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ABSTRACT

In this study, it was aimed to reveal the views of geography teachers on open-ended questions. In
the study, in which the qualitative research method was used, the study group consisted of 12
geography teachers working in secondary education institutions affiliated to the Ministry of
National Education in Ankara in the 2020-2021 academic year. A semi-structured interview form
was used as a data collection tool in the research. The obtained data were analyzed by content
analysis method. According to the findings obtained from the research; It has been understood
that there is uncertainty and confusion in the definition and classification of open-ended
questions. It was understood that most of the participants confused open-ended questions with
questions that are one of the traditional measurement tools and expressed as "classical
questions" or "written exams" in the literature. It was understood that the participants had views
on the advantages and disadvantages of open-ended questions in line with the literatire.
However, some advantages and disadvantages frequently expressed in the literature were not
expressed by the participants at all. However, it was determined that some advantages and
disadvantages that were not expressed in the literature were expressed by the participants. It
was understood that all participants believed that geography was a suitable lesson for using
open-ended questions and they used these questions actively. Although all participants thought
that open-ended questions could be used in skills and values education, it was seen that the
participants with lower professional seniority were more knowledgeable and prepared than the
participants who were more senior in skills and values education. Based on the results obtained;
Suggestions were made such as organizing in-service trainings on the definition and classification
of open-ended questions, inclusion of correctly structured open-ended question examples in
textbooks, and opening of sample questions to be produced on this subject to the access of
teachers, especially digital platforms.
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INTRODUCTION

Open-ended questions were developed in Japan in the early 1970s to set higher goals in mathematics
education and to evaluate students' achievement of high-level thinking skills (lkeda, 2010; Hino, 2007;
Panbanlame et al 2014). From this date to the present, their use in education has increased. The translation of
the book "Open-Ended Approach: A Proposal for Teaching Mathematics" by Shimada (1977) into English
(Becker & Shimada, 1997) played a major role in this increase. After this translation, open-ended questions
became popular among educators in the USA. In the following years, open-ended questions have seem to be
widely used in other countries, especially in European countries. One of the factors affecting the increase in the
use of open-ended questions in education is the successful results obtained with the use of these questions.
Nohda (2000) comments on this issue in his study and states that the interest in mathematics lessons has

increased with the use of open-ended questions.

Pehkonen (2007) states that the use of open-ended questions has been recommended and encouraged by
many states, especially since the late 1980s and early 1990s. To Leave the mathematics curriculum open-ended
in order to ensure that teachers can complete one fifth of it on their own initiative in Germany )JHamburg), to
encourage open-ended questions in the United States and to use open ended questions in graduation
examinations in Australia are given as examples of this by Pehkonen (2007). In the same study, Pehkonen
(2007) talks about the history of open-ended questions in Finland, which dates back to the 1980s. In the
following years, it can be said that open-ended questions have increasingly found a place in the world of
education. As it can be understood from these explanations, the use of open-ended questions has a history of

more than fifty years.

When we look at the adventure of open-ended questions in our country, it is understood that the situation
differs from other countries. It is understood that in our education system, open-ended questions are mostly
referred to as '"classical questions" or "written exams". Although these question types have some
commonalities with open-ended questions in some respects, it should be said that they do not express exactly
the same thing as the "open-ended questions" discussed in this study. It is understood that studies conducted
in our country on this new "open-ended question" approach were relatively limited in number compared to
other countries. Although there are some studies conducted in our country in this context (Akay et al. 2006;
Alkan, 2013; Bilgeg, 2016; Birgili, 2014; Cikrik¢i, 2010; Giler & Teker, 2015; Ilhan, 2016; Karadeniz, 2016;
Koyuncu, 2017; Oksliz & Giiven, 2019) the number of these studies should increase. Some of the studies
conducted geography education (Akbas & Gengtiirk, 2013; Egri, 2006; Gulbetekin, 2011; Gilbetekin, 2021;
Gulbetekin et al. 2019; Pamukcu & Pinar, 2015; Pinar, 2011; Sanli, 2019; Sanli & Pinar, 2017; Tath, 2019) does
not directly address open-ended questions, but classifies open-ended questions as one of the complementary
or alternative assessment tools, while some other studies partially adress open ended questions in the subject
of assessment and evaluation in geography education. The number of studies on open-ended questions directly
and within the scope of this study is quite limited. Open-ended questions are in a structure that can take on

very important tasks in today's globalizing world and the competitive education approach that develops
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accordingly. It is necessary to conduct new research on open-ended questions that can be used actively in the

mentality of 21st century education in which esp ecially skills are important, in addition to the knowledge.

21st Century Educational Vision and Open Ended Questions

Instead of shaping the students by putting them in defined forms, 21st century education vision has adopted an
understanding that accepts the diversity that exists in their nature, tries to discover their differences, and aims
to develop their talents and skills. In this understanding, students can develop their own solution methods -
procedures- and original solution proposals and express themselves with their own sentences instead of
following the predetermined strict procedures in solving the questions asked to them. From this point of view,
education turns into an effort to discover them by receding from the shaping process by putting individuals into
strict behavioral patterns. In order for this to happen, it is necessary to deal with all the components of the

educational processes as a whole.

One of the most important components of education is assesment and evaluation processes. Systems that are
inadequate in terms of assesment and evaluation cannot be expected to function correctly and produce the
desired results. For this reason, the Geography Curriculum (GC) sees assesment and evaluation as an
"inseparable part of education" (MEB, 2018: 8). Assesment and evaluation is of great importance to determine
whether the aim of educational process has been achieved or in what proportions it has been achievedit is of
great importance to determine the extent to which what is intended with the education has been achieved or
not. In this regard, the feedbacks received are also very important in terms of taking necessary measures
during the education process. The reformist structure of the 21st century educational vision has brought new
approaches to the agenda in the sense of assesment and evaluation. In this sense, it is envisaged to use new
methods and techniques in addition to traditional assesment and evaluation methods. It is alsopossible to
frequently see references to this new understanding in the 2023 Educational Vision Document. For example, in
the 2023 Educational Vision document, it is mentioned that the "criteria and evaluation forms used in the
assesment of academic success" (MEB, 2018: 35) will be diversified. With a similar perspective, it is stated in
the 2023 Vision document that it is aimed to "make assessment and evaluation based on daily life experiences
revealed during the learning process, rather than on multiple choice tests" (MEB, 2018: 73). It is possible to see
the same point of view in the ongoing Geography Curriculum. In the Geography Lesson Curriculum, it is stated
that "acting with the understanding of maximum diversity and flexibility in the assesment and evaluation
process" is a must (MEB, 2018: 8). Because "Due to the fact of individual differences, it is not appropriate to
talk about a single assesment and evaluation method that covers all students and is universal for all students"
(MEB, 2018: 8). One of the assesment and evaluation tools that can be used in this context are open-ended

questions.

Similarly, it is emphasised that a new approach in which there will be no need for "memorising formulas or
storing information" will be on display and "reasoning, critical thinking, interpretation, estimation and similar

intellectual skills" will be highlighted in the 2023 Educational Vision Document (MEB, 2018: 34). Open-ended
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questions are one of the assesment tools in accordance with the priorities and preferences expressed in this
document which defines the basic goals of the Turkish National Education (TNE) in the forth coming period,

prepared by the ministry of national education.

Open-Ended Questions

In General Sense open-ended questions can be expressed as questions in which individuals configure their
answers with their own expressions (Emde & Fuchs, 2012; Holland & Christian, 2009; Sanli 2019). However
open-ended questions are also desciribed as generally badly structured and deficient problems which have
more than one and sometimes unlimited correct which have replaced the questions described in the literature
as “Close-ended” questions which have a single correct answer (Akay vd.2006; Ninomiya & Pusri, 2015; Yee,
2000.a.). Open-ended questions have different features than closed-ended questions in many respects. While
talking about these differences in his study, Nohda (2000) emphasizes that the main purpose of open-ended
questions is not to produce correct answers -unlike closed-ended questions- but to encourage students'
thinking skills and creativity. Because chasing a single correct answer determined by the teacher will blunt
students' creativity. In this case, the main difference that distinguishes students from others will be the speed

of reaching the predetermined correct answer, which will inhibit their creative thinking skills.

Sabrina et al. (2018) also mentions another feature of open-ended questions in their studies and says that
these questions can provide the students with opportunities to gain knowledge and experience in identifying,
defining and solving problems with various techniques. Accordingly, the purpose of open-ended questions is
not only to determine whether the student has reached the solution of the problem or not. Open-ended
questions also have a complex structure that includes identifying the problem, defining the problem correctly,

and producing original and different suggestions for the solution of the defined problem.

Panbanlama et al. (2014) draws attention to the fact that open-ended questions give students the opportunity
to use their full potential and provide them with the opportunity to think freely about the solution of the given
problem situations. Because in the process of solving open-ended questions, students do not have to strictly
follow the procedures determined by the teacher. This feature of open-ended questions also offers students
the opportunity to discover themselves, and with the help of open-ended questions, students can develop their
own original solution proposals. Nohda (2000) also draws attention to this aspect of open-ended questions in
his study and says that these questions "encourage the pursuit of individualized learning". This individualized
learning allows students to approach questions with their individual differences and produce very different
solutions and to learn at their own pace, on the other hand. This means providing students with an educational
environment in which they can express their thoughts freely and confidently without following pre-prepared
solution patterns (procedures). Munroe (2015) also draws attention to this aspect of the subject in his study
and says that when open-ended questions are used, students are encouraged to solve open-ended problems

with their own methods and apply their own experiences.
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The solution of open-ended questions turns into a dynamic and interactive process by receding from a fixed
and static state in which predetermined procedures are followed as in traditional approaches. It is possible to
observe this more especially in cases in which group work is done. Because in this process, students have the
opportunity to express their original ideas about the open-ended questions asked to them, on the other hand,
they also have the opportunity to witness the suggestions of their peers about the solution of the same
problem. They witness that more than one original solution proposal can be brought to the presented problem
situations. This allows for the creation of a dynamic and interactive learning environment among students.
Thanks to the different solutions offered to the same problem situation, the students' perspectives on the
problem situations can change, evolve and mature. Nohda (1997) also reveals this dynamic structure of open-
ended questions in his study, and emphasizes that open-ended questions take into account students' current
knowledge, abilities and feelings and predict a more developmental approach than the theoretical approach.
Open-ended questions, which are increasingly used in education, have some advantages and disadvantages like

any measurement tool.

One of the most important aedvantages of open-ended questions is that they eliminate chance success and
they prevent students from reaching the correct answer by choosing out the options (Alkan, 2013; Giler, 2014;
Ihan, 2016). In open-ended questions predetermined solutions/options are not presented to the students in a
ready-made form, instead they are asked to produce their own original solution proposals regarding the
problem situation. This helps to eliminate chance success. This situation is closely related to the multi-answer
structure inherent in open-ended questions. One of the most important advantages of open-ended questions is
that, unlike the questions that are expressed as closed-ended in the literature and that are frequently and
widely used in our education system, they have more than one correct answer, sometimes even an infinite
number of correct answers (Badger & Thomas, 1992; Gilbetekin et al. 2019; Nohda, 2000; Ninomiya & Pusri,
2015; Surif et al. 2014; Yee, 2000.b). This feature increases the probability of students to reach one of many,
sometimes even an infinite, number of solutions. By drawing attention to this issue, Wu (1994) emphasizes that
this structure of open-ended problems helps students to develop their self-confidence. Indeed, knowing that
there is no single correct answer encourages students to find one of many correct answers helps them to
approach questions with more confidence. This improves students' creative thinking skills. Another feature of
open-ended questions is that there is more than one way to get to the correct answers. Munroe (2015)
mentions in his study that this element of open-ended questions can help to address students at various
cognitive development levels and thus to reach them. This is also useful in creating a sense of achievement for

students of all levels by giving them the opportunity to reach correct answers in different ways.

One of the advantages of open-ended questions is that they contribute to the students' presentation of original
ideas and thus to the development of their creative thinking skills (Kwon et al. 2006; Mihajlovic & Dejic, 2015;
Sanli, 2019). Reja et al. (2003) draw attention to this point in their studies. They say that closed-ended
guestions used commonly in educational systems limit the respondents to the alternatives presented, whereas

open-ended questions allow them to express their opinions without being influenced by the researcher.
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Another important feature of open-ended questions is that they are not only for a certain education level.
These questions can be used for any level, from primary to higher education level - and later- . This feature has
increased the usability of open-ended questions. Another advantage that should be expressed in this regard is
that high-level cognitive skills can be assessed with open-ended questions (Dogan, 2011; Gulbetekin et al.,

2019; ikeda, 2010; Hino , 2007; Panbanlama et al. 2014).

In addition, it is possible to carry real-life problem situations into the educational process through open-ended
questions. Students are able to develop solutions for real-life problems addressed to them and express them in
their own words. In this way, the theoretical questions directed to the students, which often do not have
counterparts in real life leave their place to the problems that students face in real life. This also helps to
establish a connection between the lesson and real life. Mihajlovic & Deji¢ (2015) drew attention to this in their
studies and stated open-ended questions can prepare students to cope with natural situations that they will
have to face outside the school. One of the features that makes open-ended questions similar to real life is its
multi-answer structure. Because in real life, there are often multiple or even an infinite number of possible

solutions to a problem. By trying to discover one of these solutions, students can connect with real life.

There are also some limitations to the use of open-ended questions. Some of these the difficulty of grading,
that it requires more time, effort and meticulousness if not more difficult to ensure validity and reliability than
multiple-choice tests (Ozcelik, 2011; Goler & Gelbal, 2010). The flexible nature of open-ended questions causes
some uncertainties in the evaluation which leads to onobjectivity problem. Nohda (2000) also emphasizes to
this evaluation difficulty in his study. While using close ended questions which mostly have only one correct
answer and are widely used in our educational system makes it easier to grade, having more than one correct

answer -sometimes even an infinite number- makes open ended questions difficult to evaluate mostly.

While Mihajlovic & Deji¢ (2015) discuss the limitations of these questions in their studies, they say it is difficult
to prepare successful open-ended questions and develop meaningful open-ended probtem situations. Indeed,
preparing well-structured open-ended questions is more difficult than it seems. In these questions, it is
necessary to have many features such as expressing the problem situation in a clear and understandable way,
addressing all students at different levels in the class, choosing from real-life problem situations. Millhiser
(2011) also mentions the danger of open-ended questions being misleading if they are not constructed and

applied correctly.

It is possible to draw out two conclusions from these evaluations and literature review on open-ended
questions. The first of these is that the use of open-ended questions has a history of up to fifty years. There has
been a significant increase in the number of studies conducted during this period. When the literature is
examined, it is understood that the number of foreign publications increases every year. The second conclusion
that can be drawn is that the studies carried out are mostly concentrated on the mathematics course. These
findings constitute the strongest justification for new studies in terms of both conclusions. When the studies

conducted in our country are compared with the foreign literature their numbers are seem to be limited
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(Alkan, 2013; Akay et al. 2006; Bilgeg, 2016; Birgil, 2014; Cikrikgi, 2010; Guler, 2014; Gller & Gelbal, 2010; Goler
& Teker, 2015; ilhan, 2016; Karadeniz, 2016; Koyuncu, 2017). This creates the reason for new researches. In

addition, studies focused on mathematics should be carried out in other fields, especially in geography.

Geography is a course that can be easily associated with real life with its structure that deals with nature,
humanbeings and their interaction with each other. In addition, the open-ended nature of man and nature,
which constitutes the most fundamental field of study of geography, facilitates the use of open-ended
questions in geography lessons. It is possible to turn the problem stuations that students will be able to
experience in their daily life practises into an open ended question problem in geography classes. The use of
open-ended questions in solving real-life problems that students face in their daily lives will also contribute to
the elimination of the gap between education and real life. This structure has made the geography course a
course in which open-ended questions can be used widely and effectively. In this sense, the number of the
studies done in the field of geography with open ended questions (Akbas & Gengtlirk, 2013; Egri, 2006; , 2011;
Gulbetekin et al. 2019; Gilbetekin, 2021; Sanl, 2019; Sanh & Pinar, 2017; Pamukcu & Pinar, 2015; Pinar, 2011;
Tatli, 2019) needs to be increased and the issue needs to be addressed with new perspectives. In this context,

the aim of the study is to contribute to the science universe.

Open ended questions can be used in skill and value education as well (Gulbettekin, 2021). While some of
these skills can be defined as 21st century skills such as critical thinking, creativity,entrepreneurship,
communication and cooperation, etc., these can also be -instantiating, geographic inquiry, perceiving changes
and continuity,reading maps, graphics and tables- specifically for geography education. Open ended questions
are one of the assessment tools that can be most used in determining whether the students have these skills or
not, or if they have in what proportions they have acquired them. A similar situation is valid for value
education. It is possible to use open-ended questions in the educational process of values such as love, respect,
patriotism, empathy, etc., which are expressed as the common or root values of the curriculum. Despite all this
importance, not enough study has been done in this sense, the number of studies done (Gllbetekin, 2021) has

been insufficient.

