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This study aims to examine the measurement and evaluation approaches adopted in the curricula
of the Century of Turkish Education Model (CTEM) 2024. The study analyses how the principles
of assessment and evaluation are integrated in the curricula, the conceptual coherence between
the curricula, and the use of evidence of learning. The study used the document analysis method,
one of the qualitative research designs, and examined the Turkish Language and Literature,
Mathematics, Physics, Chemistry, Biology, History, Geography, History of the Turkish
Revolution and Kemalism secondary curricula, and the MoNE's CTEM main text. The data were
analyzed using content and descriptive analysis techniques. As a result of the research, it was
found that the TYMM 2024 curricula include innovative approaches aimed at making
measurement and evaluation processes more systematic. Integrating evidence of learning into
the teaching process, diversifying assessment tools, and promoting student participation stand
out as strengths. However, the analysis also revealed that the lack of terminology uniformity,
incompatibilities with learning outcomes with suggested evidence, and differences in assessment
guidelines are crucial areas for improvement. These findings have significant implications for
curriculum development, educational policies, teacher education programs, and ensuring
consistent terminology, appropriate measurement tools, and standardized assessment processes.

Tiirkiye Yiizyil1 Maarif Modeli 2024 Ogretim Programlarinda Ol¢me ve
Degerlendirme Yaklasiminin Cesitli Degiskenler Acisindan Incelenmesi
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Bu aragtirma, Tiirkiye Yiizyili Maarif Modeli (TYMM) 2024 6gretim programlarmda benimsenen
Olgme ve degerlendirme yaklagsimim incelemeyi amaglamaktadir. Calismada, olgme ve
degerlendirme ilkelerinin dgretim programlarmna nasil entegre edildigi, programlar arasindaki
kavramsal tutarhlik ve Ogrenme karutlarmmn kullanimi analiz edilmistir. Nitel aragtirma
desenlerinden dokiiman analizi yénteminin kullaruldig calismada, MEB tarafindan yayimmlanan
TYMM Ogretim Programlari Ortak Metni ile ortaggretim diizeyindeki Tiirk Dili ve Edebiyati,
matematik, fizik, kimya, biyoloji, tarih, cografya ve T.C. inkilap tarihi ve Atatiirkgiilitk 6gretim
programlar1 incelenmistir. Veriler, icerik analizi ve betimsel analiz teknikleri kullarularak
degerlendirilmistir. Arastirma sonucunda, TYMM 2024 o6gretim programlarmmn Slgme ve
degerlendirme siireclerini daha sistematik hale getirmeyi hedefleyen yenilik¢i yaklagimlar
igerdigi tespit edilmigtir. Ogrenme karutlarimin 6gretim siireciyle biitiinlestirilmesi, Slgme
araglarmin gesitlendirilmesi, 6z degerlendirme ve akran degerlendirme gibi Ggrencinin
degerlendirme siirecinin aktif kathmimi destekleyen degerlendirme yaklagimlarmn
yayginlastirilmasi, programlarin giiglii yonleri olarak dne ¢ikmaktadir. Bununla birlikte, 6gretim
programlar1 arasinda terminolojik biitiinliiglin baz1 alanlarda saglanamamasi, bazi 6grenme
kanutlarmin dlgiilmek istenen 6grenme giktilarma uyumsuzlugu ve degerlendirme yonergelerinin
detay diizeyindeki farklihklar, gelistirilmesi gereken alanlar olarak belirlenmistir. Bu bulgular,
Ogretim programlarmmn gelistirilmesi, revizyonu, egitim politikalarmn sekillendirilmesi ve
ogretmen egitimi programlarimn diizenlenmesine yonelik énemli ¢ikarimlar sunmaktadir.
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1. Giris

Kiiresel dinamiklerin hizla degistigi 21. yiizyilda, egitim
programlarinin  giincellenmesi kag¢milmaz bir gereklilik
haline gelmistir. Degisen diinya kosullar1 ve teknolojik
gelismeler, egitim sistemlerinin yeniden yapilandirilmasini
zorunlu kilmaktadir (Demirel, 2020). OECD, IMF ve Diinya
Ekonomik Forumu gibi kuruluglar, bu
degisimin gerekliligini kiiresel rekabet ve siirdiiriilebilir
kalkinma perspektifinden degerlendirirken; UNESCO ve
UNICEEF gibi kurumlar ise kapsayic1 egitim ve firsat esitligi

uluslararasi

baglaminda ele almaktadir. Giinlimiizde
programlari, geleneksel bilgi aktarimi yaklasimindan
uzaklagarak, problem ¢6zme, elestirel
yaraticiik gibi 21. ytiizyil becerilerini merkeze alan bir
yapiya evrilmektedir (Voogt ve Roblin, 2012). Bu déniisiim
slirecinde, her
gelistirilmesi hedeflenirken, uluslararasi standartlarin da
gozetilmesi Modern
programlari, Ogrencileri Ongoriilmesi zor bir gelecege

hazirlarken, bilgiden ¢ok beceri ve yetkinlik temalarini 6n

egitim

diginme ve

Ogrencinin  bireysel potansiyelinin

onem kazanmaktadir. egitim

plana ¢ikarmaktadir (Sahlberg, 2016). Bu baglamda, egitim
programlarmin giincellenmesi, sadece igerigin yenilenmesi
degil, ayn1 zamanda Ogrenme-dgretme siireclerinin ve
degerlendirme yaklasimlarinin da ¢agin gereklerine uygun
olarak yeniden
(Darling-Hammond, 2017). Egitim, bireylerin yalmzca
bilgiye erisimini degil, ayn1 zamanda elestirel diisiinme,
problem ¢6zme ve yaraticilik gibi beceriler gelistirmesini
hedefleyen bir siireg olarak yeniden tamimlanmaktadir
(Wagner, 2008; Zhao, 2009). Bu baglamda, o6gretim
programlarmin giincellenmesi, bireylerin kiiresel rekabet
ortaminda bagarili olabilmeleri ve siirdiiriilebilir kalkinma
hedeflerine katkida bulunabilmeleri i¢in kritik bir dneme
sahiptir (UNESCO, 2020). Ozellikle dijital dontistim ve
yapay zeka gibi teknolojik yenilikler, egitimde yeni
pedagojik yaklasimlarin benimsenmesini gerektirmektedir
(Collins ve Halverson, 2018).

yapilandirilmasin1  gerektirmektedir

Ogretim
programlarinin temel unsurlarindan biri olan 6lgme ve
degerlendirme yaklagimlarmin (Ertiirk, 1997) da bu
doniisiime uyum saglamasi gerekmektedir. Geleneksel
bilgi dayal1
ogrencilerin 21. yiizyil becerilerini Ol¢mekte yetersiz
kalmaktadir (Black ve Wiliam, 1998). Bunun yerine,
O0grenme siirecini destekleyen ve Ogrencilerin bireysel
potansiyellerini ortaya ¢ikaran bicimlendirici (formative)
degerlendirme yaklasimlar1 6n plana ¢tkmaktadir (Hattie,
2012). Ayrica, degerlendirme siireglerinin adil, kapsayici ve
gecerli olmasi, egitimde esitlik ve kalite hedeflerine
ulasmak igin temel bir gerekliliktir (Popham, 1997). Bu
nedenle, modern ogretim programlari,
degerlendirme siireglerini 6grenme ile
yenilik¢i yaklagimlar gelistirmektedir.

programlarinin degisiminde, Ogretim

aktarimma degerlendirme yontemleri,

Olgme ve
biitiinlegtiren

1.1. Olg¢me ve Degerlendirmede Yeni Paradigma

Amerika Birlesik Devletleri'nde (ABD) Gordon Komisyonu
tarafindan “Egitimde Degerlendirmenin Gelecegi” bashg:
altinda hazirlanan raporlarda (Gordon, 2018), Behrens ve
DiCerbo (2018) dijital doniisiimiin  degerlendirme
ekosistemlerinde  geleneksel  test  modellerinden
uzaklasarak 6gretim ve degerlendirme siireclerine yonelik
daha biitiinciil yaklagimlar1 gerektiren bir paradigma
degisimini tetikledigini ifade etmistir. Bu degisim,
merkezinde djijital teknolojilerin bulundugu {i¢ ana
paradigma degisikligiyle 6ne ¢ikmaktadir. Ik paradigma
degisikligi, paradigmasindan etkinlik
paradigmasina gegis olarak tanimlanmistir. Bu degisim,
okullarda yapilan degerlendirmelerin test maddelerinin
Otesine gegcerek,
durumlarina daha yakin olan karmagik etkinlikler
baglaminda degerlendirilmesini 6ngormektedir. Gelisen
teknolojiler ~ sayesinde,
becerilerinin analizi, dijital ortamda veri toplanmasi ve
sanal is birligi gibi gesitli etkinlikler kapsamli bir sekilde

madde

Ogrenci Ogreniminin gergek diinya

6grencilerin metin  yazma

analiz edilebilmektedir. Bu baglamda etkinlik temelli
degerlendirmeler, 6grencilerin 6grenme diizeylerinin ve
becerilerinin/yeteneklerinin daha 6zgiin ve anlamli bir
sekilde Olciilmesini saglamaktadir. Bu paradigma degisimi,
simiilasyonlar, oyunlar ve isbirlik¢ci problem ¢6zme
gorevleri gibi daha genis bir etkinlik yelpazesi {izerinden
veri toplanmasini ve analiz edilmesini saglayan teknolojik
ilerlemelerle miimkiin hale gelmistir. Ikinci paradigma
degisikligi, bireysel paradigmadan sosyal paradigmaya
gecis ifade  edilmektedir.
ekosistemleri yalnizca bireysel performansa odaklanmak
Ogrencilerin grup iginde etkilesimde
bulunduklarmi ve bu etkilesimlerden nasil 06grenim
sagladiklarini degerlendirmelidir. Bu, bireysel basariya
odaklanmanin gegcerek, grup
Ogrenimine nasil katkida bulunduklarini, akranlariyla nasil
etkilesime gectiklerini ve sosyal kaynaklari sorun ¢6zmek

olarak Degerlendirme

yerine, nasil

Otesine ogrencilerin

i¢cin nasil kullandiklarini degerlendirmeyi icermektedir.
Ugiincii  paradigma  degisikligi ise, degerlendirmenin
izolasyonundan ogretimsel biitiinlesmeye gecistir. Bu
yaklagim, degerlendirme ile O6gretim arasindaki keskin
sinirlar1  kaldirarak, daha Kkesintisiz ve biitlinciil bir
ogrenme ortaminin gergeklestirilmesini hedeflemektedir.
Dijital ortamlar, ogretim etkinlikleri sirasinda Ogrenci
o0grenimi hakkinda veri toplayarak 6gretim siirecini gercek
zamanl olarak destekleyecek geri bildirimler sunmay:
kolaylastirmaktadir. Bu degisim, degerlendirme siireglerini
O0grenme siirecine entegre eden bir modele gegisi temsil
etmektedir.

1.2. Tiirkiye Yiizy1li Maarif Modeli ve Ol¢me
Degerlendirme Yaklasim

Literatiirde benzer paradigma degisimleri tartisilirken,
Tiirkiye'de Talim ve Terbiye Kurulu Bagkanligmin 23
Mayis 2024 tarihli ve 20 sayili Karar ile Tiirkiye Yiizyili
Maarif Modeli Ogretim Programlar yiiriirliige girmistir
(Milli Egitim Bakanhg [MEB], 2024a). Bu dogrultuda
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hazirlanan ogretim programlarinda onemli yapisal
degisiklikler gerceklestirilmistir. Tiirkiye Yiizyili Maarif
Modeli (TYMM), ogrencilerin yalnizca bilgi edinimini
degil, ayn1 zamanda beceri kazanmalarini da merkeze alan
bir yaklasima sahiptir (MEB, 2024b). Ogretim
programlarinda yer alan temel kavramsal degisikliklerden
biri, Ogrencilere kazandirilmas: hedeflenen bilgi ve
becerilerin  terminolojik ~ doniisiimiidiir. 2005 yili
Ogretim  programlarinda  “hedef/hedef
davranis” olarak ifade edilen bu 6zellikler, 2005 sonrasi
Ogretim
adlandirilmistir. TYMM 2024 6gretim programlarinda ise
bu kavram, “0grenme ¢iktis1” olarak tanimlanmustir.
Ogrenme ¢iktilar, Tiirkiye igin hazirlanan beceri haritast
referans alinarak igerik c¢ercevesi ile birlikte TYMM
Ogretim Programlari
kavramsal ve alan becerilerine gore olusturulmustur.
Ayrica her 6grenme ¢iktisi igin, kullanilan kavramsal veya
alan becerisinin siireg bilesenleri dikkate alinarak 6grenme
¢iktilarinin siireg bilesenleri yapilandirilmistir. Hazirlanan

oncesindeki

programlarinda “kazanim” olarak

ortak metninde tanimlanan

ogrenme ¢iktilar1 ise 6grenmenin degerlendirilmesinde bir
referans olarak ele almmistir. TYMM 2024 Ogretim
programlarinin yapisi incelendiginde ”Ogrenme giktilar
ve siirec bilesenleri”, “Icerik cercevesi”, ”Ogrenme kanitlar
(6lgme ve
yasantilar1”, “Farklilastirma” ve “Ogretmen yansitmalar1”
boliimlerinden olustugu goriilmektedir. Onceki 6gretim
programlarinda (2005, 2013, 2018) 6l¢me ve degerlendirme
yaklagimi ~ “Ogretim  Programlarinda  Olgme  ve
Degerlendirme Yaklasimi” bashgi altinda verilmis ve
kazanimlara yonelik 6l¢me ve degerlendirme uygulama
TYMM 2024 G&gretim
programlarinda ise her alan icin 6l¢me ve degerlendirme
yaklagimi 6gretim programlarimin ortak metninin yani sira
her Ogretim programimin “C)gretim Programlarinin
Uygulama Esaslar” Boliimiinde “Ogrenme Kamitlari
(Olgme ve Degerlendirme)” alt baghginda yer almaktadir.
Bununla  birlikte
programlarinda yer alan iinite/tema/6grenme alanlarinda
“Ogrenme Kanitlar1 (Olgme ve Degerlendirme)” baslig
altinda ilgili tema/iinite/6grenme alaninda yer alan
ogrenme ¢iktilarina ydnelik Olgme ve degerlendirme

degerlendirme)’,  “Ogrenme-6gretme

Onerilerine yer verilmemistir.

tim  derslere iliskin  6gretim

uygulamalar1 6nerilmistir. Bu boliimlerde programlar arasi
bilesenlerin  (sosyal duygusal ogrenme becerileri,
okuryazarlik  becerileri, degerler) ve egilimlerin
Olciilmesine yoOnelik karitlar sunulmamustir. Onerilen
o6grenme kanitlarinin 6gretim siirecinde nasil uygulanacag:
“dgrenme-Ogretme yasantilar1” altinda yer alan “6grenme-
Ogretme uygulamalar1” boliimiinde ogretim siireciyle
biitiinlesik olacak sekilde ele alinmistir. Ayrica, 6grenme
kanitlarmin = 6rnek niteliginde oldugu, o6gretmenlerin
ogrenme ciktilar ve siire¢ bilesenlerinin asamali yapisin
dikkate alarak farkli 6grenme kanitlar1 vurgulanmistir
(MEB, 2024b). Farklilastirma bdliimiinde, &grencilerin
bireysel farkliliklar1 da dikkate alinarak destekleme ve

zenginlestirme bashg1 altinda Ogretim yontem ve

teknikleri, igerik ve 6l¢me ve degerlendirme uygulamalari
agisindan farklilagtirma onerilerinde bulunulmustur.

TYMM 2024 6gretim programlarinda benimsenen 6l¢me ve
degerlendirme yaklasimi, bigimlendirici ve deger bigmeye
yonelik (summative) degerlendirme yontemlerini esas
almaktadir (MEB, 2024b). Program kapsaminda her
tinite/tema/6grenme alani i¢in en az bir performans gorevi
verilmesi tutulmus ve bu
degerlendirilmesinde  Olglite  dayal1  degerlendirme
araclarinin kullanilmasi éngoriilmiistiir. Bunun yani sira,
TYMM Ogretim Programlar1 ortak metninde, dlgme ve
degerlendirme  siireglerinde  dijital  teknolojilerin
kullanimina, degerlendirme sonuglarinin raporlanmasina
ve not verme siirecinin yan sira 6grencilere geri bildirim
saglanmasina vurgu yapilmistir.

zorunlu gorevlerin

Ayrica Ogrencilerin
degerlendirme siirecine aktif katihminin saglanmasi
gerektigi belirtilmistir.

TYMM 2024 6gretim programlari, énceki programlardan
farkh olarak her 6grenme g¢iktisi i¢in Onerilen O6l¢me ve
degerlendirme araclarini ve bu araglarin dgretim siirecine
sekilde
siirecini

nasil ayrintili  bir
agiklamaktadir.  Bu Ogretim
yapilandirmada rehber niteliginde bir g¢ergeve sunarak
genel bir ders plani olarak da degerlendirilebilir. Olgme ve
degerlendirme siirecinin hangi amacla gerceklestirilirse
gerceklestirilsin belirli ilkelere dayanmasi gerekmektedir
(Ozoglu ve Kog, 1996). Bu baglamda, Olgme ve
degerlendirme

entegre  edilecegini

yoniiyle,

uygulamalarinin  6gretim  hedefleriyle

ve Ogretim programinda yer alan
kazanimlar: ya da 6grenme ciktilarini dogru bir sekilde
Olgebilecek uygun araglar ve degerlendirme kanitlarinin
kullanilmasi amaglilik ilkesinin temelini olusturmaktadir.
Geleneksel anlayisin aksine, dlgme ve degerlendirmenin
yalnizca 6gretim siirecinin sonunda degil, siirecin basinda,

uyumlu olmasi

Ogretim  siirecinde ve sonunda gerceklestirilmesi
gerektigini savunan devamlilik ilkesi, Ogrencilerin
akademik gelisiminin Dbiitiinciil bir bakis acisiyla

izlenmesini Ongodrmektedir. Bununla birlikte, genislik-
kapsamlilik ilkesi, akademik bagarinin
degerlendirilmesinde yalnizca biligsel performansin degil,
basariy: etkileyen ilgi, motivasyon ve 6grenme ortami gibi
unsurlarm  da  gdz  oniinde  bulundurulmasinm
gerektirmektedir. Degerlendirme siirecinde 6grencinin
aktif rol almasini vurgulayan kendi kendini degerlendirme
ilkesi ise ogrencilerin Ogrenme siireclerine iliskin 6z
degerlendirme yapmalarini tesvik ederek, onlarin 6grenme
sorumlulugunu desteklemektedir.
Ogrencilerin farkli 6grenme bigimleri ve bireysel 6zellikleri
dikkate almarak cesitlendirilmis Ol¢gme tekniklerinin
kullanilmas:  gerektigini savunan Ol¢me araglarinda
cesitlilik ilkesi, tek bir 6l¢me aracinin her 6grenciyi ve her
kazanimi/6grenme giktisini yeterli diizeyde
degerlendiremeyecegini, farkli Ol¢me degerlendirme
araclarinin kullamimur ifade etmektedir. is birligi ilkesi,
ol¢me ve degerlendirme uygulamalarinin &gretmen ve
Ogrenci arasinda is birligi icinde planlanarak yiiriitiilmesini

tistlenmelerini

897



S. Asiret ve O. Su Ozenir

Ahi Evran Universitesi Kirsehir Egitim Fakiiltesi Dergisi Cilt 26, Say1 3, 2025

ve silirecin Ogrencinin Ogrenmesine katki saglayacak
sekilde yapilandirilmasini  gerektirmektedir.  Stirecte
sistemli bir yaklasim benimsenmesi gerektigini vurgulayan
planlama ilkesi, 0gretim siirecinin hangi asamalarinda,
hangi yontemlerle 6lgme ve degerlendirme yapilacaginin
onceden belirlenmesini zorunlu kilmaktadir. Son olarak,
bireysel farkliliklar ilkesi, birey ici ve bireyler arasi
farkliliklarin gegerli ve giivenilir bir sekilde ortaya
konulmasmai ve elde edilen verilerin 6grencilerin akademik
gelisimlerini destekleyerek basarilarini en iist diizeye
gerektirmektedir

