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Arastirma Makalesi

Cok Kiiltiirlii Okullarda Ortaokul Matematik Ogretmenlerinin Geri Bildirim Tarzlarinmn
Incelenmesi

Ozet: Geri bildirim, 6grenenin davrams degisikligi olusturmasinda Ggretmenin ve diger
ogrenenlerin durumla ilgili bilgi vermesi olarak ifade edilebilir. Cok kiiltiirlii siniflarin dilsel
cesitlilige sahip olmasi nedeni ile tek kiiltiire sahip siniflara ek olarak, geri bildirimde birden
Gamze Bag’ fazla faktorii barindirabilecegi diisiiniilmektedir. Bu faktorlerin 6gretmenlerin geri bildirim
Gozdegiil Ark Karamik? tarzlarim etkileyecegi ongoriilmektedir. Bu sebeple arastirmanin amaci ¢ok kiiltiirlii okullarda
matematik 0gretmenlerinin simif i¢indeki geri bildirim tarzlarini belirlemektir. Arastirmanin
problem ciimlesi ise “Cok kiiltiirlii siniflarda matematik dgretmenlerinin geri bildirim tarzlar
nasildir? Bu tarzlar etkileyen faktorler nelerdir?” olarak belirlenmistir. Caligma nitel aragtirma
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GIRIS

Matematik bir¢ok 6grenci i¢in anlagilmasi zor (Akkas ve Ugar, 2020; Boz, 2008; Dursun ve Dede, 2004;
Karaca Yetim ve Ada, 2018; Sahin, 2013), soyut (Nasibov ve Kagar, 2005; Yesildere, 2004) ve karmagik
(Kaya, 2018) bir ders olarak ifade edilmektedir. Matematik dersinde 6gretmenlerin 6grencilere agik ve net geri
bildirim vermeleri 6grencilerin zihnindeki soru isaretlerini giderebilmeleri; zor, soyut ve karmasik olmaya dair
inanglarini degistirebilmeleri agisindan 6nem arz edebilmektedir.

Geri Bildirim

Woods (2015) geemis alan yazini tarayarak (Hattie, 2012; McCabe, Doerflinger & Fox, 2011; Wolsey,
2008) siire¢ iginde verilen dgretmen- 6grenci karsilikli geri bildirimin 6grenme ve 6z diizenleme {izerinde
kritik bir 6neme sahip oldugunu ifade etmistir. Geri bildirim, Benligiray’in (2014) tamimima gore
“Incelenmekte olan bir sistemde, alinan bilgilerin ve enformasyonun, yani girdilerin ¢ikt haline déniismeleri
stirecinde, sonucu amaca uygunluk ve hatalar agisindan sinayan ve diizelten ayarlayici mekanizmay1 ifade
eder.” seklindedir. Mcmillan (2015) ise geri bildirimi “Ogretmenin degerlendirme sonrasi dgrencinin
performansiyla ilgili 6grenciye verdigi bilgiye geri bildirim adi verilir” seklinde tanimlamigtir. En genel ifade
ile geri bildirim 6grenenin davranig degisikliginin olusmasinda ve yeteneklerini gelistirmesinde dgretmenin
bilgi vermesi olarak ifade edilebilir (Sentiirk, 2019).
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Geri bildirimlerin agik, net ve etkili olmas1 6grencilerin igerige odaklanabilmesini ve bu sayede de
Ogrencilerin matematiksel diislinmesini ve gelistirmesini saglar (Chin, 2006; Truxaw, 2020; Kim, 2019).
Ogretmenlerin 6grencilere geri bildirim verirken yalnizca dogru ya da yanhs ifadeleri kullanarak doniit
vermesinin niteliginin diisiik oldugu diisiiniiliir. Ogrencilere verilen geri bildirimlerin niteligini arttirmak icin
bir tartigma ortaminin yaratilmasi bu sayede 6nem kazanir (Truxaw, 2020).

Yapilan arastirmalarda DeNisi, geri bildirimlerin 6grenci basarisi iizerinde yiiksek bir etkisi oldugu
gorlilmistiir (Kluger ve Nisi, 1996; Hattie ve Zierer, 2019). Buna gore 6grencilere verilen geri bildirim,
Ogrencilerin ipucu olusturmasina ve hatali hipotezler olustuklarinda fikirlerini kontrol etmelerine yardimeci olur
ve, bu durum da daha etkili bilgi isleme stratejilerinin ve anlayiginin gelistirilmesiyle sonuclanir (Wisniewski,
Zierer, Hattie, 2020).

Ogretmenlerin verdikleri geri bildirimlerin yol gdsterici ve &grencilerin seviyesine uygun olmasi
gerektigi diisiiniilmektedir. Ogretmenlerin yalmzca geri bildirim vermesi degil ayn1 zamanda 6grencilerin geri
bildirimleri yorumlamasimin da 6nii agilmalidir (Scott, 2014). Ogrenciler geri bildirim sayesinde eski bilgilerini
kullanabilmeli ve yeni bilgileri iizerine insa edebilmelidir (Istencioglu, 2022). Bu sebeplerden dolay1 geri
bildirimi etkileyen bir¢ok faktdr bulunmaktadir. Bu faktorler disipline ve ihtiyaca gore farklilasabilmektedir.
Geri bildirimin verildigi zaman, miktari, geri bildirimin farklilagmasi, 6grenci ve 6gretmenin 6zellikleri,
yabanci uyruklu 6grencilerin varligi ile sinif i¢inde dilsel gesitlilik geri bildirimi etkileyen faktorler arasindadir
(Yavuz, 2022).

Cok Kiiltiirlii Egitim Ortam

Cok kiiltiirliiliik farkli etnik gruplarin adil bi¢imde yasamasi, ayni siyasi orgiitiin i¢inde farkli niifus
topluluklarinin bir arada olmasi olarak tanimlanir (Doytcheva, Akincilar Onmus, 2009). Cok kiiltiirlii egitimin
farkli gruplar arasinda iletisimi saglama ve is birligi yapabilme siireci oldugu diisiiniilmektir. Farkli niifus
topluluklarindan gelen tiim 6grencilerin esit ve adil egitim firsatlaria sahip olabilmesi ¢ok kiiltiirlii egitim
ortamlarini yaratmaktir. Kiiltlirel cesitlilikle birlikte egitim ortamlar1 insan haklarma saygi duyma, empati
yapabilme ve hosgoriilii olma dgelerini iginde barindirir (Cirik, 2008). Bunlarin yani sira ¢ok kiiltiirlii
smiflarda, kiiltiirel ¢esitliligin dilsel ¢esitliligi de igerdigi dngdriilmektedir. Bu baglamda ¢ok kiiltiirlii egitim
ortamlarinin, kiiltiirel ¢esitliligin egitim ortamina yansimasi oldugu sdylenebilir.

Cok Kiiltiirlii Siniflarda Geri Bildirim

Her ne kadar dilsel gesitlilige sahip olan smiflar igin dilsel gesitlilik dezavantajli bir durum olarak
goziikse de bu durumun biligsel avantaj oldugu diisiiniilmektedir. Vygotsky’nin sosyokiiltiirel kuraminda
bireylerin birbirleriyle etkilesimi ve dilin dnemine gore derslerin yapilandirilmasi ayrica geri doniislerin
saglanmasi bu siniflarda avantaj olarak gorilebilir (Truwax, 2020).

Truwax (2020) c¢ok Kkiiltiirlii siniflardaki geri bildirimlerin nasil olduguna dair yaptig1 nitel bir
arastirmada, ilkokul 6grencileri i¢in yalnizca sozel olarak doniit vermek yerine farkli 6gretim yontemlerinin
kullanilmasi, 6zellikle gorsellerin igerildigi ek destekleyici hareketlerin olmasi gerektigi sonucunu ortaya
cikarmigtir. Giigli Yilmaz’in (2020) ¢ok kiiltiirlii okullarda gorev yapan Ogretmenlerle yapmis oldugu
goriigmeler neticesinde 6gretmenlerin siniflarda kiiltiirel farkliklara uygun sekilde arag-gere¢ kullandigini,
bireysel farkliliklara uygun geri bildirim verdigini ifade etmistir. Cetinkaya’nin (2020) c¢ok kiiltiirlii okullarda
gbrev yapan Ogretmenlerle yaptigi arastirmada Ogretmenler; farkli yontem ve tekniklerin kullanilmasi
gerektigini ifade etmislerdir fakat miifredatin siif i¢in uygulamalar1 siirlandirdigini bundan dolay1 da
ogretmen merkezli anlayisla derslerini isledikleri sonucu ¢ikmistir. Evans ve Waring’in (2009) arastirmasinda
ise ¢ok kiiltiirlii siniflarda egitim psikolojisine uygun sekilde 6grencilerin aktif katiliml olarak siire¢ iginde
olmalar1 gerektigi sonucu ortaya ¢ikmistir.

Antalya ilinde bulunan toplam 140.290 gé¢men vatandas bulunmaktadir (Go¢ Idaresi Baskanlhigi, 2023).
Bu durumun egitim-6gretimi etkileyecegi tahmin edilmektedir. Sinif igindeki ¢ok kiiltiirliiliik, 6gretmenlerin
ogrencilere verdikleri geri bildirimin bir tartigma konusu olarak degerlendirilmesi gerektigini
distindiirtmektedir.
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Literatiir incelendiginde O6gretmenlerin ¢ok kiiltiirlii siniflarda nasil geri bildirim vermesi gerektigi
lizerine yapilan ¢aligmalar (Cetinkaya, 2020; Evans ve Waring, 2009; Giiglii Yilmaz, 2020; Truwax, 2020)
bulunmaktadir. Fakat bununla birlikte 6gretmen geri bildirimlerinin nasil oldugu ve ayn1 zamanda ne tarzda
geri bildirim verdiklerine yonelik bir aragtirmaya rastlanilmamaistir. Arastirmanin amaci ¢ok kiiltiirlii okullarda
matematik 6gretmenlerinin sinif igindeki geri bildirim tarzlarini belirlemektir. Bundan dolay1 arastirmanin
problem climlesi “Cok kiiltiirlii siniflarda matematik 6gretmenlerinin geri bildirim tarzlar1 nasildir?” olarak
belirlenmistir. Geri bildirim tarzlarinin alt boyutlar1 ise Woods (2015) tarafindan tiir, odak noktasi, derinlik,
aciklik ve netlik ve gonderim sekli olarak kategorize edilmistir. Bu kategoriler dikkate alinarak arastirmanin
alt problemleri;

1.“Cok kiiltiirli siniflarda matematik 6gretmenlerinin geri bildirimlerinin tiirii agirlikli olarak nasildir?”
2.“Cok kiiltiirlii siniflarda matematik 6gretmenlerinin geri bildirimlerinin odak noktasi nasildir?”
3.“Cok kiiltiirli siniflarda matematik 6gretmenlerinin geri bildirimlerinin derinligi nasildir?”

