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ABSTRACT

PRESCHOOL TEACHERS’ BELIEFS AND SELF-REPORTED PRACTICES
REGARDING QUESTIONING AS A TEACHING METHOD: QUESTIONING
CYCLE AND QUESTION TYPES

INONU, Gamze Nur
M.S., The Department of Elementary and Early Childhood Education, Early
Childhood Education
Supervisor: Assoc. Prof. Dr. Hasibe Ozlen DEMIRCAN

May 2022, 268 pages

The present study investigated preschool teachers’ beliefs and self-reported practices
regarding questioning as a teaching method and its two strategies: questioning cycle
components (planning questions, asking questions, waiting time, listening to the
response, assessing the response, and follow-up questions) and question types (open-
ended and closed-ended questions). Accordingly, a convergent mixed methods design
was adopted, and quantitative and qualitative data were compared. The data were
collected from 412 preschool teachers in the central districts of Ankara, Turkey. Each
completed the Questioning as a Teaching Method in the Preschool Classrooms
(QTMPC) survey. Thereafter, semi-structured interviews were conducted with 21 of
them on a voluntary basis. To find the answers to the research questions, SPSS and
MAXQDA were used for data analysis. Through descriptive statistics, a perspective
was provided based on preschool teachers’ beliefs regarding the questioning method
and its strategies, and compared with their self-reported practices. Overall, the study
reveals that preschool teachers generally use questioning as a teaching method in their
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activities. Regarding questioning cycle components and question types, preschool
teachers’ beliefs and self-reported practices had both commonalities and differences.
Specifically, although the participants believe that preschool teachers use some
components of the questioning cycle, they had not, according to their self-reports, been
able to implement any of these in practice. This study provides a contemporary
perspective regarding questioning as a teaching method and its strategies, highlights
gaps in its implementation and how these might be addressed, along with suggestions

for further enquiry.

Keywords: questioning, teaching method, early childhood education, preschool

teacher.
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OKUL ONCESI OGRETMENLERININ SORU SORMA YONTEMI iLE iLGIiLIi
INANIS VE OZ-BILDIRIMLERINE DAYALI UYGULAMALARI: SORU-
CEVAP DONGUSU VE SORU TURLERI

INONU, Gamze Nur
Yiiksek Lisans, Temel Egitim, Okul Oncesi Egitimi Boliimii
Tez Yoneticisi: Dog. Dr. Hasibe Ozlen DEMIRCAN

Mayis 2022, 268 sayfa

Bu tezin amaci, okul oncesi 0gretmenlerinin soru-cevap yontemi ve soru cevap-
yonteminin iki stratejisi olan soru-cevap dongiisii (planlama, sorma, bekleme,
dinleme, degerlendirme ve tamamlayici sorular sorma) ve soru tiirleri (agik uglu ve
kapali uglu) ile ilgili inamiglarin1 ve 0z-bildirim uygulamalari incelemektir.
Arastirmanin amacina uygun olarak, karma ydntem desenlerinden biri olan es zamanh
ticgenleme deseni kullanilmis, nicel ve nitel veriler karsilastirilmistir. Veriler Ankara
ili merkez ilgelerindeki okul 6ncesi 6gretmenlerinden toplanmistir. Okul Oncesi
Ogretmenlerinin Soru-Cevap Yoéntemini Kullanimi1 (OSYK) anketi, 412 okul dncesi
O0gretmenine uygulanmistir. Anketi cevaplayanlardan, gonilli 21 okul Oncesi
Ogretmeni ile yar1 yapilandirilmig goriismeler yapilmistir. Arastirma sorularinin
cevabini bulmak i¢in, SPSS ve MAXQDA yazilim programindan yararlanilmigtir. Bu
kapsamda, okul oncesi 6gretmenlerinin soru-cevap yontemi ve stratejilerine iliskin
inaniglar1 betimsel analiz kullanilarak belirlenmis ve 6z-bildirim uygulamalar ile
karsilastirilmistir. Analizler, okul oncesi 6gretmenlerinin etkinliklerinde genellikle
soru-cevap yontemini kullandiklarini ortaya koymustur. Soru-cevap dongiisii
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bilesenleri ve soru tiirleri ile ilgili olarak, okul dncesi 6gretmenlerinin inanislari ve 6z-
bildirim uygulamalarinin hem ortak yonleri hem de farkliliklar1 oldugu bulunmustur.
Yani katilmeilar, okul oncesi Ogretmenlerinin soru-cevap dongiisiiniin bazi
bilesenlerini  kullandiklarina iliskin inaniglarin1  ifade etmelerine ragmen,
uygulamalarinda bu bilesenleri kullanmadiklarin1 belirtmiglerdir. Sonug¢ olarak,
mevcut tez bir 6gretim yontemi olarak soru-cevap yontemi ve stratejilerine iliskin bir

bakis agis1 ortaya koymaktadir.

Anahtar Kelimeler: soru sorma yontemi, okul dncesi, 6gretim yontemi.
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CHAPTER 1

INTRODUCTION

“Anyone can ask questions,” said Mr. Wonka. “It is the answers that count.”

(Roald Dahl, Charlie, and the Great Glass Elevator)

Education is defined as a process of teaching and learning in a formal or informal
setting to train people with specific purposes (Oxford University Press, 2010). The
formal education process comprises learning and teaching circumstances that follow
each other and involves four essential components: goals, content, teaching methods,
and assessment (Venn & Jahn, 2004; Wood, 1998). In other words, formal education
can be applied in a planned manner within a pre-prepared program framework.
Learning and teaching are associated with each other in such a program (Bruner,
1966). One of the components of education, which is teaching, resembles building a
fire. Paper or combustible material serves to combine oxygen and its environment and
creates light. Teachers’ purposes are coherent in the classroom. They use and gather
different teaching methods to create 'light' between each child and their settings
(Ausubel & Robinson, 1969; Hughes & Hughes, 1959). Thus, teaching is an
interactive process between teachers and children, which aims to maximize children’s
learning by using a teacher's extensive teaching methods repertoire (Darling-
Hammond et al., 2020). In other words, they act as a conductor of an orchestra. They
know children’s needs and decide which methods they use and when and how to apply
them (Gordon & Browne, 2013). Namely, teaching methods can be one of the tools to
enhance learning and ‘creating a light.” Teachers can organize the methods they use
and give them spirit. Consequently, by evaluating children’s developmental
appropriateness and considering theories and practices, they should extend their

repertoire.



Different teaching methods can support children’s learning process (Roth, 1998).
These methods can be categorized easily, but their distinctions are not generally
specified. Saskatchewan Education (1991) categorized verbal and non-verbal teaching
methods. The verbal teaching methods include simple verbal interactions, such as
listening, describing, telling, recalling, or questioning. They underlined that although
simple, these methods might be vital in order to shape children’s learning. These verbal
methods also can shape other complex teaching methods. Non-verbal teaching
methods comprise tone and texture and give support to the learning process. For
instance, listening to children’s thoughts and ideas may contribute to understanding
children’s developmental process. Non-verbal teaching methods, such as listening,
helping, or demonstrating, can also shape verbal and other complex teaching methods
(Martin et al., 2001). In this context, Brewer (2013) emphasized that choosing an
appropriate teaching method is one of the fundamentals of teaching.

As mentioned above, teaching methods are tools, and teachers can select these
methods considering particular teaching goals and indicators, children’s
developmental levels, teacher’s research knowledge, the situation of cultural or racial
backgrounds, and necessities and differences of children (MacNaughton & Williams,
2004). From this point of view, Wilen and Clegg (1986) refer to questioning as one of
the ways to teach something and that teachers typically use questioning as a teaching
method in their classrooms. In other words, teachers’ questions are the central part of
classroom interaction (Bredekamp, 2013; Fusco, 2012; Wassermann, 1991).

Before defining questioning as one of the teaching methods, defining it as a term
is essential. According to the Oxford dictionary, questioning is defined as an action,
including asking questions to someone (Stevenson, 2010). In parallel with this
definition, questioning as a teaching method is defined as a teaching tool that includes
asking questions to learners (MacNaughton & Williams, 2004). As cited by Gall
(1970), questions have an important role in teaching, and in this sense, teachers can be
described as “a professional question-maker” (p.707). In relation to this, De Garmo

(1902) emphasized that effective teaching can happen by asking questions well.



1.1. Questioning as a Teaching Method

It is known that the ancient Greek philosopher Socrates used questioning as a
teaching method. Today, teachers pervasively use such methods in the learning
environment (Wood & Anderson, 2001). According to the Socratic approach regarding
questioning, all information is in the children’s mind, but this information is not clear
and awake; they are asleep. As Nails (2020) explains, Socrates thought that
questioning would uncover and awaken knowledge in the child's mind. In this context,
Socrates was the first person who used questioning as a teaching method. Specifically,
teaching with questions starting with Socrates and continues to be valid today, as far
as is known. Nails's (2020) reports indicated that while using this method, Socrates
asked questions to the children instead of giving answers to them directly. He also
answered children’s questions with questions because he believed that children had
access to the correct information by consistently reviewing their thoughts (Guthrie,
1969).

Questioning as a teaching method has been being understood and studied for
centuries, and this method has been being used since Socrates for the purpose of
teaching and learning (MacNaughton & Williams, 2004). As cited by Wilen (1991),
Stevens (1912) carried out the first study regarding the questioning method. She
examined high school teachers’ questions, and she found that questioning was part of
the learning and teaching process. Approximately 80% of the school day was occupied
with teachers’ questions and students’ answers. Thereafter, the questioning method
has become a research area, still valid today and teachers commonly use this method
in almost all lessons or activities for all levels starting with early childhood education
(Bay, 2020; Biiyiikalan, 2007; MacNaughton & Williams, 2004).

Wilen (1991) explained the reason why the questioning method is used by teachers
commonly at all levels. He pointed out that it is used because different functions and
purposes can be accomplished. Ross (1860) firstly recommended two purposes for
using questioning: (1) to gauge whether learners remembered what has been taught
and (2) whether learners apply what they have learned. Similar to Ross’s purposes,
contemporary studies emphasize that teachers commonly use questioning methods to
engage children’s interests, remind them what they know, increase their attention, and

assess the activity. For instance, before a reading activity, the teacher can ask the
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children to improve their concentration and motivation in the context of engaging
children’s interests (Bredekamp, 2013). MacNaughton and Williams (2004) also
stated that asking questions to young learners contributes to their thinking, reporting
observations, describing experiences, and making predictions.

Questioning as a teaching method can also be used as an assessment tool.
Assessment is one of the essential parts of the education process. Teachers assess
children to acquire knowledge related to children’s development and to get a better
idea how the children are developing within the activity (Wortham & Hardin, 2019).
Moreover, Gullo (2005) emphasized that one of the ways to assess preschoolers is the
use of teacher-directed questions. Thereby, teachers use different methods including
questioning to assess children. By asking questions, teachers can give feedback to the
preschoolers based on their needs (Turupcu Dogan & Omeroglu, 2019). Questioning
for assessment also has a crucial role in Turkey’s preschool program (see Title 1.3).
Preschool teachers plan and use different questions (e.g., descriptive questions,
affective questions, and so on) to assess children at the end of the activity. Dogan and
Omeroglu (2019) investigated 323 preschool teachers’ views regarding types of
assessment questions. They found that preschool teachers use descriptive questions
and questions based on objectives and indicators more than affective questions and
questions related to everyday life. Kiling et al. (2020) also examined preschool
teachers’ skills on planning activity including assessment questions. They found that
preschool teachers mostly asked affective and descriptive questions while assessing
the activity.

De Garmo (1902) emphasized that excellent questions bring good teaching
because the questioning method encourages children to use different types of thinking
and responses. In other words, when the questioning method is appropriately used in
the classroom environment; children’s critical thinking, attention focusing, and
hooking the learning imagination skills can be developed (Bredekamp, 2011).
Moreover, as mentioned above, teachers can use the questioning method to increase
attention on the activity, assess learning, review, gain objectives and indicators, and
create a child-centered and inquiry-oriented community of learners (Taba, 1966;
Walsh & Sattes, 2005). To reach these purposes, researchers defined and mentioned
some strategies to ask questions effectively (Chin & Osborne, 2008; Fadem, 2008;
Fusco, 2012; MacNaughton & Williams, 2004).
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1.2. Questioning Method’s Strategies

Strategies used while implementing the questioning method provide some
perspectives for teachers and enable them to ask questions efficiently. While
researchers mention these strategies, some of them focused only on waiting time (e.g.,
Almeida, 2012; Rowe, 1986; Stahl, 1994), or some touched on question types (Hamel
etal., 2021; Meacham et al., 2014; Qashoa, 2013). On the other hand, some researchers
discussed these strategies while grounding on Bloom’s taxonomy which includes six
categories: knowledge, comprehension, application, analysis, synthesis, and
evaluation (Bay & Alisinanoglu, 2012; Bibi et al., 2020). For this study, the researcher
used two strategies as the base because they were supported by the ECE learning
environments (MacNaughton & Williams, 2004), and they were based on teachers’
practices (Fusco, 2012). Fusco’s questioning cycle and its components are introduced
in the following sections and considered the question types explicitly identified by
MacNaughton and Williams (2004).

1.2.1. Questioning Cycle

The questioning cycle can be defined as a questioning method strategy that guides
the teacher to ask practical questions and facilitates further thought discussions
(Christenbury & Kelly, 1983). Also, Fusco (2012) defined the questioning cycle as a
systematic method to gather information from children’s knowledge and encourage
them to reveal diverse ideas and build community-minded people. The questioning
cycle comprised planning, asking, waiting time, listening to the response, assessing
the response, and follow-up questions (Fusco, 2012). In other words, the questioning
cycle followed a specific order. With the questions formed in line with this cycle,
learners can support and provide a basis for their answers. The teacher can also prepare
a sequence of steps using the questioning cycle framework (Wilen, 1991). Based on
these, well-planned and purposeful questions can be helpful for children’s learning
experiences, and teachers' use of the questioning cycle as a questioning strategy can
enable them to challenge children’s thinking and increase their teaching awareness
(Fisher & Frey, 2010; Saifer, 2018)



As a first step in the questioning cycle, Fusco (2012) introduced planning
questions. In preparation, she emphasized specifying objectives and indicators for the
activity because these provide guidance, and specifying them is the first step of
teaching (Bonner, 1999). In other words, when planning the questions; teachers should
consider an activity’s objectives and indicators, concepts that were aimed to be taught,
children’s prior knowledge, social and cultural background, and developmental
abilities (Allison & Tharby, 2017; Ram, 1991; Teodoro et al., 2011). The questions
which are planned should be noted down, alongside activity plans. Based on the
activity process, the teacher can then readily change or develop these questions (Wilen,
1987b).

According to Fusco (2012), asking questions is followed by the planning questions
step. MacNaughton and Williams (2004) referred to the time and goal of questions in
the early learning environment. They underlined that the teacher should determine the
correct time and purpose for asking questions. In this context, as far as is known,
researchers have investigated why, how, and when teachers ask questions and how
many questions they have asked (Marzano & Simms, 2014). Studies conducted after
this year are placed in the asking question component of the questioning cycle because
this component also comprises how many questions teachers asked during the
activities or why and when teachers ask questions. Stevens (1912) investigated the
number of teachers’ questions asked during a hundred lesson observations, and he
found that teachers asked an average of 395 questions in a day. Parallel with this
research, Deshmukh et al. (2019) conducted research with preschool teachers, and they
observed their reading activities. Researchers examined teachers’ use of questions and
made similar findings regarding the number of questions in early learning
environments: Teachers asked many questions. In this context, they underlined the
ineffectiveness of asking many questions during the activities.

After asking the question, Fusco (2012) introduced a waiting time as the third and
sixth components of the questioning cycle. He defined waiting time as a critical
component of the process which should be between three to five seconds in an ideal
questioning. Researchers confirmed that teachers should wait for responses. Regarding
the importance of waiting time after asking questions, Rowe (1986) conducted
research with elementary school teachers and students and found that longer waiting
times after asking questions give opportunities for making more explicit connections
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and inferences. Wasik and Hindman (2018) supported Rowe’s study with their review
research. They emphasized that allowing more time to young learners after asking
questions may result in more thoughtful responses, and the frequency of answering
also can be increased.

After waiting time, listening to children’s responses was a following component
of the questioning cycle (Fusco, 2012). It should be part of the questioning cycle
because listening to children’s responses allows understanding children’s perceptions
of the questions. Active listening also encourages children to effectively share their
responses (MacNaughton and Williams, 2004).

On the other hand, listening to children’s responses was linked to assessing the
response and preparing follow-up questions which were the other components of the
questioning cycle (Fusco, 2012). In this way, responsive and respectful teacher-

children question dialogue may occur MacNaughton and Williams (2004).

1.2.2. Question Types

MacNaughton and Williams (2004) classified questions based on their two types:
closed-ended and open-ended questions. Moreover, these questions may increase the
questioning method’s effectiveness in teaching and learning. This classification was
used for this study.

Closed-ended questions can be answered in just one word or a short sentence. Also,
they are commonly asked to get factual information or learn children’s experiences
and have limited answers (Fusco, 2012; Wilen, 1987a). In this context, facts and
experiences are two important foci points that closed-ended questions center on. Facts
questions can be used to remember animals’' names or centers' rules. For instance, what
was your cat’s name? This question is classified as fact (first foci point of closed-ended
questions). On the other hand, experiences questions are generally used to recall
children’s own personal experiences (second foci point of closed-ended questions).
For instance, what was the name of our visitor? This question is classified as
experiences (MacNaughton & Williams, 2004). In closed-ended questions, Penick et
al. (1996) also supported these two foci points. They emphasized that teachers could
use closed-ended questions in an early childhood environment to reveal specific

materials' names or remember experiences. Specifically, they can use closed-ended



questions if the teacher considers what facts children know, what children need to be
taught, or what children have remembered. Although some researchers said that these
questions might be boring (Brock, 1986; Morgan & Saxton, 1991), teachers should
plan closed-ended questions and write their activity plans to effectively cover the
learning process (MacNaughton & Williams, 2004). In this case, asking closed-ended
questions can be a tool for reaching the objectives and indicators of the activities.

On the other hand, open-ended questions have no specific or particular answers
(Hamel et al., 2020; Yu et al., 2019). Through these question types, young learners can
represent what they think, believe, feel, and know. In this context, MacNaughton and
Williams (2004) defined three foci points regarding open-ended questions: (1) sharing
theories and understandings, (2) sharing ideas and feelings, and (3) sharing
Imaginings. For instance, the “How do you think the washing machine works?”
question allows children to share theories and understandings. Secondly, young
learners can share their feelings through these question types, such as “How did you
feel when your friend knocked over the blocks?” Lastly, by using open-ended
questions, children have an opportunity to share their imaginings. For instance, the
“What do you think our hero elephant might have done next?” question can facilitate
sharing children’s imaginings (MacNaughton & Williams, 2004). Open-ended
questions are also called thought questions, and teachers may not know their answers
(Seefeldt et al., 2014) because they may not know the children’s imaginings, theories,
or feelings. In this context, some studies emphasized the importance of asking open-
ended questions when considering its foci points, as mentioned above. Also, the
Ministry of National Education (MoNE) Early Childhood Education Program (ECEP)
(2013) emphasized the importance of using open-ended questions in the assessment
part and while reaching the developmental objectives. For instance, regarding that
Klein et al. (2000) underlined that open-ended questions increase young learners'
problem-solving skills, science, and mathematical learning. Similarly, Blosser (2000)
emphasized the positive correlation between asking open-ended questions and
children’s problem-solving capabilities.

Some researchers investigated the effectiveness of closed-ended and open-ended
questions. The pioneers of these studies reported very different findings. For instance,
Hunkins (1970) found that open-ended questions were more effective than closed-
ended ones because these question types enhance learning. After three years, Ryan
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(1973) conducted research with elementary school teachers and found that closed-
ended questions should be asked to promote creative thinking before asking open-
ended questions. In other words, both question types serve different aspects of
children’s development. In the early learning environments, the researchers
recommended using all of these two types in their classrooms equably (Brubacher et
al., 2019; Lee & Kinzie, 2012; MoNE, 2013).

The purposes of these two strategies were creating an exhilarating learning
environment (Fusco, 2012; MacNaughton & Williams, 2004) and increasing the
effectiveness of questioning in the teaching process. Different studies with teachers
continue to investigate teachers’ implementation Of these strategies and their
effectiveness. In this context, understanding preschool teachers’ beliefs on the
questioning method and their self-reported practices may contribute to the ECE field.
Teachers' beliefs provide a perspective. In this context, teachers’ self-reported
practices can elaborate on this perspective.

1.3. The Role of Questioning in the Turkish Early Childhood Education Program

Early childhood education in Turkey is developing and continues to benefit from
ongoing studies and investigation (Giiven et al., 2018). Some studies underlined the
importance of teachers’ roles in preschool institutions which are focused on their
teaching methods (Yal¢in & Uzun, 2018), classroom management skills (Zembat &
Kiismiis, 2020), responsibilities related to curriculum and activities (Ogal & Isik,
2017) and so on. The Ministry of National Education (MoNE) also regulates preschool
institutions’ procedures and principles regarding teachers’ roles, purposes, and
functions in Turkey. The ECE curriculum program is also determined by MoNE.
According to the Regulation on Preschool Institutions (2014), these institutions
include six uninterrupted activity hours, including starting the day, playing time,
feeding time, cleaning time, activity time, relaxing time, and assessment time (Article
6-1/a). Preschool teachers are supposed to plan and implement these hours according
to the MoNE Early Childhood Education Program (Article 43-1). While teachers are
planning activity processes, they prepare daily activity plans based on ten different

activity types, including Language, Art, Drama, Music, Movement, Play, Science,



Mathematics, Reading, Literacy, and Field Trips. These activity plans comprise the
main activity and assessment of the activity (MoNE, 2013).

Preschool teachers can use different teaching methods in these activities.
Questioning is one of these, and preschool teachers are required to set out their
questions in the learning process and assessment part of the activity. MoNE Early
Childhood Education Program (2014) classifies them as “Descriptive Questions,”

2 (13

“Affective Questions,” “Questions based on Objectives and Indicators,” and
“Questions Related to Everyday Life” (MoNE, 2013). “Descriptive Questions” are the
first step of assessment where teachers can seek an answer regarding what happened
during the activity. Consequently, with these questions, the activity was reviewed.
Affective questions prompt children to express their values and feelings. Not only the
children’s own feelings but also others’ feelings can be shared. Questions based on
objectives and indicators are also asked to clarify if these have been accomplished.
Lastly, questions related to daily life are asked to learn what the children have
experienced regarding the activity (MoNE, 2013; Turupcu Dogan & Omeroglu, 2019).

While planning these questions, teachers may follow some strategies based on
question types and questioning cycle components. However, the role of questioning in
the Turkish early childhood education program has not been investigated in terms of
teachers’ general beliefs and self-reported practices regarding questioning strategies
or the differences between beliefs and self-reported practices regarding questioning,

as far as is known.

1.4. Teachers’ Beliefs and Self-Reported Practices

Teachers’ beliefs regarding learning and teaching methods have been studied from
different viewpoints in educational studies (Alghamdi, 2022; Lucero et al., 2013). In
other words, researchers investigate teachers’ beliefs regarding a specific topic, and
they ask some questions to find answers to their research questions. As Sahin et al.
(2002) mentioned, researchers have used the ‘beliefs’ term in a variety of means in its
long history. Kagan (1992) emphasized that there is no shared definition regarding
‘teachers’ beliefs.” This term may refer to ‘principles of practice,” ‘perspectives,’
‘assumptions,” ‘opinions,” and more. Lavrakas (2008) highlighted the importance of

those aspects of beliefs reflecting attendees’ personal thinking and interpretations
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regarding an issue or topic. Considering this, beliefs in the current study refer to
teachers’ opinions, thoughts, and interpretations of their practices involving their
experiences and feelings (Kagan, 1992; Lavrakas, 2008; Sahin et al., 2002).

From this perspective, besides investigating teachers’ beliefs, examining their self-
reported practices can provide an opportunity to elicit information (Mclntyre, 1999).
In other words, to support or corroborate a perspective, self-reported practices can be
used. Researchers are generally interested in self-reported practices to understand and
investigate the current practices which are reported directly by participants (Stone,
2000). Koziol and Burns (1986) highlighted the importance of teachers’ self-reports
on their practices, and they said reliable data might be collected through their self-
reported practices regarding their actual teaching practices. In other words, although
self-reported practices have some limitations, they may accurately reflect teachers’
actual practices. For instance, Clunies-Ross, Little, and Kienhuis (2008) examined
primary school teachers’ self-reported practices and actual practices regarding
classroom management. They found that primary school teachers’ self-reported
practices reflected their actual practices accurately.

Poulson et al. (2001) indicated that teachers’ teaching practices could help to shape
their beliefs. Moreover, teachers’ beliefs may also influence their teaching practices.
For instance, Alghamdi (2022) and Chen et al. (2021) emphasized that teachers who
have positive beliefs towards STEM education tend to be more willing to do STEM
activities. In other words, what teachers believe about their teaching may shape their
instructional practices. In this context, Poulson et al. (2001) emphasized the complex
relationship between teachers’ beliefs and practices. Teachers’ practices are not always
affected by their beliefs; sometimes their beliefs can be affected by their practices.

Although some studies have demonstrated that teachers’ beliefs are consistent with
their classroom practices (Richardson et al., 1991; Sak et al., 2016; Zou, 2022), others
have found inconsistencies. For instance, Sahin-Sak, Tantekin-Erden, and Pollard-
Durodola (2018) investigated preschool teachers’ beliefs and how their self-reported
practices related to two dimensions of developmentally appropriate practices. They
found that teachers’ beliefs were closer to these two dimensions, which was suggested
by the literature, but their self-reported practices were different.

As explained above, investigating teachers’ beliefs and their self-reported practices
is one of the ways to provide a perspective regarding questioning as a teaching method.
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Previous studies have provided viewpoints for different concepts and topics based on
teachers’ beliefs and self-reported practices (e.g., Alghamdi, 2022; Sahin-Sak et al.,
2018; Sahin et al., 2002; Sak et al., 2016). In this study, the questioning method, as
one of the primary and powerful teaching methods (MacNaughton & Williams, 2004),
has been examined in terms of preschool teachers' beliefs and self-reported practices.

1.5. The Purpose of the Study

This research had three purposes. Firstly, it was proposed to reveal in-service
preschool teachers’ beliefs on questioning as a teaching method that uses questioning
cycle components and question types. Secondly, it was to investigate their self-
reported practices, and thirdly, to explore the commonalities and differences between
their general beliefs and part of the preschool teachers’ self-reported practices. In line
with these goals, the following research questions were addressed:

1. What are preschool teachers’ beliefs on questioning as a teaching method
in terms of:
a. General use of questioning as a teaching method?
b. Questioning cycle components as a questioning strategy?
c. Question types as a questioning strategy?
2. What are preschool teachers' self-reported practices on questioning as a
teaching method in terms of:
a. General use of questioning as a teaching method?
b. Questioning cycle components as a questioning strategy?
c. Question types as a questioning strategy?
3. What are the commonalities and differences of preschool teachers’ beliefs

and self-reported practices about questioning as a teaching method?

1.6. Significance of The Study

This study aimed to investigate teachers’ beliefs and self-reported practices
regarding questioning as a teaching method, with a specific focus on question types
and the questioning cycle as questioning method strategies. It also examined the
commonalities and differences between beliefs and self-reported practices. This
exploration is significant for the following reasons: its provision of up-to-date
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information, its methodology and research design, its contribution of questioning as a
teaching method to the field of ECE, and its explanation of a comprehensive
understanding of each questioning cycle component.

First, this study can provide up-to-date information regarding questioning as a
teaching method. Researchers carried out a considerable exploration of questioning,
question types, and certain components of the questioning cycle, such as waiting time.
Why was another study needed to delve into question types and the components of the
questioning cycle in the current context? The literature review revealed that most of
the aforementioned studies were performed before the 1960s. An important issue for
consideration is that educational perspectives, learning and teaching approaches, our
understanding of them, and educational practices may change over time because
education is a dynamic structure that is affected by social, political, and economic
factors (Davies & Guppy, 2010). For instance, Borg (1970), as cited by Lee and Low
(1984), stated that although the emphasis was placed on the importance of using a
variety of question types in the learning environment, the question types raised by
teachers have not changed for more than fifty years. Recent studies also supported
these findings (Tofade et al., 2013; W. Yu, 2010). All in all, although the learning
approaches and educational perspectives in the 1960s and the in 2020s are different,
teachers still actively use the questioning method. Therefore, periodic investigations
are necessary to provide a re-evaluation of the understanding of questioning.

Second, previous studies focus mainly on observing the teachers’ questioning
strategies. For instance, Deshmukh et al. (2019) investigated the question types used
by preschool teachers during a reading activity by observing video recordings.
Similarly, Bay and Hartman (2015) observed two preschool teachers’ questions during
the activities to investigate questions’ levels on the basis of Bloom’s taxonomy. Other
studies involved interventions after observations. For example, Albergaria-Almeida
(2010) conducted research with three teachers and implemented a strategy for
increasing their understanding of questioning. After the intervention, she found critical
changes in the strategies that the teachers used. All of these studies provide third-
person perspectives (researchers’ points of view) and contribute to the questioning
literature. An example of an observational study was conducted by Giinay Bilaloglu
et al. (2017), who observed preschool teachers’ waiting time approaches after asking
questions. To find out the rationale for these, they recommended further investigation
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of teachers’ beliefs for providing further knowledge and, in this way, deepen the
observation. That is, if the teacher has been observed while applying or not applying
the requirements of that method, deepening the observation with teachers’ beliefs and
self-reported practices may also contribute to the literature. In the current study, the
researcher gathered teachers’ first-person point of views by obtaining beliefs from a
large sample and the self-reported practices from a smaller group. Moreover, the
current study’s research design enabled the comparison between teachers’ self-
reported practices collected through interviews; and teachers’ beliefs collected through
a survey. Commonalities and differences based on teachers’ beliefs and self-reported
practices may shed light on their understanding of theory and practice. All in all, the
current study’ methodology and research design can offer different perspectives to the
questioning literature and deepen understanding about the observational studies (e.g.,
Bay & Hartman, 2015; Gilinay Bilaloglu et al., 2017; Hamel et al., 2021).

Third, in Turkey's Education Vision 2023, teachers are responsible for organizing
learning activities with interaction, curiosity, and active learning processes. This
initiative highlighted the significant roles teachers play in implementing teaching
methods (MoNE, 2018). One of the teaching methods to increase interaction, curiosity,
and active learning is questioning (MacNaughton & Williams, 2004). A limited
number of studies have been published on the questioning method used by preschool
teachers (De Rivera et al., 2005; Hamel et al., 2021; Meacham et al., 2014; Taunton,
1983; Zucker et al., 2010) and a few researchers have investigated the questions that
preschool teachers raise in class in national contexts (e.g., Bay & Alisinanoglu, 2012;
Dogan & Omeroglu, 2019; Giinay Bilaloglu et al., 2017; Samur & Soydan, 2013).
These studies encompassed question types and some components of the questioning
cycle; however, Giinay Bilaloglu et al. (2017) underlined that not much of this research
was undertaken in early childhood education. Many of these limited studies
highlighted preschool teachers use of the questioning method to assess teaching and
learning process (e.g. Aras, 2019). Similarly, in Turkey, the MoNE Early Childhood
Education Program also emphasizes the assessment, where the questioning method
(e.g., descriptive questions, affective questions, and so on) is frequently used.

In the current study, asides from assessment, the use of the questioning method is
investigated through the learning process to facilitate increased interaction and
curiosity and to support active learning. Such findings should be a useful source for
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further studies as researchers agree on the usefulness and benefits of the questioning
method and report a lack of guidance on how teachers can improve the quality of the
questions they raise. Indeed, there is a general lack of adequate resources and studies
regarding preschool teachers’ questioning approaches. In light of these deficiencies,
there is a clear need for a more comprehensive understanding of teachers’ beliefs and
self-reported practices that both add to the literature and inform the active learning
process, besides assessment, as recommended in Turkey’s Education Vision 2023. The
findings of the present study should therefore provide explanations that are useful to
the advancement and achievement of national goals.

Last, it is also known that studies concerning the application of the questioning
cycle in early childhood education generally focus on teachers’ approaches to the
implementation of waiting time after questions are raised (e.g., Wasik & Hindman,
2018). In addition to waiting time, questioning cycle components as a whole were
examined in the current study, including planning, asking, waiting, listening, and
follow-up questions. Hamel et al. (2020) and Giinay Bilaloglu et al. (2017)
recommended that further studies emphasize other aspects of the questioning cycle
apart from waiting time. Moreover, Fusco (2012) investigated primary school
teachers’ questioning cycle strategies, and she suggested the need to investigate the
understanding of preschool teachers’ questioning cycle strategies. In following this
recommendation, the current study serves as a resource for researchers who investigate
preschool teachers’ understanding of questioning through details regarding the

questioning cycle and its components.

1.7. Definition of Crucial Terms

Preschool Teacher: According to Bredekamp (2014), preschool teachers are
responsible for teaching children aged 3 to 4 years. However, in Turkey, preschool
children have an age range between 3-and 6 years in independent and dependent
preschools (MoNE, 2013). Also, according to the Regulation on Preschool Institutions
Article 43, preschool teachers should provide training in the classroom that
encompasses the planning and implementation of educational activities for their
assigned class, according to the principles specified in the early childhood education
program book (Gordon & Browne, 2013; MoNE, 2014). In this scope, these preschool
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teachers are responsible for preparing activity plans, being a good model for the child,
creating new learning opportunities, and using these learning opportunities during play
or in structured activities (MoNE, 2013).

Questioning Cycle: The questioning cycle is an organized process that is used to
ask questions to gather information and get children’s potential out in the open in the

classroom settings (Fusco, 2012).

Question Types: Christenbury and Kelly (1983) mentioned that researchers used
different categories to classify questions. MacNaughton and Williams (2004)’s
classification is used for this study. They define two question types: open-ended and

closed-ended.

Teachers’ Beliefs: According to Pajares (1992), teachers’ beliefs may comprise
beliefs about the role of teachers in their educational process. In the current study,
preschool teachers’ beliefs refer to preschool teachers’ personal beliefs regarding

preschool teachers’ questioning strategies.

Teaching Method: MacNaughton and Williams (2004) defines teaching methods
as devices that support children’s learning by forming an interaction with them. In this
scope, MoNE (2013) emphasizes that the children’s developmental needs should be
supported with different teaching methods in the learning process.

Teachers’ Self-Reported Practices: These comprise details about something
based on participants’ own practices. For this study, preschool teachers’ self-reports
are based on their questioning method understandings and practices through

interviews.
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CHAPTER 2

LITERATURE REVIEW

"Questions are aimed at seeking and finding answers. They form two parts of a
whole. However, if you ask which one is more important, our preference without
hesitation comes out on the side of questions. The question is a claim, a challenge.

The answer is a defense against this challenge.”
-Emrehan Halic1i, Mind Games Opening Ceremony (2007)

The following review sets out how questioning as a teaching method is defined in
the related literature, along with current knowledge about the questioning cycle and its

components, teachers’ beliefs, and self-reported practices.

2.1. Theoretical Background

This study was conducted within the frame of sociocultural theory and ecological
systems theory. The former is useful to explain the dialogue established through
questioning and how it has become to be used as a teaching method. Ecological
systems theory can then be applied to reveal important features of such dialogues and
how they are impacted by the community of networks that teachers and children
populate.

In this way, the researcher aimed to find evidence that questioning as a teaching
method is associated with teachers’ questioning practices in the ECE class
environment, which specifically emerged as a result of teacher-child dialogue
(sociocultural theory) and functions within a thinking, community network (ecological

systems theory).