¢ikarmak amaciyla  kullamilmasim

(Ozoglu ve Kog, 1996).
1.3. Arastirmanin Amact ve Onemi

Olcme  ve
etkinligini

degerlendirme,
belirleyen

Ogretim  programlarmin
temel wunsurlardan biri olup,
ogrencilerin 6grenme siireglerini izlemek, yonlendirmek ve
degerlendirmek agisindan kritik bir role sahiptir. TYMM
kapsaminda hazirlanan 2024 6gretim programlari, 6nceki
O0gretim programlarina kiyasla 6lgme ve degerlendirme
yapisal  degisiklikler
icermektedir. Bu degisiklikler, her ders igin belirlenen
O0lcme ve degerlendirme esaslarinin agik bir sekilde
tanimlanmas1 ve her 6grenme ciktisina yonelik en az bir
0grenme kanitinin 6nerilmesi seklindedir. Ayrica, 6grenme
kanitlar1 ve Ogretimle biitiinlesik Ol¢me-degerlendirme
uygulamalarmin, 6gretim programlarinda daha kapsaml
bir sekilde ele alindig1 goriilmektedir. Onceki 6gretim
programlarinda 6lgme ve degerlendirme siireclerinin daha
sinirll bir ¢ergevede ele alindi1 goz oniine alindiginda,
2024 dgretim programlarinda bu siireglerin her dersin her
O0grenme c¢iktis1 i¢in yapilandirilmis bir bigimde
tanimlanmasinin énemli bir yenilik oldugu sdylenebilir. Bu
baglamda, yeni programda oOl¢me ve degerlendirme
ortak  bir  dilin  olusturulup
olusturulmadig1 da ¢alismanin 6nemli bir inceleme alanin
olusturmaktadir.

yaklasimi  agisindan ~ &nemli

uygulamalarinda

Bu calismada, TYMM 2024 6gretim programlari ortak
metninde yer alan 6lgme ve degerlendirme yaklasimi ve
ortadgretim matematik, Tiirk Dili ve Edebiyati (TDE), fizik,
kimya, biyoloji, T.C. inkilap tarihi ve Atatiirkgiiliik, tarih ve
cografya Ogretim programlari, 6lgme ve degerlendirmenin
temel ilkeleri gercevesinde incelenmesi amaglanmaktadir.
Calisma, olgme ve degerlendirme ilkelerinin Ogretim
programlarina degerlendirmek
suretiyle, egitim politikalarinin gelistirilmesine katki
sunmaylr ve gelecekteki Ogretim  programlarinin
revizyonlarinda bir referans olusturmay1 amaglamaktadir.

entegrasyon  siirecini

Bu kapsamda asagidaki arastirma sorularmma cevap
aranmigtir:

e TYMM 2024 6gretim programi ortak metnindeki
O0lcme degerlendirme esaslar1 ve Ogretim
programlarindaki 6l¢me ve degerlendirme
uygulamalar1 6l¢me-degerlendirme ilkeleri ile
uyum gostermekte midir?

o  TYMM 2024 6gretim programlar: ortak metninde
belirtilen 6lgme ve degerlendirme esaslar, ilgili
Ogretim programlarina ne dlgiide yansitilmigtir?

e TYMM 2024 6gretim programlarinda olgme ve
degerlendirme  uygulamalarinda
agidan ortak bir dil benimsenmig midir?

kavramsal

2. Yontem
2.1. Desen

Bu arastirma, nitel arastirma yaklasimlarindan dokiiman
analizi yontemi kullanilarak gerceklestirilmistir. Dokiiman
analizi,
hakkinda bilgi igeren yazili materyallerin sistematik bir
sekilde analiz edilmesini kapsar (Yildirim ve Simsek, 2018).
Dokiiman

aragtirllmas: hedeflenen olgu veya olgular

hem basili hem de elektronik
sekilde

yorumlanmasini saglayan bir yontemdir (Bowen, 2009).

analizi

materyallerin sistematik bir incelenmesi ve

2.2. Veri Kaynaklar

Aragtirmanin  ¢alisma  grubunu, MEB tarafindan
(mufredat.meb.gov.try TYMM  Ogretim

Programlar1 Ortak Metni ve ortadgretim diizeyindeki TDE,

yayimlanan

matematik, fizik, kimya, biyoloji, tarih (9-11. simif), T.C.
Inkilap tarihi ve Atatiirkgiiliik (12. smif) ve cografya
derslerine ait
Calisma grubu, amagh O6rnekleme yontemlerinden ol¢tit
ornekleme teknigi ile belirlenmistir. Patton'un (2014)
belirttigi gibi, Olgiit ©rnekleme, Onceden belirlenmis
kriterleri karsilayan tiim durumlarin sistematik olarak
incelenmesini icermektedir. Bu baglamda, arastirmada yer
alan Ogretim programlarinin seciminde bes temel Olgiit
belirlenmistir: (1) 6gretim programlarinin ortadgretim
diizeyinde olmasi, (2) 2024 yilinda giincellenmis olmasi, (3)
temel alan derslerini kapsamasi, (4) 9-12. sif arasim
kapsamasi ve (5) 6lgme-degerlendirme boliimii icermesi.

Ogretim programlar1 olusturmaktadir.

2.3. Islem

Arastirma kapsaminda incelenen ogretim programlari,
6l¢me ve degerlendirme siireglerinin etkililigini belirlemek
amaciyla gesitli Olclitler cercevesinde degerlendirilmistir.
Bu olgiitlerin belirlenmesinde, Ozoglu ve Kog (1996)
tarafindan ortaya konulan ol¢me ve degerlendirme
siireclerinde gozetilmesi gereken temel ilkeler ile 6gretim
programlarinda yer alan dlgme ve degerlendirme esaslari
temel alinmistir. Bu dogrultuda, programlar sekiz temel
ol¢iit cercevesinde incelenmistir: (1) 6grenme ¢iktilarinin
Olctilebilirligi, (2) 6l¢gme araglarinda gesitliligin saglanmasi,
(3) 6grenme kanitlarinin amaca uygunlugu, (4) 6lgme ve
degerlendirme uygulamalarimin planli bir sekilde ele
alinmasi, (5) degerlendirme siirecine &grencinin aktif
katilimi, (6) Olgme ve degerlendirmede Dbiitiinlesik
yaklasgimin saglanmasi, (7) isbirlik¢i degerlendirmelerin
kullanilmasi, (8) ol¢gme ve degerlendirmede bireysel
farkliliklarin dikkate alinmasi olgiitleri kullanilmigtir. Bu
oOlgiitlerin yani sira dlgme ve degerlendirme araglarinda
ortak dil kullanimi incelenmistir. Arastirma kapsaminda
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ele alinan Ogretim programlari
cercevesinde incelenmistir.

belirlenen &lgiitler

2.3.1. Etik bildirim

Bu ¢alisma kapsaminda yalnizca mevcut literatiirde yer
alan dokiimanlar kullanilmis olup, herhangi bir insan
katiimc1  veya bireysel
yapilmamustir. Bu nedenle, etik kurul onay1 gerektiren bir
arastirma niteligi tasimamaktadir.

veri ile dogrudan calisma

2.4. Veri Analizi

Veriler ve betimsel analiz teknikleri
kullanilarak degerlendirilmistir. Icerik analizi, metin veya
gorsel materyallerdeki belirli karakteristikleri sistematik ve
objektif bir sekilde tanimlayarak c¢ikarimlar yapmay1
saglayan bir arastirma teknigidir (Krippendorff, 2018). Bu

analiz yontemi, nitel verilerin nicel terimlerle ifade

icerik analizi

edilmesine olanak taniyan, sosyal bilimler alaninda yaygin
olarak kullanilan bir yaklasimdir (Neuendorf, 2017). fcerik
analizi stirecinde, metinler iki arastirmaci tarafindan
dikkatlice okunmus, kodlanmis ve
belirlenmistir. Betimsel analizde ise, veriler belirli bir

ana temalar
gerceveye oturtularak, arastirmanin amaci dogrultusunda
anlaml hale getirilmistir. Verilerin analizinde MAXQDA
20 (VERBI Software, 2020) programi kullanilmistir.

Veri analizi siirecinin giivenirligini artirmak amaciyla
artirmak amaciyla veri siireci iki bagimsiz
arastirmaci tarafindan yiiritiilmiistiir. Arastirmacilar,
O0gretim programlarini birbirlerinden bagimsiz olarak
incelemis  ve
glivenirligin hesaplanmasinda Miles ve Huberman'm
(1994) onerdigi giivenirlik formiilii [Giivenirlik = Goriis
Birligi / (Goriis Birligi + Goriis Ayriligi)] kullanilmigtir. Bu
formiil dogrultusunda yapilan hesaplamada uzlagsma
katsayist 0,88 olarak belirlenmistir. Bu deger, nitel
arastirmalarda kabul edilebilir giivenirlik diizeyinin (0,80)
(Patton, 2014).
tutarliligini saglamak icin arastirmacilar diizenli olarak bir
araya gelerek goriis alisverisinde bulunmus ve farkli

analizi

kodlamiglardir.  Kodlayicilar  arasi

tuzerindedir Ayrica, veri analizinin

kodlamalar iizerinde uzlasma saglamislardir.
3. Bulgular

Bu béliimde ortadgretim biyoloji, cografya, fizik, kimya,
matematik, tarih, T.C. inkﬂap Tarihi ve Atatiirkciilik ve
TDE derslerinin 6gretim programlarinda o&lgme ve
degerlendirmeye iliskin boliimler incelenmis ve dersler
bazinda karsilastirmali olarak ele alinmigtir. Elde edilen
bulgular asagida sunulmustur.

3.1. TYMM Ogretim Programlari Ortak Metni ve
Ogretim Programlarinin Olgme ve Degerlendirme
Ilkeleri A¢sindan Incelenmesine Yonelik Bulgular

3.1.1. Ogrenme giktilarinin  Olgiilebilirlik  agisindan
degerlendirilmesi (6l¢iilebilirlik)

Ogretim programlarinda 6grenme ciktilari ilgili kavramsal
beceriler veya alan becerilerinin siireg bilesenleri de dikkate

almmarak olusturulmustur. Siire¢ bilegenleri agamalilik
gosterecek sekilde Ogretim programlarinda
yapilandirilmistir. Genel olarak 6gretim programlarinda
bu asamaliigin saglandigit ve Ogrenme ¢iktilarinin
Olctilebilir sekilde olusturuldugu soylenebilir.

3.1.2. Ogrenme kanitlarinin

uygunlugu (amaclilik)

ogrenme  ciktilara

Arastirma kapsaminda incelenen 6gretim programlarinda
kullanilan 6grenme kanitiin 6grenme ¢iktisina uygunlugu
incelenmis ve fizik O6gretim programinda 2 ve kimya
Ogretim programinda 1 6grenme kanitinin uygun olmadigi
oldugu tespit edilmistir. Ornegin fizik dersi &gretim
programinda  “FIZ.9.2.5. Dogadaki  temel kuvovetleri
karsilastirabilme” 6grenme giktis icin 6grenme kaniti olarak
“...Ogrencilere dogadaki temel kuvvetlerin benzerlikleri ve
farkliliklar: konusunda bir ¢ikig kartr verilebilir.” (Fizik, S.22)
uygun olmadigi soOylenebilir. Cikis karti, daha ¢ok
yansitmaya doniik degerlendirme yapmak amaciyla
kullanilan bir 6grenme kanitidir. Bu 6grenme ¢iktisinda
ogrencilerden karsilagtirma yapmasi istenmektedir. Bu
acgidan Snerilen ¢ikis kartinin bu 6grenme ¢iktisi igin tek
basina uygun bir kamit olmadig1 sOylenebilir. Yine fizik
ogretim programinda “FIZ.9.2.4. Vektirlerin toplanmasinda
kullamlan ug uca ekleme ve paralel kenar yontemi ile bilesenlerine
ayirma  iglemine iliskin akil  yiiriitebilme”
ogrenme cqiktis1 icin “...dogru yanhs, bosluk doldurma,
eslestirme sorularindan olusan bir calisma yapragi...”(Fizik,
5.22) onerilmistir. Akil yiiriitme becerisinin siireg
bilesenleri gozlem yapma, oriintii bulma ve genelleme
yapmadan olusmaktadir. Bu ¢ikt1 icin Onerilen 6grenme
kanitlar1 daha alt diizey biligssel becerileri 6lgmede
kullanilmasmin daha uygun oldugu diistiniilmektedir. Bu
agidan programda belirtilen ¢alisma yapragmin belirtilen
Ogrenme ciktis1 igin tek bagina yeterli bir kanit olmadig:
sOylenebilir. Benzer seklide kimya 6gretim programinda
“KIM.9.2.12. Adezyon ve kohezyon kuvovetlerinin swilarn
ozelliklerine etkilerine iliskin ¢ikarim yapabilme” Ogrenme
kanit1 igin 6nerilen “...Ogrencilerden tanecikler arast etkilesim
kuvveti belirtilen sivilarin yiizey gerilimi, adezyon-kohezyon
kuvvetleri, kilcallik, icbiikey-disbiikey goriiniim ve yiizeyi islatma
ozelligi ile ilgili bosluk doldurma sorularimi cevaplandirmalar:
istenebilir.” (Kimya, S.31) 6grenme kanmitinin da tek basina

tiimevarimsal

kullaniminin uygun olmadig sdylenebilir.

3.1.3. Olgme ve degerlendirme araglarinda cesitliligin
saglanmas (gesitlilik)

TYMM 06gretim programlar1 ortak metninde (MEB, 2024b)
cesitli 6lgme ve degerlendirme yontemleri ile birden fazla
kanit toplanmasmin gerekliligi vurgulanmistir. Bu agcidan
hem ortak metinde belirtilen bu esasin hem de 6l¢me ve
degerlendirme ilkelerinin gesitlik ilkesinin saglanma
durumunu belirlemek amaciyla 6gretim programlari
incelenmis ve 6gretim programlarinda kullanilan 6grenme
kanitlarnin ~ derslere gore dagilimlar1  Tablo 1'de
verilmigtir.
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Tablo 1.

Ogretim programlarinda kullamilan 6grenme kamitlarinin derslere gore dagilimlar:

Dersler Unite/Tema Ogrenme Kullanilan ~ Kullanilan toplam Ogrenme ciktist
sayisl ciktis1 sayisi farklh o0grenme kaniti basmna diisen kanit
O0grenme sayist
kanit1
sayist
Biyoloji 8 78 31 133 1,71
Cografya 28 76 19 162 2,13
Fizik 16 106 35 207 1,95
Kimya 12 93 22 165 1,77
Matematik 27 77 24 238 3,09
*Tarih 9 38 28 86 2,26
Tiirk Dili ve Edebiyat: 16 246 33 266 1,08
*T.C Inkilap Tarihi ve 3 16 19 39 2,44
Atatlirkculiik
Toplam 119 730 211 1296 1,78

Not. *Tarih 9,10 ve 11. siuf, T.C. inkilap tarihi ve Atatiirkgiiliik dersi 6gretim programi 12. sinif diizeyinde hazirlanmustir.

TYMM 2024 6gretim programlarinda yer alan 6grenme
incelendiginde, 1296 Ogrenme
kullanildig1 belirlenmistir. Alan bazinda ise farkli 6grenme
kanitlarinin kullanimi 19 ile 35 arasinda degismektedir. En
fazla saglandigt
soylenebilir. Tablo 1’de, her bir 6grenme ¢iktis igin sunulan
0grenme kanitlar1 ortalamasmin 1,78 oldugu ve 6grenme
¢iktilarinin birden fazla 6grenme kanitiyla desteklendigi
goriilmektedir. Ogrenme ¢iktisi basina diisen ortalama
o0grenme kanit1 sayismin en yiiksek oldugu oOgretim
programi matematik olurken, TDE &6gretim programinda
bu ortalamanin 1,08 oldugu goriilmektedir. Bununla

kanitlar: kanitinin

gesitliligin ~ matematik  alaninda

birlikte, TDE programinda toplam 246 6grenme g¢iktisi
bulundugu goz oniinde bulunduruldugunda, mutlak say1
bakimindan en fazla 6grenme kanitinin bu &gretim
programinda yer aldig1 sOylenebilir. Ayrica, TDE 6gretim
programimin yapisal ozellikleri nedeniyle bazi 6grenme
¢iktilarmin  farkh diizeylerinde
tekrarlandig1 dikkate alindiginda, bu programda her bir
ogrenme ¢iktisina birden fazla 6grenme kanit1 sunuldugu
ifade edilebilir. TYMM 2024 6gretim programlarinda ders
bazinda en sik kullanilan 10 6grenme kanitinin dagilimi
Tablo 2'de verilmistir. Ogretim programlarinda kullanilan
diger karnutlara iliskin bilgiler Ek’te yer almaktadir.

temalar ve smif

Tablo 2.
Ogretim programlarinda kullamilan 63renme kanitlar:
T.C. Inkilap Toplam
Ogrenme Kaniti Biyoloji Cografya Fizik Kimya Matematik Tarih TDE Tarihive Toplam ( 0;) g) a
Atatiirkciiliik ?
Performans gorevi 12 27 16 17 32 12 32 6 154 11,87
Dereceli puanlama
4 - 27 34 7 20 32 6 130 10,02
anahtari
Oz degerlendirme 10 23 21 19 17 8 1B 2 113 8,71
formu
Calisma
o ae 5 17 17 8 40 3 16 2 108 8,33
yapragi/kagidi
Analitik dereceli 16 20 3 ) a4 ) ) ) 83 6,40
puanlama anahtari
Acik uglu sorular 1 20 6 - 11 - 19 - 57 4,39
Akran degerlendirme 2 7 9 5 11 2 11 4 51 3,93
Grup degerlendirme 8 1 4 2 5 7 3 5 46 355
formu
Kontrol listesi 2 13 5 - 5 5 12 2 44 3,39
Cikas kartt 1 1 7 2 1 20 1 33 2,54
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Arastirma kapsaminda incelenen 6gretim programlarinda

84 farklh o&grenme kamitt kullanilmigtir. Tablo 2
incelendiginde derslere gore farkli 6grenme kanitlarmin
kullanuldig1 goriilmektedir. Ornegin O0grenme

kanitlarindan test (eglestirme sorulari), test (agik uglu) ve
test (farkli madde tiirleri) sadece fizik dersinde; Tarsia
yapbozu, kavram karikatiirii, grup ici tartismalar, zaman
seridi, etkinlik kagidi sadece kimya dersinde; arastirma
O0devi, eglestirme testi, derecelendirme Olgegi sadece
matematik dersinde; Frayer diyagrami sadece cografya
dersinde; tarihsel empati formu, tarihsel akis semasi,
tarihsel kaynak formu, tarihsel bakis formu ile degisim ve
siireklilik formu sadece tarih dersinde; tarihsel empati
formu, degisim ve siireklilik formu sadece tarih dersinde;
neden-sonug formu sadece T.C Inkilap Tarihi ve
Atatiirkgiiliik dersinde; izleme testi, kisa cevapl sorular,
cagrisim tablosu, karsilastirma tablosu, T
diyagrami, evet- hayir kartlari, bilgi kartlari, hikaye haritas:
ve yumruktan bese sadece TDE dersinde kullanilmistir. En
yapildigt TDE oldugu
goriilmektedir. Matematik dersinde ¢alisma yapragi/kagidi
40 defa kullanilmistir. Performans gorevi (%11,87) ve
dereceli puanlama anahtarinin (%10,02) en fazla kullanilan
0grenme kanitlar1 oldugu goriilmektedir. Performans
gorevlerinin  yanu
performans gorevi olarak verilen afis, brosiir, gazete
haberi, animasyon arastirma raporu vb. araglarmn ayr1 birer
o0grenme kaniti olarak sunuldugu dikkat g¢ekmektedir.
Dereceli puanlama anahtari, analitik dereceli puanlama
anahtari, biitiinciil dereceli puanlama anahtari, puanlama
anahtari, derecelendirme Olgegi, kontrol listesi, gozlem
formu gibi geri bildirim amacyla kullanilabilecek
degerlendirme araclar1 310 (%23,92) defa kullanulmisgtir.
Bazi 6gretim programlarinda dereceli puanlama anahtar1
degerlendirme veya
sunulurken bazi ogretim programlarinda performans
degerlendirilmesinde

anlamsal

fazla yansitmanin dersin

sira bazi Ogretim programlarda

araci O0grenme kaniti olarak

gorevinin kullanildig1
goriilmektedir.
dereceli puanlama anahtarmnin tiirii belirtilirken (analitik
veya biitlinciil) baz1 6gretim programlarinda bu ayrima
gidilmedigi goriilmektedir. Oz/akran/grup degerlendirme
formlar1 toplamda 210 (%27,22) defa kullanilmistir. Ayrica
yansitma amagl kullarulan ¢ikis karti, KWL, 6grenme
gibi O0grenme
incelendiginde 80 (%6,17) defa kullanildig1 séylenebilir.