4.“Cok kiiltiirli siiflarda matematik 6gretmenlerinin geri bildirimlerinin agiklig1 ve netligi nasildir?”
5.“Cok kiiltiirlii simiflarda matematik 6gretmenlerinin geri bildirimlerinin génderim sekli nasildir?”
olarak belirlenmistir.

YONTEM
Arastirmanin Modeli

Caligma nitel aragtirma desenlerinden durum c¢alismasidir. Durum g¢aligmasi bir olaya ait mekan, siire¢
ve tiim degiskenleri derinlemesine ve biitlincil sekilde inceler (Yildirnm ve Simsek, 2016). Cok kiiltiirli
okullarda matematik 6gretmenlerinin geri bildirim tarzlarinin belirlenmesi betimlenecek olan ana durumdur.
Ogretmenlerin geri bildirim tarzlari, derinlemesine ve biitiinciil olarak incelenecek olup biitiinciil durum
calismasima gidilmistir.

Cahisma Grubu

Katilimcilar 8lgiit rnekleme ile belirlenmistir. Olgiit drnekleme yontemi dnceden belirlenmis dlgiitii
karsilayan tiim durumlara uygun katilimeilarin belirlenmesi olarak tanimlanir (Yildirim ve Simsek, 2016). Bu
calismada Olgiit sinif seviyesi fark etmeksizin farkli kiiltiirlerde 6grencisi bulunan bir okulda matematik
Ogretmenligi yapryor olmaktir. Bu nedenle; Antalya ilinde ¢ok kiiltiirlii (Rus, Ukraynali, Tiirk ve Azerbaycan
uyruklu 6grencilerin oldugu) bir devlet okulunda gorev yapmakta olan 7 matematik 6gretmeni (T1,T2,T3...)
calisma grubunu olusturmaktadir. Caligma oncesinde 6gretmenler ile iletisime gecilmis ve galisma ile ilgili
bilgilendirme yapilmigtir. Etik kurul izini katilmcilara iletilmis ve c¢aligmaya istekli olup olmadiklar:
sorulmustur.

Veri Toplama Araci

Katilimcilara Woods (2015) tarafindan olusturulmus geri bildirimin boyutlarini igeren yapiya
temellendirilerek hazirlanmis ¢ok kiiltiirlii siniflar i¢in geri bildirim degerlendirme formu “Cok Kiiltiirli
Smiflar Igin Geri Bildirim Degerlendirme Formu (CKSGBDF)” yazili olarak dgretmenlere verilmis ve
cevaplandirmalari istenmistir. CKSGBDF i¢in uzman goriisii alinmistir. CKSGBDF’den elde edilen verilerin
analizi sonrasinda gonilli katilimcilarla goriisme gergeklestirilmistir. Gorligme igin yar1 yapilandirilmig
goriigme gerceklestirilmistir. CKSGBDF derinlemesine anlagilmasi igin yar1 yapilandirilmis goriisme sorulari
(YYGS) formu olusturulmus olup 2 dgretmen ve 2 dgretim elemanindan uzman goriisii alinmigtir. Goniilli
olan Ogretmenlerden 3’iiyle bireysel goriismeler gergeklestirilmistir. YYGS i¢in 2 Ogretmenden ve 2
akademisyenden uzman goriisii alinmistir. Goriisme sorular1 6gretmenlerin en sik hangi tiirde geri bildirim
verdikleri, hangi durumlarda olumlu ve olumsuz geri bildirim verme tercihleri, geri bildirim verirken ne kadar
detayli agiklamalar yaptiklari, geri bildirimlerin 6grenciler {izerindeki etkisinin neler olabilecegi seklindedir.
Ayrica dgretmenlerin verdikleri yanitlara gore drnekler vermesi yapilan goriismelerin bir pargasidir.
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CKSGBDF’de evet yaniti igin 1, hayir yaniti i¢in 0 puan verilerek kodlanmis olup, her bir 6gretmen igin
geri bildirim alt boyutlar1 bazinda degerlendirilmistir. Katilimcilarla yapilan yari yapilandirilmig gériismelerde
ise nitel veri analizine uygun sekilde betimsel ve igerik analizi tercih edilmistir Nitel arastirma yontemleri
konusunda uzman bir kisinin goriislerine bagvurularak kodlamalarin gecerligi kanitlanmigtir. Uzman, kodlarin
tutarliligimi ve veriyi temsil etme yeterliligi ile ilgili degerlendirmeler yapmistir. Kod tanimlar1 ve analiz
stiregleri uzmanla tartigilmis ve kodlarin igerigi yeniden gézden gecirilerek diizenlenmistir. Bu yontem,
Lincoln ve Guba (1985) tarafindan oOnerilen giivenilirlik artirma stratejileri kapsaminda yer almakta olup,
kodlamalarm gegerligini ve giivenilirliginin saglamasi i¢in uygun bir yontem olarak alan yazinda sikca
vurgulanmaktadir (Creswell & Poth, 2018).

Arastirmanin Etik izinleri
Yapilan bu ¢aligmada arastirma etigi ilkeleri gozetilmis olup gerekli etik kurul izinleri alinmigtir. Etik

kurul izni kapsaminda; Akdeniz Universitesi Rektorliigii Sosyal ve Beseri Bilimler Bilimsel Arastirma ve
Yayin Etigi Kurulu, 13.04.2023 tarihinde, 623753 sayili belge alinmistir.

BULGULAR

“Cok Kiiltiirlii Siniflarda Matematik Ogretmenlerinin Geri Bildirimlerinin Tiirii Agwrhkli Olarak
Nasildir?” Alt Problemine Yonelik Bulgular

Cok kiiltiirlii siniflarda gorev yapan dgretmenlerin geri bildirim tarzlarimi gérmek amaciyla uygulanan
formda 6gretmenlerin geri bildirim tiirlerinin siklig1 Tablo 1’de verilmistir.

Tablo 1

Cok kiiltiirlii Simflarda Ogretmenlerin Geri Bildirim Tiirleri

l.a 1.b 1.c 1.d l.e 1.f 1.g 1.h Li 1.j
T1 1 2 1 1 1 1 1 0 1 0
T2 2 2 1 1 1 1 1 0 0 0
T3 0 2 3 2 1 1 1 0 1 1
T4 2 2 3 2 1 1 1 0 1 1
TS5 1 2 1 1 1 1 1 0 1 0
T6 2 2 1 2 1 1 1 0 1 0
T7 2 2 2 2 1 1 1 0 1 1

(1.a. formal anlatim, 1.b informal anlatim; 1.c. dzetleyici; 1.d. bi¢imlendirici; 1.e. dgretmen geri bildirimi; 1.f 6grenci
geri bildirimi; 1.g cesaretlendirici; 1.h cesaret kirict; 1.1 6z degerlendirme; 1.j akran degerlendirme)

Tablo 1’e bakildiginda ¢ok kiiltiirlii siniflarda dort 6gretmenin esit oranda hem informal hem de formal
geri bildirimde diger {i¢ 6gretmen ise formal geri bildirimde bulundugu goriilmektedir. Ozetleyici ve
bi¢imlendirici geri bildirimleri dort 6gretmenin esit sekilde verdigi, iki 6gretmenin 6zetleyici geri bildirimde,
bir 6gretmenin ise bigimlendirici geri bildirimde bulundugu goriilmektedir. Tiim 6gretmenlerin dgrenci ve
Ogretmen geri bildirimlerine esit sekilde dnem verdikleri goriilmektedir. Ayn1 zamanda tiim 6gretmenlerin
cesaretlendirici geri bildirim verdikleri de goriilmektedir. U¢ 6gretmenin 6z degerlendirme geri bildirimi
verdigi, iic Ogretmenin hem 6z degerlendirme hem de akran degerlendirme geri bildirimi verdigi bir
Ogretmenin ise her ikisini de vermedigi goriilmektedir.
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Goniillii 6gretmenlerle yapilan goriismeler neticesinde 6gretmenlerin geri bildirim tiirlerinin nasil
oldugu alt temalara ayrilarak sikligi Tablo 2 de verilmistir.

Tablo 2

Cok kiiltiirlii Stniflarda Ogretmenlerin Geri Bildirim Tiirleri

Tema Alt Tema Katihmcilar
Formal-informal Arag- Gereg kullanimi T2, T3 veT4
Farkli yontem kullanimi T4
- e e e e, Egitim Ortami1 T2
Ozetleyici- Bicimlendirici Oretim Program T2. T3 ve T4
Duyussal 6zellikler T2, T3 ve T4
Ogretmen geri bildirimi- 6grenci = ,O tlvasyf) - Ulikleri T2, T3 veT4
vi bildirimi Ogrenen Ozellikleri
ge Dilsel ozellikler T2
Okul- aile Is birligi T3 ve T4
Cesaretlendirici-cesaret kirici Duyugsal Ozellikler T2, T3ve T4
R 5 . Ogretim Programi T2
Oz -Akran degerlendirme Gelisim Donemi Ozellikleri ™
Ogrenen 6zellikleri T3 ve T4

Tablo 2’ye bakildiginda 6gretmenlerin geri bildirim tiirlerine yonelik yapilan analiz neticesinde Formal-
Informal temas: altinda arag gerec kullanimi ve yontem alt temalar1 olusturulmustur. Ozetleyici-Bi¢imlendirici
temast altinda egitim ortami, 6gretim programi ve duyussal 6zellikler alt temalar1 olusturulmustur. Ogretmen
Geri Bildirimi- Ogrenci Geri Bildirimi temasma ait alt temalar motivasyon, dgrenen Ozellikleri, dilsel
ozellikler ve okul aile is birligi seklinde olusturulmustur. Cesaretlendirici-Cesaret Kirici temasi altinda
duyussal dzellikler alt temas1 olusturulmus olup son olarak Oz degerlendirme-Akran degerlendirme temasi
altinda 6gretim programi, gelisim donemi 6zellikleri ve 6grenen 6zellikleri alt temalar1 olusturulmustur.

Goriisme yapilan 6gretmenlerin verdikleri geri bildirim tiirlerini gosteren dogrudan alintilara
yer verilmistir.