17



2.1.1. Sociocultural Theory

Given the scope of this study, the sociocultural theory of learning and teaching
as according to this theory, children’s minds develop as a consequence of interactions
with their social world. Learning is viewed as collaborating and interacting with adults
and others, so social interaction has a vital role in learning (Vygotsky, 1980). Vygotsky
was specifically interested in children’s cognitive and language development and their
relationship with teaching and learning (Berk, 2014) and stressed that children’s
development could be supplied through social interactions (Orlich et al., 2018;
Vygotsky, 1965). In this way, children learn with others and shape their learning
through their culture, education, and community. Interaction and communication with
adults or teachers contribute to young learners’ building of knowledge, with teachers
playing a vital role in children’s learning process (Berk, 2014; Kostelnik et al., 2011;
Vygotsky, 1980). It follows that communicating with knowledgeable persons such as
teachers, parents, and others may support children when they are constructing their
understanding of concepts and learning (Lee & Kinzie, 2012). Through these
interactions, different learning levels might have occurred. Vygotsky defined these
levels of learning as the Zone of Proximal Development (ZPD) concept. He defined
the concept as the distance between children’s actions without helping and what they
can achieve with adult support (Vygotsky, 1980).
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Figure 2.1

Zone of Proximal Development Concept

\"eafner CaﬂHOt dO

(too hard)
(Vygotsky, 1980)

In the above situation, Vygotsky emphasized that teachers should teach any goals
or objectives within the ZPD concept. Firstly, he argued that teachers should be good
observers and observe children in order to support their development. Through these
observations, the teacher may understand the current developmental level of the
children (Pound, 2019; Vygotsky, 1980). Based on the children’s current level, the
teacher can adapt Vygotsky's ZPD concept and should carefully plan their activities
and the teaching methods which she/he uses during the activity. In other words, the
theory encouraged teachers to plan their learning objectives, extending children’s
current knowledge and developments (Berk & Winsler, 1995). Based on observation
and planning, teachers can design or plan the questions they ask in the activity process
considering the ZPD concept. Through open-ended and closed-ended questions, they
may match children’s ZPD, as shown in figure 2.2 (Bailey et al., 2013; Y. Lee &
Kinzie, 2012; Zucker et al., 2020).
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Figure 2.2

Scaffolding with Question Types
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Vygotsky suggested that teachers should set a learning activity just above the
children’s current ability level (Vygotsky, 1980). For example, when reading with
preschoolers, teachers ask, "Is the character sad?" children may respond with a limited
word. Then again, when teachers ask children, "The cat was crying in this story. Why
might the cat be crying?" children can make inferences beyond the reading.
Accordingly, with the teachers’ questions that help and supervise the children, the
children’s learning with different developmental levels was encouraged (Kozulin et
al., 2003; Smith, 1993). In this sense, open-ended and closed-ended questions which
were prepared considering the ZPD concept may increase children-teacher interaction
and directly support children’s learning. For this reason, according to the sociocultural
theory, these teachers’ and children’s interactions may promote learning.

Vygotsky (1980) also emphasized that asking questions and giving answers may
obtain various information regarding children’s development. In this context, he
believed that interaction between teachers and children might contribute to
constructing children’s knowledge (Semmar & Al-Thani, 2015). As Edwards et al.
(2000) and Walsh and Sattes (2017) mentioned, questioning was a way to interact with

children. Establishing effective questioning interaction between teachers and children
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resembles a building block for good teaching. In this context, they highlighted that
adopting teaching strategies to establish effective, supportive, generative, and
interactive learning and teaching is essential.

Sociocultural theory underlines that teacher and children interaction is related to
the transmission of facts, and it is a tool to know and extend children’s thoughts
(Vygotsky, 1980). To realize these scaffolded interactions, the teacher can use
questioning as a teaching method. Through interactions that are realized with questions
and responses, children’s cognitive processing skills are developed (Berk, 2014).

Sociocultural theory is embraced by educators today. Social interactions with
teachers reveal children’s learning potential and facilitate learning. In this regard,
teachers widely use the questioning method that provides social interaction (Mooney,
2013). As a consequence, teachers should arrange questions based on children’s
development, and they should assist children from one level to another (scaffolding)
with their questions (Lee et al., 2012Db). In this vein, the current study can explain the
social interactions between teachers and children based on teachers’ beliefs and self-
reported practices regarding the questioning method. Sociocultural theory can explain

this questioning interaction between the teacher and the children.

2.1.2. Ecological Systems Theory

Another prominent theory which is representing the theoretical frame of this study
is Ecological Systems Theory. According to Bronfenbrenner (1986), child
development can be affected by their environments, including not only physical factors
(home, space, school) but social ones as well (family, teacher, or society) (Gordon &
Browne, 2013). In other words, children’s development may not be understood
without their environment. In harmony with this theory, he underlines that child
development is based on the interaction between children and other individuals.
Specifically, Bronfenbrenner (1979) stressed that children grow up in a comprehensive
system that is influenced by the environment at divergent levels. These levels were
microsystem, mesosystem, exosystem, macrosystem, and chronosystem, as

demonstrated in figure 2.3.
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Figure 2.3

Ecological Systems Theory

*adapted from Pound (2019)

All levels represent the social relationship that affects children’s development.
Firstly, the microsystem is the midmost of these levels that refers to bidirectional
interaction with children’s immediate environments, such as parents, peers, and
teachers, who can affect children’s learning and behavior. It follows that children’s
learning and behavior can also affect teachers’ teaching and behavior (Berk, 2014).
Teachers and their teaching methods, which supply bidirectional interaction with
children, can promote children’s learning in the classroom environment
(MacNaughton & Williams, 2004). Specifically, there is a relationship between one
becoming a productive questioner and the questioning method used by your teachers

(Wells, 2001). In this sense, Walsh and Sattes (2004) mentioned that only a few
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children are born as questioners; it is natal. Other children encounter the learning and
teaching environment with some handicaps in questioning because they might live in
homes where the parent did not model questioning or set dialogue. Barell (2005)
implied that these handicaps might be overcome with teachers. So, as Bronfenbrenner
mentioned, the teacher can facilitate children to be good questioners in the community.

In brief, this study was developed in the light of two theories: sociocultural and
ecological systems. Examining these theories revealed the importance of questioning
as a teaching method to improve teacher and children interaction in the learning

environment, as demonstrated in figure 2.4.

Figure 2.4

Theories Relevant to Teachers’ Questioning

Sociocultural Teachers'
Theory Questions

Teacher and
Children
Interactions

Ecological
Systems Theory

In the scope of the sociocultural theory, it is understood how people teach and learn
from each other in social contexts. So, teachers can create a learning environment that
maximizes children’s learning by using their questions. In other words, as shown in
figure 2.4, sociocultural theory frames teachers’ questions. Ecological systems theory
supports teachers’ questions and children’s responses by means of the interactions

made.

2.2. Questioning

Collins Dictionary of the English Language defines "question™ as consisting of
words to reveal information or arouse a response (Question, 2010, p. 1197). Oxford

Advanced Learner's Dictionary of Current English explains the word "questioning™ as
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the action of asking someone questions (Questioning, 2010b, p. 1243). These
definitions offer the meaning of questioning and in which situations people ask
questions. These are general definitions, which is the first meaning when looked up in
the dictionary.

On the other hand, some researchers separate everyday questioning and
educational questioning. For many years, people have been using questions to interact
with other people (Vygotsky, 2012), express their thoughts (Wilen, 1987b), as a
teaching method which is used by teachers (MacNaughton & Williams, 2004), or as a
way of assessing the activity process (Wortham & Hardin, 2001).

Questioning is also defined and described in research and studies differently. For
instance, Bredekamp (2013) and Christenbury and Kelly (1983) defined questioning
as teaching strategies obtained from information with different responses, a skill, a
learning and teaching process, and an attitude. Gall (1970) defined it as the teaching
method and teaching from the educational questioning perspective. Within the context
of this study, questioning is used based on an educational perspective, which
emphasizes the importance and value of questioning in learning and teaching
environments.

Explicitly, questioning is a tool that encourages children’s learning process and is
used for various reasons in preschool settings. In preschool settings and other settings,
guestions and questioning, which is one of the teaching methods, have been examined
for years (Orlich et al., 2018). In the following part, historical backgrounds of

questioning are introduced.

2.3. Historical Background of Questioning

Questioning as a teaching method is attributed to Socrates and is based on a
disciplined, carefully thought teacher-children dialogue. The teachers plan questions
for which they do not know the answers. Socrates believed that this approach enabled
children to analyze their ideas logically and to determine the validity of those ideas. In
this way, misunderstandings could be corrected, and reliable knowledge could be built.
In the Socratic Questioning method, teachers pretend to be uninformed and ask

questions to obtain a comprehensive understanding of what the children know about a
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concept or issue. Children discover it themselves. The teachers ask them the questions
they have planned on this discovery journey (Padesky, 1993; Paul & Elder, 2019).
When the history of questioning is evaluated from the ECE perspective, Froebel's
definition of the teacher role should be considered (Lascarides & Hinitz, 2013). He
defined teachers as gardeners metaphorically. Like Socrates, he suggested that
teachers encourage children to find out knowledge rather than being told or shown
directly and mentioned teacher’s questions to increase children’s curiosities in this
context (Pound, 2019). Not only Froebel but also other ECE contributors mentioned
the significance of teacher’s questions in history. Dewey also said the teacher should
ask questions to discover what the children are aware of (Mooney, 2013). Also, other
contributors accepted that questioning as a teaching method enhances teacher and child
interactions. In this way, children’s curiosity and active involvement in activities
increase (Fusco, 2012). Teachers apply the questioning method to develop children’s
knowledge and gain this ability in relation to their environment and thoughts (Fusco,
2012; Strohmer & Mischo, 2015). In this context, some educational approaches
interiorized questioning as a teaching method. MacNaughton and Williams (2004)
contextualized two well-known ones. In the High-Scope one, teachers need to support
learning experiences by asking open-ended questions and listening and responding to
children, thereby promoting children’s problem-solving or other cognitive skills
(MacNaughton & Williams, 2004; Pound, 2019). In the other, called the Reggio Emilia
approach, questioning supports the dialogue and interaction between children and
teachers that promotes a community of inquiry between teachers and young learners
(MacNaughton & Williams, 2004). Clearly, questioning remains a universal teaching

method that is well researched.

2.4. Definition of Questioning as a Teaching Method

The questions that are used in teaching and teachers’ strategies for asking them
have been studied for some time (Orlich et al., 2018). It is known that questioning as
a very popular teaching method and has therefore been defined in various ways to suit
different contexts and perspectives of questioning (Kostelnik et al., 2011; Sigel and
Saunders, 1977). For instance, Lee and others (2012) mention that questioning can be

used as a tool for encouraging the development of science learning skills in early
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childhood education. Similarly, Furman and others (2019) found questioning to be a
crucial part of child-centered and inquiry-based science teaching. Arslan (2006) stated
that questioning facilitates critical thinking and the formation of communities of
learners. Moreover, Allerton (1992) described how questioning could be applied to
develop children’s expressive language and extend their general knowledge or ideas,
encouraging them to think differently. Similarly, Robitaille and Maldonado (2015)
stated that questioning is one of the effective teaching methods, and they added that
when teachers are asking questions, they can form a thinking community environment.
In this context, Taba (1967) identified questioning as a pragmatic source because it
promotes thinking. He highlighted that learning to think can be one of the educational
objectives of questioning, especially that choosing questioning as a teaching method
can be practical. Bredekamp (2013) also defined questioning as a teaching method that
Is used commonly in preschool classrooms. Davis and Torr (2016) list it as one of the
crucial methods that promote young children’s learning process. Sigel and Saunders
(1977) described questioning as a teaching tool that increases children’s problem-
solving skills and facilitates children to reflect on their thoughts. Zeegers and Elliott
(2019) also defined questioning as a teaching and learning tool which is used in
instructional activities. Hogg and Foster (1973) had defined questioning as a teaching
method that relies on some rules. These are: (1) questions should be direct and have a
straightforward sentence structure, (2) complex questions may not be appropriate for
young learners, so the teacher should divide them into short and straightforward
sentences; and (3) open-ended questions and closed-ended questions that are asked to

young learners should be balanced.

2.5. Questioning as a Teaching Method in Learning Process

Questioning as a method is based on using questions for the teaching and learning
process. According to MacNaughton and Williams (2004), it is one of the most
powerful and useful for encouraging learning environments built by teachers. They
defined it as a pervasive and effective teaching method that supplies learning
experiences to children. It is generally used in the learning process: (1) to direct
children’s attention to a specific issue or phenomenon, (2) to arouse children’s interest

and their curiosity about activities, (3) to help children reflect on information, (4) to
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engage children’s active learning, (5) to identify their difficulties based on activities,
(6) encourage cognitive abilities, (7) to extend their language skills, (8) to help them
to feel empathy, (9) to support young learner’ metacognitive skills (MacNaughton &
Williams, 2004).

Questioning as a teaching method is considered as a part of learning and teaching
(Joseph & Thomas, 2020). Farrell (2018) emphasized that teachers ask questions at
the beginning of an activity to establish interaction with children and focus their
attention on the topic. Thereafter, they continue to ask questions during the activity to
promote active learning and teaching (Birbili, 2013). Zeegers and Elliott (2019)
investigated teachers’ questioning strategies. They compared pre and post-interviews
based on teachers’ self-reported practices. At the end of the intervention, most of the
teachers emphasized their deeper understanding of how to use the questioning method
to encourage children’s learning during activities. When teachers interact with children
by asking questions effectively during activities, the method has potential to move
children from passive to active participants (Paul & Elder, 2019; J. A. Walsh & Sattes,
2005).

Fan et al. (2014) also emphasized that questions are fundamental to teacher-
children communications. They mentioned teachers’ questions at the beginning of the
activity to determine children’s developmental readiness. Moreover, questions asked
during the activity may help the teachers understand children’s thinking skills and
arouse their interests. Learning is defined as an active process, so using the questioning

method helps to construct new ideas in children’s minds.

2.6. Questioning as a Teaching Method in Assessment

Many teachers use the questioning method as an assessment tool so that they can
check children’s understandings of the concepts or issues in the activity (Farrell,
2018). In Turkey, the preschool curriculum program guidebook also highlights using
the questioning method to assess children’s learning and teachers’ own teaching. This
program includes some question types (e.g., descriptive questions, affective questions,
and so on) to assess children’s knowledge and development at the end of the activity

(MoNE, 2013). Aras (2019) investigated teachers’ formative assessment practices, and
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she found that preschool teachers only asked a question to assess children’s learning
at the end of the activities.

Fan et al. (2014) also emphasized the importance of asking questions at the end of
an activity to assess the activity process. Questioning in the assessment process enables
teachers to clarify the quality and quantity of children’s knowledge that they have
obtained from the activity. Wallace and Hurst (2009) examined teachers’ questions
during activities and why they were asked. They analyzed three articles from 1967,
1987, and 2007. They noticed that teachers generally asked questions to assess

children in those years.

2.7. Questioning in the Turkish Early Childhood Education Program

Questioning is one of the universal methods of teaching (Wisneski & Goldstein,
2004). Preschool teachers use it too. Gollii (2018) investigated teaching methods used
by ten preschool teachers in Turkey. Seven of them confirmed that they frequently
used questioning as a teaching method. Moreover, Dogan and Omeroglu (2019) found
that preschool teachers use the questioning method during the assessment of the
activity. Glinay Bilaloglu et al. (2017) found that preschool teachers use the
questioning method during the learning process. In this context, questioning as a
teaching method may generally use by preschool teachers in Turkey. Teachers ask
questions during the learning process and as part of the assessment process for each
preschool activity.

The preschool program guide emphasizes the crucial role of the questioning
method, particularly in terms of assessment questions to be asked at the end of the
activities. These questions are classified as descriptive questions, affective questions,
questions based on objectives and indicators, and questions related to everyday life
(MoNE, 2013). Preschool teachers are responsible for planning these questions before
an activity and writing them down in the daily activity plan. For example, a teacher
can design a language-integrated math activity for preschoolers. In doing so, they may
choose to read a story regarding shapes to their class. In planning the activity, they
would set out the learning process in the activity plan along with the assessment
questions they would ask the children at the end of the activity. Descriptive questions

are used to assess children’s knowledge regarding what happened during the activity.
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For example, for this activity, a teacher may ask “Which shapes did we learn?”
questions. Turupcu Dogan and Omeroglu (2019) emphasized that descriptive
questions are generally planned as closed-ended questions, but some of them might be
open-ended. Affective questions give an opportunity for children to share their feelings
based on the activity. For example, “Did you get excited while learning new shapes?
Can you please share your feelings?”. Questions based on objectives and indicators
are used to understand whether the activity reached the learning objectives or not.
Teachers can pose questions considering the learning objectives, such as “What are
the features of the square shape?”. Questions related to daily life are also asked so that
learners can associate what they have lived with and what they have learned. For
example, “Have you ever seen a circle sky? Can you please describe it? Where did you
see it?”. In ECE Program book also defined the teachers’ roles while using the
questioning method during the activities. For example, in reading activities, the ECE
program book suggested that teachers ask questions about the main topic in the story,
the characters, the problems, and the introduction, development, and conclusion parts
(MoNE, 2013).

In short, the questioning method has a vital role in the Turkish ECE education
program. In particular, the Turkish ECE Program takes up the questioning method

comprehensively in assessment.

2.8. The Questioning Cycle and Its Components

While using the questioning method, teachers may follow some strategies (Fusco,
2012). One of the strategies that are used by teachers is the Questioning Cycle. In this
context, Walsh and Sattes (2004) and Fusco (2012) have similar questioning cycle
models and introduce their models as a strategy. Firstly, Walsh and Sattes’s model is
introduced, then Fusco’s model is proposed. In this study, Fusco’s questioning cycle
model is used.

Walsh and Sattes (2004) introduced a questioning cycle process to improve
teachers’ questioning skills based on a literature review, and they constructed a
framework which is called “Questioning and Understanding to Improve Learning and
Thinking” (QUILT). This framework is applied to teachers in the context of an
intervention study. There are five stages which are corresponding to Fusco (2012)’s
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questioning cycle components: (1) preparing the questions, (2) presenting the question,
(3) encouraging children’s answers, (4) processing their answers, and (5) reflecting

and evaluating the questioning process as shown in Figure 2.5.

Figure 2.5
The QUILT Framework

Preparing the question
defining the purpose choosing question type  considering wordage

Presenting the question
asking question selecting the respondent

|¢

Encouraging children’s answers
waiting time assisting

|¢

Processing their answers
providing feedback supporting with follow-up questions

|¢

Evaluating answers

evaluating children’s answers patterns

*Designed by considering Walsh and Sattes's (2004) framework.

The researchers defined the first component of the QUILT framework as planning
questions. In this part, the teachers should define the objectives and indicators, and
content. Then, they should decide the question types they want to ask, and they should
write them down while considering wording that is appropriate to the children’s
development.

In addition to Walsh and Sattes’s questioning cycle model, Fusco (2012), in the
book Effective Questioning Strategies, mentions that they work with children of
different levels, including kindergarten level. In detail, while Walsh and Sattes
mentioned a general approach to the questioning cycle, Fusco emphasized that the

questioning cycle is used at many levels, including preschool. As a result of their study,
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they define the questioning cycle as shown in Figure 2.6. Emphasizing the importance
of following the order in the cycle (planning questions, asking questions, wait time,
listening to children’s response, assessing the response, wait time, follow-up
questions), they discuss increasing children’s learning skills. They agree that the
targeted objectives and indicators and the planned questions support the holistic
development of children. Also, the questioning cycle can help to create an interactive
learning environment and invite children to communicate (Fusco, 2012).

Figure 2.6

The Questioning Cycle

Planning
Question

Follow-up g Asking
Quesitons Question

Goals and
Objectives

Assesing Listening
the to the
Response ‘ Response

*Fusco (2012)

Fusco (2012) mentioned that teachers should assign goals and indicators before the
following questioning cycle components. Goals and indicators are generally specified
based on children’s developmental domains. The developmental domain is a universal
term, and in the early learning environment, physical, social-emotional, language, and

cognitive development are defined as significant domains (Berk, 2006). The teacher

31



should consider goals and indicators to support and develop these domains. They focus
on children’s access to developmental domains and school readiness knowledge and
competencies. Different developmental areas of preschool children and their ability to
attain them and make their transition to primary school have been identified (MoNE,
2013).

MacNaughton and Williams (2004) stressed that teachers should contemplate
target objectives and indicators to choose the appropriate teaching method.
Specifically, the teacher should plan their questions according to target learning and
teaching objectives in the questioning method. After determining goals and
objectives, to increase questioning method effectiveness, Fusco (2012) recommended
the following questioning cycle components; namely: (1) planning questions, (2)
asking questions, (3) waiting time, (4) listening to the children’s responses, (5)
assessing the response, and (6) asking follow-up questions. In table 2.1, the definitions
of cycle components are described.

Table 2.1

Definition of Questioning Cycle Components

Questioning Cycle

Definition of the Cycle Component
Component

The process of thinking regarding the activities
Planning Question to achieve predetermined goals and indicators

(Breslin et al., 2012).

The action of transmitting question(s) and the

Asking Question question is defined as sentences to reveal
information (Breslin et al., 2012).

Waiting Time Pausing after asking questions (Rowe, 1986).
Paying attention to children’s responses

Listening to the Response carefully and effectively (MacNaughton &
Williams, 2004).

Evaluating the children’s responses based on
objectives and indicators (Fusco, 2012).

The question(s) that help to increase children’s
Follow-up Question perform and learning, asked by teachers or
children (Fusco, 2012).

Assessing the Response
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Planning has been defined as a process of thinking regarding the activities to
achieve predetermined goals and objectives (Breslin et al., 2012). In this study, the
planning questions term is also used with a similar meaning. It is known that teachers
are responsible for organizing and writing down the questions that were asked (Wilen,
1987b). Planning some basic questions based on learning objectives and indicators and
children’s personal feedback can improve the quality of the questioning method
(Fusco, 2012). Of course, planning all questions may not be possible during the
activity. However, teachers should plan the specific guiding questions within the
framework of the goals. The planning process can contribute to the learning process.
Written planning question is a form of rehearsal. When teachers have their questions
planned carefully, they can control the activity process more efficiently
(Shanmugavelu et al., 2020). From this point of view, Godinho and Wilson (2008)
specified some goals to remember when planning the questions before the activity: (1)
questions should be chosen with clear and age-appropriate words, (2) there should be
a logical order between the questions, (3) the questions asked should be matched with
the children’s experience and abilities, and (4) instead of remembering information,
questions that develop children’s thinking, generalization and conceptualization skills
should be included. Moreover, while planning questions, the teacher should consider
children’s characteristics, thinking styles, and backgrounds (Fisher & Frey, 2010;
Fusco, 2012). On the other hand, to plan effective questions, the teacher should be
competent about the question’s purpose, cognitive level, and content (Walsh & Sattes,
2005). In this context, if teachers know which questions they ask and know the
strategy, they may orchestrate the questioning method efficiently (Fusco, 2012).
Especially, the teacher should specify concepts and point to what children need to
know and understand, and then they should plan questions according to these concepts
and points (Walsh & Sattes, 2005). Mauigoa-Tekene (2006) emphasized that teachers
should not write down all the questions they will use beforehand but plan and
formulate them in general before asking them. They can approach this task by
considering what they teach, the learning goals and indicators, and children’s
developmental levels. In this context, Ramsey and Fowler (2004) conducted a study
with three preschool teachers, their aids, and children’s parents. The researchers
prepared colorful posters and cards, including questions, and they introduced each
poster and card to teachers and their aids week by week. Then, they observed these
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three classrooms for ten weeks and found that the planned questions in the poster and
cards helped children improve their math and science skills. The teachers also
mentioned the benefit of these planned cards. All in all, planning questions helps
teachers to avoid missing learning opportunities and makes the teaching process easier
for them to accomplish (O’Hara, 2004).

As the second component of the questioning cycle, Fusco (2012) introduced
asking questions after planning questions. Sigel and Saunders (1977) defined asking
questions as a two-way communication process and claimed that the right questions
could foster authentic dialogue. They noticed that simple yes-no questions or guessing
questions may not help children’s cognitive development because they require little
mental activity. On the other hand, the purpose of the question is also considered a
dimension while asking questions. Related to this, Wallace and Hurst (2009)
investigated why teachers ask questions by analyzing three articles from 1967, 1987,
and 2007. These articles included experienced and inexperienced elementary and
secondary school teachers. The researcher found that teachers asked questions to check
children’s current levels and understand children’s learning in 1967. More teachers in
1987 and 2007 asked questions to enhance children’s thinking and encourage their
motivations. In 2007, the teachers also focused on children’s self-questions. In terms
of experiences years, research conducted in 2007 showed that there was a small
difference between experienced teachers’ purposes of asking questions and
inexperienced ones.

After asking the question, Fusco (2015) defined waiting time as the third and sixth
components of the questioning cycle. After the question is asked, the teacher should
wait for young learners. They should also ensure that young learners understand and
are ready to respond to the teacher’s questions (MacNaughton & Williams, 2004).
Waiting time after asking the question is especially valuable for early childhood
settings (Giinay Bilaloglu et al., 2017). Although much research was conducted from
elementary to high school regarding waiting time after asking questions, there was
limited research on preschool (Wasik & Hindman, 2018).

In this study, waiting time is defined as pausing after asking questions. In this
context, Stahl (1994) stated that teachers generally ask more questions, but they
receive fewer responses when not using waiting time. In other words, after asking the
question, the teacher can encourage more targeted responses by waiting. Some studies
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regarding the waiting time component in different class levels were conducted with
preservice and in-service teachers. For instance, according to Kang's (2016) study, pre-
service teachers did not use waiting time effectively after asking questions. Then, the
researcher applied for a questioning strategy program. After the program, the waiting
time increased, and the researcher underlined after asking open-ended questions that
the waiting time given by teachers has significantly motivated children’s engagement
in the activities.

A mixed-method study by Mauigoa-Tekene (2006) with twenty preschool teachers
showed that a considerable number of teachers waited for less than three seconds or
did not wait after asking the question, and these questions were generally closed-
ended. Her study collected data through pre-and post-observations via participatory
action research, whereby each participant teacher also observed each other. Giinay
Bilaloglu et al. (2017) also conducted research with preschool teachers and observed
them during science activities. They also investigated preschool teachers’ waiting
times and found that six preschool teachers did not use waiting time effectively, as
they did not wait for children or waited only 1 or 2 seconds after asking questions.
Children were having to respond to the questions as immediately as possible, and they
were not being encouraged by their teachers to think about possible answers. In this
context, Wittmer and Honig (1991) mentioned the importance of waiting time after
asking a question and showed that teachers wait just one second or less after asking
the question to young children. However, they were then trained to wait at least five
seconds or more. It was seen that by expanding the waiting time over three or more
seconds was found to have several beneficial impacts on both children’s involvement
and the teaching methods’ effectiveness (Blosser, 2000; Critelli et al., 2010; Qashoa,
2013).

Sigel and Saunders (1977) emphasized that children need time to understand
and analyze the question, and then they can formulate the response. The process is
valuable for children and teachers because the teacher may learn how children think.
In this context, Cazden (1988) underlined that when teachers give adequate waiting
time after asking questions, children gain some benefits: 1) they think carefully and
give more extended responses, 2) they express more details about their thoughts, 3)

they think more, 4) they ask more follow-up questions and talk more with their peers,
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and 5) they contribute answers much more. These benefits may create more
interactions between teachers and children.

After waiting for children to respond to the questions, listening to the response
has a vital role in the interaction between teachers and children. So, Fusco (2015)
introduced fourthly listening to the response component of the questioning cycle.
Listening to children’s responses is essential to redesigning the teacher's question.
Accordingly, the teachers firstly listen to the children’s responses, then analyze
whether they achieve their questions’ goals and objectives or not (Fusco, 2012;
MacNaughton & Williams, 2004). The teacher should also paraphrase what the
children’s responses were. In this way, they can listen effectively and assess their
responses actively and alternatively. This effective listening behavior for teachers is
critical to eventuate in beneficial teacher-child interactions. In this context, Wilen and
Kindsvatter (2000) define some components of effective listening: (1) making eye
contact, (2) using appropriate facial expressions, (3) using body gestures
appropriately, (4) arranging physical distance like moving closer to the child who is
answering, (5) silence without interrupting children’s responses, (6) using verbal
confirming, and (7) summarizing or paraphrasing after listening to the response.

After listening to children’s responses, understanding and assessing the response
component is provided in the questioning cycle as a fifth one. Fusco (2012) underlined
that all answers include valuable data because these responses reflect children’s
cognitive levels. Sigel and Saunders (1977) defined three types of response, which
were 1) a relevant response, 2) an irrelevant response, such as when the teacher asked,
"What types of animals did you see in the zoo?", then the child responses as "l have a
new bike!"; and 3) ignoring the question or leaving the environment. The teacher can
assess the children’s responses based on these three types.

The last component of the questioning cycle is introduced as asking follow-up
questions (Fusco, 2012). Follow-up questions comprise how preschool teachers
respond to children’s answers, which supports children’s developmental processes and
engagement (Walsh & Sattes, 2004). Similarly, Sigel and Saunders (1977) described
follow-up questions to help the children think more comprehensively and develop
themselves. When questions were used to activate thoughts, they helped the children
to focus and learn better. Thus, the children can form their concepts in their minds.
Follow-up questions were used to extend children’s thinking and provide a different
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perspective. More information to the children is provided through follow-up questions,
and rethinking the ideas is encouraged (Fusco, 2012). Walsh and Sattes (2004) defined
different types of follow-up questions, including teachers’ feedback and evaluations.
These follow-up questions' feedback should be based on children’s thinking and
learning process. During the process, teachers might use questions that support
children’s creative thinking skills and their perspectives. Follow-up gquestions may
include open-ended questions and closed-ended ones because the follow-up questions'
purposes are to facilitate and sustain the classroom conversation rather than evaluating

children’s answers to supply effective teaching and learning (Walsh & Sattes, 2004).

2.9. Question Types

Researchers have been interested in teachers’ question types for years. Black
(2001) shares her observation note in her research as follows: The concept of the
preschool day was green. The teacher pointed to a green toy car and asked the class,
"What color is this?". The children answered "Green" without waiting. Then the
teacher asked, "Would you show me the green objects around you?" The children
immediately found and showed the green object. During the next 10 minutes, the
teacher kept showing green-colored materials and asking, "What color is this?". The
activity ended with the distraction and noise of the children. Referring to this
observation note, Mauigoa-Tekene (2006) says that one of the most common teaching
methods used in classrooms is questioning. She mentions that mastering different
question types is very critical and valuable for the learning and teaching process. She
adds that the reason why the teacher-child dialogue explained with the example
becomes boring is related to the question types. In this context, Crowe and Stanford
(2010) stressed that although teachers mostly use questioning methods in the
classroom, they may not notice their questions’ quality and which types they asked.
Hence, if teachers ask so many closed-ended questions to children, the questioning
method may not reach the purpose. Alternatively, if the teachers ask too many open-
ended questions, children may get confused before defining the concept with closed-
ended questions (Deshmukh et al., 2019).
Qashoa (2013) commented that these types might differ based on their purposes
and the type of response from children. For instance, if the teachers assess children’s
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knowledge, they generally ask closed-ended questions based on children’s current
knowledge. On the other hand, if the teachers want to reveal children’s expressions,
thoughts, or feelings, they generally ask for open-ended ones. O. L. Davis and Tinsley
(1967); Kearsley (1976), Ciardiello (1998), and MacNaughton and Williams (2004)
developed question type frameworks based on their findings. For this study, the
researcher used MacNaughton and Williams (2004)’s question types frameworks
classified as open-ended and closed-ended questions for the early childhood education
level. This framework is demonstrated in the following part. Before their framework,
other frameworks were introduced.

Firstly, O. L. Davis and Tinsley (1967) identified various question types and
classified them into eight types. In the first, they mentioned memory questions which
are used to recall and recognize the information. They are generally closed-ended
questions. The second type is interpretative questions generally used to state the
relationship between situations. These questions are also classified as closed-ended
questions. For instance, the "What happened when we added water to the soap?"
question is interpretative. Based on this type, the teacher wants to know a specific
response. In the third, children can translate or change information from one form to
another. For instance, the "Can you draw the picture of your block building?" question.
Application questions are the fourth type and are required to solve real-life problems
by using appropriate knowledge and skills. These questions might be not only closed-
ended but also open-ended ones. The fifth type is questions that require children to
synthesize what they know by combining their knowledge and skills to solve a
problem. Teachers generally ask such questions after first asking the class some
memory, interpretative or translation questions. Evaluative questions are the sixth type
and are necessary to make a judgment about what should happen. For instance, "Why
do you think the block building fell down?" is an evaluative question. This type is
considered as one of the open-ended questions. A seventh type, affectivity questions,
is generally used to understand feelings or emotions. Based on MacNaughton and
Williams's (2004) classification of questions, this type also can be classified as open-
ended. Lastly, procedural questions are used to manage classroom organization and
children’s behavior and can also be categorized as closed-ended. As is understood
from O. L. Davis and Tinsley's (1967) question types classifications, their types move
from closed-ended questions to open-ended ones.
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Secondly, on the lines of O. L. Davis and Tinsley's (1967) framework, Kearsley
(1976) defined a taxonomy of questions. Their categorization is structural. Based on
their taxonomy, questions are classified as verbal and non-verbal ones. A nonverbal
question is a question that can be answered by gestures such as raising eyebrows or
puzzled facial expressions. A verbal question is a question that can be answered
verbally as indirect and direct questions. An indirect question is a statement that
contains partial question sentences. For instance, the “I wonder where you are”
sentence is classified as an indirect question. On the other hand, they classified direct
questions as open and closed questions. Correspondingly, the direct questions of their
taxonomy may match up with this study’s classification. When the question is direct
and open, the question is classified as simple, complex, and embedded. According to
children’s developmental level, teachers decide the type. For instance, "What do you
need to build a toy car?" is a type of simple question. The complicated version of the
question can be, "If you wish to do a toy car, what do you need?" Lastly, the embedded
question example might be, "This is a nice toy car which you have done. What do you
need to do it, because if you could find out, it will help you next time?" (Kearsley,
1976). On the other hand, closed-ended questions were classified as a specified
alternative and yes-no questions, as shown in Figure 2.7.

Figure 2.7

A Taxonomy of Question Types
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Thirdly, as shown in figure 2.8., Ciardiello (1998) defined teacher’s questions into
four categories. Memory questions are used for naming, defining, and identifying
situations or material. Their answers may be predictable and should be correct
answers. For instance, who, what, and where questions are classified as memory ones.
MacNaughton and Williams (2004) defined these questions as closed-ended and
mentioned that they are used to recall information. Convergent thinking questions are
used to explain, compare, and contrast situations. Divergent thinking ones are more
useful to predict and hypothesize conditions. Lastly, evaluative thinking questions are

generally used to justify and value choices.

Figure 2.8

Ciardiello’s Question Types

Question Type
M Convergent Divergent Evaluative
emor
Y Thinking Thinking Thinking
-Who -Why -Imagine -Defend
-What -How -Suppose -Justify
-When -In what ways -How might -Judge
Where

Some other studies have also defined and classified questioning in terms of their
sequential hierarchies. Christenbury and Kelly (1983) divided these classifications into
two types, mainly sequential and nonsequential hierarchies questions. In sequential
hierarchies design questions, teachers firstly ask A question type for the beginning of
the activity, and then they should move to the B question type, which is the more
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advanced one. On the other hand, in nonsequential design, it is not necessary to follow
a pattern. The teacher can use a mix of these questions based on children’s differences
and developmental levels.

For the current study, the researcher used question types that are defined and
introduced by MacNaughton and Williams (2004). This model is discussed in the

following part of the research.

2.9.1. MacNaughton and Williams (2004)’s Classification

There are different approaches to structuring and classifying questions, as
mentioned above. MacNaughton and Williams (2004) emphasized that children’s
cognitive abilities and questions structures are correlated with each other. In this
context, the teacher may use two question types to gather data from children in the
preschool period: closed-ended and open-ended questions. Parallel with this
classification, Wragg (2016) observed more than a thousand questions asked by
teachers in primary grades. They categorized their questions as: managerial (questions
which require the running of the lesson), closed-ended (questions that ask for recalling
information), and open-ended (questions which asked students to go beyond the simple
recollection of facts, encouraging them to analyze, generalize, or infer information).
Both have a different effect on children thinking (Bredekamp, 2014; MacNaughton &
Williams, 2004; Wragg, 2016)

Some researchers specifically reported that the question types could be a factor in
determining the effectiveness of questions in learning environments (Boller, 1973;
Buggey, 1972; F. Martin, 1970; C. T. Smith, 1977; Turner, 1980). While open-ended
questions support children’s higher-order thinking, closed-ended questions have one
kind of response and give an idea regarding what children already know (Allerton,
1992; MacNaughton & Williams, 2004; Sigel & Saunders, 1977; Wittmer & Honig,
1991). In this context, Allerton (1992) highlighted that teachers should use open-ended
and closed-ended questions together while considering children’s needs. For this
reason, the aim of the question can be determined before being asked. For example, if
the teacher asked the question to increase children’s critical thinking skills, she/he
should prefer to use open-ended ones. On the other hand, if the teacher investigates
what the children know already or assesses their objectives and indicators, he/she can
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prefer to use closed-ended. Moreover, he mentioned that the teacher uses closed-ended
questions because of the classroom size; the more children mean, the less time to
conduct long questioning conversations for teachers. Allerton (1992) mentioned that
the teacher may prefer closed-ended questions rather than open-ended questions to
manage the class. However, she suggested that asking an equal amount of closed-
ended and open-ended questions during the activity may be more beneficial for
children’s development outcomes.