Ayrica bazi &gretim programlarinda

glinltigli, yansitma yazisi kanitlari

3.1.4. Olgme ve degerlendirme uygulamalarinin planh
bir sekilde ele alinmasi (planlama)

Ogrenme-6gretme yasantilari bliimii “6n degerlendirme”
béliimiinde, temel kabullerde yer alan kavramlara iligkin
olgme ve degerlendirme Onerilerinin tim Ogretim
programlarinda verildigi bulgusu elde edilmistir. Ogretim
programlarinin 6nemli bir kisminda, 6grenme kanitlari
“dgrenme-Ogretme uygulamalar1” baghg altinda ele
alinmakta ve bu kanitlarin 6gretim siirecine nasil entegre
edilecegi aciklanmaktadir. Bununla birlikte, bazi 6grenme
giktilanyla iligkili 6grenme kanitlarmin bu béliimde yer

almadig1 ya da aciklanmadig dikkat cekmektedir. Ayrica
o0grenme kanitlarinda yer almayan ancak Ogrenme-
Ogretme
degerlendirme ara¢ ve yontemlerinin oldugu tespit
edilmistir. Ancak ortak metinde bu esaslarin 6grenme
kanitlar1 ve 6grenme-6gretme uygulamalari baghg altinda
belirtilmedigi belirlenmistir.

uygulamalarinda  kullanilan ~ dlgme  ve

Ogrenme kanitlar1 ve Ogrenme Ogretme uygulamalar
arasinda uyumsuzluk gosteren érneklerden birkaci asagida
sunulmustur. Ornegin biyoloji dersi 6gretim programi 9.
simif 1. temasinda verilen dgrenme kanutlari “Ogrenme
ctktilary, ogrenme giinliigii, zihin haritasi, arastirma raporu,
performans gorevi, kontrol noktasi, yapilandirilmis grid, agik
uclu sorularin yer aldi§r calisma yapragi, bilgi gorseli
kullanilarak dereceli puanlama anahtar ile degerlendirilebilir.”
seklindedir. Ancak 6grenme kanitlarinda yer alan zihin
haritasi, kontrol noktasi, agik uglu sorulardan olusan
calisma yapragma
uygulamalarida yer verilmedigi tespit edilmistir. Bununla
birlikte ayn1 tema igin tanilayici dallanmis agag, KWL, 6z

ilgili ~ ¢tktinmn

0grenme-ogretme

ve grup degerlendirmeye ilgili ¢iktinin 6grenme-6gretme
uygulamasinda yer verilirken Ogrenme kanitlarinda
belirtilmedigi goriilmiistiir (Biyoloji, s. 19). Benzer bir
Ornek matematik dersi 9. sinif 6gretim programinda da yer
almaktadir. Ornegin 6grenme dgretme uygulamalarinda
ilgili giktiya iliskin Oriimcek ag1 kavram haritas1 ve zihin
haritalar1 kullanilirken, bu araglara 6grenme kanitlarinda
yer verilmedigi belirlenmistir (Matematik, s. 76).

3.1.5. Olgme ve degerlendirmede biitiinlesik yaklasim
(devamlilik ilkesi)

TYMM o6gretim programlar: ortak metni incelendiginde,
degerlendirme  yaklasimlar1  iginde  bigimlendirici
degerlendirmenin, programin amaglar1 dogrultusunda 6ne
ciktigr gozlemlenmektedir. Ayrica 6gretim programlarinin
bicimlendirici sonug
degerlendirme uygulamalarmi da igerdigi belirtilmistir.
Ogretim programlari incelendiginde, 6grenme kanitlarmin

degerlendirmenin  yani1  sira

kullanilmasi
sonug
Bununla

big¢imlendirici amaciyla
Onerilmekte, programlarda
degerlendirme igin Oneriler sunulmaktadir.

birlikte 6grenme-6gretme yasantilarinin én-degerlendirme
béliimiinde 6grencilerin mevcut bilgi ve beceri diizeylerini,

degerlendirme

ayrica  bazi

o0grenme siirecinde ilgi ve ihtiyaglarini belirlemek amaciyla
yapilacag belirtilmistir.

On degerlendirme ile ilgili olarak “Ogrencinin elektrik
yliklerinin etkilesimini ve gesitlerini agiklayabilmeleri
amaciyla 6n bilgilerine dayali kavram haritas1 hazirlanir.
Soru cevap teknigi ile Ogrencilerin miknatislarin
kutuplarmin davranisi ile ilgili hazir bulunusluk diizeyleri
tespit edilir. Diinyanin manyetik alant yardimiyla
yapilabilecek etkinlikler ve manyetik alan yardimiyla yon
bulabilen canlilarin varhig: ile ilgili 6n bilgilerini 6lgmek
amaciyla eslestirme sorular1 sorulur.” (Fizik, S. 68) seklinde
Fizik dersi o6gretim programindan ornek verilebilir.

Ogretim  programlarinda  &gretim  tasarim  ve
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uygulamasinda ogrenmeleri iyilestirmek icin stirekli,
bigimlendirici 6lgme ve degerlendirmenin 06grenme
siirecinde derinlesmeye katki sunacag1 yoniinde bir anlayis
benimsendigi soylenebilir. Ogretim  programlarinda
Onerilen Ogrenme kanitlarinin; Ogretimin planlanmasi,
tasarimi

ve uygulanmasi asamalarinda kullanilarak

Tablo 3.

Geri bildirim vurgularinin derslere gore dagilimi

bicimlendirici degerlendirmeye Ogretim programinin
biitiiniinde yer verildigi goriilmektedir. = Arastirma
kapsaminda incelenen 6gretim programlarmda kullanilan
o0grenme kamnitlarinda geri bildirim vurgularmin derslere
gore dagilimi Tablo 3’te verilmistir.

Geri Bildirim Biyoloji Cografya Fizik Kimya Matematik Tarih  T.C. Ink. TDE
Tar. ve
Ata.
Dogrudan geri bildirim - 6 1 - 5 - - 26
Puanlama/ dereceli puanlama 39 43 53 35 79 30 6 25
anahtari vb. ile geri bildirim
Oz/Akran/Gfup de.ge.rle.n.chrme 2% 50 27 29 30 23 17 60
formlar1 vb. ile geri bildirim
Toplam 65 93 80 64 109 53 23 85

Ogretim programlarnda 6grenme kanitlar1 ve ogrenme-
Ogretme uygulamalart boliimleri
puanlama anahtar1 ya da 6z /akran grup yansitmalari yoluyla
yapilan geri bildirimler incelenmistir. Tablo 3 incelendiginde,

incelerek dogrudan,

TDE, cografya, matematik ve fizik derslerinde dogrudan geri
bildirimlere de yer verildigi; en fazla matematik dersinde
puanlama anahtari ve dlgiitlerin belirlendigi, 6z/akran ve grup
degerlendirmelerinin en ¢ok kullaruldig: derslerin cografya ve
TDE oldugu goriilmektedir. Ogretim programlarinda geri
bildirim ile ilgili 6rnek almtilar asagida verilmistir:

“...Posterin  degerlendirilmesinde  biitiinciil dereceli puanlama
anahtart kullanilabilir, 6z degerlendirme yapilabilir.” (Biyoloji, S. 24)

“...Calismaya ait kontrol listeleri incelenir ve incelemenin
sonuglarina iliskin 6grencilere geri bildirim verilebilir” (Cografya, S.
26)

“...Performans  gorevleri  dereceli puanlama anahtar: ile
degerlendirilebilir. Degerlendirmelerde 6z ve grup degerlendirmesi

yapilarak cesitlilik saglanabilir. (Fizik, S. 26)
Tablo 4.

“...Ayrica Ogrencilerden 0z degerlendirme formu aracihgyla
baglangicta  hedefledigi noktaya ulasma durumunu, bu siireci
kolaylastiran  davramglarim ve bu siirecte neleri daha farkh
yapabilecegini belirlemesi istenebilir.” (Kimya, 5.31)

“...Algoritmalar ¢oziimleyebilmeye ve yorumlayabilmeye yonelik,
kisisellestirilmis geri bildirimler verilerek degerlendirmeler yapilir.”
(Matematik, S.61)

“...Hazirlanan sunum soru olusturma, bilgi toplama, bilginin
dogrulugu, kaynak cesitliligi, ¢ikarimda bulunma, aktarim gibi
olciitlerden  olusan  dereceli puanlama  anahtart ve grup
degerlendirme formuyla degerlendirilebilir. (Tarih, S. 23)

“...Ogretmen degerlendirme yaptiktan sonra égrencilere siire ile
ilgili geri bildirim verir.” (TDE, S. 78)

Ogretim programlarinda deger bicmeye yonelik (sonug)
degerlendirme amaa ile ilgili olarak alanlar ve 6rnek alintilar
Tablo 4’te verilmistir.

Deger bicmeye yonelik degerlendirme ile ilgili 6gretim programlarinda yer alan vurgularin derslere gore dagilim

Ders Frekans Ornek Alintt

TDE 5 “...Ogretmen tarafindan yapilan degerlendirme sonunda 6grenciye elde ettigi iiriin/gerceklestirilen performans ile ilgili not verilir.”
(TDE, 5.16)
“...Ogretim programunin bu boliimiinde 6grenme ciktilarina yonelik siire¢ ve sonug degerlendirmeleri iceren, 6grenme ciktismda

Matematik 1 vurgulanan becerileri biitiinciil bir yaklagimla 6lgmeyi amaglayan faaliyetlere ve bu faaliyetlerin degerlendirilmesine yer verilmistir.”
(Matematik, s.7)
“...Performans gorevi ile yazil yoklamalar sonu¢ degerlendirmede kullanilabilir.” (Fizik, 5.15)

Fizik 14 Yazili yoklama ile 63rencilerin iki boyutta sabit ivmeli harekete yonelik matematiksel hesaplamalar ve grafiklere dayali yorumlar
yapmalart istenir. (Fizik, s. 40)
“...Kimya Dersi Ogretim Programi kapsaminda hem siire¢ hem de sonug odakli élgme ve degerlendirme anlayisi temel alinmalidir.”
Ki .8

Kimya 13 (Kimya, 5.8)

kullamilabilir.” (Kimya, s. 8)

“...Smav kdgitlar: ve temann iglenis siirecinde ortaya cikan idiriinler, 6grenci iiriin dosyasinda toplanarak degerlendirme amach
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Matematik, Kimya ve TDE derslerinde ”Ogreﬁm Programimna
Hi§kin Esaslar” boliimiinde; Fizik ve Kimya derslerinde ise
“Ogretim Progranu Sinif Diizeylerine Ait Temalar/Uniteler”
boliimiinde deger bicmeye yonelik degerlendirmeye yer
verildigi gortilmustiir. Diger iliskin  0gretim
programlarindan deger bigmeye yonelik degerlendirme ile
ilgili bir ifadenin olmadig goriilmiistiir.

derslere

Tablo 5.

3.1.6. Degerlendirme siirecine 6grencinin aktif katilim
(kendi kendini degerlendirme)

Ogretim programlarinda kullanilan &grenme kanitlarmda
ogrencilerin ~ degerlendirme aktif
vurgularmin derslere gore dagilimi Tablo 5'te verilmistir.

stirecine katilimu

Ogrencinin degerlendirme siirecine aktif katilimi vurgularimin derslere gore dagilimi

Ders Frekans  Ornek Alinti

Biyoloji 21 “...Posterin degerlendirilmesinde biitiinciil dereceli puanlama anahtari kullanilabilir, 6z degerlendirme
yapilabilir.” (Biyoloji, S. 24)

Cografya 53 ”..‘C")grencilerden caligmalarim 6grenme giinliigiiyle degerlendirmeleri istenebilir.” (Cografya, S. 27)

Fizik 32 “...Ogretmen, ogrencilerden kendileri ve arkadaslart agisindan Ggrenme siirecinin geligimini, siiregte
zorlandi$r asamalar, bu zorlanma anlarimda kendilerini motive etme durumlarim degerlendirmeleri icin 6z
ve akran degerlendirme formlarim doldurmalarini isteyebilir.” (Fizik, S. 23)

Kimya 45 “...Ayrica 0grencilerden 0z degerlendirme formu araciiiyla baslangicta hedefledigi noktaya ulasma
durumunu, bu siireci kolaylagtiran davraniglarim ve bu siirecte neleri daha farkli yapabilecegini belirlemesi
istenebilir.” (Kimya, S. 30)

Matematik 36 “...0z degerlendirme formuyla 63rencilerin kendilerini degerlendirmeleri istenebilir.” (Matematik, S. 58)

Tarih 21 “...aragtirma siirecinde kullamlan kontrol listesi 6z degerlendirme formu olarak kullamlabilir.” (Tarih, S. 29)

T.C. Inkilap Tarihi 12
ve Atatlirkciilik

TDE 21
formlart kullamlir.” (TDE, S. 94)

“...Panel sonunda 6grencilerden 6z degerlendirme ve akran degerlendirme formlari ile kendi 6grenmelerini ve
akranlarini degerlendirmeleri istenir (T.C. Inkilap Tarihi ve Atatiirkgiiliik, $.32)

“...Diyaloglar olusturulduktan sonra dgrencilerin birbirlerini degerlendirmeleri icin akran deZerlendirme

Incelenen 6gretim programlarinda 6grencinin degerlendirme
stirecine aktif katihmi ile ilgili olarak &z/akran/grup
degerlendirme Ogretme
uygulamalarinda yansitma amagh kullamlan ¢kis karts,
ogrenme giinliigli gibi formlar incelenerek hesaplanmustir.
Tim Ogretim programlar1 igin Ogrencinin olgme ve
degerlendirme siireclerinde aktif olarak katihm gosterecek
seklide tasarlandig1 sOylenebilir. Tablo 5'e gore en fazla
cografya (53) ve kimya (45) dersleri 6gretim programlarinda
aktif

formlari ile Ogrenme-

ogrencilerin slirecine katilimim

saglayacak formlara yer verdigi sylenebilir.

degerlendirme

3.1.7.Is birligine dayali gorevlerin tasarlanmasi (is
birligi)

Ogretim programlarinda kullamilan 6grenme kanitlarinda is

birligi vurgularmimn derslere gore dagilimi Tablo 6’da verilmistir.

Ogretim programlari incelendiginde is birligi vurgusunun tiim
ogretim programlarinda yer aldig;, en fazla is birligi
vurgusunun yapildigi derslerin TDE (31) ve fizik (31) oldugu
goriilmektedir.

3.1.8.Olgme ve degerlendirme uygulamalarinda
bireysel farkliliklarin dikkate alinmasi (bireysel
farkliliklar)

Ogretim programlarinda yer alan farkhilagtirma boliimiiniin
zenginlestirme ve destekleme alt bagliklarinda, 6grencilerin
bireysel farkliliklar1 ve gelisim diizeyleri dikkate ahnmaktadur.
Bu kapsamda, igerik, 6gretim yontem ve tekniklerinin yaru sira
olcme ve degerlendirme uygulamalarma yonelik gesitli
Onerilere de yer verildigi goriilmektedir. Tablo 7'de &gretim
programlarin zenginlestirme boliimlerinde yer alan Slgme ve
degerlendirme uygulamalarmin derslere gore dagilimu
verilmistir.

Zenginlestirme boliimiinde tiim alanlarda degerlendirme
stireglerine girilmeden &grenme kamtlarma yer verildigi
goriilmektedir (Tablo 7). Cografya dersinde zenginlestirme
boliimiinde  6grenme- Ogretme yasantilarinda
performans gorevine atif yapilarak bir planlama yapildigt
dikkat ¢ekmektedir. Kimya dersi oOgretim programinda
zenginlestirme boliimiinde diger 6gretim programlarma oranla
ogrenme kamtlarma daha fazla yer verildigi sOylenebilir.
Ogretim programlarinda destekleme béliimiinde kullanilan
ogrenme kanitlarmun derslere gore dagiimi Tablo 8'de
verilmistir.

verilen
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Destekleme béliimiinde tiim alanlarda 6grenme kamtlarina yer
verildigi gortilmektedir (Tablo 8). Zenginlestirme boliimii ile
karsilastirildiginda destekleme baliimiinde 6nerilerin daha gok
icerik ve yontem agisindan verildigi soylenebilir. Unite/tema
bazl bakildiginda fizik dersi 9. sinif 6gretim programinin 2. ve
4. tinitelerinin destekleme béliimiinde 6grenme karitlarmna yer
verilmemistir. Ornegin fizik dersi 4. {initede destekleme boliimii

“Destekleme 0grencilerin  kendilerinin deney tasarlamas: yerine
ogretmen tarafindan deney hazir verilebilir.” (Fizik, P. 35) seklinde
tasarlanmigtir. Cografya dersinde destekleme béliimiinde
Ogrenme- Ogretme uygulamalar1 boliimiinde  verilen
performans gorevinin daha sade halinin uygulanmasi seklinde
bir yol izledigi goriilmdistiir.

Tablo 6.

Is birligi vurqularimn derslere gore dagilim

...Ogrencilerden 6z degerlendirme ile kendilerini, grup degerlendirmesi ile grup arkadaslarini degerlendirmeleri
“...Calisma siirecinde grup arkadaslarint ve kendilerini degerlendirebilmeleri icin grup degerlendirme formu

”..‘C")grencilerden takim ¢alismast seklinde arkadaglari ile yardimlasarak 1s1, sicaklik, hil degisimi ve 151l denge
konularindaki ¢ikarim ve gozlemlerini ortaya koymalar icin kisa bir rapor hazirlamalari istenebilir.” (Fizik, S.