T4: “Drama, tiyatro gibi farkli yontemleri sinifta uyguluyorum, ogrencilerin daha fazla derse
katibmlarim saglamis oluyorum.” (Formal-informal)

T3: “Swiflarin kalabalik olmasindan ve ogretim programinin yogun olmasindan dolay: farkl
etkinlikler uygulayamiyorum.” (Formal-Informal)

T4: “Ogretim programla ilgi geri bildirim veriyorum bunun nedeni kazammlarin iyi
ogrenilmis olmasimn saglanmak.”’(Ozetleyici- Bicimlendirici)

T2: “Swmiflarin kalabalik olmasindan dolayr standart quiz ve notlama yapmam ancak
ogrencilerime  motivasyonlarini — arttrmak  icin  rehberlik  yaparim.”  (Ozetleyici-
Bicimlendirici)

T2: “Yabanct uyruklu ogrencilerde 6gretmen geri bildiriminin Tiirkce yetersizliginden dolay:
etkili olmadigint diisiiniiyorum. ”(Ogretmen Geri Bildirimi- Ogrenci Geri Bildirimi)

T4: “Yabanci 6grencilerin 6grenme ¢abalari ¢ok yiiksek oldugundan geri bildirim beklentileri
de yiiksek oluyor, geri bildirimi motivasyonu arttiracak sekilde veriyorum. ”’(Ogretmen Geri
Bildirimi- Ogrenci Geri Bildirimi)

T3: “Motivasyon ¢ok onemli, yabanci égrencilerin ¢alistiklarinda Tiirk ogrenciler kadar
basarui olabileceklerine inandirmaya ¢alistyorum. ”(Cesaretlendirici-Cesaret Kirici)

T3: “Ogrencilerin matematik én yargisi yiiksek oldugundan cesaret kirmadan geri bildirim
veriyorum.” (Cesaretlendirici-Cesaret Kirict
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T2: “Ogretim programi yogunlugundan dolay1 éz degerlendirme yapmiyorum. Konulari
yetistirmekte zorlaniyoruz. Ayrica ortaokul ogrencileri birbirlerine karsi ¢ok acimasiziar bu
yiizden akran degerlendirmesi de yapmiyorum.” (Oz degerlendirme-Akran Degerlendirme)
T4: “Akran degerlendirmesini sunif ortaminda 6grencilere soz hakki verdigimde, eksik ya da
vanls cevaplarda simif arkadaslarimin destegini alarak yapiyorum, birbirlerine destek
oluyorlar.” (Oz degerlendirme-Akran Degerlendirme)

T3: “Oz degerlendirme icin sunif icinde ya da disinda, égrenciyle birebir ya da sinif iginde
goriisiiyorum.” (Oz degerlendirme-Akran Degerlendirme)

3.2 “Cok Kiiltiirlii Siniflarda Matematik Ogretmenlerinin Geri Bildirimlerinin Odak Noktas1 Agirhkl
Olarak Nasildir?” Alt Problemine Yonelik Bulgular

Cok kiltiirli siniflarda 6gretmenlik yapan 7 6gretmenin geri bildirim tarzlarini gérmek amaciyla
uygulanan formda 6gretmenlerin geri bildirimlerinin odak noktasinin sikligi Tablo 3’te verilmistir.

Tablo 3

Cok kiiltiirlii Siniflarda Ogretmenlerin Geri Bildirimlerinin Odak Noktast

2.a 2.b 2.¢c 2.d 2.e 2.f
T1 1 1 1 2 1 2
T2 1 1 1 3 0 2
T3 1 2 1 3 1 2
T4 0 2 1 3 1 2
T5 1 1 1 2 1 2
T6 1 1 1 3 1 2
T7 1 2 1 3 1 2

(2.a igerik odakli; 2.b yap1 odakly; 2.c gérev odakl; 2.d siire¢ odakli;2.e notlandirma odakls; 2.f hedef odaklr)
Tablo 3’e bakildiginda dort 6gretmenin esit sekilde hem yap1 hem de igerik odakli geri bildirim verdigi
kalan ii¢ 6gretmenin ise yap1 odakli geri bildirim verdigi goriilmektedir. Ogretmenlerin hepsinin siire¢ odaklt

geri bildirim verdikleri goriilmektedir. Ayrica 6gretmenler geri bildirimlerini hedef odakli vermektedirler.

Goniilli 6gretmenlerle yapilan goriismeler neticesinde Ogretmenlerin geri bildirimlerinin odak
noktasinin nasil oldugu alt temalara ayrilarak sikligi ile Tablo 4’te verilmistir.

Tablo 4

Cok kiiltiirlii Stmflarda Ogretmenlerin Geri Bildirimlerinin Odak Noktasina Ait Stklig:

Tema Alt Tema Katihmcilar
Ogretim Programi T2, T3 ve T4
Icerik Odakh- Yap1 Odakh Farkli Disiplin ile iligkilendirme T2, T3 ve T4
Olgme ve degerlendirme T2 ve T3
Gorev Odakli- Siire¢ Odakh Arag Gereg T4
Matematiksel Iletisim T2 ve T3
Ogretmen inanci T4
Notlandirma Odakh- Hedef Qlfm? ve Degerlendirme 12,13 ve T4
Odakh Qgretlm Programi T3
Oz diizenleme Becerisi T2 ve T4
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ablo 4’e¢ bakildiginda 6gretmenlerin geri bildirimlerinin odak noktasma ydnelik yapilan analiz
neticesinde Igerik odakli- Yapr Odakli temasi altinda dgretim progranu ve farkli disiplin ile iliskilendirme alt
temalar1 olusturulmustur. Gérev Odakli-Siire¢ Odakli temasi altinda Olgme ve degerlendirme, arag gereg,
matematiksel iletisim, 6gretmen inanci alt temalar1 olusturulmustur. Notlandirma Odakli- Hedef Odakli
a ait alt temalar 6lgme ve degerlendirme, 6z diizenleme becerisi ve &gretim programi seklinde

olusturulmustur.

Gorlisme yapilan 6gretmenlerin verdikleri geri bildirim tiirlerini gosteren dogrudan alintilara yer

verilmistir.

3.3 “Cok Kiiltiirlii Simiflarda Matematik Ogretmenlerinin Geri Bildirimlerinin Acikhg Ve Netligi

T2: “Dil bilgisine odakli geri bildirim vermem ¢iinkii dil bilgisi farkli branslarin alani benim
dersimle ilgisi yok.” (Igerik odakli- Yap1 Odaklr)

T3: “Matematikte tammlar énemlidir. Tanimlarin dogru olabilmesi icin dil bilgisine dikkat
ederim.” (Igerik odakli- Yap1 Odakl1)

T4: “Tam oOgrenmenin saglanabilmesi icin konun yapisina odakli geri bildirim
veririm.”(Igerik odakli- Yap: Odakli)

T2, T3: “Odeviendirme yapilip odev kontorliinii aile is birligiyle sagliyorum béylece
ogrencinin performansi artryor.” (Gorev Odakli- Siire¢ Odaklr)

T4: *Ogrencilerime pano calismasi yaptirtyorum, pano ¢alismasi ozellikle geometride yabanci
uyruklu ogrenciler igin gorsellik sagladigindan olduk¢a etkili oluyor ve performansi
arttiriyor.” (Gorev Odakli- Siire¢ Odaklr)

T4: “Siire¢ icerisinde 6grencilerimin hatalarini gormelerine ve diizeltmelerine yardimct
oluyorum ayrica hata yapmadan ogrenilmeyecegine dair motivasyon konusmast yapiyorum.”
(Gorev Odakli- Siire¢ Odaklr)

T2: “Gorev sonunda notlandirma yapmam, not igin yapilan édevlerin basariyr arttirdigini
diigiinmiiyorum. ”(Notlandirma Odakli- Hedef Odakli)

T3: “Milli egitim standartlarina gére proje ve performans odevi veriyorum ve bunlari
notlandirryorum ayrica geri bildirimlerle birlikte 6grenciler eksik kaldiklart konularin farkina
variyor ve o konulara ¢alistyor béylece 6z diizenlemeye de yardimct oluyor.”(Notlandirma
Odakli- Hedef Odaklr)

T4: “Ogrencileri motive etmek icin notlandirma yaparim.” (Notlandirma Odakli- Hedef
Odakl)

Nasildir?” Alt Problemine Yonelik Bulgular

¢

ok kiiltiirlii siniflarda goérev yapan 6gretmenlerin geri bildirim tarzlarini gérmek amaciyla uygulanan

formda 6gretmenlerin geri bildirimlerinin aciklig1 ve netligi ile siklig1 Tablo 5’te verilmistir.

Tablo 5

Cok kiiltiirlii Stniflarda Ogretmenlerin Geri Bildirimlerinin A¢ikligi ve Netligi

&
=2
<

by

T1

T2

T3

T4

TS

T6

T7

ol el Ml Mol Rl Rl Bl od
(.NUJU)U)LA-)U)U)SA)
(==l e =
— | | | | | = 9

(3.a basit 6vgii igeren; 3.b detayli 6vgii iceren; 3.c ¢ok az; 3.d ¢ok fazla)

Tablo 5’e¢ bakildiginda 6gretmenlerin detayli yorum igeren geri bildirimleri kullandigi ancak alti

tanesinin ¢ok fazla geri bildirim verdigini bir 6gretmenin ise kisith geri bildirim verdigi goriilmektedir.

G

oniilli 6gretmenlerle yapilan goriismeler neticesinde dgretmenlerin geri bildirimlerinin acikligl ve

netliginin nasil oldugu alt temalara ayrilarak siklig1 ile Tablo 6’da verilmistir.
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Tablo 6

Cok kiiltiirlii Siniflarda Ogretmenlerin Geri Bildirimlerinin Agikhigina ve Netligine Ait Siklig1

Tema Alt Tema Katihmcilar
Ogrenen Ozelligi T2, T3 ve T4
Basit 0vgii iceren-Detayh §1nav Kaygisi T2 ve T3
yorum iceren Ogretmen inanci T4
Ogretim Progranmi T2, T3 ve T4
Okul- aile Is birligi T4
Ogrenen Ozelligi T2
Cok az - Cok fazla Ogretmen Inanci T3, T4
Ogretmen yetkinligi T4

Tablo 6’ya bakildiginda 6gretmenlerin geri bildirimlerinin agiklig1 ve netligine yonelik yapilan analiz
neticesinde Basit Ovgii Iceren-Detayli Yorum igeren temasi altinda 6grenen 6zelligi, smav kaygisi, dgretmen
inanci, dgretim programi, okul- aile is birligi, 6gretim programi alt temasi olusturulmustur. Cok Az — Cok
Fazla temasi altinda 6grenen 6zelligi, 6gretmen inanci ve 6gretmen yetkinligi alt temalar1 olusturulmustur.