Consequently, the researcher used MacNaughton and Williams (2004)’s question
type classification for this research because they defined these types for specifically
early childhood education level. The characteristics defined in light of the literature

review regarding open-ended and closed-ended questions are illustrated in table 2.2.

Table 2.2

Summary of Open-Ended and Closed-Ended Question Types

Question Types Open-Ended Closed-Ended

. . A question that has only one
A question that has a variety q y

Definition of accentable responses possible and acceptable
P P response
* higher-level question
Redfield & Rousseau, 1981 .
i divelrgent que:tion ; ) = narrow question (Raphael,
. . 1

(Wittmer & Honig, 1991) 986) :
Synonym . . * convergent question

* verbal reflective question (Wittmer & Honig, 1991)

(Olsen-Fulero & Conforti, 1onig, ==

1983) * nonproductive question

* productive question

* emphasis on the process * emphasis on the specific
Characteristics rather than the product response and results

* enhance discussion *assess current knowledge

2.9.1.1. Open-Ended Questions

MacNaughton and Williams (2004) defined an open-ended question as having

more than one answer. Also, Sigel and Saunders (1977) defined an open-ended
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question as a question that the teacher might not predict clearly after asking. For
example, "What did you do yesterday?" is an open-ended question type, and the
teacher may not predict the response. There are many options. Children may start with
any point in the history of the day; they may mention their feelings. Christoph and
Nystrand (2016); E. Mcintyre (2007) defined an open-ended question as the question
to which the teacher does not already know the answer. Olsen-Fulero and Conforti
(1983) defined open-ended questions in another aspect based on their research. They
defined open-ended questions as those which prepare the child for further dialogue by
establishing common interests. The teacher may not predict the response because
children have the dialogue in their hands. This open-ended question is not more than
repeating what the child said. For instance, "You saw a cat, did you?" is an open-ended
question.

Teachers generally use open-ended questions to allow children to get more
information, help them think, and find their solutions in their way (Fusco, 2012; Wood
& Anderson, 2001; Wragg, 2002). Moreover, these questions encourage to reflect on
children’s thinking. Through open-ended questions, children gain higher-order
thinking skills and build their thinking (Fusco, 2012). In consequence, through open-
ended questions, teachers encourage the children to think critically and independently
(Allerton, 1992). Studies show that asking open-ended questions may positively affect
children’s achievement (M. Gall, 1984; Redfield & Rousseau, 1981). Moreover,
Wittmer and Honig (1991) stressed that open-ended questions might support
children’s language and cognitive development.

On the other hand, according to researchers, open-ended questions may not be
appropriate for infants. This question type may be appropriate for preschoolers.
Moreover, open-ended questions are more effective than closed-ended questions for
preschool children’s learning because open-ended questions are generally deliberate,
purposeful, and thoughtful (Davis and Torr, 2016).

2.9.1.2. Closed-Ended Questions

Wragg (2002) defined a close-ended question as a question with short and specific
answers consisting of one or few words. Sigel and Saunders (1977) defined that if the
question is closed, the response can be linked to the question’s content, and it might
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include expected responses. For instance, "Which color is this paper?” is a closed-
ended question because there is only one and expected answer. In this context, Fisher
and Frey (2010) defined closed-ended questions as guessing what the teacher thinks.
Closed-ended questions have "yes, no" or a single answer, and the teacher already
knows the answer (Dillon, 1983; H. Wood and Wood, 1983). Allerton (1992) said
closed-ended questions resembled playing a guessing game because teachers always
know the answer, and children should guess the correct answer. So, Wittmer and
Honig (1991) add these definitions by their observation: The teacher asked, "What
color is your pen?" then the children said, “Why does our teacher ask this question
type when they already know answer?”

Closed-ended questions are used to reach a specific answer (MacNaughton &
Williams, 2004). According to Raphael (1986), this question type is designed to recall
information. Therefore, Tofade et al. (2013) found that teachers often ask closed-ended
questions that rely on students’ factual recall of prior knowledge rather than asking
open-ended questions that promote deep thinking, requiring students to analyze and
evaluate concepts. Moreover, teachers generally used closed-ended questions to know
facts and understand what children remembered (Parker & Hurry, 2007; Tizard &
Hughes, 1984; Turney, 1981). Newton (2013) shows that primary-school teachers ask
closed-ended questions to children to recall information. The teacher can also use this

guestion type to teach one concept (Sigel and Saunders, 1977).

2.9.1.3. Open-Ended and Closed-Ended Questions

Some studies refer to a balance of both closed-ended questions and open-ended
questions. Since open-ended questions require essential information to think deeply.
On the other hand, closed-ended questions get children to think about this essential
information. Therefore, closed-ended questions also have a considerable position in
supporting the children’s cognitive skills (MacNaughton & Williams, 2004; Martin,
2012).

The difficulty level of the questions asked to children differs according to the
question types. Open-ended questions are more complicated than closed-ended ones

because they do not have a predetermined answer. Open-ended questions require more
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in-depth thinking since they have answers beyond predetermined responses (Hamel et
al., 2021).

2.10. Studies Conducted about Questioning

Questioning as a teaching method has been used by teachers for many years.
Although this method has been used for years, examining the questioning strategies of
preschool teachers is an emerging field. Given this situation, research about preschool
teachers and primary school level teachers and their practices in terms of the
questioning method was compiled by the researcher and is summarized below.

Teacher’s questions at the ECE level were examined in terms of various
characteristics in literature. Some of these studies were focused on question types. In
this sense, Wittmer and Honig (1991) underlined the inadequacy of research based on
the teacher's question types. In their study, the researchers examined the question types
that were asked and observed teacher and child interactions. They focused on 50
children who were three years old and their teachers. They observed each child for 80
minutes. They coded all questions as divergent questions that are open-ended and
convergent that are closed-ended questions. They noted 667 questions during the 70
hours of observation. Many more closed-ended questions were asked than open-ended
ones. On the other hand, they found that 3-years old children have the equal capability
of answering these two question types. The findings indicated that teachers should
receive training to ask more open-ended questions in the preschool learning
environment to develop children’s cognitive and language skills.

Similarly, Allerton (1992) conducted a study with 24 preschool children in
London, and he separated them into two groups. He also used two forms of the
question in the study: closed-ended (Who accompanied you on your way to the park?)
and open-ended (What can you describe to me about the park?). He used closed-ended
questions for the first group and open-ended ones for the second group. The findings
showed that group one, which asked closed-ended questions, had a higher number of
responses than group two. He also deduced that open-ended questions are more
challenging to respond to than close-ended ones by considering children’s responses.
However, he initiated that answers for open-ended questions are more comprehensive

than closed-ended ones. Accordingly, he discussed that more responses do not mean

45



effective responses. Another finding showed that children’s responses become varied
through open-ended questions.

Some studies analyze question types asked during the learning activities. For
instance, Hamel et al. (2021) explored preschool teachers’ questioning strategies in
science activities. They collected data by using videotapes and analyzed each video
recording. They classified 755 questions that were asked by teachers in the 14 different
science activities. They analyzed these questions according to their types (open-ended
or closed-ended) and their contents (science-related or non-science related). The
findings indicated that teachers mostly asked closed-ended (78%) questions than open-
ended (22%) ones through the preschool science activities.

Giinay Bilaloglu et al. (2017) have conducted a study similar to Hamel et al.
(2021). The researchers investigated six different preschool teachers’ questions during
science-related activities. The data were gathered through classroom observation
records, and the researchers analyzed all of the teachers’ questions in the science
activities. At the end of the analysis, the researchers found that the participant
preschool teachers asked more closed-ended questions than open-ended ones during
the science activities.

Deshmukh and others (2019) investigated preschool teachers' questions during
reading activities. Ninety-six preschool classes and their teachers participated in the
study. The reading activities were video recorded, and the researcher transcribed the
videos to investigate questions asked by teachers and the responses given by the
students. The participant teachers read the same book to the children. In total, 5207
questions and children’s responses were analyzed to investigate the rate and proportion
of question types, the accuracy of children’s responses, and the length of children’s
responses. Researchers found that preschool teachers were inclined to ask more
closed-ended questions than open-ended ones. The findings also show that the children
were able to answer most teacher's questions with one word. Researchers discussed
that teachers could not use the questioning technique effectively and did not adjust
their questions to a difficulty level just above the general level of the children.

Massey et al. (2008) also investigated teachers’ question types. They investigated
14 disadvantaged preschool classrooms. They used video recording to analyze
teachers' questioning in the classroom environment. In the context of the research, the
researcher coded 1682 questions. Based on the findings, they identified three question
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types. They were management, less cognitively challenging, and more cognitively
challenging questions. In this study, the researchers found that teachers use mostly
management questions.

Regarding activity types, O'brien and Bi (1995) conducted research regarding
teachers’ questions in different activity types. They found that, during doll play
activities, preschool teachers asked more questions and gave few directions. On the
other hand, in motor play activities, they asked fewer questions and gave more
directions to preschoolers. Teachers were observed to generally use open-ended
questions during shared storybook reading activities.

Sigel and Saunders (1977) investigated the question types employed during an
activity. They hypothesized that children’s cognitive development could depend on
the quality of the question. Their observations mentioned that teachers should use
questioning by starting with closed-ended questions. Then, they should use open-
ended ones. In this way, the teaching method can help to reveal children’s implicit
ideas. In this context, Piaget (2002) exemplified a dialogue between a researcher (R)
and a child (C):

R: What is a brother?

: A boy.

. Are all boys brothers?

Yes

. Is the boy who is the only one in the family a brother?
No.

: Why are you a brother?

: Because | have sisters.

: Am | a brother?

No.

: How do you know?

: Because you are a man.

: Has your father got brothers?
Yes.

. Is he a brother?

Yes.

: Why?

T O 0O T O T OIJTOITO DO DO
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C: Because he had a brother when he was little.

R: Tell me what a brother is.

C: When are there several children in the family?"

(Piaget, 2002)

Shanmugavelu, Ariffin, Vadivelu, Mahayudin, and Sundaram (2020) also
researched the effectiveness of teachers' questioning methods during the learning
process. They believed appropriate questioning is essential for learning and teaching
manner. They described some questioning techniques that teachers need to know
associated with waiting, question content, and questions' distributions. They
mentioned the teacher's voice and classroom arrangements before asking questions.
Also, they highlighted the waiting time after the teacher asked the question because
children need time to think. On the other hand, they emphasized the value of planning
questions because children’s age level, developmentally appropriateness, and cultural
issues should be considered.

On the other hand, there were some studies based on intervention. For instance, a
study was conducted as action research with twenty preschool teachers to investigate
teachers' questions before and after the intervention. The participant teachers were
qualified models of questioning training. After the intervention, the researchers found
effective changes in teachers’ beliefs and practices associated with questioning
strategies. They planned and used more open-ended questions that increased divergent
and higher levels of thinking. Also, they comprehend the value of open-ended
questions (Mauigoa-Tekene, 2006).

Buggey (1972) investigated the relationship between teacher's questions and the
social studies achievement related to teacher's questions and the activity type.
According to Bloom's taxonomy, he analyzed the higher and lower order thinking
questions. The researcher used a multiple-choice instrument to evaluate teachers'
questions. The study variables were the level of questions, children’s gender, school
location, and children’s social study achievements. To assess the achievement, the
researcher formed a visual instrument. The experimental design was applied. The
researcher chose 108 children. Then, he randomly assigned them into three groups,
and each group was assigned Treatment A, Treatment B, or Control group. Their
teacher asked questions containing 70% knowledge-level and 30% higher-level
questions for treatment A. Treatment B included questions that contained 30%
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knowledge-level and 70% higher-level. The control group received no instruction.
The researcher used an instrument that was prepared by three different professors. At
the end of the analysis, the researcher found treatment B group performed significantly
better than the treatment A group. On the other hand, he did not find a significant effect
on children’s gender. If the teacher mostly used higher-level questions than lower
ones, the children’s social study achievements are increased for the first graders. He
recommended that researchers investigate the different class levels and different
subjects by using the same study method.

Lee et al. (2012) designed a quasi-experiment study to investigate the effects of
provided teacher support (training regarding questioning) which encourages preschool
teachers’ open-ended questioning skills in science activities. The researchers used an
observation form, survey, and teacher support accessing time checklist to collect data.
They selected 35 preschool teachers, and 25 of them received teacher support while
10 of them did not. At the end of the study, the researchers found that the treatment
group of preschool teachers who received teacher support asked more open-ended
questions than the control group in science activities. The authors recommended that
future research should investigate teachers’ open-ended questioning skills related to
other activity types.

Bay (2011) also conducted an intervention study about preschool teachers’
guestioning. She developed a questioning skill teaching program and applied it with
participant preschool teachers. The study aimed to increase teachers’ use of open-
ended questions during activities and was based on Bloom’s taxonomy. At the
beginning of the program, the participant teachers asked knowledge questions
categorized as closed-ended ones, and they never asked evaluative questions classified
as open-ended. After applying for the questioning skill teaching program, the
researchers found that the program was successful because the number of open-ended

questions asked by participant teachers was increased.

2.11. Beliefs and Self-Reported Practices of Teachers

Investigating teachers’ beliefs and self-reported practices is crucial because
teachers’ teaching strategies can be determined based on their beliefs and practices

(Sakellariou & Rentzou, 2012). Beliefs have been examined in various studies.
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Lavrakas (2008) underlined that beliefs might reflect someone’s personal experiences
based on the issue or topic. Investigating teachers’ beliefs is essential because Webb
et al. (2004) underlined that beliefs could affect teachers’ teaching practices and
provide a perspective. Moreover, investigating someone’s beliefs can reveal
knowledge without observing them (Mclntyre, 1999).

Several studies focused on teachers’ beliefs. For instance, Kasik and Gal (2016)
investigated teachers’ beliefs regarding preschool children’s behavioral and social
problems. This study tried to shed light on teachers’ general beliefs. Namely, they try
to draw a picture regarding children’s behavioral and social problems.

Besides investigating teachers’ beliefs Koziol and Burns (1986) underlined the
importance of examining teachers’ self-reports regarding their practices because,
through these reports, the researcher may collect consistent data based on participants’
actual practices. In other words, researchers emphasized that although practices
formed on participants’ self-reports have some limitations, they may accurately reflect
teachers’ actual practices. In this sense, Clunies-Ross et al. (2008) conducted research
related to a comparison between primary-school teachers' self-reported practices and
their actual practices on the subject of their classroom management skills. The findings
of the study revealed that primary-school teachers’ self-reported practices accurately
reflect their actual practices.

Researchers have also investigated teachers’ beliefs regarding their teaching and
compared them with their self-reported practices or actual practices (Calleja, 2021;
Sahin-Sak et al., 2018; Sak et al., 2016). Beliefs are perceived as functional predictors
of teachers’ practices. In this context, Mansour (2009) asserted that teachers’ beliefs
may depend on their current experiences and practices. On the other hand, teachers’
beliefs may also influence their teaching practices. Calleja (2021) emphasized that
these two perspectives reveal the powerful nature of the association between teachers’
beliefs and their self-reported practices. In other words, these two different
perspectives can provide a better overview to understand a concept or issue.

Yurekli et al. (2020) conducted research with mathematics teachers to examine the
connection between teachers’ beliefs and self-reported practices. They found that
teachers’ self-reported practices and their actual practices are not consistent with each
other. In other words, they found inconsistency between teachers’ beliefs and their
self-reported practices. Parallel with this research, Oneren Sendil and Erden (2019)
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emphasized the consistencies and inconsistencies between preschool teachers’ beliefs
and practices regarding preschool children’s peer relationship problems. They found
that there were some inconsistencies between teachers’ beliefs and their actual
practices. In another study, Buldu and Tantekin-Erden (2017) examined preschool
teachers’ beliefs and their self-reported practices based on assessment and found a
strong association between preschool teachers’ beliefs and their self-reported
practices. On the other hand, Enzingmiiller and Prechtl (2021) carried out research
with biology teachers related to their graph construction understandings during their
lessons. They noted inconsistencies between biology teachers’ beliefs and their self-
reported practices because participant teachers implied there were limited
opportunities to use graphs in the learning environment. That is, their beliefs were not

consistent with their self-reported practices.

2.12.  Summary of Literature Review

Questioning is not only a way of interacting with others (Vygotsky, 2012) or
asking a question to someone (Questioning, 2010b, p. 1243) but is also one of the ways
of teaching (MacNaughton & Williams, 2004), which gives opportunities to increase
young learners’ critical thinking skills (Christenbury & Kelly, 1983), and to create a
thinking community (Robitaille & Maldonado, 2015). A great majority of studies
(Allerton, 1992; Arslan, 2006; Christenbury & Kelly, 1983; Davis & Torr, 2016;
Furman et al., 2019b; Sigel & Saunders, 1977; Wisneski & Goldstein, 2004; Zeegers
& Elliott, 2019) revealed that teachers who used questioning as a teaching method
effectively could form a thinking community, reach desirable educational objectives,
develop children’s developmental skills. Moreover, teachers also use questioning to
enhance social interaction between teachers and children (Mooney, 2013). This social
interaction was explained by sociocultural theory. Social interactions can also occur
between children and their ecological systems. Children learn to ask effective
questions from their environments. Specifically, ecological systems theory can also be
effective on questioning methods. Two strategies were introduced and reviewed to
increase the questioning method’s effectiveness (questioning cycle and question types)
in this context. In this respect, studies in this part of the research examined teachers’
practices in the context of questioning as a teaching method and its two strategies:
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questioning cycle and question types. Firstly, Fusco (2012) and Walsh and Sattes
(2005) introduced the questioning method pattern as a cycle. They both underlined the
importance of stages followed by teachers to manage the questioning method
efficiently. In this sense, some studies (Godinho & Wilson, 2008; Giinay Bilaloglu et
al., 2017; Mauigoa-Tekene, 2006; Shanmugavelu et al., 2020; Sigel & Saunders, 1977;
Stahl, 1994) were presented regarding teachers’ views or practices based on these
stages (questioning cycle components). Secondly, question types and related studies
were introduced as a questioning strategy.

Most of the studies (Crowe & Stanford, 2010; O. L. Davis & Tinsley, 1967;
MacNaughton & Williams, 2004; Qashoa, 2013) classified questions according to
their types and underlined the importance of asking or planning different question
types. Researchers generally focused on classroom observations to investigate
teachers’ questioning strategies (Deshmukh et al., 2019; Giinay Bilaloglu et al., 2017,
Mauigoa-Tekene, 2006; Wittmer & Honig, 1991; Wragg, 2016), and they generally
focused on higher class levels rather than early childhood education. On the other
hand, they generally emphasize only some of the components, especially waiting time
(Fusco, 2012; Giinay Bilaloglu et al., 2017; Sigel & Saunders, 1977). Consequently,
this study was designed to investigate teachers’ beliefs and their self-reported practices

regarding the questioning cycle and question types.

52



CHAPTER 3

METHODOLOGY

"You start a question, and it is like starting a stone."

-Robert Louis Stevenson, The Strange Case of Dr. Jekyll and Mr. Hyde

The methodology part of the study explains the overall research design, context

of the study, participants and sample selection procedures, instruments that were used,

data collection procedures, and data analysis.

3.1. The Purpose of the Study and Research Questions

This study aimed to investigate preschool teachers’ beliefs and self-reported

practices regarding questioning as a teaching method and its two strategies known as

the questioning cycle and question types. The following questions were investigated:

1.

What are preschool teachers’ beliefs on questioning as a teaching method
in terms of:

a. General use of questioning as a teaching method?

b. Questioning cycle components as a questioning strategy?

c. Question types as a questioning strategy?

What are preschool teachers’ self-reported practices on questioning as a
teaching method?

a. General use of questioning as a teaching method?

b. Questioning cycle components as a questioning strategy?

c. Question types as a questioning strategy?

What are the commonalities and differences of preschool teachers’ beliefs

and self-reported practices about questioning as a teaching method?
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3.2. Research Design

In this study, the convergent (triangulation) mixed-method design (Creswell &
Plano Clark, 2018) was used to answer the research questions comprehensively. This
type of research comprises two data sets which can involve surveys and in-depth
interviews. The mixed-method research design supplies more evidence for research
problems than either quantitative or qualitative research alone (Creswell & Plano
Clark, 2018; Tashakkori & Teddlie, 2010). Researchers collect different forms of data,
and these data forms are comprehensive enough to correspond to the research problem
(Morse, 1991). Specifically, the purpose of the convergent (triangulation) mixed-
method design is to validate data. In this research design, there are two parts. The
researcher may collect quantitative and qualitative data at the same time to compare
and triangulate findings, as shown in Figure 3.1 below (Creswell & Creswell, 2018).
To compare these two different data sets, the researcher uses the transformation
procedures, which involve either qualifying quantitative findings or quantifying
qualitative findings. When there are discrepancies between the findings, the researcher
should explain why they occur (Creswell & Plano Clark, 2018; Tashakkori & Teddlie,
2010).
Figure 3.1

Convergent Mixed Methods Design

Quantitative

Survey » Data Analysis \

Triangulation &
Integration

Qualitative /’

Interview o Data Analysis
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In this study, data were collected through two steps in the context of the
convergent (triangulation) mixed-method design. Firstly, a survey was implemented
to gather data from a large sample. Although survey design may involve qualitative
and quantitative procedures regarding population beliefs, the researcher in this study
collected data following quantitative survey procedures in line with the convergent
(triangulation) mixed-method (Creswell & Creswell, 2018). In the second stage, an
interview was conducted with a subsample of the survey participants. In this way, the
researcher was able to gather in-depth information. Fraenkel et al. (2015) declare this
stage necessary as qualitative data provides a more comprehensive perspective. In
other words, interview findings may support, expand, and triangulate the survey
findings. As a result, the convergent (triangulation) mixed-method design makes it
possible to integrate and synthesize the data from the survey and the interview. These
data in the present study were collected with both quantitative and qualitative
approaches so as to offer a more comprehensive understanding (Doyle et al., 2009).

3.3. Participants and Sample Selection

According to Fraenkel et al. (2015), purposive sampling is generally preferred
in mixed-method studies. In this study, as the researcher conducted mixed-method
research, the sample was selected based on previous knowledge of a population and
the purpose of the study (purposive sampling). As Patton (2015) mentioned, the logic
and power of purposive sampling lie in selecting information-rich participants. For this
reason, the researcher first selected survey participants to represent the larger
population by using the purposive sampling method. This study was conducted in three
different central districts in Ankara (Cankaya, Kegioren, Yenimahalle), which were
easily accessible by the researcher. The criteria for participant selection in line with
the purposive sampling were as follows: (1) teachers should agree to participate in the
study voluntarily; (2) they should be working in public schools in central districts in
Ankara, be easy to access, and represent a similar socioeconomic status and culture
(Tashakkori & Teddlie, 2010); and (3) they should hold at least a bachelor's degree.

As the first part of the study, survey research was conducted; Krejcie and

Morgan's (1970) sampling method table was used to determine sample size. They
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recommended that the sample size be designated based on a defined population

number. The defined population number in this study is shown in Table 3.1.

Table 3.1

Number of Teachers in Public Schools

Central Districts Number of teachers
Cankaya 536

Kegioren 550

Yenimahalle 440

Total 1526

(MoNE, 2020).

Relying on Krejcie and Morgan's table (1970), a total of 306 participants would
be appropriate for this study. Considering the possibility of outliers, 412 participants
were selected for the survey part. The participants used the Internet to complete the
survey. The link was shared with the teachers via school principals, who were
contacted by phone.

The convergent (triangulation) mixed-method design aims to confirm the
findings and to compare and contrast quantitative findings with qualitative findings.
For this reason, Creswell and Clark (2018) recommended that the same participants
should be chosen for the qualitative and quantitative parts of the research. The
purposive sampling method employed in the qualitative part was also used in the
quantitative part of the study. As recommended by Patton (2015), information-rich
participants were selected. Following this, teachers were asked whether they would
agree to participate in the study. There was a tick box at the end of the survey, and
those who agreed to participate in the second part of the study wrote down their emails.
Participants were selected from among those who supplied their e-mail addresses. The
selection process was based on the following criteria: (1) the researcher selected an
equal number of participants from the three different central districts; (2) the years of
experience were considered; and (3) type of school (independent and preprimary
preschool) was regarded. Consequently, 21 in-service preschool teachers who were

working at public schools were interviewed. All the participant teachers were female.

56



3.3.1. Participant Characteristics (Survey)

This section presents detailed information (sex, years of experience, types of
school they worked in, and educational background) about the preschool teachers who
participated in the survey. A total of 412 preschool teachers completed the survey.
After cleaning outliers and replicating answers, 363 in-service teachers remained. All
participant teachers were female, and their mean experience year was 13.88 (min. 5;
max 32), as shown in Table 3.2.

Table 3.2

Years of Experience of Teachers (Survey)

Years Number of teachers %
5-10 111 30,6
11-15 143 39,4
16-20 58 16
21-25 26 7,2
26+ 25 6,8

All participant teachers were working in public schools categorized as
independent (n=195, 53,7%) and preprimary preschool (n=168, 46,3%). These
independent preschools are completely autonomous institutions for all age groups in
the range of 36-72 months. The preprimary preschools are located in a primary or
secondary school building. The distribution of teachers in each school type can be seen
in Table 3.3 (MoNE, 2014).

Table 3.3

Types of Schools Where Teachers Work (Survey)

School type Number of teachers %
Independent preschool 195 53,7
Preprimary preschool 168 46,3
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Participant teachers’

educational

backgrounds were as follows; the

undergraduate degree (n=325, 89,5%), master’s degree (n=34, 9,4%), and doctoral
degree (n=4, 1,1%), as shown in Table 3.4. Most of them (n=325, 89,5%) had
graduated from an undergraduate program.

Table 3.4

Educational Background of Teachers (Survey)

Degree type Number of teachers %
Undergraduate 325 89,5
Master' degree 34 9,4

Doctoral degree 4 1,1

3.3.2. Participant Characteristics (Interview)

Twenty-one female preschool teachers were interviewed in the study.

Demographic data shows that the participants were working in independent preschools

(n=11, 52%) and preprimary preschools (n=10, 48%) in three different central districts

in Ankara (See Table 3.5). For ethical considerations, pseudonyms were chosen, and

central districts were kept confidential.
Table 3.5

Demographic Data of Interview Participants

Participant District Gender Years of experience Types of schools they worked

T1
T2
T3
T4
TS5
T6
T7
T8
T9

D1
D2
D3
D3
D2
D2
D2
D1
D1

Female
Female
Female
Female
Female
Female
Female
Female
Female

18
12
20
9

22
11
17
11
10

Independent Preschool
Preprimary Preschool
Preprimary Preschool
Independent Preschool
Independent Preschool
Independent Preschool
Independent Preschool
Independent Preschool
Preprimary Preschool
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Table 3.5 (Continued)
Participant District Gender Years of experience Types of school they worked

T10 D2 Female 16 Preprimary Preschool
T11 D3  Female 8 Independent Preschool
T12 D1 Female 12 Independent Preschool
T13 D3  Female 8 Preprimary Preschool
T14 D2 Female 16 Independent Preschool
T15 D2 Female 9 Preprimary Preschool
T16 D3  Female 12 Preprimary Preschool
T17 D2 Female 9 Preprimary Preschool
T18 D2 Female 13 Preprimary Preschool
T19 D1 Female 9 Preprimary Preschool
T20 D3  Female 23 Independent Preschool
T21 D2 Female 12 Independent Preschool

The participant teachers’ educational backgrounds are shown in Table 3.6.
Seventeen (81%) had graduated from the Early Childhood Education department, and
4 (19%) from the Child Development and Education department.

Table 3.6

Educational Backgrounds of Teachers (Interview)

Degree type Number of teachers %
Early Childhood Education 17 81
Child Development and Education 4 19

The participant teachers’ experience years ranged from a minimum of 8 to a
maximum of 23, and the average year of experience was 13.19, as summarized in
Table 3.7.

59



Table 3.7

Years of Experiences of Teachers (Interview)

Years Number of teachers %

6-10 7 33,3
11-15 7 33,3
16-20 5 23,8
21+ 2 9,5

The participant teachers stated that the number of children in each class had
been affected by the Covid-19 pandemic. The number of children in each classroom
varied between 7 and 15 children, as shown in Table 3.8.

Table 3.8

Number of Children

Number of children Number of teachers %
7-9 6 28,6
10-12 13 61,9
13-15 2 23,8

3.4. Data Collection Procedure

Creswell and Clark (2018) identified several steps to investigate research
questions. These include deciding on the target population, identifying data collection
sources, selecting participants, obtaining ethical permissions from related institutes,
and setting data collection procedures. The researcher followed these major steps (see

Figure 3.2) while collecting data:
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Figure 3.2

Process of Data Collection

Identifying data Obtaining Setting data
collection ethical collection
instruments permissions procedures
Selecting
interview Applying survey Selecting survey
participants from to teachers participants
survey

Interview with
teachers

*Adapted from Creswell and Plano Clark (2018)

As demonstrated in Figure 3.2, the data collection process began with
identifying data collection instruments. Varied data collection instruments were used
at different times. Firstly, the survey was conducted with participant in-service
teachers and included the use of a Demographic Information Form and the QTMPC
Survey (See Appendix C). The researcher uploaded instruments on "Google Forms"
to collect data about teachers’ beliefs regarding questioning as a teaching method and
its strategies: questioning cycle and question types. After creating the survey link,
ethical approval was renewed due to the format change. Then, the researcher
communicated with the school principals via telephone to reach the target sample. The
researcher explained the details and purpose of the study and presented the ethical
permission document to the principals. After the phone call, either the researcher
shared the invitation link with the school principal or the school principal shared the
teachers’ contact numbers with the researcher. Then, the invitation link was shared
with the target sample. VVolunteering in-service teachers completed the survey. When
the teachers accessed the survey, they first encountered the consent form. Then, the
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demographic information form and questions on a 5-Likert scale were presented,
respectively.

Gathering general beliefs from the participants through a survey before
conducting interviews was essential to understand their beliefs on questioning as a
teaching method. The survey took approximately 10-12 minutes to complete. Data
were collected from January 2021 through March 2021. At the end of the survey, there
was a tick box. Participants who volunteered to also attend the interview stage of the
study were invited to mark the box and share their nicknames and contact numbers or
emails. There were 57 participants who shared their contact numbers or emails. The
researcher selected 21 of them through purposive sampling for the interview. Because
of the Covid-19 pandemic, all interviews were conducted on the one-to-one online
communication platform Zoom. Before the interviews, the researcher read the consent
form to inform participants about ethical considerations and record data. Audio and
video recordings were taken through the Zoom application during the interview. All
teachers accepted the audio and video recording. Interviews took between 40 and 60

minutes.

3.5. Data Collection Instruments

Qualitative and quantitative data collection instruments can be used in
conjunction to combine or compare findings (Creswell and Clark, 2018). In this study,
the researcher used different data collection instruments to focus on teachers' beliefs
and self-reported practices regarding questioning cycle components and question types
in the context of questioning as a teaching method. These were: (1) Demographic
Information Form, (2) Questioning as a Teaching Method in the Preschool Classrooms
(QTMPC) Survey, and (3) Semi-structured Interview Protocol (see Figure 3.3). All
data collection instruments were designed by the researcher. The instruments and their

development procedures are explained in detail in the following parts.
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Figure 3.3

Data Collection Instruments

Demographic Information Form
Survey (QTMPC)

Data Collection Instruments

Semi-structured Interview
Protocol

The characteristics of the data collection instruments are presented in Table
3.9, and the complete versions are provided in Appendices C and D.
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3.5.1. Data Collection Instruments for Survey

The following sections present the quantitative part of the data collection
instruments. These instruments included a demographic information form and a
Likert-scale survey named Questioning as a Teaching Method in the Preschool
Classrooms (QTMPC) developed by the researcher (see Appendix C for the final

version).

3.5.1.1. Demographic Information Form

The researcher developed a demographic information form containing
questions about the participant teachers' years of experience, the types of schools they
worked in, and their educational background (see Appendix C). Demographic data
were collected through this form, and the characteristics of the participants were
defined to reveal the overall picture.

3.5.1.2. Questioning as a Teaching Method in the Preschool Classrooms

(QTMPC) Survey

In order to investigate teachers’ beliefs on questioning as a teaching method
and its strategies of questioning cycle and question types, the Questioning as a
Teaching Method in the Preschool Classrooms (QTMPC) survey was used (see
Appendix C). This Likert-scale type survey investigates comprehensive beliefs on
questioning as a teaching method. Its development procedures are explained below in
detail.

3.5.1.2.1. QTMPC Survey Development Procedure

Before administering the survey, the researchers had followed several steps to
develop it, as shown in Figure 3.4 (Fraenkel et al., 2015; Taherdoost, 2016).
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Figure 3.4

The Development Process of the QTMPC Survey

Reviewing

Scanning related Taking notes
research :
questions literature concepts
Constructing Deciding Sharing notes
items question types with advisor
Taking expert Revising items Pilot study

opinions

Firstly, the purpose of the research and research questions were reviewed.
Considering the purpose of the research, the researcher scanned related literature. The
concepts and issues were noted during the review. Then, literature review notes were
shared with the advisor. Later, researchers decided on the question types. Fraenkel et
al. (2015) mentioned that the closed-ended questions are easy to code for analysis
while constructing the survey. For this reason, the researcher created ordinal closed-
ended questions. Dillman et al. (2014) stated that this question type is most commonly
used in survey research because the researcher can measure gradations of beliefs.
While measuring, they offer an appropriate scale length so that the participants can
place themselves on it. For this reason, Dillman et al. (2014) generally offer a 5-Likert-
type scale (1=never and 5=always).

The researcher developed 48 items, after which expert opinions were taken to
ensure content-related validity evidence, as suggested by Fraenkel et al. (2012). The
researcher submitted the items to the four experts for an in-depth evaluation based on
the type of measurement tools, the suitability of the items, the suitability of theme
titles, item options, and clarity of language. Also, the experts checked the

appropriateness of the content and its congruence with research questions. The first
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expert was an academician from the Department of Turkish philology. The other three
experts were academicians from the Department of Early Childhood Education in
different universities. After expert opinions, necessary modifications were made to the
survey based on their feedback. At the end of the process, a survey with 36 items out
of the 48 item-pool was prepared in order to investigate the in-service preschool
teachers’ beliefs regarding the questioning method and its two strategies, namely the
questioning cycle and question types. The survey consists of various subgroups based
on Fusco's (2012) questioning cycle dimensions. Table 3.10 demonstrates the sub-
categories and related items used in the Questioning as a Teaching Method in
Preschool Classrooms (QTMPC) survey.
Table 3.10

Sub-categories of Questioning as a Teaching Method in Preschool Classrooms

Sub-categories Item numbers Sample items
Planning Questions 2, 3,4,5,6,7,8, The preschool teacher ......... writes the
9, 10, 20 questions they will ask in the activity
plan.

Asking Questions 11,12, 13,16 The preschool teacher ....... asks
questions for the active participation of
the children.

Question Type 14,15, 17, 18,19 The preschool teacher...... asks open-

ended questions in their activities. (eg.
What do you think about the color red?)

Waiting Time 21, 22,23, 24,25 The preschool teacher ..... gives
children time to think about the
responses.

Listening to the 26, 27,28,29  When children do not understand the

Response questions, the preschool teacher ......
asks once more.

Assessing the 30, 31, 32, 33 The preschool teacher ....... gives

Response feedback to the children regarding their
responses.

Follow-up 34, 35, 36 The preschool teacher ...... uses

Questions questions to expand the topic.

All of these created items were designed in a web survey format. Although this
was done due to the necessity caused by the Covid-19 epidemic, Dillman et al. (2014)
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described the internet survey as the fastest rising form of surveying because most of
the population uses the internet nowadays. Therefore, for this study, the researcher
designed a web-based survey that the participants completed on their internet browser
(Chrome, Firefox, Internet Explorer, Safari, and so on). The participants could
participate in the survey via the Uniform Resource Loader (URL) sent to them. The

limitations and assumptions are introduced in the following parts.