The educational process is an intertwined and complex structure that concerns many partners. One of the most
fundamental elements of this process is teachers. Teachers are guides who transform abstract expressions in
educational programs into concrete realities. It is also possible to see references to the importance of the
teacher in the educational process in the 2023 Educational Vision Document. It is stated that the education
system rises on the shoulders of the teachers in the 2023 Vision document (MEB, 2018). In the same document
teachers are defined as those “who will appear on stage and read the line of the play if we refer to the
curriculum with the metaphor of the best theater play in the World” (MEB, 2018: 10). Studies on the subject
reveal that one of the most frequently used assessment tools by geography teachers is open-ended questions
(Sanli, 2019, Tath, 2009). On the other hand, there are few studies that deal directly with open ended questions

that have features different from the so called "classical questions" or "writing tests" in the literature. In this
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context, revealing the thoughts of geography teachers on open-ended questions will contribute to the
identification of the existing deficiencies and taking the necessary measures to eliminate them. In addition, the
data obtained from new research such as this study will be an important step that will shed light on new
studies to be done. Because it is not possible to expect the right solutions to be produced without knowing the

thoughts, perceptions, usage situations, reasons and needs of the teachers on this subject.

METHOD

Qualitative research method was used in the study. Qualitative research are studies that allow the subject to
be examined in detail and in depth from different angles (Baltaci2019) According to Yildirim and Simsek (2011)
qualitative research is the study in which perceptions and events are tried to be presented in a realistic and
holistic way. In qualitative research, concepts, problems and processes are tried to be understood through the
eyes of those in the study group. In qualitative research the case is adressed with holistic approach (Patton,
2014). The purpose of using the qualitative research approach is to understand and interpret the thoughts of
geography teachers on open-ended questions from their perspective. For the research, the necessary ethics
committee approval was obtained from the Social and Human Sciences Scientific Research Ethics Committee of

Necmettin Erbakan University with the date 18/06/2021 and the decision number 2021/384.

Study Group

Criterion sampling, which is one of the purposive sampling methods, was used to identify the teachers in the
study group. According to Blylikozturk et al. (2012), the study group can be composed of people who have the
qualifications and will provide richness in terms of knowledge. In this context, while determining the teachers
in the research, the professional seniority of the teachers and their weekly course loud were taken as criteria.
The aim here is to reveal whether there is a difference in the perspective of the teachers of open-ended
guestions as the professional seniority in teaching and weekly course load increase. For this purpose, 12
teachers working in secondary education institutions were selected. Three of the teachers in the study group
were chosen from the teachers with a low seniority and a low weekly course load, and three of them were
selected from the teachers with a low seniority but a high weekly course load. Similarly, three teachers with
high seniority and low weekly course load and three teachers with high seniority and low weekly course load
were selected as the study group. The teachers in the study group were determined on a voluntary basis.

Participants distribution according to their professional seniority and weekly course load are given in Table 1.

Table 1. Distribution of Teachers Participating in the Research by Period of Professional Service and Course Hours

f %
1-5 2 16,6
6-10 4 33,4
Professional Seniority (Year) 11-15 - —-
16-20 - —-
21 and more 6 50,0
1-10 1 8,3
Weekly Course Load 11-20 5 41,7
21-30 6 50,0
Total 12 100,0
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Data Collection Tool

A semi-structured interview form was used as a data collection tool in the study. Yildirrm and Simsek (2011)
define semi-structured interview as a qualitative data collection strategy with predetermined open-ended
questions. According to Oztiirk (2015), the semi-structured interview provides a flexibility that allows the
assessment of the topics that were not previously thought or planned to be discussed during the interview. In
this context, a semi-structured interview form was prepared by the researcher by taking the opinions of an
assessment expert to be used in the research. Then, a geography survey form was prepared for pilot
application. By interviewing the teacher, the questions in the semi-structured interview form were directed to
the participant and their answers were noted by asking what they understood. During the pilot application,
alternative questions were tried to be discussed in depth, and situations that could not be understood or could
be understood differently were carefully noted. The semi-structured interview form was finalized by sharing
the feedbacks with the assessment expert. Also, alternative questions were prepared to get more detailed
information from the teachers during the interview. In addition to this, various alternative questions were

determined in order to reveal the opinions of the participants on the subject in depth.

Data Collecting Process And Analysis

During the interview, predetermined questions were asked to the participants, and in the natural flow of the
interview, sometimes the questions were asked in a flexible order. In this way, it was aimed to ensure that the
participant teachers expressed their views in the natural flow of the interview without disturbing their flow of
thoughts. Alternative questions were used when needed. In cases where the answers were superficial, the
deep opinions of the participants were tried to be revealed with the help of alternative questions. All
interviews with the participants were carried out through the remote access program. The interviews lasted an
average of 30 to 45 minutes. Before the interview started, it was stated to the participants that the interview

would be video and audio recorded, and their permissions were obtained.

In order to prevent any damage to the participants' records, the breakout and analysis of the data were made
on the same day as the interview. In this way, it is aimed to make more accurate deductions about the
interview. The transcripts of the interviews were shared with the participants, and they were asked to finalize
the text by stating that they could make any corrections they wished, and the consents of the participants were
obtained. In order to ensure the confidentiality of the data collected within the scope of the research, the
names and surnames of the geography teachers participating in the research were not used, instead a code
number such as GT1,GT2 was given to each participant. The data obtained in the research were analyzed with
the content analysis method. Stemler (2001) defines content analysis as a systematic method that enables the
transformation of texts into content categories based on certain rules. Content analysis contributes to the
understanding of situation exsists by revealing the relationships between the data. Content analysis involves
collecting and interpreting similar data obtained from the participants under certain themes, categories and

concepts (Yildirm & Simsek, 2011). In the research, the data were analyzed within the framework of the
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predetermined categories. For this purpose, the data obtained were coded separately by the researcher. Then,
the codes obtained were organized and analyzed under themes and then sub-themes. In order to ensure the
reliability and validity of the analyses, the opinions of two experts were also consulted. Miles & Huberban
(1994) reliability coefficient formula was used to determine the level of agreement between the expert
opinions and the researcher. Accordingly, the value obtained from “Reliability = Consensus / (Agreement +

Disagreement) x 100” was calculated as .82.

FINDINGS

1. How Do They Define Open-Ended Questions?

Participants were asked how they defined open-ended questions. From the answers received, it is understood
that there is no consensus on the definition of open-ended questions, and that there is uncertanly. Some
participants defined open-ended questions as an up title and under this title, some other types of questions;
true-false. gap-filling etc. has classified. For example, when GT4 defined open-ended questions, it expressed

these questions as a group and included fill in the blanks and true-false questions in this group.

"You know, the classic question, the open-ended question we know. That's how | know it. There
are also true and false. | think they can be open-ended questions too. There are also fill-in-the-
blank questions in this group. So when | prepare open-ended questions, | make use of them"

(GT4).

GT5 also made a similar classification and defined short-answer questions as open-ended questions. Some
participants, on the other hand, expressed the opposite view of this classification and did not define the
aforementioned question types - fill in the blanks, true false - as open-ended questions. For example GT6, "For
me, fill-in-the-blank or very short-answered questions don't fit my mind as an open-ended question" he said

(GT6).

Some participants, on the other hand, put forward a different view from the participants in these two groups,
and while defining open-ended questions, they produced another category and expressed this as "more open-
ended questions". “So when it's a comment question, an even more open-ended question, it's never going to
have the right answer anyway" (GT4). With all these classification differences, the following table was created

based on the expressions used by the participants while defining open-ended questions.

Table 2. How Do Participants Define Open-Ended Questions?
Defining Open-Ended Questions

These are questions that give the student multiple/unlimited answers.

Questions that students can add their own comments to.

Questions that students can express themselves.

Questions that students can add their own thoughts and logic.

Questions that do not have a definite answer.

RIN|IN[B_O U]

These are questions that give students space for action and freedom.
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They are questions that require students to think and question.
These are questions that the student answers by writing.

Questions used to ask for comprehensive information.

Questions based on interpretation.

RlR(R| Rk

These are questions that the student can convey that s/he understands the
subject.
These are the questions that assess the various skills of the students.

[ERN

These are the questions that assess the approach of the students. 1
Total 26

One of the features that the participants expressed the most when describing open-ended questions (f=5) is
that these questions have multiple/infinite number of answers. The opinions of the participants who talked
about this feature of open-ended questions were expressed in the words of GT2. "Open-ended question
reminds me of this. When the question is asked, it will give the student, that is, unlimited answering authority"

(GT2).

As can be seen, GT2 emphasized that open-ended questions give students "the authority to give unlimited
answers" and emphasized that these questions can/should have multiple or even infinite number of answers.
While sharing his thoughts on the multi-answer nature of open-ended questions, GT4, one of the participants,
said, "The more students there are, the more answers there are naturally." (GT4). With this comment, GT4
drew attention to the fact that there can be as many correct answers as the number of respondents in open-

ended questions.

Another feature most frequently expressed by the participants (f=5) regarding the definition of open-ended
questions is that these questions are the questions that students can add their own comments to. For

example, while GT10 was describing open-ended questions, he said,

"Open-ended question is the type of question in which the student can participate in with the
power of their interpretation, you don't have a short answer, you don't briefly say yes or no to
something, you know, it is the type of question in which he can express himself a little better”

(GT10)

Similarly, while GT6 was defining these questions, he stated that these questions were questions
that reveal the interpretation power of the students and said: "So open-ended questions firstly

reveal the children's thing. It reveals whether they have the power to interpret events" (GT6).

2. Opinions on Advantages and Disadvantages of Open-Ended Questions

Participants' opinions on advantages and disadvantages of open-ended questions will affect their use of this
guestion type and will give an idea about their perspectives on these questions. In the analysis made for this

purpose, two sub-themes were reached under this theme.
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2.1. Their Opinions on the Advantages of Open-Ended Questions

Various questions were asked to the participants in order to reveal their views on the advantages of open-
ended questions. All of the participants stated that these questions had various advantages. Based on the

responses received, table 3 was created.

Table 3. Opinions of the Participants on the Advantages of Open-Ended Questions
Advantages of Open-Ended Questions

Allows students to express themselves in a unique way

Allows students to express their thoughts freely
Gives feedback
Can assess high-level skills

Contributes to getting to know students better

Multi-answer structure gives the student more chances in solving the problem

Eliminates the success by chance
Easy to prepare

Develops the skills of interpretation and analysis

Helps synthesizing old information with new information

Helps students get higher grades

Helps students create self-confidence

Develops writing skills

Helps identify deficiencies

Contributes to students' self-development

Encourages different thinking

Contributes to the personal development of the teacher, enriches the teacher

Supports permanent learning

Develops students' creativity

It can be used actively in skill and value education

It helps to establish a relationship with real life more easily

It contributes to the ability to organize information and its consistency

It helps students to identify the problem

It leaves the teacher free in evaluation
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It helps them to establish a cause-effect relationship
Total

()]
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The most expressed opinion (f-7) about the advantages of open-ended questions is that these questions allow
students to express themselves in a unique way. The aspects generally expressed about this stuation are
exemplified with the words of GT1 below "For me, the questions in which children can add their uniqueness,
their own logic, their own interpretation are called open ended questions. It allows students to add their own

reasoning, their own interpretation" (GT1).

As can be seen, GT1 emphasized that open-ended questions allow students to express themselves in an original
way by adding their own logic and comments. It is possible to see a similar emphasis in the wiews of GT11.
GT11 stated that open-ended questions create a space for students to develop their own unique perspectives
and said, "We provide the child with some space for movement in open-ended questions. The child can express

his/her own thoughts in his/her own way" he said (GT11).
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Another view most expressed by the participants (f=6) regarding the advantages of open-ended questions is
that, it allows students to express their thoughts freely. For example, GT2, while defining the open-ended
question, emphasized that students can express themselves freely, which is one of the most important
advantages of these questions, and said, "That is, it is a question that leaves space for action" (GT2). Another
expression on this subject was found in the speech of GT4. According to GT4, with these questions, "Students

can express themselves comfortably. Here, they can easily reveal what they know or do not know" (GT4,).

Another advantage that was most expressed in this regard (f-5) is that open ended questions give serious
feedback about the education process. The aspects generally expressed about this situation were exemplified

in the words of GT4

"You know, we ask one question, but how many answers does the child give.Then | say yes, the
child understood this part, and didn't that part of the subject. Or, in other words, every sentence
he said there, every word he wrote actually helps to analyze the child. Besides | can critize myself.
How far have | reached the student? How much has the student learned from this lesson? Have |
achieved my goal? Especially since it provides me with this feedback, that is, it allows us to make

our own self-criticism" (GT4).

It is possible to see a similar emphasis in the words of GT12.

"I mean, | really want to see the ideas of the students. Because in multiple choice questions, |
don't think it's clear enough whether the student has learned the subject well or not. In other
words, | prefer open-ended questions in order to see loud and clear, whether the student has
learned the subjects we teach or not. Open-ended questions are definitely needed to understand
whether the subjecjs are learned or not. You can't see that with just multiple choice questions"

(GT12).

2.2. Opinions on the Disadvantages of Open-ended Questions

Various questions were asked to the participants in order to reveal their views on the disadvantages of open-
ended questions. All of the participants stated that open-ended questions had various disadvantages. Table 4

was created based on the answers of the participants on this subject.

Table 4: The Opinions of the Participants on the Disadvantages of Open-Ended Questions.
Disadvantages of Open Ended Questions f

Probability of unobjective evaluation 12

Difficulty of grading

Long duration of evaluation

The probability of the questions being misleading, the clarity of the questions

The duration of the implementation and scoring of the questions

The low validity of the scale

NN WIWwWlUu| O

The difficulty of ensuring validity and reliability
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The possibility of insufficient time for answering

The need for effort and meticulousness

Indifference of students

Lack of interpretation because of the educational system based on memorisation

RlRr[Rr[N|N

The need for extra attention such as spelling rules
Total 40

The most expressed feature about the disadvantages of open-ended questions (f=12) is the possibility that the
evaluation of these questions is not objective. As can be seen, the subjectivity in the evaluation of open-ended
questions is the most expressed issue by the participants. The points that have been expressed in general

about this situation are exemplified by the words of GT8 below:

"The answer to a question in matching style or a question in fill-in-the-blank style is clear. That is,
| gave 10 fill-in-the-blanks and 10 spaces. | wrote two points for each.He wrote 4, out of two
points, | add, 8 points and write them aside. But in the open-ended question, one thing is very
important, so | just said that someone has achieved something by going this way and the Other
one achieved using the other way. While this gives 6 points to someone, 7 points to someone, 8
points to someone, and 10 points to someone, how do | give it? That's it, the open-ended

question is at a disadvantage in terms of providing balance and justice" (GT8).

Similarly, while Col1 expressed the problem of objectivity in the evaluation of open-ended questions, he said
this problem wasn't only about the difference between a teacher's own evaluations, but added that the
evaluation differences between teachers could cause this problem. GT11, "Each teacher's knowledge is
different, their interpretation is different. Their backgrounds and knowledge are different from each other.

There may be different grades" (GT11).

GT9, one of the participants, also talked about these unobjective evaluation differences between teachers and

gave an example of an application they made to eliminate this disadvantage.

"There is a difference in interpretation even among the teachers that we all read 5 papers to
make up for this. We all read 5 papers anonymously and see if we give similar grades, we
compare them. Then we say, why did you give this question such a high grade? "Why did you give

this question such a low grade?" (GT9).

Another limitation most expressed by the participants (f=6) is the difficulty in grading in the evaluation of open-
ended questions. For example, GT10 expressed his views on this issue as follows. "It is really difficult to give
points. You also have a conscience. Should | give points here, or not? The child wanted to say this but could not
express it fully. But in the end, he wanted to say it. That's why you are in a dilemma. That's why of course, it is

difficult” (GT10).

Expressing his views on the same subject, GT1,
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"For example, after reading and scoring a student's answer to the question, | question myself like
"How many points did | give the other student?" "Did | make a mistake?" Because | am worried
about ensuring equality and in being more fair while examining the exams. In open-ended

questions, this may be even more risky" (GT1).

Another limitation most expressed by the participants (f=5) is that it takes time to evaluate an exam consisting

of open-ended questions.

"It is possible for the child to find, understand, see, and comment on that subject from a large
text, and then think and comment on that subject. And it is possible for the child to write things
that you do not think or know, or that you do not hear or think of, other than the answers you

find. | think lots of time is needed for this as well" (CO3).

Expressing his views on the same issue, GT5 expressed his thoughts as follows. "And, of course, from the
teacher's point of view, it takes a lot of time. Because you know, you can grade test-multiple choice- questions
directly with an optical reader. But you know, you think about these, You interpret the student. So it can take a

lot of time" (GT5).

3. Situations of Using Open-Ended Questions

With the questions asked to the participants, their use of open-ended questions were tried to be revealed. For

this purpose, five sub-dimensions were reached in the analysis.

3.1 Is Geography Lesson an Appropriate Lesson for Using Open-Ended Questions?

Participants were asked whether the geography course was a suitable course to use open-ended questions.

The analyzes obtained from the answers received are presented in Table 5.