Gorlisme yapilan 6gretmenlerin verdikleri geri bildirim tiirlerini gosteren dogrudan alintilara yer

verilmistir.

3.4 “Cok Kiiltiirlii Smiflarda Matematik Ogretmenlerinin Geri Bildirimlerinin Derinligi Nasildir?” Alt

T4: “Basit ovgii kullanirim ancak detayli yorum iceren geri bildirimler de veriyorum bunun
icin soyle bir ornek verebilirim bazi 6grencilerim fazla ders odakli, onlari daha fazla sosyal
olmalar1 adina tesvik ediyorum.” Basit Ovgii Igeren-Detayl Yorum Igeren)

T2: “Ogrencilerin neyi eksik ya da neyi fazla yapmasi hakkinda bilgi veririm béylece
ogrencilerin yanhs ¢alisma teknikleriyle zaman kaybi yasamamasini saglarim bir nevi egitim
koglugu yaparim.” (Basit Ovgii Iceren-Detayli Yorum Iceren)

T3: “Detayli geri bildirimler veririm béylece dgrenci ¢alisma tekniklerini ve hangi kazanimda
eksigi oldugunu ya da nereye yogunlasmasi gerektigini bilir.” (Basit Ovgii Iceren-Detayli
Yorum Igeren)

T2-T3-T4: “Geri bildirimlerim gelecek uygulamalara dair oneriler icerir bunun sebebi
matematigin birikimli bir bilim olmasi ve on ogrenmeler saglanmadan yeni 6grenmeler
saglanamamasi. Ogrenilen konuyla ilgi yeni &grenmelerin olacagimin soylerim ve tam
ogrenmeyi saglamak icin dgrencilerimi giidiilerim.” (Basit Ovgii Iceren-Detayli Yorum
Iceren)

T2: “Yabanci 6grencilerin geri bildirim beklentisi ¢ok yiiksek bu yiizden fazla geri bildirim
vermeye ¢alistyorum ancak yabanct égrencilerle iletisim zayif olmasindan kaynakl normal
ogrencilere kiyasla (geri bildirim ) daha az oluyor.” (Cok Az — Cok Fazla)

T4: “Fazla geri bildirim veriyorum bunun yam swra yabanci ogrencilere Ingilizce ve Rusca
geri bildirim veriyorum.” (Cok Az — Cok Fazla)

T3: ‘Ogrencilerimin 6n yargilarim azaltmak icin fazla geri bildirim veriyorum.’

seklinde ifade etmistir. (Cok Az — Cok Fazla)

Problemine Yonelik Bulgular

Cok kiiltiirlii siniflarda 6gretmenlik yapan 7 6gretmenin geri bildirim tarzlarin1 gérmek amactyla

uygulanan formda 6gretmenlerin geri bildirimlerinin derinligi ile siklig1 Tablo 7’te verilmistir.
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Tablo 7

Cok kiiltiirlii Stniflarda Ogretmenlerin Geri Bildirimlerinin Derinligi

o
=2
g}

(="

T1
T2
T3
T4
T5
T6
T7
(4.a yanli anlagilabilir; 4.b agik; 4.c basit; 4.d karmasik)

[=Ri =Rl =R il e
===[=1=|=||2
===[==|=|~|&
[=RR =Rl iRl e

Tablo 7’ye bakildiginda tiim Ogretmenlerin agik ve net geri bildirim verdigi aym1 zamanda geri
bildirimlerinin basit oldugu goriilmektedir.

Goniilli 6gretmenlerle yapilan goriismeler neticesinde 6gretmenlerin geri bildirimlerinin agikligi ve
netliginin nasil oldugu alt temalara ayrilarak siklig1 ile Tablo 8’de verilmistir.

Tablo 8

Cok kiiltiirlii Siniflarda Ogretmenlerin Geri Bildirimlerinin Derinligine Ait Goriigleri ve Sikligi

Tema Alt Tema Katihmcilar
. Ogretmen Inanci
Yanlis anlasilabilir- Acik T2. T3 ve T4
Ogretmen Inanci T3

Basit- Karmagik Ogrenen Ozelligi T2 ve T4

Tablo 8’e bakildiginda 6gretmenlerin geri bildirimlerinin derinligine yonelik yapilan analiz neticesinde
Yanlis anlagilabilir- Agik geri bildirim temasi altinda 6gretmen inanci alt temasi olusturulmustur. Basit-
Karmagik geri bildirim temasi altinda 6gretmen inanci ve O0grenen ozelligi alt temalar1 olusturulmustur.
Yapilan goriismelerde. Ogretmenler 6grencileri icin yargilayict kelimeler kullanmaktan kagindiklarimi ¢iinkii
bu tarz kelimelerin 6grencilerin 6z giivenini kirdigini ve motivasyonlarimi diisiirdiigiinii soylemektedirler.

Goriisme yapilan 6gretmenlerin verdikleri geri bildirim tiirlerini gosteren dogrudan alintilara yer
verilmistir.

T2: “Acik ve net geri bildirim verirken kirict olmamaya dikkat ederim. ”(Yanlis Anlasilabilir-
Acik)

T3: “Geri bildirimi acik ve net veririm ¢iinkii geri bildirimle ogrencilerin eksiklerinin
tamamlanmasi gerektiginin diisiiniiyorum. (Y anlis Anlasilabilir- A¢ik)

T2,T3 ve T4: “Yargilayici kelimeler kullanilmam, bunun sebebi 6grencilerin 6zgiiveninin

kariliyor olmasi geri bildirimin amacinin 6grencileri motive etmek oldugunun diigiintiyorum.”
(Yanlig Anlagilabilir- A¢ik)

T3: “Matematigin teorik bir ders olmasindan ve ogrencilerin hali hazirda olumsuz tutumu
olmasindan dolay basit geri bildirimler vermeye ¢alisirim. ”(Basit- Karmasik)

T4: “Basit geri bildirimle birlikte 6grencinin seviyesine uygun olarak geri bildirim veririm.’
(Basit- Karmasik)

>
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3.5 “Cok Kiiltiirlii Siniflarda Matematik (")gretmenlerinin Geri Bildirimlerinin Gonderim Sekli
Nasildir?” Alt Problemine Yonelik Bulgular

Cok kiiltiirlii siniflarda 6gretmenlik yapan 7 O0gretmenin geri bildirim tarzlarmi gérmek amaciyla
uygulanan formda 6gretmenlerin geri bildirimlerinin génderim sekli ile siklig1 Tablo 9°da verilmistir.

Tablo 9

Cok kiiltiirlii Simflarda Ogretmenlerin Geri Bildirimlerinin Génderim Sekli

=

S.a 5 S.¢ 5.d S.e 5.f S.g 5.h 5. 5.
T1 0 1 0 0 0 1 0 1 1 0
T2 0 1 0 0 0 1 0 1 1 0
T3 1 1 1 1 1 0 0 1 1 0
T4 0 1 0 0 1 0 0 1 1 0
TS5 0 1 0 1 0 1 0 1 1 0
T6 1 1 1 0 1 0 0 1 1 0
T7 0 1 0 0 0 1 0 0 1 0

(5.a tek yonlii; 5.b dinamik; 5.c yazili; 5.d elektoronik; 5.e senkron; 5.d asenkron; 5.e tek seferlik; 5.f stirekli; 5.1 aninda;
5.j gecikmeli)

Tablo 9’a bakildiginda 5 6gretmenin dinamik dongii geri bildirimi verdigi, 2 6gretmenin ise hem tek
yonlii hem de dinamik geri bildirim verdigi goriilmektedir. Yazili veya elektronik geri bildirim vermeyen dort
ogretmen bulundugu, her iki bildirim tiirlinii de veren bir 6gretmen oldugu ve sadece elektronik geri bildirim
veren bir 6gretmen oldugu goriilmektedir. Asenkron geri bildirim veren dort 6gretmen bulundugu diger ii¢
ogretmenin ise senkron geri bildirim verildigi gériilmektedir. Ogretmenlerin altisinin siirekli geri bildirim
verdigi, bir tanesinin ise iki bildirim tiiriinii de vermedigi goriilmektedir. Ogretmenlerin tiimiiniin aninda geri
bildirim verdikleri goriilmektedir.

Goniilli 6gretmenlerle yapilan goriismeler neticesinde 6gretmenlerin geri bildirimlerinin génderim
seklinin nasil oldugu alt temalara ayrilarak siklig1 ile Tablo 10°da verilmistir.

Tablo 10

Cok kiiltiirlii Sitniflarda Ogretmenlerin Geri Bildirimlerinin Gonderim Sekline Ait Goriisleri ve Stklig

Tema Alt Tema Katihmcilar
Ogretmen inanci T2 ve T3
R, . Egitim ortami T4
Tek yonlii-Dinamik Oggrenen ozelligi T2
Olgme ve Degerlendirme T3veT
Okul- aile Is birligi T4
Senkron-Asenkron Ogretmen Inanci T3
Ol¢me ve Degerlendirme T2, T3 ve T4

Tek Seferlik-Siirekli T2, T3 ve T4

Ogretmen Inanci

Ogrenen Ozellikleri T3 ve T4

Tablo 10’a bakildiginda 6gretmenlerin génderim sekline yonelik yapilan analiz neticesinde Tek yonlii-
Dinamik geri bildirim temasi altinda 6gretmen inanci, dlgme ve degerlendirme, egitim ortami, 6grenen 6zelligi
ve okul aile is birligi alt temalar1 olugturulmustur. Senkron-Asenkron temasi altinda 6gretmen inanci ve 6lgme
ve degerlendirme alt temalar1 olusturulmustur. Tek Seferlik-Siirekli temasi altinda ise 6gretmen inanci ve
ogrenen Ozellikleri alt temalar1 olusturulmustur.