3.5.1.2.2. Pilot Study (Survey)

The purpose of the pilot study was to promote the effectiveness of conducting
the survey. Also, piloting is valuable for detecting possible problems before the study
(Fraenkel etal., 2012). For this study, a pilot survey was conducted with 210 in-service
preschool teachers who were working in public schools in three different metropolitan
cities, which are among Turkey's largest (Bursa, Istanbul, and Izmir). These cities were
selected because their characteristics were similar to the city in the main study. The
necessary permission was obtained from the METU Applied Ethics and Research
Center before conducting the pilot study. The pilot study sample was selected using
the purposive sampling method. After selecting the target sample for the pilot study,
the researcher contacted school principals through telephone or email and informed
them. Consequently, 210 preschool teachers completed the survey. The pilot study was
also conducted as a web-based survey. Based on the participant’s feedback, the survey
was redesigned through Google Forms, and it was converted into an easier to read and

fill format. There was no need for any change in the number and content of the items.

At the end of the pilot study, the researcher created a short URL link that
enabled access through mobile devices or other technological devices. When the
participant clicked the link, a welcome page was screened. There was a consent form
on this screen that mentioned the details for the following part. The participants could
then reach the demographic information form with the next button. The second next
button opened the 5-Likert scale survey. Each participant filled out the survey once
and could edit their responses. All responses were stored in a database of Google

Forms.
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3.5.2. Data Collection Instrument for the Interview

For the qualitative part of the study, the researcher collected data to interpret to
what extend the findings have commonalities or differences from the survey part, as
mentioned in the nature of the convergent (triangulation) mixed-method design
(Creswell and Plano Clark, 2018). A semi-structured interview protocol was evaluated
to comprise triangulation. The following section explains the qualitative part of the
data collection instrument (interview). Based on the existing literature and the
distinctive context of the study, the semi-structured interview protocol was developed

by the researcher (see Appendix D).

3.5.2.1. Semi-structured Interview Protocol

This part of the study was conducted to gather information about the extent to
which preschool teachers use the questioning method, questioning cycle and question
types, the extent to which they report the questioning cycle components, the question
types they asked, and their self-reports based on definition and context of question
types and questioning cycle components. As Fetterman (1989) pointed out, interviews
provide reliable data with first-hand information. Specifically, the researcher
conducted semi-structured interviews to focus on teachers' self-reports regarding
questioning cycle components and question types. In this type of interview, the
researcher prepares open-ended questions and asks them in the same sequence but can
add follow-up questions (Fraenkel et al., 2015). Salmons (2010) uses the gardener
metaphor regarding the researcher who conducts the semi-structured interview. In the
scope of the metaphor, the researcher as a gardener recognizes that harvest may not be
possible without seeding. At the same time, the researcher assists seeds by offering
appropriate weather, water, and soil conditions. Like the gardener, the researcher
plants interview question seeds and encourages with their responses through
appropriate follow-up questions.

In the convergent (triangulation) mixed-method design, Creswell and Clark
(2018) refer to similar questions that should be asked between data collection
instruments to be readily compared or merged. Therefore, the researcher formed the

semi-structured interview protocol in scope with survey items. While developing the
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interview protocol, certain stages were followed. First of all, the relevant literature was
reviewed by the researcher. Secondly, the items and subgroups of the survey were
taken into consideration while forming the interview questions. That is, the interview
protocol was designed based on both the literature review and the sub-groups of the
survey: planning questions, asking the question, question types, waiting time, listening
to the response, assessing the response, and follow-up questions (Fusco, 2012).

The researcher planned an interview protocol that covered three parts,
including 22 open-ended questions. In the first part, there are four demographic
information questions. The second part includes questions to investigate teachers'
questioning cycle components reports. In the last part, question-type related questions
are included (see Appendix D for the last version). While developing the questions,
the literature was kept in sight to decide the type of interview questions. Merriam and
Tisdell (2017) suggested that the semi-structured interview should include open-ended
questions rather than closed-ended ones. In addition to this, a sequence of questions
was planned.

Parallel to the validation of the quantitative part, the interview protocol was
also sent to four experts. Three of them were academics in the field of Early Childhood
Education, and the fourth one was in Turkish philology. They examined content
appropriateness and comprehensibility. Following their feedback, some questions

were combined and revised, and some were eliminated.

3.5.2.1.1. Pilot Study (Interview)

The pilot study was conducted with three teachers to determine the final version
of the semi-structured interview protocol. The participants who filled out the survey
and volunteered for the qualitative part of the study were selected from the quantitative
part. Because of the pandemic, the interview was conducted through a computer-
mediated communication tool (CMC). All interview processes were audio and video
recorded and carried out synchronously, enabling the researcher and participants to
network in real-time. The web conferencing platform is also integrated with text chat
and a sharable screen. Then, the researcher transcribed audio recordings to review and

analyze them.
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During the pilot study process, the researcher first introduced herself and
mentioned the research topic. Then, she shared the consent form via the sharing screen
application. Afterward, demographic information questions were asked. Following
these, the questions were examined. Some were rearranged or removed at the end of
the pilot study.

The following version of the protocol comprised 18 questions, including
questions related to the sample's demographic characteristics. Participant teachers
provided in-depth answers to 18 questions regarding using questioning as a teaching
method, the definition of the questioning cycle, self-reported practices regarding
questioning cycle components, and question types. The interviews lasted about 45-50
minutes. The researcher took some notes during the interview and recorded the
answers with audio and video. Some interview questions are presented in Table 3.11

below:
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3.6. Data Analysis Procedures

In the convergent (triangulation) mixed-method research design, quantitative
and qualitative data are analyzed independently and then merged (Creswell and Clark,
2018). In this study, the researcher also analyzed survey and interview data
independently, and then these data were compared. The analysis procedure is
explained in Figure 3.5.

Figure 3.5

Data Analysis Procedures

Transferring to SPSS Software Preparing data for analysis
Program (Transcription of data)
Preparing data for analysis and Transferring to MAXQDA

conducting prelimanary analysis

¢ ft P
(Data screening) Software Program

Making descriptive analysis
(Frequency, percentages and
mean values)

Defining themes, codes, and
memos

A

Combining and comparing findings

After data collection was completed, the researcher prepared the data for
analysis. To do this, the researcher followed the requirements of both quantitative and
qualitative data analysis.

3.6.1. Analysis of Survey Data

For the survey part of the study, the researcher used IBM SPSS Statistics 24.
The survey data were automatically stored in an excel file, and then this file was
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transferred to SPSS. The researcher assigned numerical values, both for the
demographic and Likert-scale parts of the study, and defined the variables. Then, the
data were checked for errors, and errors in the file were found and corrected. After
preliminary analysis, the demographic and Likert scale parts of the survey were
investigated using descriptive statistics. Frequencies, percentages, and mean values

were examined.

3.6.2. Analysis of Interview Data

In qualitative data analysis, including interview transcriptions, MAXQDA
2020 was used to analyze the data. There were parallel sub-groups with the survey as
codes. Firstly, all interview audio recordings were transcribed. The researcher read the
transcriptions several times in the MAXQDA 2020 software program. Memos were
written to remember crucial data. Kuckartz and Radiker (2019) advised retrieving,
reviewing, reflecting, and reducing the data. The researcher followed this rule during
the data reduction process. The researcher organized and identified categories, themes,
codes, and sub-codes to address research questions in this context. Using the
MAXQDA program, the researcher continued line-by-line coding to find thematic
similarities in the participants' data. This process took approximately two months to
complete. Whenever possible, member checking was used to confirm whether the
analysis from the participants represented accurate information. Merriam and Tisdell
(2017) suggest that codes should be applicable, manageable, and well-defined, so the
researcher paid attention to this suggestion. When the kappa statistic was calculated,

the result was computed as .92 (almost perfect).

3.6.3. Comparative Analysis of Survey and Interview

Following the collection of data separately for the two parts (survey and interview)
and analyzing them independently, a convergent (triangulation) design is required to
compare these two data resources (Creswell and Plano Clark, 2018). The survey’s sub-
groups and interview themes and codes had comparable explanations. Consequently,
these two types of analysis can easily be a side-by-side comparison.

The researcher compared the two sets of data to detect how these findings
responded to the research questions for this part of the process. The MAXQDA 2020
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software program was used to compare and combine the findings. The researcher also

used tables and figures regarding commonalities and differences.

3.7. Ethical Considerations

Hesse-Biber (2010) recommends that ethical issues should be considered before
and during research, that they should not be postponed but be discussed carefully and
seriously. Regarding ethical considerations, the researcher took the following
situations into account while conducting this study.

IRB Approval

The Institutional Review Boards' (IRB) role is to evaluate study proposals
regarding participants and ensure that studies are applicable to humans and protect
participants’ rights and welfare (Trochim et al., 2016). For this reason, the researcher
sought and obtained permission from the Ethical Committee of Middle East Technical
University (see Appendix A). Then, the Ministry of National Education (MoNE)
Research and Application Commission gave permission for the research and its
application (see Appendix B).
Supervisor Interaction

The researcher endeavored to keep her supervisor up-to-date during the
preparation and implementation of data collection instruments. She met her supervisor
regularly and sought her opinion regarding the consent form, instrument items,
questions and methods, and application of data collection.
Interests of Participants

The researcher kept the participants' attention during the interview. Although
the participants were above the age of 18, the researcher informed them regarding the
research process. Additionally, member-checking opportunities were offered. At the
end of the interview, the researcher offered to share the research findings with them.
Consent Form

The researcher prepared the consent form to inform participants regarding the
purpose and process of the research. Also, she provided information related to the
benefits of the study. She ensured the participants that she would honor confidentiality

and added that they had the right to reject or withdraw from the instrument at any time
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or to ask questions regarding the items or questions. In other words, voluntary
participation was essential.

Confidentiality

During the study, the researcher promised to protect participants’ identities in
the schools where they were working so that they would feel relaxed and comfortable
while sharing their ideas.
Honest Representation

The researcher ensured the participants that she would represent the findings
honestly and not revise any comments or quotations. She sent a written copy of the
responses to the participants. In this way, the participants could confirm that the

researcher had transferred their responses correctly.

3.8. Validity and Reliability

The researcher has the necessary quantitative and qualitative skills in mixed-
method design as the data was collected and analyzed separately. For this reason, the
results of validity and reliability for the quantitative part and credibility and

trustworthiness for the qualitative part are given separately.

3.8.1. Validity and Reliability in the Survey

Validity implies the suitability, relevance, accuracy, and effectiveness of the
interpretations a researcher makes. On the other hand, reliability refers to the stability
of answers. These issues play a vital role in designing an instrument or conducting a
research study (Fraenkel et al., 2012).

In the survey part of this study, the researcher investigated teachers' beliefs
based on questioning as a teaching method regarding the questioning cycle and its
components and question types. Pilot study were conducted (see page 70 for detail) to
ensure validity.

Content-related Evidence of Validity (Instrument Validity): The instrument's
content was considered, including transparency of printing, the precision of directions,
and so on. Fraenkel et al. (2012) mentioned the necessity of expert opinion to obtain
content-related validity. For this reason, the survey was sent to three experts from the
early childhood education department. The researcher wrote an email to the experts to
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define the research questions, samples, and a summary. The survey was sent to the
experts at the times they specified as appropriate. The experts read and evaluated the
survey by adding notes, corrections, and suggestions. The three expert opinion
documents were then merged, and items and explanations were rewritten.

Internal Validity: Fraenkel et al. (2012) defined three possible threats in the
survey type: mortality, location, and instrumentation. In this study, instrumentation
posed a threat as the survey was transferred to an online tool due to the pandemic. To
control this threat, the researcher contacted participants individually. Mortality was
not a threat for this study because no participant dropped out of the survey. The
location might have been a threat, but this threat was not controlled.

3.8.2. Trustworthiness in Interview Data

The analogs of validity and reliability are used as trustworthiness and rigor in
qualitative research (Merriam and Tisdell, 2017).

Credibility (Internal Validity): Wolcott et al. (2009) define credibility as the
association between research findings and the real world. Merriam (2001) suggests
some strategies to increase internal validity. Triangulating different data sources is the
first one. In the present study, the researcher used two different data collection
instruments. In addition to this, triangulation was also provided. Patton (2015) states
that in triangulation, two or more people analyze the data independently to compare
the findings. According to Fraenkel et al. (2015), this type of triangulation improves
the value of data and the interpretation accuracy. Also, the documents captured
unexpected clues about the teachers' classroom practices (Stake, 2010). The second
strategy is sufficient engagement in the data collection process. Merriam (2001) states
that at a certain point in research, the researcher begins to hear the same things from
the participants. No new information is collected, which means the process is
saturated. In this study, the researcher continued to collect data until no new
information was obtained from the participants. Thirdly, member checking was used
to supply credibility. The researcher asked the participants whether the reports
reflected accurate information or not. Participants confirmed that the information was

reflected accurately.
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Consistency (Reliability): Merriam (2001) defines reliability as related to
replicating. In this study, the researcher used inter-coder agreement to supply
consistency. Three different coders coded interview transcripts separately. Then, the
researcher measured kappa statistics and calculated kappa values. McHugh (2012)
writes that Cohen’s Kappa values below < 0 show no agreement and 0.01- 0.20 show
none to slight agreement, while 0.21- 0.40 show reasonable agreement, 0.41-0.60
normal agreement, 0.61-0.80 considerable agreement, and 0.81-1.00 great agreement.
For this study, the Cohen’s Kappa result for the interview protocols was .92.

Accordingly, intercoder reliability was accepted to be in practically great agreement.

3.9. Delimitations, Limitations, and Assumptions

Delimitations

Delimitation is defined as boundaries that are set by the researcher regarding
what the research does not intend to do (Leedy & Ormrod, 2021). For this study,
delimitations should be considered while interpreting the findings of the study.

The school types where potential participant teachers were working were
delimited as only public schools. In other words, the data were collected only from
public-school teachers, and teachers working in private schools were not included in
this study. This issue was delimited because some private-school teachers implement
structured activities. Also, they may follow different alternative early childhood

education approaches.

Limitations

In addition to delimitations, there were several limitations which are defined as
potential weaknesses out of the researchers’ control (Leedy & Ormrod, 2021). Firstly,
the study data were collected through the internet because of the Covid-19 pandemic,
as mentioned above. Regarding this limitation, Adali et al. (2021) emphasize that
researchers had already been discussing the advantages and disadvantages of internet
survey research before the pandemic. One of the disadvantages is related to
accessibility, but recent studies argue that people have easy access to the Internet with

telephones, tablets, or other devices these days. Therefore, online surveys and e-
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interviews, which researchers commonly prefer to use these web-based tools, are
easily accessible to participants (Dillman et al., 2014; Salmons, 2010).

Secondly, in the survey part of the study, the researcher selected participants
from only three central districts of Ankara. For this reason, generalization is limited to
only these three districts of Ankara. On the other hand, no male preschool teacher
completed the survey. In addition to these issues, although all participant teachers had
graduated from ECE-related departments, approximately 10% of them held a master’s
degree, and only 1% of them held a doctoral degree. These district-related, gender-
related, and graduation-related limitations should be considered while interpreting the
findings.

Assumptions
Leedy and Ormrod (2021) introduced assumptions as things that are accepted as
real or true. In this study, the researcher assumed that all participant teachers expressed

their beliefs and self-reported practices honestly and consistently.

3.10. Chapter Summary

In this chapter, the researcher referred to the methodology of the current study.
Considering the purpose of the study and literature review, a convergent (triangulation)
mixed-method design was chosen. The researcher identified three research questions,
and to investigate these questions, sample selection, data collection instruments, data
analysis procedures, and validity and reliability issues were identified. Lastly, the
delimitations, limitations, and assumptions were described. The following chapter

represents the reports of findings.
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CHAPTER 4

FINDINGS

This study aimed mainly at investigating teachers’ beliefs and self-reported
practices regarding questioning as a teaching method and its two strategies:
questioning cycle and question types. In accordance with this aim, this chapter presents
the findings obtained from the data analysis.

In response to the first research question, preschool teachers’ beliefs on
questioning as a teaching method are presented. Findings are given within the scope
of question types, and question cycle components are reported. Secondly, in response
to the second research question, findings related to preschool teachers’ self-reported
practices regarding questioning as a teaching method and its two strategies,
questioning cycle components and question types, are reported. Lastly, findings
regarding commonalities, partially commonalities, and differences between preschool

teachers’ opinions and self-reported practices are presented (see Figure 4.1).
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Figure 4.1

The Sequence of Presenting Findings

FINDINGS

NS

Teachers' beliefs regarding questioning method, questioning cycle components
and question types

(Findings of survey with 363 teachers)

NS

Teachers' self-reported practices regarding questioning method, questioning
cycle components and question types

(Findings of interview with 21 teachers)

NS

Data comparision of teacher's beliefs and their self-reported practices

4.1. Teachers’ Beliefs Regarding Questioning Method, Questioning Cycle

Components, and Question Types (Survey Findings)

In this part of the study, findings that were obtained from the QTMPC survey are
presented to focus on the first research question: What are preschool teachers' beliefs
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on questioning as a teaching method in terms of general use of questioning,
questioning cycle components, and question types as questioning strategies? As
reported in the previous chapter, the preschool teachers’ beliefs were investigated to
provide a perspective. Descriptive statistics were utilized to organize, present, and
analyze the survey data. The researcher screened the data regarding errors, missing
values, and outliers. After screening the data, in-service preschool teachers' beliefs
about questioning cycle components and question types as a teaching method were
analyzed under the subgroups of (al) use of questioning (1 item), (b1l) planning
question (10 items), (b2) asking question including question types (9 items), (b3)
waiting time (5 items), (b4) listening to the response (3 items), (b5) assessing the
response (4 items), (b6) follow-up question (4 items), and (c1) question types (2 items)

as shown in Table 4.1.

Table 4.1

Descriptive Statistics for the Survey Sub-Groups

Sub-groups Number of Items M
General use of Questioning 1 4,36

Questioning Cycle 33 -
Planning Questions 10 3,70
General Understanding 2 4,01
Developmental Considerations 5 4,15
Issues to be Considered 3 3,40
Asking Questions 7 4,35
Developmental Considerations 5 4,36
Issues to be Considered 2 4,33
Waiting Time 5 41
Listening to the Response 3 3,75
Assessing the Response 4 4,07
Follow-up Questions 4 3,82

Question Types 2 -
Open-Ended 1 4,29
Closed -Ended 1 2,01
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4.1.1. Teacher Beliefs on the Use of Questioning

The majority of teachers (n=324) in the sample believed that preschool teachers
always or often use the questioning method in their activities (M=4,36, 89,7%). Nearly
half of them (47,6%) believe that teachers always use the questioning method. On the
other hand, two participant teachers mentioned that teachers never use the questioning
method (0,6%). These two participants were removed for the following findings
because they believed that preschool teachers never use the questioning method. The

details can be seen in Table 4.2.

Table 4.2

Descriptive Statistics for the Use of Questioning Method

Never Rarely Sometimes  Often Always
f % f % f % f % f %

# Iltem

The preschool

teacher ... USES o 5 06 2 06 35 96 152 421 172 47.6
the questioning
method.

4.1.2. Teachers Beliefs on Questioning Cycle Components

Teacher beliefs regarding the questioning cycle were investigated in the scope
of the cycle’s components. In the following part of the study, teacher beliefs regarding
questioning cycle components (planning questions, asking questions, waiting time,
assessing the response, follow-up questions) are demonstrated through descriptive

statistics.

4.1.2.1. Planning Questions

For the planning questions component, detailed descriptive findings were
demonstrated. The planning questions stage was investigated through 10 items of the
survey in three sub-groups: (1) general understanding, (2) developmental

considerations, and (3) issues considered while planning question.
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4.1.2.1.1. General Understanding (Planning Questions)

The participants believed that preschool teachers generally plan the questions
which they ask in the activities (M=4,01, 71,5%). Further, 39,9% of them expressed
that preschool teachers always write questions in their activity plans. On the other
hand, a very small number of the teachers believed that preschool teachers never write
questions that they will ask in an activity (1,9%). Nearly half of the participant teachers
claimed that teachers never or rarely ask questions not included in the activity plan
(M=2,94, 42,1%). Moreover, almost one-fifth of them believed that teachers never ask
questions that they did not plan (n=62, 17,2%). One-tenth of the participants believed
that preschool teachers always ask questions they did not write in the activity plan
(n=46, 12,7%) (see Table 4.3).

Table 4.3

Descriptive Statistics for Planning the Questions

Never Rarely Sometimes Often Always
f % f % f % f % f %

# ltem

The preschool teacher
......... writes the

2 questions they will ask in 4,01 7 19 23 6,4 73 20,2 114 31,6 144 39,9
the activity plan.

The preschool

, teacher....... asks
questions not included in
the activity plan.

*This item is reversed.

29462 17,290 249 62 17,2 101 28 46 12,7

4.1.2.1.2. Developmental Considerations (Planning Questions)

In the following part of the survey, the researcher investigated developmental
considerations while planning questions. These five items (4, 5, 7, 8, and 9) and a
detailed descriptive analysis of these items are presented in Table 4.4.

Concerning developmental considerations, the majority of the teachers

believed that preschool teachers consider the individual differences (M=4,53, 90,9%)
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and needs (M=4,54, 91,9%) of children while planning questions. Additionally, more
than half of the teachers believed that the activity plan should include more than one
developmental area related to children’s developmental needs (M= 4,39, 90%).
Another sub-group of planning questions inquired whether the developmental
issues (goals and indicators of the curriculum) were considered by teachers. According
to the findings, most of the participant teachers believed that preschool teachers plan
their questions based on goals and indicators (M=4,18, 80,6%). Only one believed that
preschool teachers never plan their questions in line with goals and indicators. On the
other hand, only 15,5% of participants mentioned that preschool teachers never plan

questions unrelated to goals and indicators (see Table 4.4).
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4.1.2.1.3. lIssues Considered (Planning Questions)

Three survey items (6, 10, and 11) were associated with issues considered while
planning the questions. Detailed findings are demonstrated in Table 4.5.

The findings revealed that participant teachers believed preschool teachers
foresee possible answers to the questions which they planned (M=3,86, 68,1%). For
this item, only eight teachers (2,2%) responded that preschool teachers never foresee
the responses of planned questions. On the other hand, more than one-fourth of
preschool teachers reported that teachers never care about the word count of the
questions (M=2,55, 28%). On the other hand, 10,5% of participants said teachers
always keep wordage in their mind while planning questions (n=38) for the last item
of this sub-group. In addition, 63,1% of the participant teachers believed preschool
teachers generally explore possible answers to the questions they planned (M=3,78).
One-third of them expressed that preschool teachers always explore possible answers
(n=112, 31%). Nine participant teachers believed that preschool teachers never explore

the responses to the questions they planned for the activity (2,5%).
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4.1.2.2. Asking Question

The next component of the questioning cycle that comes after planning is
asking questions. In this regard, the related items were investigated in two sub-
categories: (1) goal relevance and (2) issues considered while asking questions. The
details are shown below.

4.1.2.2.1. Goal Relevance (Asking Question)

In the context of goal relevance, while asking questions, the detailed findings
are shown in Table 4.6. Five items (12, 13, 17, 18, and 19) in the survey focused on
the question why teachers ask questions. The items were created considering these
dimensions: Arousing interest, class dynamics, what facts children remembered, what
facts children know, and sharing feelings.

Most of the survey participants believed that preschool teachers generally ask
questions to arouse children’s interest and curiosity (M=4,46, 91,3%). More than half
claimed that teachers always ask questions to arouse children’s interest (n=204,
56,5%). Moreover, the majority of participants reported that the activity is more lively
when teachers ask questions during it (M=4,42, 91,9%). More than half of the
participants specifically mentioned that if teachers ask questions during the activity, it
becomes livelier (n=192, 53,2%). Furthermore, a large proportion of teachers
mentioned that teachers ask questions to assess whether the children are learning
(M=4,29, 84,2%), to determine what the children know (4,31, 86,4%), and to
understand how they feel about the activity (M=4,33, 85,3%) (see Table 4.6).
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4.1.2.2.2. lIssues Considered (Asking Question)

There were two items (16 and 20) on the issues considered while asking
questions. As demonstrated in Table 4.7, they were about whether the teachers asked
the questions to the whole class or not and whether the teachers knew the correct
answers or not.

A remarkable part of the participants believed preschool teachers generally ask
questions to the whole class (M=4,30, 85%). Notably, nearly half of the participants
mentioned that preschool teachers always pose questions to the whole class (n=174,
48,2%). On the other hand, only one participant teacher believed that preschool
teachers never direct a question to the whole class (M=2,85, 0,3%). Concerning having
a comprehensive knowledge item, the majority of the teachers believed preschool
teachers generally know the correct answer to questions which they asked (M=4,37,
86,4%). Specifically, more than half of the participants said preschool teachers always
know the correct answer to their questions. In contrast, only 3 participant teachers
(0,8%) believed that preschool teachers never know the correct response to the
questions which they ask.

Table 4.7

Descriptive Statistics for Asking Questions (Issues considered)

Never Rarely Sometimes Often  Always
f % f % f % f % f %

# ltem M

The preschool
teacher ........
asks the
16 questions to 430 1 03 9 25 44 12,2 133 36,8 174 48,2
the whole
class.

The preschool
teacher ..........
knows the
20 correctanswer 437 3 08 7 19 39 108 117 324 195 54
to the
questions
she/he asked.
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4.1.2.3. Waiting Time

In order to understand the beliefs of teachers regarding waiting time, five
questions (21, 22, 23, 24, 25) were asked to the participants. The analysis revealed that
60,9% of participant teachers believed preschool teachers always give children time to
think after asking questions (M=4,47, n=220). Moreover, most participant teachers
believed that preschool teachers generally give children more than 3 seconds to think
(M=4,20, 79,8%). Only three teachers stated that preschool teachers never wait for
children for more than 3 seconds (0,8%). Concerning these findings, a minority of the
participants pointed out that preschool teachers do not make a prediction about how
long they should wait (M=2,38, 6,4%). In other words, most participant teachers
believed that preschool teachers generally predict how long they should be waiting
after asking questions (n=213, 59%).

On the other hand, there were two items (24 and 25) regarding waiting time
according to question types. The analysis revealed that a considerable proportion of
teachers believed preschool teachers generally allow time to think after asking open-
ended questions (M=4,49, 90%). Mainly, 61,2% of the participant teachers reported
that preschool teachers always allow waiting time after asking open-ended questions
(n=221). Only one participant teacher said preschool teachers never allow waiting time
after asking open-ended questions. However, almost 16% of the participant teachers
mentioned that preschool teachers always give time to think after asking closed-ended
questions (M= 2,70, 16,9%). More than one-fourth of participant teachers believed
preschool teachers never give children time to think after asking closed-ended
questions (n=95, 26,3%). Related to the waiting time sub-group items, a

comprehensive analysis is shown in Table 4.8.
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4.1.2.4. Listening to the Response

There were three items (26, 27, and 29) in the survey regarding listening to the
response component of the questioning cycle. The analysis revealed that most
respondents believed that preschool teachers generally clarify their questions
according to the children’s responses (M=4,10, 76,2%). 39,6% of total respondents
believed that preschool teachers always formulate clear questions based on the
children’s responses (n=143). On the other hand, only 2 of the teachers (0,6%)
mentioned that teachers never clarify their questions, and 16 of them (4,4%) mentioned
that teachers rarely revise their questions according to children’s answers. Moreover,
teachers believed that preschool teachers generally reword the questions if children do
not understand them (M=4,39, 87,2%). Specifically, more than half of the respondents
believed preschool teachers always word their questions in a different way if it has not
been understood by young learners (n=199, 55,1%). For the last item, nearly half of
all respondents believed that preschool teachers generally do not compare children’s
responses to the response they have in their minds (M=2,76, 48,2%). 26,9% of the total
respondents believed preschool teachers never compare the children’s responses and
their own responses (n=97, 26,9%). 17,2% of the participant teachers (n=62) believed
that preschool teachers always compare their own responses and children’s responses.
Table 4.9 illustrates teachers’ beliefs on the listening to the response component in the

questioning cycle.
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4.1.2.5. Assessing the Response

Regarding assessing the response component of the questioning cycle, there
were four items (30, 31, 32, and 33) to investigate preschool teachers’ beliefs. The
teachers believed that preschool teachers generally give children some clues if children
have difficulty in answering the question (M=4,34,83,9%). More than half of the
teachers believed preschool teachers always give children some clues if they seem to
experience difficulties while responding to questions (n=191, 52,9%). Only 2 of the
teachers believed preschool teachers never give any clue to children (0,6%). For the
second item of this component, they believed preschool teachers commonly give
feedback about the children’s responses (M=4,53, 90,8%). Almost two-thirds of the
respondents believed preschool teachers always give feedback to children’s responses
(n=229, 63,4%). Only one participant teacher believed preschool teachers never give
feedback to children’s responses. The participant teachers reported that teachers
generally assess their questions’ comprehensibleness based on the children’s responses
(M=4,43, 91%). While more than half of the teachers believed that preschool teachers
always make inferences regarding their questions’ comprehensibility (n=198, 54,8%),
only one teacher believed preschool teachers never make any inferences (0,3%).
Moreover, more than half of the teachers mentioned that preschool teachers generally
do not immediately correct a child’s response if the answer is incorrect (M=2,48,
56,5%). One-tenth of the participants believed preschool teachers always correct
children’s responses immediately when right if they answer they answered incorrectly
(n=33, 9,1%).
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4.1.2.6. Follow-up Questions

There were four items (28, 34, 35, and 36) in the survey aiming to investigate
teachers' beliefs on follow-up questions. According to the findings, almost all
participants believed preschool teachers mostly let the children ask questions (M=4,57,
91,1%). Two-thirds of the participants said preschool teachers always let the children
ask questions (n=243, 67,3%). Only one of the participants said teachers never let the
children ask any questions (0,3%). Participant teachers’ beliefs were equally
distributed (M=3,07). Put differently, fifteen percent of respondents remarked that
preschool teachers never ask more questions in order for the children to give different
responses (n=54, 15%). Roughly one-fifth of the respondents believed preschool
teachers rarely ask follow-up questions so that children can respond differently (n=77,
21,3%). On the other hand, more than one-fifth of the participants believed preschool
teachers always ask further questions so that the children can give different answers
(n=73, 20,2%). Almost half of the respondents believed that preschool teachers
generally ask follow-up questions because they have more than one answer (M=3,36,
46,8%). On the other hand, 5% of participants mentioned that preschool teachers never
ask follow-up questions (n=18). The participant teachers believed that preschool
teachers always use questions to expand the topic (M=4,26, 44,9%). Only 2 of the
participants said teachers never use questions to expand the topic (0,6%). Table 4.11
represents participant teachers' beliefs regarding follow-up questions.
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4.1.3. Teachers’ Beliefs on Question Types

Table 4.12 provides detailed information about teachers' beliefs on question
types. There were two items (14 and 15) in the survey addressing this issue.

The minority of participant teachers believed that preschool teachers rarely use
open-ended questions (1,7%), and most of them believed that preschool teachers
generally asked open-ended questions in their activities (M=4,29, 84,2%). Nearly half
of the participants believed that preschool teachers always ask open-ended questions
in the activities (n=166, 46%). There is no participant who mentioned that teachers
never ask open-ended questions in their activities.

The analysis revealed that the majority of participants believed preschool
teachers do not prefer to ask closed-ended questions in the activities (M=2,01, 72,8%).
Nearly half of the total respondents believed preschool teachers never ask closed-
ended questions (n=143, 39,6%). Only 3,6% of participants reported that preschool
teachers always use closed-ended questions (n=13).

Table 4.12

Descriptive Statistics for Question Types

Never Rarely Sometimes Often Always
f % f % f % f % f %

# ltem M

The preschool

teacher......

asks open-

ended questions

14 in their 4,29 - - 6 1,7 51 14,1 138 38,2 166 46

activities. (eg.

What do you

think about the

color red?)

The preschool
teacher .........
asks closed-
15 ended questions 2,01 143 39,6 120 33,2 63 175 22 6,1 13 3,6
in the activities.
(eg.Isred a
color?)
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4.2. Teachers’ Self-Reported Practices Regarding Questioning Method,

Questioning Cycle Components, and Question Types

The self-reported practices of the 21 preschool teachers about the use of the
questioning method in their activities, the questioning cycle and its components, and
question types were investigated with an interview protocol. To analyze all of the
collected data, common themes and key codes were found. These themes and codes
were finalized, as demonstrated in related sessions. In this context, teachers’ self-
reported practices regarding the general use of questioning were revealed. Then, their
self-reported practices based on the questioning cycle and its components and question

types were reported.

4.2.1. Teachers’ Self-Reported Practices on the Use of Questioning

Parallel to the first research question of the survey, the researcher asked
participant teachers questions to obtain a holistic viewpoint regarding teachers’
general use of questioning method practices: ‘Do you use the questioning method? In
which types of activities do you use it more, and in which activities do you use it less
or never? In what parts of the activity do you use it?* All of the teachers (n=21, 100%)
who participated in the interview reported that they always used the questioning
method during their activities, and they reported their ways in a detailed manner.
Participants’ point of views emphasized the following themes: (1) start of the day

activity, (2) learning activity, and (3) timing of questioning, as shown in Figure 4.2:
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Figure 4.2

Themes and Sub-Themes Regarding Teachers’ Self-Reported Practices on the Use of
the Questioning Method

— Start of the day activity circle time

Learning activity

— beginning

— Timing of questioning during

Use of the Questioning Method in Daily Routine

— end

Teachers’ self-reported practices on the general use of the questioning method
are demonstrated in Table 4.13. Based on teachers’ self-reported practices, participants
mentioned circle time as a start of the day activity. On the other hand, a learning
activity may include different activity types (e.g., language, math, science, field trip,
literacy, and so on) defined by the MoNE (2013). Moreover, teachers’ preferences
about the timing of questioning in the activity (beginning, during, and end) were

examined.

Table 4.13

Descriptive Findings on the Use of Questioning in Daily Routine

Themes and Codes N %
Start of the Day

Type of daytime where questioning is used:
circle time 14 66,7
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Table 4.13 (continued)

Themes and Codes N %

Learning Activity

Type of activity where questioning is used:

movement activity 1 4,8
play activity 7 334
art activity 2 9,5
literacy activity 4 19,1
math activity 3 14,3
science activity 13 61,9
language activity 19 90,5
drama activity 6 28,6
music activity 3 14,3
field trip activity 0 0
Type of activity where questioning is not preferred:

movement activity 13 61,9
play activity 7 33,3
art activity 11 52,4
literacy activity 0 0
math activity 0 0
science activity 1 4,8
music activity 1 4,8
drama activity 1 4,8
field trip activity 0 0
language activity 0 0
Timing of Questioning

Time of activity in which teachers prefer to use questioning:
beginning of the activity 16 76,2
during the activity 5 23,8
end of the activity 12 57,1
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Table 4.13 (continued)

Themes and Codes N %
Time of activity in which teachers do not prefer to use questioning:
beginning of the activity 2 9,5
during the activity 13 61,9
end of the activity 1 4,8

4.2.1.1. Use of Questioning in Start of the Day and Learning Activities

Participant teachers mentioned that they generally use the questioning method
in their activities. As demonstrated in Table 4.13, most of the teachers mentioned that
they use the questioning method as they start the day, although it is not strictly defined
as an activity type. On the other hand, participants pointed out some activities where
they did and did not prefer to use the questioning method. The findings are
demonstrated in Table 4.14 in a detailed way.
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Circle time is perceived by most of the participant teachers as an activity type.
The teachers (n=14, 66,7%) mentioned they generally use the questioning method
during circle time. T21 stated that she used the questioning method at the start of the
day by asking about the weather or children’s past experiences.

Learning activities reported by teachers under the category of ‘type of activity
where questioning is used’ were analyzed under several codes based on activity types
(language, movement, play, art, literacy, math, and so on). Most of the teachers use
questioning method in language (n=19, 90,5%) and science (n=13, 61,9%) activities
(see Table 4.13). Teachers especially use the questioning method after reading books,
and they reported to ask questions related to the books which they read. Concurrently,
teachers (61,9%) also reported they prefer to use questioning while doing experiments
in science activities. One of the participant teachers (4,8%) emphasized that she uses
the questioning method in movement activities, and she mentioned, ‘even if the
questioning method is thought to be the least common in these activities, she prefers
to use it mostly during them. Play is another activity type where teachers (n=7, 33,4%)
prefer to use the questioning method. For example, T4 claimed that she uses questions
related to the rules of play or to understand the play’s characteristics. Another activity
type where the questioning method is used is art. Two of the participant teachers
(9,5%) claimed they ask questions during the art activities and T17 said she asks
questions based on children’s artistic work. Four of the participant teachers (19,1%)
emphasized they ask questions in literacy activities and T10 specifically mentioned
she asks questions while teaching or talking about concepts. Math activity is another
activity type in which teachers (n=3, 14,3%) prefer to use the questioning method. For
instance, T12 claimed that she asks questions about math concepts or she asks
‘mathematical operations’ to children. Another activity type where the questioning
method is used is drama. Six of the teachers (28,6%) stated that they ask questions in
drama activities. Teachers (n=3, 14,3%) also mentioned using questioning methods in
music activities. For example, T14 claimed she turns on music, and she asks questions
regarding the musicians and the type of music to the children. On the other hand, none
of the teachers who participated in the interview reported any practices based on field
trip activities.