Table 5. Opinions of the Participants on Whether the Geography Lesson Is Appropriate to Use Open-Ended

Questions
f
Yes 10
Partially 2
No --
Total 12

Participants all -partially or completely- think that geography is a lesson suitable for using open-ended
questions. In fact, while the participants express these thoughts, they often used sharp words such as;
definitely (3), most suitable (f=3), very suitable (f=2), most convenient (f=1), most needed (f-1). For example,
GT1 said, "I also think that geography lesson are one of the most suitable courses for using open-ended

questions" (GT1)
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While GT10, one of the participants, justified that the geography course is one of the most suitable courses to
use open-ended questions, he emphasized the flexible -open-ended- structure of life and expressed that

geography also deals with this flexible structure. Accordingly, while GT10 was expressing his thoughts,

“Let me tell you, since geography examines the relationship between human and nature,
since the relationship between human and nature is in constant change, since we cannot ask
this as direct information, we should definitely value the students' ideas, | think that open-

ended questions can definitely be used in our field" he said” (GT10).

GT12 also said that the geography course is in a structure that requires using open-ended questions. In fact,
GT12 said "absolutely" as if revealing the idea that the use of open-ended questions is not an option but a

necessity.

"I mean, | definitely need open-ended questions. Especially our course obviously needs more
open-ended questions in this regard. | definitely think so. In fact, | think open-ended

questions are the most appropriate among the question types we know" (GT12).

On the other hand, while some of the participants (f=2) expressed their opinions, they attributed this to certain
conditions -student level, subject, etc.-. For example, GT11 said, "Yes, sir, in certain subjects. | think human

geography is more suitable for this" (GT11).

3.2. Which Assessment Tools Do They Use in Exams?

Participants were asked which assessment tools they used in their exams. Based on the responses received,

the following table 6 was prepared.

Table 6. Which Assessment Tools Do They Use in Their Exams?

Measuring Tools f
Open-Ended Questions 12
Multiple Choice 11
Gap Fill 11
True-False
Matching
Short Answer
Total 48

Participants use different assessment tools in their exams. On the other hand, all of the participants without
exception (f=12) stated they used open-ended questions in their exams. Apart from open-ended questions, the

most preferred assessment tool (f=11) was multiple choice questions.
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3.3. Why Do They Use / Prefer Open-Ended Questions?

The participants were asked why they preferred / used open-ended questions, and the table 7 below was

prepared based on the answers received.

Table 7. Participants' Reasons for Preferring Open-Ended Questions

Reasons for Preferring Open-Ended Questions

Helps students get more points

Helps to get students' comments/ideas

Helps to get feedback about the lesson

Allows students to express themselves

Helps to discover students with different perspectives

Helps to understand what perspective the students bring in to reach the
information

RPIERININ WD

Helps to see how the students can establish cause and effect relationship

The spirit of open-ended questions overlaps with the lesson

Help students in terms of creativity and imagination

Being student-centered

Increases the effectiveness, productivity and stability of the lesson

Increases students' awareness of life

Allows students to express their knowledge more easily

Encourages students to think more

Helps to synthesize old information with new information

Helps to assess high-level cognitive skills

Helps students experience the feeling of success and ability
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Total

N
H

As can be seen from Table 7 the reason that the participants expressed the most (f=4) as the reason for

choosing open-ended questions was that these questions enable students to get more points. In this context, it

is understood that one of the reasons why open-ended questions are preferred is that they leave a free space

for the teacher in the evaluation due to the subjectivity arising from the nature of these questions. In other

words, these questions do not contain certainty, unlike multiple-choice, true-false, matching or short-answer

questions, which have a one-word and definite answer, and this brings a freedom of action to the teacher -

mostly in favor of the student- in the assessment. For example, while GT6 defines open-ended questions,

"You can't evaluate when the answers given by the students are wrong in other question types.

That is, if the answer is wrong, it is wrong, if it is right, it is right. At least in classical -open-ended

guestions- you can say that he may have meant this, he meant that.He used this word | said in

the lesson, this means that | have a chance to evaluate in favor of the child with the judgment

that he listened to me in the lesson” (GT6).

Another reason stated the most (f=3) by the participants was that these questions allow students'

comments/ideas/evaluations to be taken. Expressing his views in this respect GT5 said,

"I want to make the students talk, obviously. | want to get their comments, evaluations and

opinions in a field. | really care about this aspect. On the other hand, it is very difficult to assess
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them. Whether it is matching, test or fill in the blanks, they usually just know or make up the

answer, but frankly, | think | can't get their opinion" he said (GT5).

Another reason most (f=2) expressed by the participants in this regard is that open-ended questions help to get
feedback about the course. For example, GT4 expressed his views on this issue as follows. "As a teacher,- what
does the student think about the subject? How much does he understand? Here's how he analyzed it? How

does he bring this subject back to me?- | can see all that" (GT4).

3.4. In Which Subjects / Acquisitions Do They Use Open-Ended Questions?

Participants were asked in which subjects or acquisitions they would prefer to use open-ended questions, and

the table below was created based on the answers received.

Table 8. Acquisitions / Subjects Open-Ended Questions were used by Participants
Subjects Open-Ended Questions were used with f

Human geography

Economy

Shape and movements of the Earth

Population

Environment

Physical geography

Nature
Parallels
Definitions, subjects and sections of Geography

Map information

Climate

Turkey's mines

Geographical location
Cities

Settlement

Tourism

Nature human interaction
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Spatial effects of migrations
Total

N
w

While some participants directly stated a topic, some participants did not directly mention a topic, saying
decide this according to the conditions of the class, student or the topic. As can be seen table 8, the opinions of
the participants on the subject / achievements on which open-ended questions can be used are different from
each other. Participants stated that many topics or outcomes are suitable for using open-ended questions.
When the subjects expressed by the participants are examined, it is understood that some titles include some
other titles. For example, the title expressed with Human Geography (f=3) also includes some other titles -
population, settlement, tourism, etc. Similarly, the Physical Geography subject also includes some other topics
-climate, etc.-. On the other hand, the subjects expressed by the participants in the table are shown without
any regulation. The aim here is to directly reveal which topics or achievements are considered to be more

suitable for using open-ended questions by the participants.
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In this context, Human Geography (f=3) is the most appropriate subject for the use of open-ended questions
by the participants. GT12, one of the participants who expressed this subject, emphasized that the subjects of
Human Geography were open-ended and said: "l think that especially the topics related to Human Geography

are more appropriate. Because interpretation is much more important there" (GT12).

The second most expressed (f=2) topic by the participants was the economy. GT11 put the economy among
the topics where open-ended questions can be used the most. "I usually do this on the subjects of Human
Geography, my teacher. So what is it? It's the economy, the population, the city, the settlement, the tourism"

(GT11).

3.5. The Opinions of the Participants on the Use of Open-Ended Questions in Skill-Value Education

With the open-ended questions directed to the participants, it was tried to reveal their views on whether these
questions could be used in skill-values education. All of the participants stated they believed that open-ended
guestions could be used in both skill and value education. For example, GT4 stated that open-ended questions
are very convenient to use in skill training and said the following. "I think that open-ended questions are an
important step in acquiring such skills education for students. | think open-ended questions are perfect for

these skills education" (GT4).

It is possible to see a similar expression in the words of GT5. Like the other participant, GT5 stated that open-
ended questions are more suitable to use in skill-value education than other question types. "I can definitely
use, so | think the main question pattern you can use is open-ended" (GT5). GT10 did some reasoning and
stated that the most commonly used multiple-choice questions in our education system are structurally not
suitable for this and said: "For example, the ability to use evidence, that is, how will | measure it with multiple

choice questions? So the answer is obvious. | honestly think so" (GT10).

Despite all these positive statements, the participants could not give satisfactory answers to the question of
how open-ended questions could be used in skill-values education or how do they use them. At this point, they
had positive thoughts about the use of open-ended questions in skill-values education. but it is understood that
they have deficiencies in using it. This situation was briefly and concisely expressed by GT7 as follows: "So we

can use it, but do we use it" (GT7).

CONCLUSION and DISCUSSION

The findings on how open ended questions are defined by the participants are seem to be compatible with
literature in general sense. In this context, from the statements in the definitions made by the participants we
can say; “ that there is not only one correct answer, that there is more than one an deven an infinite number of
correct answers (Badger & Thomas, 1992; Giilbetekin, 2019; Nohda, 2000; Ninomiya, & Pusri, 2015; Surif
2014; Yee, 2000.a) that students can make their own interpretations while answering these questions (Emde &

Fuchs, 2012; Roberts et al. 2014), that these are the questions in which students can organize their own
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thoughts with their own statements (Emde & Fuchs, 2012; Geer, 1988; Holland & Christian, 2009; Popping
2015) are often expressed in the literature. On the other hand, it was observed that some of the features
frequently encountered in the literature were expressed little or not at all by the participants. For example,
although it is frequently mentioned in the literature that open-ended questions can be used to evaluate skills -
especially skills at the synthesis and evaluation level- and attitudes (Husain et al. 2011; Inprasitha, 2006; Irawan
& Surya, 2017; Yildinm, 1998) only one of the participants was understood to bring this aspect up in the
received information. In addition, the fact that open-ended questions help to relate with real life more easily

(Surif, 2014) was never brought up by the participants, although it was frequently stated in the literature.

Although the findings on the definition of open-ended questions are generally compatible with the literature,
one of the important findings of the research is that there is no consensus among the participants in the
definition and classification of open-ended questions. It is understood that most of the participants perceived
open-ended questions as "classical exam" or "written questions" which are one of the traditional assessment
tools, whereas some of them considered these in the group of questions which are described as close ended
inherently and called as gap filling or short answer questions in literature. There is no difference in terms of
professional seniority and course load regarding the uncertainty and confusion experienced in the definition
and classification of open-ended questions. Some participants who are relatively less experienced (with low
seniority) and who are up-to-date on assessment and evaluation considering the graduation year (GT4, GT5)
accept short-answer, true-false, and fill-in-the-blank questions as open-ended, while those with more seniority
(GT6) who could be assumed to have received more classical assessment and evaluation training, avoided
defining these question types as open-ended. In this context, it is understood that the participants in both
groups (junior and senior peers) have a lack of knowledge about the basic characteristics of open-ended

questions accepted in the literature.

It can be said that the findings obtained from the research on the advantages of open-ended questions are
generally compatible with the literature. According to the findings obtained from the research, among the
advantages most expressed by the participants, there are many references in the literature about that open-
ended questions allow students to express themselves in an original way (Geer, 1988; Popping, 2015; Holland
&: Christian, 2009; Emde & Fuchs, 2012), allow students to express their thoughts freely (Capraro et al. 2007;
Kwon, 2006 ) and that they provide feedback to help identify existing deficiencies (Millhiser, 2009). However,
although some advantages of open-ended questions are mentioned in the literature, they were never
expressed by the participants. For example, advantages such as open-ended questions contribute to the
assessment of students' interest and attitude (Tekin, 2009), provide flexibility in solving problems (Kwon et al.
2006), and develop complex thinking (Badger & Thomas, 1992; Keusch, 2014; Millhiser, 2009) has never been
expressed. On the other hand, some advantages that are not frequently mentioned in the literature were also
mentioned by the participants. E.g; helps to synthesize open-ended old information and new information,

contributes to the personal development of the teacher enriches the teacher, leaves the teacher free space in
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evaluation, helps the students to establish the cause and effect relationship, and allows them to answer half of

the question correctly, unlike multiple-choice questions.

It can be said that the findings about the disadvantages of open-ended questions are generally compatible with
the literature. For example, about the disadvantages most expressed by the participants there are many
references in the literature as the possibility that the evaluation of open-ended questions may not be objective
(Gelbal, 2013; ilhan, 2016; Nohda, 2000; Uymaz & Caliskan, 2019), difficulty in scoring these questions (Giiler &
Gelbal, 2010; Ozcelik, 1998; Tekin, 2009; Temizkan & Sallabas, 2011) and its taking lots of time to evaluate
(Bilgeg, 2016). In addition, some disadvantages frequently expressed in the literature regarding the limitations
of open-ended questions were never mentioned by the participants. These are; open-ended questions are
difficult to analyze (Roberts et al. 2014) and open-ended questions contain less data than other measurement
tools (Andrews, 2005; Emde & Fuchs, 2012; Friborg & Rosenvinge, 2013). In addition to these, the teachers
participating in the research also expressed some limitations that are not in the literature. These are the
students' indifference towards this type of question, education system's weakening the interpretation skills of
the students and the need to pay attention to details such as spelling rules. It was observed that professional
seniority and the course load did not cause a difference in terms of the participants' thoughts on the

advantages and disadvantages of open-ended questions.

When the participants' use of open-ended questions was evaluated, no difference was observed in terms of
seniority and course loud. All participants, whose professional seniority or weekly course hours were different,
stated that they used open-ended questions in their written exams. This shows that both seniority and course

load do not appear to be a determining factor in the use of open-ended questions.

It is understood that the participants frequently used open-ended questions. In this context, the findings
obtained from the research are compatible with the literature. Also, In the studies conducted in the literature,
it was stated that one of the most frequently used assessment tools by geography teachers is open-ended
questions (Sanh, 2019). When we look at the reasons why the participants use open-ended questions, it is
understood that the most important reason is that teachers strengthen their hands in grading and leave a
wider -free-space in evaluation. It is understood that the difficulty of making an objective assessment, which is
expressed as the disadvantage of open-ended questions in the literature (Gelbal, 2013; Ihan, 2016; Nohda,
2000; Uymaz & Caliskan, 2019), is perceived and expressed as a positive situation by the teachers. Another
important point to be expressed in this regard is the views of the participants on the use of open-ended
questions in skill-value education. Although all participants stated that they thought that open-ended questions
could be used in skill and value training, it was seen that the junior participants were more knowledgeable and
prepared than the senior participants in skill and values training. These participants emphasized skills and
values education without being asked a question abolut this subject, or they showed their interest and
knowledge in this subject by naming the skills in question. The senior participants, on the other hand, only

brought up the subject when they were asked directly about skill-value training and stated that it was
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appropriate. On the other hand, all participants could not answer the questions about how to use these

questions in skills and values education, and they admitted that they feel the lack of knowledge in this issue.

Despite the fact that all of the geography teachers participating in the research agree geography lesson is
suitable for the use of open-ended questions creates a positive situation, the problems in knowledge and
definition prevent this potential from being used correctly and effectively It is understood that open ended
questions are not known correctly and therefore cannot be defined correctly. The lack of a common definition
of open-ended questions and the fact that most of the participants see open-ended questions only as
questions written by students' own handwriting (classical exams or written exams) can be seen as one of the
most important problems. This situation clearly reveals that what is meant by open-ended questions in the
literature is not understood correctly by the participants. It is not possible to use something correctly that
cannot be defined correctly. In addition, it is understood that the participants have positive thoughts about the

use of open-ended questions in skill-value training, but they have deficiencies in using them.

RECOMMENDATIONS

in this context, the following recommendations would seem appropriate.

1-In-service training studies should be organized for teachers on what open-ended questions are, how they
should be defined and classified, and what their advantages and disadvantages are. In this context, it is
necessary to make it clear what opportunities open-ended questions offer teachers in the trainings to be given.
2-Teachers should be made to understand that open-ended questions should include real-life problem
situations.

3-Correctly structured and creative open-ended questions should be provided in textbooks. Because textbooks
are fundamental and sometimes almost the only source for most of the teachers

4-Participants think that geography is a course suitable for using open-ended questions. In order to support
this positive thought, new open-ended question samples should be produced for the geography lesson and
they should be made easy for teachers to access. It should be ensured that teachers can easily access these
question samples through digital platforms, especially EBA.

5- New research should be conducted on open-ended questions and the subject should be discussed in depth
from different aspects. In particular, examples should be produced on how open-ended questions can be used

in skill value education.
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ACIK UCLU SORULARIN OGRETMEN PERSPEKTIFINDEN DEGERLENDIRILMESINE
YONELIK BiR ANALIZ

0z

Bu arastirmada cografya ogretmenlerinin aglk uclu sorular konusundaki gorlslerini ortaya
koymak amaclanmistir. Arastirmada ¢alisma grubunu 2020-2021 6gretim yilinda Ankara ili'nde
Milli Egitim Bakanhgi’'na bagli ortadgretim kurumlarinda gorev yapan 12 cografya 6gretmeni
olusturmustur. Nitel arastirma yonteminin kullanildigi arastirmada veriler yari yapilandiriimis
milakat formu ile toplanmistir. Elde edilen veriler igerik analiz yontemiyle analiz edilmistir.
Arastirmadan elde edilen bulgulara gore; acik uglu sorularin tanimi ve tasnifi konusunda bir
karmasa yasandigl anlasiimistir. Katiimcilarin ¢ogunun acik ucglu sorulari geleneksel 6lgme
araglarindan biri olan ve literatlirde “klasik soru” veya “yazili sinavlar” olarak ifade edilen sorular
olarak algiladiklari anlagilmistir. Katimcilarin agik uglu sorularin avantajlari ve dezavantajlari
konusunda literatlirle uyumlu gorislere sahip olduklari anlasiimistir. Buna karsin agik uglu
sorularin avantaj ve dezavantajlari konusunda literatiirde siklikla ifade edilen bazi hususlarin
katihmcilar tarafindan hi¢ dile getirilmedigi anlasiimistir. Bununla beraber literatiirde ifade
edilmeyen bazi avantaj ve dezavantajlarin ise katihmcilar tarafindan dile getirildigi tespit
edilmistir. Tum katilimcilarin cografyanin acik uglu sorulari kullanmak igin elverisli bir ders
olduguna inandiklari ve bu sorular aktif bir sekilde kullandiklari anlasiimistir. Tum katihmcilarin
acik uglu sorularin beceri ve deger egitiminde kullanilabilecegini distindiikleri buna karsin mesleki
kidemi az olan katilimcilarin konuda daha bilgili ve hazirhkl olduklari gorilmistiir. Elde edilen
sonuglardan hareketle; agik uglu sorularin tanimlanmasi ve tasnifi konusunda hizmet igi
egitimlerin diizenlenmesi, dogru yapilandiriimis acik uglu soru 6rneklerinin ders kitaplarinda yer
almasi, bu konuda dretilecek 6rnek sorularin dijital platformlar basta olmak Gzere 6gretmenlerin
erisimine acgilmasi gibi 6nerilerde bulunulmustur.