Gorlisme yapilan 6gretmenlerin verdikleri geri bildirim tiirlerini gosteren dogrudan alintilara yer
verilmistir.
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T2: “Iletisimin siirdiiriilebilmesi ve rahat saglanabilmesi icin amnda geri bildirim vermem
gerekiyor, ozellikle yabanci uyruklu égrencilerde iletisim en zorlandigimiz konu oldugundan
buna ¢ok dikkat ediyorum.” (Tek yonlii-Dinamik)

T4: “Siniflar kalabalik oldugu icin her cocugun odevinin iistiine geribildirim yazmam miimkiin
degil sozlii olarak ifade ederim.” (Tek yonli-Dinamik)

T3: “Yazili ve elektronik geri bildirimler i¢in ‘Milli Egitim’in Veli bilgilendirme sistemini ve
Ogrenci\Ogretmen destekleme sistemini kullaniyorum.” (Tek yénlii-Dinamik)

T2: “Es zamanli geri bildirim vermiyorum ¢iinkii hepsini uyguladigimiz zaman farkl.”
(Senkron- Asenkron)

T3: “Tiim uygulamalarin es zamanli olmast konunun tam ogrenilmesinde etkili oluyor.
Odevlendirme yaptigimda Ogrenci/Ogretmen Destekleme istemi ve Veli Bilgilendirme Sistemi,
kaynak ¢ozme gibi farkl yerlerden geri bildirim istiyorum.” (Senkron- Asenkron)

T4: “Siirekli ve aminda geri bildirim yaparim ya 6grenci ya da veli ile goriisiiriim. ” (Senkron-
Asenkron)

T2: “Iletisimin siirdiiriilebilmesi ve rahat saglanabilmesi icin amnda geri bildirim vermem
gerekiyor, ozellikle yabanct uyruklu 6grencilerde iletisim en zorlandigimiz konu oldugundan
buna ¢ok dikkat ediyorum.” (Senkron- Asenkron)

T2: “Tek seferlik geri bildirimin etkisi oldugunu diisiinmiiyorum geri bildirim siirekli olmal
yabanct uyruklu ogrencilerde iletisim bir siire sonra ister istemez kopuyor. Kopmamasi igin
ogrencilerin motivasyonlarint yiiksek tutmamiz gerekiyor.” (Tek Seferlik- Siirekli)

T3: “Geri bildirimlerimin amaci kazanimlarin daha iyi ogrenilmesini saglamak ve 6grenciyi
bir iist seviyeye ¢ikarabilmek bu yiizden siirekli olmasi gerekiyor.” (Tek Seferlik- Siirekli)
T4: “Geri bildirim aninda olmalr yoksa égrenciler onlarla ilgilenilmedigini diigiiniiyor ve
dersten uzaklasiyor. ”(Tek Seferlik- Siirekli)

TARTISMA, SONUC ve ONERILER

Cok kiiltiirlii siniflarda 6gretmenlerin geri bildirimlerinin tiirleriyle ilgili elde edilen sonuglara gore;
ogretmenler formal ve informal geri bildirimi esit olarak kullanmaktadir. Ogretmenler siniflarinda hem
Ogretim programinda yer alan hem de yer almayan kaynaklardan yararlanarak geri bildirim vermektedirler.
Ogretmenlerin informal geri bildirim kullanmasinin sebebi olarak Milli Egitim kitaplarinin yabanci 6grenciler
icin yetersiz oldugunu disiindiikleri ve bundan dolay1r ek kaynak kullandiklar1 diigiiniilmektedir. Ayrica
Ogrencilerin bireysel farkliliklarina uygun ve yabanci uyruklu 6grencilerin de derslere ilgisini ¢gekmek
amacityla drama benzeri yontemleri kullanmadiklari bunlarin yanisira teknolojiyi derslerine entegre ettikleri
diistintilmektedir. Cetinkaya (2020) cok kiiltiirlii okullarda gérev yapan Ogretmenlerle yaptigi arastirmada
O0gretmenler tarafindan, farkli yontem ve tekniklerin kullanildigini ifade etmistir, farkli yontem ve tekniklerle
islenen dersin sonucunda yabanci 6grencilere verilecek geri bildirimlerin de olumlu olacag diistiniilmektedir.
Truwax’m (2020) ve Gilgli Yilmaz’in (2020) arastirmasinda ¢ok kiiltiirlii ortamlarda yalnizca sdzel
diyaloglarin olmadig1 bireysel farklilara uygun geri bildirim verildigi sonucu ortaya ¢ikmustir.

Ogretmenler dzetleyici ve bigimlendirici geri bildirimin ikisini de kullanmaktadir. Bigimlendirici geri
bildirim de 6gretmenlerin daha ¢ok 6grenciye yol gosteren rehber konumunda oldugu 6zetleyici geri bildirim
veren 0gretmenlerin Milli Egitimin belirledigi standartlara gore notlandirma yaptig1 ancak notlandirma kaygisi
giitmedigi bunun sebebi olarak ise yabanci Ogrencilerle yasanan iletisim sorunu oldugu diislintilmektir.
Ogretmenlerin hem 6grenci hem de 6gretmen geri bildirimini kullandig1 bir diger sonugtur. Ogretmenlerin
timi smif i¢inde 6grenci-ogretmen etkilesiminin yogun olarak siirdiirmektedir. Siirekli olarak iki tarafin
birbirine geri bildirim vermesiyle birlikte yabanci 6grenciler ve 6gretmenler arasinda bir dil gelistirilebilecegi
bdylece yabanci uyruklu dgrencilerin Tiirkge konugma ve anlama yetersizliginden kaynaklanan 6grenme
cabalarinin karsilik bulacag: diisiiniilmektedir. Evans ve Waring’in (2009) kiiltiir farklilig1 olan 6grencilerin
derslerde aktif oldugu sonucuna ulasilan ¢alismayla benzer nitelik tasimaktadir. Cok kiiltiirlii siniflarda aktif
olan yabanci Ogrencilerle yalnizca Ogretmenden Ogrenciye tek yonli geri bildirim goriilmeyecegi
disiiniilmektedir. Ayrica 6gretmenlerin 6grencilerine cesaretlendirici geri bildirimde bulundugu sonucuna
ulasilmustir. Ozellikle yabanci uyruklu dgrencileri motive etmek, onlarin matematik derslerine olan inanglarin
yiiksek tutmak, 6n yargilarini kirmak amaciyla 6gretmenlerin geri bildirim tarzlarinin cesaretlendirici oldugu
disiiniilmektedir. Bu sonug ise Celen’in (2010) geri bildirimin motivasyonu ve akademik basariy1 arttirmaya
etkisi oldugunu sonuglartyla benzerlik gostermektedir.
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Son olarak dgretmenler agirlikli olarak 6z degerlendirme geri bildirimini kullanmasinin yaninda akran
degerlendirme geri bildirimini kullandiklar1 sonucuna ulagilmistir. Akran degerlendirmesinin agirlikli olarak
kullanilmamasinin sebebinin ortaokul 6grencilerinin birbirlerine zorbalik yapabilecegi ve 6gretim programimin
yogun olmasimdan kaynaklandig1 diisiiniilmektedir. Akran degerlendirmesinin hem degerlendirenin hem de
degerlendirilenin bilgisini etkin bir sekilde kullanmaya zorlamasi sebebiyle islevsel oldugunu sdyleyen
Hamzaday1’ya (2015) ek olarak, cok kiiltiirlii siniflarda yapilacak akran degerlendirmesi geri bildirimin sinif
ortamint iyilestirmeye yonelik etkisinin olacag diisiiniilmektedir.

Cok kiiltiirlii siniflarda 6gretmenlerin geri bildirimlerinin odak noktasi ile ilgilielde edilen sonuglara
gore Ogretmenlerin geri bildirimlerinin hem icerik hem de yapi odakli oldugu sonucuna ulasilmistir.
Ogretmenlerin kazanimlara uygun, tam dgrenmeyi saglayacak sekilde icerik odakli geri bildirim verdikleri,
yap1 odakli geri bildirim veren dgretmenlerin ise matematigin dogasindan kaynaklanan sorunlarin ortaya
¢ikmamasi i¢in dil bilgisine uygun sekilde geri bildirim verdikleri diistiniilmektedir.

Ogretmenler hedeflere uygun ve siireg iginde geri bildirim vermeyi tercih etmektedir. Ogretmenlerin
stire¢ iginde geri bildirim vermeyi tercih etmesinin amacimin 6grencilerin hatalari goérerek 6grenmesini,
strateji gelistirebilmesini ve fikirler arasinda iligki kurabilmesini saglamak oldugu diisiiniilmektedir. Tas
(2013) o6dev vererek geri bildirimde bulunmanin 6z diizenlemeye ve derin 6grenme stratejilerinin kullanima
pozitif yonde katkisi oldugunu ifade eder. Ogretmenler de hedeflere uygun geri bildirim verirken, diizenli
olarak 6dev vermektedir. Bu sayede yabanci uyruklu 6grencilerin 6grenci-veli-6gretmen is birligi sagladiklari
ayni zamanda motivasyonu arttirarak, 6z diizenlemeye de yardime1 olduklar diisiintilmektedir.

Cok kiiltiirlii siniflarda 6gretmenlerin geri bildirimlerinin agikligi ve netligiyle ilgi elde edilen sonuglara
gore Ogretmenler agirlikli olarak detayli, yorum barindiran, gelecek uygulamalar i¢in Oneriler igeren geri
bildirim verdikleri sonucuna ulagilmistir. Ayrica 6gretmenlerin siire¢ igerisinde ¢ok fazla geri bildirim
verdikleri ulasilan bir diger sonugtur. Yabanci 6grencilerin hem Milli Egitim miifredatina hem de okul
kiiltiiriine uyumlanmalarin1 saglamak amaciyla 6gretmenlerin ¢ok fazla ve detayli geri bildirim verdikleri
disiiniilmektedir. Detayl geri bildirim verirken 6gretmenlerin, yabanci 6grencilerin ders ¢alisma tekniklerine,
kazanimlar igsellestirilmesine ve gelecek kazanimlar i¢in Onerilerini dikkate almasii saglayarak akademik
basarisini da destekleyebilecegi diisliniilmektedir.

Cok kiiltiirli simiflarda 6gretmenlerin geri bildirimlerinin derinligiyle ilgi elde edilen sonuglara gore
Ogretmenler basit, acik ve net geri bildirim vermektedir. Bunun sebebi olarak matematigin dogas1 geregi
karmasik bir ders olmas1 ve 6grenciler de kafa karisiklig1 yaratmayacak sekilde geri bildirim vermeye dikkat
edildigi dusiiniilmektedir. Ayrica Ogretmenlerin yabanci 6grencilere geri bildirim verirken yargilayici
kelimeleri kullanmaktan kagimmalar1 ve kirici olmamaya dikkat etmeleri gerektigi diisiiniilmektedir.