Another learning activity reported by the teachers was related to the ‘type of
activity where questioning is not preferred.” This category was also analyzed under
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several codes which covered the activity types (math, science, literacy, language,
movement, art, and so on). Most of the teachers (n=13, 61,9%) mentioned they do not
prefer to use the questioning method during movement activities because of the nature
of the activity (see Table 4.13). For instance, T14 and T21 claimed that they use
different teaching methods in movement activities besides questioning because
movement activities are generally composed of instructions, so the questioning
method may not be appropriate for this type of activity. Nearly half of the participant
teachers (n=11, 52,4%) mentioned they do not use the questioning method in arts
activities. According to them, art activities should be individual, and teachers should
not interrupt children with their questions. For instance, T18 claimed that she does not
ask questions in art activities because the responses might be limited. Some of the
participant teachers also reported to not use the questioning method in play activities
(n=7, 33,3%). T7 claimed that play activities involve rules which children should obey,
so using the questioning method might be pointless in this type of activity. One of the
teachers (4,8%) reported she does not use questions in music activities because of their
nature. She claimed that there is a flow in music activities, so children should dance
freely without having to answer questions. Another participant teacher (4,8%) also
mentioned she does not use the questioning method in drama activities because she
does not want to interrupt children. T3 claimed that she does not ask questions in
science activities because questions asked in science activities might be
‘unpredictable.” She added that she commonly uses the demonstrating method rather
than questioning. Additionally, none of the teachers who participated in the interview
reported any practices related to questioning methods in mathematics, literacy, field

trip, and language activities.

4.2.1.2. Timing of Questioning

When the teachers were asked about the timing of the questions in the activities
they implemented (In which part of your activity do you prefer and not prefer to use
the questioning method), teachers described three different times, which were coded
as (1) beginning of the activity, (2) during the activity, and (3) end of the activity as
shown in Table 4.15.
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Table 4.15

Teachers’ Self-Reported Practices on Timing of Questioning

Theme Category Codes

Example Quotations from Participants

- (I;%feg:gnmg Asking questions is always the best introduction to
2 . arouse curiosity. So, | generally use it at the
€ o activity . L
s 3 _ beginning of the activity. (T8)
2 (n=1§)
> i
S Durlr_1g the I use questioning in all parts of the activity,
£ o aclViy including the activity and assessment process. (T5)
8 8.5 (n=5) 9 y P -
Y=
(@] o g .© . L
g o % 3 Ecr;(ijv(i)tf the I generally ask questions at the end of the activity
2 =82 _ Y as an assessment tool. (T12)
3 = T (n=12)
:, —
E’ Sfe?hlgnlng If you ask questions at the beginning of the
© o - activity, the topic is too distracting. That is why |
= & activity L
£ - - do not ask any at the beginning. (T18)
E ©go (=2
= s ko I think questioning would not be suitable during an
£ Gg_ During the activity. It is essential to leave the child alone
2% activity during the activity. Give the information at the
2 S o (n=13) beginning, leave them alone during the activity,
E S = and then ask questions about the activity. (T4)
o g 2 Endofthe There are assessment questions in our program, but
E & § activity I do not prefer to ask any questions; | assess
=25 (n=1) children in a different way. (T6)

The timing of questioning reported by teachers was classified under two

categories, namely the ‘time of activity in which teachers prefer to use questioning’

and the ‘time of activity in which teachers do not prefer to use questioning’ (see Table

4.15). Teachers defined activity times as (1) beginning of the activity, (2) during the

activity, and (3) end of the activity. According to their reports, 16 of them (76,2%)

used the questioning method at the beginning of the activity. For instance, T8 claimed

that she uses the questioning method at the beginning of the activity to arouse

children’s interest, and she believed that the questioning method is the best way to

introduce an activity. A total of 12 of the teachers (57,1%) mentioned that they used it

at the end of the activity. According to their reports, they use the questioning method

during the assessment of the activity process. For example, T12 claimed that she asks

questions ‘at the end of the activity’ to assess the activity process. On the other hand,
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5 of the teachers (23,8%) mentioned that they ask questions during the activity. Among
these findings, codes were constructed with reference to the data collected from
teachers who said, "l use questions in all parts of the activity.” Therefore, teachers did
not claim they specifically asked during the activity.

Considering their ‘timing of questioning’, teachers were also asked about the
times they do not prefer to use questioning. This category was also coded: (1)
beginning of the activity, (2) during the activity, and (3) end of the activity. Most of
the teachers (n=13, 61,9%) who participated in the interview stated that they did not
prefer to ask questions during the activity because they generally emphasized the
necessity to leave children alone during the activity process. According to T4, asking
questions is not appropriate during the activity because she gives information at the
beginning, leaves children alone during the activity, and asks questions at the end of
the activity as an assessment tool. Two of the teachers (9,5%) claimed they do not use
questioning at the beginning of the activity. For instance, T18 claimed that she does
not ask any questions at the beginning of the activity because she believes they might
be distracting. One of the teachers (4,8%) claimed that she does not use the questioning
method at the end of the activity as she prefers different assessment tools instead of
questions.

4.2.2. Teachers’ Self-Reported Practices About the Questioning Cycle and Its

Components

An interview protocol containing nine questions regarding the questioning
cycle and its components was used to investigate the self-reported practices of 21
preschool teachers. The themes and codes are given in Figure 4.3. These themes and
codes were created based on the literature review reported earlier in the study.
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Figure 4.3

Themes and Sub-groups Regarding Questioning Cycle Components

-  Definition of the Cycle - General Understandings

u Planning Question

Developmental Considerations

Issues Considered

- Goal Relevance |

H Asking Question H
H Waiting Time |

Listening to the Response

= Issues Considered

Questioning Cycle Components

Assessing the Response

Themes and Sub-groups Regarding

H  Follow-up Questions |

4.2.2.1. Definition of the Questioning Cycle

The participant teachers’ definitions of the questioning cycle are shown in
Table 4.16:

Table 4.16

Descriptive Findings Regarding the Questioning Cycle

Definition of Questioning Cycle N %
As a two-way communication tool 11 52,4
Question and answer between teacher and child 4 19
Answer the question with a question 7 333
Other definitions 9 428
Questioning loop 7 333
Starting questioning method, then following another method 1 48
Asking, listening, and assessing 1 48
Undefinable 1 48
Change as regards the activity 1 48

111



The questioning cycle defined by teachers can be classified into three
categories, namely a two-way communication tool, other definitions, and undefinable.
Most of the teachers defined the questioning cycle as a two-way communication tool.
Some of them described it using different definitions, and one of the teachers described
it as undefinable.

The two-way communication tool reported by teachers (n=11, 52,4%) includes
the coded ‘question and answer between teacher and child’ and ‘answering the
questions with a question’ (see Table 4.17). Four of the teachers (19%) defined the
guestioning cycle as a process between teacher and child. The teacher asks the
question, and the children answer it. As T9 reported, the questioning cycle occurs
between teacher and child by asking and answering questions. According to one-third
of preschool teachers (n=7, 33,3%), the questioning cycle was defined as answering
the question with a question process. The teacher asks questions to the children, and
the children’s questions emerge based on the teacher’s questions. For example, T15
claimed that she asks questions, and children respond to them. This is an interaction
between teachers and children (see Table 4.17).

Nine of the preschool teachers (42,8%) defined the questioning cycle by
focusing on its some components or connotations. Seven of them (33,3%) defined the
questioning cycle as a questioning loop. This definition is different from asking the
question in a questioning manner. For example, T11 emphasized that the questioning
cycle process is kind of a loop, an endless questioning process. ‘Starting with the
questioning method, then following with another method’ was another definition that
one of the teachers (4,8%) reported. Another participant teacher (4,8%) defined the
questioning cycle by referring to some of the cycle’s components. Namely, her
definition referred to asking questions, listening to the response, and assessing the
response components of the questioning cycle (see Table 4.17).

Indefinableness reported by one of the teachers (4,8%) was coded as ‘changing
with the activity.” She claimed that she could not describe the questioning cycle
because she believed that every activity has its own questioning cycle definitions (see
Table 4.17).
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4.2.2.2. Planning Questions

When asked about the planning component of the questioning cycle, the
participant teachers talked about (1) general understanding, (2) developmental

considerations, and (3) issues to be considered, as shown in Table 4.18.

Table 4.18

Descriptive Findings Regarding Planning Questions

Planning Questions N %

General Understandings

Planning the Questions 5 23,8
Unexpected situations 1 4,8
Relay information 3 14,3
Understanding feelings 2 9,5
Considering socioeconomic status 1 4,8
Knowledge about topics covered 3 14,3

Not Planning the Questions 16 76,2
Based on experience 10 47,6
Unexpected situations 10 47,6
Based on observation 7 33,3
Socioeconomic status 1 4,8
Time limitations 1 4,8

Developmental Considerations

Children’s differences 9 429

Children’s needs 11 52,4

Issues to be Considered

Concrete to abstract 7 33,3

Open-ended 17 80,9

Balanced 1 4,8

Simple and clear 6 28,6

Functional 2 9,5

When teachers asked, “Do you plan your questions before the activities? While
planning the questions, what do you pay attention to?” teachers reported their general
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understanding of question planning, developmental considerations, and issues to be

considered while planning questions. The relevant quotations are given in Table 4.19.

115



(9T=U)

(1) "@2uaLIadxs 01 pale|al SI AjaAI19a e poylaw Buluonssnb suonsand
. aoualIadxa
3yl asn 01 ajqe Bulag "wooisse|d syl ul poylaw Buluonsanb ayy BuiAjdde pue Buibeuew U0 DasE ayl
AInaisp aney noA ‘wooussed syl palalus pue parenpelh 1snl aney noA usym ‘sjdwexs 104 pased Buluue|d
10N
. PaJBA0D
(TTL) "SIIAIE YIS Ul Xse [[IM | suonsanb
ay1 uejd ued | "anssI SIY1 Mouy| ,uop Ajjeas | ‘sisjured yspjnl noge yjelr [[im | Aes sn 197 a1doi ayp noge 3
s _ : : : abpajmouy 2
(STL) "1 Bunispisuod siamsue 3|qissod J1ay) snjeis 5 =
pue suonsanb Aw uejd 1snw | ‘0S "Ajiwe) syl Woly swoy e S1yl INoge UoITewIoul PaAladal d1WOoU0Is0120S ulpueIsispun M
aney Aew Asy) ‘18A08I0N "8deds Ul pa)saialul a1e OYM UBIP[IYd aq Aew 8iay} ‘dduelsul 104 BULIBPISUOD  (g=u) |EJ3USD S
(1) siy1 uerd 01 paau | ¢sbBullaay siy/iay aseys 03 pJIyd ayl yse | ued sbuljgay  suonsanQ w.
suonsanb Jo puny ey sbuljaay s,pjiyo e puelsiapun 01 suonsanb ayy ueyd | ‘sjdwexa 104 Buipueisispun ayl 2
(£TL) "uonsanb sy yum uoirewsoul ayy Aejal pue apiaoid pinoys | *AlAIe ay) S Buruueld
Jo uonsanb ay} sI uonsanb siy) asnedag "yse pinoys | 1eyl suonsanb ayy ‘uejd AlIANde ay) : >mw :
ut sulbrew ay) 4o auoyd Aw uo ssjou axel Jo aim Ajesauab | ‘AllA1loe syl Bulels alojeg 198
(TzZL) "ssao0.4d ayy Bunoipaid Aq suonsanb ay)
. : . suonens
ue|d pjnoys Jayoea) ay 19390d anoA ui suonssnb Jayio aaey pinoys noA ‘uayl ‘Ajpuaiapip
. _ . paloadxaun
Aj2anua sa0b 11 pue ‘ssadoid ay1 18 00| NOA ‘Sawiawos "yse | eyl suonsanb ay ueld |
syuedionaed woday suoirelond ajdwex3 $3p09-qns S8po)d Kiobared away

suonsang) Buluue|d uo sadnoeid pariodey-/jas . s4ayova ]

6TV 3lgeL

116



(Tzl)

“Wed Buluonsanb ayl sewod 1XaN ‘paau Aayl Jeym 1IN0 puly [|IM A ‘Siybnoyr pue
sBui|aay J18Y}) purISIBpUN pue ‘Us]SI| ‘UBIP|IYd 8yl MOouy| 01 180 [[1m SIaydes) am ‘1S4
(8.1) 'saouatayip [eluswdolanap ayp 01 Buiplodoe

pauue|d 8g pPINOYS 1 ‘SPIOM J3Yl0 Ul "PJIYd yoes 1o} 91198ds aq pinoys suonsandd

(11=u) spoau s, uaIp[IyD)

(6=1) S90UAIIIIP S, UIPTIY)

SUOITRIBPISUOD
[ewuswdojanag

(zL)
“Juswiow ay} Jo Inds ay) 1e s1nd20 BulyiAiang awin 1surebe adel am 0s ‘paliwi] Sl

awn syl ‘BuiyAians ued jou Aew am asnedaq ‘yonuwi 10N ¢Buluueld pasu noA oQ
(9TL) suonsanb Aw uejd 1ou op | ‘0S ‘uaIpPIYd J18Y] JO

8Jed 18118Q 8Xe] S|00YdS areALId Je uaIp[Iyd JO Saljiwe) 8yl Jeyl MOUY SN ¢SIUapnls
Jooyds areAlld atam Aayr J1 Se suonsenb ualpjiyo jooyds anjgnd Xse | pinopa
(G1) ‘putw Aw ur astre suonsanb

pue ‘uaJpiyd 8yl aAIasgo | ‘0S ‘uolrenlls ayl uo Bulpuadap abueys ued BulylAiang
“JusWIUOJIAUG [ooydsald ayl Jo ainjeu ay) SI syl ‘suonsanb uejd 10u op | ‘AjISON
(81) uswOW eyl Te payse aq 01 SPasu uo1Isanb 1eyl ‘18080l Juswow

eyl 1e sazifeal pJIyd ayl eyl Buiyrswos yum sdojansp 1| “yiomswel) e 1o ueld e
JO 1X81U09 3y} Ul 8¢ 10U Aew uonsanb ay | “'suonsanb yans yse | SawiswWos ‘uesw |

uoneNWI| aw |

SNjels J1WouU0I301d0S

(9T=U)

Burispisuo)d suonssnd

UOIRAISSCO UO pasey

suolenyIs pajoadxaun

oyl
Buluueld

10N

Buipueisispun
JENEL)

suonsan® Buiuue]d

siuedidnued wodj suoneiond sjdwex3

S9p02-qNng

S9p0D

A10ba1eD Bway

(Panunuod) 6T ¥ 3|qeL

117



(e11) ‘pauueld aq pjnoys suonsanb ay) ‘a10)04ay_ ‘[euoiouny

ST 31 yury) [ pue “AIsoLmo s udIp[iyo 19661y ued yeyy poysw e st Buiuonsand
($1.1) ‘spur s uaIp[iyo uo Sury3rom jnoym

suonssnb ajdwis yse pjnoys apn suonsanb Aouey pueisiapun jou Aew uaipjiyd
(TZL) "uaJpjiyd wouy uonewJioul 1896 03 suonsanb yse pjnoys Ajuo am

MNUIY | ‘AJ[euoiSseadQ 'Sauo papua-pasold pasu oSe Aew am SsWIBWOS ‘IBABMOH
‘alow ualp|Iyd sdojansp U Mulyl | ‘suonsanb papua-uado Inoge alow ated |
(21) "84 SBIUBUSS J1BY] 18S pue ‘Meads

01 1yb11 ay1 wiay) aAIb ‘SaAjaswiay) ualpiyd ssaidxa 0] suonsanb papus-uado uejd |
(#TL) "81040q paoualiadxa aAey 10 azijensIA ued Aay) Bulylswos ‘81810u0d alow
BuIyIawIos J10J se 8N PIIYD [00ydsaid e 01 uonisanb 10e11SCR Ue XS 10U PINoys apA

(z=u) reuonoun4

(9=u) Jea|o pue sjdwis

(T=u) paouejeg

(2T=U) papus-uadpO

(2=u) 10250 0] 81810U0D

9
QD
=)
=.
paJapIsu0) S
aq o} sanss| Q@
D
&
=
>
w

sjuedidnued wodj suoneiond) sjdwex3

S9P02-qNS  S8P0D

A10bo1eD Bway

(panunuod) 6T d|qeL

118



Teachers’ self-reported general understanding of planning questions is
classified under two codes, namely planning the questions and not planning the
questions. When the findings were analyzed, five of the teachers (23,8%) claimed that
they plan questions in order to (1) overcome unexpected situations, (2) relay
information, (3) understand feelings, (4) consider socioeconomic status, and (5) gain
knowledge about the topics covered. For example, T13 claimed that she prepares and
writes questions and she plans possible responses for them. Overcoming unexpected
situations were categorized under ‘planning the questions.” One of the teachers (4,8%)
emphasized being prepared for unexpected situations regarding the planning part of
the questioning cycle, and she (T21) claimed that ‘teachers should have other questions
in their pockets for this unpredictable process.” Three of the teachers (14,3%)
mentioned that they planned their questions to provide information to the children.
Teachers claimed that activities have certain goals and objectives, and to reach these
goals, they should plan their questions. T13 mentioned that she writes questions before
the activity because she believes that ‘these questions are essential to attain the goals’
and provide information to young learners. Understanding children’s feelings (n=2,
9,5%) is also another code that falls under ‘planning questions.” For example, T5
claimed that she plans her questions to encourage children to share their feelings. One
of the participant teachers (4,8%) responded to this interview question from the
perspective of children’s socioeconomic status. She mentioned that whether she plans
the questions depends on the past experiences of the children and their family
structure. T15 emphasized that children’s socioeconomic status is essential. She
mentioned that she plans questions based on children’s socioeconomic level by
considering their possible responses. Another code under planning questions (n=3,
14,3%) was gaining knowledge about the topics covered. Teachers generally stated
that they plan questions to gain knowledge. For example, T11 claimed that she plans
questions regarding unknown issues. Therefore, teachers plan their questions and
search for possible responses to gain knowledge (see Table 4.19).

On the other hand, most of the teachers (n=16, 76,2%) reported that they did
not plan their questions before the activity. For instance, T12 claimed that she does
not plan questions because she can ask them without any prior plan. She also argued
that planning questions is a waste of time. Participant teachers offered the following
reasons for random or unplanned questions: (1) experience, (2) unexpected situations,
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(3) observations, (4) socioeconomic status, and (5) time limitation. Nearly half of the
teachers (n=10, 47,6%) attributed their unwillingness to plan questions to their
‘experience years.” For example, T3 claimed that teachers who have inadequate
experience might have difficulty while managing the classroom and while using the
questioning method as compared to more experienced teachers. The possibility of
encountering unexpected situations was coded under the ‘not planning questions’
category. In other words, some of the teachers (n=10, 47,6%) mentioned they did not
plan their questions because they may encounter unexpected situations during the
activity. As T8 reported, ‘questions may not be in the context of a plan,” and they may
be formulated based on children’s understanding at that moment. Some of the
participant teachers (n=7, 33,3%) claimed they do not plan their questions but ask them
by observing the children during the activities. For example, T5 mentioned that she
observed the children and formed her questions at that moment based on her
observation. Socioeconomic status was another reason for ‘not planning the
questions.” T16 (4,8%) reported that the socioeconomic status of children might affect
her planning of questions. She emphasized the pointlessness of planning questions
because she believes that the same questions that are planned cannot be asked for both
private and public-school children. Time limitation was another cause for not planning
the questions. One of the teachers (4,8%) claimed that she races against the time, so
every question should be prepared at the moment (see Table 4.19).

Although some of the teachers reported not to plan their questions, they noted
at the same time that they consider children’s developmental considerations.
Therefore, the teachers base their practice on children’s developmental considerations
regardless whether they plan their questions or not. Developmental considerations
reported by teachers in the study were classified under two codes, namely children’s
differences and children’s needs. Teachers (n=9, 42,9%) generally mentioned that they
consider children’s differences while planning questions. For example, T5 claimed
that she generally starts with closed-ended questions for the child who does not want
to respond to open-ended questions. Also, T8 emphasized the importance of planning
questions for each child because she mentioned that each child has a different
developmental process. As T14 emphasized, culture also may affect children’s
developmental differences, so she considers children’s different cultures while
planning questions. Children’s needs were reported by teachers as developmental
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considerations while planning questions. Most of the teachers (n=11, 52,4%) claimed
they consider children’s needs. For example, T21 claimed that she listens to and tries
to understand children’s thoughts and feelings. Based on children’s necessities, they
plan their questions.

Although some of the participants mentioned they did not plan their questions,
they expressed the necessity of considering several issues while planning them.
Whether teachers plan questions or not, they mention the following issues to consider
while planning questions: (1) going from concrete to abstract, (2) making them open-
ended, (3) asking balanced questions, (4) making them simple and clear, and (5)
making them functional. Some of the teachers (n=7, 33,3%) claimed to plan their
questions from concrete to abstract. For example, T14 stated that she does not plan
any abstract questions for preschoolers, and she emphasized the importance of
planning and asking more concrete questions. Planning questions as open-ended was
another code for the category ‘issues to be considered.” More than half of the teachers
(n=17, 80,9%) emphasized that the questions should be planned as open-ended rather
than closed-ended. For example, T7 and T9 claimed that open-ended questions could
help children express themselves, so they plan more open-ended questions rather than
closed-ended ones. Regarding this, one of the teachers (4,8%) reported that planned
questions should be balanced. Closed-ended and open-ended questions should be
included in a balanced way in teachers’ plans. T21 reported that she cares and plans
about closed-ended questions as much as she cares and plans about open-ended
questions. Six of the teachers (28,6%) stated that they plan their questions as simple
and clear. For example, T4 and T14 contended that questions should be planned as
simple because children may not understand fancy questions. The functionality of
questions was another code defined by teachers (n=2, 9,5%) in terms of issues to be
considered while planning questions. For example, T13 reported that she plans her
questions to arouse children’s curiosity, and in this way, the questions might be
functional (see Table 4.19).

4.2.2.3. Asking Questions

When preschool teachers were asked about their practices regarding the asking
questions component of the questioning cycle, their self-reports were categorized as
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(1) goal relevance and (2) issues to be considered while asking questions. Table 4.20

demonstrates the categories and codes.

Table 4.20

Descriptive Findings Regarding Asking Questions

Asking Questions N %
Goal Relevance

self-expression 10 47,6
arousing interest 6 28,6
assessing the things children know 8 38,1
assessing the things children remembered 7 33,3
relaying information 7 33,3
sharing their feelings 17 80,9
attracting attention 6 28,6
Issues to be Considered

gesture and facial expressions 3 14,3
class dynamics 8 38,1
giving voice to all children 4 19

As demonstrated in Table 4.20, teachers ask questions to the children for
certain purposes. These purposes were categorized as ‘goal relevance.” Moreover,
while asking questions, they consider some concerns categorized as ‘issues to be
considered.” Table 4.21 includes quotations from teachers who reported their practices

regarding the asking questions component of the questioning cycle.
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Teachers reported some practices regarding the asking questions component.
These reports fell under two categories, namely goal relevance and issues to be
considered. Goal relevance is classified under several codes, and these findings show
why teachers use questions. The teachers said they use questions for (1) children to
express themselves, (2) arousing interest, (3) assessing the things children know, (4)
assessing the things children remember, (5) relaying information, (5) sharing feelings
and (6) attracting attention. Some of the teachers (n=10, 47,6%) reported that they ask
questions because children may express themselves through questions. For example,
T7 claimed she asks questions because she believes the questioning method gives the
child freedom of expression. T18 also mentioned that she uses the questioning method
to give children a chance to express themselves because some children may not be able
to do so without asking questions. Another reason why teachers use the questioning
method is to arouse children’s interest. Six of the teachers (28,6%) mentioned they ask
questions for this purpose. For example, T6 expressed that she does not ask any
questions to assess children’s knowledge; she asks questions to arouse children’s
curiosity about the topic. Some of the participant teachers (n=8, 38,1%) stated that
they use questioning as a teaching method to assess what children know related to the
concept or issue. T21 claimed that she asks questions ‘to understand what is going on
with the activity,” so she asks questions to assess what children know about the current
issue. Assessing what children remember fell under goal relevance. One-third of the
teachers (n=7, 33,3%) reported that they use questions to assess what children
remember. For example, T11 claimed that she uses the questioning method to repeat
information or to remind children of certain information. She asks questions and, based
on the children’s responses, she assesses what children remember. Some of the
teachers (n=7, 33,3%) reported that they use questions due to relaying information.
They generally emphasized that to reach objectives, they use the questioning method.
For example, T4 claimed that she asks children questions to add new information to
their learning or teach them a different perspective. A considerable number of
participants (n=17, 80,9%) noted that they ask questions as a tool for children to share
their feelings. For example, T3 expressed that she uses the questioning method to elicit
and understand their feelings. Moreover, T9 claimed that she uses the questioning
method to learn children’s feelings after learning activities. Attracting attention was
another code under the goal relevance category. Some of the participants (n=6, 28,6%)
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reported that they used the questioning method to attract children’s attention in the
activities. For example, T6 claimed that she usually asks questions to get children’s
attention before starting the activity or before saying critical things related to the
activity concepts.

Issues to be considered while asking questions were another category and
reported by teachers with three codes, namely (1) gestures and facial expressions, (2)
class dynamics, and (3) giving voice to all children. When the teachers’ self-reported
practices based on gestures and facial expressions were reviewed, three teachers
(14,3%) reported they use their mimics and gestures while asking questions to
children. For example, T2 claimed that she opens her eyes widely and asks questions.
In this way, she believes children more pay attention to the question. T4 also
emphasized that using gestures and facial expressions while asking questions may
increase children’s curiosity towards the question. Class dynamics was another code
that fell under issues to be considered while asking questions. Some of the teachers
(n=8, 38,1%) reported that they consider class dynamics while asking questions. T16
claimed that each child has different developmental levels in the same class. She gave
the example of a newcomer in class as opposed to another seasoned child and
emphasized the importance of class dynamics while asking questions. Finally, some
of the teachers (n=4, 19%) talked about giving voice to all children after asking
questions. For example, T19 emphasized that she pays attention to asking questions to

the whole class rather than individually.

4.2.2.4. Waiting Time

The self-reported practices of the preschool teachers were examined regarding
the waiting time component of the questioning cycle. As seen in Table 4.22, there were
two views: (1) the waiting time is not appropriate for the preschool age group, and (2)
there should be a waiting time after asking the question. Descriptive findings can be
seen in Table 4.22.

125



Table 4.22

Descriptive Findings Regarding Waiting Time

Waiting Time N %
the waiting time is not 10 47,6
appropriate

there should be a waiting time 8 38,1
no opinion 3 14,3

As shown in Table 4.22, teachers reported two different practices regarding the
waiting time component of the questioning cycle. While some thought that the waiting
time after asking questions should be in preschool classes, others stated that it is not
appropriate for preschoolers after asking questions. A few teachers confessed that they
did not have any information about waiting time. Table 4.23 demonstrates quotations
based on teachers’ self-reported practices regarding waiting time.

Table 4.23

Teachers’ Self-Reported Practices on Waiting Time

Theme Codes Example Quotations from Participants

Children’s attention span is very limited, especially in the
younger age group. Before you even put the question

I;eevi\;a:g,:g mark, the child answers. | believe it should be like this.
ADDroDriate Children should share their thoughts immediately. When
(r?flor)) they think about it, different things come to mind. For

instance, you talk about socks. She/he calls you a dog.

(3]

g Yes, preschool is like this (Laughs). (T7)

S There should | wait after as!qng questul)lns. Well, | say, Thlnk_about it.

'S be a waitin In fact, sometimes | say, "Close your eyes. Imagine, what

= . g would it be like?" I give 1-2 minutes to think about the
time (n=8)

question. (T14)

When | ask a question, should I wait? I really have no
No opinion idea. Maybe | need to do some research on this. | am not
(n=3) at all sure. I am not aware of what | am doing while I am
doing the activity, really (Laughs). (T16)
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The waiting time component of the questioning cycle, as comprehended by
teachers, is classified under three codes, namely, the waiting time is not appropriate,
there should be waiting time, and no opinion. About half of the participant teachers
(n=10, 47,6%) said that waiting for a while after asking questions might be difficult
for preschoolers. Teachers claimed that children in this age group tend to express their
thoughts immediately, unlike older age groups. Along the same lines, T7 mentioned
children’s limited attention span. She said that children immediately respond to the
questions — ‘before the teacher even puts the question mark, the children put the full
stop.” Another teacher (T21) also claimed that when she asks questions, children raise
their fingers immediately and want to give an answer. Teachers who stated ‘waiting
time is not appropriate’ added that they do not use waiting time after asking questions
for this reason. The code ‘There should be waiting time’ was also classified under the
waiting time theme. Eight of the participant teachers (38,1%) mentioned the necessity
of waiting time. They emphasized that better answers may be obtained by allowing the
children to wait. For example, T4 said that when the waiting time is allowed, children
get the opportunity to learn. In this sense, she emphasized that waiting time is critical
for preschoolers. T14 reported her waiting time practices. She reported to say to the
children, ‘Close your eyes, and think about your responses for a while.” Three of the
teachers (14,3%) mentioned they had no idea about the waiting time component of the
questioning cycle. For example, T16 claimed that she was not sure about waiting time

after asking questions, and she wanted to learn about it.

4.2.2.5. Listening to the Response

Data about listening to the response of the questioning cycle were coded by
asking, “After asking questions, what do you pay attention to while children respond?
Do you listen to them? If yes, while listening, what do you pay attention to?”” Preschool
teachers reported codes related to the listening to the response component. In Table

4.24, these codes’ descriptive analysis is demonstrated.
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Table 4.24

Descriptive Analysis on Listening to The Response

Listening to the Response N %

active listening 8 38,1
give voice to all children 7 33,3
no opinion 6 28,6

Preschool teachers who participated in the study mentioned (1) encouraging

children to share their thoughts and opinions by active listening, (2) giving voice to all

children while listening to their responses, and (3) having no opinion regarding

listening to the response. Example quotations from participants are listed in Table 4.25.

Table 4.25

Teachers’ Self-Reported Practices on Listening to the Response

Theme Codes Example Quotations from Participants
Active When using t_h_e quest_ioning method, | want chi!dren to
listening answer by raising their hands. That way, | can listen .to
(n=8) them one by one. | can understand what they are saying.
§ (T10)
§ While using the questioning method, | never ask one or
e Give voice two children. What do | always do? | ask the question to
2 to all all the children and get a mix of answers from them.
5 children Then, it turns into brainstorming. It is necessary to give
2 (n=7) every child the opportunity to say; | am here. | listen to
g each of them. (T4)
3 If you have asked a question, you should listen to the
No opinion response. Therefore, | am not sure whether there is a
(n=6) specific emphasis in the questioning method on listening

to the response. | have no idea about it. (T1)

Teachers reported several matters regarding listening to the response

component of the questioning cycle. Active listening fell under listening to the

response. Eight teachers (38,1%) mentioned the importance of active listening after
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asking questions. These teachers emphasized that to understand what children are
saying, they should listen to them carefully and try to understand them. T7 and T10
conveyed their opinions by highlighting the importance of listening to children’s
responses carefully. As T7 claimed, she assesses children’s responses while listening
to them actively, and she understands what the child is telling the teacher. Also, T10
mentioned that while using the questioning method, she ‘wants children to respond by
raising their hands.’ In this way, she claimed she could listen actively to each child.
One-third of the teachers (n=7, 33,3%) emphasized the importance of giving children
a voice after asking questions and while listening to their responses. They also
highlighted that children’s opinions and ideas are valued. For example, T4 mentioned
the ‘necessity of giving every child the opportunity to have a voice and added that she
never directs her questions to one or two children but all of them and gets a mix of
responses. T9 emphasized the principle of listening to all children, and she added that
children could learn by listening to each other after the teacher asks a question. Six of
the teachers (28,6%) mentioned that they had no idea about listening to the response
and that they were not informed about listening to the response in the questioning

method.

4.2.2.6. Assessing the Response

The self-reported practices of the preschool teachers were investigated based
on assessing the response component of the questioning cycle as well. Teachers

reported their practices, and descriptive analyses are demonstrated in Table 4.26.

Table 4.26

Descriptive Analysis Regarding Assessing the Response

Assessing the Response N %

not necessary the assess the response 5 23,8
necessary the assess the response 10 47,6
no opinion 6 28,6
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Teachers have three views on assessing the response: (1) not necessary to
assess the response, (2) necessary to assess the response, and (3) no opinion. Simply
put, although some of the teachers reported assessing children’s responses, some of
them mentioned that they do not do this. On the other hand, six of the participants
(28,6%) did not report their practices because they mentioned they had no opinion

about assessing the response. Their quotations are given in Table 4.27.

Table 4.27

Teachers’ Self-Reported Practices on Assessing the Response

Theme Codes Example Quotations from Participants

Let us say we have an answer. We should not assess the
answer. There is no right or wrong response. What
would you assess? Even as we teach numbers, we say to
the child, "What can you design using the number 9?"

Not necessary
to assess the

o res_ponse For instance, the child draws a rabbit or a teddy bear.

17 (n—5) " . "

S You cannot say, "Oh, you did not learn number 9," So
§ we should not assess the response. (T9)

E I have a whiteboard. | always write on this board. What
= Necessary to  responses were received to the questions | asked at the
% assess the beginning of the activity? How well did the children

2 response learn the subject? At the end of the activity, | also write
< (n=10) the answers to the questions. This is an excellent

assessment of children’s responses. (T15)

I honestly have no idea about assessing the response
component. | would like to learn. | should read your
thesis, right? (Laughs.) (T20)

No opinion
(n=6)

Five of the teachers (23,8%) who participated in the interview said they do not
assess children’s responses after asking questions because this may mean asking
closed-ended questions. For example, T9 claimed there is no right or wrong response
to the questions, so she does not assess children’s responses. Moreover, some of the
participants doubted how they would assess a response that may differ from child to
child. The necessity of assessing the response fell under assessing the response.
Approximately half of the teachers (n=10, 47,6%) emphasized the necessity of

assessing children’s responses. Through assessing, they can analyze whether the
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objectives have been achieved or not. They also stressed that assessing the response
can act as beneficial feedback for teachers. For example, T1 reported that she takes
children’s responses as notes, and based on these notes, she makes inferences about
children’s developments. Further, T15 mentioned she has a whiteboard, and she writes
children’s responses on the board. In this way, she may assess children’s responses.
Six of the teachers (28,6%) reported they had no opinion regarding assessing the
children’s responses in the questioning method. T20 said that she wants to learn about

assessing the response.

4.2.2.7. Follow-up Questions

When the researcher asked, “Imagine that you ask questions, and you do not
reach your goal, what would be another step? Do you use follow-up questions?” in the
interviews, teachers responded by mentioning certain matters. Table 4.28

demonstrates the descriptive analysis related to follow-up questions.