Anahtar kelimeler: Acik uglu sorular, 6lcme, degerlendirme, cografya egitimi, cografya
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GiRIS

Acik uglu sorular 1970°li yillarin baslarinda Japonya’da matematik egitiminde daha ylksek hedeflerin
belirlenmesi ve 06grencilerin st dizey dislinme becerilerine ulasmalarinin degerlendiriimesi amaciyla
gelistirilmistir (Ikeda, 2010; Hino, 2007; Panbanlame vd. 2014). Bu tarihten gliniimiize kadar gegen siiregte agik
uclu sorularin egitimdeki kullanimi giderek artmistir. Bu artista Shimada (1977) tarafindan yazilan “Acgik Uglu
Yaklasim: Matematik Ogretmek icin Yeni Bir Oneri" adli kitabin ingilizceye ¢evrilmesinin (Becker & Shimada,
1997) roll biiyik olmustur. Bu geviriden sonra agik uglu sorular ABD'deki egitimciler arasinda popdiler bir hale
gelmistir. ilerleyen yillarda ise acik uglu sorularin basta Avrupa iilkeleri olmak {izere, diger llkelerde yaygin
olarak kullanilmaya baslandigi gorilmektedir. Agik uglu sorularin egitimde kullaniminin artmasinda etkili olan
faktorlerden biri de bu sorularin kullanimi ile alinan basaril sonuglardir. Nohda (2000) ¢alismasinda bu konuya

deginmekte ve agik uglu sorularin kullanilmasi ile matematik dersine duyulan ilginin artigini séylemektedir.

Pehkonen (2007) ozellikle 1980°li yillarin sonu ile 1990’li yillarin basindan itibaren agik uglu sorularin
kullaniminin birgok devlet tarafindan tavsiye edildigini ve 6zendirildigini sdylemektedir. Pehkonen (2007) buna
ornek olarak Almanya’da (Hamburg) matematik dersi mifredatinin beste birinin 6gretmenlerin bu bolimu
kendi inisiyatifleri ile doldurabilmelerini saglamak Uzere -igeriksiz- acik uglu birakilmasini, ABD’de acik uglu
sorularin kullaniminin tegvik edilmesini ve Avustralya’da ise mezuniyet sinavlarinda agik uglu sorularin
kullanilmasini gostermektedir. Ayni c¢alismasinda Pehkonen (2007) acgik uglu sorularin Finlandiya’daki
tarihgesinden bahsederken 1980’li yillarin sonuna kadar uzanan bir gecmisten séz etmektedir. ilerleyen yillarda
giderek artan bir bicimde agik uglu sorularin egitim diinyasinda yer buldugu soylenebilir. Bu agiklamalardan

anlasilacagi tizere agik uglu sorularin kullaniminin elli yili agan bir ge¢gmisi bulunmaktadir.

Acik uglu sorularin Ulkemizdeki serivenine bakildiginda durumun diger ulkelerden farklilik gosterdigi
anlasilmaktadir. Egitim sistemimizde acik uglu sorularin daha ¢ok “klasik soru” veya “yazili sinavlar” gibi adlarla
anildigi anlasilmaktadir. Bu soru tirlerinin bazi acgilardan agik uglu sorular ile ortakliklari bulunsa da bu
arastirmada konu edinilen “acik uglu sorular” ile tam olarak ayni seyi ifade etmedigi séylenmelidir. Bu manada
kastedilen yeni “acik uglu soru” anlayisina dair tGlkemizde yapilan calismalarin diger Ulkelere gore gorece daha
sinirli sayida kaldigi anlasiimaktadir. Bu baglamda tlkemizde yapilmis bazi ¢alismalar bulunsa da (Akay vd. 2006;
Alkan, 2013; Bilgeg, 2016; Birgili, 2014; Cikrikgi, 2010; Giiler & Teker, 2015; ilhan, 2016; Karadeniz, 2016;
Koyuncu, 2017; Oksiiz & Given, 2019) bu calismalarin sayisinin artmasi gerekmektedir. Cografya egitimi
alaninda yapilan galismalar yapilan calismalarin ise (Akbas & Gengtirk, 2013; Egri, 2006; Gulbetekin; 2011;
Gulbetekin, 2021; Gilbetekin vd. 2019; Pamukcu & Pinar, 2015; Pinar, 2011; Sanli, 2019; Sanli & Pinar, 2017;
Tath, 2019) bir bolimi dogrudan dogruya acik uglu sorulari konu almamakta, agik uglu sorulari tamamlayici -
alternatif- o6lgme araglarindan biri olarak tasnif ederek ele almaktadir. Diger bazi ¢alismalar ise cografya
egitiminde o6lgme ve degerlendirme konusunu ele alirken kismen acgik uglu sorulara da deginilmektedir.
Dogrudan ve bu ¢alismada ele alinan kapsamda agik uglu sorulari konu alan galismalarin sayisi oldukga sinirhidir.
Acik uglu sorular glinimiz kiresellesen diinyasinda ve buna bagh olarak gelisen rekabetci egitim anlayisinda

cok 6nemli gorevler Ustlenebilecek yapidadir. Ozellikle bilginin yaninda becerilerin &nem kazandigi 21. Yizyll
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egitim anlayisinda aktif olarak kullanilabilecek olan agik uglu sorular konusunda yeni arastirmalarin yapilmasi

gerekmektedir.
21. Yiizyil Egitim Vizyonu ve Agik Uglu Sorular

21. ylzyil egitim vizyonu 6grencileri tanimlanmis formlara sokarak sekillendirmek yerine onlarin dogalarinda var
olan ceysitliligi kabul eden ve farkhlklarini kesfetmeye ¢alisan, onlarin yetenekleri ve becerilerini gelistirmeyi
amaglayan bir anlayisi benimsemistir. Bu anlayista 6grenciler kendilerine yoneltilen sorularin ¢dziiminde
onceden belirlenen kati prosedurleri izlemek yerine kendi ¢6zim ydntemlerini -prosediirlerini- ve 6zgiin ¢6zim
onerilerini gelistirebilir ve kendi climleleri ile kendilerini ifade edebilirler. Bu bakis agisinda egitim bireyleri kati
davranig kaliplarina sokarak sekillendirme surecinden uzaklasarak onlari kesfetme gabasina doniigmektedir.
Bunun gerceklesebilmesi icin egitim slreclerinin tiim bilesenleri ile bir bitin halinde ele alinmasi

gerekmektedir.

Egitimin en 6nemli bilesenlerinden biri de 6lcme ve degerlendirme siiregleridir. Olgme ve degerlendirme
agisindan yetersiz olan sistemlerin dogru islemesi ve arzu edilen sonuglari liretmesi beklenemez. Bu sebeple
Cografya Dersi Ogretim Programi (CDOP) 6lgme ve degerlendirmeyi “egitimin ayrilmaz bir parcasi” olarak
gormektedir (MEB, 2018: 8). Olcme ve degerlendirme egitim ile amaglanan seyin gerceklestirilip
gerceklestirilemedigi veya ne oranda gergeklestirilebildiginin tespiti igin bliylilk 5nem tasimaktadir. Bu baglamda
olgme ve degerlendirme sayesinde elde edilen geri doniitler egitim siirecinde gerekli tedbirlerin alinmasi
acisindan da blylik énem tasimaktadir. 21. Yizyil egitim vizyonunun reformcu yapisi 6lgme ve degerlendirme
anlayisinda da yeni yaklasimlari glindeme getirmistir. Bu manada geleneksel 6lgme ve degerlendirme
yontemlerine ek olarak yeni yontem ve tekniklerin kullanilmasi éngériilmustiir. 2023 Egitim Vizyon Belgesi’nde
de bu yeni anlayisa dair referanslari siklikla gérmek miimkindir. Ornegin 2023 Egitim Vizyon belgesinde

’

“akademik basarinin 6lciilmesinde kullanilan ol¢ltler ve degerlendirme bicimleri” ’ nin ¢esitlendirileceginden
s6z edilmektedir (MEB, 2018: 35). Benzer bir bakis agisiyla 2023 Vizyon belgesinde “6l¢me degerlendirmenin
coktan seg¢meli testler yerine, 6grenim siirecinde ortaya konulan ginlik yasam deneyimleri Uzerinden
yapiimasi”’nin hedeflendigi séylenmektedir (MEB, 2018: 73). Ayni bakis acisini halen yiirirliikte olan CDOP’nda
da gdérmek mimkiindir. CDOP’nda “6lgme ve degerlendirme siirecinde azami cesitlilik ve esneklik anlayisiyla
hareket edilmesi” nin sart oldugu ifade edilmektedir (MEB, 2018: 8). Clinku “bireysel farkliliklar gerceginden
dolayl bitlin 6grencileri kapsayan, bltin 6grenciler igin genel gecer, tek tip bir 6lgme ve degerlendirme

yonteminden s6z etmek uygun degildir” (MEB, 2018: 8). Bu baglamda kullanilabilecek 6lgme ve degerlendirme

araglarindan bir de agik uclu sorulardir.

Benzer bir yaklagimi 2023 Egitim Vizyonu Belgesi'nde de gérmek mumlindir. S6z konusu belgede “akil
yuritme, elestirel diisinme, yorumlama, tahmin etme ve benzeri zihinsel becerilerin sinanmasi”’nin 6ne
cikarilacagi séylenerek bu yeni anlayista “bilgi depolamak, formiil ezberlemek gibi islemlere ihtiyacin kalmadigi

bir yaklasimin” sergilenecegi vurgulanmaktadir (MEB, 2018: 34). (MEB, 2018: 34). Milli Egitim Bakanligi (MEB)
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tarafindan hazirlanan ve 6niimiizdeki donemde Tirk Milli Egitim’inin temel amaclarini belirleyen bu belgede

ifade edilen 6ncelik ve tercihlere uygun 6lgme araglarindan biri de agik uglu sorulardir.
Acik Uglu Sorular

Genel anlamda acik uglu sorular bireylerin cevaplarini kendi ifadeleriyle yapilandirdiklari sorular olarak ifade
edilebilir (Emde & Fuchs, 2012: Holland & Christian, 2009; Sanli, 2019). Bununla beraber agik uglu sorular; tek
bir dogru cevabi olan ve literatiirde “kapali uglu” olarak tanimlanan sorularin yerini alan, birden fazla ve hatta
bazen sonsuz sayida dogru cevabi olan, genel olarak eksik veya koti yapilandirilmis problemler olarak da
tanimlanmaktadir (Akay vd. 2006; Ninomiya, & Pusri, 2015; Yee, 2000.a.). A¢ik uglu sorular birgok agidan kapali
uclu sorulardan farkli 6zellikler tagimaktadir. Nohda (2000) ¢alismasinda bu farklardan bahsederken agik uglu
sorularda temel amacinin, kapal uglu sorulardan farkh olarak. dogru cevaplar Gretmek degil, 6grencilerin
diisinme becerilerini ve yaraticiliklarini tesvik etmek olduguna vurgu yapmaktadir. Clinkli 6gretmen tarafindan
belirlenen tek bir dogru cevabin pesinde kosmak 6grencilerin yaraticiliklarini kéreltecektir. Bu durumda
ogrencileri digerlerinden ayiran temel fark dnceden belirlenmis dogru cevaba ulasma hizi olacak bu da onlarin

yaratici distiinme becerilerine ket vuracaktir.

Sabrina vd. (2018) da galismalarinda acik uglu sorularin diger bir 6zelliginden s6z etmekte ve bu sorularin
Ogrencilere cesitli tekniklerle problemleri tespit etme, tanimlama ve ¢6zme konusunda bilgi ve deneyim
kazanma firsatlari saglayabilecegini soylemektedir. Buna gore agik uglu sorularda amag sadece Ogrencinin
sorunun ¢éziimine ulasip ulasamadigini tespit etmek degildir. Acik uglu sorular ayni zamanda problemin tespit
edilmesi, tespit edilen problemin dogru tanimlanmasi ve tanimlanan problemin ¢6ziimiinde 6zgiin ve farkli

Onerilerin Uretilmesini de iceren kompleks bir yapiya sahiptir.

Panbanlame vd. (2014) acik uglu sorularin 6grencilere potansiyellerini tam olarak kullanma imkani tanidigina ve
verilen problem durumlarinin ¢6ziimi konusunda onlara 6zgir disinme firsati sagladigina dikkat cekmektedir.
Clinkd acik uclu sorularin ¢6ziim stirecinde 6grencilerin 6gretmen tarafindan belirlenen prosediirlere siki sikiya
uyma zorunlulugu yoktur. Acik uglu sorularin bu 6zelligi 6grencilere kendilerini kesfetme imkani da sunmakta ve
acik uglu sorular yardimiyla 6grenciler kendi 6zglin ¢6ziim Onerilerini gelistirebilmektedirler. Nohda (2000) da
calismasinda agik uclu sorularin bu yonine dikkat ¢cekerek bu sorularin “bireysellestirilmis 6grenme arayisinl”
tesvik ettigini soylemektedir. Bu bireysellestirilmis 6grenme bir yandan o6grencilerin bireysel farkhliklari ile
sorulara yaklasmalarina ve birbirinden ¢ok farkli ¢éziimler tretmelerine diger yandan ise kendi hizlarinda
6grenmelerine imkan tanimaktadir. Bu durum o6grencilere énceden hazirlanmis prosedirleri takip etmeden
kendi duslincelerini 06zglirce ve oOzglivenle ifade edebilecekleri bir egitim ortami saglamak anlamina
gelmektedir. Munroe (2015) de galismasinda konunun bu yoniine dikkat cekmekte ve agik uglu sorularin
kullanildigi durumlarda 6grencilerin agik uglu problemleri kendi yontemleriyle ¢ozmeye ve kendi deneyimlerini

uygulamaya tesvik edildigini séylemektedir.

Acik uclu sorularin ¢6zimi geleneksel yaklasimlardaki gibi dnceden belirlenmis prosediirlerin takip edildigi

sabit ve duragan bir halden uzaklasarak dinamik ve etkilesimli bir siirece dénisir. Ozellikle grup calismalarinin
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yapildigi durumlarda bunu daha fazla gézlemlemek mimkiindir. Cinkd bu siregte 6grenciler kendilerine
yoneltilen acik uglu sorular hakkinda bir yandan 6zgln fikirlerini ifade etme imkani bulurken diger yandan ise
akranlarinin ayni sorunun ¢6zimu hakkindaki dnerilerine taniklik etme firsati da yakalarlar. Ayrica 6grenciler bu
sorular ile kendilerine sunulan problem durumlarina birden fazla 6zgiin ¢6zim 6nerisi getirilebilecegine sahit
olurlar. Bu da 6grenciler arasinda dinamik ve etkilesimli bir 6grenme ortaminin olusmasina imkan tanir. Ayni
problem durumunun ¢éziimiine getirilen farkli ¢6zim Onerileri sayesinde 6grencilerin problem durumlarina
bakis agilari degisebilir, evrilebilir ve olgunlasabilir. Nohda (2000) da galismasinda agik uglu sorularin bu dinamik
yapisini ortaya koymakta ve acik uglu sorularin 6grencilerin mevcut bilgi, yetenek ve duygularini hesaba
katarak, teorik 6grenme vyaklasimindan ziyade gelisimsel bir yaklasimi 6ngordigini vurgulamaktadir.
Egitimdeki kullanimlari giderek yayginlagan agik uglu sorularin her 6lgme araci gibi bazi avantaj ve dezavantajlari

bulunmaktadir.