Cok kiiltiirlii siniflarda 6gretmenlerin geri bildirimlerinin gdnderim sekliyle ilgi elde edilen sonuglara
gore Ogretmenler dinamik dongii seklinde geri bildirim vermektedir. Bununla birlikte geri bildirimleri
asenkron ve stirekli verdikleri sonucu ortaya ¢ikmistir. Genel itibariyle iletisimin yinelemeli ve devam ettigi
durumlarda geri bildirim verilmektedir. Yabanci uyruklu 6grencilere geri bildirim verirken bir siire sonra
iletisimin kopabilecegi ve bundan dolay1 bir siire sonra geri bildirimlerin amacina ulasamayacagi
disiiniilmektedir. Asenkron geri bildirimlerin yerine senkron sekilde birden fazla farkli sekilde geri bildirim
verilmesi gerektigi ongoriilmektedir. Aninda ve siirekli geri bildirim vermeye dikkat eden dgretmenlerin ise
Ogrencilerin tam O0grenmelerini saglamay1 amagladiklari tahmin edilmektedir Ayrica gecikmeli olarak geri
bildirim vermek 6grencilerin ilgilenilmedigi diisiincesini dogurabilir ve bu diisiince de motivasyonu olumsuz
etkileyebilir.

Bu ¢alisma kapsaminda oneriler:

* Cok kiiltiirlii okullarda egitim-6gretim yilina baslamadan dnce 6gretmenlere yabanci 6grencilere geri
bildirim vermelerine yonelik hizmet-i¢i egitim verilmesi,

* Yabanci uyruklu dgrencilere oryantasyon programlarinin uygulanmas,

* Ortaokul 6gretim programinda c¢ok kiiltiirlii siniflara uygun unsurlarinda yer almasi.
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INTRODUCTION

Many students find mathematics to be a challenging subject to grasp (Akkas & Ugar, 2020; Boz, 2008;
Dursun & Dede, 2004; Karaca Yetim & Ada, 2018; Sahin, 2013), often describing it as abstract (Nasibov &
Kagar, 2005; Yesildere, 2004) and intricate (Kaya, 2018). In maths classes, it is crucial for educators to offer
students clear and precise feedback to dispel any confusion and to alter their perceptions of the subject as being
difficult, abstract, and complex.

Feedback

Woods (2015) conducted a review of prior literature (Hattie, 2012; McCabe, et al, 2011; Wolsey, 2008)
and emphasized the critical importance of teacher-student feedback during the learning process for enhancing
learning and self-regulation. According to Benligiray (2014), feedback is defined as "an adjusting mechanism
within a system under examination that tests and corrects the result in terms of suitability for purpose and
errors during the process of transforming the information and knowledge received, that is, inputs, into output."
Mcmillan (2015) described feedback as "the information provided to the student by the teacher regarding the
student's performance following evaluation." In general terms, feedback can be understood as the teacher
offering information that facilitates a change in the learner's behavior and the development of their skills
(Sentiirk, 2019).

Providing students with clear, precise, and effective feedback enables them to concentrate on the content,
thereby fostering their mathematical thinking and development (Chin, 2006; Truxaw, 2020; Kim, 2019).
Feedback that relies solely on true or false statements is generally considered to be of low quality. Therefore,
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creating an environment conducive to discussion is crucial for enhancing the quality of feedback given to
students (Truxaw, 2020).

Studies (Kluger & Nisi, 1996; Hattie & Zierer, 2019) have shown that feedback plays a crucial role in
student achievement. As a result, feedback helps students generate insights and assess their thoughts when
they make incorrect assumptions, which in turn fosters the development of more effective information
processing strategies and understanding (Wisniewski, et al, 2020).

It is believed that teachers' feedback should be both guiding and suitable for the students' level. Teachers
should not only provide feedback but also encourage students to interpret it (Scott, 2014). Feedback should
enable students to utilize their prior knowledge and expand upon their new learning (Istencioglu, 2022).
Numerous factors influence feedback, and these can vary based on discipline and need. Factors such as the
timing and quantity of feedback, its differentiation, the characteristics of both students and teachers, and the
presence of foreign students and linguistic diversity in the classroom all play a role in affecting feedback
(Yavuz, 2022).

Multicultural Education Environment

Multiculturalism refers to the equitable coexistence of various ethnic groups and the integration of
diverse populations within a single political framework (Doytcheva, 2009). Multicultural education is
perceived as a means to foster communication and collaboration among different groups. Establishing
multicultural educational settings ensures that students from diverse backgrounds receive equal and fair access
to educational opportunities. These environments, enriched by cultural diversity, emphasize respect for human
rights, empathy, and tolerance (Cirik, 2008). Furthermore, it is anticipated that cultural diversity encompasses
linguistic diversity within multicultural classrooms. Thus, multicultural educational settings can be seen as a
manifestation of cultural diversity within the educational sphere.

Feedback in Multicultural Classrooms

Although linguistic diversity in classrooms with multiple languages may initially seem disadvantageous,
it is, in fact, regarded as a cognitive asset. Vygotsky's sociocultural theory posits that structuring lessons around
interpersonal interactions and the importance of language, coupled with providing feedback, can be beneficial
in such environments (Truwax, 2020).

Truwax (2020) conducted a qualitative investigation into feedback delivery within multicultural
classrooms, concluding that, in addition to verbal feedback for primary school students, diverse teaching
methods and supplementary supportive actions, particularly visual aids, should be employed. Gii¢lii Yilmaz
(2020) reported that interviews with teachers in multicultural schools revealed the use of tools and equipment
tailored to cultural differences, alongside feedback that accommodates individual differences. In Cetinkaya's
(2020) research involving teachers from multicultural schools, it was noted that while diverse methods and
techniques were advocated, the curriculum imposed limitations on classroom applications, resulting in a
predominantly teacher-centered instructional approach. Evans and Waring's (2009) study concluded that
students should be actively engaged in the learning process, consistent with educational psychology principles
in multicultural classrooms.

Antalya province is home to 140,290 immigrant citizens (Directorate of Migration Management, 2023), a
demographic factor anticipated to impact educational practices. The presence of multiculturalism in
classrooms underscores the necessity of considering teacher feedback to students as a critical area for
discussion.

Upon reviewing the literature, several studies have addressed the manner in which teachers should provide
feedback in multicultural classrooms (Cetinkaya, 2020; Evans and Waring, 2009; Gii¢li Yilmaz, 2020;
Truwax, 2020). Nonetheless, there is a paucity of research concerning the nature and style of feedback actually
employed by teachers. This study aims to identify the feedback styles utilized by mathematics teachers in
multicultural educational settings. Consequently, the research problem is articulated as: "What are the feedback
styles of mathematics teachers in multicultural classrooms?" Woods (2015) categorized the sub-dimensions of
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feedback styles into type, focus, depth, clarity and directness, and delivery method. In alignment with these
categories, the sub-problems of the research are as follows:

1. "What is the predominant type of feedback given by mathematics teachers in multicultural
classrooms?"

2. “What is the focus of mathematics teachers’ feedback in multicultural classrooms?”

“What is the depth of mathematics teachers’ feedback in multicultural classrooms?”

4. “What is the clarity and directness of mathematics teachers’ feedback in multicultural
classrooms?”

5. “What is the delivery method of mathematics teachers’ feedback in multicultural classrooms?”

W

METHOD

Research Model

This study employs a case study approach within the framework of qualitative research designs. A
case study facilitates an in-depth and comprehensive examination of the location, process, and all variables
associated with an event (Yildirim & Simsek, 2016). The primary focus of this investigation is to elucidate the
feedback styles of mathematics teachers in multicultural school settings. The feedback styles of these educators
will be analyzed thoroughly and comprehensively, employing a holistic case study methodology.

Study Group

Participants were selected through criterion sampling, a method characterized by the selection of
individuals who meet a specific predetermined criterion applicable to all relevant situations (Yildirmm &
Simsek, 2016). In this study, the criterion was defined as being a mathematics teacher in a school with a
culturally diverse student body, irrespective of grade level. Consequently, the study group comprised seven
mathematics teachers (T1, T2, T3, etc.) employed at a multicultural public school in Antalya province, which
includes students from Russian, Ukrainian, Turkish, and Azerbaijani backgrounds. Prior to the commencement
of the study, the teachers were contacted and provided with information regarding the study. Ethical approval
from the relevant committee was communicated to the participants, and their willingness to participate was
ascertained.

Data Collection Tool

The "Feedback Evaluation Form for Multicultural Classrooms" (FEFMC), developed based on the
feedback dimensions framework established by Woods (2015), was distributed to teachers in written form for
completion. Expert opinions were solicited for the FEFMC. Following the analysis of data collected from the
FEFMC, interviews were conducted with volunteer participants. These interviews were semi-structured,
utilizing a Semi-Structured Interview Questions (SSIQ) form designed to gain a comprehensive understanding
of the FEFMC. Expert opinions were obtained from two teachers and two academicians regarding the SSIQ.
Individual interviews were conducted with three volunteer teachers. The interview questions focused on the
types of feedback teachers most frequently provide, the contexts in which they choose to offer positive or
negative feedback, the level of detail in their feedback explanations, and the potential impacts of feedback on
students. Additionally, teachers were asked to provide examples based on their responses as part of the
interviews.

Data Collection and Analysis

In the FEFMC, responses were scored with 1 point for affirmative answers and 0 points for negative
ones, with feedback evaluated for each teacher across various sub-dimensions. During the semi-structured
interviews conducted with participants, both descriptive and content analyses were employed in alignment
with qualitative data analysis methodologies. The validity of the coding was established through consultation
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with an expert in qualitative research methods. The expert assessed the consistency of the codes and their
adequacy in representing the data. Discussions with the expert included code definitions and analysis
processes, leading to a review and refinement of the code content. This approach aligns with the reliability
enhancement strategies proposed by Lincoln and Guba (1985) and is frequently highlighted in the literature as
an effective method for ensuring the validity and reliability of coding (Creswell & Poth, 2018).

Ethical Permissions of the Research
In this study, research ethics principles were observed and the necessary ethics committee permissions
were obtained. Within the scope of the ethics committee permission; Akdeniz University Rectorate Social and

Human Sciences Scientific Research and Publication Ethics Committee, document number 623753 was
received on 13.04.2023.

RESULTS

Findings Regarding the Sub-Problem “What is the predominant type of feedback given by
mathematics teachers in multicultural classrooms?”

The frequency of teachers’ feedback types in the form applied to see the feedback styles of teachers
working in multicultural classrooms is given in Table 1.

