation of the assessment tools is also
highlighted in the literature as the teachers must be aware of the purpose of the tool
and design accordingly (Dixson and Worrell, 2016; Miller et al., 2009). The teachers
were asked two questions as “How do you prepare your assessment tools?” and “How do
you determine the assessment tools that you use?”. Considering teachers’ answers for
preparing assessment tasks, there are two types of preparation emerged from their an-
swers; preparing assessment with MYP connection, preparing tasks without deliberate

connection to MYP.

Asli: We develop ourselves. There are some existing ones; we look at them, too.

We attend a lot of in-service training and we learn different applications there.

All three of participants discussed assessment tasks in relation with MYP. Due
to IB regulations, MYP assessment tools needs to have connections with the Global

context and statement inquiry of the units while also to use encouraging students to

use their ATL skills.

Ceren: I have a 1 year of experience in MYP. I didn’t used the already existing

ones much, I used according to my own practices.
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Burcu: We develop ourselves. IB has a website, we can search from there.

The use of assessment results: Assessment becomes meaningful for students and
teachers when the results are used properly. The teachers reported different uses of
assessment results such as providing feedback to students, improving assessment tools,

assigning grades, specify students’ weaknesses and provide extra work.

Aslh: By means of assessment we can provide personal feedback by detecting where

a student stands.

Burcu: We see the weaknesses of the students; at which topic, at which unit, what
s/he cannot do. We provide extra work according to weaknesses of the kid to complete

the missing parts.

MYP Implementation: This theme consists of 3 sub-themes as (i) Turkish math-
ematics curriculum expectations, (ii) real life connection, (iii) concept and skill based
assessment. MYP is just providing a framework for teachers. The teachers in this
study are responsible to fulfill the requirements of Turkish Mathematics Curriculum
and MYP at the same time. All of the teachers were asked how they combine these
two curriculums. Ash and Burcu reported that Turkish Mathematics Curriculum ob-
jectives can be connected within the MYP unit plans. However, Ceren stated that it

is difficult to adopt the spiral structure of curriculum to MYP.

Burcu: The MoNE curriculum s in line with MYP. It was difficult before, but
now MoNE includes task and questions similar to MYP. Therefore, they are more

related now.

Ceren: In 6th grade, the topics proceed intermittently. There is beginning of a
topic, and then it passes to another topic. If we think in this sense, applying MYP is
a bit difficult.
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In MYP, the unit plans and assessment tasks of the units are built upon Global
Contexts that explains the real life connection of the content. Therefore, Asli and Ceren
referred to real life connection and/or global context when they were asked about the
effects of MYP on teaching and learning. Asli also mentioned real life connection while
answering other question. Burcu did not mention real life connection. Therefore, she

was asked to explain how she was using global context.

Asl: The main purpose of doing MYP is to bring students in a different perspec-

tive and to enable students to perceive the place of mathematics in daily life.

Burcu: We choose the global context according to what we want to give importance
to in that unit. In other words, we determine according to the activity we will do at

the end of the unit and what we want to teach the child with that activity.

A probing question was asked to better understand Burcu’s implementation of
global context. The questions was “What do the global contexts and concepts provide
youy,‘. She reported that before global context there was another system for real life

connection. She believes that this change made it difficult to find connections.

Burcu:I just said “I learned it”. Then global contexts were introduced and I can’t
say that I have no difficulties to find connections. I do connect, but the previous one

wWas easier.

Concepts and ATL skills are other important aspects of MYP unit plans. All of
the participant teachers also mentioned conceptual learning and/or skills based learn-
ing. Ceren reported differentiation for her students with special needs. These students’
skills were taken into account in planning instruction and assessment. Therefore, dif-
ferentiation was also included in this sub-theme as it focuses on individual skills of

students.

Ceren: My student with special needs had a serious problem in mathematics. 1

developed many different materials for him. He had a different curriculum.
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Burcu: In MYP, we assess students’ skills.

Asl... It allows student to learn conceptually and improves the ability to analyze

and interpret.

Factors related assessment: It was discussed in the literature that teachers’ as-
sessment decisions and practices are affected by some external factors. The participant
teachers shared some factors that related to their use of assessment and its results.
These factors reduce the impact of assessment. The participants reported MoNE Math-
ematics Curriculum, students and parents and archiving as factors. MYP coordinators
are expected to check if the assessments are properly applied and evaluated according
to the unit plans and rubrics. Therefore, in some schools, teachers to provide evidence
from student work and store these evidences in a specific database. Only one of the

teachers mentioned archiving as a factor

Ceren: We keep some examples form student work in our school system. Archiv-
ing takes a lot of time and I think that we sometimes loose the content while archiving.