“...Ogrencilerin saf swilarn kaynama ozelligi ve kaynama sicakligma etki eden faktorleri belirlemede
kullamlabilecek dlciitleri tespit etmelerini saglamak amactyla simf ici tartisma yaptirilabilir, tartisma esnasinda
saygt kurallarina dikkat edilmesi gerektigi hatirlatiliv. Bu tartisma sonunda 6grencilerin saf stoinin kaynama
sicakligim etkileyen Glgiitlere (st yiizeyine etki eden acik hava basinci ve molekiiller arast etkilesimin tiirii)

“...Yapilan grup caligmalari, grup ve akran degerlendirme formlart ile degerlendirilebilir.” (Matematik, S. 81)
“...Hazirlanan sunum soru olusturma, bilgi toplama, bilginin dogrulugu, kaynak cesitliligi, ¢ikarimda
bulunma, aktarim gibi 6lciitlerden olusan dereceli puanlama anahtart ve grup degerlendirme formuyla
“Grup ¢alismast yoluyla 6grencilerin 1. Diinya Savasi sirasinda Tiirkiye'nin i¢ siyasetindeki Milli Korunma

Miittefik devletlerle iliskileri hakkinda merak ettikleri tarihsel bir sorunu belirlemeleri saglanir (T.C. Inkilap

“...Daha sonra 0Ogrenciler beser kisilik heterojen gruplara ayrilir. Gruplar, okuduklart hikdyenin yap

Ders Frekans Ornek Alinti
Biyoloji 10
istenebilir.” (Biyoloji, S. 18)
Cografya 8
kullamlabilir.” (Cografya, S. 18)
Fizik 22
34)
Kimya 12
ulagmalari saglamr.” (Kimya, S. 30)
Matematik 13
Tarih 9
degerlendirilebilir.” (Tarih, S. 81)
T.C. Inkilap 5
Tarihi ve Kanunu, ekmek karnesi ve varlik vergisi uygulamalari ile dis siyasetindeki Mihver ve
Atattirkciilitk
Tarihi ve Atatiirkgiiliik, 5.31).
TDE 31
unsurlarma yonelik cesitli gorevler alir.” (TDE, S. 84)
Tablo 7.

Zenginlestirme boliimiindeki 6grenme kanitlarmin derslere gore dagilimi

“Ogrencilerden uygun web araglarim kullanarak Nobel Odiilii almg bilim insanlarinin (Robert Geoffrey Edwards,
Katalin Kariko, Drew Weissman, Baruch Samuel Blumberg vb.) kesiflerini bilimin dogasinin dzellikleri ve bilimsel
arastirma siirecleri baglaninda ele alan videolar ve animasyonlar hazirlamalar: istenebilir.” (Biyoloji, S. 21)

“Ogrencilerin siz konusu aragtirma gorevlerini 5grenme profillerine gre farkl yollarla sunmalarina (rol oynama,
eylem plant ve medya iiriinii hazirlama, gorsel ve sozlii sunum vb.) imkdn saglanir.” (Cografya, S. 22)

“Ogrenciler yapay zekd, nanoteknoloji ve mikroelektronik gibi bilim ve teknoloji alanindaki uygulamalarda fizik
biliminin kullanim ile ilgili tanitict bilgi gorseli, afis veya poster gibi materyalleri dijital ortamda hazirlayarak

“Ogrenciler; bu analizlerin her birini adim adim agikladiklari, kullandiklar yontemleri ve cihazlar ayrintili olarak
belirttikleri, analiz sonuclarim detaylica yorumladiklar: bir rapor hazirlamalar1 icin yonlendirilebilir.” (Kimya, S.

“...Ogrencilere kriptolojide kullanilan asal say1 test algoritmalar: ile ilgili aragtirma 6devi verilir.” (Matematik, S.

Ders Frekans Ornek Alinti
Biyoloji 29
Cografya 38
Fizik 39
paylagsabilir.” (Fizik, S. 17)
Kimya 66
20)
Matematik 45
61)
Tarih 40

“Onemli tarihgilerin hayat hikdyelerini arastirarak tarihsel bilginin insa siirecinde takip ettikleri yontemlere iliskin
tanitim rehberi hazirlamalar: istenebilir.” (Tarih, S. 20)
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T.C. Inkilap 17

“Tiirkiye nin jeopolitik ve jeostratejik giiciinii artiran etmenlere iliskin afis hazirlamalar: istenebilir (T.C. Inkilap

Tarihi ve Tarihi ve Atatiirkgiiliik, 5.34).
Atattirkg¢tliik
“Ogrencilerden okudugu siiri duygu, diigiince, estetik deger ob. agilardan degerlendirmeleri ve
TDE 32 degerlendirmelerinden yola ¢ikarak resim, sarki, kisa hikdye ya da dijital hikdye olusturmasi istenebilir. (TDE, S.
72)
Tablo 8.

Destekleme boliimiindeki 6§renme kanitlarinin derslere gore dagilimi

Ders Frekans  Ornek Alinti

Biyoloji 8 “Ogrencilere difiizyon ve ozmoz olaylarim gosteren video ve animasyon izletilebilir. Ogrencilerin difiizyon ve
ozmozun Ozellikleri hakkinda elde ettikleri bilgileri calisma defterine aktarmalar: saglanabilir.” (Biyoloji, 5.28)

Cografya 32 “Performans gorevi; farkli kriterlere gore olusturulmus bolgelerin incelenmesi, benzerlik ve farkliliklarinin
listelenmesi seklinde diizenlenebilir.” (Cografya, 5.42)

Fizik 12 “Ogrencilere bilim insanlart veya fizik bilimi ile iligkili kurum veya kuruluslar hakkinda hazir bilgi kartlar:
verilebilir. Hazirlanan zihin haritasi, sunum ya da yol haritas: etkinliklerini akranlari ile yapmalar: saglanabilir.”
(Fizik, S.18)

Kimya 14 “Gordiikleri sekilleri algilama ve hatirlama giicliigii ceken 6grenciler icin bilgi kartlar: kullamlabilir.” (Kimya,
5.21)

Matematik 21 “...Geri bildirimlerde ve degerlendirmelerde coklu ortam (sozlii, yazil, gorsel gibi) kullamlir.” (Matematik, 5.61)

Tarih 15 “Ogretmeni veya arkadaslarindan yardim alarak dijitallesmenin tarih yazimina ve tarih 6gretimine etkilerini

basitce ifade eden bir afis hazirlamalar: istenebilir.” (Tarih, S.20)

T.C. Inkilap 7
Tarihi ve
Atattirkgiiliik

“ Atatiirk ilkelerini gosteren zihin haritasi hazirlamalar istenebilir.” (T.C. Inkilap Tarihi ve Atatiirkgiiliik, S.26).

3.2. TYMM Ogretim Programlarin Olgme ve
Degerlendirme Uygulamalarinda Kavramlar
Agisindan Ortak Dil Kullanimina Iliskin Bulgular

Ogretim  programlarinda edilen kavramsal

tutarsizliklarin  baginda,

tespit
aynt Olgme aracnn farklh
derslerde farkli isimlerle anilmasi gelmektedir. Ornegin,
kimya, cografya, biyoloji ve tarih 6gretim programlarinda
"calisma yaprag1" olarak
matematik 6gretim programinda "calisma kagidi" olarak
adlandirilmistir. Benzer sekilde, TDE 6gretim programinda
hem "¢alisma yaprag1" (TDE, s.46) hem de "calisma kagid1"
(TDE, s.85) ifadeleri kullanilmistir. Ayrica, karsilastirma
amaciyla kullanilan ayni 6lgme araci tarih dersinde "T
cetveli" (Tarih, s.32), TDE dersinde ise "T diyagram1" (TDE,
5.35) olarak adlandirilmistir. Diger 6gretim programlarinda
"dereceleme Olgegi" kullanilirken,
Ogretim programinda "derecelendirme Olcegi" ifadesinin

ifade edilen Ol¢me araci,

ifadesi matematik
kullanildig1 goriilmektedir. Biyoloji ve matematik 6gretim
programlarinda "biitiinciil dereceli puanlama anahtar1”,
cografya Ogretim programinda ise "biitiinsel dereceli
puanlama anahtar1” olarak adlandirilmustir.

Bunun yani sira, fizik dersi dgretim programinda ayn
anlama gelen 6grenme kanitlarinin farkli terimlerle ifade
edilmis oldugu goriilmiistiir. Ornegin, "kontrol formu"
(Fizik, s.86) ve "kontrol listesi" (Fizik, s.79) ifadeleri
kullanilirken, "agik u¢lu maddelerden olusan bir galisma

yapragl" (Fizik, s.68) ve "ac¢ik u¢lu maddelerden olusan bir
test" (Fizik, s.68) veya "farklt madde tiirleri igeren testler”
(Fizik, s.79) ve "farkli soru tiplerinden olusan bir ¢alisma
yaprag1" (Fizik, s.91) gibi terimler de yer almaktadir.

Ogretim  programlarinda  performans  gorevlerinin
degerlendirilmesinde  siklikla puanlama
anahtarmin kullanildig: tespit edilmistir. Ancak, dereceli
puanlama anahtari ile ilgili 6grenme kanitlarinda verilen
bilgilerde 6gretim programlari arasinda bazi farkliklar
oldugu saptanmistir. Ornegin, cografya dersi Ogretim
programinda puanlama
belirtilmis ve ayrica Olgiitler de sunulmustur. Fizik
dersinde ise dereceli puanlama anahtarinin tiirii ve 6l¢iitler
belirtilmemistir.
puanlama anahtarmnin tiirii verilmis, ancak 0lgiitlere yer
verilmemistir. Kimya, TDE, tarih ve T.C. inkilap tarihi ve

dereceli

dereceli anahtarinin  tara

Matematik dersinde sadece dereceli

Atatiirk¢lilik  derslerinde ise  dereceli puanlama
anahtarinin  tirdi  belirtilmemis,  ancak  Olgiitler
sunulmustur.

Son olarak, Ogretim programlarmnin 6grenme kanitlar
boliimiinde bazi derslerde kullanilacak  6grenme
kanitlarinin nasil degerlendirilecegine iligskin agiklamalara
yer alirken, bazi derslerde sadece dlgme araglarmin adinin
gectigi goriilmiistiir. Bu duruma iliskin bazi 6rnekler
asagida sunulmustur:
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o "Degisim ve siireklilik formu kontrol listesiyle, zihin
haritas: ve bilgi gorseli dereceli puanlama anahtariyla
degerlendirilebilir. (Tarih, s. 29)

o “Cebirsel ozdesliklerin kullanimina yonelik sorulardan
olusan c¢alisma kdgidi, biitiinciil dereceli puanlama
anahtari ile degerlendirilebilir. (Matematik, s. 45)

o “Calisma yapragimn degerlendirilmesinde dereceli
puanlama anahtart kullamlabiliv.” (Fizik, 5.26)

o “Ogrencilerden calisma yapraginda atom numaralar:
verilen  farkli atomlarm  iyonlasma  enerjilerini
periyodik  tablodaki konumu ile iliskilendirerek
stralamalar istenebilir.” (Kimya, s.19)

o “Ogrencilerin bilimin dogasini incelerken elde edecegi
bilgileri kendi ifadeleriyle aktarmasi icin zihin haritas:

kullamulabilir.  Ogrencilerin ~ olusturacagr  zihin
haritalari, puanlama anahtar: ile puanlanabilir.”
(Biyoloji, 5.16)

o “Ogrencilerden tasarladiklar: deney diizeneginden elde
ettikleri sonuclart ogretmenin  verdigi metin ile
iliskilendirerek  bir arastirma  raporu  biciminde
hazirlaytp sunmalary istenebilir. (Fizik, s.29)

e “Bu siirecte calisma kagidr kullanilir.” (TDE, 5.85)

Bununla birlikte, TDE dersi 6gretim programinin 6grenme
kanit1 boliimiinde tema sonu degerlendirme béliimiine yer
verilirken, diger

rastlanmamaktadair.

programlarda boyle bir bolime

4. Tartisma

Bu ¢alismada TDE, matematik, fizik, kimya, biyoloji, tarih
(9-11), cografya ve T.C. inkilap tarihi ve Atatiirkgiiliik (12.
siif) dersleri 2024 Ogretim programlarinin Slgme ve
degerlendirmenin genel ilkeleri ve ortak dil kullanimi
kapsaminda bir incelemesi gergeklestirilmistir. Bunun yam
sira TYMM 6gretim programlari ortak metninde belirtilen
degerlendirme  yaklagimlarinin = 6gretim
programlarina yansitilma durumu analiz edilmistir.

Olgme ve

TYMM 2024 O6gretim programlarinda, onceki Ogretim
programlarina gore yapisal degisiklikler gerceklestirildigi
goriilmektedir.
degerlendirme esaslarmin yarni sira her dersin 6gretim
programi ig¢in bu yaklasimla uyumlu spesifik 6l¢me ve
degerlendirme esaslar1 belirlenmistir. Ayrica her 6grenme
ciktisina yonelik en az bir 6grenme kanit1 Snerilmistir. Gk

Ortak metinde Dbelirtilen &lgme ve

(2022) 2018 programlarinda 6l¢me ve degerlendirmeye
iliskin ortak bir ¢ergeve sunuldugunu, ancak ders ve smif
diizeyine 0zgii detayli agiklamalarin yetersiz kaldigin
belirtmistir. Bu acidan 2024 6gretim programlarmin bu
eksikligi  giderdigi  sOylenebilir. 2024  Ogretim
programlarinin  6lgme ve degerlendirme agisindan en
dikkat cekici yeniligi, tersine tasarim anlayisinin (Wiggins
ve McTighe, 2005) benimsenerek Ogrenme kanitlarmin
0grenme-0gretme oncesinde
konumlandirmasidir. Bu yaklasim, Behrens ve Dicebro

yasantilari

(2018) tarafindan vurgulanan dlgme ve degerlendirmede
paradigma degisikligi ile uyumlu olup, Olgme-
degerlendirmenin 6gretim siirecinden izole edilmesi yerine
siiregle biitiinlestirilmesini saglamaktadir. Ancak, TYMM
O0gretim  programlari bu yapisal
degisikligin gerekgesine iliskin agiklamalarin yetersiz
kalmasi, uygulayicilar agisindan belirsizlik yaratabilecek
bir  eksiklik olarak  degerlendirilebilir.  Ogretim
programlarmin big¢imlendirici degerlendirme yaklasimini
vurgulamasi olumlu bir gelisme olmakla birlikte, 6grenme

ortak metninde

kanitlarmin =~ 6grenme-ogretme  siirecinden  Once
belirlenmesinin pedagojik temellerinin daha net ortaya
konulmas: gerekmektedir. Bu durum, programin etkin
Ogretmenlerin  yeni  yaklasim

igsellestirmesi agisindan onem tagimaktadir.

uygulanmasi  ve

2024 dgretim programlarinda 6grenme ciktilari, belirlenen
beceri gergevesine bagl olarak igerik ¢ergevesi ve belirlenen
kavramsal veya alan Dbecerisi ve siire¢ Dbilesenleri
kullanilarak olusturulmustur. Ayrica, 6grenme ¢iktilarina
iliskin belirlenen siire¢ bilesenlerinin asamali bir yapida
oldugu belirtilmistir (MEB, 2024b). Webb (1997), bilissel
karmagsiklik diizeylerinin (depth of knowledge) 6grenme
stirecinde asamali olarak artmas: gerektigini savunmustur.
Ogrenme ilerlemelerinin mantiksal ve gelisimsel bir sira
izlememesi, 6gretmenlerin 6grenci ilerlemesini izlemesini
ve uygun pedagojik kararlar almasm zorlastirabilir
(Heritage, 2007). @grenme ¢iktilarinin siireg bilesenlerinin
asamalilik gostermesi, 6grencilerin biligsel gelisimlerini
olumlu etkileyebilir. Ancak bu siire¢ bilesenlerinin
asamaliligmin gorgiil olarak da incelenmesi, &grenme
kanitlarinin  daha dogru belirlenmesine ve Olgme
sonuglarmin daha gegerli olmasina katk: saglayacaktir.

TYMM 2024
araglarmin kullanilmasi, ¢agdas olgme ve degerlendirme
yaklagimlartyla uyumlu bir goriiniim sergilemektedir.
Stiggins (2002), tek bir 6l¢me aracmin 6grencilerin tiim
ogrenme ¢iktilarini degerlendirmede yetersiz kalacagini ve
¢oklu
vurgulamistir.

Ogretim  programlarinda gesitli 6l¢gme

degerlendirme  yaklasimlarmin  gerekliligini
sekilde  Gullickson  (1984)

degerlendirmelerde birden fazla kaynagin kullanilmas:

Benzer

gerektigini belirtmistir. Arastirma kapsaminda incelenen
Ogretim programlarinda 211 farkli 6grenme kanit1 1296
defa kullanilmistir. Tiim derslerde Slgme degerlendirme
uygulamalarinda cgesitliligin saglandig1 sdylenebilir. En stk
kullanilan &lgme ve degerlendirme araglari performans
gorevleri, dereceli puanlama anahtar1 (analitik veya
biitiinciil), 6z/akran/grup degerlendirme formlari, ¢alisma
yapraklar1 ve acik uclu maddelerin oldugu goriilebilir. Bu
baglamda, 6gretim programlarinda kullanilan farkli 6lgme
araclari, 6grencilerin ¢ok yonlii degerlendirilmesine olanak
saglamaktadir. Programda 6l¢gme araglarindan saglanan
gesitlilik Adamson ve Darling-Hammond (2014) tarafindan
savunulan  derinlemesine = &grenmeyi  destekleyen
degerlendirme Ortiismektedir.
onerilen 6l¢me ve degerlendirme araglari dgrenme igin
degerlendirme (assessment for learning) ve Ogrenme

yaklagimiyla Ayrica,
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olarak degerlendirme (assessment as learning)
yaklasimlarmi (Earl, 2013) destekler niteliktedir. Ancak,
cesitli  Olgme araglarmin  kullanilmasi tek  basina

yeterli degildir; bu araglarin amaca uygunlugu ve kullanim
kalitesi 2024 Ogretim programlarinda
baz1

de Onemlidir.
0grenme  kanitlarinin
Olctilmesinde, tanilayici dallanmis agag, yapilandirilmis
grid, bosluk doldurma, eslestirme sorulari, bilgi kart1 gibi
o0grenme ¢iktisin1 6lgmek icin uygun olmayan 6lgme ve

degerlendirme araglarinin kullanildig: séylenebilir. Olgme

o6grenme  ciktilarmin

ve degerlendirme uygulamalar1 6grenme ciktilar1 hakkinda
glicli saglamak amaciyla
(Brookhart ve McMillian, 2019). Amacina uygun olmayan
O0lcme ve degerlendirme araglari gegerli ve giivenilir
olmayan sonuglar iiretebilir, 6grencilerin gercek 6grenme

kanitlar tasarlanmalidir

diizeylerini yansitmayabilir ve 6gretmenlerin pedagojik
kararlarini yanlis yonlendirebilir. Bu dogrultuda, 6grenme
kanitlarinda  Onerilen  Glgme  ve
uygulamalarmin, 6grenme c¢iktisiyla uyumlu olmasmin
yani
uygulanabilir ve 6grenme siirecini destekleyici nitelikte
olmasi gerekmektedir (Brookhart ve McMillian, 2019;

Duncan ve Hmelo-Silver, 2009).

degerlendirme

sira Ogretmenler ve o&grenciler icin anlaml,

2024 TYMM
degerlendirme

Ogretim  programlarinda
suirecine

ogrencilerin
saglayacak
Oz/akran/grup degerlendirme formlar1 ve c¢ikis karts,
Ogrenme ginliigi, 3-2-1, KWL gibi
uygulamalarma onemli bir yer verildigi goriilmektedir.
Oz/akran/grup degerlendirme formlari incelenen 6gretim
programlarinda 210 defa kullanilmusgtir. Ozellikle TDE
dersi Ogretim programi, dogasi geregi dinleme/izleme,
okuma, konusma ve yazma beceri alanlarinda yansitma
uygulamalarma diger programlardan daha fazla yer
Ayrica kontrol listesi gibi degerlendirme
formlarmin da 6z degerlendirme yapmak amaciyla
kullaruldig: goriilmektedir. Oz degerlendirme formlarmin
veya yansitma uygulamalarinin bazi 6grenme ¢iktilari igin

aktif katilimin

yansitma

vermistir.