Table 4.28

Descriptive Analysis Regarding Follow-Up Questions

Follow-up Questions N %

allow children’s own questions 5 23,8
expand the topic 3 14,3
make the topic understandable 6 28,6
no response 7 33,3

Follow-up questions perceived by teachers were categorized under four codes:
(1) children’s own questions, (2) expanding the topic, and (3) making the current topic
understandable. Some of the participant teachers did not voice their self-reported

practices about follow-up questions. Related quotations are given in Table 4.29.
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Table 4.29

Teachers’ Self-Reported Practices on Follow-Up Questions

Theme Codes Example Quotations from Participants

When we use the questioning method, we perceive it as a
method applied only by the teacher, right? No, look at
the other side now. The person who is asking is a child.
The person who should answer is a teacher. We must
allow this, too, as teachers. | ask my questions, and |
need to listen to the child. What does she/he say to me?
Then, they ask me questions—an amazing process. (T5)

Allow children’s
questions (n=5)

Let us say we are discussing a topic with the children. |
Expand the topic ask them a question, and they give different responses.
(n=3) Then, | own this topic. | ask another question. We have
such a pleasant conversation between us. (T9)

Follow-Up Question

Now, | do not prefer to terminate the activity by just
Make the topic  asking one question. There should be additional follow-
understandable  up questions. Sometimes, the children do not understand
(n=6) the topic. I ask follow-up questions to make the topic
understandable. (T21)

Allowing children’s questions, asking follow-up questions to expand the topic,
and asking follow-up questions to make the topic more understandable fell under
‘follow-up questions.” Within the scope of asking follow-up questions, allowing
children’s own questions was one of these codes. Some teachers (n=5, 23,8%) talked
about giving children the opportunity to ask their own questions. For example, T5
reported this as an amazing process. She emphasized that questions asked by children
after the teacher's questions are as valuable as the teacher’s own follow-up questions.
So, she claimed children’s questions could also be categorized as follow-up questions.
Asking follow-up questions to expand the topic was another code. Three of the
teachers (14,3%) reported they used the follow-up questions to expand on the current
topic. As T9 mentioned, children’s responses guided the topic, and based on children’s
responses; she asked further questions. To make the topic more understandable was
another code that fell under follow-up questions. Some of the teachers who agreed to
participate in the interview (n=6, 28,6%) said they asked follow-up questions about

incomprehensible and misunderstood topics. For example, T21 claimed she asks
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follow-up questions so that children understand the related topic deeply. Seven of the

teachers (33,3%) did not answer the question.

4.2.3. Preschool Teachers’ Self Reports on Question Types

During the interviews, questions were asked to investigate teachers’ self-
reported practices regarding the question types: “Two question types are defined,
open-ended and closed-ended. What do you think about these two question types?
What question types do you use more? Why is that?”” The themes created for both
types as a result of these questions are explained in detail below. The themes and codes

are given in Figure 4.4.
Figure 4.4

Themes and Codes Regarding Question Types

- Definitions
- Advantages
- Open-ended Questions -
- Disadvantages
~  Fields of Usage

- Definitions

- Advantages
H Closed-ended questions -

Question Types

- Disadvantages

~  Fields of Usage

The Preferences of Question
Types

Teachers' Self-Reported Practices Regarding

4.2.3.1. Open-Ended Questions

Regarding open-ended questions, based on teachers’ self-reported practices,
the following codes were determined: (1) teachers’ definitions, (2) advantages, (3)
disadvantages, and (4) uses of open-ended questions. The detailed descriptive analysis

of teachers’ self-reported practices on open-ended questions is given in Table 4.30.
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Table 4.30

Descriptive Analysis Regarding Open-Ended Questions

Open-Ended Questions N %
Definitions of open-ended questions

self-expression 14 66,67
more than one answer 7 33,33

Advantages and disadvantages of open-ended questions

Advantages 21 100
Disadvantages 0 0
Uses of open-ended questions

sharing feelings 9 42,9
sharing understanding 5 23,8
sharing imaginings 7 33,3

Based on their self-reported practices, teachers defined open-ended questions
and mentioned their advantages. Lastly, they reported their practices regarding the use

areas of open-ended questions. Several quotations are given in Table 4.31.

Table 4.31

Teachers’ Self-Reported Practices on Open-Ended Questions

Theme Category Codes Example Quotations from Participants
In my opinion, an open-ended question
Self- can be defined as when the child answers
o expression the teacher with their sentences using
Definitions of _ . . .
ded (n=14) their logic and their world and expresses
g open-ende themselves with those sentences. (T13)
= questions ) _
8 I can define open-ended questions as
S More than one . .
=l questions that do not have a single
S answer (n=7)
3 answer but more than one answer. (T2)
[
“é Asking open-ended questions is more
é‘ Advantages and Advantages helpful for children. They develop their
disadvantages of (n=21) horizons and increase their creativity.
open-ended (T16)
questions Disadvantages

(n=0) (no response)

134



Table 4.31 (continued)
Theme Category Codes Example Quotations from Participants

| usually use open-ended questions to
understand what happens. For example,

0 fseiallir:]r;i (n=9) "You hit your friend. How would you

2 feel if the same thing happened to you?"
o S (T8).
o o
= 3 | use open-ended questions to see what
Sg’_ g Sharing children have understood about the topic.
3 % understanding For example, | say, "What do you think
g s (n=5) we are going to do with these materials?"
§_ z (T15). _
@) o Now, when | ask open-ended questions,

@ Sharing the children talk about their fantastic

> imaginings imagination. For example, | say: "If you

(n=7) were the boy in this story, what would

you do?" (T6).

The way participant teachers define question types does not mean that they
apply them according to these definitions. However, it is essential to know their
definitions before focusing on their self-reported practices. Teachers defined open-
ended questions as (1) an opportunity for self-expression and (2) a question that
includes more than one answer. When their definitions of open-ended questions were
examined, more than half of the teachers (n=14, 66,7%) defined them as questions
giving children the opportunity to ‘express themselves.” For example, T7 defined
open-ended questions as children’s ‘individual expressions.” Similarly, T13 defined
this question type as a tool for expressing themselves. Having more than one answer
was another definition that was coded. One-third of the teachers (n=7, 33,3%) defined
open-ended questions as questions with more than one answer. T16 defined that by
asking open-ended questions, she can get thousands of responses from children.
Moreover, T2 emphasized that open-ended questions do not have a single answer, and
she defined them as questions with more than one answer (see Table 4.31).

None of the teachers (n=0, 0%) reported any disadvantages for open-ended
questions. They stated that these questions have no disadvantages. On the other hand,
all of them (n=21, 100%) reported several advantages of open-ended questions based

on their practices. They mentioned that asking open-ended questions may increase
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children’s creativity. In this respect, they emphasized the effectiveness of this question
type. For example, T1 mentioned that open-ended questions are more helpful and can
develop children’s creative skills (see Table 4.31).

The participant teachers’ self-reported practices about the use areas of open-
ended questions were analyzed with respect to the classification (sharing feelings,
sharing understanding, sharing imaginings) proposed by MacNaughton and Williams
(2004). Several teachers mentioned that they asked questions to let children (1) share
their feelings, (2) share their understanding, and (3) share imaginings, as exemplified
in Table 4.31. Nearly half of the teachers (n=9, 42,8%) mentioned they used open-
ended questions to provide opportunities for children to share their feelings. For
example, T10 expressed that she used open-ended questions to enable young learners
to express their feelings. T8 also reported that asking open-ended questions creates an
opportunity to understand how children feel about a given circumstance. She
exemplified the circumstance in which a child who hit her/his friend shared her/his
feelings. Sharing understanding was reported as another use area for open-ended
guestions. Five of the participants (23,8%) mentioned that they used open-ended
questions so that children could share their understanding of the activity or topic. For
example, T15 claimed that she uses open-ended questions to see children’s
understandings of the topic. Some of the teachers (n=7, 33,3%) also stated that they
asked open-ended questions for children to share their imaginings. As T6 reported,
teachers can ask open-ended questions to enable children to share their imaginings. As

an example, she provided questions she asked about a story.

4.2.3.2. Closed-Ended Questions
Regarding closed-ended questions, (1) definitions by teachers, (2) the

advantages and disadvantages of such questions, and (3) their use areas were

mentioned. Descriptive analyses are shown in Table 4.32.
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Table 4.32

Descriptive Analysis Regarding Closed-Ended Questions

Closed-Ended Questions N %

Definitions of closed-ended questions

one answer 10 47,6

predictable 5 23,8

short and clear 6 28,6

Advantages and disadvantages of closed-ended questions

Advantages 3 14,3
school readiness 2 9,5
listening comprehension 1 4,8

Disadvantages 12 57,1
ineffective 12 57,1

Uses of closed-ended questions

recalling experiences 4 19

recalling facts 16 76,2

time limitation 1 4,8

Based on teachers’ self-reported practices, their definitions of closed-ended
questions and the advantages and disadvantages of this question type were derived.
The teachers also reported practices demonstrating the different use areas of closed-

ended questions. The quotations are given in Table 4.33.
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When teachers were asked what closed-ended questions are, three codes
appeared: They (1) have a single answer, (2) a predictable answer, and (3) a short and
clear answer. Having a single answer fell under one of the definitions of a closed-
ended question. Approximately half of the teachers (n=10, 47,6%) reported that a
closed-ended question has one certain answer. For example, one of the participants
defined that “When we say closed-ended question, what comes to mind is a single-
answer question” (T5). T17 defined this question type as one which has a definite
answer like two plus two makes four. Another classification regarding the definition
of closed-ended questions was having a predictable answer. Five of the teachers
(23,81%) reported that responses to closed-ended questions are predictable. As T4
stated, based on her practices, the teacher has a prespecified response to the closed-
ended question, and she wants to hear it from the child. This means that teachers can
predict the responses to closed-ended questions. Correspondingly, T18 also repeated
that closed-ended questions have predictable answers, such as the answer to the
question ‘What is the weather like in winter?’. Once again, the teacher can predict
children’s answers. Having a short and clear answer was another definition that was
coded under the definition of closed-ended questions. Several teachers (n=6, 28,6%)
defined closed-ended questions as those with short and clear answers. For example,
T15 said: ‘This is a pencil® is a clear answer; such a statement answers questions
defined as closed-ended (see Table 4.33).

The advantages and disadvantages of closed-ended questions perceived by
teachers were classified under several codes. Three of the teachers (14,3%) who
participated in the interview mentioned the advantages of asking closed-ended
guestions by mentioning aspects of school readiness and listening comprehension.
Two teachers (9,5%) mentioned the advantages of closed-ended questions in relation
to school readiness. For example, T10 emphasized that she prepares young students
for primary school, so she emphasized the necessity of using closed-ended questions
to prepare them. Regarding the advantages of closed-ended questions, one of the
teachers (T2) highlighted the importance of children’s listening comprehension skills.
To develop this skill, she claimed that closed-ended questions were valuable. Six of
the teachers (28,6%) reported neither advantages nor disadvantages of closed-ended
questions. Most teachers (n=12, 57,1%) reported, based on their practices, that closed-
ended questions have certain disadvantages. All of them mentioned the ineffectiveness
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of closed-ended questions as a disadvantage. For example, T1 claimed that as closed-
ended questions have a limited effect on children’s development, she does not prefer
to use this question type. Similarly, T9 mentioned that closed-ended questions should
not be preferred for preschoolers because asking them might be ineffective. She gave
the question ‘Is this red?’ as an example, and she emphasized its worthlessness (see
Table 4.33).

The participant teachers' self-reported practices were also analyzed regarding
the use areas of closed-ended questions. The analysis was based on MacNaughton and
Williams (2004)’s classification (recalling experiences and recalling facts). Therefore,
the codes were created as follows: (1) recalling experiences, (2) recalling facts, and
(3) time limitation. Asking closed-ended questions for recalling past experiences is
one of the fields of use. Four of the teachers (19%) reported that they used closed-
ended questions to help children recall their experiences. For example, T14 mentioned
she used closed-ended questions to learn children’s past experiences. Most of the
teachers (n=16, 76,2%) described that they used closed-ended questions to remember
a fact or a situation. For example, T1 said that as she prepared science activities, she
used such questions to get feedback from children, such as ‘do children remember the
names of planets?’ Time limitation was another code that fell under the use area of
closed-ended questions. One of the teachers (4,8%) pointed out that she used closed-
ended questions due to limited time. T2 reported that activity times could sometimes
be limited, so she prefers closed-ended questions which bring rapid responses (see
Table 4.33).

4.2.3.3. Teachers’ Preferences Regarding Question Types

When asked "Which question type do you prefer to use during the activities?"
the teachers who participated in the study answered as follows: (1) It depends on the
activity, (2) It depends on the children’s answers, (3) | prefer open-ended questions,
and (4) | prefer a balanced combination of open-ended and closed-ended questions, as
demonstrated in Table 4.34.
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Table 4.34

Descriptive Analysis Regarding Preferences of Question Types

The Preference of Question Types N %
depends on activity 2 9,5
depends on the children’s answers 4 19
open-ended 12 57,2
closed-ended 0 0

open-ended and closed-ended used in a balanced 143
combination ’

According to teachers’ self-reported practices, while some of them base their
preference on the activity type or children’s answers, others prefer to ask open-ended
questions rather than closed-ended ones. Example quotations from participants from

the interviews can be seen in Table 4.35.
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Teachers said that their preferences of question types depend on circumstances.
Two teachers (9,5%) reported that they prefer question types based on the activity. For
example, T17 mentioned that she preferred to use closed-ended questions while
checking children’s knowledge, especially during math activities. In science or art
activities, she reported that she preferred to use open-ended questions. Four teachers
who participated in the interview (19%) said that the preference of question types
should be based on children’s answers. That is, the child might give open-ended
answers, which seem to be closed-ended ones. As T21 reported, when she asks closed-
ended questions, children may share their thoughts as if she was asking open-ended
questions. More than half of the teachers (n=12, 57,2%) reported they preferred to ask
open-ended questions in their practices. For example, T13 defined her aim as to
perform the best available teaching for children; for this reason, she stated that she
preferred to ask open-ended questions. None of the teachers (n=0, 0%) with whom the
interview was conducted said they preferred to ask closed-ended questions. Three
teachers (14,3%) reported that closed-ended and open-ended questions should be
asked in balance. For example, T12 claimed that she preferred to use closed-ended and
open-ended questions equally, and she added that to achieve goals, these two question
types should be asked together in activities.

4.3. Commonalities and Differences among Teacher’s Beliefs and Their Self-

Reported Practices

In this section of the study, the survey and interview findings were confirmed,
disconfirmed, or expanded on each other. In total, 363 preschool teachers’ beliefs and
21 preschool teachers’ self-reported practices were organized and compared based on

their commonalities and differences.

4.3.1. General Use of Questioning

One of the sub-research questions of this study was to investigate the
commonalities and differences among preschool teachers’ beliefs and self-reported
practices regarding the general use of the questioning method. There is one item in the
survey, and the teachers responded by stating that preschool teachers frequently use

the questioning method in their activities. In the interview, the teachers specified the
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activity types where they used the questioning method. Therefore, the self-reports of

teachers’ practices elaborated on their beliefs.

Table 4.36

General Use of Questioning in Activities

. Interview

Types of Activity N %

Drama 6 28,6
Language 19 90,5
Science 13 61,9
Field Trip 0 0

Literacy 4 19,1
Math 3 14,3
Art 2 9,5
Play 3 14,3
Music 3 14,3
Movement 1 4,8

As demonstrated in Table 4.36, 90.5% of the teachers reported that they
commonly used the questioning method in language activities. None of the teachers
mentioned the use of the questioning method in field trip activities. All in all, teachers
revealed in their self-reports that they use the questioning method in line with their
beliefs. When their self-reported practices were probed, the teachers reported that
while they frequently used the questioning method in some activities (language,

science, and so on), they used it less in other activities (field trip, movement, and art).

4.3.2. Planning Questions

The second sub-research question of this study was to investigate preschool
teachers’ questioning strategies in the context of the questioning cycle. The researcher
collected data through quantitative and qualitative instruments. Firstly, during the data
collection process, the teachers filled out the Likert-scale type survey. For the first

component of the questioning cycle (planning questions), preschool teachers’ beliefs
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were investigated through several items. Secondly, teachers’ self-reported practices
were investigated through interviews. During the interviews, teachers reported their
general understanding and mentioned some considerations. Even if teachers normally
plan questions in their minds, they also mention several issues that they consider while
planning their questions, as well as certain developmental considerations.

Consequently, there were some differences between the survey and interview
findings. Most of the survey participants (n=256, 71,5%) believed that preschool
teachers always or often plan their questions. However, few of the interview
participants (n=5, 23,8%) reported to plan their questions, while most of them (n=16,
76,2%) reported not to do so. In other words, teachers believe preschool teachers
should plan their questions, but most of the interview participants reported they did
not plan them. The survey and interview findings had notable differences, as shown in
Table 4.37.

Table 4.37

Comparison of Planning Questions

) ) Survey Interview

Planning Question
N* % N** %

General Understandings
Planning Questions 256 71,5 5 23,8
No Planning Questions 7 1,9 16 76,2
Developmental Considerations
Individual differences and needs 330 91,4 20 95,2
Issues to be Considered
Structure of questions 87 24,1 6 28,6

* The number of survey participants who chose always, often, or never for no planning.
** The number of interview participants who mentioned the related items.

On the other hand, there was a commonality between the interview and survey
findings regarding developmental considerations while planning questions. During the
interviews, although the teachers claimed not to plan their questions, they said they
considered children’s developments. For instance, the teachers who participated in the

survey believed that preschool teachers always or often consider children’s differences
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and needs (n=330, %91,4). Parallel to this finding, participants who were interviewed
also reported that children’s differences and needs should be taken into account when
planning questions (n=20, 95,2%), as shown in Table 4.37.

Issues to be considered was another common code that fell under the planning
questions component in teachers’ beliefs and self-reported practices. In the survey,
teachers stated their beliefs about searching for possible answers and valuing word
count. In the interviews, teachers mentioned the structure (simple and clear) and
question types. In this context, the structure of the questions and the word count of the
questions may be compared. As demonstrated in Table 4.37, preschool teachers’
beliefs and self-reported practices about issues considered while planning questions
have commonalities. While 24,1% of the survey participants believed preschool
teachers value the word count of questions, 28,6% of interview participants reported

to plan simple and clear questions.

4.3.3. Asking Questions

There are differences and commonalities between teachers’ beliefs and self-
reported practices in the ‘asking questions’ component of the questioning cycle as
well. For instance, although most teachers believed that teachers (n=326, 90,3%) ask
questions to arouse children’s interest, only 28,6% of the total interview participants
stated that they actually did so. On the other hand, there is a commonality between
teacher beliefs and self-reported practices regarding the ‘sharing their feelings’ code,
as shown in Table 4.38. The survey participants believed that preschool teachers ask
questions so that children can share their feelings (n=308, 85,3%). Teachers’ self-
reported practices also show that they ask questions to enable children to share their
feelings (=17, 80,9%). During the interviews, the teachers also reported that they ask
guestions because questions allow children to express themselves, help the teacher to
assess what information the children can remember and to attract their attention (see
Table 4.38).

147



Table 4.38

Comparison of Asking Questions

) ] Survey Interview

Asking Question
N* % N** %

Goal Relevance
arousing interest 326 90,3 6 28,6
relaying information 304 84,2 7 33,3
assessing the things children know 312 86,4 8 38,1
sharing their feelings 308 85,3 17 80,9
Issues Considered
recognizing all children 307 85 4 19

* The number of survey participants who chose always or often.
** The number of interview participants who mentioned the related items.

Preschool teachers’ beliefs and self-reported practices about asking questions were
compared based on the issues considered while asking questions. Teachers’ beliefs
showed that most teachers (86,4%) think preschool teachers always or often have full
knowledge of the questions that they ask. However, none of the teachers mentioned
this item during the interviews. Also, although most survey participants (85%) claimed
that preschool teachers recognize all children while asking questions, only four of the

total interview participants (19%) touched on this issue, as seen in Table 4.38.

4.3.4. Waiting Time

Another component of the questioning cycle is waiting time. Three hundred sixty-
one in-service preschool teachers’ beliefs and 21 preschool teachers’ self-reported
practices were investigated regarding waiting time. A comparison of the findings
showed that teachers’ beliefs and their self-reported practices have some differences.
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Table 4.39

Comparison of Waiting Time

" . Survey Interview
Waiting Time
N* % N %
Yes to Waiting Time 318 88 8 38,1
No to Waiting Time 1 0,3 10 47,6

* “Yes to Waiting Time’ demonstrates the number of participants who chose always
or often. Conversely, ‘No to Waiting Time’ demonstrates the number of participants
who chose never.

Although teacher beliefs claimed that most preschool teachers (n=318, 88%)
always or often give children time to think after asking a question, their self-reported
practices (n=10, 47,6%) demonstrated that waiting time is not appropriate for

preschoolers, as shown in Table 4.39.

4.3.5. Listening to the Response

Data on listening to the response were also collected through surveys and
interviews. In this dimension, teacher beliefs and self-reported practices seem to have
commonalities.

Table 4.40

Comparison of Listening to the Response

) . Survey Interview
Listening to the Response
N* % N %
Listening to the Response 245 67,9 15 71,4
No opinion - - 6 28,6

* The number of participants who chose always or often.

The survey showed that more than half of the participants (n=245, 67,9%) believed
preschool teachers always or often listen to children’s responses and consider whether
the question is understood or not. Parallel to these beliefs, the interviews showed that
most teachers (n=15, 71,4%) reported the importance of active listening and giving
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voice to all children after asking a question and listening to them carefully. On the
other hand, approximately thirty percent of the participants (n=6) did not share any

opinion on listening to the response, as shown in Table 4.40.

4.3.6. Assessing the Response

Another component of the questioning cycle is assessing the response. Teachers’
beliefs demonstrated that preschool teachers always or often (n=327, 90,4%) give
feedback to children’s responses and assess their responses. There was a partial
commonality between teachers’ beliefs and self-reported practices here. Nearly half of
the teachers who participated in the interview (n=10, 47,6%) reported the necessity of
assessing the children’s responses. On the other hand, although there is one participant
who believed preschool teachers never assess children’s responses after asking
questions, in the interview, there were 5 participants out of 21 (23,8%) who reported

their practices that they did not assess children’s responses as seen in Table 4.41.

Table 4.41

Comparison of Assessing the Response

) Survey Interview
Assessing the Response
N* % N %
Necessary assess the response 327 90,4 10 47,6
Not necessary to assess the response 1 0,3 S 23,8
No opinion - - 6 28,6

* ‘Necessary to assess the response’ shows the number of participants who chose
always or often. ‘Not necessary to assess the response’ shows the number of
participants who chose never.

4.3.7. Follow-up Questions

An analysis of follow-up questions showed similarities between teacher beliefs and
self-reported practices regarding these questions. In the survey part, approximately 65
percent of the survey participants (n=235) believed preschool teachers always or often
let children ask questions to extend the topic. Similarly, in the interview part of the

research, more than half of the teachers (n=14, 66,7%) reported the necessity of asking
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follow-up questions. They mentioned the importance of letting the children ask their
own questions, asking follow-up questions to expand the topic and make it more
understandable, as demonstrated in Table 4.42. All in all, there was a commonality

between teachers’ beliefs and self-reported practices regarding follow-up questions.

Table 4.42

Follow-up Questions

) Survey Interview
Follow-up Questions
N* % N %
Yes to follow-up questions 235 65,1 14 66,7
No to follow-up questions 19 53 - -
No opinion - - 7 33,3

* ‘Yes to follow-up questions’ shows the number of participants who chose always or
often. ‘No to follow-up questions’ shows the number of participants who chose never.

4.3.8. Question Types

The second sub-research question of the third research question was related to
teacher beliefs and self-reported practices on question types (open-ended and closed-
ended). To compare these, the researcher collected data from the surveys and
interviews.

Table 4.43

Question Types

. Survey Interview
Question Types
N* % N** %
open-ended 304 84,2 12 57,2
closed-ended 35 9,7 0 0
balanced 52 144 3 14,3

* The number of participants who responded to the survey as always or often.
** The number of participants who mentioned their preferences.

In the survey part of the research, most participant teachers (n=304, 84,2%)
believed preschool teachers always or often ask open-ended questions. On the other
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hand, few of the participant teachers (n=35, 9,7%) chose closed-ended questions. In
other words, most of them (n=263, 72,8%) believed preschool teachers never or rarely
use closed-ended questions. This result was parallel with teachers’ self-reported
practices as more than half (n=12, 57,2%) in the interviews reported to ask open-ended
questions. No teacher reported to ask closed-ended questions, as demonstrated in Table
4.43.

4.3.9. Summary of Commonalities and Differences

In summary, the findings indicated that the preschool teachers who participated
in the study appeared to have commonalities in their self-reported practices (interview)
and beliefs (survey) regarding listening to the response and follow-up questions. In
addition, their beliefs (survey) and self-reported practices (interview) about asking
questions, question types, and assessing the response can be interpreted as having
partial commonalities. However, the survey and self-reported practices of the
participant teachers about planning questions and waiting time seemed to differ, as
shown in Table 4.44.

Table 4.44

Summary Table Regarding Commonalities and Differences

Survey (Beliefs) — Interview (Self-Reported

Themes Practices)

Planning questions Differences

Asking questions Partial commonalities
Waiting time Differences

Listening to the response Commonalities
Assessing the response Partial commonalities
Follow-up questions Commonalities
Question types Partial commonalities
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CHAPTER 5

CONCLUSIONS AND DISCUSSION

This study aimed to investigate preschool teachers’ beliefs and their self-reported
practices regarding the use of questioning (question types and questioning cycle) as a
teaching method and to explore the commonalities and differences between their
beliefs and self-reported practices within the scope of the research questions. In
accordance with these purposes, this chapter interpreted the findings and conclusions,
discussed them in light of previous studies and related literature, described the
implications of the findings in educational settings, and offered recommendations for

future studies by considering the study limitations.

5.1. Teachers’ Beliefs Regarding Questioning Method, Questioning Cycle, and

Question Types

The findings concerning the first research question were discussed in terms of
preschool teachers’ general use of questioning as a teaching method and its strategies:
questioning cycle (planning questions, asking questions, waiting time, listening to the
response, assessing the response, follow-up questions) and question types (open-ended

and closed-ended).

5.1.1. General Use of Questioning Method

Participant teachers were asked whether preschool teachers use the questioning
method, revealing that the preschool teachers frequently (M=4,36) use it with
reference to survey reports. Namely, participant teachers believed that preschool
teachers ask a certain number of questions during a school day. This finding is in line

with studies conducted on the nature of effective and quality teaching. For instance,
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Albergaria-Almeida (2010) investigated the number of questions teachers asked in the
classroom and found that the teachers spent more than 50% of their class time with the
questioning method, asking approximately 300 to 400 questions each day. Golli
(2018) also examined teaching methods that are preferred by preschool teachers in
Turkey. She found that preschool teachers (70%) frequently preferred to use the
questioning method in their activities. In the national context, the Early Childhood
Education Program (MoNE, 2013) also included a part that covered questions.
Preschool teachers in Turkey are responsible for planning and asking these questions.
In line with the studies conducted (e.g., Bay, 2020; Ross, 1860; Wilen, 1991) and in
accordance with the nature of quality and effective teaching (e.g., Chin & Osborne,
2008; Taba, 1966; J. A. Walsh & Sattes, 2005), teachers who took part in the current
study believed that preschool teachers very often use the questioning method in the

learning and teaching process.

5.1.2. Planning Questions

Walsh and Sattes (2005) underlined that the teachers should plan their questions
before asking them—by doing so, they can consider the questions’ purpose and content
and the children’s cognitive levels. In the current study, the researcher examined
teachers’ beliefs as to whether preschool teachers planned questions or not and
whether they considered children’s development and specific issues while planning
them. Specifically, teachers’ planning of questions was examined in three sub-groups:
General understandings of planning questions, issues considered, and developmental
considerations.

Referring to the survey report, the participant teachers generally believed that
preschool teachers plan their questions before asking them (M=4,01). Related to this
finding, Fusco (2012) and MacNaughton and Williams (2004) also stated that teachers
should plan their questions. Haynes (2010) also emphasized the necessity of planning
questions while designing an activity plan, and he stressed that teachers should plan
learning and assessment of the activity effectively. In Turkey, planning questions are
specified as a necessary part of the national early childhood education program, so

preschool teachers are required to write down questions in their activity plans (MoNE,
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2014). In this respect, teachers may believe preschool teachers should plan their
questions.

While planning questions, the participants reported that preschool teachers
sometimes considered some issues such as the word count, searching for answers, and
so on (M=3,40). In the related literature, the questions’ word count (using a limited
number of words) and planning their level from simple to complex are important
factors to be considered to create effective early learning skills (Fusco, 2012;
MacNaughton & Williams, 2004). However, according to the participants, preschool
teachers consider the word count of the questions less while planning questions. Their
beliefs in not considering the word count of the questions might be related to the
teachers’ knowledge of children’s language development (Phillips et al., 2020) or their
knowledge of the nature of structuring the questions. Hence, as Phillips found,
preschool teachers who are knowledgeable regarding early language development are
likelier to know how to create effective questions, including appropriate word count.

There may be a gap between the teachers’ beliefs concerning developmental areas
(e.g., language development) and their relationship with the questions asked
(Meacham et al., 2014). In the current study, the participant teachers were found to
believe that preschool teachers considered children’s areas, such as their differences,
needs, and so on (M=4,15) while planning their questions. This finding is in line with
previous studies, which found that preschoolers’ developmental skills can be improved
if their teachers’ questions are planned considering their current ability level. It is also
known that using open-ended questions in sociodramatic play prevents some of the
preschoolers’ engagement in the activity because children do not answer these
questions, and preschool teachers should therefore consider each child’s needs and
developments (Combs, 2009).

Accordingly, as per the participant teachers’ beliefs regarding planning questions,
preschool teachers need to consider children’s developmental levels and pay less
attention to the word count of their questions. This offers clues about the participant
teachers’ understanding of the nature of planning questions. This understanding might
be affected by some policies because preschool teachers must plan their questions
before conducting the activities (e.g., Haynes, 2010; MoNE, 2014).
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5.1.3. Asking Questions

Wallace and Hurst (2009) analyzed the findings of studies from three different
years (1967, 1987, and 2007) and listed teachers’ purposes for asking questions. They
found that the teachers asked questions in those years to assess children, check
children’s current levels, encourage their thoughts, enhance their learning, and
measure the effectiveness of their teaching. This study defined the purpose of asking
questions as teachers’ goal relevance. The mean scores calculated for the goal
relevance sub-group (M=4,36) revealed that preschool teachers frequently asked
questions to promote children’s interests and curiosity, assess them, examine their
current knowledge, and understand their feelings. In other words, teachers believe
preschool teachers use the questioning method for assessing, promoting, and
understanding preschoolers’ feelings. In Turkey, the Early Childhood Education
Program also includes these question types (MoNE, 2013). Preschool teachers should
follow this program, so asking questions for assessing and understanding feelings
might be reasonable. For example, in the ECEP, teachers are obliged to plan affective
questions to understand children’s feelings about the activity. For this reason, previous
studies and the findings of this study overlap with each other.

Besides goal relevance contexts, the issues considered while asking questions were
also examined. On the basis of teachers’ beliefs, the preschool teachers generally
(M=4,33) considered some issues while asking questions: posing the questions to the
whole class and investigating the possible responses. MacNaughton and Williams
(2004) recommended that preschool teachers ask questions individually rather than to
the whole class. This is because each child’s developmental needs can be different,
and preschoolers can better pay attention when asked questions prefaced by their
names. However, according to the findings of this study, preschool teachers ask
questions to the whole class. This is in line with Walsh and Sattes (2004), who
emphasized the effectiveness of asking questions to the whole class for older class
levels, such as high school students. However, in the early years, children have
different reasoning and learning abilities. For example, while a three-year-old child
may not distinguish between the true color of the milk and its appearance in the red
glass, another child at the age of four may realize that this color distinction comes from

the characteristics of the glass. Alternatively, a different three-year-old may be aware
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that the color of milk is white. She/he may realize that the reason why it appears red
is the color of the glass. (Bullock et al., 2009). Therefore, the questions of the teachers
ask the individuals themselves are more important in the preschool learning
environment. The tendency of teachers to ask questions to the whole class, found in
the current study, can be explained by the collectivist culture adopted by Turkish
teachers. In this context, Kagit¢ibasi (1997) mentioned that Turkish culture is not
individualistic but collectivist, and Toker Gok¢e and Oguz (2015) also emphasized
that teachers who live in Turkey adopted collectivist culture. Therefore, in the current
study, findings can be interpreted that teachers who adopt collectivist culture pose their
questions to the whole class, as expected.

In the present study, teachers’ beliefs about asking questions, considering teachers’
goal relevance, were similar to previous studies (e.g., Ross, 1860; Wallace & Hurst,
2009), but asking the whole class was not in line with MacNaughton and Williams
(2004)’s suggestions. At this point, MacNaughton and Williams's (2004) offers were
for early childhood education levels, while Walsh and Sattes's (2004)
recommendations were for older children. In this case, the findings of this study may
mean that participant teachers reported that preschool teachers to ask questions a little
further from what is developmentally appropriate and MacNaughton and Williams

(2004)’s suggestions.

5.1.4. Waiting Time

After asking questions, waiting for a while increases questioning effectiveness
(e.g., Fusco, 2012; Rowe, 1978). Participant teachers were asked about preschool
teachers’ general understanding of waiting time, and specifically their waiting times
after open-ended and closed-ended questions. In this study, participant teachers
believed that preschool teachers generally (M=4,1) give children time to think and wait
more than three seconds after asking questions. The findings of previous studies were
not in line with this finding of the current study. For example, Giinay Bilaloglu et al.
(2017) observed preschool teachers, and they found preschool teachers did not use
waiting time, so they did not wait for children even a second after asking questions.
Similarly, Mauigoa-Tekene (2006) also noticed that preschool teachers waited less
than three seconds after asking questions. The differences between this study and
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related literature may be the nature of the studies. It means that although the findings
of this study were based on teachers’ beliefs, the related literature studies were
observational studies (e.g., Bay & Hartman, 2015; Good et al., 1988; Giinay Bilaloglu
et al., 2017; Rowe, 1978), whereas teachers in this study might believe preschool
teachers should wait for a while, but they may not be aware that they do not wait
sufficiently in practice.

Wasik and Hindman (2018) emphasized that waiting time after asking questions
may increase children’s opportunities to talk and develop their language skills.
Accordingly, the current findings of the study indicated that preschool teachers might
be aware of the importance of waiting time. Specifically, according to their reports,
preschool teachers generally give the children waiting time after asking open-ended
questions. For that matter, teachers rarely wait after asking closed-ended questions
(M=2,70). The reason for the differences between waiting time after closed-ended
questions and waiting time after open-ended questions might be related to teachers’
understandings and definitions of these different question types. That is, the preschool
teachers may think that closed-ended questions have short answers and can become
easily predictable, so they can wait less. To the best of the researcher’s knowledge, no
study has been conducted with teachers regarding waiting time after asking two
question types. However, there is a study conducted by Vettel and Windsor (1997)
with young learners’ mothers who were found to give equal waiting time after open-
ended and closed-ended questions. These periods were less than three seconds.

Previous studies underlined the importance of waiting time and mentioned that
three or more seconds allow children to express themselves more comprehensively
and increase the effectiveness of the questioning method (Blosser, 2000; Critelli et al.,
2010; Qashoa, 2013). The present study found that teachers’ beliefs regarding waiting
time give some clues about the nature of waiting time after asking questions in
preschools. Generally, teachers believe preschool teachers wait after asking questions

for a while. This waiting time might change according to question types.
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5.1.5. Listening to the Response

Teachers should listen carefully to children’s responses to understand them
comprehensively (Fusco, 2012). When teachers listen thoroughly to responses, they
can assess whether children misunderstand the question or not. From this, teachers can
make their questions understandable or re-ask their questions differently (Fusco, 2012;
Sigel & Saunders, 1977). In this study, the preschool teachers were asked about their
beliefs regarding preschool teachers’ listening to the children’s responses in the
context of the listening clues. On the basis of the survey reports, participant teachers
believed that preschool teachers listen to children’s responses actively because they
generally (M=4,10) clarify their questions based on children’s responses and generally
(M=4,39) ask their questions differently if the children do not understand their
questions. In line with the findings of the current study, Andersson and Gullberg
(2014) investigated preschool teachers’ listening competencies during science
activities. They emphasized that preschool teachers listen actively to understand
children’s responses and explanations. Also, they rearrange their questions based on
children’s explanations, if needed. To rearrange their questions based on children’s
responses may make children more willing to participate in the activity and share their
thoughts. Consequently, the findings of previous studies and reviews (e.g., Andersson
& Gullberg, 2014; Fusco, 2012; Spooner & Woodcock, 2010; Walsh & Sattes, 2005)
were in line with the findings of this study. Preschool teachers generally emphasized
the necessity of rearranging and clarifying the questions by actively listening to
children’s responses. This may result from Turkey's Early Childhood Education
program’s objectives and indicators regarding listening comprehension. Preschool
teachers aim to reach the objectives and indicators regarding listening with their
activities. On the other hand, listening to children’s responses is one of the most
important parts of the questioning. Without listening to them, asking questions may be
purposeless. For this reason, teachers believe preschool teachers listen to the children’s

responses actively.
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5.1.6. Assessing the Response

Sigel and Saunders (1977) mentioned the necessity of assessing the children’s
responses after listening to them. For example, if the teacher asks about the importance
of colors and the children respond to this question by telling about the importance of
animals, the teacher should assess the children’s responses in terms of the relevance
of the topic and can rearrange her/his questions. In parallel with the literature review,
the teachers were asked about their beliefs regarding preschool teachers’ assessing
after listening to children’s responses. Participant teachers believed that preschool
teachers generally (M=4,07) assess children’s responses because teachers give some
clues (M=4,34) and feedback (M=4,53) if children needed this. Also, teachers believed
that preschool teachers assess their responses considering the clarity of questions
(M=4,43). However, the findings of this study were not in line with some of the
previous studies. For instance, Wang (2019) conducted a study with Chinese preschool
teachers. The findings showed that teachers did not assess the child’s answers because
they moved to ask different questions or to the next step immediately. Similarly, Hu
et al. (2021) examined preschool teachers’ feedback during science activities, and they
found that teachers did not clarify their questions when children misunderstood them.
The reason for the discrepancy between previous studies and this study might be the
nature of the studies because this study was conducted with a larger group of teachers,
and they mentioned their beliefs through the survey. On the other hand, previous
studies were conducted based on researchers’ observations. Specifically, although the
preschool teachers may share beliefs that coincide with the previous reviews, the
information which was obtained about their actual practices and their reports may
make the findings more arguable. As a result, the findings of the preschool teachers’
beliefs regarding giving feedback and clues based on children’s responses make
preschool teachers’ assessing the responses and understandings clear. Teachers believe
preschool teachers assess children’s responses based on their responses’ clarity and
give feedback accordingly. This can cause teachers to believe in the necessity of
assessing responses and be a natural consequence of using a questioning method while

teaching. However, if the teacher asks, “What color is this?”” And the child answers
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with, "l have a cat; her name is Sapphire" the teacher would need to query this.