. archiving is a big issue and as a result I can’t give feedback to students on time.

All of the teachers reported that the MoNE curriculum affect their assessment
preferences. The number of objectives to be covered creates limitations for these teach-

ers.

Asli: We try to cover all the objectives in MoNE curriculum, and sometimes we
even introduce some extra objectives. As a result, we may face time related issues in

assessment.

Burcu: The MoNE curriculum is too intense. In some levels, I can finish the

curriculum at the end of May by just talking. I don’t have time to conduct activities.

Students and parents were also reported by two teachers as they affect especially

the use of assessment results.
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Burcu: ... But in the end, it really works for students who are interested in it, no
matter how much I do. It is not only about the teacher, but also the child. But I think

every student working in coordination with his/her teacher would be successful.

Ceren: I think that the success of the student decreases when it comes to the MEB
exam. The students might be stresses. Because the grade is reported to parents or if

the parents care a little bit more about exam grades the student feel more stressful.

Teacher Improvement: Two of the participant teachers reported their improve-
ment as a teacher while preparing and conducting assessment under MYP. Asli men-
tioned teacher improvement in her answers to different questions. Ceren mentioned
the contributions of MYP when she was asked how MYP affected her opinions about

assessment.

Asli: ‘Preparing the assessment tasks contributes a lot to teachers. Why I am
teaching this topic, where does it come from, how this is related to real life” We learn

these while working’.

Ceren: Before starting MYP, I wasn’t approving only test oriented assessment.
... MYP actually has enriched the content. With MYP philosophy, I have realized that

it 15 possible.
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7. DISCUSSION AND CONCLUSION

In this chapter, the results of quantitative phase and findings from the qualitative
phase will be discussed in the light of the literature and the structure of the MYP

programme.

7.1. Turkish MYP Mathematics Teachers’ Assessment Preferences

The descriptive analysis of the MYP mathematics teachers’ use of different as-
sessment methods revealed that the mostly preferred methods are traditional which are
open ended questions (M = 1.9), written exam (M=1.83) and quiz (M=1.8). These
results are in line with the results of different studies conducted in Turkey (Acar-Erdol
and Yildizli, 2018; Birgin and Baki, 2012, Gelbal and Kelecioglu, 2007, Nazlicicek and
Akarsu, 2008) as teachers have a tendency to use traditional methods even though the
MoNE curriculum encourages alternative methods. The teachers in this study might
be relating open ended questions to the questions they ask during their instruction to
foster students’ higher order thinking. Written exams and quizzes can be evaluated
as a part of MYP assessment since they are used to assess Criterion A: Knowing and
Understanding (International Baccalaureate Organization, 2017). On the other hand,
accountability purpose might be the underlying reason for these preferences of MYP

mathematics teachers.

Rubric (M=1.7) follows the most preferred three methods. The high use of rubric
might be due to the structure of MYP summative and formative assessment tasks in
which a rubric is shared. Group work (M=1.63), ATL skills report (M=1.6) and per-
formance assessment (M=1.57) are also highly used by MYP mathematics teachers.
Group work is compatible with MYP assessment as it requires students to use Collab-
oration and Communication skills. MYP students are provided with ATL skills report
twice a year. Teachers might be referring ATL report as all the assessment about ATL
they did through the year. Finally, teachers might be relating MYP summative with

performance assessment since they require students to acquire similar skills.
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While planning the units MYP teachers prepare some inquiry questions which are
categorized as factual, conceptual and debatable questions. These questions scaffold
students in the process of approaching the statement of inquiry and, both students and
teachers develop their own questions to explore (International Baccalaureate Organi-
zation, 2014a). As a result of this, debate was also used a lot by MYP mathematics
teachers (M=1.57, 93.8%). In order students to think about global context and realize
the relationship, teachers start a debate by asking open ended questions. This also
explains the high use of open ended questions. Another traditional method with high
percent of usage is multiple choice (M= 1.23, 90%). Multiple choice assessments are
still very important in Turkish education because of the high stake exams. Teachers
might be using multiple choice tests to prepare their students for these exams. In
addition, multiple choice assessment tools are easy to evaluate and MoNE provides

teachers with a collection of multiple choice test for each topic of each subject.