tek basma bir 6grenme kaniti olarak kullanildigi bazi
durumlarda da performans gorevi sonrasinda bir ek kanit
olarak kullanildig: goriilmektedir. Harlen ve James (1997),
ogrencilerin 6grenme siireclerinde aktif roller iistlenmeleri
kendi giiclii ve
degerlendirerek bunlarla nasil basa ¢ikabileceklerini
belirleyemedikleri takdirde akademik
gostermelerinin gii¢ olacagini ifade etmistir. Bu baglamda,
TYMM 6gretim programlarinda 6z ve akran degerlendirme
formlarmin yaygin kullanimi, 6grencilerin kendi 6grenme
siireclerini izlemelerine ve degerlendirmelerine olanak
tamimasi agisindan nemlidir. Tyi yonetilen 6z ve akran
degerlendirme siiregleri, &grencilerin 6z farkindaligini,
iligki becerilerini ve farkindaligin
gelistirebilmektedir (Brookhart, 2023). Bu agidan &gretim
programlarindaki 6l¢me yaklagimi, bu formlar araciligiyla
Ogretim programlarinin bilesenlerinden sosyal duygusal
o0grenme becerilerinin gelisimine katki sunarak biitiinciil
bir yaklasimi desteklemektedir. Bunun yani sira dgretim
programlarinda 46 defa grup degerlendirme formu

gerektigini  ve zayif  yonlerini

gelisim

sosyal

kullanilmistir. Bu durum, igbirlik¢i 6grenme ve akran
etkilesiminin ~ degerlendirilmesine
gostermektedir. Grup degerlendirmeler 6grencilerin bilgi
ve becerilerini gelistirmekte (Ferguson-Patrick ve Jolliffe,
2018; Johnson ve Johnson, 2015), 6grencilerin basarilarmni,
sosyallesmelerini, motivasyonlarini ve kisisel gelisimlerini
artirmaktadir (Slavin, 2014). Ayrica isbirlik¢i 6grenmeyle
bireysel gore
gelistirmektedir (Johnson ve Johnson,
degerlendirme formlarmin  yaygin
literatiirle uyumlu gériinmektedir.

verilen onemi

Ogrenimlerine basar1  diizeylerini
2004). Grup

kullanimi,  ilgili

2024  Ogretim  programlarmin  Onemli  yapisal
yeniliklerinden biri, 6grenme-6gretme yasantilarindan
sonra farklilastirma bdliimiine yer verilmesidir. Bazi
Ogretim programlari farklilastirma béliimiinde 6lgme ve
degerlendirme uygulamalarina yonelik zengin Oneriler
sunarken, digerlerinde bu konuda yeterli yonlendirme
bulunmamaktadir. Incelenen 6gretim programlarinda en
¢ok  zenginlestirmenin kimya yapildig:
goriilmektedir. Destekleme boliimiinde ise daha gok igerik

dersinde

ve Ogretim yontem ve teknikleri agisindan destekleme

Onerilerinin  sunuldugu, oOlgme ve degerlendirme
uygulamalar1 agisindan yeterli onerilerin sunulmadigi
bulgusu elde edilmistir. Cografya dersi 0Ogretim

programinda ise diger 6gretim programlarindan farkli bir
yaklasimla 6grenme-6gretme uygulamalarinda ele alinan
O0lcme ve degerlendirme uygulamalarinin diizey olarak
farklilagtirilmasi1  ile
boliimlerinde 6l¢me ve degerlendirme uygulamalarina yer
vermistir. Gregory ve Chapman (2013), farklilastirilmis
o0gretimde  degerlendirme Ogrenci
ihtiyaglarina ve 6grenme stillerine gore gesitlendirilmesi
gerektigini ifade etmistir. Rock ve digerleri (2008),
farklilastirilmis 6gretimde degerlendirme uygulamalarinin
cesitlendirilmesinin, dgretmenlerin 6grenci ihtiyaclarina
daha iyi yanit vermelerini sagladigini belirtmistir. Bu
nedenle,

zenginlestirme ve destekleme

uygulamalarinin

O0gretim programlarinda farklilastirma
boéliimlerinin 6l¢me ve degerlendirme onerileri agisindan
gliclendirilmesi, hem programin temel yaklagimiyla
tutarliligr saglamay1 hem de 6gretmenlerin etkili 6gretim

tasarlamalarini destekleyebilir.

TYMM 2024 &gretim programlarinin yapisinda, 6grenme
kanitlarmin 6grenme-0gretme yasantilari dncesinde yer
almasi, 6lgme degerlendirme uygulamalarinin sadece siireg
sonunda degil siirecin basindan itibaren siirekli ve
kapsamli sekilde ele alindigini gostermektedir. Tiim
Ogretim programlarinda 6n degerlendirme boliimiinde
6l¢me ve degerlendirme boliimiine yer verilmistir. Ancak

sonu¢  degerlendirmeye  yonelik  baz1i = dgretim
programlarinda Oneriler yer alirken bazi Ogretim
programlarinda  rastlanmamistir.  TYMM  Ggretim

programlar:t ortak metninde “Norm referansli raporlama
sistemiyle yapilacak raporlamalar hem 63rencinin iilke ¢apinda
diger d3rencilere gore durumu hem de d3rencinin kisisel olarak
yillara gore gelisimi hakkinda egitimin tiim paydaslarina objektif
bilgi verecektir.” ifadesi yer almaktadir. Ancak norm
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referansli raporlama sisteminin nasil olusturulacagi ve
ogrencilerinin gelisim siireglerinin nasil ortaya konacagi
hakkinda bir agiklamanin ortak metinde ve MEB tarafindan
olusturulan diger platformlarda (Ornegin
tymm.meb.gov.tr) hentiz yer almadig: goriilmektedir.

TYMM 2024 &gretim programlar: incelendiginde, bazi
O0lcme ve degerlendirme araglarinin isimlendirmesinde
oldugu
goriilmektedir. Farkli 6gretim programlarda ayni 6lgme
araglarinin farkli isimlerle anilmasi, &gretmenlerin bu

programlar  arasinda  baz1  tutarsizlik

araglar1 tanima ve uygulama siirecinde karisikliga yol
agabilecek bir durum olarak degerlendirilebilir. Programlar
arasmdaki farkliliklari, Ozellikle farkh
branglarda derse giren veya ziimreler arasi is birligi yapan
Ogretmenler arasinda iletisim sorunlarma yol agabilir.

terminoloji

Popham (2009), degerlendirme okuryazarligimin énemli bir
boyutunun, degerlendirme araglarini ve tekniklerini dogru
tanimlama ve anlama becerisi oldugunu belirtmistir. Bu
agidan Ogretim programlardaki terminoloji farklhiliklari,
ogretmenlerin degerlendirme okuryazarhigmin gelisimini
olumsuz etkileyebilir. Bu baglamda, TYMM 0Ogretim
programlarinda o©lgme ve degerlendirme araglarinin
isimlendirilmesinde
benimsenmesi 6nem tagsimaktadir.

standart bir terminolojinin

2024 TYMM o&gretim programlarinda,
degerlendirme yaklasimi agisindan oOnceki Ogretim
programlarina gore Onemli aldig1
sOylenebilir. Becerilerin 6n plana ¢ikarilmasi ve 6l¢iilmesi,
0grenme ogrenme-0gretme
oncesinde konumlandirilmasi, her 6grenme c¢iktis1 igin
spesifik Olgme araglarinin  belirlenmesi
degerlendirme agisindan programlarin giigli  yonleri
olarak oOne c¢ikmaktadir. Ayrica gesitli degerlendirme
yontemlerinin kullanilmast ve bu araglarin o&gretim
siirecinde nasil ele alinacaginin Dbelirtilmesi, bireysel
farkliliklar1 dikkate alarak farklilagtirma boliimiinde 6l¢me
ve degerlendirme uygulamalarina yer verilmesi de dikkat

Olgme ve
yenilikler yer

kanitlarmin yasantilari

Olgme ve

ceken diger ozelliklerdir. Ozellikle 6z degerlendirme, akran
degerlendirme ve grup degerlendirme formlarmin yaygin
kullanimi, 6grencilerin degerlendirme siirecine aktif

katilimin1 desteklemektedir.

TYMM 2024 6gretim programlar: dlgme ve degerlendirme
agisindan  birgok birlikte, bu
yaklagimlarin etkili uygulanmasinda bazi risklerin oldugu
diistiniilmektedir. Ogretim programlarinda bigimlendirici
degerlendirmenin 6ne ciktig1 goriilmektedir. Partnership
for Assessment of Readiness for College and Careers
(PARCC) (2010) gore  bigimlendirici
degerlendirmenin temel amaci, 6gretim siireci igin saniyesi
saniyesine, dakikasi dakikasina, saati saatine, giinii giiniine
ve haftas1 haftasina dgrenmeye dair kamit toplamaktir.
Black ve William (2018) 6l¢me araglarinin etkili kullanimi
icin Ogretmenlerin bu araclar1 nasil uygulayacaklar1 ve
sonuglart nasil konusunda yeterli
donanima sahip olmalari gerektigini ifade etmistir. Moss ve
Brookhart (2019) ise, Ogretmenlerin bicimlendirici

ilkeyi  yansitmakla

tanimina

yorumlayacaklar1

degerlendirmeyi yanlis anlamalar1 ve gerekli becerilere
sahip olmamalar1 nedeniyle, bu yaklasimin ¢ogu smnifta
etkili sekilde uygulanamadigini belirtmektedir. Ozellikle
tamamlayict  Olgme  araglarmin
degerlendirilmesi siirecinde zaman yonetimi ve nesnellik

uygulanmas1  ve

konularinda sorunlar yasanabilmektedir. ~Arastirma
kapsaminda incelenen  Ogretim programlarinda
performans gorevi, dereceli puanlama anahtari,

0z/akran/grup/degerlendirme formlari gibi tamamlayici
6l¢me ve degerlendirme araglar1 6gretmenler tarafindan
karmagik bulundugu (Arda, 2009), 6gretim siirecinde bu
araglara daha az yer verdigi (Gelbal ve Kelecioglu, 2007;
Gok ve Sahin, 2009) ve bu araglar1 gelistirmede ve
kullanmada yetersiz oldugu (Bayat ve Sentiirk, 2015)
goriilmektedir. Ogretmen yetersizliklerinin yani sira 6
Subat 2023 depremi sonrasi bazi illerde ve okullarda ders
siirelerinin azaltilmasi, 6gretim programinda yer alan
becerilerin edindirilmesi ve o&lgme ve degerlendirme
uygulamalarmin gerceklestirilmesi agisindan 6nemli bir
Sadler (1989), bildirimi
bicimlendirici degerlendirmenin temel bileseni olarak
tanimlamistir. Ogretim programlarinda dereceli puanlama
anahtarlari,

risk olusturmaktadir. geri

0z/akran degerlendirme formlariyla ve
yansitma araglartyla geri bildirim imkani saglayacak
araclarin siklikla kullanildigi gériilmektedir. Ancak bu
formlarin etkili kullanimmin yam sira Ogretmen ve
Ogrenciler etkilesim,
degerlendirmede temel bir

arasimndaki bicimlendirici

kanit kaynagi olarak
nitelendirilmistir (Allal, 2010). Bu baglamda, 6gretmenlerin
programda Onerilen kanitlarla yetinmeyip, siireg igerisinde
ogrencilerle etkilesim icinde farkli karitlar elde etmeleri ve
bu karutlara dayali olarak Ogrenme-0gretme siirecini
diizenlemeleri 6nem tasimaktadir. Programlardaki basarili
degisimler, en o6nemli paydas olan Ogretmenlerin bu
degisime inanmalarini gerektirmektedir (DaRosa vd.,
2011). Ancak Ogretmen yeterlikleri, kalabalik
mevcutlari, merkezi sinav baskisi ve not vermeye odakl
anlayis1  gibi programda
ongoriilen olgme ve degerlendirme yaklasimimin etkili
sekilde kullanilmasinda sorunlara yol agabilir. Bu nedenle,

sinuif

degerlendirme faktorler,

Ogretim programlarinin 6lgme degerlendirme anlayisinin
pratikte uygulanabilmesi igin Ogretmenlerin yeterlik
diizeylerini gelistirecek
gerekmektedir.

onlemlerin alinmasi

Ogretim programlarindaki 6lgme ve degerlendirme
yaklagiminin daha etkili bir sekilde yansitilmas: ve sonraki
siirecte Ogretim programlarinin gelistirilmesi icin bazi
Oneriler sunulabilir. Baz1 0grenme c¢iktilar1 i¢in uygun
olmayan Ol¢gme araglarmin yeniden diizenlenmesi ve

destekleme boliimiinde olgme ve  degerlendirme
yontemleri acgisindan daha zengin Onerilerin sunulmasi,
programimn etkili bir sekilde wuygulanmasina katki

saglayacag1 soylenebilir. Ogretim programlari arasinda
ortak bir 6l¢gme-degerlendirme terminolojisi olusturmak
i¢in bir sozliik hazirlanmasi, bi¢imlendirici degerlendirme
uygulamalarmin etkili kullanimi i¢in okul temelli destek
mekanizmalarinin  olusturulmast

ve norm referansh
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raporlama sisteminin gelistirilmesi 6nem tasimaktadir.
Ogretmenlere yonelik mevcut mesleki gelisim programlar
da dikkate alinarak uygulamali atdlyeler igeren egitim
programlar1 diizenlenmelidir. Bu ¢alismada sadece TDE,
matematik, fizik, kimya, biyoloji, tarih, cografya ve T.C.
inkilap tarihi ve Atatiirkciiliik dersleri 6gretim programlari
incelenmistir. Mleriki calismalarda diger sinf
diizeylerindeki ve farkli alanlardaki 6gretim programlari
incelenebilir veya tek bir ders 6gretim programu tizerinde
daha detayl arastirmalar gercgeklestirilebilir.

Yazar Katkilar1 : 1. yazar: Giris, yontem, dokiiman
incelemesi ve verilerin analizi, tartisma ve sonug

2. yazar: Bulgular, tartisma ve sonug, dokiiman incelemesi
ve verilerin analizi, makalenin son halini revize etme

Finansman : Bu calisma herhangi bir kurum, kurulus
veya fon saglayici tarafindan finansal destek almamustir.
Tim arastirma siireci, yazarlarin bireysel c¢abalariyla
gergeklestirilmistir.

Veri Erisebilirligi: Bu calismada dokiiman analizi yontemi
kullanilmis olup, herhangi bir birincil veri toplama siireci
gerceklestirilmemistir. Dolayisiyla, calismaya dayanak
olusturan veriler kamuya agik kaynaklardan veya ilgili
literatiirden elde edilmistir. Veri paylasimi s6z konusu
olmadigindan, dis arastirmacilar i¢in dogrudan erisilebilir
bir veri seti bulunmamaktadir.

Ekler: Ogretim Programlarinda Kullanilan Ogrenme
Kanitlar1
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EK: Ogretim Programlarinda Kullanilan Ogrenme Kanitlar1

Ogrenme Kanit1 T.C. .
s iy €
v §, g b, T
.g\ W g < = g Atattirkgtil = =
— o (o]
|/ O B ¥ = B F iik = =
Performans gorevi 12 27 16 17 32 12 32 6 154 11,87
Dereceli puanlama anahtar1 4 - 27 34 7 20 32 6 130 10,02
Oz degerlendirme formu 10 23 21 19 17 8 13 2 113 871
Calisma yapragi/kagidi 5 17 17 8 40 3 16 2 108 8,33
Analitik dereceli puanlama anahtar1 16 20 3 - 4 - - - 83 6,40
Acik uglu sorular 1 20 6 - 1 - 19 - 57 4,39
Akran degerlendirme 2 7 9 5 11 2 11 4 51 3,93
Grup degerlendirme formu 8 12 4 2 5 7 3 5 46 3,55
Kontrol listesi 2 13 5 - 5 5 12 2 44 3,39
Cikis kartt 1 1 7 2 1 20 1 33 2,54
Ogrenme giinliigii 7 5 - - - 14 - 26 2,00
Kavram haritast 4 1 5 - 3 - 11 24 1,85
Yapilandirilms grid 4 4 7 5 1 - - 1 22 1,70
Deney/deney raporu 5 - 5 9 1 - - - 20 1,54
Karsilagtirma tablosu 2 3 1 14 - 20 1,54
Kisa rapor yazma/kisa metin/ kisa yansitma - - 11 - 2 4 - 18 1,39
makalesi/yansitma notu
Zihin haritasi 5 1 3 - 1 1 7 - 18 1,39
Bilgi gorseli/infografik 3 - 6 - - 3 4 - 16 1,23
Aragtirma 6devi - - - - 16 - - - 16 1,23
Puanlama anahtari 7 - 8 - - - - - 15 1,23
Derecelendirme 6lgegi - - - - 15 - - - 15 1,16
Kisa cevapl sorular - - - - 1 - 13 - 14 1,08
Poster 4 - 8 - 1 - 1 14 1,08
Balik kilgig1 5 - - - - 1 7 1 14 1,08
Uriin dosyast/portfolyo 1 - - 12 - - - 13 1,00
Sunum 3 - 7 - - 2 - 1 13 1,00
Biitiinctil/biitiinsel dereceli puanlama - 3 - - 9 - - - 12 0,93
Smav kagitlar - - - 12 - - - - 12 0,93
Proje 6devi 1 - 1 1 8 - - 11 0,85
Gozlem formu 1 - 2 - - 2 5 1 11 0,85
Etkinlik kagidi - - - 10 - - - 10 0,77
Brosiir 4 - 4 - - 1 - - 9 0,69
Test (acik uglu) - - 8 - - - - 8 0,62
Aragtirma raporu/yazist 5 - - - - 2 - 1 8 0,62
Tarilayici dallanmis agag - 1 5 - 2 - - - 8 0,62
Sinif i¢i tartisma - - - 7 - - - - 7 0,54
Test (farkli madde tiirleri) - - 7 - - - - - 7 0,54
T diyagrami - - - - - - 7 - 7 0,54
Afis - - 2 - 2 1 - 1 6 0,46
Oriimcek ag1 2 - - - 3 - - - 5 0,39
Sanal pano/biilten panosu - - 2 - - - 3 - 5 0,39
Model olusturma 4 - - - - - - 4 0,31
Bosluk doldurma/dogru yanhs - - 2 2 - - - 4 0,31
Hikaye haritas: - - - - - 4 - 4 0,31
Soru kutusu - - 3 - - - - 3 0,23
Anlam ¢6ziimleme tablosu - 2 1 - - - - - 3 0,23
Grup tartigmasi - - 3 - - - - 3 0,23
Venn Diyagrami - - - 3 - - - - 3 0,23
Tablo 2 - 1 - - - - 3 0,23
Okuma ¢emberi - - - - 2 - 2 0,15
Ogrenme duvar - - - - - 2 2 0,15
Gazete/ kose yazisi - - - - - 1 1 2 0,15
Kavram karikaturii - 1 - 1 - - 2 0,15
KWL (ne hissediyorum-ne biliyorum-ne bilmek - - - - - 1 - 1 2 0,15
istiyorum-ne 6grendim)
Degisim ve siireklilik formu - - - - - 2 - - 2 0,15
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Tarih seridi - - - - - 2 - - 2 0,15
izleme testi - - - 1 - - 1 - 2 0,15
Bilgi kartlar1 - - - - - - 2 - 2 0,15
Animasyon 2 - - - - - - - 2 0,15
Cizim - - 2 - - - - - 2 0,15
Diisiin- esles- paylas - - - - - - 2 - 2 0,15
Frayer diyagrami - 1 - - - - - - 1 0,08
Test (eslestirme sorularr) - - 1 - - - - - 1 0,08
Eslestirme testi - - - - 1 - - - 1 0,08
Metin ve deney diizenegi analizi - - 1 - - - - - 1 0,08
Dijital oykii - - - - - 1 - - 1 0,08
Kisa tarihi anlati - - - - - 1 - - 1 0,08
Zaman seridi - - - 1 - - - 1 0,08
Tarihsel empati formu - - - - - 1 - - 1 0,08
Tarihsel kaynak (kanit) - - - - - 1 - - 1 0,08
Tarihsel akis semast - - - - - 1 - - 1 0,08
Tarihsel bakis formu - - - - - 1 - - 1 0,08
Anlamsal ¢agrisim haritasi - - - - - - 1 - 1 0,08
Yumruktan bese - - - - - - 1 - 1 0,08
Evet hayr kartlar - - - - - - 1 - 1 0,08
Organizasyon semast 1 - - - - - - - 1 0,08
Gorsel tasarim - - 1 - - - - - 1 0,08
Simiflandirma tablosu - - 1 - - - - - 1 0,08
Kelime kart1 - - - - - - 1 - 1 0,08
Kelime duvart - - - - - - 1 - 1 0,08
Ciimle duvar - - - - - - 1 - 1 0,08
Neden sonug formu - - - - - - - 1 1 0,08
Mektup - - - - - - - 1 1 0,08
TOPLAM 133 162 207 165 238 86 266 39 1296 100