Otherwise, it would be meaningless to use questioning as a teaching method.

5.1.7. Follow-up Questions

Walsh and Sattes (2005) emphasized the necessity of follow-up questions to
support children’s developmental skills. They recommended that teachers use follow-
up questions. Similarly, Gilson et al.(2014) conducted a study with elementary school
teachers and examined their follow-up questions during reading activities. They found
that teachers generally use follow-up questions to scaffold children’s understandings.
In this context, Zucker et al. (2020) emphasized that teachers may increase children’s
developmental skills by using constructed conversations, and these conversations can
be supported with follow-up questions. The teachers were asked for their general
beliefs regarding preschool teachers’ understanding of follow-up questions in this
study. With reference to the survey reports, participant teachers believed preschool
teachers often (M=3,82) ask follow-up questions. Specifically, in the current study,
teachers generally use follow-up questions to extend the topic, make discussions based
on different responses, and let children ask their questions. Hu et al. (2021) found that
preschool teachers frequently used follow-up questions during the science activities,
and these follow-up questions might be open-ended or closed-ended. Moreover,
Dickinson et al. (2008) conducted a study with Head Start classes, and they found that
the teachers asked follow-up questions to extend topics that increased children’s
language skills. As the literature indicates, teachers may ask follow-up questions to
support children’s developmental areas. In other words, teachers’ beliefs about the use
of follow-up questions may be related to understanding whether children have
achieved the goals in a holistic way. In this section, compared to other items, the item
with the lowest mean score revealed that preschool teachers sometimes (M=3,07) ask
follow-up questions so that children give different responses. Parallel with the studies
conducted and the literature review (e.g., Walsh & Sattes, 2004; Zucker et al., 2020),
teachers who took part in the current study said preschool teachers generally use
follow-up questions, but they rarely or sometimes ask follow-up questions in order
that children give different responses. This may be because the teacher wants to

manage the teaching and learning process. Therefore, different children’s responses
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may move away from the goals, which takes the teacher to objectives and indicators.
As a result, teachers believe that although preschool teachers rarely prefer follow-up
questions so that children can give different answers, they often include follow-up

questions to extend the topic.

5.1.8. Question Types

The study participants were asked to state their beliefs regarding preschool
teachers’ use of two question types (open-ended and closed-ended). The mean scores
show that they believe preschool teachers ask open-ended questions during their
activities (M=4,29) and rarely use closed-ended ones (M=2,01). However, previous
studies showed that teachers often ask closed-ended questions during activities (e.qg.,
Allerton, 1992; Deshmukh et al., 2019; Giinay Bilaloglu et al., 2017; Hamel et al.,
2021; Massey et al., 2008; Wittmer & Honig, 1991). For instance, Hamel et al. (2021)
investigated preschool teachers’ questioning strategies during science activities, and
they observed teachers while asking questions and recorded them. They found that
78% of the questions asked by teachers were closed-ended. Studies showed that
teachers' additional training could influence their perceptions and understandings of
their questioning strategies (Bay, 2011; Early et al., 2007; Howe et al., 2012). Hence,
although teachers know the impact of open-ended questions, this might result from
teachers’ knowledge base regarding question types and lack of awareness of the
effectiveness of question types. The reason why teachers believe that preschool
teachers ask open-ended questions more may be because they hold that open-ended
questions are more effective than closed-ended ones. Fisher and Frey (2010)
emphasized that teachers should also ask closed-ended questions and that such
questions should exist in the teaching-learning process because they help teachers to
understand what children know and do not know. For this reason, researchers (2010)
highlighted the necessity of asking closed-ended questions as much as open-ended
ones. Birbili and Karagiorgou (2009) emphasized the value of asking open-ended and
closed-ended questions in a balanced manner. For young learners, it can be challenging
to put complex thoughts into words. In such cases, the teacher may scaffold the child's
thinking with closed-ended questions. In this context, teachers’ knowledge base needs
to be evaluated in the scope of question types.

162



5.2. Teachers’ Self-Reported Practices Regarding Questioning Method,

Questioning Cycle, and Question Types

Teachers’ self-reported practices were compiled through semi-structured
interviews. Findings based on the participant teachers’ self-reported practices were
discussed concerning their general understanding of the questioning method and its

two strategies defined in the study: Questioning cycle components and question types.

5.2.1. General Uses of Questioning Method

In the early childhood level, children cannot read and write. For this reason,
preschool teachers mainly teach something to young learners verbally (Alatalo &
Westlund, 2019). One of the teaching methods which support verbal interaction
between teacher and children is questioning. The preschool teachers who were
interviewed were asked to what extent they used the questioning method in their
activities. Concerning teachers’ interview reports, as expected, preschool teachers
frequently use questioning as a teaching method in line with the findings of previous
studies (e.g., Almeida, 2012; Bay, 2011; Giinay Bilaloglu et al., 2017). This finding
may be discussed with the necessity of using questioning, which is one of the verbal
teaching methods, to support the development of children who do not have reading
and writing abilities. Preschoolers learn through interactions, and by asking questions,
teachers help to create children’s thoughts; they may understand children’s feelings
and assess them based on teacher-child interactions (Alatalo & Westlund, 2019).

The teachers in this study were asked in which activity types they used the
questioning method, and the findings were discussed based on activities (math,
language, science, and so on). Although the teachers were asked about the types of
activities, they also mentioned the starting the day activities (circle time) in their daily
routine. Hence, preschool teachers may perceive circle time as a learning activity.

Regarding circle time, the interview reports analysis revealed that the preschool
teachers frequently use the questioning method in circle time. Bustamante et al.
(2018)’s study was not in line with the findings of this study because they found that
the preschool teachers asked no or few questions during circle time. However, the

researchers suggested that the teacher should use questions to encourage young
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learners’ feelings and understandings during circle time, as in line with the findings of
the study. Mosley (2005) also highlighted that preschool teachers should use the
questioning method in circle time to support their development. Especially while
Bustamante et al. (2018)’s observational study found that the teachers did not use the
questioning method in circle time, in this study, preschool teachers reported that they
used questions during circle time, as recommended by the literature. The difference
between the finding of Bustamante et al. (2018)’s study and the finding of this study
might be due to the design of the studies. In other words, researchers collected
teachers’ self-reported practices for this study, and the other research was conducted
through direct observations. In the current study, teachers may have responded
according to social desirability. Lavrakas (2008) identified social desirability as one
respondent-related bias. That is, respondents may tend to report their responses in a
way they find more socially acceptable than their "real” response. In this context,
Izadinia (2015) and Keys (2005) emphasized that there might be a difference between
teachers’ self-reported practices and their actual practices, so sometimes the teachers
may talk the talk, but they may not really walk the walk.

Regarding the learning activity types, preschool teachers mainly reported that they
use the questioning method during the language (90,5%) and science (61,9%)
activities. In line with these findings, Giinay Bilaloglu et al. (2017) and Hamel et al.
(2021) investigated preschool teachers’ questions in science activities, and they
observed them. Both studies found that preschool teachers use questions in science
activities. Related to language activities, Deshmukh et al. (2019) examined preschool
teachers’ questions, and they reported that teachers commonly use questions in
language activities. Accordingly, preschool teachers mainly use questions in language
and science activities. The reason might be that teachers want to establish interaction
based on teacher-child dialogue in these activities than in other activities. In this sense,
Kilingg1 and Bayraktar (2021) emphasized that preschool teachers felt confident in
starting conversations in language activities. For example, during the reading activity,
the teacher can use the questioning method depending on the story’s plot. Kimmy
(2017) also found that preschool teachers can create a question-and-answer
environment more easily by using books and provide a discussion environment.
Preschool teachers also mentioned they used frequent questioning in science activities.
The reason might be the nature of science activities. Gerde et al. (2013) identified
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asking questions is one of the scientific method’s steps in ECE activities, and they
defined the scientific method as an asking and answering process. Cabell et al. (2013)
also found that preschool teachers ask more questions in science activities than during
other activity types such as math and drama activities because of the nature of science
activities.

On the other hand, more than half of the teachers do not use the questioning method
in movement (61,9%) and art (52,4%) activities. However, in the literature, the
guestioning method needs to be used in all different activities, including play, art, and
movement. In detail, Frost et al. (2012) emphasized that teachers can open new doors
for children with guiding questions during play activities. Similarly, teachers should
also encourage challenges in movement activities through their questions, such as
‘How can you do this movement differently?’ (Abels & Bridges, 2010). Moreover,
asking questions in art activities could greatly contribute to children’s critical thinking
skills and may challenge their perceptions (Fox & Schirrmacher, 2015). Contrary to
Fox and Schirrmacher (2015) ’s suggestions, in this study, the reason why the teachers
rarely asked questions in art activities may be related with one of the Falkenrath
(1995)’s findings that teachers may not be asking questions in order not to interrupt
children’s concentration during their art activities. Also, findings of this study can be
elaborated with Otieno et al. (2015)’s study which investigated preschool teachers’
beliefs related to questioning method in terms of assessing children’s emotional,
cognitive, social, personal developments (language, math, science activities and so
on); physical developments (movement activities), spiritual and moral developments
(art activities). Teachers reported that questioning is more frequently used in language,
math, and science activities than in art and physical activities.

Participants were asked in which parts of the activity they used the questioning
method. Based on the interview reports, the preschool teachers believe they generally
use questioning methods at the beginning and end of the activity rather than during
one because most teachers underlined the necessity to leave children alone to
concentrate during the activity. In particular, Walsh and Sattes (2005) underlined that
preschool teachers should ask questions during the activity process to encourage
children’s interactive learning, not only at the beginning and end of the activity.
Moreover, MacNaughton and Williams (2004) mentioned that preschool teachers
should use questions when starting an activity to attract children's attention and again
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at the end of the activity to assess children’s development. Another explanation for
using the questioning method at the end of the activity might be that Turkey’s Early
Childhood Education Program includes assessment questions. Preschool teachers
write down assessment questions at the end of their activity plans, so they may prefer
to ask them at the end of the activity. In this context, the Turkish ECE Program
emphasizes the great importance of assessment questions. This program even
encourages teachers to ask questions at the end of the activity with different types of
assessment questions (Turupcu Dogan & Omeroglu, 2019). In this respect, the finding
obtained by the current study is an expected. However, as the literature says (e.g.,
MacNaughton & Williams, 2004), the questioning method can also be used effectively
in the learning process as well as in the assessment. Accordingly, the preschool
teachers’ self-reported practices about asking questions give some clues regarding the
teachers’ general understandings of using the questioning method and contribute to the

related literature.

5.2.2. Understanding of Questioning Cycle

Participants' self-reports covered the questioning cycle and its components, along
with definitions of the questioning cycle. Fusco (2012) defined the cycle as a facilitator
to engage children’s active involvement and as a systematic process in which teachers
should plan their questions, ask the questions they planned, give the children waiting
time for their responses, listen to the children’s responses, assess their responses based
on objectives and indicators, and ask follow-up questions within the assessing
response context. Most of the participants (n=12) in the present study defined the
questioning cycle as a two-way communication tool between teachers and children
and did not include details on the questioning cycle components. This may be due to
the fact that the questioning cycle term is new for the preschool level. Fusco (2012)
introduced this term in research that was conducted with primary school teachers and
recommended the strategy for use in the preschool period as well. In this sense,
although the teachers emphasized that this strategy is a form of communication
between the child and the teacher, they did not report anything in detail regarding their

components. Accordingly, teachers’ reports support the literature because the
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systematic process which is followed in the questioning cycle establishes question and

answer dialogue between the children and the teacher.

5.2.3. Planning Questions

Alvestad and Sheridan (2015) emphasized that preschool teachers should plan
questions in their activities considering children’s age, their interests, and curriculum
goals. Moreover, Epstein (2003) highlighted that teachers should promote children’s
thinking and their development by planning questions. In this line, Zucker et al. (2010)
also suggested that preschool teachers should plan their questions before asking them.
On the basis of these reviews, in this study, the teachers’ self-reported practices were
investigated regarding planning questions which is the first component of the
questioning cycle that has three sub-categories: General understandings,
developmental considerations, and issues considered.

As mentioned in the literature review in the MoNE Early Childhood Education
Program Book, preschool teachers are responsible for preparing activity plans. Within
the scope of the activity plan, both the learning process and the assessment process,
including questions, should be planned. In relation to teachers’ self-reported practices,
most of the teachers (n=16) reported they did not plan the questions before the activity,
while five of them reported that they planned. In this context, Sak et al. (2016) stated
that preschool teachers do not pay much attention to the implementation of the activity
plans, or they may use ready-made activity plans they find on the internet. One of the
reasons for the discrepancy between the study's findings and the recommendation of
the relevant literature may be this. Other reasons might be related to participant
teachers’ reports. Hence, the ones who stated that they did not plan reported their
reasons as emphasizing that they were experienced enough teachers to plan the
questions in their minds, and planning questions may not be meaningful because
unexpected situations may occur during the activities. As many of the teachers
emphasized in the current study, the reason why they did not plan questions before the
activity might be related to their years of experience. Meacham et al. (2014)
emphasized that detailed planning may be required at the beginning of the teaching
years. In the present study, teachers’ average years of experience was about 14 years.

Therefore, as Meacham mentioned, teachers may not be planning questions based on
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years of experience. The following example can explain this situation. A musician who
is just learning an instrument should plan all the steps before going to a concert. As
the musician’s experience increases, she/he can appear before the audience by using
more free notes. The situation of the teacher in the classroom may also be like this.
Teaching experience, which changes depending on the years of experience, may also
have affected the planning of the questions. On the other hand, teachers also stated that
they did not plan the questions because unexpected situations might have occurred.
Hence, teachers may think that preparing questions is a waste of time due to the
unpredictable nature of children. Therefore, teachers may tend to ask questions
immediately, without planning.

Children’s developmental characteristics and designing the structure of the
guestions based on these characteristics were issues considered by the teachers while
planning the questions. The analysis of the study revealed that preschool teachers
considered some developmental issues regarding children’s differences and needs and
questions’ properties (being concrete to abstract, open-ended, simple and clear, etc.).
MacNaughton and Williams (2004) and Cooper et al. (2014) emphasized that the
teachers should consider children’s developmental differences and needs while
planning questions. They should ask questions from concrete to abstract considering
children’s differences and needs. Moreover, MacNaughton and Williams (2004)
suggested that the questions be simple, clear, functional, and balanced. As a result,
although most of the teachers reported that they did not plan their questions, they
emphasized that they considered some issues in line with the literature. One of the
reasons for this may be that the teachers planned questions by keeping them in mind
and did not write them down as they considered themselves experienced. Otherwise,
teachers’ understanding of planning questions can differ from the international
literature (e.g., Fusco (2012) defined planning questions as planning not only on the
activity plan but also considering children’s developmental necessities and
differences). In the Turkish context, teachers may have perceived that planning
questions means ‘writing questions into prepared daily plans.' In this sense, although
they did not write the questions, they may have mentioned the issues to be considered
while planning the questions. However, in the literature, teachers should write their
possible questions in the activity plan by considering goals and objectives (Price &
Nelson, 2019; Wilen, 1992).
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Accordingly, teachers’ self-reported practices contribute to the planning questions
component in the context of Turkey because teachers may have presented a different

view to the planning questions component.

5.2.4. Asking Questions

In this study, the teachers were asked about their self-reported practices regarding
their understanding of asking questions which is the second component of the
questioning cycle into two sub-categories: Goal relevance and issues considered.

Teachers ask questions for some purposes in the learning and teaching process.
MacNaughton and Williams (2004) introduced these purposes as goal relevance.
Regarding goal relevance, with respect to the teachers’ self-reported practices, the
findings showed that teachers ask questions for assessment and provide active learning
environments (attracting attention, enabling children to express themselves and their
feelings, arousing children’s interests and information). In other words, teachers in the
current study used the questioning method for these purposes. In literature, Wallace
and Hurst (2009) also examined three different studies conducted in 1967, 1987, and
2007 which investigated why teachers asked questions in those years and investigated
their goal relevance. The findings based on these three years showed that the teacher
generally asked questions to assess children’s learning. Hence, after 14 years of
Wallace and Hurst's (2009) study, most teachers who participated in the current study
also reported asking questions to assess children. Based on this, teachers’ uses of the
guestions may not be much different from past years. This may be related to the nature
of the early childhood education program in Turkey because, in this program, there are
assessment questions at the end of the activity. While this program recommends
assessment questions, it is expected that teachers will use the questioning method for
assessment purposes. In addition, the teachers also reported that they asked questions
to provide an active learning environment in this study. Related to this, the literature
also suggests the use of the questioning method to provide active learning
environments. When teachers use a questioning method effectively in their teaching,
it may be possible to move children from passive learners to active learners (Paul &
Elder, 2019; Walsh & Sattes, 2004). The reason might be teachers’ understanding of
child-initiated activities. In recent years, researchers emphasized the effectiveness of
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child-initiated activities and the role of questions in supplying an active learning
environment for the child-initiated activities (e.g., Sak et al., 2016; Vaisarova &
Reynolds, 2022). Consequently, MacNaughton and Williams (2004) emphasized that
teachers should ask questions for reasons that support active learning, such as enabling
children to express themselves, share their feelings, arouse their interests, and attract
their attention. In this context, teachers’ self-reported practices may support the
literature.

Another concern investigated in the study was the issues considered while asking
questions. Preschool teachers reported some issues they considered, such as class
dynamics (children’s needs, differences, interests, etc.), giving voice to all children,
and using gestures and facial expressions. Though six teachers did not mention the
issues which they considered, the issues reported by the teachers were parallel with
the literature. For instance, Ram (1991); Wallace and Hurst (2009) stressed that during
the asking questions process, teachers should consider some situations such as
individual differences, the way of asking questions, or the structure of the questions.
Moreover, Zucker et al. (2020) stressed that the teachers should scaffold their
questions based on children’s necessities and their zone of proximal development. On
the other hand, Khandamova (2020) mentioned that the teachers should use body
language and facial expressions while asking questions. MacNaughton and Williams
(2004) specifically stressed the importance of using facial expressions in an ECE
learning environment to attract children’s attention. This may be because preschoolers
have short attention spans (Aslan et al., 2022). Teachers should consider some issues
in order to attract preschoolers who have a short attention span while asking their
questions. In this context, the current study’s findings also support the literature.

All in all, the preschool teachers’ self-reported practices give some clues regarding
asking questions related to their general understandings, the purpose of asking
questions, and the issues they considered. These were in line with the

recommendations of the literature and young learners’ developmental appropriateness.

5.2.5. Waiting Time

Previous studies support the use of waiting time, not only with older grade levels
but also with children in the early years. For instance, McAllister (1990) conducted a
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study with young learners and their teachers. She found that teachers waited longer
after asking questions to children with higher capacity than children with lower
capacity. This is a surprising finding for the researchers because they suggested
teachers should give more time for thinking to children with lower capacity. Besides
their capacities, the young learner’s teachers should give more time to think after
asking (MacNaughton & Williams, 2004). For these reasons, the teachers’ self-
reported practices were investigated regarding waiting time. The analysis revealed that
almost half of the teachers (n=10) reported that waiting time was not appropriate for
children, so they did not wait for their answers after asking questions. While some of
them (n=8) reported they waited for children after asking questions, others (n=3)
reported they had no opinion regarding waiting time.

Although most of the teachers reported they did not wait after asking questions,
the previous literature emphasized the value of waiting time (e.g., Glinay Bilaloglu et
al., 2017; Mauigoa-Tekene, 2006; Sigel & Saunders, 1977; Stahl, 1994; Wasik &
Hindman, 2018; Wittmer & Honig, 1991). In this study, the teachers reported the
reason why they did not wait as children’s limited attention span and their impetuosity.
Preschool children may be impatient while waiting their turn. However, the ability to
wait is one of the behaviors that should be taught in preschoolers and can be learned
based on experience (Roberts & Fishbach, 2022). The literature has demonstrated the
effectiveness of a waiting time after asking a question. Even if children are impatient,
the necessity of waiting time has been emphasized in the relevant literature (e.g.,
Giinay Bilaloglu et al., 2017). Accordingly, the findings of previous studies were in
line with this study, but previous reviews and suggestions were not in line with the
findings. For instance, Rowe (1978) investigated teachers’ questions per minute, and
he found the average to be approximately 12 questions in a minute. Moreover, when
the number of questions increases, children’s breathing and sighing rates also increase.
So, he underlined that although rapid questioning can be suitable for some lessons or
questions, children’s quality of expressions and thinking spans decrease. When
waiting time increases, the length of children’s responses, the number of meaningful
responses, confidence increases, and failures to respond decrease (Rowe, 1978, 1986;
Tobin, 1987). That is, although the research designs of previous studies and this study
differ, the overlap in their findings may indicate that teachers’ self-reported practices
were in line with their actual practices in the classroom. However, these findings were
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not in line with previous reviews and recommendations because the literature
suggested preschool teachers should wait after asking questions to increase
effectiveness, as mentioned above. As Fusco (2012) emphasized, the differences
between the recommendations and the findings may be due to teachers' lack of
necessary knowledge about the benefits of waiting for responses to their questions.
She found that the waiting time should be increased after training the teachers.
Teachers may not have the necessary knowledge to understand how to put the waiting
time component into practice. In this context, some of the teachers also reported that
they did not know anything about the waiting time issue. Although teachers may want
to implement teaching-based strategies in their classrooms, however their lack of
knowledge of how to do this may cause them to practice differently than intended
(Cheung, 2012). In this case, it may simply be that a lack of knowledge about the topic
discourages teachers from making efforts to implement a waiting time strategy when
asking questions.

In general, the participant teachers reported that in their practices, they generally
did not wait adequately (at least 3-5 seconds) after asking questions because they
mentioned that waiting time was not suitable for the preschool learning environment.
However, as explained in the literature review (e.g., Giinay Bilaloglu et al., 2017;
Mauigoa-Tekene, 2006; Sigel & Saunders, 1977), this time is necessary for the ECE
environment, and the preschool teachers should wait at least 3-5 seconds after asking

questions.

5.2.6. Listening to the Response

MacNaughton and Williams (2004) emphasized that children learn listening from
their teachers. So, preschool teachers should listen to children’s responses to teach
them to listen effectively. Also, as cited in Seefeldt (1980), when teachers listen to
children’s responses effectively, they show that they value children’s ideas. In this
study, teachers’ self-reported practices were examined regarding listening to the
responses, which is a component of the questioning cycle. The analysis revealed that
most teachers reported they listened to children’s responses actively. Jacobs et al.
(2007) also emphasized the importance of active listening after asking questions, and

they mentioned that active listening might increase children’s sense of wonder.
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Teachers’ self-reported practices emphasize that they actively listen to the responses
while using the questioning method in the ECE setting, as recommended in the
literature. One interpretation of this finding might be that teachers may want to create
conditions to encourage children’s participation in the activity process by actively
listening to them (Mascadri et al., 2021). In fact, it was expected that the teachers’
arguments about active listening after asking questions would be about assessment
because the ECE program underlines this. When the findings were analyzed, it was
found that this was not the case. This may mean that preschool teachers consider the

listening the response component, which is part of the questioning cycle, holistically.

5.2.7. Assessing the Response

Brewer (2014) and Fusco (2012) stressed that teachers should assess children’s
responses. Importantly, these assessments help teachers to plan their future activities
and offer some clues to plan their follow-up questions. In the present study, most
teachers emphasized that they assessed children’s responses, but some said they did
not assess them.

The findings demonstrated that most teachers reported assessing the children’s
responses to understand whether they reached the targeted objectives and indicators.
Fusco (2012) also stressed that teachers might assess what the children already know.
Consequently, the teachers’ self-reported practices and literature reviews emphasized
that teachers generally assess children’s responses. On the other hand, some teachers
reported that they did not assess the children’s responses because they tended to
believe that if they asked the assessable question, this question should be closed-ended;
thus, closed-ended questions may not be used to assess the response. As Fusco (2012)
argues in her findings, teachers who do not assess children’s responses may think that
children’s responses might just be assessed based on whether they give correct
answers. However, assessing the response means more than whether the response is
right or not (Fusco, 2012). This may be related to teachers’ limited knowledge of
assessing responses. According to the findings, teachers who reported that they did not
assess the response may think in line with the responses of the children. In addition to
the perspective, Fusco (2012) emphasized that assessing the response is also the

teacher’s assessment of her/his questions.
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Accordingly, most of the teachers emphasized that they assessed the responses, as
supported by the literature, because based on children’s responses, they may arrange
their questions or they may design follow-up questions. In this context, the findings
based on most of the teachers’ self-reported practices regarding assessing the response

component of the questioning cycle were also supported by the literature.

5.2.8. Follow-up Questions

Fusco (2012) emphasized that teachers should ask follow-up questions, and she
mentioned that these questions are generally used to give feedback and further
understanding after assessing children’s responses. The teachers were asked their self-
reported practices regarding follow-up questions in this line. Most of the teachers
reported that they asked such questions to expand the topic and make it more
understandable. Marzano et al. (2001) also referred to a meta-analysis of eight studies,
and they found that children who received further questions from their teachers better
covered and discussed the issue than children who did not receive any follow-up
questions. Correspondingly, they concluded that follow-up questions could be
effective tools for making a topic more understandable and extend the children’s
learning with teachers’ feedback. Moreover, Fusco (2012) shared her observation
conducted with first graders and their teachers, describing how teachers asked follow-
up questions to expand the topic and make the children talk. Webb et al. (2009)
observed that although teachers have an important role in initiating and maintaining
classroom interactions, they rarely encourage children to speak and maintain
classroom question and answer dialogue. They found that teachers did not ask follow-
up questions. In the current study, it was established that preschool teachers ask
follow-up questions to maintain classroom interaction. As Muhonen et al. (2022)
explained, the dominant type of interaction in preschool is a process where the teacher
asks a question, and a child answers that question, and the teacher provides feedback
on the correctness of the child’s answer. The findings of this study also indicate that
the preschool teachers asked follow-up questions. Consequently, as recommended in
the literature, children’s learning occurs comprehensively (Fusco, 2012; Walsh &
Sattes, 2005).
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5.2.9. Question Types

Question types were investigated based on teachers’ self-reported practices as a
second questioning strategy. The findings involve preschool teachers’ definitions
related to two question types, their disadvantages and advantages, their fields of usage,
and teachers’ preferences.

Teachers’ definitions were asked regarding question types to understand their self-
reported practices comprehensively. In relation to the closed-ended question, the
teachers defined it as a question with a single answer, a predictable answer, and a short
and clear answer. In the literature, a closed-ended question is also generally defined as
a question with one possible answer, guessing what the teachers think (e.g., Fisher &
Frey, 2010; Raphael, 1986; Tofade et al., 2013). The findings of the current study
support the literature. Based on the self-reports of preschool teachers, open-ended
questions were defined by them as questions that usually have more than one answer
and allow children to express themselves. Previous literature also defined open-ended
questions as a tool to build children’s thinking, promote their higher-order thinking
skills, express themselves, and this type has a variety of acceptable answers (e.g.,
MacNaughton & Williams, 2009; Rogers, 1990; Sigel & Saunders, 1977; H. Wood &
Wood, 1983). That is, the definitions of the teachers coincide with the definitions in
the literature. Teachers defined the question types as in the literature. These findings
show that teachers have a good knowledge of the definition of question types.

Regarding the disadvantages of open-ended and closed-ended questions, the
analysis revealed that teachers did not report any disadvantages to open-ended
questions. Teachers reported they used open-ended questions to enable children to
share their feelings, understandings, and imagination. MacNaughton and Williams
(2004) also emphasized asking open-ended questions for these purposes. One of the
reasons may be that there are affective questions in Turkey’s Early Childhood
Education Program. The national program emphasizes the necessity of asking
questions about children's feelings and understandings at the end of the activity.
Considering in this context, in the current study, teachers were seen to use open-ended
questions as recommended by the literature.

On the other hand, more than half of the teachers reported some disadvantages of

closed-ended questions because they generally found them ineffective. Regarding

175



fields of usage for closed-ended questions, teachers reported that although they rarely
prefer to use them, when they prefer, they asked them to first recall facts and children’s
previous experiences. MacNaughton and Williams (2004) also suggested to ask
closed-ended questions for these purposes. They identified them as necessary
questions because teachers may assess children’s current abilities and previous
knowledge by asking closed-ended questions. Hence, contrary to what most of the
teachers reported, previous studies underlined the necessity and value of closed-ended
questions, especially in early learning environments (MacNaughton & Williams,
2004). The information obtained through asking the closed-ended question is
particularly important because information can be used as a source and provide a basis.
The Turkish Early Childhood Education program also includes descriptive questions
for the assessment part of the activities. Teachers ask questions based on descriptions
of the activity process, and these question types are generally closed-ended questions
(Turupcu Dogan & Omeroglu, 2019). As far as is known, there is no research on why
teachers find closed-ended questions inadequate. However, one of the reasons for
teachers’ describing closed-ended questions as ineffective may be their prejudices
about closed-ended questions because most of the studies underlined the effectiveness
of open-ended questions rather than closed-ended ones (e.g., Lee, Kinzie & Whittaker,
2012; Roth, 1996). Studies on teachers questioning in Turkey (e.g., Bay, 2016; Cakir
& Cengiz, 2017) also emphasized the importance of open-ended questions, and the
researchers (e.g., Baysen, 2006; Cetinkaya & Kogcee, 2014) may want to increase the
number of open-ended questions with training programs. Therefore, the findings of
this study indicated the need for specially designed training or a program to support
teachers' practice regarding closed-ended questions.

Regarding teachers’ preferences of question types, the findings based on teachers’
self-reported practices demonstrated that they generally used open-ended questions in
their activities more than closed-ended ones. Different from the findings of this study,
Deshmukh et al. (2019) examined preschool teachers’ questions during reading
activities and observed them. They found that the teachers used closed-ended
questions more than open-ended ones. Giinay Bilaloglu et al. (2017) observed
preschool teachers during science activities, and they too found that teachers asked
more closed-ended questions than open-ended ones. The difference between the
literature and the current study’s findings might be due to the nature of the studies
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because previous studies (e.g., Oneren Sendil & Erden, 2019; Sak et al., 2016; Yurekli
et al., 2020) emphasized that teachers’ self-reported practices may not reflect their
actual practices. Preschool teachers may not be aware of asking closed-ended
questions in their activities. As a result, preschool teachers reported definitions of
question types, their fields of usage, their disadvantages, and their advantages, which

supports the relevant literature.

5.3. Commonalities and Differences Regarding Teachers’ Beliefs and Their Self-

Reported Practices

In this part, the findings obtained with two data collection instruments are
discussed based on commonalities, partial commonalities, or differences between

teachers’ beliefs and self-reported practices, as demonstrated in figure 5.1.

Figure 5.1

Discussion of Commonalities and Differences

363 preschool teachers’ beliefs

differences 21 preschool teachers' self reported

(survey)

practices (interview)

commonalities

All these findings were discussed mainly based on these themes: (1) General
understandings of questioning as a teaching method, (2) Questioning cycle and its
components, and (3) Question types. These commonalities or differences among

preschool teachers’ beliefs and self-reported practices are summarized in Table 5.1.
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Table5.1

Commonalities and Differences Among Preschool Teachers’ Beliefs and Self-

Reported Practices

Commonalities Partially Commonalities Differences
Gene_ral _understandlng of Asking questions Planning questions
questioning
Listening to the response Assess the response Waiting time
Follow-up questions Question types

In relation to preschool teachers’ general understanding of the questioning,
teachers’ beliefs (survey) and their self-reported practices (interview) have
commonalities. As a result, almost all participant teachers mentioned that preschool
teachers frequently use the questioning method at the ECE level, and they also reported
they used it. That is, the questioning method continues to be used frequently in ECE
classes. Many previous studies support this expected finding. Teachers commonly use
questioning as a method in their teaching (e.g., Blosser, 2000; Furman et al., 2019b;
Kostelnik et al., 2011; Sigel & Saunders, 1977). That is, the teachers’ beliefs and their
self-reported practices match up. At the same time, these findings are also consistent
with the literature. These consistencies between teachers’ beliefs, self-reported
practices, and literature may be explained with the necessity of using questioning as a
teaching method in early learning environments. Questioning is one of the verbal
teaching methods (Wilen, 1992). Children start to ask questions and respond to
teachers’ questions as part of expressing themselves at around two years of age (Legare
et al., 2013). Questioning is regarded as one of the important tools for teaching
something (Bruner, 1966; Yoon & Onchwari, 2006). As emphasized in Vygotsky’s
theory (1980), children learn through interactions with teachers and then can shape
their learning through these interactions. In this context, preschool teachers commonly
use the questioning method in teaching. Moreover, according to Turkey’s Early
Childhood Education Program, teachers should design and include different question
types in their daily activity plans. Therefore, in line with the studies conducted in the
national and international literature and the applied education programs (e.g., Bay,
2020; MoNE, 2013; Muhonen et al., 2022) and in accordance with the nature of the
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young learners (Legare et al., 2013), teachers who participated in the current study
reported that preschool teachers believed that the questioning method was frequently
used in early learning environments, as well as that they frequently used this method
in their practices.

Concerning the planning questions component of the questioning cycle, the
teachers’ beliefs regarding preschool teachers and their self-reported based on their
practices seem different from each other. Teachers’ beliefs demonstrated that most of
the preschool teachers planned the questions before asking them. However, when their
self-reported practices were examined, most of them did not plan their questions. One
of the reasons for the differences could be that while the interview participants directly
stated their practices based on their experiences, the survey participants expressed their
beliefs in a general context, not their own experiences. In this context, during the
interviews, most participants mentioned that they did not need to plan the questions
because they already knew which questions should be asked based on their experience.
In other words, as emphasized in the literature, length of teaching experience and
knowledge can affect their beliefs regarding other teachers’ general practices
(Raymond, 1997). In this context, even if teachers believe in the necessity of planning
questions, their practices may differ depending on their experience. However, the
literature has emphasized that planning questions were independent of teachers’
experiences (MoNE, 2013; Shanmugavelu et al., 2020; Wilen, 1987b) because
carefully planned questions enable to focus children’s attention on the key points of
the activity (Price & Nelson, 2019). Moreover, teachers may think that planning
questions is a necessity for preschool teachers because in the Early Childhood
Education Program implemented in Turkey, teachers are expected to plan different
question types (e.g., affective questions, descriptive questions) at the end of the
activity (MoNE, 2013). Therefore, while experienced teachers generally believed
preschool teachers should plan the questions, they might have reported that they did
not plan the questions based on their experience. In this vein, Wang et al. (2017)
investigated the impact of teachers’ experience on using the questioning method. They
found that experienced teachers ask more well-designed questions because teachers’
cognitions may be affected by their experience. Heritage and Heritage (2013) also
highlighted that experienced teachers are more aware of children’s learning behavior
and have a clear understanding of what learners need, so they may design questions
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more effortlessly. Accordingly, teachers’ values, backgrounds, and experiences may
have had an impact on this difference. Teachers’ beliefs and their self-reported
practices have some inconsistencies, and teachers’ beliefs are consistent with the
literature.