Drama (M=.43) and oral exam (M=.43) were the least preferred methods. Teach-
ers have been using oral exams to assign oral grades to their students. However, in
recent years teachers take a lot different constraints into account while deciding oral
grades. They use different methods such as performance assessment, oral presentations
that will encourage students to share their ideas and use different skills. Thus, they
might see oral exam as a very old method that is assessing student at a specific time,
for a specific topic rather than looking at the whole learning process. Mathematics
teachers might hesitate to use drama in their lessons. Some unexpected results were
detected in the number of teachers who stated that they never use portfolio (N=8,
26.7%), peer assessment (N=8, 26.7%) and observation form (N=13, 43.3%). When
the high use of group work is taken into account, the use of peer assessment and obser-
vation form were expected to be higher as they might be supportive assessment tools
to evaluate group work. Student portfolio could be an important data source for MYP
mathematics teachers as to see student improvement. However, the changes in tech-
nology provided teachers with tools to collect student work. The teachers in this study
may be using these technological methods, but may not refer it as portfolio because

they consider it to be a collection of papers.
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According to the previous studies, There might be two reasons for teachers to
use some assessment methods less than others; (i) teachers prefer the methods that
they feel competent at (Gelbal and Kelecioglu,2007) and (ii) teacher’s preferences are
affected by their experiences as a student (Pajares,1992). For instance, drama could be
a less popular method when these teachers were students. Another aspect of teachers’
assessment selection may be practices required by the curriculum. For example, group
work is not common in Turkish national curriculum (also assuming teachers to have
limited experience with it while they were students) but teachers reported using them
frequently. Their preference can be explained by MYP curriculum requirements. The

least preferred assessment tools are not practices that are required by MYP.

Turkish MYP Mathematics Teachers’” assessment preferences were also examined
with an open ended question in the online survey. Quiz and open ended questions were
the only traditional methods shared by the teachers. Quiz also reported in the semi-
structured individual interviews by two teachers who were representatives of traditional
and MYP related assessment groups. Teachers mainly reported using MYP formative
and MYP summative assessments which shows that their preferences of assessment

tools were influenced by MYP curriculum requirements.

7.2. Teachers’ Conceptions and Beliefs

The descriptive results of Curriculum Orientation Scale (COS) and Mathematics
Related Beliefs Scale (MRBS) revealed that MYP mathematics teachers have construc-
tivist beliefs and a constructivist curriculum orientation. These results are in line with
the results of the studies of Ekici (2009) for curriculum, and Kayan (2011) and Cevirgen
(2016) for mathematics related beliefs. A moderate positive relationship was found be-
tween these two variables (r=0./3, p<0.05). A deeper analysis of the relationship
between the constructivist and traditional items of the scales created a better pic-
ture. There were significant positive correlations between the two traditional subscales
(r=0.50, p<0.01) and between the two constructivist subscales (r=0.54, p<0.01).This
result is consistent with the descriptive results of both variables. Therefore, it can be

concluded that the participants expect curriculum to enable a classroom environment
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where students are encouraged to be responsible for their own learning, be curious and
learn how to learn. MYP mathematics teachers in this study are responsible to meet
the standards of MYP and MoNE. The Turkish Mathematics Curriculum has been
developed with a constructivist approach (Ministry of Education, 2018b) and MYP
is a student-centered programme (International Baccalaureate Organization, 2014a).
Under the lights of these constructivist approaches, it is an expected result for MYP

Mathematics teachers to hold constructivist beliefs and curriculum orientation.

The correlation analysis of the conceptions of assessment of MYP mathematics
teachers revealed that Improvement conception had positive correlations with both
School accountability (r=0.613, p<0.01) and student accountability (r=0.457, p<0.05)
conceptions. These results are in line with the results of the studies of Brown (2002,
2008), Yetkin (2017) and Yiice (2015). These teachers might be endorsing assessment as
it is improving learning and quality of instruction while providing information about
student achievement and school quality. This can be explained with the fact that

different conceptions might be in interaction (Brown, 2002).

Correlation analysis was conducted to see how traditional and constructivist sub-
scales are related to conceptions of assessment. Improvement conception had a moder-
ate negative correlation with traditional Mathematics Related Beliefs (r=-0.41, p<0.05)
and negative but small correlation with Traditional Curriculum Orientation (r=-0.23,
p<0.05). According to these results, it can be concluded that the participating teach-
ers might think using assessment for improvement purposes not being possible with
traditional approach. In addition, Student accountability conception had a moderate
positive relationship with constructivist beliefs (r=0.56, p<0.05) and moderate neg-
ative relationship with traditional beliefs (r=-0.40, p<0.05). The directions of the
non-significant relationships were the same for traditional and constructivist curricu-
lum orientations. Therefore, MYP mathematics teachers might believe that assessment
results can be used for evaluating student performance in a constructivist learning en-
vironment. Students might benefit from the assessment results as they become the
center of their own learning. In order to examine the relationship between participat-

ing teachers’ conception of curriculum and their conception of assessment, individual
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interviews were conducted in addition to surveys, and the findings about it will be

discussed in the next section.