Table 1

Types of Feedback from Teachers in Multicultural Classrooms

1.a 1.b 1.c 1.d l.e 1.f 1.g 1.h Li 1.j
T1 1 2 1 1 1 1 1 0 1 0
T2 2 2 1 1 1 1 1 0 0 0
T3 0 2 3 2 1 1 1 0 1 1
T4 2 2 3 2 1 1 1 0 1 1
T5 1 2 1 1 1 1 1 0 1 0
T6 2 2 1 2 1 1 1 0 1 0
T7 2 2 2 2 1 1 1 0 1 1

(1.a. formal expression, 1.b. informal expression; 1.c. summative; 1.d. formative; 1.e. teacher feedback; 1.f student feedback; 1.g
encouraging; 1.h discouraging; 1.1 self-assessment; 1.j peer assessment)

In Table 1, it is evident that in multicultural classrooms, four teachers provide both informal and formal
feedback equally, whereas the remaining three teachers offer only formal feedback. Additionally, four teachers
distribute summative and formative feedback equally, two teachers focus on summative feedback, and one
teacher emphasizes formative feedback. All teachers appear to assign equal importance to both student and
teacher feedback, and they consistently provide encouraging feedback. Furthermore, three teachers offer self-
assessment feedback, three provide both self-assessment and peer assessment feedback, and one teacher does
not employ either method.

The interviews conducted with volunteer teachers revealed various types of feedback, which have been
categorized into sub-themes, with their frequencies presented in Table 2.
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Table 2

Types of Feedback from Teachers in Multicultural Classrooms

Theme Sub-Theme Participants

Formal-Informal Use of Tools and Equipment T2, T3 and T4
Use of Different Methods T4
Educational Environment T2

Summative-Formative Curriculum T2, T3 and T4
Affective characteristics T2, T3 and T4
Motivation

Teacher Feedback- Student Learner characteristics T2, T3 and T4

Feedback Linguistic characteristics T2
School-family collaboration T3 and T4

Encouraging-Discouraging Affective characteristics T2, T3 and T4
Curriculum T2

Self-Peer Assessment gﬁ::;gf; 122221 Period 12
Learner characteristics T3 and T4

Table 2 indicates that the analysis of teacher feedback types resulted in the categorization of
sub-themes under various overarching themes. Specifically, the sub-themes of tools and methods were
classified under the theme of Formal-Informal. The sub-themes of educational environment,
curriculum, and affective characteristics were categorized under the theme of Summative-Formative.
Within the theme of Teacher Feedback-Student Feedback, the sub-themes identified were motivation,
learner characteristics, linguistic characteristics, and school-family cooperation. The sub-themes of
affective characteristics were organized under the theme of Encouraging-Discouraging. Finally, the
sub-themes of curriculum, developmental period characteristics, and learner characteristics were
classified under the theme of Self-assessment-Peer assessment.

Direct quotations are included to illustrate the types of feedback provided by the interviewed teachers.

T4: ‘I apply different methods such as drama and theater in the classroom, I ensure that
students participate more in the lesson.” (Formal-Informal)

T3: ‘I cannot apply different activities because the classes are crowded and the curriculum is
intensive.” (Formal-Informal)

T4: ‘I give feedback about the curriculum, the reason for this is to ensure that the outcomes
are learned well.” (Summative-Formative)

T2: ‘I do not do standard quizzes and grading because the classes are crowded, but I guide my
students to increase their motivation.” (Summative-Formative)

T2: ‘I think that teacher feedback is not effective for foreign students due to their inadequate
Turkish.” (Teacher Feedback-Student Feedback)

T4: “Since foreign students’ learning efforts are very high, their expectations for feedback are
also high, I give feedback in a way that will increase motivation.” (Teacher Feedback-Student
Feedback (Notification)

T3: ‘Motivation is very important, I try to convince foreign students that they can be as
successful as Turkish students if they work.” (Encouraging-Discouraging)

T3: ‘Since students have a high prejudice against mathematics, 1 give feedback without
discouraging them.’ (Encouraging-Discouraging)

T2: ‘I do not do self-assessment due to the intensity of the curriculum. We have difficulty in

completing the subjects. Also, middle school students are very cruel to each other, so I do not
do peer assessment.” (Self-assessment-Peer Assessment)
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T4: ‘I do peer assessment when I give students the right to speak in the classroom, and I get
support from their classmates in case of missing or wrong answers, they support each other.’
(Self-assessment-Peer Assessment)

T3: ‘For self-assessment, I meet with the student one-on-one or in the classroom, inside or
outside the classroom.’ (Self-assessment-Peer Assessment)

Findings Regarding the Sub-Problem “What is the main focus of feedback from mathematics
teachers in multicultural classrooms?”

The frequency of the focus of teachers’ feedback in the form applied to see the feedback styles of 7
teachers teaching in multicultural classrooms is given in Table 3.

Table 3

Focus of Teachers' Feedback in Multicultural Classrooms

.b

t)
—

T1
T2
T3
T4
T5
T6
T7 2 1 3 1

(2.a content-focused; 2.b structure-focused; 2.c task-focused; 2.d process-focused; 2.e grading-focused; 2.f goal-focused)
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In Table 3, it is observed that four teachers provide feedback that equally emphasizes both structure
and content, whereas the remaining three teachers focus primarily on structure. Additionally, all teachers are
noted to offer process-focused feedback. Furthermore, the feedback provided by teachers is aligned with
specific goals.

The interviews conducted with volunteer teachers revealed that the focus of their feedback is
categorized into subthemes which are presented with their respective frequencies in Table 4.

Table 4

Frequency of Teachers' Feedback in Multicultural Classrooms Regarding the Focus

Theme Sub-Theme Participants
Content Focused- Structure Curriculum T2, T3 and T4
Focused Associating with Different Disciplines T2, T3 and T4
Task Focused- Process Assessment anq Evaluation T2 and T3
Focused Tools and Equipment T4

Mathematical Communication T2 and T3

Teacher Belief T4

i T2, T3 and T4

Grading Focused- Goal Asse.ssment and Evaluation an
Focused Curriculum T3

Self-regulation Skills T2 and T4

Table 4 shows that the analysis of teachers' feedback reveals the creation of subthemes under the
overarching theme of Content Focused-Structure Focused, specifically pertaining to curriculum and
interdisciplinary associations. Additionally, under the theme of Task Focused-Process Focused, subthemes
were identified, including measurement and evaluation, tools, mathematical communication, and teacher
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beliefs. Furthermore, the subthemes of Grading Focused-Goal Focused encompass measurement and
evaluation, self-regulation skills, and curriculum.

Direct quotes showing the types of feedback given by the interviewed teachers are given.
T2: ‘I do not give feedback focused on grammar because grammar is the field of different
branches and has nothing to do with my course.’ (Content Focused- Structure Focused)
T3: ‘Definitions are important in mathematics. I pay attention to grammar so that the
definitions are correct.” (Content Focused- Structure Focused)
T4: ‘I give feedback focused on the structure of the subject so that complete learning can be
achieved.’(Content Focused- Structure Focused)

T2, T3: ‘I provide homework assignments and homework checks with family cooperation, thus
increasing student performance.’ (Task Focused- Process Focused)

T4: ‘I have my students do board work, board work is quite effective especially in geometry
for foreign students because it provides visuals and increases performance.’ (Task Focused-
Process Focused)

T4: ‘During the process, I help my students see their mistakes and correct them, and I also
give a motivational speech about not learning without making mistakes.’ (Task Focused-
Process Focused)

T2: ‘I do not grade at the end of the task, I do not think that homework can be done for grades
increases success.’ (Grading Focused- Target (Focused)

T3: ‘I give projects and performance assignments according to national education standards
and grade them, and with feedback students become aware of the subjects they are lacking in
and work on those subjects, thus helping with self-regulation.’ (Grading Focused- Goal
Focused)

T4: ‘I grade students to motivate them.’ (Grading Focused- Goal Focused).

Findings Regarding the Sub-Problem “How clear and concise is the feedback of mathematics teachers
in multicultural classrooms?”

The clarity and frequency of teachers' feedback in the form applied to see the feedback styles of teachers
working in multicultural classes are given in Table 5.

Table 5

The Clarity and Frequency of Teachers' Feedback in Multicultural Classes

b

I
=9

T1
T2
T3
T4
TS
T6

T7 1 3
(3.a with simple praise; 3.b with detailed praise; 3.c with very little; 3.d with a lot)

- e

W W W W W WwWw
(=R =R i = = ]
_— O = = == =W

Table 5 reveals that teachers employ feedback characterized by detailed comments; however, six
teachers provide excessive feedback, while one teacher offers limited feedback.

Interviews conducted with volunteer teachers resulted in the categorization of the clarity of teachers'
feedback into sub-themes, with their respective frequencies presented in Table 6.
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Table 6

Frequency of Teachers’ Feedback Clarity and Precision in Multicultural Classrooms

Theme Sub-Theme Participants

Learner Characteristics T2, T3 and T4

Simple Praise-Detailed Exam Anxiety T2 ve T3

Comments Teacher Belief T4
Curriculum T2, T3 and T4
School-family collaboration T4

. Learner Characteristics T2

Very Little - Very Much Teacher Belief T3, T4

Teacher competence T4

Table 6 indicates that the analysis of the clarity and directness of teachers' feedback resulted in the
identification of several sub-themes. Under the theme of "Simple Praise-Detailed Comment," the sub-themes
identified include learner characteristics, test anxiety, teacher belief, curriculum, and school-family
cooperation. Additionally, under the theme of "Too Little - Too Much," the sub-themes of learner
characteristics, teacher belief, and teacher competence were identified.

Direct quotes are included to illustrate the types of feedback given by the interviewed teachers.
T4: ‘I use simple praise, but I also give feedback that includes detailed comments. I can give
an example for this. Some of my students are too focused on the lesson, I encourage them to
be more social.’ (Simple Praise-Detailed Comments)
T2: ‘I provide information about what students are missing or doing too much, so I ensure
that students do not waste time with wrong study techniques, I act as a kind of educational
coach.’ (Simple Praise-Detailed Comments)
T3: ‘I give detailed feedback so that students know their study techniques and what
achievements they are lacking in or where they need to focus.” (Simple Praise-Detailed
Comments)
T2-T3-T4: ‘My feedback includes suggestions for future applications. This is because
mathematics is a cumulative science and new learning cannot be achieved without prior
learning. I tell them that there will be new learning related to the learned subject and |
motivate my students to ensure complete learning.’ (Simple Praise-Detailed Comment)

T2: ‘International students have very high expectations for feedback, so I try to give a lot of
feedback, but due to poor communication with international students, I get less (feedback)
compared to regular students.” (Very Little — Very Much)

T4: ‘I give a lot of feedback, and I also give feedback in English and Russian to international
students.’ (Very Little — Very Much)

T3: ‘I give a lot of feedback to reduce my students’ prejudices.’ (Very Little — Very Much)

as expressed it as follows.

Findings Regarding the Sub-Problem “What is the depth of feedback from mathematics teachers in
multicultural classrooms?”