Not. Kalin olarak ifade edilenler sadece bir dersin 6gretim programinda yer alan 6grenme kanitlarini gostermektedir.
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1. Introduction

In the 21Ist century, with its rapidly changing global
dynamics, updating curricula has become an inevitable
necessity. Changing world conditions and technological
developments make it imperative to restructure education
systems (Demirel, 2020). International organizations such
as the OECD, IMF, and World Economic Forum assess the
necessity of this change from the perspective of global
competition and sustainable development, while
institutions such as UNESCO and UNICEEF address it in the
context of inclusive education and equal opportunities.
Today, curricula are moving away from the traditional
knowledge transfer approach and evolving into a structure
that focuses on 21st-century skills such as problem-solving,
critical thinking, and creativity (Voogt & Roblin, 2012). In
this transformation process, while the goal is to develop the
individual potential of each student, it is also important to
observe international standards. Modern curricula prepare
students for an unpredictable future by prioritizing skills
and competencies over knowledge (Sahlberg, 2016). In this
context, updating curricula requires not only renewing
content but also restructuring learning-teaching processes
and assessment approaches in line with the needs of the
times (Darling-Hammond, 2017). Education is being
redefined as a process that aims not only to provide
individuals with access to knowledge but also to develop
skills such as critical thinking, problem-solving, and
creativity (Wagner, 2008; Zhao, 2009). In this context,
updating curricula is critical for individuals to succeed in a
global competitive environment and contribute to
sustainable goals (UNESCO, 2020).
Technological innovations such as digital transformation
and artificial intelligence, in particular, require the
adoption of new pedagogical approaches in education
(Collins & Halverson, 2018).

development

In the transformation of curricula, measurement and
evaluation approaches (Ertiirk, 1997), which are one of the
fundamental elements of curriculum, must also adapt to
this transformation. Traditional assessment methods based
on knowledge transfer are insufficient for measuring
students' 21st-century skills (Black & Wiliam, 1998).
Instead, formative assessment approaches that support the

learning process and reveal students' individual potential
are coming to the fore (Hattie, 2012). Furthermore, ensuring
that assessment processes are fair, inclusive, and valid is a
fundamental requirement for achieving equality and
quality in education (Popham, 1997). Therefore, modern
curricula are developing innovative approaches that
integrate measurement and assessment processes with
learning.

1.1. New Paradigm in Assessment and Evaluation

In the United States (US), reports prepared by the Gordon
Commission under the heading “The Future of Assessment
in Education” (Gordon, 2018), Behrens and DiCerbo (2018)
stated that digital transformation has triggered a paradigm
shift in assessment ecosystems, moving away from
traditional testing models and requiring more holistic
approaches to teaching and assessment processes. This
transformation is characterized by three main paradigm
shifts centered on digital technologies. The first paradigm
shift is defined as a transition from the item paradigm to
the task paradigm. This shift envisions assessments in
schools going beyond test items to evaluate student
learning in the context of complex tasks that are closer to
real-world situations. Thanks to technological advances,
various tasks such as analyzing students' writing skills,
collecting data in digital environments, and virtual
collaboration can be comprehensively analyzed. In this
context, task-based assessments enable a more authentic
and meaningful measurement of students' learning levels
and skills/abilities. This paradigm shift has been made
possible by technological advances that enable data
collection and analysis across a broader range of activities,
such as simulations, games, and collaborative problem-
solving tasks. The second paradigm shift is described as a
transition from an individual paradigm to a social
paradigm. Assessment ecosystems should evaluate how
students interact within a group and how they learn from
these interactions, rather than focusing solely on individual
performance. This goes beyond focusing on individual
achievement to include evaluating how students contribute
to group learning, how they interact with their peers, and
how they use social resources to solve problems. The third
paradigm shift is the transition from isolated assessment to
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educational unification. This approach aims to create a
more seamless and holistic learning environment by
removing the sharp boundaries between assessment and
instruction. Digital environments facilitate the collection of
data about student learning during instructional activities,
enabling real-time feedback to support the teaching
process. This shift represents a transition to a model that
integrates assessment processes into the learning process.

1.2. Century of Tiirkiye Education Model and
Assessment Approach

While similar paradigm shifts have been discussed in the
literature, the Century of Tiirkiye Education Model (CTEM)
curricula were enacted in Tiirkiye with the Decision No. 20
dated May 23, 2024, by the Board of Education (Ministry of
National Education [MoNE], 2024a). Accordingly,
significant structural changes have been made in the
curricula developed within this framework. CTEM adopts
an approach that focuses not only on students' acquisition
of knowledge but also on their development of skills
(MoNE, 2024b). One of the fundamental conceptual
changes in the teaching programs is the terminological
transformation of the knowledge and skills that students
are expected to acquire. These characteristics, which were
referred to as “targets/target behaviors” in the curricula
prior to 2005, have been renamed ‘acquisition’ in the
curricula after 2005. In the CTEM 2024 curricula, this
concept is defined as “learning outcomes.” Learning
outcomes have been developed based on the conceptual
and subject-specific skills defined in the CTEM curricula
common text, in conjunction with the content framework,
using the skill map prepared for Tiirkiye as a reference.
Additionally, for each learning outcome, the process
components of the learning outcomes have been structured
by considering the process components of the conceptual
or field skills used. The developed learning outcomes have
been used as a reference in the assessment of learning.
When examining the structure of the TYMM 2024 teaching
programs, it is seen that they consist of the sections
“Learning outcomes and process components,” “Content
frame”, learning

evaluation)”, “Learning-teaching
“Differentiation”, and “Teacher reflections.” In previous
(2005, 2013, 2018),
evaluation approach was presented under the heading
“Measurement and Evaluation Approach in Curricula,”
and no recommendations for measurement and evaluation
practices related to learning outcomes were included. In the
2024 curricula, however, the measurement and evaluation
approach for each subject is included in the common text of
the curriculum as well as in the “Principles of Curriculum
Implementation” section of each curriculum under the
subheading “Indicators of Learning (Measurement and
Evaluation).” In addition, in the curricula for all subjects,
measurement and evaluation practices for the learning
outcomes in the relevant theme/unit/learning area are
recommended under the heading “Indicators of Learning

“Indicators  of (assessment and

experiences”,

curricula the measurement and

(Measurement and Evaluation)” in the
units/themes/learning areas included in the curricula.
These sections do not provide evidence for measuring
cross-curricular components (social-emotional learning
skills, literacy skills, values) and dispositions. How the
proposed indicator of learning will be applied in the
teaching process is addressed in the “learning-teaching
practices” section under “learning-teaching experiences” in
a way that is integrated with the teaching process.
Additionally, it is emphasized that the indicators of
learning are exemplary, and teachers should highlight
different indicators of learning by considering the phased
structure of learning outcomes and process components

(MEB, 2024b). In the differentiation section,
recommendations for differentiation are made in terms of
teaching methods and techniques, content, and

measurement and evaluation practices under the heading
of “Supporting” and “Expansion”, taking into account the
individual differences of students.

The CTEM 2024 curricula adopts a measurement and
evaluation approach that emphasizes both formative and
summative assessment methods (MoNE, 2024b). Within the
scope of the curricula, it is mandated that at least one
performance task be assigned for each unit/theme/learning
area, and it is anticipated that criterion-referenced
assessment tools will be utilized in evaluating these tasks.
In addition, the CTEM Curriculum Framework highlights
the integration of digital technologies in measurement and
evaluation processes, the reporting of assessment results,
and the provision of feedback to students alongside the
grading process. It also underscores the necessity of
ensuring active student participation in the assessment
process.

The 2024 curricula of the CTEM differs from previous
curricula in that it provides detailed explanations for the
recommended measurement and evaluation tools for each
learning outcome, as well as how these tools should be
integrated into the teaching process. In this respect, it offers
a guiding framework for structuring teaching and may also
be regarded as a general lesson plan. Regardless of its
intended purpose, the measurement and evaluation
process must be grounded in certain principles (Ozoglu &
Kog, 1996). Within this framework, the principle of
purposefulness is based on the alignment of assessment
practices with instructional objectives and the use of
appropriate tools and forms of evidence that can accurately
measure the competencies or learning outcomes stated in
the curriculum. Contrary to traditional approaches, the
principle of advocates for conducting
assessment not only at the end of teaching, but also at its
beginning and throughout the teaching process, thereby
ensuring that development is
monitored from a holistic perspective. Furthermore, the
principle of comprehensiveness requires that academic
achievement be evaluated not only based on cognitive
performance but also by taking into account factors such as

continuity

students' academic
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interest, motivation, and the learning environment.
Emphasizing the active involvement of students in the
assessment process, the principle of self-assessment
promotes students’ reflection on their own learning
processes, thus supporting the development of their
responsibility for learning. The principle of diversity in
assessment tools, which calls for the use of varied
assessment techniques tailored to students’ different
learning styles and individual characteristics, highlights
that no single tool can adequately evaluate all students and
all competencies or learning outcomes, necessitating the
use of multiple methods. The principle of collaboration
requires that assessment practices be jointly planned and
conducted by teachers and students, and that the process
be structured in a way that contributes to student learning.
The principle of planning underscores the necessity of
adopting a systematic approach by determining in advance
which assessment methods will be used and at which
stages of the instructional process. Finally, the principle of
individual differences necessitates that intra- and inter-
individual differences be identified in a valid and reliable
manner, and that the resulting data be used to support
students” academic development and maximize their
achievement (Ozoglu & Kog, 1996).

1.3. The Aim and Significance of the Study

Measurement and evaluation is one of the fundamental
elements that determine the effectiveness of curricula and
play a critical role in monitoring, guiding, and evaluating
students' learning processes. The 2024 curricula developed
within the scope of the CTEM introduce significant
structural changes in terms of their approach to assessment
compared to previous curricula. These changes include the
explicit specification of assessment principles for each
subject and the provision of at least one indicator of
learning
Furthermore, indicators of learning and assessment
practices integrated with instruction are addressed more

corresponding to each learning outcome.

comprehensively within the curricula. Considering that
measurement and evaluation processes were treated in a
more limited manner in earlier curricula, the structured
definition of these processes for each learning outcome in
each subject in the 2024 curricula can be regarded as a major
innovation. In this context, whether a common language
has been established in measurement and evaluation
practices across the new curriculum also constitutes a key
area of investigation in the present study.

This study aims to examine the measurement and
evaluation approach presented in the common text of the
2024 curricula developed within the CTEM, along with the
secondary education curricula for mathematics, Turkish
Language and Literature (TLL), physics, chemistry,
biology, history of Turkish Republic revolution and
Kemalism, history, and geography, within the framework
of fundamental principles of measurement and evaluation.
By evaluating the integration of measurement and
evaluation principles into these curricula, the study seeks

to contribute to the development of educational policies
and to serve as a reference for future curriculum revisions.

In this context, the study seeks to answer the following
research questions:

e Are the measurement and evaluation principles
stated in the CTEM 2024 curricula common text
and the indicators of learning included in the
curricula aligned with the fundamental principles
of measurement and evaluation?

e To what extent are the measurement and
evaluation principles outlined in the CTEM 2024
curricula common text reflected in the respective
curricula?

e Hasacommon conceptual language been adopted
in the measurement and evaluation practices
within the CTEM 2024 curricula?

2. Method
2.1. Design

This study was conducted using the document analysis
method, one of the qualitative research approaches.
Document analysis involves the systematic examination of
written materials that contain information about the
phenomena targeted for investigation (Yildirim & Simsgek,
2018). It is a method that enables the systematic review and
interpretation of both printed and electronic documents
(Bowen, 2009).

2.2. Data Sources

The study group consists of the CTEM curricula Common
text published by the MoNE (mufredat.meb.gov.tr) and the
secondary education curricula for TLL, mathematics,
physics, chemistry, biology, history (grades 9-11), history
of Turkish Republic revolution and Kemalism (grade 12),
and geography. The study group was determined using the
criterion sampling technique, one of the purposeful
sampling methods. As noted by Patton (2014), criterion
sampling involves the systematic examination of all cases
that meet pre-established criteria. In this context, five main
criteria were set for the selection of curricula included in
the study: (1) being at the secondary education level, (2)
being updated in 2024, (3) covering core subject areas, (4)
spanning grades 9 through 12, and (5) including a section
on measurement and evaluation.

2.3. Procedure

The curricula examined within the scope of this study were
evaluated based on various criteria to determine the
effectiveness of their measurement and evaluation
processes. The determination of these criteria was
grounded in the fundamental principles that should be
observed in measurement and evaluation processes, as
proposed by Ozoglu and Kog (1996), as well as the
assessment principles outlined within the curricula
themselves. Accordingly, the programs were analyzed
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based on eight core criteria: (1) measurability of learning
outcomes, (2) diversity of tools, (3)
appropriateness of indicators of learning to the intended
purpose, (4) structured planning of measurement and
evaluation practices, (5) active student participation in the
evaluation process, (6) implementation of an integrated
approach to assessment, (7) inclusion of collaborative
assessment practices, and (8) consideration of individual

assessment

differences in measurement and evaluation. In addition to
these criteria, the use of a common language in
measurement and evaluation tools was also examined. The
curricula included in the study were analyzed in line with
these defined criteria.

2.3.1. Ethical disclosure

This study is based solely on documents available in the
existing literature, and no direct research was conducted
involving human participants or data.
Therefore, the study does not fall within the scope of
research requiring approval from an ethics committee.

individual

2.4. Data Analysis

The data were analyzed using content analysis and
descriptive analysis techniques. Content analysis is a
research method that enables making inferences by
objectively identifying specific
characteristics within textual or visual materials
(Krippendorff, 2018). This method is widely used in the
social sciences as it allows the expression of qualitative data
in quantitative terms (Neuendorf, 2017). During the content
analysis process, the texts were carefully read, coded, and
key themes were identified by two researchers. In
descriptive analysis, the data were organized within a
predefined framework and interpreted in line with the aim
of the study to render them meaningful. The data analysis
was conducted using the MAXQDA 20 software (VERBI
Software, 2020).

systematically and

3. Results

In this the measurement and evaluation
components of the secondary education curricula for
biology, geography, physics, chemistry, mathematics,
history, history of Turkish Republic revolution and
Kemalism, and TLL were examined and comparatively

analyzed on a subject-by-subject basis. The findings

section,

obtained from this analysis are presented below.

3.1. Results on the Analysis of the CTEM Curricula
Common Text and Subject Curricula in Terms of
Measurement and Evaluation Principles

3.1.1. Evaluation of learning outcomes in terms of
measurability (measurability)

Learning outcomes in the curricula have been developed by
considering the associated conceptual or field skills as well
as their process components. These process components
have been structured in a sequential manner within the
curricula. Overall, it can be stated that this progression has

been effectively ensured and the learning outcomes have
been formulated in a measurable way.

3.1.2. Appropriateness of indicators of learning to
learning outcomes (purposefulness)

Within the scope of the study, the appropriateness of
indicators of learning to the corresponding learning
outcomes was examined in the curricula, and it was
determined that two instances in the physics curriculum
and one in the chemistry curriculum featured evidence that
did not align with the intended outcomes. For example, in
the physics curriculum, for the learning outcome
“PHYS.9.2.5. Ability to compare the fundamental forces in
nature,” the suggested evidence of learning is a “...exit ticket
on the similarities and differences of fundamental forces in
nature” (Physics, p. 22). An exit ticket is generally used as a
reflective assessment tool, whereas this outcome requires
students to engage in comparative analysis. In this learning
outcome, students are expected to make comparisons.
From this perspective, the suggested exit card may not be
an appropriate stand-alone piece of evidence for assessing
this particular learning outcome. Similarly, for the outcome
“PHYS.9.2.4. Ability to use inductive reasoning in vector
addition using the tip-to-tail and parallelogram methods and in
decomposing wvectors,” the suggested evidence is “.a
worksheet consisting of truelfalse, fill-in-the-blank, and matching
questions” (Physics, p. 22). However, inductive reasoning
observation, pattern recognition,
generalization. The recommended worksheet targets
lower-order cognitive skills, making it insufficient on its
own to adequately assess the intended learning outcome.
Likewise, in the chemistry curriculum, for the learning
outcome “CHEM.9.2.12. Ability to infer the effects of adhesion
and cohesion forces on the properties of liquids,” the proposed
indicator of learning is “...students may be asked to answer fill-
in-the-blank questions related to surface tension, adhesion-
cohesion forces, capillarity, concave-convex appearance, and
wetting properties of liquids with specified intermolecular forces”
(Chemistry, p. 31). This indicator of learning, when used
alone, is also deemed inadequate for assessing the intended
inferential reasoning skills required by the learning
outcome.

involves and

3.1.3. Ensuring diversity in measurement and

evaluation tools (diversity)

In the common text of the CTEM (MoNE, 2024b), the
necessity of collecting multiple pieces of evidence through
various assessment and evaluation methods is emphasized.
In this context, in order to determine the extent to which
both this principle stated in the common text and the
principle of diversity in measurement and evaluation are
ensured, the curricula were examined, and the distribution
of the indicator of learning used in the curricula by subject
is presented in Table 1.
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Table 1.

Distribution of indicators of learning by subjects in the curricula

Subjects Number of Number of Number of Total Number  Average Number
Units/Themes Learning Distinct of Indicators of Indicators of
Outcomes Indicators of of Learning Learning per
Learning Used ~ Used Learning Outcome
Biology 8 78 31 133 1,71
Geography 28 76 19 162 2,13
Physics 16 106 35 207 1,95
Chemistry 12 93 22 165 1,77
Mathematics 27 77 24 238 3,09
*History 9 38 28 86 2,26
Turkish Language and Literature 16 246 33 266 1,08
*History of Turkish Republic revolution and Kemalism 3 16 19 39 2,44
Total 119 730 211 1296 1,78

Note. *The History curriculum was developed for grades 9, 10, and 11, while the history of Turkish Republic revolution and Kemalism curriculum was designed for the 12th grade

level.

An analysis of the indicators of learning included in the
CTEM 2024 curricula reveals that a total of 1,296 pieces of
indicators of learning were utilized. At the subject level, the
number of distinct types of indicators of learning ranges
between 19 and 35, with the greatest diversity observed in
the subject of mathematics. As shown in Table 1, the
average number of indicators of learning items provided
per learning outcome is 1.78, indicating that most learning
outcomes are supported by multiple forms of evidence.
Among the curricula, the mathematics curriculum exhibits
the highest average number of indicators of learning items
per outcome, whereas this average is 1.08 in the TLL
curriculum. However, considering that the TLL curriculum

Table 2.