7.3. Assessment Conceptions in Relation with Curriculum

According to the descriptive results for each conception on TCOA-IIA, Improve-
ment had the highest mean (Mdn=5.08, SD=.88) while Irrelevance had the lowest
mean (Mdn=2.29, SD=.89) for MYP mathematics teachers. This might be related
with the improvement-oriented nature of MYP which requires teachers to use forma-
tive assessment and give feedback to students as much as possible. These feedbacks
are not only about correctness of students’ answers but also about how they can im-
prove their ATL skills, and how they can relate their answers to the global context
and statement of inquiry of the unit. In addition, MYP teachers are also expected to
improve their instruction with the use of unit plans. Every unit plan of each subject
has a reflection section which contains prior to teaching the unit, during teaching and
after teaching the unit parts (International Baccalaureate Organization, 2014a). This
section requires teachers to think about their unit plan and ways to improve it. Brown
(2002) stated that improvement requires formative uses of assessment. The answers
of teachers to the open ended question 2 support this idea. Most of the participants
stated that they focus more on the process rather than the product with MYP and
so they also approved Improvement purpose. The interview findings also revealed the
highest number of codes about Improvement purpose to the assessment. The results

are in line with their high mean scores on Improvement conception of TCOA-ITIC.

Assessment is an integral part of MYP programme (International Baccalaureate
Organization, 2014a). This might be the reason for the lowest score on Irrelevance
conception. MYP assessment tasks should be prepared in a way to provide meaningful
data about students, so MYP Mathematics teachers did not conceive assessment as
irrelevant. This was also consistent with the findings of the interviews as there were
only 2 codes referring Irrelevance conception. This conception was present in one of the
interviews. However, the summative uses of assessment were related with Irrelevance

in this interview.
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The relatively high mean scores of Student Accountability (Mdn= 4.67, SD=1.16)
and School Accountability (M=4.33, SD=1.08) conceptions might be a result of the
competitive nature of the private schools and expectations of parents. Majority of the
private school parents care a lot about the final grades of their children and they also
take mathematics as one of most important subjects. Therefore, teachers might feel
under pressure when a student gets a low grade from exams. The high stake exams
of Turkish education system also increase the importance attributed to accountability
conceptions. Even though students are in MYP years and they do not have to take
exams to finish programme, most of the eight graders of the MYP schools in Turkey
take the High School Transition Exam so they also expect to be prepared for High
School Transition Exam. Private schools are using the success of their students for
advertisement since the success in the High School Transition Exam is a reason for
parents to choose these schools. There are some other studies that show that pressure

of high stake exams plays an important role in teachers’ assessment practices (Birgin

and Baki, 2012; Karakus, 2010).

Even though these teachers moderately agreed on School Accountability Con-
ception on TCOA-IITIA, this purpose did not appear in the interviews because the
interviews focused on the assessment in classroom. Therefore, School accountability
did not come into prominence in day to day basis. External factors might be the reason
for these teachers to agree on School Accountability Conception. They might not be
attaching such a purpose to assessment, but the fact that schools are hold account-
able from other parties of education might be affecting their conceptions. It was also
pointed in the literature that teachers’ conceptions are affected by the expectations of
society and the culture (Brown, 2002).Similarly, for student accountability, there was
a high mean score on Student Accountability of TCOA-IITA which did not emphasized
much in the interviews. Again, this might be interpreted as participating teachers
have accountability in their minds, but this is not their primary purpose of classroom

assessment.

The MYP schools included in this study are expected to share two reports at the
end of a school year; one for MoNE and one for MYP grades. The students get some
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scores form the compulsory exams and these scores directly affect their final grade on
MoNE report. Even though a lot of different assessment tools are used in the process,
these reports are evaluated as the indicator of students’ performance. For example,
Ceren noted that “Even though we try to decrease the number of exams, in the end
we conduct MoNE exams and we use that data. The process is important, but we

give students a message that says you get this grade and it will appear in your MoNE

report”.
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8. LIMITATIONS AND SUGGESTIONS

This study aimed at understanding the conceptions of assessment of MYP math-
ematics teachers in Turkey. The number of MYP schools and MYP mathematics
teachers caused some limitations for the study. The number of Turkish MYP mathe-
matics teachers is estimated to be around 65. The number of teachers who agreed to
participate in this study is 30 corresponding 46% of the population. The quantitative
data collection was conducted with an online survey and teachers were reached via

e-mail.