Acik uglu sorularin en 6nemli avantajlarindan biri sans basarisini ortadan kaldirarak 6grencilerin siklardan
giderek dogru cevaba ulasmasini engellemesidir (Alkan, 2013; Giiler, 2014; ilhan, 2016). Acik uglu sorularda
ogrenciye onceden belirlenmis ¢éziimler / secenekler hazir bir bicimde sunulmamakta bunun yerine problem
durumu ile ilgili kendi 6zglin ¢6zim Onerilerini Gretmeleri istenmektedir. Bu da sans basarisini ortadan
kaldirmaya yardimci olmaktadir. Bu durum acik uglu sorularin dogasinda var olan ¢ok cevapli yapi ile yakindan
iliskilidir. Acik uclu sorularin en énemli Gstunliklerinden biri de literatirde kapali uglu olarak ifade edilen ve
egitim sistemimizde siklikla ve yaygin bir sekilde kullanilan sorulardan farkli olarak tek bir dogru cevap yerine
birden fazla, hatta bazen sonsuz sayida, dogru cevaba sahip olmalaridir (Badger & Thomas, 1992; Gilbetekin
vd. 2019; Nohda, 2000; Ninomiya & Pusri, 2015; Surif vd. 2014; Yee, 2000.b). Bu 6zelligi 6grencilerin ¢ok sayida,
hatta bazen sonsuz sayida, ¢6zimden birine ulagsma ihtimalini artirmaktadir. Wu (1994) ¢alismasinda bu hususa
dikkat ¢cekerek agik uglu problemlerin bu yapisinin 6grencilerin 6zglivenlerini gelistirmelerine yardimci oldugunu
vurgulamaktadir. Gergekten de tek bir dogru cevap olmadigini bilmek 6grencileri cok sayida dogru cevaptan
birini bulmak konusunda cesaretlendirerek onlarin sorulara daha o6zglivenle yaklasmalarina katkida
bulunmaktadir. Bu da 6grencilerin yaratici diisiince becerilerini gelistirmektedir. Agik uglu sorularin bir diger
ozelligi ise cok sayidaki dogru cevaba ulasmanin birden fazla yolu olmasidir. Munroe (2015) calismasinda agik
uclu sorularin bu 6zelliginin cesitli bilissel gelisim seviyelerindeki 6grencilere hitap edilebilmesine ve dolayisiyla
onlara ulasilabilmesine yardimci olabileceginden s6z etmektedir. Bu durum her diizeydeki 6grenciye farkl

yollardan dogru cevap-lar-a ulasma imkani vererek onlarda basari hissi yaratmada da faydali olmaktadir.

Acik uglu sorularin Ustilinliklerinden biri de 6grencilerin 6zgln fikirler ortaya koymasina ve bu yolla da yaratici
disinme becerilerinin gelismesine katkida bulunmasidir (Kwon vd. 2006; Mihajlovic & Deji¢, 2015; Sanli, 2019).
Reja vd. (2003) bu noktaya dikkat cektikleri ¢alismalarinda bugilin egitim sistemlerinde yaygin bir bigimde
kullanilan kapali uglu sorularin cevaplayiclyl sunulan alternatiflerle sinirlandirdigini buna karsilik agik uglu

sorularin arastirmacidan etkilenmeden bir fikir ifade etmesine izin verdigini séylemektedirler.

Acik uglu sorunlar diger bir 6nemi Ozelligi ise belirli bir egitim asamasiyla sinirh olmamasidir. Bu sorular

ilkogretimden yiksekodgretim seviyesine kadar -ve sonrasinda- her egitim diizeyinde kullanilabilir. Bu 6zelligi
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acik uclu sorularin kullanishhgini artirmistir. Bu konuda ifade edilmesi gereken bir diger avantaj da agik uglu
sorular ile (ist diizey bilissel becerilerin 8lgiilebilmesidir (Dogan, 2011; Giilbetekin vd., 2019; ikeda, 2010; Hino,
2007; Panbanlame vd. 2014).

Ayrica agik uglu sorular yoluyla gergek hayatta karsilagilan problem durumlari egitim slirecine tasimak mimkiin
olabilmektedir. Ogrenciler kendilerine yéneltilen gercek hayata dair problemler konusunda ¢éziim &nerilerini
gelistirebilmekte ve bunu yine kendi cimleleri ile ifade edebilmektedirler. Bu sayede 6grenciye yoneltilen ve
gercek hayatta ¢ogu zaman bir karsihig olmayan teorik sorular yerini 6grencilerin gergek hayatta karsi karsiya
kaldiklari problemlere birakmaktadir. Bu durum ders ile gergek hayat arasinda baglanti kurulmasina da yardimci
olmaktadir. Mihajlovic & Deji¢ (2015) calismalarinda buna dikkat ¢ekerek agik uglu sorularin 6grencileri okul
disinda yizlesmek zorunda kalacaklari dogal durumlarla basa ¢ikmaya hazirlayabilecegini belirtmektedir. Agik
uglu sorulari gergek hayatla benzer yapan 6zelliklerinden biri de ¢ok cevapli yapisidir. Clinkii gergek hayatta da
bir problemin ¢ogu zaman birden fazla ve hatta sonsuz sayida ¢dziim yolu miimkiindiir. Ogrenciler bu ¢6ziim

yollarindan birini kesfetmeye calisarak gercek hayatla baglanti kurabilmektedirler.

Acik uclu sorularin kullaniimasinin bazi sinirhliklari da bulunmaktadir. Bunlardan bazilari; puanlanmasinin
gucligu, gecerligi ve givenilirligi saglamanin ¢oktan se¢meli testlere oranla daha zor olmasi, fazla zaman, emek
ve titizlik gerektirmesidir (Ozgelik, 2011; Giler & Gelbal, 2010). A¢ik uglu sorularin dogasindan kaynaklanan
esnek yapisi degerlendirmede bazi belirsizliklerin yasanmasina sebep olabilmekte bu da degerlendirmelerin
objektif olmamasi ihtimalini ortaya ¢ikarmaktadir. Nohda, (2000) da ¢alismasinda bu degerlendirme giigliigline
vurgu yapmaktadir. Egitim sistemimizde agirlikh olarak kullanilan ve kapal uglu sorular olarak tanimlanan
sorularin ¢cogu zaman tek bir cevabinin olmasi degerlendirmede biyik kolayhk saglarken acik uclu sorularda
birden fazla dogru cevabin -hatta bazen sonsuz sayida- olmasi degerlendirmede bazi zorluklar ortaya

¢ikarmaktadir.

Mihajlovic & Deji¢ (2015) galismalarinda bu sorularin sinirhliklari konusunu ele alirken basarili agik uglu soru
hazirlamanin ve anlamli agik uglu problem durumlari gelistirmenin zorlugundan s6z etmektedirler. Gergekten
de iyi yapilandinimis acik uglu soru hazirlamak sanildigindan daha zor bir istir. Bu sorularda problem
durumunun acik ve anlasilir bir bicimde ifade edilmesi, siniftaki farkli dizeylerdeki 6grencilerin tamamina hitap
edebilmesi, gercek hayatta karsilasilan problem durumlarindan segilmesi gibi bircok ozelligi tasimasi
gerekmektedir. Bunun basarilamamasi durumunda c¢esitli sorunlarin yasanmasi muhtemeldir. Millhiser (2011)

de acik uglu sorularin dogru insa edilmez ve uygulanmazsa yaniltici olmasi tehlikesinden s6z etmektedir.

Acik uclu sorular konusunda yapilan bu degerlendirmeler ve literatlir taramasindan temel olarak iki sonug
¢ikarmak mumkindir. Bunlardan ilki agik uglu sorularin kullaniminin elli yila varan bir gegmisi oldugudur. Bu
sirede yapilan galismalarin sayisinda kayda deger bir artis olmustur. Literatir incelendiginde yabanci yayinlarin
sayisinin her gecen yil arttigi anlasiimaktadir. Cikarilabilecek sonuglardan ikincisi ise yapilan ¢alismalarin ¢ok
bliyik oranda matematik dersinde yogunlastigidir. Bu tespitler her iki sonu¢ acisindan da yeni ¢alismalarin

yapilmasinin en giiclii gerekcesini olusturmaktadir. Ulkemizde yapilan calismalar yabanci literatiirle
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karsilastirildiginda sayilarinin sinirh oldugu goértlmektedir (Alkan, 2013; Akay vd. 2006; Bilgeg, 2016; Birgili,
2014; Cikrikgi, 2010; Giler, 2014; Giiler & Gelbal, 2010; Giiler & Teker, 2015; ilhan, 2016; Karadeniz, 2016;
Koyuncu, 2017). Bu da yeni arastirmalarin yapilmasina gerekce olusturmaktadir. Buna ek olarak matematik

alaninda yogunlasan galismalarin basta cografya olmak Uzere diger alanlarda da yapilmasi gerekmektedir.

Cografya dogayi insani ve bunlarin birbirleriyle etkilesimini konu alan yapisi ile gercek hayatla kolaylkla
iliskilendirilecek bir derstir. Ayrica cografyanin en temel inceleme alanini olusturan insanin ve doganin acik uglu
yapisi bu manada cografya dersinde acik uglu sorularin kullanimini kolaylastirmaktadir. Ogrencilerin giinliik
hayat pratikleri iginde tecriibe edebilecekleri problem durumlarinin cografya dersinde birer agik uglu soruya /
probleme donistirilmesi mimkiindiir. Ogrencilerin giinliik yasamlarinda yiiz yiize kaldiklari gercek yasam
problemlerinin ¢éziimiinde acik uclu sorularin kullanilmasi egitim ile gercek yasam arasindaki kopuklugun
giderilmesi anlaminda da katkilar saglayacaktir. Bu yapisi cografya dersini agik uglu sorularin yaygin ve etkin bir
bicimde kullanilabilecegi bir ders haline getirmistir. Bu baglamda acik uclu sorular ile ilgili cografya alaninda
yapilmis calismalarin (Akbas & Gengtiirk, 2013; Egri, 2006; Gllbetekin, 2011; Giilbetekin vd. 2019; Gilbetekin,
2021; Sanli, 2019; Sanl & Pinar, 2017; Pamukcu & Pinar, 2015; Pinar, 2011; Tath, 2019) sayisinin artiriimasi ve
yeni bakis acilari ile konunun ele alinmasi gerekmektedir. Calisma ile bu baglamda bilim evrenine katki

sunulmasi amaglanmistir.

Acik uglu sorular beceri ve deger egitiminde de kullanilabilecek yapidadirlar (Gulbetekin, 2021). Bu becerilerin
bir bolim 21. Yizyil becerileri olarak tanimlanan -elestirel dislinme, yaraticilik, girisimcilik, iletisim ve isbirligi
vb.- olabilecegi gibi cografya dersine 6zel beceriler -kanit gésterme, harita, cografi sorgulama, degisim ve
surekliligi algilama, tablo ve grafik okuma vb.- de olabilir. Ag¢ik uglu sorular tim bu becerilen 6grencilerin sahip
olup olmadiginin veya sahipse ne oranda sahip oldugunun tespitinde en fazla kullanilabilecek o6lgme
araglarindan biridir. Benzer bir durum deger egitimi icin de gegerlidir. Ogretim programlarinin ortak veya kék
degerleri olarak ifade edilen (sevgi, saygl, bilimsellik, vatanseverlik, empati vb.) degerlerin egitimi slirecinde de
actk uglu sorulari kullanmak mimkiindir. Tiim bu 6nemine karsin bu anlamda yeterince ¢alisma yapilmamis,

yapilan ¢alismalarin (Gulbetekin, 2021) sayisi yetersiz kalmistir.

Egitim slireci bircok paydasi ilgilendiren i¢ ice gegmis kompleks bir yapidadir. Bu siirecin en temel 6znelerinden
biri de dgretmenlerdir. Ogretmenler dgretim programlarindaki soyut ifadeleri somut gercekliklere déniistiiren
rehberlerdir. Ogretmenin egitim siirecindeki 6nemine dair referanslari 2023 Egitim Vizyon Belgesi’'nde de
gormek mimkindir. 2023 Vizyon belgesinde egitim sisteminin 6gretmenlerin omuzlarinda yikseldigini ifade
etmektedir (MEB, 2018). Ayni belgede oOgretmenler “mifredati, diinyanin en iyi tiyatro oyunu mecaziyla
bagdastirirsak, sahneye ¢ikacak, replikleri okuyacak olanlar” olarak tanimlamaktadir (MEB, 2018: 10). Konu
hakkinda yapilan calismalar cografya 6gretmenlerinin en fazla kullandiklari 6lgme araglarindan birinin de agik
uglu sorular oldugunu ortaya koymaktadir (Sanli, 2019, Tatli, 2009). Buna karsin literatlirde “klasik sorular” veya
“yazil sinavlar” olarak adlandirilan sorulardan farkli 6zellikler tasiyan agik uglu sorulari dogrudan konu alan
calismalar sayisi azdir. Bu baglamda cografya 6gretmenlerinin agik uglu sorular konusundaki dislincelerinin

ortaya konulmasi, bu konuda var olan eksikliklerin tespit edilmesi ve giderilmesi icin gereken tedbirlerin de
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alinabilmesine katki sunacaktir. Ayrica bu ¢alisma gibi yeni arastirmalardan elde edilen veriler yapilacak yeni
¢alismalara da i1sik tutacak 6nemli bir adim olacaktir. Cliinkli 6gretmenlerin bu konudaki dusinceleri, algilari,
kullanma durumlari, tercih etme veya etmeme sebepleri ve ihtiyaglari bilinmeden dogru ¢dziimlerin tretilmesi

beklenemez.

YONTEM

Calismada nitel arastirma yontemi kullanilmistir. Nitel arastirmalar konunun farkl agilardan detayh bir sekilde
ve derinlemesine incelenmesine imkadn taniyan g¢alismalardir (Baltaci, 2019). Yildirnm ve Simsek (2011)’e gére
nitel arastirmalar algilarin ve olaylarin gergekci ve bitlinclil bir bicimde ortaya konulmaya calisildigi
arastirmalardir. Nitel arastirmalarda; kavramlar, sorunlar ve siregler galisma grubunda yer alan bireylerim
goziinden ele alinarak anlasilmaya calisilir. Nitel arastirmada olgu butlincil bir yaklasimla ele alinir (Patton,
2014). Calismada nitel arastirma yaklasiminin kullanilmasinin amaci; cografya 6gretmenlerinin agik uglu sorular
konusundaki duslincelerini onlarin goziinden anlaylp yorumlayabilmektir. Arastirma icin Necmettin
ErbakanUniversitesi Sosyal ve Beseri Bilimler Bilimsel Arastirmalar Etik Kurulu Baskanhig’’nin 18/06/2021 tarih

ve 2021/384 karar numarasi ile gerekli etik kurul izni alinmistir.
Calisma Grubu

Calisma grubunda yer alan 6gretmenlerin belirmesinde amagli 6rnekleme ydntemlerinden biri olan o6lgit
ornekleme kullanilmistir. Blytkoztirk vd. (2012)'ne goére olgit orneklemede c¢alisma grubu belirlenen
niteliklere sahip ve bilgi acisindan zenginlik saglayacak kisilerden olusturulabilir. Bu baglamda arastirmada
onceden belirlenmis Olgutlere uyan c¢alisma grubu belirlenmistir. Arastirmada c¢alisma grubunda yer alan
O0gretmenler belirlenirken 6gretmenlerin mesleki kidemleri ve haftalik girdikleri ders saatleri 6lgiit olarak
alinmistir. Burada amag 6gretmenlikteki mesleki kidemleri ve haftalik ders yukleri arttikca acik uclu sorulara
bakis acisinda bir farkhlik olup olmadigini ortaya koymaktir. Bu amagla ortaégretim kurumlarinda goérev yapan
12 6gretmen segilmistir. Calisma grubundaki 6gretmenlerden (i¢ tanesi kidemi az olan ve haftalik ders yiiki az
olan 6gretmenlerden, Ug¢ tanesi ise yine kidemi az olan fakat haftalik ders yiiki fazla olan 6gretmenlerden
secilmistir. Benzer sekilde kidemi fazla olan ve haftalik ders yiki az olan li¢ 6gretmen ile kidemi fazla olup
haftalik ders ylikii az olan li¢ 6gretmen galisma grubu olarak secilmistir. Calisma grubunda yer alan 6gretmenler
gondllik esasina gore belirlenmistir. Katiimcilarin; mesleki kidemi ve girdikleri haftalik ders saatlerine gore

dagilimlari Tablo 1’de verilmistir.