Indicators of learning used in the curricula

comprises a total of 246 learning outcomes, it can be stated
that this curriculum includes the highest absolute number
of indicators of learning items. Furthermore, due to the
structural characteristics of the TLL curriculum, where
some learning outcomes are repeated across different
themes and grade levels, it can also be inferred that
multiple forms of evidence are provided for individual
learning outcomes within this curriculum. The distribution
of the ten most frequently indicators of learning by course
in the CTEM 2024 curricula is presented in Table 2.
Information regarding other evidences employed in the
curricula is provided in Appendix.

History of
" Turkish
o .
Indicator of Learning -%i [ T Republ%c —_
> 5 n @ g > revolution X
o0 = o = Q = N
e 2 7 5§ = £ and I
s g =z 2 sz 3 ; 2 2
n (@) = O = T [ Kemalism 2 2
Performance task 12 27 16 17 32 12 32 6 154 11,87
Rubric 4 - 27 34 7 20 32 6 130 10,02
Self-assessment form 10 23 21 19 17 8 13 2 113 8,71
Worksheet 5 17 17 8 40 3 16 2 108 8,33
Analytic rubric 16 20 3 - 44 - - - 83 6,40
Open-ended items 1 20 6 - 11 - 19 - 57 4,39
Peer-assessment form 2 7 9 5 11 2 11 4 51 3,93
Group-assessment form 8 12 4 2 5 7 3 5 46 3,55
Checklist 2 13 5 - 5 5 12 2 44 3,39
Exit card 1 1 7 2 1 20 1 33 2,54
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Within the scope of the research, 84 unique indicators of
learning were identified across the curricula examined. As seen
in Table 2, different indicators of learning were utilized across
subjects. For instance, the indicators test (matching questions),
test (open-ended), and test (varied item types) were used only
in the physics curriculum; Tarsia puzzles, concept cartoons,
intra-group discussions, timelines, and activity sheets only in
the chemistry curriculum; research assignments, matching
tests, and rating scales only in the mathematics curriculum; the
Frayer model only in the geography curriculum; historical
empathy forms, historical flowcharts, historical source forms,
historical perspective forms, and continuity and change forms
only in the history curriculum; the cause-effect form only in the
“history of Turkish Republic revolution and Kemalism”
curriculum; and indicators such as diagnostic tests, short-
answer questions, semantic mapping tables, comparison tables,
T-diagrams, yes-no cards, flashcards, story maps, and “fist to
five” only in the TLL curriculum. It is observed that the
curriculum with the most reflective indicators of learning is
TLL. In the mathematics curriculum, worksheets were used 40
times. Performance tasks (11.87%) and rubrics (10.02%) appear
as the most frequently used indicators of learning. Besides
performance tasks, it is noteworthy that tools such as posters,
brochures, newspaper articles, animations, and research
reports —assigned as performance tasks in some curricula—are
presented as separate indicators of learning. Feedback-oriented
assessment tools such as analytic rubrics, holistic rubrics,
general rubrics, rating scales, checklists, and observation forms
were used 310 times (23.92%). In some curricula, rubrics are
presented as either evaluation tools or indicators of learning,
while in others, they are shown as tools for assessing
performance tasks. Additionally, while some curricula specify
the type of rubric (analytic or holistic), others do not make such
a distinction. Self-, peer-, and group-assessment forms were
used a total of 210 times (27.22%). Reflective indicators of
learning such as exit card, KWL chart, learning diary, and
reflective essay were used 80 times (6.17%).

3.1.4. Systematic and

evaluation practices (planning)

planning of measurement

It was found that in the “pre-assessment” section of the learning-
teaching experiences, measurement and evaluation suggestions
related to the concepts outlined in the foundational assumptions
are provided in all curricula. In a significant portion of the
curricula, indicators of learning are addressed under the
heading of “learning-teaching practices,” and explanations are
offered regarding how these indicators are to be integrated into
the teaching process. However, it is noteworthy that some
indicators of learning associated with certain learning outcomes
are either not included in this section or not explicitly explained.
Additionally, it was determined that there are measurement
and evaluation tools and methods used within learning-
teaching practices that are not listed among the indicators of
learning. Nevertheless, it was also identified that these
principles are not specified under the headings of indicators of
learning or learning-teaching practices in the common text.

Some examples illustrating the misalignment between
indicators of learning and learning-teaching practices are
presented below. For instance, in the 9th-grade first theme of the
biology curriculum, the indicators of learning are stated as
follows: “Learning outcomes may be assessed using learning diary,
mind map, research report, performance tasks, checkpoints, structured
grids, worksheets containing open-ended items, and infographics
evaluated through rubrics.” However, it was identified that mind
maps, checkpoints, and worksheets with open-ended items—
although listed as indicators of learning—were not included in
the corresponding learning-teaching practices for that outcome.
Conversely, in the same theme, tools such as diagnostic
branching trees, KWL forms, and self- and group-assessment
forms were used in learning-teaching practices for the related
outcome, despite not being specified among the indicators of
learning (Biology, p. 19). A similar inconsistency is found in the
9th-grade mathematics curriculum. For example, while spider
web concept maps and mind maps were employed in the
learning-teaching practices for a given outcome, these tools
were not listed among the corresponding indicators of learning
(Mathematics, p. 76).

3.1.5. Integrated approach in measurement and

evaluation (continuity)

An examination of the CTEM curricula common text reveals
that among the assessment approaches, formative assessment
is emphasized in alignment with the overall goals of the
program. It is also noted that, in addition to formative
assessment, the curricula incorporate summative assessment
practices. Upon reviewing the curricula, it is observed that
indicators of learning are primarily recommended for use in
formative assessment, while some curricula also include
suggestions for summative evaluation. Moreover, in the “pre-
assessment” section of the learning-teaching experiences, it is
stated that assessments are to be conducted to determine
students’ prior knowledge and skills, as well as their interests
and needs during the learning-teaching process.

An example from the physics curriculum regarding pre-
assessment is as follows: “In order for students to explain the
interaction and types of electric charges, a concept map based on their
prior knowledge is prepared. Through a question-and-answer
technique, students’ readiness levels concerning the behavior of
magnetic poles are identified. To assess their prior knowledge about
activities that can be conducted using Earth’s magnetic field and the
existence of organisms capable of orienting themselves using
magnetic fields, matching questions are posed” (Physics, p. 68). It
can be stated that the curricula adopt an approach in which
continuous, formative assessment is considered essential in
instructional design and implementation to improve learning
and contribute to deeper engagement in the learning process.
The indicators of learning recommended in the curricula are
integrated throughout the program by being utilized in the
planning, design, and implementation phases of instruction,
thereby embedding formative assessment systematically. The
distribution of feedback-related emphases in the indicators of
learning used across the curricula examined in this study is
presented in Table 3.
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Table 3.
Distribution of feedback emphases by subjects
History of
. Turkish
> 8 .
= > £ Republic
Feedback 5 g‘ 8 ‘5 QE) B revolution
S 0o 7 g 5 8 and
< o ) = 5 A
= ¢ = <= L .
m O & U = I F Kemalism
Direct feedback - 6 1 - 5 - - 26
Feedback through rubrics and similar tools 39 43 53 35 79 30 6 25
Feedback through self-, peer-, and group-assessment forms and similar 26 50 27 29 30 23 17 60
tools
Total 65 93 80 64 109 53 23 85

In the curricula, the sections on indicators of learning and
learning-teaching practices were examined to identify
feedback practices delivered directly, through scoring rubrics,
or via self-/peer/group reflections. As shown in Table 3, it is
observed that direct feedback is included in the TLL,
geography, mathematics, and physics curricula; the use of
rubrics and clearly defined criteria is most prevalent in the
mathematics curriculum, while self-, peer-, and group-
assessment practices are most commonly employed in the
geography and TLL curricula. Selected examples related to
feedback practices as presented in the curricula are provided

below.

“...A holistic rubric may be used to evaluate the poster, and self-
assessment can be conducted.” (Biology, p. 24)

“...Checklists related to the activity are reviewed, and feedback may
be provided to students based on the results of the review.”

(Geography, p. 26)

Table 4.

“...Performance tasks can be evaluated using a rubric. Diversity in
assessment can be achieved through self- and group-assessment.”
(Physics, p. 26)

... Additionally, students may be asked to use a self-assessment form
to determine whether they have reached their initial goals, to identify
the behaviors that facilitated this process, and to reflect on what they
could have done differently.” (Chemistry, p. 31)

“...Evaluations are conducted through personalized feedback aimed
at analyzing and interpreting algorithms.” (Mathematics, p. 61)

“...The prepared presentation can be assessed using a rubric
composed of criteria such as question generation, data collection,
accuracy of information, source wvariety, inference, and
communication, along with a group assessment form.” (History, p.
23)

“.. . After the assessment, the teacher provides students with feedback
regarding the process.” (TLL, p. 78)

In the curricula, subjects and example excerpts related to
summative assessment practices are presented in Table 4.

Distribution of emphases on summative assessment across curricula by subjects

Subjects Frequency Example Quotation

TLL 2

“...At the end of the evaluation conducted by the teacher, a grade is given to the student based on the product

created/performance demonstrated.” (TLL, p. 16)

Mathematics 1

“...This section of the curriculum includes activities aimed at measuring the skills emphasized in the learning

outcomes through both formative and summative assessments, using a holistic approach, along with
explanations of how these activities are to be evaluated.” (Mathematics, p. 7)

Physics 14

“In exams, students are expected to perform mathematical calculations and make graph-based interpretations

related to uniformly accelerated motion in two dimensions.” (Physics, p. 40)

Chemistry 13

“...Exam papers and the products generated throughout the theme implementation process may be compiled in

a student portfolio and used for evaluation purposes.” (Chemistry, p. 8)

It has been observed that in the mathematics, chemistry,
and TLL curricula, summative assessment is addressed in
the section titled “Fundamental Principles of the
Curriculum,” while in the physics and chemistry curricula,

it is included under the section titled “Themes/Units by
Grade Level.” No explicit references to summative
assessment were found in the curricula of other subjects.
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3.1.6. Active student participation in the assessment

process (self-assessment)

Table 5.

The distribution of emphases on students’ active
participation in the assessment process —reflected through
the indicators of learning used in the curricula—is

presented by subject in Table 5.

Distribution of emphases on student active participation in the assessment process by subjects

“...A holistic rubric may be used to evaluate the poster, and students may conduct self-

“...Students may be asked to assess their work using a learning diary.” (Geography, p. 27)

“...The teacher may ask students to complete self- and peer-assessment forms in order to
evaluate their own and their peers’ learning progress, the stages where they faced
difficulties, and how they motivated themselves during those moments.” (Physics, p. 23)

“...In addition, students may be asked to use a self-assessment form to evaluate whether
they have achieved their initial goals, to identify the behaviors that facilitated this process,
and to reflect on what they could have done differently.” (Chemistry, p. 30)

”

“...Students may be asked to evaluate themselves using a self-assessment form.

”

“...The checklist used during the research process may also serve as a self-assessment form.

“...At the end of the panel, students are asked to assess their own learning and that of their
peers using self- and peer-assessment forms.” (History of Turkish Republic revolution and

Subjects Frequency  Example Quotation
Biology 21

assessment.” (Biology, p. 24)
Geography 53
Physics 32
Chemistry 45
Mathematics 36

(Mathematics, p. 58)
History 21

(History, p. 29)
History of Turkish Republic 12
revolution and Kemalism

Kemalism, p. 32)
TLL 21

“...After creating their dialogues, peer-assessment forms are used to enable students to
evaluate each other.” (TLL, p. 94)

In the curricula examined, students” active participation in

individual differences in

and evaluation

3.1.8. Considering
measurement

the assessment process was analyzed based on the use of
self-, peer-, and group-assessment forms, as well as
reflective tools such as exit cards and learning diaries
employed within learning-teaching practices. It can be
stated that all curricula are designed in a way that promotes
students’
evaluation processes. According to Table 5, the highest
number of tools facilitating active student participation
were found in the geography (53) and chemistry (45)
curricula.

active involvement in measurement and

3.1.7. Designing  tasks based on collaboration

(collaboration)

The distribution of collaboration-related emphases
reflected in the indicators of learning used in the curricula

is presented by subject in Table 6.

An examination of the curricula reveals that the emphasis
on collaboration is present across all curricula, with the
highest number of collaboration-oriented references found
in the TLL and physics curricula, each with 31 instances.

practices
(individual differences)

In the curricula, students’ individual differences and
developmental levels are taken into account under the
subheadings of enrichment and supporting within the
differentiation section. In this context, in addition to
suggestions regarding content, instructional methods, and
techniques, recommendations related to
measurement and evaluation practices are also provided.
Table 7 presents the distribution of measurement and
evaluation practices included in the enrichment sections of

various

the curricula by subject.

In the enrichment sections of all subjects, indicators of
learning are included without explicitly addressing the
assessment processes (Table 7). In the geography
curriculum, it is noteworthy that the enrichment section
incorporates a structured plan referring to the performance
task presented within the learning-teaching experiences.
Compared to other curricula, the chemistry curriculum
includes a greater number of indicators of learning in its
enrichment section.
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Table 6.

Distribution of Collaboration Emphases by Subjects

Subjects Frequency  Example Quotation

Biology 10 “...Students may be asked to evaluate themselves using a self-assessment form and to evaluate their group
members through a group-assessment form.” (Biology, p. 18)

Geography 8 “...A group-assessment form may be used to enable students to evaluate both their group members and
themselves during the study process.” (Geography, p. 18)

Physics 22 “...Students may be asked to collaboratively prepare a short report in teams, presenting their observations and
inferences regarding heat, temperature, phase change, and thermal equilibrium.” (Physics, p. 34)

Chemistry 12 “...To help students identify the criteria that affect the boiling points of pure substances, a classroom discussion
may be conducted. Students are reminded to observe respectful discussion rules. By the end of the discussion,
students are expected to identify factors such as atmospheric pressure on the liquid surface and the type of
intermolecular interactions.” (Chemistry, p. 30)

Mathematics 13 “...Group study may be evaluated using group and peer-assessment forms.” (Mathematics, p. 81)

History 9 “...The presentation may be evaluated using a rubric based on criteria such as question generation, gathering
information, accuracy of centext, variety of sources, inference, and communication, along with a group-
assessment form.” (History, p. 81)

History of 5 “Through group work, students are guided to formulate a historical question related to Turkey’s domestic policies

Turkish (e.g., the National Protection Law, bread rationing, and wealth tax) and foreign relations (e.g., interactions with

Republic Axis and Allied powers) during World War 11.” (History of Turkish Republic revolution and Kemalism, p. 31)

revolution and

Kemalism

TLL 31 “...Students are then divided into heterogeneous groups of five. Each group is assigned different tasks related to
the structural elements of the story they have read.” (TLL, p. 84)

Table 7.

Distribution of indicators of learning in the enrichment sections by subjects

Subjects Frequency Example Quotation

Biology 29 “...Students may be asked to create videos or animations using appropriate web tools that explain the
discoveries of Nobel Prize-winning scientists (e.g., Robert Geoffrey Edwards, Katalin Kariko, Drew Weissman,
Baruch Samuel Blumberg) in the context of the nature of science and scientific research processes.” (Biology,
p.21)

Geography 38 “...Students are allowed to present their research tasks in different ways based on their learning profiles (e.g.,
role-playing, action plans and media products, visual and oral presentations).” (Geography, p. 22)

Physics 39 “...Students may prepare and share digital materials such as infographics, posters, or banners on the use of
physics in scientific and technological applications like artificial intelligence, nanotechnology, and
microelectronics.” (Physics, p. 17)

Chemistry 66 “...Students may be guided to prepare a report in which they explain each analysis step by step, describe the
methods and tools used in detail, and interpret the analysis results thoroughly.” (Chemistry, p. 20)

Mathematics 45 “...A research assignment is given to students on prime number test algorithms used in cryptology.”
(Mathematics, p. 61)

History 40 “...Students may be asked to research the life stories of prominent historians and prepare an informational
guide on the methods they followed in the construction of historical knowledge.” (History, p. 20)

History of 17 “...Students may be asked to prepare a poster on the factors contributing to Tiirkiye’s geopolitical and

Turkish geostrategic power.” (History of Turkish Republic revolution and Kemalism, p. 34)

Republic

revolution and

Kemalism

TLL 32 “...Students may be asked to evaluate a poem they have read in terms of emotion, thought, aesthetic value,

etc., and based on their evaluation, to create a painting, song, short story, or digital story.” (TLL, p. 72)
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The distribution of indicators of learning used in the
support sections of the curricula by subject is presented in
Table 8.

In the supporting sections of all subjects, indicators of
learning are included (Table 8). Compared to the
enrichment sections, the support sections tend to provide
recommendations primarily in terms of content and
instructional methods. At the unit/theme level, it was found
that in the 9th-grade physics curriculum, the supporting

Table 8.

sections of Units 2 and 4 do not include any indicators of
learning. For example, in Unit 4 of the physics curriculum,
the support section is formulated as follows: “Instead of
having students design their own experiments, the teacher
may provide a pre-prepared experiment” (Physics, p. 35).
In the geography curriculum, the supporting section
follows an approach that involves implementing a
simplified version of the performance task introduced in
the learning-teaching practices section.

Distribution of indicators of learning in the supporting sections by subjects

Subjects Frequency Example Quotation

Biology 8 “Students may be shown videos and animations demonstrating diffusion and osmosis. They may then be
asked to transfer the information they have obtained about the characteristics of diffusion and osmosis into
their notebooks.” (Biology, p. 28)

Geography 32 “The performance task can be designed as an activity in which students examine regions formed according
to different criteria and list their similarities and differences.” (Geography, p. 42)

Physics 12 “Students may be given prepared flash cards about scientists or institutions related to the field of physics.
Activities such as mind mapping, presentations, or road maps can be conducted with peers.” (Physics, p.
18)

Chemistry 14 “For students who have difficulties perceiving and recalling visual shapes, information cards can be used.”
(Chemistry, p. 21)

Mathematics 21 “Multiple medias (verbal, written, visual, etc.) may be used in feedback and assessment.” (Mathematics, p.
61)

History 15 “With the help of their teacher or peers, students may be asked to prepare a simple poster explaining the
effects of digitalization on historiography and history teaching.” (History, p. 20)

History of 7 “Students may be asked to prepare a mind map showing Atatiirk’s principles.” (History of Turkish Republic

Turkish revolution and Kemalism, p. 26)

Republic

revolution and
Kemalism

3.2. Results on the Use of a Common Language in Terms
of Concepts in the Measurement and Evaluation
Practices of CTEM Curricula

One of the main conceptual inconsistencies identified in the
curricula is the use of different terms for the same
assessment tool across different subjects. For example, the
assessment tool referred to as a “calisma yaprag”
(worksheet) in the chemistry, geography, biology, and
history curricula is labeled as a “galisma kagidi” (work
paper) in the mathematics curriculum. Similarly, in the TLL
curriculum, both terms— “calisma yaprag1” (TLL, p. 46)
“calisma kagidi” (TLL, p. 85)—are wused
interchangeably. Additionally, the same tool used for
comparison is referred to as a “T cetveli” (T-chart) in the
history curriculum (History, p. 32), whereas it is labeled as
a “T diyagram1” (T-diagram) in the TLL curriculum (TLL,
p. 35). While most curricula use the term “dereceleme
Olgegi” (rating scale), the mathematics curriculum uses
“derecelendirme Olgegi” for the same tool. Furthermore,
what is referred to as a “biitiinciil dereceli puanlama

and

anahtar1” (holistic rubric) in the biology and mathematics
curricula is termed “biitiinsel dereceli puanlama anahtar1”
in the geography curriculum.