This study may be extended to collect data from all Turkish MYP mathematics
teachers (by visiting schools and administering the survey by hand) or MYP mathe-
matics teachers at other countries. For such a large study, the data sources may also
diversified by including classroom observations or instructional material analysis. In
addition to a cross cultural comparison of MYP mathematics teachers’ conceptions of
assessment, a similar study can be conducted with Turkish non-MYP private schools

or public schools to compare the differences in teachers’ conceptions.

The results showed that the curriculum requirements might have an effect on
teachers’ use of assessment methods. Therefore, the Turkish Mathematics Curriculum
could be designed in a way to require teachers to use specific assessment methods,
preferably alternative methods. The MYP emphasizes the use of assessment for for-
mative purposes and encourages teachers to give feedback to students. In assessment
standards of Turkish Mathematics curriculum, the importance of formative assessment
is also mentioned (Ministry of Education, 2018b). However, teachers might need more
guidelines to be able to use formative assessment as a part of their classroom prac-
tices. The curriculum could include guidelines for teachers in terms of formative uses
of assessment. In addition, more in-service trainings related to assessment could be
provided for teachers. This might increase the use of assessment for improvement

purposes rather than accountability.
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APPENDIX A: TEACHERS’ CONCEPTIONS OF
ASSESSMENT ABRIDGED

A.1. (")lgme ve Degerlendirme Yontemleri

Agiklama: Agagida bazi 6lgme ve degerlendirme yontemleri verilmistir. Bu yontemleri
degerlendirme amaci ile ne derecede kullaniyorsunuz? Her bir yontem igin size en ¢ok
uyan kullanim diizeyini hi¢ kullanmiyorum, nadiren kullaniyorum, orta siklikta kul-

laniyorum, siklikla kullaniyorum, ¢ogunlukla kullaniyorum olarak belirtiniz.
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Table A.1. Olcme ve Degerlendirme Yontemleri.

Hig¢ Ara sira Cogunlukla

Kullanmiyorum | kullaniyorum | kullaniyorum

Yazili Sinav

Coktan Se¢gmeli Test
Kiigiik Smav (Quiz)
Acik Uclu Sorular
Bosgluk Doldurma

Tartigma

Eslestirme

Dogru-Yanlis

Portfolyo
(Ogrenci Uriin Secki Dosyast)

Ogrenci Oz-Degerlendirmesi

Yiiz Yiize Gorlisme

Proje

S6z1li Sunum

Sozlii Sinav

Drama

Akran Degerlendirme

Grup Calismas:

Performans Degerlendirme

Gozlem Formu

Online Quiz Uygulamalar:

Dereceli Puanlama Anahtari

(Rubric)

Disiplinler Aras1 Caligma
ATL Skills (Ogrenmeye

Yaklagim Becerileri) Raporu

Stire¢ Ginligi

Yapilandirilmig Grid
Cikig Kart1

Diger (Lutfen Yaziniz):

A.2. Egitimde (")lgme Ve Degerlendirme Siireci Hakkindaki Goriigleriniz

Aciklama: Asagida 6lgme ve degerlendirme stirecine ait ifadeler bulunmaktadir.
Her bir ifadeye gortiglerinizi en iyi agikladigini diigiindiigiintiz 1: hig¢ katilmiyorum ve

6: kesinlikle katiliyorum arasindaki degerlerden birini secerek belirtiniz.



Table A.2. Egitimde Ol¢gme Ve Degerlendirme

Streci Hakkindaki Goriigleriniz.

Hig

katilmiyorum

Kesinlikle
katiliyorum

1. Olgme ve degerlendirme sonuglari, okullarin
sorumluluklarini yerine getirme diizeyleri konusunda

ilgili kurum ve kuruluslara bilgi saglar.

2. Olgme ve degerlendirme, 6grencilerin seviyelerine

gore gruplara ayrilmasina yardimeci olur.

3. élgme ve degerlendirme, 6grencilerin 6gretilenden ne

kadarimi 6grendigi hakkinda bilgi veren bir siiregtir.

4. Olgme ve degerlendirme sonuglari, dgrencilere
performanslar: hakkinda geri bildirim verilmesine

yardimci olur.

5. élgme ve degerlendirme, 6grenme ve 6gretme

stirecinin vazgegilmez bir pargasidir.

6. élgmc ve degerlendirme siireci, 6gretmenlerin simif
iginde kullanacaklar1 6gretim yontem ve tekniklerinde

degisiklikler yapmasina imkan saglar.