Tablo 1. Arastirmaya Katilan Ogretmenlerin Mesleki Hizmet Siireleri ve Girdikleri Ders Saatine Gére Dagilimi

f %
1-5 2 16,6
6-10 4 33,4
Mesleki kidem (yil) 11-15 -- -
16-20 -- -
21 ve daha fazla 6 50,0
1-10 1 8,3
Haftalik Ders Saati (saat) 11-20 5 41,7
21-30 6 50,0
Toplam 12 100,0
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Veri Toplama Araci

Calismada veri toplama araci olarak yari yapilandiriimis gériisme formu kullanilmistir. Yildirim ve Simsek (2011)
yari yapilandirilmig gériismeyi 6nceden belirlenmis agik uglu sorularla nitel veri toplama stratejisi olarak
tanimlamaktadir. Oztiirk (2015)’e gére yari-yapilandirilmis gériisme daha énce disiiniilmeyen, planlanmayan
konularin da goérisme sirasinda ele alinmasina imkan taniyan bir esneklik saglamaktadir. Bu baglamda
arastirmada kullaniimak amaciyla bir 6lgme uzmaninin gorugleri alinarak arastirmaci tarafindan yari-
yapilandiriimis milakat formu hazirlanmigtir. Daha sonra pilot uygulama amaciyla bir cografya 6gretmeni ile
gorisme yapilarak yari yapilandiriimis goérisme forumunda yer alan sorular katilimciya yoneltilmis ve ne
anladigi sorularak cevaplari not edilmistir. Pilot uygulama sirasinda dnceden belirlenen alternatif sorular ile
konu derinlemesine ele alinmaya calisiimis, anlagilmayan veya farkh anlasilabilecek olan durumlar 6zenle not
alinmistir. Pilot uygulamadan elde edilen geri donitler 6lgme uzmani ile paylasilarak yari yapilandiriimis
gorisme formuna son hali verilmistir. Ayrica milakat sirasinda 6gretmenlerden daha ayrintili bilgi alabilmek
icin alternatif sorular hazirlanmistir. Buna ek olarak katimcilarin konu hakkindaki gérislerini derinlemesine

ortaya koyabilmek amaciyla gesitli alternatif sorular belirlenmistir.
Veri Toplama Siireci ve Analizi

Gorlisme sirasinda dnceden belirlenen sorular katilimcilara sorulmus, gorismenin dogal akisi icinde bazen
sorularin sorulma sirasinda esnek davraniimistir. Bu yolla katimci 6gretmenlerin diislince sistematigini
bozmadan gérislerini miilakatin dogal akisi icinde ifade etmeleri saglanmaya calisilmistir. ihtiyag duyuldugu
durumlarda alternatif sorular kullanilmistir. Cevaplarin ylizeysel kaldigi durumlarda ise 6nceden belirlenen
alternatfi sorular yardimi ile katihmcilarin goérisleri derinlemesine ortaya konmaya ¢alisilmistir. Katilimcilarla
yapilan tim goriismeler uzaktan erisim programi lizerinden gergeklestirilmistir. Gorlismeler ortalama 30 ila 45
dakika strmdistir. Gorlisme baslamadan once katiimcilara yapilacak milakatin gorintlli ve sesli olarak

kaydedilecegi belirtilmis ve izinleri ahinmistir.

Katilimcilarin gorislerinin kayba ugramasini engellemek igin verilerin dékiimi ve analizi gérisme ile ayni giin
yapilmistir. Bu sayede gorisme ile ilgili daha dogru tespitlerin yapilabilmesi amaclanmistir. Yapilan gériismelere
ait dokiumler katiimcilar ile paylasilmis ve arzu ettikleri diizeltmeleri yapabilecekleri belirtilerek metine son
halini vermeleri istenmis ve katilimci onaylari alinmistir. Arastirma kapsaminda toplanan verilerin gizliligini
saglamak amaciyla arastirmaya katilan cografya 6gretmenlerin adlari ve soyadlari kullanilmamis bunun yerine
her katilimciya CO1,C02 gibi bir kod numarasi verilmistir. Arastirmada elde edilen veriler icerik analizi ydntemi
ile analiz edilmigstir. Stemler (2001) icerik analizini metinlerin belirli kurallara dayali olarak icerik kategorilerine
dénistirilmesini saglayan sistematik bir ydntem olarak tanimlamaktadir. icerik analizi veriler arasindaki
iliskileri ortaya koyarak var olan durumun anlasiimasina katkida bulunur. icerik analizi katilimcilardan elde
edilen ve birbirine benzeyen veriler belirli temalar, kategoriler ve kavramlar altinda toplanarak yorumlanmasini
icerir (Yildirm & Simsek, 2011). Arastirmada 6nceden belirlenen kategoriler gergevesinde veriler analiz

edilmistir. Bu amagla elde edilen veriler lzerinde arastirmaci tarafindan ayri ayri kodlama yapilmistir. Daha

457



I.I OE E C (International Journal of Eurasian Education and Culture) Vol: 7, Issue: 16 2022

sonra elde edilen kodlar dnce temalar ardindan da alt temalar altinda organize edilerek analiz edilmistir.
Analizlerin glvenirligi ve gecerliginin saglanmasinda ayrica iki uzman goriisune basvurulmustur. Uzman
gorusleri ile arastirmacinin uzlasi diizeyini belirlemek igin Miles & huberban (1994) givenirlik katsayr formalu
kullanilmigtir. Buna gore “Guivenirlik = Gorus birligi / (Gorus Birligi + Gorus Ayrilig) x 100” elde edilen deger .82

olarak hesaplanmistir.

BULGULAR

1. Agik Uglu Sorulari Nasil Tanimhiyorlar?
Katilimcilara agik uglu sorulari nasil tanimladiklari sorulmustur. Alinan cevaplardan agik uglu sorularin
tanimlanmasi konusunda bir fikir birligi olmadigi, bir belirsizlik oldugu anlasiimaktadir. Bazi katilimcilar agik uglu
sorulari bir Ust baslik olarak tanimlamis ve bu Ust baslik altinda diger bazi soru tirlerini; dogru-yanlis, bosluk
doldurma vb. sinifalndirmislardir. Ornegin CO4 acik uglu sorulari tanimlarken bu sorular bir grup olarak ifade
etmis ve bu gruba bosluk doldurma ve dogru yanhs sorularini da dahil etmistir.

“Hani klasik soru, bildigimiz acgik uclu soru. Ben bu sekilde biliyorum. Bir de dogru yanlislar var.

Onlar da agik uglu sorular olabilir diye diistinllyorum. Bu grupta bir de bosluk doldurma sorulari

var. Yani ben agik uglu sorular hazirladigimda bunlardan faydalaniyorum” (CO4).
CO5 de benzer bir tasnif yaparak kisa cevapl sorulari da acik uglu sorular olarak tanimlamistir. Bazi katimcilar
ise bu tasnifin tam aksi bir goris ifade ederek s6z konusu soru tirlerini (bosluk doldurma, dogru yanhs) agik
uglu sorular kapsaminda tanimlamamuslardir. Ornegin K6, “Bana gére bosluk doldurma veya cok kisa cevaplilar

acik uclu soru olarak benim kafama oturmuyor agikgasi” demistir (CO6).

Bazi katilimcilar ise bu iki grupta yer alan katilimcilardan farkh bir goris ortaya koyarak agik uglu sorulari
tanimlarken baska bir kategori Gretmis ve bunu “daha agik uglu sorular” olarak ifade etmisledir. “Yani yorum
sorusu oldugu zaman yani daha da agik uglu bir soru oldugu zaman onun zaten higbhir zaman dogru cevabi
olmayacak” (CO4). Tim bu siniflama farkhiliklariyla beraber katilimcilarin acik uglu sorulari tanimlarken
kullandiklari ifadelerden hareketle asagidaki tablo olusturulmustur.

Tablo 2. Katilimcilarin Agik Uglu Sorulari Nasil Tanimliyorlar?
Acik Uglu Sorularin Tanimlanmasi

Ogrenciye birden ¢ok / sinirsiz cevaplama yetkisi veren sorulardir

Ogrencilerin kendi yorumunu katabilecegi sorulardir

Ogrencilerin kendisini ifade edebilecegi sorulardir

Ogrencilerin disiincesini, kendi mantigini katabilecegi sorulardir

Kesin net bir cevabi olmayan sorulardir

Ogrencilere hareket alani —veren- 6zgiir birakan sorulardir

Ogrencilerin diisiinmesini, sorgulamasini gerektiren sorulardir
Ogrencinin sorular soruyu yazarak cevapladigi sorulardir

Genis kapsamli bir bilgi sormak igin kullanilan sorulardir

Yoruma dayali sorulardir

Ogrencinin konuyu kavradigini aktarabilecegi sorulardir

Ogrencilerin gesitli becerilerini &lcen sorulardir

RlRrlR(Rr|Rr|R[R|R|N|[N| |||+

Ogrencilerin tutumunu 6lgen sorulardir

N
[-)]

Toplam
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Katilimcilarin agik uglu sorulari tanimlarken en fazla ifade ettikleri (f=5) 6zelliklerden birisi bu sorularin birden
gok / sinirsiz cevabinin olmasidir. Acik uglu sorularin bu 6zelliginden sé6z eden katimcilarin gorisleri CO2’nin
sozleri ile ifade edilmistir. “Bende agik uglu soru su gagrisimi yapiyor. Soru soruldugu zaman 6grenciye yani

sinirsiz cevaplama yetkisi verecek” (CO2).

Gorildigi gibi CO2 acik uglu sorularin 6grencilere “sinirsiz cevaplama yetkisi” verdigini séyleyerek bu sorularin
birden fazla ve hatta sinirsiz cevaba sahip olabilecegini / olmasi gerektigini vurgulamistir. Katiimcilardan CO4
de acik uglu sorularin ¢ok cevapl yapisi hakkindaki disuincelerini paylasirken, “Ne kadar 6grenci varsa en az o

kadar da cevap ortaya cikiyor haliyle” demistir (CO4).

CO4 bu yorumu ile agik uglu sorularda cevaplayici sayisi kadar dogru cevap olabilecegine dikkat cekmistir. Acik
uglu sorularin tanimlanmasi konusunda katilimcilar tarafindan en fazla ifade edilen (f=5) diger bir 6zellik ise bu
sorularin 6grencilerin kendi yorumunu katabilecegi sorular oldugudur. Ornegin CO10 acik uglu sorular “Agik
uclu soru 6grencinin yorum glicinl katilabildigi, kisa bir cevabin olmadigi hani kisaca bir sey evet ya da hayir
soyleyip gegmeyecegi hani birazcik daha kendini daha iyi ifade edebilecegi soru tipi” olarak tanimlamistir (K10).
Benzer bir sekilde CO6 bu sorularin tanimini yaparken bu sorularin &grencilerin yorumlama giiglerini ortaya
koyan sorular oldugunu ifade ederek séyle demistir. “Yani agik uglu sorular bir kere ¢ocuklarin seyini ortaya

koyar. Olaylari yorumlama giiciiniin var olup olmadigini ortaya koyar” (CO6).
2. Acik Uglu Sorularin Avantaj ve Dezavantajlarina Dair Diisiinceleri

Katilimcilarin agik uglu sorularin avantaj ve dezavantajlar konusundaki disiinceleri, bu soru tiiriini kullanma
durumlarini etkileyecek ve bu sorulara bakis agilari hakkinda fikir verecektir. Bu amagla yapilan analizler

sonucunda bu tema altinda iki alt boyutuna ulasiimistir.

2.1. Acitk Uglu Sorularin Avantajlari Konusundaki Diisiinceleri

Acik uglu sorularin avantajlari hakkindaki gorislerini ortaya koymak amaciyla katilimcilara ¢esitli sorular
yoneltilmistir. Katihmcilarin tamami bu sorularin gesitli avantajlari oldugunu ifade etmigleridir. Alinan
cevaplardan hareketle asagidaki tablo olusturulmustur.

Tablo 3. Katilimcilarin Agik Uglu Sorularin Avantajlari Konusundaki Goérusleri
Acik Uglu Sorularin Avantajlan f

Ogrencilere kendilerini 6zgiin bir bicimde ifade edebilme imkani tanir

Ogrencilerin disiincelerini ézgiirce ifade edebilmelerine olanak tanir

Geri dondtler verir

Ust diizey becerileri 8lgebilir

Ogrencileri daha iyi tanimaya katki saglar

Cok cevapli yapisi 6grenciye sorunun ¢dziimiinde daha fazla sans tanir

Sans basarisini ortadan kaldirir
Kolay hazirlanabilir

Yorum ve analiz yapma becerilerini gelistirir

Eski bilgiler ile yeni bilgilerin sentezlenmesine yardimci olur

Ogrencilerin daha yiiksek not almasina yardimci olur

NlWww  ww| bbbl o|d

Ogrencilerin 6zgliven olusturmalarina yardimci olur
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Yazili anlatim becerisini gelistirir

Eksikliklerin tespit edilmesine yardimci olur

Ogrencilerin kendilerini gelistirmelerine katkida bulunur

Farkli dstinceleri tesvik eder

Ogretmenin kisisel gelisimine katki sunar, dgretmeni zenginlestirir

Kalici 6grenmeyi destekler

Ogrencilerin yaraticiigini gelistirir

Beceri ve deger egitiminde aktif olarak kullanilabilir

Gergek hayat ile daha kolay iligki kurulmasina yardimci olur

Bilgiyi orglitleme yetenegi ve tutarliliga katki saglar

Ogrencilere problemi kesfetmelerine katki saglar

Ogretmene degerlendirmede &zgiir alan birakir

RlRrR[(R|R|R[R[R[N|N|N[NN

Neden sonug iliskisini kurmalarina yardim eder

[+)]
(%]

Toplam

Tablo 3’'de goriilecegi Gzere acik uglu sorularin avantajlari konusunda katihmcilar tarafindan en fazla ifade
edilen (f=7) goris bu sorularin 6grencilere kendilerini 6zgiin bir bicimde ifade edebilme imkani tanidigidir. Bu
durum ile ilgili genel olarak dile getirilmis olan hususlar asagida CO1’in sézleri ile 6rneklendirilmistir.
“Cocuklarin 6zglinlGgind, kendi mantigini, kendi yorumunu katabilecegi tarzdaki sorulara ben kendimce agik

uglu soru diyorum. Ogrencilerin diisiincesini kendi mantigini, kendi yorumunu katmasina imkan verir” (CO1).

Gorildigi gibi CO1 acik uglu sorularin 8grencilerin kendilerini kendi mantiklarini, yorumlarini katarak 6zgiin bir
bicimde ifade edebilmelerine olanak tanidigini vurgulamistir. Benzer bir vurguyu CO11’de de gdrmek
mimkiindir. CO11 agik uglu sorularin dgrencilere kendi 6zgiin bakis acilarini gelistirebilecekleri bir alan
yarattigini belirterek, “Acik uclu soruda cocuga biraz hareket alani sagliyoruz. Cocuk kendi dislincelerini

kendince ifade edebiliyor” demistir (CO11).

Acik uglu sorularin avantajlar konusunda katiimcilar tarafindan en fazla ifade edilen (f=6) diger bir gorus ise
dgrencilerin disiincelerini 6zgiirce ifade edebilmelerine olanak tanidigidir. Ornegin CO2 acik uglu sorunun
tanimini yaparken bu sorularin en 6nemli avantajlarindan biri olan 6grencilerin kendilerini 6zgir bir bicimde
ifade edebilmelerine vurgu yaparak “Yani hareket alanini 6zgiir birakan bir soru” demistir (CO2). Bu konuda
baska bir ifadeye ise CO4’iin konusmasinda rastlamak miimkiindiir. CO4’e gére bu sorular ile, “Ogrenci kendini
rahatca ifade edebilir. iste bildigini, bilmedigini ortaya giizel rahatca koyabilir.” (CO4). Bu konuda en fazla ifade
edilen (f=5) diger bir avantaj da agik uclu sorularin egitim sireciyle ilgili ciddi geri don(tler verdigidir. Bu durum

ile ilgili genel olarak dile getirilmis olan hususlar asagida CO4’iin sbzleri ile drneklendirilmistir.

“Hani bir tane soru soruyoruz ama ¢ocuk icinde kag tane cevap veriyor. Ha diyorum demek ¢ocuk
bu kismi anlamis, bu konunun bu kismi kalmis. Ya da yani orada her soyledigi cimle her yazdigi
kelime aslinda ¢ocugu analiz etmeye yardimci oluyor. Hem ben de kendime doénebiliyorum.
Ogrenciye ne kadar ulasmisim? Ogrenci bu dersten ne kadar 6grenmis? Amacima ulasabilmis
miyim? Ozellikle bu déniisii bana sagladigi icin yani kendi 6zelestirimizi de yapmamizi sagliyor”
(CO4).

Benzer bir vurguyu CO12’nin ifadelerinde de gérmek miimkiindiir.

460



I.I OE E C (International Journal of Eurasian Education and Culture) Vol: 7, Issue: 16 2022

“Yani ogrencilerin fikirlerini gercekten gormek istiyorum. Clnkd ¢oktan se¢meli sorularda -
Ogrencinin- konuyu iyi 6grenip 6grenmedigi bence yeterince anlasiimiyor. Yani 6grettigimiz
konulari 6grencinin 6grenip 6grenmedigini daha net, acgik bir sekilde gérebilmek icin agik uglu
sorulari agikgasi 6zellikle tercih ediyorum. Konularin 6grenilip 6grenilmediginin anlasiimasi igin
kesinlikle agik uclu sorulara ihtiyag var. Sadece ¢oktan se¢meli sorularla bunu gérmeniz mimkin
olmuyor” (C0O12).

2.2. A¢ik Uglu Sorularin Dezavantajlari Konusundaki Diistinceleri
Acik uglu sorularin dezavantajlari hakkindaki goruslerini ortaya koymak amaciyla katihmcilara gesitli sorular
yoneltilmistir. Katihmcilarin tamami agik uglu sorularin gesitli dezavantajlari oldugunu ifade etmisleridir. Bu

konuda katilimcilardan alinan cevaplardan hareketle asagidaki tablo olugturulmustur.