In addition, it has been observed that in the physics
curriculum, indicators of learning with the same meaning
are expressed using different terms. For instance, both
“kontrol formu” (Physics, p. 86) and “kontrol listesi”
(checklist) (Physics, p. 79) are used. Similarly, terms such as
“agik uglu maddelerden olusan bir ¢alisma yapragl” (a
worksheet consisting of open-ended items) (Physics, p. 68)
and “acgtk ug¢lu maddelerden olusan bir test” (a test
consisting of open-ended items) (Physics, p. 68), or “farkli
madde tiirleri iceren testler” (tests including different item
types) (Physics, p. 79) and “farkli soru tiplerinden olusan
bir ¢alisma yaprag1” (a worksheet composed of various
question types) (Physics, p. 91) are used interchangeably.

It has been identified that rubrics are frequently used in the
evaluation of performance tasks in the curricula. However,
it has been identified that there are some differences among
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the curricula regarding the information provided about the
evidence of learning related to the use of scoring rubrics.
For example, in the geography curriculum, the type of
rubric is specified and the criteria are also presented. In
contrast, the physics curriculum does not specify either the
type of rubric or the criteria. In the mathematics
curriculum, only the type of rubric is provided, but no
criteria are included. In the chemistry, TLL, history, and
history of Turkish Republic revolution and Kemalism
curricula, the type of rubric is not specified, although the
criteria are presented.

Finally, it has been observed that in the indicators of
learning sections of the curricula, some subjects include
explanations on how the indicator of learning will be
evaluated, while others mention only the names of the
assessment tools without further elaboration. Several
examples illustrating this situation are provided below.

o “The continuity and change form may be evaluated using
a checklist, while the mind map and infographic may be
assessed with a rubric.” (History, p. 29)

o “The worksheet consisting of questions related to the use
of algebraic identities may be assessed using a holistic
rubric.” (Mathematics, p. 45)

e A rubric may be used to evaluate the worksheet.”
(Physics, p. 26)

e “Students may be asked to rank the ionization energies of
different atoms, whose atomic numbers are provided, by
relating them to their positions in the periodic table, using
a worksheet.” (Chemistry, p. 19)

o “Amind map can be used to allow students to express in
their own words the information they acquire while
exploring the nature of science. The mind maps created
by students may be scored using a rubric.” (Biology, p.
16)

o “Students may be asked to prepare and present a research
report in which they relate the results obtained from the
experiment setup they designed to the text provided by
the teacher.” (Physics, p. 29)

o "Aworksheet is used in this process.” (TLL, p. 85)

However, while the TLL
“theme/unit-end assessment” section within its indicators
of learning, no such section is found in the indicators of

curriculum includes a

learning of the other curricula.
4. Discussion

In this study, the CTEM 2024 curricula of TLL,
mathematics, physics, chemistry, biology, history (grades
9-11), geography, and history of Turkish Republic
revolution and Kemalism (grade 12) were examined within
the scope of general principles of measurement and
evaluation as well as the use of a common language in these
curricula. In addition, the extent to which the measurement
and evaluation approaches outlined in the Common Text of

the CTEM curricula are reflected in the subject-specific
curricula were analyzed.

In the CTEM 2024 curricula, structural changes have been
made compared to previous curricula. In addition to the
measurement and evaluation principles stated in the
common text, subject-specific principles aligned with this
approach have been defined for each curriculum.
Furthermore, at least one indicator of learning has been
proposed for each learning outcome. Gok (2022) stated that
although the 2018
framework for assessment and evaluation, detailed
explanations specific to subjects and grade levels were
insufficient. In this regard, it can be said that the 2024
curricula address this deficiency. The most striking
innovation of the 2024 curricula in terms of measurement
and evaluation is the adoption of the backward design
approach (Wiggins & McTighe, 2005), in which indicators
of learning are positioned before the learning-teaching
experiences. This approach is in line with the paradigm
shift in measurement and evaluation emphasized by

curricula provided a common

Behrens and DiCerbo (2018), ensuring the integration of
assessment with the instructional process rather than
isolating it. However, the insufficient explanation of the
rationale for this structural change in the TYMM curricula
common text can be considered a shortcoming that may
create uncertainty for practitioners. Although the emphasis
on formative assessment in the curricula is a positive
development, the pedagogical foundations of determining
indicators of learning prior to instruction need to be more
clearly presented. This is important for the effective
implementation of the program and for teachers to
internalize the new approach.

In the 2024 curricula, learning outcomes were constructed
using a content framework aligned with the designated
skill framework and incorporating the specified conceptual
or domain-specific skills along with process components.
Furthermore, it has been stated that the process
components related to the learning outcomes are structured
in a progressive manner (MoNE, 2024b). Webb (1997)
argued that cognitive complexity levels (depth of
knowledge) should increase progressively throughout the
learning process. If learning progress does not follow a
logical and developmental sequence, it may hinder teachers
from effectively monitoring student progress and making
appropriate pedagogical 2007).
Ensuring the progression of process components in
learning outcomes can positively influence students’

decisions (Heritage,

cognitive development. However, empirically examining
the progression of these components would contribute to
the more accurate identification of learning evidence and
the improved validity of assessment results.

The use of various assessment tools in the 2024 curricula
present an consistent with
measurement and evaluation approaches. Stiggins (2002)
emphasized that a single assessment tool is insufficient to
evaluate all student learning outcomes and highlighted the

image contemporary
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necessity of multiple assessment approaches. Similarly,
Gullickson (1984) stated that evaluations should be based
on multiple sources. In the curricula examined within the
scope of this study, 211 different indicators of learning were
used a total of 1,296 times. It can be said that diversity in
measurement and evaluation practices is ensured across all
subjects. frequently used
performance tasks, rubrics (analytic or holistic), self-/peer-
/group-assessment forms, worksheets, and open-ended
items. In this context, the use of diverse assessment tools in

The most tools include

the curricula enables a more comprehensive evaluation of
students. The variety of assessment tools supported in the
program aligns with the assessment approach that
promotes deep learning, as advocated by Adamson and
Darling-Hammond (2014). Furthermore, the recommended
assessment tools support both the “assessment for
learning” and “assessment as learning” approaches (Earl,
2013). However, the use of multiple assessment tools alone
is not sufficient; the appropriateness of these tools for the
intended purpose and the quality of their application are
also critical. In the 2024 curricula, it was observed that for
some learning outcomes, tools such as diagnostic branching
trees, structured grids, fill-in-the-blank exercises, matching
questions, and flashcards were used, even though they may
not be appropriate for assessing the intended learning
outcomes. Measurement and evaluation tools should be
designed to provide strong evidence regarding learning
(Brookhart & McMillian, 2019). When
inappropriate tools are used, the results may lack validity
and reliability, may fail to reflect students’ actual levels of
learning, and may misguide pedagogical
decisions. Therefore, the measurement and evaluation
practices recommended as indicators of learning must not
only align with the learning outcomes but also be
meaningful, feasible, and supportive of the learning
process for both teachers and students (Brookhart &
McMillian, 2019; Duncan & Hmelo-Silver, 2009).

outcomes

teachers'

In the CTEM 2024 curricula, substantial emphasis is placed
on self-, peer-, and group-assessment forms as well as
reflective practices such as exit cards such as 3-2-1
technique, learning diaries, and KWL charts, which
support students’ active participation in the assessment
process. Self-/peer-/group-assessment forms were used 210
times across the curricula examined. Notably, due to its
nature, the TLL curriculum incorporates reflective practices
more extensively than other programs, particularly in the
domains of listening/viewing, reading, speaking, and
writing. Additionally, assessment forms such as checklists
are also used for the purpose of self-assessment. In some
cases, self-assessment forms or reflective tools are used as
stand-alone indicators of learning for certain outcomes,
while in others they serve as supplementary evidence
following a performance task. Harlen and James (1997)
emphasized that students must take active roles in their
learning processes, asserting that without evaluating their
own strengths and weaknesses and identifying strategies to
address them, academic development becomes difficult. In

this context, the widespread use of self- and peer-
assessment forms in the CTEM 2024 curricula is significant,
as it enables students to monitor and evaluate their own
learning processes. Well-managed self- and peer-
assessment practices can enhance students’ self-awareness,
interpersonal skills, and social awareness (Brookhart, 2023).
From this perspective, the assessment approach adopted in
the curricula supports a holistic framework by contributing
to the development of social-emotional learning skills—one
of the core components of the curricula—through these
tools. Furthermore, group-assessment forms were used 46

times, indicating the value placed on assessing
collaborative learning and peer interaction. Group
assessments have been shown to foster students’

knowledge and skills (Ferguson-Patrick & Jolliffe, 2018;
Johnson & Johnson, 2015), while also
achievement, socialization, motivation, and personal
development (Slavin, 2014). Collaborative learning has also

improving

been demonstrated to enhance students’ achievement
levels compared to individual learning (Johnson &
Johnson, 2004). The widespread use of group-assessment
forms appears to be consistent with the existing literature.

One of the major structural innovations in the CTEM 2024
curricula is the inclusion of a differentiation section
following the learning-teaching experiences. While some
curricula offer rich suggestions for assessment and
evaluation practices within this section, others provide
insufficient guidance in this regard. Among the curricula
examined, the chemistry curriculum appears to offer the
most extensive enrichment. In the supporting sections,
however, recommendations primarily focus on content and
instructional methods and techniques, with limited
suggestions related to assessment and evaluation practices.
The geography curriculum, in contrast to others, adopts a
unique approach by
evaluation practices in both the enrichment and supporting
sections through differentiation in the level of the tools

including measurement and

already presented within the learning-teaching practices.
Gregory and Chapman (2013) stated that in differentiated
instruction, should be varied
according to students’ needs and learning styles. Similarly,

Rock et al. (2008) emphasized that diversifying assessment

assessment practices

practices in differentiated instruction enables teachers to
respond more effectively to student needs. Therefore,
strengthening the differentiation sections of the curricula in
terms  of evaluation  tools
recommendations could help ensure alignment with the
fundamental instructional approach of the curricula while
also supporting teachers in designing effective instruction.

measurement  and

In the structure of the CTEM 2024 curricula, the placement
of indicators of learning prior to the learning-teaching
experiences indicates that measurement and evaluation
practices are addressed not only at the end of the process
but continuously and comprehensively from the beginning
of instruction. All curricula include measurement and
tools the pre-assessment phase.

evaluation within
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However, while some curricula offer suggestions for
summative assessment, others do not contain. In the CTEM
2024 curricula common text, it is stated that “Reporting
conducted through a norm-referenced reporting system will
provide all educational stakeholders with objective information
about both the student’s level in comparison to peers nationwide
and the student’s individual progress over time.” Nevertheless,
no explanation has yet been provided in the common text
or on other platforms established by the MoNE (e.g.,
tymm.meb.gov.tr) regarding how the norm-referenced
reporting system will be developed or how students’
developmental trajectories will be documented.

An examination of the CTEM 2024 curricula reveals certain
inconsistencies in the naming of measurement and
evaluation tools across curricula. The use of different terms
for the same assessment tools in different curricula may
cause confusion for teachers during the recognition and
implementation  of Terminological
discrepancies between lead to
communication problems, particularly among teachers

these  tools.

curricula can also
who teach across multiple subject areas or collaborate in
interdisciplinary teams. Popham (2009) emphasized that an
essential aspect of assessment literacy is the ability to
accurately define and understand assessment tools and
techniques. perspective,
terminology within the curricula may negatively affect the
development of teachers' assessment literacy. Therefore, it
is important that the CTEM curricula adopt a standardized
terminology for naming measurement and evaluation
tools.

From this variations in

Although the CTEM 2024 curricula reflect numerous
principles regarding assessment and evaluation, there are
concerns about potential risks in the effective
implementation of these approaches. Formative assessment
appears to be emphasized across the curricula. According
to the definition by the Partnership for Assessment of
Readiness for College and Careers (PARCC, 2010), the
fundamental purpose of formative assessment is to collect
evidence of learning second by second, minute by minute,
hour by hour, day by day, and week by week to inform
instruction. Black and Wiliam (2018) emphasized that for
assessment tools to be used effectively, teachers must be
adequately equipped in both the implementation of these
tools and the interpretation of the results. Similarly, Moss
and Brookhart (2019) noted that formative assessment is
often not effectively applied in classrooms due to teachers'
misunderstandings of the concept and lack of necessary
skills. In particular, issues such as time management and
objectivity often arise during the implementation and
evaluation of complementary assessment tools. Studies
have shown that tools such as performance tasks, rubrics,
and  self-/peer-/group-assessment  forms—frequently
recommended in the curricula examined —are often found
to be complex by teachers (Arda, 2009), less frequently
implemented in instruction (Gelbal & Kelecioglu, 2007; Gok

& Sahin, 2009), and that teachers feel inadequate in

developing and using these tools (Bayat & Sentiirk, 2015).
In addition to teacher-related limitations, the reduction of
lesson durations in some schools and provinces following
the February 6, 2023 earthquake poses a significant risk in
terms of both imparting the skills outlined in the curricula
and carrying out assessment and evaluation practices.
Sadler (1989) defined feedback as a core component of
formative assessment. The curricula frequently incorporate
tools such as rubrics, self-/peer-assessment forms, and
reflective practices to provide opportunities for feedback.
However, beyond the effective use of these tools, teacher-
student interaction has also been identified as a
fundamental source of evidence in formative assessment
(Allal, 2010). In this context, it is important that teachers go
beyond the evidence suggested in the curriculum, collect
diverse forms of evidence through interaction with
students during the instructional process, and use this
evidence to adjust teaching and learning activities
accordingly. Successful curricular reforms require that
teachers—the primary stakeholders—believe in the value
of the change (DaRosa et al., 2011). However, factors such
as teacher competencies, crowded classrooms, the pressure
of high-stakes exams, and a grading-oriented assessment
culture may hinder the effective application of the
measurement and evaluation approaches envisioned in the
curriculum. Therefore, measures must be taken to enhance
teachers’ competencies to practical
implementation of the assessment

philosophy.

ensure the
curriculum’s

The CTEM 2024 curricula introduce significant innovations
in measurement and evaluation approaches compared to
previous curricula. The emphasis on measuring skills, the
positioning of indicators of learning before the learning-
teaching experiences, and the specification of particular
assessment tools for each learning outcome stand out as key
strengths in terms of assessment design. Additionally, the
use of diverse assessment methods and the clarification of
how these tools should be integrated into the instructional
process, along with the inclusion of assessment practices in
the differentiation
differences, are other noteworthy features. In particular, the
widespread use of self-, peer-, and group-assessment forms

sections to address individual

supports students’ active participation in the assessment
process.

Some recommendations can be proposed to more
effectively reflect the measurement and evaluation
approach in the curricula and to support the further
development of the curricula. For instance, revising the
inappropriate assessment tools assigned to certain learning
outcomes offering more
suggestions in the supporting section could enhance the
practical applicability of the curricula. Establishing a
common glossary for measurement and evaluation
terminology across all curricula, creating school-based
support mechanisms for the effective implementation of
formative assessment practices, and developing a norm-

and diverse assessment
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referenced reporting system are also of great importance.
Professional development programs for teachers should be
redesigned to include applied workshops, taking into
account existing training structures. This study focused
only on the curricula of Turkish Language and Literature,
nathematics, physics, chemistry, biology, history,
geography, and history of Turkish Republic revolution and
Kemalism. Future studies may explore curricula of
different grade levels and disciplines or conduct in-depth
investigations on a single subject’s curriculum.
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Appendix: Indicators of learning used in the curricula

History of
o _ g Turkish

Indicator of Learning > é‘ 0 "2 E > Repubh_c Tota l;otal

E ED é QE, %) 5 . Rezllolutlon 1 (%)

S o s < R an

RO : v = T 3 Kemalism
Performance task 1 27 16 17 32 12 32 6 154 11,87
Rubric 4 - 27 34 7 20 32 6 130 10,02
Self-assessment form 1 23 21 19 17 8 13 2 113 8,71
Worksheet 5 17 17 8 40 3 16 2 108 8,33
Analytic rubric 1 20 3 - 44 - - - 83 6,40
Open-ended items 1 20 6 - 1 - 19 - 57 4,39
Peer-assessment form 2 7 9 5 11 2 11 4 51 3,93
Group-assessment form 8 12 4 2 5 7 3 5 46 3,55
Checklist 2 13 5 - 5 5 12 2 44 3,39
Exit card 1 1 7 2 1 20 1 33 2,54
Learning diary 7 5 - - - 14 - 26 2,00
Concept map 4 1 5 - 3 - 11 24 1,85
Structured grid 4 4 7 5 1 - - 1 22 1,70
Experiment/Experiment regport 5 - 5 9 1 - - - 20 1,54
Comparison table 2 3 - 1 14 - 20 1,54
Short report writing / Short text / Short reflective essay / - 1 1 - 2 4 - 18 1,39
Reflection note
Mind map 5 1 3 - 1 1 7 - 18 1,39
Infographic 3 - 6 - - 3 4 - 16 1,23
Research assignment - - - - 16 - - - 16 1,23
Scoring document 7 - 8 - - - - - 15 1,23
Rating scale - - - 15 - - - 15 1,16
Short-answered items - - - - 1 - 13 - 14 1,08
Poster 4 - 8 - 1 - 1 14 1,08
Ishikawa diagram 5 - - - 1 7 1 14 1,08
Portfolio 1 - - 12 - - - 13 1,00
Presentation 3 - 7 - - 2 - 1 13 1,00
Holistic rubric - 3 - - 9 - - - 12 0,93
Exam papers - - - 12 - - - - 12 0,93
Projects 1 - 1 1 8 - - 11 0,85
Observatiion form 1 - 2 - - 2 5 1 11 0,85
Activity sheet - - - 10 - - - 10 0,77
Brochure 4 - 4 - - 1 - - 9 0,69
Test (open-ended items) - - 8 - - - - 8 0,62
Research report 5 - - - - 2 - 1 8 0,62
Diagnostic tree 1 5 - 2 - - - 8 0,62
Classroom discussion - - - 7 - - - - 7 0,54
Test (different item types) - - 7 - - - - - 7 0,54
T diagram - - - - - - 7 - 7 0,54
Poster (afis) - - 2 - 2 1 - 1 6 0,46
Spider web 2 - - - 3 - - - 5 0,39
Virtual bulletin board - - 2 - - - 3 - 5 0,39
Modelling 4 - - - - - - - 4 0,31
Fill in the blanks/true or false items - - 2 - - - 4 0,31
Story map - - - - - - 4 - 4 0,31
Question box - - 3 - - - - 3 0,23
Semantic analysis table -2 1 - - - - - 3 0,23
Group discussion - - - 3 - - - - 3 0,23
Venn Diagram - - - 3 - - - - 3 0,23
Table 2 - 1 - - - - 3 0,23
Reading circle - - - - - 2 - 2 0,15
Learning wall - - - - - - 2 2 0,15
Newspaper article - - - - - 1 - 1 2 0,15
Concept cartoon -1 - 1 - - 2 0,15
KWL - - - - - 1 - 1 2 0,15
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Continuity and change form
Historical timeline
Diagnostic test

Flashcards

Animation

Drawings

Think-pair-share

Frayer diagram

Test (matching items)
Matching items

Text and experimental analysis

Digital story

Short historical narrative
Timeline

Historical empathy form
Historical source (evidence)
Historical flowchart
Historical perspective form
Semantic mapping diagram
Fist to five voting

Yes-no cards

Organization diagram
Visual design

Classification table
Vocabulary card

Word wall

Sentence wall
Cause-and-effect form
Letter

Total

2 -
-1
1 -
1 16

20

16

23

N o=

_ =

_ e

26

e e e e T o T e e O R S == N RN SR R SR R R )

1296

0,15
0,15
0,15
0,15
0,15
0,15
0,15
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
0,08
100

Note. The items in bold indicate indicators of learning that appear only in the curriculum of a single subject.
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