The depth and frequency of teachers' feedback in the form applied to see the feedback styles of 7 teachers
teaching in multicultural classes are given in Table 7.
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Table 7

Depth of Teachers' Feedback in Multicultural Classrooms
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In Table 7, it is evident that all teachers provide feedback that is both clear and precise, characterized
by its simplicity.

Interviews conducted with volunteer teachers revealed that the clarity of teachers' feedback can be
categorized into subthemes, which are presented in Table 8 along with their respective frequencies.

Table 8

Teachers’ Perceptions of Depth and Frequency of Feedback in Multicultural Classrooms

Theme Sub-Theme Participants
Misunderstandable- Clear Teacher Belief T2, T3 and T4
Simple- Complex Teacher Belief T3

P P Learner Characteristic T2 and T4

Upon examining Table 8, the analysis of the depth of teachers' feedback led to the identification of the
sub-theme of teacher belief under the overarching theme of Misunderstandable-Clear feedback. Additionally,
the sub-themes of teacher belief and learner characteristics were identified under the theme of Simple-Complex
feedback. During interviews, teachers reported that they refrained from using judgemental language with their
students, as such language was found to undermine students' self-confidence and diminish their motivation.

Direct quotes are included to illustrate the types of feedback given by the interviewed teachers.
T2: ‘I am careful not to be offensive when giving clear and concise feedback.’ (Misunderstood-
Open)
T3: ‘I give clear and concise feedback because I think that feedback should be used to complete
students’ deficiencies.” (Misunderstood- Open)
T2,T3 ve T4: ‘I do not use judgmental words, this is because students’ self-confidence is being
damaged, I think the purpose of feedback is to motivate students.” (Misunderstood- Open)

T3: ‘Since mathematics is a theoretical course and students already have negative attitudes, [
try to give simple feedback.’ (Simple- Complex)

T4: ‘I give simple feedback along with feedback that is appropriate to the student’s level.’
(Simple- Complex)

Findings Regarding the Sub-Problem “How are the feedbacks of mathematics teachers sent in
multicultural classrooms?”

The form used to see the feedback styles of 7 teachers teaching in multicultural classrooms shows the
method and frequency of sending teachers' feedback in Table 9.
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Table 9

The Method of Sending Teachers' Feedback in Multicultural Classrooms
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In Table 9, it is observed that five teachers provide dynamic loop feedback, while two teachers offer
both one-way and dynamic feedback. Additionally, four teachers teachers provide neither written nor
electronic feedback, one teacher provides both types of feedback, and one teacher exclusively offers electronic
feedback. Furthermore, four teachers deliver asynchronous feedback, whereas the remaining three provide
synchronous feedback. It is also noted that six teachers offer continuous feedback, while one does not provide
either type. Notably, all teachers deliver instant feedback.

The interviews conducted with the volunteer teachers revealed the methods by which they deliver
feedback, which are categorized into subthemes, with their frequencies presented in Table 10.

Table 10

Teachers’ Views and Frequency of Feedback Delivery in Multicultural Classrooms

Theme Sub-Theme Participants

Teacher Belief T2 and T3
. Educational Environment T4

One-Way-Dynamic Learner Characteristics T2
Assessment And Evaluation T3and T
School-Family Collaboration T4

Synchronous-Asynchronous Teacher Belief T3
Assessment And Evaluation T2, T3 and T4

One-Time-Continuous Teacher Belicf T2, T3 and T4
Learner Characteristics T3 and T4

Table 10 indicates that the analysis of the teachers' submission methods resulted in the identification
of several sub-themes. Under the theme of One-Way-Dynamic feedback, the sub-themes identified include
teacher belief, measurement and evaluation, educational environment, learner characteristics, and school-
family collaboration. Additionally, the sub-themes of teacher belief and measurement and evaluation were
categorized under the theme of Synchronous-Asynchronous. Furthermore, the sub-themes of teacher belief
and learner characteristics were classified under the theme of One-Time-Continuous.

Direct quotes are included to illustrate the types of feedback given by the interviewed teachers.
T2: ‘I need to give instant feedback so that communication can be maintained and facilitated,
1 pay special attention to this, especially since communication is the most difficult issue for
foreign students.” (One-way-Dynamic)
T4: ‘Since the classes are crowded, it is not possible for me to write feedback on each child’s
homework, I express it verbally.’ (One-way-Dynamic)
T3: ‘I use the ‘National Education’s Parent Information System and Student/Teacher
Support System’ for written and electronic feedback.’ (One-way-Dynamic)

1039



Trakya Journal of Education, 15(3) 2025, 1016-1043

T2: ‘I do not give feedback simultaneously because the time when we apply them all is
different.’ (Synchronous-Asynchronous)

T3: ‘The simultaneous application of all applications is effective in fully learning the subject.
When I give homework, I ask for feedback from different places such as Student/Teacher
Support Request and Parent Information System, resource solving.” (Synchronous-
Asynchronous)

T4: ‘I provide continuous and instant feedback, I either meet with the student or the parent.’
(Synchronous- Asynchronous)

T2: ‘I need to provide instant feedback so that communication can be maintained and provided
easily, I pay special attention to this, especially since communication is the most difficult issue
for foreign students.’ (Synchronous- Asynchronous)

T2: ‘I do not think that one-time feedback has any effect, feedback should be continuous,
communication inevitably breaks down with foreign students after a while. We need to keep
students’ motivation high so that they don’t break down.’ (One-Time-Continuous)

T3: ‘The purpose of my feedback is to ensure that the outcomes are learned better and to take
the student to the next level, so it needs to be continuous.’ (One-Time-Continuous)

T4: ‘Feedback should be immediate, otherwise students feel that they are not being cared for
and drift away from the lesson.’” (One-Time-Continuous)

DISCUSSION, CONCLUSION AND RECOMMENDATIONS

Analysis of the feedback types employed by teachers in multicultural classrooms reveals an equal
utilization of formal and informal feedback. Educators provide feedback using both curriculum-included
resources and those not formally incorporated into the classroom setting. It is posited that the reliance on
informal feedback stems from the perception that National Education textbooks are inadequate for foreign
students, prompting the use of supplementary materials. Furthermore, it is suggested that teachers do not
employ drama-based methods tailored to individual student differences to engage foreign students; instead,
they integrate technology into their lessons. Cetinkaya (2020) observed in his study of teachers in multicultural
schools that a variety of methods and techniques are employed, and it is hypothesized that feedback provided
to foreign students, as a result of lessons conducted with diverse methods and techniques, will be positive.
Research by Truwax (2020) and Giiglii Yilmaz (2020) concluded that in multicultural settings, feedback is
provided not only through verbal dialogues but also in ways that accommodate individual differences.

Teachers use both summative and formative feedback. In the context of formative feedback, educators
assume the role of facilitators, guiding students through the learning process. Conversely, those providing
summative feedback assess students based on criteria established by the Ministry of National Education,
without the pressure of grading concerns. This approach is believed to stem from communication challenges
encountered with foreign students. Additionally, it is observed that educators utilize feedback from both
students and teachers. All educators engage in substantial student-teacher interaction within the classroom. It
is posited that through continuous reciprocal feedback, a communicative bridge can be established between
foreign students and educators, thereby addressing the learning challenges faced by foreign students due to
their limited proficiency in Turkish. This finding aligns with the study by Evans and Waring (2009), which
concluded that students from diverse cultural backgrounds actively participate in classes. It is anticipated that
in multicultural classrooms with active foreign students, feedback will not be unidirectional from teacher to
student. Furthermore, it was concluded that educators provide feedback that is encouraging to their students.
It is believed that the feedback styles of educators are particularly supportive, aimed at motivating foreign
students, sustaining their confidence in mathematics, and dispelling their preconceived notions. This finding
is consistent with the results of Celen (2010), who asserted that feedback positively influences motivation and
academic achievement.

In conclusion, it was determined that educators predominantly utilize self-assessment and peer
assessment feedback. The limited use of peer assessment is attributed to the potential for bullying among
middle school students and the demanding nature of the curriculum. In alignment with Hamzaday1 (2015),
who asserts that peer assessment is beneficial as it compels both the assessor and the assessed to effectively
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apply their knowledge, it is posited that peer assessment feedback in multicultural classrooms may enhance
the classroom environment.

The findings regarding the focus of teachers' feedback in multicultural settings indicate that such
feedback is oriented towards both content and structure. It is suggested that content-oriented feedback is
aligned with learning objectives to ensure comprehensive understanding, while structure-oriented feedback
addresses grammatical accuracy to mitigate issues inherent in the nature of mathematics.

Educators tend to offer feedback that aligns with the objectives and fits within the process. The rationale
behind teachers' preference for providing feedback during the process is believed to be to help students learn
by recognizing their errors, developing strategies, and connecting ideas. According to Tas (2013), offering
feedback through assignments positively impacts self-regulation and the adoption of deep learning strategies.
Teachers also provide feedback that aligns with the objectives and assign homework consistently. This
approach is thought to foster collaboration among students, parents, and teachers, boost motivation, and
thereby aid in self-regulation.

Findings on the transparency and clarity of teachers' feedback in multicultural classrooms indicate that
teachers predominantly offer detailed, commentary-based feedback with suggestions for future practices.
Additionally, it was found that teachers often provide excessive feedback during the process. It is believed that
this extensive and detailed feedback is intended to help foreign students adapt to both the National Education
curriculum and the school culture. By offering detailed feedback, teachers are thought to support the academic
success of foreign students by encouraging them to consider their study techniques, internalize achievements,
and heed suggestions for future accomplishments.

Analysis of the feedback provided by teachers in multicultural classrooms reveals that educators deliver
feedback that is simple, clear, and precise. This approach is necessitated by the inherent complexity of
mathematics, prompting teachers to offer feedback that minimizes potential confusion. It is also posited that
teachers should refrain from using judgmental language and exercise caution to avoid offending international
students. Regarding the method of feedback delivery, it has been observed that teachers employ a dynamic
cycle, providing feedback asynchronously and continuously. Generally, feedback is administered in contexts
where communication is repetitive and ongoing. It is suggested that communication may eventually deteriorate
when providing feedback to international students, potentially undermining the feedback's effectiveness.
Consequently, it is recommended that feedback be delivered through multiple modalities rather than solely
asynchronously. Teachers who prioritize immediate and continuous feedback are perceived to aim for
comprehensive student learning. Furthermore, delayed feedback may convey a lack of interest, which could
adversely impact student motivation.

Recommendations within the scope of this study include the following:

* Provision of in-service training for teachers in multicultural schools prior to the commencement of
the academic year to facilitate effective feedback to foreign students,

* Implementation of orientation programs specifically designed for foreign students,

* Integration of the elements appropriate for multicultural classrooms into the secondary school
curriculum.
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