7. élgtlle ve degerlendirme, 6gretmenleri inandiklarina

aykir1 bir bicimde 6gretmeye zorlayan bir siiregtir.

8. Ogretmenler dlgme ve degerlendirme yapsalar bile

sonrasinda ortaya ¢ikan bulgulardan ¢ok az yararlanirlar.

9. élgme ve degerlendirme sonuglari, bir okulun kalitesi

hakkinda bilgi veren gegerli bir gostergedir.

10. Olgme ve degerlendirme, 6grencilerin yaptig:

caligmalarin not bazinda degerlendirilmesini saglar.

11. Olgme ve degerlendirme, égrencilerin ne 6grendigi

hakkinda bilgi veren bir siiregtir.

12. olgme ve degerlendirme, 6grenme siirecindeki
gereksinimleri hakkinda 6grencilere geribildirim

verilmesine olanak saglar.

13. Olgmc ve degerlendirme sonuclari, 6gretim siirecinin
sekillenmesine yardimci olur.

élgme ve degerlendirme sonuglar: tutarli olmalidir.

14. olgme ve degerlendirme 6grenciler igin adil olmayan

bir slirectir.

15. Olgme ve degerlendirme sonuglar: dosyalanir ancak
bunlar ne yazik ki daha sonar tekrar kullanilmayarak

dosyalarda 6ylece kalir.

16. Olgme ve degerlendirme sonuglari, okullarin yaptig:

caligmalar1 degerlendirmede kullanilir.

17. (jlgme ve degerlendirme, 6grencilerin belirlenen hedef

ve davraniglar1 kazanip kazanmadig: hakkinda bilgi verir.

18. Olgme ve degerlendirme siireci, 6grencilerin iist diizey

diisinme becerilerinin dl¢iilmesine olanak saglar.

19. Olcme ve degerlendirme, 6grencilere 6grenme
stirecini nasil verimli gegirmeleri konusunda

yardimc: olur.

20. olgme ve degerlendirme siireci, 6grencilerin
ihtiyaglar: dogrultusunda secilecek yollarla 6gretim

yapilmasina olanak saglar.

21. Olgmc ve degerlendirme sonuclarina itimat

edilebilmelidir.

22. Olgme ve degerlendirme, egitim ve O6gretim

23.siirecinin etkili bir sekilde yiiriitiilmesini engeller.

23. Olgme ve degerlendirmenin, 6gretim siireci

tizerinde etkisi yoktur.

24. Olgme ve degerlendirme belirsiz bir siirectir.
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APPENDIX B: CURRICULUM ORIENTATION SURVEY

Asagida miifredat ile ilgili ifadeler yer almaktadir. Her bir ifadeye katilma diizeyinizi
en iyi acikladigimi diigindiigtiniiz kesinlikle katilmiyorum, katilmiyorum, kararsizim,

katiliyorum, tamamen katiliyorum degerlerinden birini secerek belirtiniz.

Table B.1. Curriculum Orientation Survey.

Kesinlikle Katil- Kararsizim Katiliyorum Tamamen

Katilmiyorum miyorum Katiliyorum

1. Miifredat, 6gretmenin 6grenme ortaminda

iyi bir rehber olmasini ister.

2. Miifredat, 6grencilere “Ogrenmeyi 6gretme”

becerisi kazandiracak bigimde planlanmalidir.

3. Miifredat, 6gretmenlere, 6grencilere mimkiin
oldugu kadar fazla ve kapsaml alan bilgisi

verilmesini 6nermelidir.

4. Miifredat ve ders igerigi, 6grencilere bilim
ve teknolojiyle ilgili merak duygusu

gelistirebilecekleri bigimde hazirlanmalidir.

5. Miifredat, igerik (alan bilgisi) olarak &grencilere
sorgulamaya gerek duymadan anlayabilecekleri
kadar dogru, giivenilir ve kapsaml bilgilerin

verilmesini saglamalidir.

6. Miifredat, 6grenciler arasindaki bireysel

farkliliklara uygun olacak kadar esnek olmalidir.

7. ogzretim programi ve ders planlari, 6grencinin
6grenimin merkezinde oldugu etkinliklere
(grup galigmasi, tartisma, vb.) imkan

saglayacak esneklikte olmalidir.

8. Dersin igerigi daha g¢ok 6grencilerin yaparak

6grenebilecegi aktivitelerden olugsmalidir.