Tablo 4. Katiimcilarin Agik Uclu Sorularin Dezavantajlari Konusundaki Gorisleri
Acik Uglu Sorularin Dezavantajlari f

=
N

Degerlendirmenin objektif olmamasi ihtimali

Puanlama gligligu

Degerlendirmenin zaman almasi

Sorularin yaniltici olabilme ihtimali, sorularin belirsizligi

Sorularin uygulanmasinin ve puanlanmasinin uzun siirmesi

Kapsam gegerliliginin dusik olmasi

Gegerlik ve giivenirlik saglamanin zorlugu
Cevaplama igin gerekli siirenin yetersiz olma ihtimali

Emek ve titizlik gerektirmesi

Ogrencilerin ilgisizligi

Ezberci egitim sisteminin yorum glicini diisiirmesi

RIR|IRINININN WW OO

imla kurallari gibi ayrintilara dikkat edilmesi gerekliligi

5
o

Toplam

Acik uglu sorularin dezavantajlari konusunda katimcilar tarafindan en fazla ifade edileni husus tablo 4’de de
goralduga gibi (f=12) bu sorularin degerlendirmesinin objektif olmamasi ihtimalidir. Goralduga gibi agik uclu
sorularin degerlendirilmesindeki sibjektiflik katihmcilar tarafindan en fazla ifade edilen konudur. Bu durum ile

ilgili genel olarak dile getirilmis olan hususlar asagida CO8'in sézleri ile 6rneklendirilmistir:

“Eslestirme tarzi bir sorunun ya da bosluk doldurma tarzi bir sorunun cevabi net. Yani 10 tane
bosluk doldurma 10 tane bosluk vermisim. Her birine ikiser puan yazmisim. Ogrenci o ikiser
puanlik seyden 4 tanesini yazmis 8 puani yazarim kenara toplar gecerim. Ama agik uglu soruda
sey ¢cok 6nemli, yani az énce dedim ya birisi bu yoldan giderek bir seye ulasti. Obiirii 6biir yoldan
giderek bir sonuca ulasti. Neye gore? 10 puanlik bir soru bu birine 6 puan verirken birine 7 puan
birine 8, birine 10 puan verirken ben bunu neye goére veriyorum? O seyi, dengeyi adaleti saglama
noktasinda acik uglu sorunun dezavantaji var” (CO8).

Benzer sekilde CO11 agik uclu sorularin degerlendiriimesinde yasanan objektiflik sorununu ifade ederken bu
problemin bir 6gretmenin kendi degerlendirmeleri arasindaki farkliliklarla sinirh olmadigini buna ek olarak
dgretmenler arasindaki degerlendirme farkhliklarinin da bu probleme yol acabilecegini séylemistir. CO11, “Her
ogretmenin de bilgisi farkhdir, yorumlamasi farkhdir. Altyapisi, bilgi birikimi birbirinden farkhdir. Farkl

puanlamalar olabilir” demistir (CO11).
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Katimcilardan CO9 da dgretmenler arasindaki bu objektif olmayan degerlendirme farkliliklarindan séz ederek

bu dezavantaji gidermek adina yaptiklari bir uygulamadan 6rnek vermistir.

“Ogretmenler arasinda bile yorum farki gerceklesiyor ki biz bunu gidermek icin 5 tane kagidi
hepimiz birden okuyoruz. 5 kagidi isimsiz bir sekilde hepimiz birden okuyoruz ve benzer puanlar
verip vermedigimize bakiyoruz, karsilastiriyoruz. Sonra diyoruz ki sen niye bu soruya bu kadar
yuksek puan verdin? Sen niye bu soruya bu kadar distk puan verdin diye kendimiz aramizda
mutabakata varip ondan sonra diger kagitlari okumaya devam ediyoruz. Boyle bir prosediir
isletiyoruz” (C09).

Katilimcilar tarafindan en fazla ifade edilen (f=6) diger bir sinirlilik da agik uglu sorularin degerlendiriimesinde

yasanan puanlama giigligiidir. Ornegin CO10 bu konudaki gériislerini sdyle ifade etmistir.

“Puan vermek agisindan gergekten cok zor oluyor. Béyle vicdan da yapiyorsunuz. Ya ben bundan
puan kirsam mi, kirmasam mi? Cocuk bunu sdylemek istemis ama tam olarak ifade edememis.
Ama neticede sonug olarak onu séylemek istemis. O yiizden bir ikilemde kaliyorsunuz. O yizden
de zor tabi” (C010).

Ayni konuda goriislerini ifade eden CO1,

“Mesela bir 6grencinin soruya verdigi cevabl okuyup puanladiktan sonra bazen daha 6nceki
kagitlarda o soruya “Diger 6grenciye kag puan vermisim? Eksik mi vermisim?” diye sorguladigim
oluyor. Clinkl sinavlari okurken esitligi saglayabilme, daha adaletli davranabilme adina endise
duyarim. Agik uglu sorularda bu daha da risk olusturabilir” demistir (CO1).

Katiimcilar tarafindan en fazla ifade edilen (f=5) diger bir sinirhilik da agik uglu sorulardan olusan bir sinavin

degerlendirilmesinin zaman almasidir.

“Blylk bir metin verip o metinden ¢ocugun o konuyu bulmasi, anlamasi, géormesi, ondan sonra o
konu hakkinda dusiiniip yorum yapmasi. Ve sizin buldugunuz cevaplarin disinda diisiincesine
cocugun belki de sizin distinmediginiz ya da bilmediginiz duymadiginiz ya da akliniza gelmeyen
seyler yazmasi miimkiin. Dolayisiyla bunun igin de biiyiik zaman lazim bence” (C03).

Ayni konuda gériislerini ifade eden CO5 diisiincelerini séyle dile getirmistir.

“Bir de tabi ki 6gretmen agisindan biliyorsunuz vakit kaybi oluyor. Bu tarz hani okuma zamanlama
acisindan. Cunku biliyorsunuz test (coktan seg¢meli) sorularinda direkt optik okuyucu ile
okuyabiliyorsunuz. Ama hani bunlarda disiiniiyorsunuz? Ogrenciyi yorumluyorsunuz. Yani vakit
kaybi olabiliyor” (CO5).

3. Katilimcilarin Agik Uglu Sorulari Kullanma Durumlari

Katilimcilara yoneltilen sorular ile agik uglu sorulari kullanma durumlari ortaya konulmaya galisiimistirBu amagla

yapilan analizler sonucunda bes alt boyutuna ulasiimistir.
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3.1 Codrafya Dersi A¢ik Uglu Sorulari Kullanmak igin Uygun Bir Ders Midir?

Katilimcilara cografya dersinin acik uglu sorulari kullanmak igin uygun bir ders olup olmadigi sorulmustur. Alinan

cevaplardan elde edilen analizier tablo 5 de sunulmustur.

Tablo 5. Katilimcilarin Cografya Dersinin Agik Uglu Sorulari Kullanmaya Uygun olup Olmadigina Dair Dusiinceleri

f
Evet 10
Kismen 2
Hayir -
Toplam 12

Tablo 5’de de goruldigu gibi katilimcilarin tamami (kismen ya da tamamen) cografyanin agik uglu sorularn
kullanmaya uygun bir ders oldugunu dislinmektedirler. Hatta katiimcilar bu disincelerini ifade ederken sik
sik; kesinlikle (=3), en uygun (f=3), cok uygun (f=2), en elverisli (f=1), en ¢ok kullanilmasi gereken (f=1) gibi netlik
ifade eden kelimeler kullanmislardir. Ornegin CO1, “Ayrica cografya derslerinin agik uglu sorularin

kullanilmasina en elverisli derslerden biri oldugunu da diisiiniiyorum” demistir (CO1).

Katimcilardan CO10 ise cografya dersinin acik uglu sorulari kullanmak igin en elverisli derslerden biri oldugunu
gerekgelendirirken, hayatin degisken -agik uglu- yapisina vurgu yapmis ve cografyanin da bu degisken yapiyi

konu edindigini ifade ederek gérislerini ortaya koymustur. Buna gére CO10 diisiincelerini ifade ederken,

“Soyle soyleyeyim, cografya, insan ve doga iliskisini inceledigi icin, insan ve doga iliskisi de surekli
degisim igerisinde oldugu i¢in, bunu direkt bilgi olarak da soramayacagimiz igin 6grencinin
fikirlerine deger vermemiz gerektigi icin kesinlikle agik uclu sorularin kullanilabilecegini
diistiniiyorum alanimizda” demistir (CO10).

€012 de cografya dersinin acik uglu sorulari kullanmayi gerektiren yapida oldugunu séylemistir. Hatta CO12
acik uclu sorularin kullaniminin tercih degil zorunluluk oldugu ifade dlstincesini ortaya koyarcasina “kesinlikle”

demistir.

“Yani kesinlikle agik uclu soruya ihtiya¢ duyuyorum. Hele bir de bizim dersiniz agikg¢asi bu konuda
¢cok daha fazla ihtiya¢ duyuyor acik uglu soruya. Kesinlikle 6yle oldugunu disiiniyorum. Yani
hatta bildigimiz soru tipleri icerisinde en uygun acik uclu soru oldugunu disiiniiyorum” (C012).

Buna karsin katilimcilardan bir bolimi (f=2) gorislerini ifade ederken bunu belli kosullara (6grenci seviyesi,
konu vb.) baglamislardir. Ornegin CO11, “Belli konularda evet hocam. Beseri Cografya agirlikli olarak daha ¢ok

buna uygun oldugunu disiiniiyorum” (CO11).

3.2.Katilimcilar Sinaviarda Hangi Olcme Araglarini Kullaniyorlar?

Katilimcilara sinavlarinda hangi 6lgme araglarini kullandiklari sorulmustur. Alinan cevaplardan hareketle

asagidaki tablo hazirlanmistir.

463



I.I OE E C (International Journal of Eurasian Education and Culture) Vol: 7, Issue: 16 2022

Tablo 6. Sinavlarinda Hangi Olgme Araclarini Kullaniyorlar?

Agik Uglu Sorularin Dezavantajlar f
Acik Uglu Sorular 12
Coktan Segmeli 11
Bosluk Doldurma 11

Dogru- Yanhs
Eslestirme 6

Kisa Cevapl
Toplam 48

Katilimcilar sinavlarinda farkh 6lgme araglarini kullanmaktadirlar. Buna karsin katilimcilarin istisnasiz tamami
(f=12) sinavlarinda agik uglu sorulari kullandiklarini ifade etmislerdir. Agik uglu sorular disinda en fazla tercih

edilen 6lgme araci (f=11) ¢oktan segmeli sorular olmustur.

3.3. Katilimcilar Neden A¢tk U¢lu Sorulari Kullaniyorlar / Tercih Ediyorlar?
Katilimcilara agik uglu sorulari neden tercih ettikleri / neden kullandiklari sorulmus alinan cevaplardan hareketle

tablo 7 olusturulmustur.

Tablo 7. Katiimcilarin Agik Uclu Sorulari Tercih Etme Nedenleri
Acik Uglu Sorulari Tercih Etme Nedenleri f

Ogrencilerin daha ¢ok puan almasini saglamasi

Ogrencilerin yorumlarini / fikirlerini almaya yardimci olmasi

Dersle ilgili geri donutler almaya yardimci olmasi

Ogrencilerin kendini ifade edebilmesine imkan tanimasi

Farkl bakis agisina sahip 6grencileri kesfetmeye yardimci olmasi

RP|IRININW>

Ogrencilerin bilgiye ulasmada nasil bir bakis agisi getirdiklerini anlamaya yardimci
olmasi
Ogrencilerin neden sonug iliskisini nasil kurabildiklerini ggrmeye yardimci olmasi
Acik uglu sorularin ruhunun dersle ortiismesi

Ogrencilerin yaraticihgini ve hayal giiciinii anlamda yardimci olmasi

Ogrenci merkezli olmasi

Dersin etkinligini, verimliligini, kalicihgini artirmasi

Ogrencilerin hayata dair farkindaliklarini artirmasi

Ogrencilerin bilgilerini daha rahat ifade edebilmelerine imkan tanimasi

Ogrencileri daha fazla diisiinmeye sevk etmesi

Yeni bilgilerle eski bilgileri sentezleme imkani tanimasi

Ust diizey bilissel becerileri 6lgmede yardimci olmasi

RlR|R|RPR|R[R[R|R|R|[R|~

Ogrencilere yapabilmek, basarabilmek, duygusunu tattirmasi

N
H

Toplam

Tablo 7’den de anlasilacagi tizere katilimcilarin agik uglu sorulari tercih etme nedeni olarak en faza (f=4) ifade
ettikleri sebep bu sorularin 6grencilerin daha ¢ok puan almasini saglamasi olmustur. Bu baglamda acik uglu
sorularin tercih edilme nedenlerinden birinin de bu sorularin dogasindan kaynaklanan siibjektiflik sebebiyle
degerlendirmede 6gretmene 6zgir bir alan birakmasi oldugunu dislindikleri anlasiimaktadir. Yani bu sorular
coktan se¢meli, dogru yanls, eslestirme veya kisa cevapl (cevabi tek kelime olan ve kesin olan) sorulardan farkl
olarak bir kesinlik icermemekte bu da degerlendirmede 6gretmene (¢cogu zaman 6grenci lehine) olumlu

anlamda bir hareket serbestisi getirmektedir. Ornegin CO6 acik uglu sorulari tanimlarken,
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“-Diger soru tlrlerinde Ogrencilerin verdigi cevaplar- Yanlis ciktiginda hi¢ degerlendirmeye
alamiyorsunuz. Yani cevabi yanligsa yanlis, dogruya dogru. En azindan klasikte -agik uglu
sorularda- ha bunu demek istemis, sunu demek istemis olabilir diyorsunuz. Benim derste
soyledigim bu kelimeyi bu climleyi kullanmis demek ki beni derste dinlemis yargisiyla biraz daha
gocugun lehine degerlendirme yapmak sansim oluyor” demistir (CO6).

Katilimcilar tarafindan en fazla (f=3) ifade edilen diger bir sebep de bu sorularin 6grencilerin yorumlarinin /
fikirlerinin / degerlendirmelerinin alinmasina imkan tanimasi olmustur. Bu konuda gérislerini ifade eden C0O5

acik uglu sorularin diger soru tirlerinin saglayamadigi imkanlardan bahisle,

“Ogrencileri konusturmak istiyorum agikcasi. Hani hep bdyle sadece onlari bilgi alan degil.
Onarlarin bir alandaki yorumlarini, fikirlerini degerlendirmelerini, gorislerini almak istiyorum.
Bunlari ¢ok 6nemsiyorum. Ben gercekten o diger tirli teste ya da hani diger seylerde
eslestirmeler bosluk doldurmalarda olsun, bunlari 6lgmek ¢ok zor oluyor ya da genelde biliyor ya
salliyorlar ya da hani agikcasi onlarin fikirlerini alamadigimi diisiinliyorum” demistir (CO5).

Bu konuda katiimcilar tarafindan en fazla (f=2) ifade edilen diger bir sebep de agik uglu sorularin dersle ilgili
geri doénitler almaya yardimci olmasidir. Ornegin CO4 bu konudaki gériislerini soyle ifade etmistir. “Bir
dgretmen olarak dgrenci konu hakkinda ne diisiiniiyor? Ne kadar anlamis? iste onu nasil analiz etmis? Bu
konuyu nasil bana geri déndiiriiyor? Tim bunlari gérebiliyorum” (CO4).

3.4. Katilimcilar Agik Uglu Sorulari Hangi Konularda / Kazanimlarda Kullaniyorlar

Katilimcilara acgik uglu sorulari hangi konu veya kazanimlarda kullanmayi tercih ettikleri sorulmus ve alinan
cevaplardan elde edilen analizier tablo 8 de sunulmustur. Bazi katilimcilar dogrudan bir konu ya da kazanim
ifade ederken bazi katiimcilar buna 6grencinin, sinifin kosullarina veya konuya goére karar verdigini soyleyerek
dogrudan bir konu anmamistir.

Tablo 8. Katilimcilarin Agik Uglu Sorulari Kullandiklari Kazanimlar / Konular
Acik Uglu Sorularin Kullanildigi Konular f

Beseri cografya

Ekonomi

Diinyanin sekli ve hareketleri
Nufus

Cevre

Fiziki cografya

Doga
Paraleller
Cografyanin tanimi konusu ve bélimleri

Harita bilgisi
iklimde

Tirkiye'nin madenleri

Cografi konum

Sehirler

Yerlesme

Turizm

Doga insan etkilesimi

RlRr|lRr[Rr[Rr|R|R|R[R|R[R[R|R[R[NM|[N[N]| W

Goglerin mekansal etkileri

N
w

Toplam
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Tablo 8’de de gorildugu gibi katilimcilarin agik uglu sorularin kullanilabilecegi konu / kazanimlar konusundaki
gorisleri birbirinden farklidir. Katiimcilar ¢cok sayida konu ya da kazanimin agik uglu sorulari kullanmaya elverigli
oldugunu soéylemigleridir. Katilimcilar tarafindan ifade edilen konular incelendiginde bazi baglklarin diger bazi
basliklari icerdigi anlasilmaktadir. Ornegin Beseri Cografya (f=3) ile ifade edilen baslik diger bazi basliklari
(ntfus, yerlesme, turizm vb.) da icermektedir. Benzer bir sekilde Fiziki Cografya Ust bashg da diger bazi
basliklar (iklim, yer sekileri vb.) igermektedir. Buna karsin tabloda katiimcilar tarafindan ifade edilen bashklar
herhangi bir diizenlemeye tabi tutulmadan gosterilmistir. Burada amag¢ hangi konularin veya kazanimlarin
katilimcilar tarafindan agik uglu sorulari kullanmaya daha uygun oldugunu disiinildiginin dogrudan ortaya
konulmasidir. Bu baglamda katilimcilar tarafindan agik uglu sorularin kullaniimasina en uygun konu olarak
Beseri Cografya (f=3) ifade edilmistir. Bu bashg ifade eden katiimcilardan biri olan CO12 Beseri Cografya
konularinin acik uglu yapida oldugunu vurgulayarak soyle demistir. “Ozellikle Beseri Cografya ilgili konularin

daha uygun oldugunu diisiinliyorum. Ciinkii orada yorum ¢ok daha énemli” (CO12).