73

APPENDIX C: MATHEMATICS RELATED BELIEFS
SCALE (MRBS)

Matematik Ogretimi ve O@renimine Hi@kin 1nan1§lar Olgegi Asgagida matematik
hakkinda inaniglar iceren birtakim ifadeler verilmistir. Bu ifadelere katilip katilmadiginiz
Kesinlikle Katilmiyorum (1), Katilmiyorum (2), Kararsizim (3), Katiliyorum (4), Kesin-

likle Katiliyorum (5) cevaplarindan bir tanesini igsaretleyerek belirtiniz.



Table C.1. Mathematics Related Beliefs Scale (MRBS)
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Kesinlikle

Katilmiyorum

Katal-

miyorum

Karar-

s1z1m

Katiliyorum

Kesinlikle

Katiliyorum

1. égrencilerin matematiksel kavramlar: anlamalar:
i¢in bu kavramlarin olusum siirecine katilmalar:

gerekir.

2. Ogretlrlenirl ogrencinin aktif oldugu sinif
tartismasini olusturmas1 matematik egitiminde

6nemlidir.

3. Matematik, temelde aritmetik becerilerin

giinliik hayatta kullanimidir.

4. Matematik bilgisi olgular, kurallar ve

iglemlerden olusur.

5. Matematik 6gretiminin amaci 6grencilerin
matematiksel kavramlar1 arastirarak akil

yuritmelerini gelistirmektir.

6. Matematik 6gretmeni islemleri matematiksel
bilgi olarak gostermelidir.
7. Matematigi 6grenmek icin 6grenciler ¢ok

soru ¢bzmelidir.

8. Matematik dersinde matematiksel diislinmenin

6nemi vurgulanmalidir.

9. Matematik 6gretiminde 6gretmenler

matematiksel oyunlardan da yararlanmalidir.

10. Matematik dersinde bir kavram problem

durumlar: da yaratilarak 6gretilebilir.

11. Matematikte hala iiretilecek bilgiler

vardir.

12. (jérenciler matematiksel problemleri kendileri

olusturma ve ¢ozme firsatina sahip olmalidir.

13. Matematik 6gretiminde goérsel ve somut
gosterimler, materyaller miimkiin oldukca

sik kullanilmalidir.

14. Ogrenciler aym sonuca farkl yollardan

ulagabilme firsatina sahip olmalidir.

15. Ispat ve genelleme matematik 6gretimi

slirecinin 6nemli bir parcgasidir

16. Matematik 6gretiminde, konu sonunda problem
¢Ozerken 6gretmenin Ogrettigi basamaklar

sirasiyla izlenmelidir.

17. Ogrenciler matematik dersinde kullanilan
iglemlerin sebeplerini anlamak i¢in caba

harcamalidir.

18. Matematik 6gretiminin amac: soru ¢ézerken
derste gosterilen yollar1 kullanarak dogru

cevaba ulagmaktir.

19. Matematik 6gretiminde 6grenciler tarafindan

20. gelistirilen fikirler de dikkate alinmalidir.

21. Matematik 6gretimi stirecinde 6grenciler

birbirleri ile caligmaya tegvik edilmelidir.

22. Matematik 6gretiminde teknolojinin olas:

kullanimina da 6nem verilmelidir.

23. Matematik 6gretiminde igslemlerin yani sira,
6grencilerin bilgilerini uygulayabilecekleri

problemlere de yer verilmelidir.

24. Ogrencilerin matematigi sevmeleri igin

matematik 6gretmenini sevmeleri gerekir.

25. Matematik diger derslerle iligkili oldugu icin

6nemlidir.

26. Matematik 6gretiminin amaci 6grencileri

hayata hazirlamaktir.

27. Matematik egitiminde materyaller ve somut
gosterimler matematiksel kavramlarin

gelismesinde etkili degildir.




APPENDIX D: DEMOGRAPHIC INFORMATION

1. Cinsiyetiniz
i Kadm

2. Hang fimiversite ve bilimden mezun oldumz?
3. Tirlaye diginda bar iilkede efitm gérdiiniiz mi? Cevabmz evet 152 hangi
seviyede, kag vil ve hangi iilke oldugunu belirtniz.
1. Ewet
. Hayir
4. Ne kadar sitredir 53retmenlik vapryorsumuz?
5. Hangi IB programlannda dgretmenlik yapiyorsunuz?

i PYP
i, MY
iii. DP

6. Kag yildr MYP program kapsaminda dgretmenlik yapiyorsumuz?
simdive kadar hangi sevivelerde MYP kapsaminda ogretmenhik yaptimz?

L 5 Smuf

. 6. 8mf
w. £ Smuf

v. Lise Hamirhk Simfi
vi. 9. mmf
vi. 10, Smmf

8. Timlave diginda bar iilkede Sgretmenhik: vaptimz mi? Cevabimz evet 132 hangi
seviyede, kag vil ve hangi iilke cldugunu belirtiniz
1. Ewvet

. Hayir

Figure D.1. Demographic Information.
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APPENDIX E: OPEN-ENDED QUESTIONS

Liitfen, asagidaki sorulan birkac cimle ile cevaplayiniz.

Yalkin zamanda kullandigimz ve etkili oldugunu disindiiginiz bir élgme
degerlendirme aracim kisaca anlatimz.

o Kullandigimz véntem nedir? Neden bu ydnten tercih ettiniz?

o Hangi amacla kullandimz?

o Kullandigumz uygulamamin MYP Sleme-degerlendirme anlavisma

uvgunlugunu kisaca degerlendirimz.

MYP &ncesi (varsa) ve MYP sonras: lgme degerlendirme uygulamalanmiz icerik,

kullanim amae1 ve etkisi agisindan kisaca karsilagtirimz.
Olcme degerlendirme ile ilgili herhangi bir egitim aldimz mi? Cevabimz evetse bu
egitimlen bir 1ki1 cimle ile aciklar misimz?

= Evet...............

»  Hayir

Figure E.1. Open-Ended Questions.
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APPENDIX F: SEMI-STRUCTURED INTERVIEW
QUESTIONS

Calima kapsaminda bireysel goriismeve géniilli oldugunuz igin teselddir ederim.
Gorismede MYP dgretimindeki dlgme-deferlendirme (assessment) uvgulamalarmiz
haklinda birkag soru vineltmek istivorum.

1. Buvil matematik smifimzda ne tiir dlgme-degerlendirme araclan kullandiniz?

d. Eullanacagimz dlgme deferlendirme araclarmi nasil belirlivorsunuz?
e MYP program icerik ve uygulamalanmin bu konuda nasil bir ethisi
var?

f Hazir degerlendirme araglan mi kullanmvorsunuz kendiniz mi
gelistiriyorsunuz?

2. MYP programinda &fretim yapmaniz 8leme deferlendirme haklandaki

diisiincenizi etkiledi mi?

3. MYP ye|yeni baglayacak bir 6gretmene programin dlgme deferlendirme
uygulamalari nasil tanitirdimz?

4. MYP matematik dersi kapsaminda kullandifimz dlgme degerlendirme

uvgulamalar Ggrenme ve §gretme siirecini nasil etkilivor?

Figure F.1. Semi-Structured Interview Questions.
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APPENDIX G: INFORMED CONSENT

Dsgarli katilmac,

Eogazici Univarsitesi, Mstemztik ve Fen Bilimleri Efitimi bolirminde viksek lisans
Géremcisivim. Ulnslararas Baksloryva (IE) Orta Villar Brogramy (AMYD) Sizetmenlerinin
egitimde Sleme ve deferlendirme sivecine vinelik kavrayslanm incelemend amaclayan tez
gahzmarm Digg. Dr. Fatna Asglan Tiutak densmanlifnda viriomekteyvim,

Anket igerizinde demografic bilgilerinize, Ikmllandifmz &lkme ve degerlendime
yiaterlerine; Slpme-deferlendinme sireci, matematik mifadat ve matematik Sfretivm grd
Gfrenimi ile ilgili gorizlerinize yinelik sorular bubmrmaktedr, Anket sornlana vamtlarken
kendi “"Olgme va degerlendinme’ tanrramz gaz dainds bulmndurpams beklarmeliedir.
Arzstrmanm amacn Tivkdve'deld genel dunmm ortava qkammak olup okl veya dEretmen
karmlagtirmas) vapilmayacakhir, |

Eatlmclarm fziraleri sambmeyacakir. Arashrrmamn amescms ulssmasmds bk dmem

tazrvan yamilarmme sadece b cahgrna icin kullanelacak oloy arsshmmamn somaclan kel
lizans tezinde. bilimsel s3zld-vaml ortemlards bireyleri ve okul bilgizini apga akarmayvaczk
gelilde paylasilacskdr.

Caliymava vardifiniz destek icin simdiden tegeldair ederim.

Sorulanmiz olmasn duromunds bana (Bdarve Ozcan, menveozcanlf@email com) veya ez
damzmanuma (Do Dr. Famna Aslan Tutak, ftpatnakEboanedutr ) ulzsshbilirziniz,
Disstefiniz ifin tesekkiir aderim.

Werva Ozcan
Matematik Ofremmeni

Figure G.1. Informed Consent.
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