Katiimcilar tarafindan en fazla ifade edilen (f=2) ikinci konu ekonomi olmustur. CO11 ekonomiyi acik uglu
sorularin en fazla kullanilabilecegi konular arasinda saymistir. “Genelde bunu hocam Begeri Cografya

konularinda yapiyorum. Yani iste nedir? Ekonomidir, niifustur, sehirdir, yerlesmedir, turizmdir” (CO1).

3.5. Katiimcilarin Agik Uglu Sorularin Beceri-Deder EGitiminde Kullanilmasina Dair Disiinceleri

Katilimcilara yoneltilen agik uglu sorularla bu sorularin beceri/deger egitiminde kullanilip kullaniimayacagi
konusundaki gorisleri ortaya konulmaya calisiimistir. Katiimcilarin tamami agik uglu sorularin beceri/deger
egitiminde kullanilabilecegine inandiklarini ifade etmislerdir. Ornegin CO4 acik uglu sorularin beceri egitiminde
kullanmaya ¢ok elverisli oldugunu ifade etmis ve sdyle demistir. “Acik uglu soru da bu tir beceri egitimlerinin
O6grenciye kazandiriimasinda 6nemli bir basamaktir diye dislinliyorum. Acik uclu sorular, bence bu beceri

egitimleri icin bicilmis kaftan” (CO4).

Benzer bir ifadeyi CO5’in sézlerinde de gérmek miimkiindiir. CO5 de diger katilimci gibi agik uglu sorularin diger
soru tirlerine gore beceri-deger egitiminde kullaniimaya daha elverisli oldugu belirtmistir. “Bence kesinlikle

kullanabilirim ki, kullanabileceginiz asil soru kalibi bence acik uclu sorulardir” (CO5).

€010 ise bir sorgulamaya giderek egitim sistemimizde en yaygin bicimde kullanilan coktan se¢meli sorularin
yapisal olarak buna uygun olmadigini ifade etmis ve sdyle demistir. “Mesela kanit kullanma becerisi yani bunu

ben ¢oktan secmeli sorularla nasil 6lcecegim ki? Yani cevabi belli ¢linkii. Oyle diisiiniiyorum agikcasi” (C010).

Tum bu olumlu ifadelere karsin katilimcilar agik uclu sorularin beceri-deger egitiminde nasil kullanilabilecegi
veya nasll kullandiklari sorusuna tatmin edici cevaplar verememislerdir. Bu noktada acik uclu sorularin beceri-
deger egitiminde kullanilmasi konusunda olumlu disinceler tasidiklari ve fakat bunu kullanmak konusunda
eksiklikleri oldugu anlasiimaktadir. Bu durum CO7 tarafindan kisa ve 6z bir sekilde sdyle ifade edilmistir. “Yani

kullanabiliriz ama kullaniyor muyuz” (C07).
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TARTISMA ve SONUC

Acik uglu sorularin katihmcilar tarafindan nasil tanimlandiklari konusunda elde edilen bulgularin genel anlamda
literatirle uyumlu oldugu goriilmektedir. Bu baglamda katilimcilar tarafindan dile getirilen tanimlarda gegen
ifadelerden; bu sorularin tek bir cevabi olmadigi, birden fazla ve hatta sosuz sayida cevabi oldugu (Badger &
Thomas, 1992; Giilbetekin vd. 2019; Nohda, 2000; Ninomiya, & Pusri, 2015; Surif vd. 2014; Yee, 2000.a),
ogrencilerin bu sorulari cevaplarken kendi yorumlarini katabildikleri (Emde & Fuchs, 2012; Roberts vd. 2014)
ogrencilerin kendi dislincelerini kendi ifadeleriyle organize ettikleri sorular oldugu (Emde & Fuchs, 2012; Geer,
1988; Holland & Christian, 2009; Popping, 2015) literatiirde siklikla ifade edilmistir. Buna karsin literatiirde sikga
karsilagilan bazi 6zelliklerin katilimcilar tarafindan ok az ifade edildigi veya hi¢ edilmedigi gériilmistir. Ornegin
actk uglu sorularin beceri (6zellikle de sentez ve degerlendirme dizeyindeki becerilerin) ve tutumlarin
Olctilmesinde kullanilabilecegi (Husain vd. 2011; Inprasitha, 2006; Irawan & Surya, 2017; Yildirim, 1998)
literatlirde sikga dile getirilmis olmasina karsin aragtirmadan elde edilen bulgularda sadece bir katilimcinin ifade
ettigi anlasiimaktadir. Ayrica agik uclu sorularin gercek hayat ile daha kolay iliski kurulmasina yardimci olmasi
(Surif vd. 2014) literattrde siklikla ifade edildigi halde katilimcilar tarafindan hig giindeme getirilmemistir.

Acik uglu sorularin tanimlanmasi konusunda elde edilen bulgular literatiirle genel anlamda uyumlu olsa da
arastirmanin ortaya koydugu énemli bulgulardan biri acik uclu sorularin tanimi ve siniflandiriimasi konusunda
katilimcilar arasinda bir ortakhk olmadigidir. Katihmcilarin blyiik bir béliminin agik uglu sorulari geleneksel
Olgme araglarindan biri olan “klasik sinav” veya “yazili sorular” olarak algiladiklari, bazilarinin ise literatiirde
bosluk doldurma veya kisa cevapl sorular olarak anilan ve 6zu itibariyle kapali uglu olarak tanimlanan sorular
icinde saydiklari gorilmastir. Acik uglu sorularin tanimlanmasi ve siniflandiriimasi konusunda yasanan
belirsizlik ve karmasa konusunda mesleki kidem ve girilen ders saati bakimindan bir farklilasma gorilmemistir.
Gorece daha az deneyimli olan -kidemi diusiik olan- ve mezuniyet yili disiintldigiinde 6lgme ve degerlendirme
konusunda bilgileri giincel olan bazi katilimcilar (CO4, CO5) kisa cevapli, dogru yanlis ve bosluk doldurma
sorularini acik uclu kabul ederken daha fazla kideme sahip olan ve daha klasik bir 6lcme ve degerlendirme
egitimi aldigi varsayilabilecek olan bazi katilimcilar (CO6) bu soru tiirlerini agik uglu olarak tanimlamaktan
kacinmistir. Bu baglamda acgik ucglu sorularin literatirde kabul edilen temel o6zelliklerinin neler oldugu
konusunda her iki grupta da (az kidemli ve ¢ok kidemli) yer alan katiimcilarin bilgi eksiklikleri oldugu
anlasiimaktadir.

Acik uclu sorularin avantajlari konusunda arastirmadan elde edilen bulgularin genel anlamda literatiirle uyumlu
oldugu soylenebilir. Arastirmadan elde edilen bulgulara gére katihmcilar tarafindan en fazla dile getirilen
avantajlardan; acik uglu sorularin 6grencilere kendilerini 6zgiin bir bicimde ifade edebilme imkani tanidig
(Geer, 1988; Popping, 2015; Holland & Christian, 2009; Emde & Fuchs, 2012), 6grencilerin dislncelerini
Ozglrce ifade edebilmelerine olanak tanidigi (Capraro vd. 2007; Kwon vd. 2006) ve geri donltler vererek
mevcut eksikliklerin tespitinde yardimci olduguna (Millhiser, 2009) dair literatiirde de ¢ok sayida referans
bulunmaktadir. Bununla beraber acik uglu sorularin sagladigi bazi avantajlar literatiirde yer almasina karsin
katiimcilar tarafindan hi¢ ifade edilmemistir. Ornegin acik uclu sorularin dgrencilerin ilgi ve tutumunun

Olculmesine katki sagladigi (Tekin, 2009), problemlerin ¢oziimiinde esneklik sagladigi (Kwon vd. 2006) ve
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kompleks karmasik distinmeyi gelistirdigi (Badger & Thomas, 1992; Keusch, 2014; Millhiser, 2009) gibi
Usttinlikler katihmcilar tarafindan hig ifade edilmemistir. Buna karsin literatiirde ¢ok fazla yer almayan bazi
avantajlar da katiimcilar tarafindan ifade edilmistir. Ornegin; acik uglu eski bilgiler ile yeni bilgileri
sentezlemeye yardimci oldugu, 6gretmenin kisisel gelisimine katki sundugu, Ogretmeni zenginlestirdigi,
ogretmene degerlendirmede 6zglr alan biraktigl, 6grencilerin neden sonug iliskisini kurmalarina yardim ettigi
ve coktan seg¢meli sorulardan farkli olarak sorunun yarisini dogru yapmasina olanak tanidigi gibi avantajlar
katihmcilar tarafindan ifade edilmistir.

Acik uglu sorularin dezavantajlari konusunda elde edilen bulgularin da genel olarak literatiirle uyumlu oldugu
sdylenebilir. Ornegin katilimcilar tarafindan en fazla ifade edilen dezavantajlar olan; agik uglu sorularin
degerlendirmesinin objektif olmamasi ihtimali (Gelbal, 2013; ilhan, 2016; Nohda, 2000; Uymaz & Caliskan, 2019
), bu sorulari puanlamanin giicligii (Giler & Gelbal, 2010; Ozcelik, 1998; Tekin, 2009; Temizkan & Sallabas,
2011) ve agik uglu sorulari degerlendirmenin zaman almasi (Bilgeg, 20016) konularinda literatiirde ¢ok sayida
referans bulunmaktadir. Bunun yaninda acik uglu sorularin sinirliliklari konusunda literatlrde sikga ifade edilen
bazi dezavantajlar ise katilimcilar tarindan hig dile getiriimemislerdir. Bunlar; agik uglu sorularin analizinin zor
olmasi (Roberts vd. 2014) ve acgik uclu sorularin diger 6lgme araglarina gore daha eksik veriler icermesidir
(Andrews, 2005; Emde & Fuchs, 2012; Friborg & Rosenvinge, 2013). Bunlara ek olarak arastirmaya katilan
O0gretmenler literatiirde olmayan bazi sinirliliklari da dile getirmislerdir. Bunlar 6grencilerin bu soru tiirtine karsi
ilgisizligi, ezberci egitim sisteminin 6grencilerin yorum glicini dislirmesi ve imla kurallari gibi ayrintilara dikkat
edilmesi gerekliligidir. Katihmcilarin agik uglu sorularin avantaj ve dezavantajlari konusundaki distlinceleri
bakimindan mesleki kidem ve girdikleri ders saatlerinin bir farklilasmaya yol agmadigi gérilmustiir.

Katilimcilarin agik uglu sorulari kullanma durumlari degerlendirildiginde kidem ve girilen ders saati bakimindan
bir farklilasma goriilmemistir. Mesleki kidemi ya da haftalik girdigi ders saati farkli olan tim katiimcilar yazil
sinavlarinda acik uglu sorular kullandiklarini ifade etmislerdir. Bu da hem kidemin hem de ders saatinin agik
uglu sorularin kullanilmasinda belirleyici bir faktor olarak ortaya ¢cikmadigini gbstermektedir.

Katiimcilarin agik uclu sorulari siklikla kullandiklari anlasiimistir. Bu baglamda arastirma ile elde edilen bulgular
literatirle uyumludur. Literatlirde yapilan ¢alismalarda da cografya 6gretmenlerinin en fazla kullandiklari 6lgme
araglarindan birinin de aglik uclu sorular oldugu ifade edilmistir (Sanli, 2019). Katilimcilarin agik uglu sorulari
kullanma sebeplerine bakildiginda en 6nemli sebebin not vermede 6gretmenlerin ellerini gii¢clendirmesi ve
degerlendirmede daha genis -6zgiir- bir alan birakmasi oldugu anlasilmaktadir. Literatiirde agik uglu sorularin
dezavantaj olarak ifade edilen objektif bir degerlendirme yapmanin giicliigiiniin (Gelbal, 2013; ilhan, 2016;
Nohda, 2000; Uymaz & Caliskan, 2019) 6gretmenler tarafindan olumlu bir durum olarak algilandigi ve ifade
edildigi anlasiilmaktadir. Bu konuda ifade edilmesi gereken diger énemli bir nokta da beceri-deger egitiminde
acik uglu sorularin kullanimina dair katilimci gérisleridir. TUm katilimcilar agik uglu sorularin beceri ve deger
egitiminde kullanilabilecegini distindiklerini ifade etseler de daha az kidemli olan katilimcilarin beceri ve deger
egitimi konusunda daha kidemli olan katilimcilara gore daha bilgili ve hazirlikh olduklari gérilmistir. Bu
katihmcilar kendilerine bu konuda bir soru sorulmadan beceri ve deger egitimi vurgusu yapmis veya s6z konusu

becerilerin adlarini sayarak bu konudaki ilgilerini ve bilgilerini géstermislerdir. Daha kidemli olan katilimcilar ise
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ancak kendilerine dogrudan beceri ve deger egitimi ile ilgili soru soruldugunda konuyu agmis ve uygun
oldugunu ifade etmislerdir. Buna karsin tim katiimcilar bu sorularin beceri ve deger egitiminde nasil
kullanilacagina dair sorular sorulara cevap verememis bu konuda eksik olduklarini kabul etmislerdir.

Arastirmaya katilan cografya 6gretmenlerinin tamaminin cografya dersini agik uglu sorularin kullaniimasina
uygun bir ders olarak gérmeleri olumlu bir durum ortaya g¢ikarmakla beraber bilgi ve tanimlamadaki sorunlar bu
potansiyelin dogru ve etkili bir sekilde kullaniimasini engellemektedir. Agik uglu sorularin katihmcilar tarafindan
dogru bir sekilde bilinmedigi ve bu sebeple de dogru bir bicimde tanimlanamadigi anlasilmaktadir. Katilimcilarin
ortak bir agik uglu soru taniminin olmamasi ve g¢ok biiyiik bir béliminin agik uglu sorulari sadece 6grencilerin
kendi el yazilari ile yazdiklari sorular (klasik sinavlar veya yazili sinavlar) olarak gérmeleri en 6nemli sorunlardan
biri olarak gorulebilir. Bu durum bugun literatiirde agik uglu sorular ile kastedilen seyin katilimcilar tarafindan
dogru anlasiimadigini agik bir bicimde ortaya koymaktadir. Dogru tanimlanamayan bir seyin dogru kullaniimasi
da mumkiin olmamaktadir. Buna ek olarak katilimcilarin agik uglu sorularin beceri-deger egitiminde kullaniimasi

konusunda olumlu disiinceler tagidiklari fakat bunu kullanmak konusunda eksiklikleri oldugu anlagiimaktadir.

ONERILER

Bu baglamda asagidaki dneriler uygun bulunmustur.

1-Acik uglu sorularin ne oldugu, nasil tanimlanmasi ve siniflandirilmasi gerektigi, avantaj ve dezavantajlari
konularinda 6gretmenler icin hizmet ici egitim calismalari dizenlenmelidir. Bu baglamda o6zellikle acgik uglu
sorularin 6gretmenlere hangi imkanlari ve firsatlari sundugunun verilecek egitimlerde kavratiimasi
gerekmektedir.

2-Yapilacak egitimler ile acik uglu sorularin gercek yasamda karsilasilan problem durumlarini icermesi gerektigi
ogretmenlere kavratiimahdir.

3-Dogru yapilandiriimis, yaratici agik uglu soru orneklerinin ders kitaplarinda yer almasi saglanmalidir. Clinki
ders kitaplari 6gretmenlerin ¢ok bilylk boélimi icin temel ve hatta neredeyse tek kaynak olarak
kullanilmaktadir.

4-Katiimcilarda cografyanin agik uglu sorulari kullanmaya uygun bir ders oldugu disiincesi hakimdir. Bu olumlu
disiinceyi desteklemek adina cografya dersi igin yeni agik uglu soru érnekleri tretilmeli ve 6gretmenlerin bu
drneklere erisimleri icin kolayliklar yapiimalidir. Ogretmenlerin bu soru drneklerine EBA basta olmak {izere diger
dijital platformlardan ulagabilmeleri saglanmalidir.

5-Acik uglu sorular konusunda yeni arastirmalar yapilmali ve konu farkh yonleri ile derinlemesine ele
alinmalidir. Ozellikle beceri deger egitiminde acik uglu sorularin nasil kullanilabilecegine dair drnekler

Uretilmelidir.

ETiK METNI

Bu makalede dergi yazim kurallarina, yayin ilkelerine, arastirma ve yayin etigi kurallarina, dergi etik kurallarina

uyulmustur. Makale ile ilgili dogabilecek her tirli ihlallerde sorumluluk yazar(lar)a aittir. Makalenin etik kurul
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