In terms of the asking questions component of the questioning cycle, the findings
based on teachers’ beliefs and their self-reported practices have commonalities with
each other. Teachers’ beliefs and their self-reported practices showed that they use
questions for specific goals: to assess children’s learning, to arouse their interests, to
enable them to share their feelings, and to enable them to express themselves. In line
with the findings, Wallace and Hurst (2009) found that teachers generally asked
questions to assess children, check their teaching, recall some facts, and increase
children’s motivation in 1967, 1987, and 2007. In this sense, MacNaughton and
Williams (2004) also emphasized that preschool teachers should ask questions to
assess children’s current levels, arouse their interests, enable them to share their
feelings, excite their interests, encourage their feelings to other children increase their
curiosity, etc. So, teachers’ beliefs and self-reported practices may support the
literature. These findings can be explained by the nature of the Early Childhood
Education Program in Turkey. In the current study, teachers reported that they ask
questions to enable children to share their feelings and to assess them. When the Early
Childhood Education Program in Turkey is examined, it is seen that the program book
contains different question types. For example, teachers ask affective questions at the
end of the activity to enable them to share children’s feelings. Or alternatively, teachers
use descriptive questions to assess what children have learned and what they have not
learned about the activity. These findings on teachers’ beliefs and self-reports are
compatible with the literature.

On the other hand, teachers’ beliefs and self-reported practices have some
commonalities regarding issues considered while asking questions. They believed that
preschool teachers should consider some issues like asking questions to the whole
class and use facial expressions while asking. During the interview, most of the
teachers reported that they used facial expressions and asked questions to the whole
class. Hence, preschool teachers’ beliefs and self-reported practices regarding asking
questions have commonalities, but they differ partially from the literature. For
example, MacNaughton and Williams (2004) recommended that preschool teachers
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ask questions individually in early learning environments rather than the whole class.
Children can focus better if teachers ask small groups or individually. Parallel to this
suggestion, Jones (1990) conducted a study with secondary school students and their
teachers. He observed that if teachers ask questions to the whole class, only 15% of
the students answer questions. Consequently, he suggested that teachers should
consider individual differences and necessities, and they ask questions to small groups
or individuals. Consistency of teachers’ beliefs and self-reported practices may mean
that teachers apply the strategies they believe in when asking questions. One of the
reasons why their beliefs and self-reported practices are different from the literature in
some respects may be that teachers do not have enough knowledge about this issue.
That is, although teachers want to consider some issues when asking questions, their
unfamiliarity with how to do this may cause them to practice in a different way than
be determined (Cheung, 2012).

Regarding the findings of the waiting time component of the questioning cycle,
there is a difference between teachers’ beliefs and their self-reported practices.
Specifically, although most of the teachers (88%) mentioned that preschool teachers
wait after asking questions when asked for their self-reported practices in detail, they
reported that the waiting time is not appropriate for preschoolers. Glinay Bilaloglu et
al. (2017) observed preschool teachers during their science activities and analyzed
their waiting time after asking questions. They found that preschool teachers did not
wait for children. Their waiting time means was calculated as 1.15 s. Consequently, as
mentioned in this study, the preschool teachers may think they did not wait because of
young learners’ developmental differences. Giinay Bilaloglu et al. (2017)’s study
confirms this because teachers waited longer for children who gave more explanations,
according to the study’s findings. The cause of this difference between teachers’
beliefs and self-reported practices might be that they may theoretically believe they
should wait after asking questions but consider them impractical for the preschool
level. When asked about their practices in depth, they may have reported that the
waiting time for young children may not be appropriate because they mentioned that
children’s necessities and developmental levels are different from older children.
However, as the teachers stated in their beliefs, the waiting time after asking questions
provides many benefits. It has been observed that when sufficient waiting time is
given, children give more comprehensive answers, they can explain themselves; their
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language use and thinking skills improve, and teachers ask fewer and more qualified
questions (e.g., MacNaughton & Williams, 2009; Stahl, 1994; Tobin, 1987; Walsh &
Sattes, 2004).

Active listening is one part of effective questioning in the classroom (Fusco, 2012).
In this study, the findings on teachers’ beliefs and their self-reported practices also
demonstrated that preschool teachers listen to the children’s responses. In this context,
Fusco (1984) examined and found that when teachers listened carefully to the
responses which were given after asking a question, the students shared more ideas
with them. As a result, she recommended that teachers should listen to the responses.
On the other hand, Wilen and Kindsvatter (2000) emphasized issues to be considered
while listening to the response, such as making eye contact, silent listening without
interrupting children’s responses, etc. The present study also showed that teachers
consider some issues while listening to the response. As supported by the literature,
teachers believed in the necessity of listening to children’s responses and reported that
they practice this belief. The reason for this may be to establish interaction, as
Vygotsky emphasized. One of the important conditions for establishing interaction is
to listen to children’s responses. Moreover, during this interaction, the teacher can
make predictions about the child’s developmental process. Therefore, the beliefs and
self-reported practices which expressed in the current study are an expected result.

Assessing the response is another following component of the questioning cycle,
and teachers’ beliefs and their self-reported practices have partially commonalities
with each other. Accordingly, although 47,6% of the teachers reported that they
assessed children’s responses in their practices, 90,4% of the teachers believed
preschool teachers assessed children’s responses. The reason for this partial
commonality might also be the differences between teachers’ theoretical and practical
understandings (Wolff et al., 2014). It means that while preschool teachers may know
of the necessity to assess the response; some of them may not implement this practice
during their activities. Some of the participant teachers explained that the responses
that needed to be assessed were closed-ended questions. They mentioned that answers
to the open-ended questions might not be correct, so they may not be assessed.
However, the literature underlined that assessing the response can also create effective
teaching because some of the children expressed themselves by their responses, and
teachers can collect data from their responses, not only regarding the correctness of
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the answers but also children’s needs and differences (Fusco, 2012; MacNaughton &
Williams, 2009). Accordingly, there were partially commonalities between teachers’
beliefs and their self-reported practices, and findings on teachers’ beliefs overlap with
the literature.

The last component of the questioning cycle is follow-up questions. Fusco (2012)
introduced these components as crucial because after assessing the response, the
teacher should ask follow-up questions to extend children’s ideas. Moreover, the
previous literature also mentioned that teachers should use follow-up questions to
clarify a concept or issue (Gilson et al., 2014). The findings based on preschool
teachers’ beliefs and self-reported practices showed that teachers use follow-up
questions to clarify children’s understandings and extend the topic. Moreover, when
follow-up questions are examined within the framework of ecological systems theory,
the findings of the present study support this idea because the follow-up questions
component also includes children’s questions. In this context, teachers believed
children should be allowed to ask questions, and they reported they practiced this. This
finding brings to mind Bronfenbrenner’s (1979) theory that children learn from their
environment. In this context, the child can learn how to form and pose the questions
from the teacher. The teacher can also evaluate the questions asked by the children.
Children’s questions are also defined as follow-up questions.

There is a consistency between teachers’ self-reported practices and beliefs
regarding question types, but there is an inconsistency with related literature and the
current study’s findings. The teachers believed that preschool teachers generally ask
open-ended questions; also, they reported their practices that they mainly ask open-
ended questions. However, previous studies’ findings were not in line with the
literature (e.g., Bay & Hartman, 2015; Giinay Bilaloglu et al., 2017; Qashoa, 2013;
Zeegers & Elliott, 2019). These studies were conducted by observing participants and
showed that teachers generally ask closed-ended questions more than open-ended
ones. The inconsistencies between teachers’ beliefs, self-reported practices, and the
literature may be explained by the nature of the research design. In this context,
although teachers believe that open-ended questions are asked and reported that they
include such questions in their practices, observational studies have found that teachers
ask more closed-ended questions than open-ended ones. It follows that teachers may
not be aware that they use more closed-ended questions during class. As Birbili (2013)
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found, preschool teachers generally ask questions to assess children or teach them
some facts during an activity. These question types are generally defined as closed-
ended. Hall and Miro (2016) investigated teachers’ questioning strategies in STEM
activities and observed them during the activities. Although the researchers agreed on
using the questioning method in STEM activities, they found that questioning and
specifically open-ended questions were rarely observed. In this sense, as Aziza (2018)
mentioned, asking open-ended questions might be difficult for teachers because they
should react appropriately when children give unexpected responses. However, in the
current study, teachers stated that they asked open-ended questions more than closed-
ended ones. Although ‘teaching the facts’ or ‘assessing their knowledge’ are parts of
learning, as Fisher and Frey (2010) highlighted, children also need to apply knowledge
and think about how it occurred. In this context, to develop children's thinking skills,
it is necessary not only to assess children with closed-ended questions but with open-
ended questions ones as well (Birbili, 2013). Moreover, Turkish preschool teachers
are directed to use certain question types contained in the ECE program book (e.g.,
descriptive questions, affective questions, etc.). Turupcu Dogan & Omeroglu (2019)
investigated teachers’ views regarding these question types and classified descriptive
questions and questions based on objectives and indicators as closed-ended questions
and affective questions and questions related to everyday life as open-ended questions.
Hence, the ECE Program book also supports using closed-ended questions besides
open-ended ones. Clearly, teachers should be asking both types during their activities
as the objectives and indicators they support are different and necessary for the ECE
learning environment. In the current study, the reason for teachers’ tendencies towards
open-ended questions may be that closed-ended questions are perceived as
undervalued by teachers, as pointed out by Lee and Kinzie (2012). In this context,
although teachers know the importance of closed-ended questions, they may not have

enough information about how to use such questions effectively.

5.4. Implications

This research investigates the workings of questioning as a teaching method from
the perceptions and experiences of preschool teachers. It does so by asking them to
consider their perspectives and practices, how they consider and deploy the
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questioning cycle, and the question types they ask in practice. Analysis of the findings
has generated some implications and recommendations for future studies, practices,

and methodological contributions.

5.4.1. Educational Implications

With the changing needs of children, new teaching methods are emerging
(Bredekamp, 2014). Questioning is one of the oldest that seems to update itself and
does not go out of fashion. Today, the findings of the current study demonstrate that
preschool teachers continue to frequently use questioning as a teaching method in the
early years teaching and learning environment. The critical question is whether they
use this method in line with children’s current needs or not.

Primary and secondary school teachers’ understanding of the questioning method
is well investigated. However, less attention has been given to how questioning is
being used to educate young learners (Giinay Bilaloglu et al., 2017). The current
research sought to obtain a general understanding of questioning and its two
questioning strategies (questioning cycle and question types) from preschool teachers
in Turkey. The following educational implications arise from the analysis of their
beliefs and self-reported practices.

Firstly, in terms of teachers’ general understanding, the analysis revealed that
teachers’ use of the questioning method changed according to the activity types.
Namely, while teachers asked more questions in language activities, they asked fewer
or did not ask questions in physical and art activities. While teachers ask questions,
they may focus on children’s cognitive and language development. In more
individually acted activities, such as art or physical activities, they may not want to
interrupt children, so they may ask fewer questions or not ask any questions. Previous
studies suggest teachers should use aspects of the questioning method in all activities.
For example, by using the questioning method in art activities, children’s aesthetic
perceptions and language skills can be developed, and they can go on a learning
journey with their curiosity (Zolfaghari et al., 2011). The questioning method used in
different activities can serve children’s different developmental necessities (J. A.
Walsh & Sattes, 2005). For all these reasons, the use of the questioning method can be
expanded by educating teachers about the use of questions in different activities and
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by raising their awareness that the questions asked in different activities can develop
children’s different developmental areas. Since questions may help children to
discover and understand life (Blosser, 2000; Bredekamp, 2014), preschool teachers’
attitudes and behaviors in this regard can be considered very important. For this
reason, it continues to be important to give training for preschool teachers to improve
their existing practices regarding the questioning method. In this manner, children’s
development can be affected by the teachers' education.

Secondly, implications regarding the questioning cycle were provided. Fusco
(2012) emphasized how it creates an effective atmosphere in the class. The findings of
the current study generated several implications about preschool teachers’
understandings based on the questioning cycle and its components. An important one
was that preschool teachers could also use the questioning cycle to create an effective
atmosphere. This study also confirms that preschool teachers’ beliefs reflected
teachers' use of the questioning cycle. However, their self-reported practices reflected
that they did not use some of the components (planning questions, waiting time)
because they emphasized that children’s developmental needs or individual
differences at the ECE level may not be sufficient for implementing these components.
For instance, they reported that questions do not need to be planned because they were
experienced teachers. However, with the changing world, the needs of children, their
individual needs, and differences also change (UNESCO, 2021). In this sense,
although teachers’ years of experience bring an advantage, planning questions make
teaching and learning more effective.

When the purpose of asking questions in this study is examined, it is clear that
teachers ask questions mainly to assess children, as reported in previous studies
(Wallace & Hurst, 2009). Of course, questions can be used to assess children, but as
the literature review recommends, beyond assessment, taking children on a learning
journey and creating another question in their minds should be among the purposes of
questioning. Teachers who follow the questioning cycle components can support every
aspect of children’s development. Teachers who use this strategy mention their
benefits for all children, including children who have difficulties learning (Fusco,
2012). In this sense, preschool teachers should also be aware of their responsibilities
towards children while applying the questioning cycle. They should exchange their
ideas with other teachers to make the strategy more effective with this awareness. They
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can adapt all these components of the cycle by considering the class dynamics.
Moreover, they can create a sharing network by following up-to-date studies on the
questioning cycle and participating in conferences and in-service training programs.
Accordingly, the findings of this study suggest that tangible benefits would flow from
further research on preschool teachers’ use of the questioning cycle.

Thirdly, implications regarding question types, the second questioning strategy,
were offered. Two question types were defined in the literature that was recommended
for use in preschool. As revealed in the analysis, teachers reported that they used open-
ended questions more. Although preschool teachers emphasize the importance of
open-ended questions, in theory, their inability to implement them in practice may be
due to a lack of knowledge regarding question types, as Bay (2020) pointed out.
Teachers can re-evaluate the questions they plan based on their types in this context.
Likewise, by sharing with their colleagues, they can follow updated information on
question types, improve their effectiveness, and request in-service training. In
addition, they can ask closed-ended and open-ended questions in a balanced way by
discussing the developmental levels of children. Young learners also need to answer
closed-ended questions.

Teachers’ effective use of the questioning method can help to circumvent some of
the difficulties faced in activities that adopt the STEM approach, which has been
frequently mentioned in the ECE period in recent years. These include instances where
teachers have difficulty in describing problem-solving cases to children and the
classroom management problems that arise because of children’s attention span
(Demircan, 2021). One of the reasons for this may be that the teachers do not plan
effective questions during these activities and may not offer a balance of open-ended
and closed-ended questions. Based on this example, training on effective questioning
can also be given to in-service teachers. This training enables teachers to implement
emerging approaches more successfully. For example, assume that a problem situation
is carried out in a preschool setting. The teacher plans the questions to be posed to the
children regarding this problem situation and asks these planned questions considering
certain situations. After asking, the teacher gives the child a particular waiting time.
The child thinks for a while and answers the question posed to her/him. The teacher
also listens to the child's answer and assess their responses. Then, she/he asks follow-
up questions to the child within the scope of the planned question. Therefore, with the
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use of this strategy, the teacher can overcome the difficulties in implementation, and
she/he may describe problem-solving cases clearly, or manage the classroom
effectively. Regarding this, Mbugua (2009) emphasized that well-trained and qualified
preschool teachers have a crucial role in providing children with quality early
childhood education. According to Seabra-Santos et al. (2021), in-service training
provides important opportunities for teachers to acquire new skills and improve their
existing skills. This training has a vital role in the self-development of teachers and

should feature the questioning method.

5.4.2. Methodological Implications

In this study, a QTMPC Survey was developed for preschool teachers in Turkey
based on the literature. The survey sought to examine preschool teachers’ beliefs on
the questioning cycle and question types, which are the two strategies of the
questioning method. As far as the literature is reviewed, studies generally focus on the
question types of Bloom's taxonomy (Bay & Hartman, 2015) and teachers’ approaches
to waiting time (Wasik & Hindman, 2018). With the survey, in addition to examining
waiting time, the whole questioning cycle components, including planning, asking,
waiting, listening, and asking follow-up questions, can be investigated. Thus, the

survey which the researcher developed can be a resource for future studies.

5.5. Limitations and Recommendations

This study was conducted in some central districts of Ankara in Turkey. Not to
generalize, it may be necessary to undertake similar studies in other regions of Turkey,
whereafter a national picture may emerge regarding preschool teachers’ beliefs and
their self-reported practices about the questioning method.

On the other hand, the effect of demographic variables such as teachers’ years of
experience, teachers’ gender, their education level, etc., which were collected in this
study, was not the concern. Therefore, further research studies may explore the
potential effects of demographic variables on questioning. This may contribute to the
related literature. In particular, the influence of teachers' experience on their beliefs
and self-reported practices regarding questioning can be addressed in future studies.
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As emphasized by the teachers in this study, years of experience may change their
beliefs and self-reported practices on important components of the questioning cycle.
For example, more experienced teachers may not need to plan questions.

The researcher did not observe preschool teachers’ actual practices; rather, their
self-reported practices were examined regarding the questioning cycle and question
types, meaning their actual practices were not defined. For this reason, future studies
may focus on teachers’ actual practices as well. Moreover, each questioning cycle
component can be investigated in depth using different data collection methods. As
researchers know, there are only a limited number of studies that focus on some of the
components of the questioning cycle.

Another limitation was that the research was conducted only in public preschools.
Although they use the same preschool curriculum, some of the private schools may
integrate different approaches, and teachers may use some different teaching methods
based on schools’ approaches. Moreover, there may be some differences regarding
expectations from teachers, parents’ profiles, and expectations of school
administrations. So, further studies may examine the effects of these differences on
teachers’ beliefs and their self-reported practices.

Regarding the survey, which is one of the data collection tools, although opinions
of 3 experts were taken, and items were constructed through obtaining within the
framework of the relevant literature, the findings were quite positive. There may be
two reasons for this outcome: (1) The survey does not work as desired. This may be
related to the structure of the sentences in the items, or some items may have been
answered within the framework of the policies determined by the authority. For
example, the activity plans in Turkey ECEP include questions. Therefore, teachers
may have demonstrated a very positive belief regarding the necessity of planning
questions. (2) Teachers’ personal beliefs may therefore not have been reliably obtained
by the survey as their responses may have at times reflected accepted understanding

about teaching, as opposed to their own.
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C. SURVEY FOR QUESTIONING AS A TEACHING METHOD IN THE

PRESCHOOL CLASSROOMS (QTMPC)

QUESTIONING AS A TEACHING METHOD IN THE
PRESCHOOL CLASSROOMS (QTMPC)

Dear Teacher,

This research was conducted by Gamze Nur inénii and Assist. Prof. Dr. Hasibe Ozlen
Demircan from Middle East Technical University Department of Elementary and Early
Childhood Education. This is a master's thesis under the supervision of Hasibe Ozlen
Demircan. The aim of the study is to investigate the opinions of preschool teachers about
the questioning as a teaching method.

Your voluntary participation in this study is important. You can stop answering the
research as soon as you feel uncomfortable and restless. The questions you will answer
for the study focus on your opinions. You will not be asked for any information revealing
your identity.

There are 36 questions in this form. It is estimated that it will take approximately 7-10
minutes to answer the questions. The information obtained from the study will be used in
scientific purposes.

Thank you for your voluntary participation and supports.

You can contact me about any question.
Contact Information: nur.inonu@metu.edu.tr

* Required

Demographic Information

1. How many years have you been working as a preschool teacher? *

2. Inwhich city do you teach?
Mark only one oval.

) Ankara

Other
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3. Which of the following is your recent school degree? *
Mark only one oval.

) High school
(") Some college no degree
() Bachelor's degree
() Master's degree

) Doctoral degree

4. What type of school are you currently working at? *
Mark only one oval.

() Independent preschool

) Kindergarten in primary school
() Kindergarten in secondary school
() Private kindergarten

() Other:

5. Gender:*
Mark only one oval.

() Female

() Male

QUESTIONING AS A TEACHING METHOD IN THE PRESCHOOL CLASSROOMS
(QTMPC)
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6. The preschool teacher ....... uses the questioning method. *
Mark only one oval.

) Never
() Rarely
) Sometimes
() Often

() Always

7. The preschool teacher ......... writes the questions they will ask in the activity plan.

*

Mark only one oval.

() Never
() Rarely

) Sometimes
() Often

() Always

8. The preschool teacher....... asks questions not included in the activity plan. *

Mark only one oval.

() Never
() Rarely
() Sometimes
() Often

() Always
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9. The preschool teacher ....... considers the children’s differences (age, gender,
stage, and so on). *

Mark only one oval.

() Never
() Rarely
() sometimes
() Often

() Always

10. The preschool teacher ....... considers the children’s needs (interests, language,
cognitive abilities, and so on). *

Mark only one oval.

() Never
() Rarely
() Sometimes
() Often

() Always

11. The preschool teacher.......foresees the answers to the questions she/he
designed for the activity plan. *

Mark only one oval.

() Never
() Rarely

_ ) Sometimes
() often
() Always
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12. The preschool teacher ........ includes questions in the activity plan for more than
one development area of children (cognitive, emotional, social, language, self-
care, and psychomotor development). *

Mark only one oval.

() Never
() Rarely
() Sometimes
() Often

() Always

13. The preschool teacher ...... plans questions based on the goals and indicators. *
Mark only one oval.

() Never
() Rarely
() Sometimes
() Often

() Always

14. The preschool teacher ........ includes questions that are not related to goals and
indicators. *

Mark only one oval.
() Never

() Rarely

: ) Sometimes
() Often

() Always
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15.  The preschool teacher ........ cares about the word count of the questions she/he
designed for the activity plan. *

Mark only one oval.

() Never
() Rarely

-

() Sometimes

() Often
() Always
16. The preschool teacher ........ searches the answers to the questions she/he

designed for the activity plan. *

Mark only one oval.

() Never
() Rarely
() Sometimes
() Often
() Always
17. The preschool teacher ......... asks the questions to arouse interest and curiosity

during the activity plan process. *

Mark only one oval.

() Never
() Rarely
() Sometimes
() Often

() Always
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18. The preschool teacher ....... asks questions for the active participation of

children. *

Mark only one oval.

() Never
() Rarely
() Sometimes
() often
() Always

19. The preschool teacher...... asks open-ended questions in their activities. (eg.
What do you think about the color red?) *

Mark only one oval.

() Never
() Rarely
) Sometimes
() Often
() Always
20. The preschool teacher ......... asks closed-ended questions in the activities. (eg.

Is red acolor?) *

Mark only one oval.

() Never
() Rarely

) Sometimes
() Often

P

() Always
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21. The preschool teacher ........ asks the questions to the whole class. *
Mark only one oval.
() Never
() Rarely
() Sometimes
() Often

() Always

22. The preschool teacher ......... asks the questions to assess whether the children
have learned what she/he have aimed. *

Mark only one oval.
) Never
) Rarely
() Sometimes
) Often

() Always

23. The preschool teacher ........ asks the questions to find out what the children
know and do not know. *

Mark only one oval.

() Never
() Rarely

) Sometimes
() Often
() Always
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24. The preschool teacher ......... asks the questions to understand how children feel
about the activity. *

Mark only one oval.

) Never
() Rarely
() Sometimes
() often

() Always

25. The preschool teacher .......... knows the correct answer to the questions she/he
asked. *

Mark only one oval.

() Never
() Rarely
() Sometimes
() Often

() Always

26. The preschool teacher ..... gives children time to think about the responses. *
Mark only one oval.

() Never
() Rarely
() Sometimes
() Often

() Always
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27. After asking the question, the preschool teacher.......... does not predict how
long she/he will have to wait for it to be answered. *

Mark only one oval.

—

) Never
() Rarely
() Sometimes
() Often

() Always

28. The preschool teacher

.......... waits more than 3 seconds after asking the
questions. *

Mark only one oval.

() Never
() Rarely

) Sometimes
() Often

() Always

29. The preschool teacher ........ gives the children time to answer after asking
closed-ended questions. *

Mark only one oval.

() Never
() Rarely

) Sometimes
() Often
() Always
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30. The preschool teacher ........ gives the children time to answer after asking open-
ended questions. *

Mark only one oval.

() Never
() Rarely
() Sometimes
() Often

() Always

31. The preschool teacher ........ clarifies the questions she/he asked according to
the children’s responses. *

Mark only one oval.

() Never
() Rarely
() Sometimes
() Often

() Always

32.  When children do not understand the questions, the preschool teacher ...... asks
them differently. *

Mark only one oval.

() Never
() Rarely
() Sometimes
) Often

() Always
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33. The preschool teacher ........ lets the children ask questions. *

Mark only one oval.

() Never
() Rarely
() Sometimes
() Often
() Always
34. The preschool teacher ........ compares the answers given by the children and
his/hers. *

Mark only one oval.

() Never
() Rarely
() Sometimes
() Often

() Always

35. If the children have difficulty answering the questions, the preschool teacher
.......... gives them a clue. *

Mark only one oval.

() Never
() Rarely
() Sometimes
() often
() Always
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36. The preschool teacher ....... gives responses regarding the questions she/he
asked. *

Mark only one oval.

() Never
() Rarely
() Sometimes
() often

() Always

37. By using the answers that the preschool teacher received from the children,
she/he ........ makes inferences about whether her/his question was understood

correctly. *
Mark only one oval.

() Never
() Rarely
() Sometimes
() Often

() Always

38. When a child answers the question incorrectly, the preschool teacher .........
immediately makes it right. *

Mark only one oval.
() Never

) Rarely
() Sometimes
() Often

() Always
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39. The preschool teacher ......... asks more questions so that the children can give
different answers. *

Mark only one oval.
() Never

() Rarely

() Sometimes
() often

) Always

40. The preschool teacher's questions had more than one answer, so she/he asked

follow-up questions. *
Mark only one oval.
() Never

() Rarely

() Sometimes

() often

\

() Always

41. The preschool teacher ...... uses questions to expand the topic. *

Mark only one oval.

() Never
) Rarely
() Sometimes
() Often
) Always
Thank you!
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42. Would you like to share your experiences with interview and your 5 daily plans
through e-mail? If yes, please write your contact address. *

This content is neither created nor endorsed by Google.

Google Forms
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OKUL ONCESi OGRETMENLERININ SORU-CEVAP YONTEMINi

1.

KULLANIMI (OSYK)

Okul Oncesi Ogretmenlerinin Soru-Cevap Yéntemini
Kullanimi (OSYK)

Degerli Ogretmenim,

Bu arastirma, Gamze Nur Inénii tarafindan, Orta Dogu Teknik Universitesi Temel Egitim
B&limi Okul Oncesi Egitimi Anabilim Dali Ogretim Uyesi Dr. Ogr. Uye. Hasibe Ozlen
Demircan danigmanhginda ydritilen bir yiksek lisans tez galismasidir. Galismanin amaci,
okul 6ncesi 6gretmenlerinin 6gretme yontemlerinden biri olan soru-cevap yontemi
hakkindaki gorislerini aragtirmaktir.

Bu galismaya gonilli olarak katiminiz 6nemlidir. Calisma igin yanitlayacaginiz sorular,
konu hakkindaki goriiglerinize odaklanmaktadir. Sizden kimliginizi agik eden higbir bilgi
istenilmeyecektir.

Bu form dahilinde 36 soru vardir. Sorularin yanitlanmasinin yaklasik 7-10 dakikanizi alacagi
tahmin edilmektedir. Calismadan elde edilecek bilgiler bilimsel yayinlarda kullanilacaktir.
Gonulla katihminiz ve galismamiza verdiginiz destek icin tesekkiir ederiz.

Arastirma stireci ile ilgili merak ettiginiz herhangi bir konuda benimle iletisime
gecebilirsiniz.

iletisim Bilgisi: nur.inonu@metu.edu.tr

* Gerekli

Demografik Bilgiler

Kag yildir okul 6ncesi 6gretmeni olarak calismaktasiniz? *

Hangi sehirde 6gretmensiniz?
Yalnizca bir sikki isaretleyin.

Ankara

Other
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3. En son mezun oldugunuz okul derecesi asagidakilerden hangisidir? *
Yalnizca bir sikki isaretleyin.

) Lise

) On Lisans
() Lisans
_ ) VYiiksek Lisans

) Doktora

4. Su an galigmakta oldugunuz okul turt nedir? *
Yalnizca bir sikki isaretleyin.

() Bagimsiz anaokulu
") llkokul biinyesinde anasinifi

) Ortaokul biinyesinde anasinifi
~ ) Gzel Anaokulu

") Diger:

5. Cinsiyetiniz: *
Yalnizca bir sikki isaretleyin.

) Kadin
() Erkek

Okul Oncesi Ogretmenlerinin Soru-Cevap Yéntemini Kullanimi (OSYK)
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6. Okul dncesi 6gretmeni soru-cevap yontemini kullanir. *

Yalnizca bir sikki isaretleyin.

_ ) Higbir Zaman
() Nadiren
() Bazen
() Siksik

) Her zaman

2

7. Okul 6ncesi 6gretmeni soracagi sorulari etkinlik planina yazar *

Yalnizca bir sikki isaretleyin.
() Higbir Zaman

() Nadiren

() Bazen

C ) siksik

() Her zaman

8.  Okul dncesi 6gretmeni, etkinlik planinda yer almayan sorulari da sorar. *

Yalnizca bir sikki isaretleyin.

() Higbir Zaman
") Nadiren
() Bazen
) siksik

) Her zaman
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9. Okul oncesi 6gretmeni sordugu sorularda, cocuklarin bireysel farkliliklarini (yas,
cinsiyet, durum vs.) géz 6ntinde bulundurur. *

Yalnizca bir sikki isaretleyin.

) Higbir Zaman
) Nadiren
() Bazen
) Sik stk

) Her zaman

10.  Okul éncesi 6gretmeni sordugu sorularda, cocuklarin bireysel gereksinimlerini
(ilgi alanlari, dil, biligsel durumu vs.) géz éntinde bulundurur. *

Yalnizca bir sikki isaretleyin.

() Higbir Zaman

() Nadiren

() Bazen
() Siksik

.
() Herzaman

11.  Okul 6ncesi 6gretmeni, etkinlik planina yazdidi sorularin cevaplarini nceden
dusanar. *

Yalnizca bir sikki isaretleyin.

-

() Higbir Zaman

) Nadiren
(") Bazen
() siksik

(

() Her zaman
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12.  Okul 6ncesi 6gretmeni, etkinlik planinda ¢cocuklarin birden fazla gelisim alanina
(biligsel, duygusal, sosyal, dil gelisimi, 6z bakim ve psikomotor) yonelik sorulara
yer verir. *

Yalnizca bir sikki isaretleyin.

) Higbir Zaman
) Nadiren

) Bazen

) Stk stk

) Her zaman

13.  Okul 6ncesi 6gretmeni, etkinligin kazanim ve gostergeleriyle ilgili sorular hazirlar.

*

Yalnizca bir sikki isaretleyin.
() Higbir Zaman
) Nadiren
) Bazen
) Sik stk

) Her zaman

14.  Okul 6ncesi 6gretmeni, etkinliklerde kazanim ve gostergelerle ilgili olmayan
sorulara da yer verir. *

Yalnizca bir sikki isaretleyin.

) Highir Zaman
) Nadiren

) Bazen

) Sik stk

Her zaman
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15.

16.

17

Okul 6ncesi 6gretmeni, sordugu sorularin kelime sayisini onemser. *
Yalnizca bir sikki isaretleyin.

() Higbir Zaman

() Nadiren

() Bazen

() siksik

() Her zaman

Okul éncesi 6gretmeni, etkinliginde soracagi sorularin cevaplarini dnceden
arasgtirir. *

Yalnizca bir sikki isaretleyin.

() Higbir Zaman
() Nadiren
() Bazen

() Siksik

) Her zaman

Okul 6ncesi 6gretmeni, etkinlik strecinde ilgi ve merak uyandirmak icin sorular
sorar. *

Yalnizca bir sikki isaretleyin.
(") Higbir Zaman

() Nadiren

() Bazen

() Siksik

() Her zaman
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18.

19.

20.

Okul éncesi 6gretmeni, cocuklarin etkinlige aktif katiimalari icin sorular sorar. *

Yalnizca bir sikki isaretleyin.

(__) Higbir Zaman
() Nadiren
() Bazen

() siksik

() Her zaman

Okul 6ncesi 6gretmeni, etkinliklerde agik uglu sorular sorar. (6r. Kirmizi rengi
hakkinda ne dusUnUyorsun?) *

Yalnizca bir sikki isaretleyin.
() Higbir Zaman

() Nadiren

() Bazen

() Sik stk

( ) Her zaman

Okul 6ncesi 6gretmeni, etkinliklerde kapal uglu sorular sorar. (6r. Kirmizi bir renk
midir? *

Yalnizca bir sikki isaretleyin.
(— Higbir Zaman

(") Nadiren

() Bazen

() siksik

( ) Her zaman
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21.  Okul 6ncesi 6gretmeni, etkinlik stiresince sordugu sorulari batin sinifa yéneltir. *
Yalnizca bir sikki isaretleyin.

) Higbir Zaman
) Nadiren
_ ) Bazen
~ ) Siksik

) Her zaman

22.  Okul 6ncesi 6gretmeni, cocuklarin hedeflenen kazanimlari 6grenip
ogrenmediklerini 6lgmek icin onlara sorular sorar. *

Yalnizca bir sikki igaretleyin.
) Higbir Zaman
) Nadiren
_ ) Bazen
) Sik sik

__) Her zaman

23.  Okul 6ncesi 6gretmeni, cocuklarin neleri bilip bilmediklerini anlamak igin onlara
sorular sorar. *

Yalnizca bir sikki isaretleyin.

___) Higbir Zaman
) Nadiren

_ ) Bazen

") Sik sik

_ ) Her zaman
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24. Okul 6ncesi 6gretmeni, gcocuklarin etkinlikle ilgili neler hissettiklerini anlamak icin
onlara sorular sorar. *

Yalnizca bir sikki isaretleyin.

) Higbir Zaman
) Nadiren

) Bazen

~ ) Siksik

) Her zaman

25.  Okul éncesi 6gretmeni, sordugu sorularin dogru cevabin bilir. *

Yalnizca bir sikki isaretleyin.

) Higbir Zaman
) Nadiren

) Bazen
) Sik stk

) Her zaman

26. Okul dncesi 6gretmeni, sordugu sorularin yanitlarini distinmeleri i¢in gcocuklara
sure verir. *

Yalnizca bir sikki isaretleyin.

_ ) Higbir Zaman
~ ) Nadiren

) Bazen

"~ ) siksik

Her zaman
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27. Okul 6ncesi 6gretmeni, soru sorduktan sonra, cevaplanmasi i¢in ne kadar
beklemesi gerektigini Snceden tahmin edemez. *

Yalnizca bir sikki isaretleyin.

) Higbir Zaman
) Nadiren

) Bazen

) Sik sik

) Her zaman

28.  Okul 6ncesi 6gretmeni, soru sorduktan sonra 3 saniyeden daha fazla bekler. *
Yalnizca bir sikki isaretleyin.

() Higbir Zaman
() Nadiren
() Bazen
() siksik

() Her zaman

29. Okul dncesi 6gretmeni, kapali uclu soru sorduktan sonra ¢ocuklara soruyu
yanitlamalart i¢in sure verir. *

Yalnizca bir sikki isaretleyin.
() Higbir Zaman

() Nadiren

() Bazen

() Siksik

) Her zaman
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30. Okul 6ncesi 6gretmeni, acik uglu soru sorduktan sonra gocuklara soruyu
yanitlamalari igin sure verir. *

Yalnizca bir sikki isaretleyin.

) Higbir Zaman
() Nadiren
() Bazen
() siksik

) Her zaman

31.  Okul 6ncesi 6gretmeni, soracagi sorularda ¢ocuklarin cevaplarina gére
duzenlemeler yapar. *

Yalnizca bir sikki isaretleyin.

() Higbir Zaman
() Nadiren
() Bazen

() siksik

) Her zaman

32.  Okul 6ncesi 6gretmeni, sordugu sorulari cocuklar anlamadiginda baska bir
bicimde yeniden sorar. *

Yalnizca bir sikki isaretleyin.

—

) Higbir Zaman
) Nadiren
) Bazen

() siksik

) Her zaman
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33.

34.

35:

Okul 6ncesi 6gretmeni, cocuklarin da soru sormalarina izin verir. *
Yalnizca bir sikki isaretleyin.

(") Higbir Zaman
() Nadiren
() Bazen

() siksik

() Her zaman

Okul éncesi 6gretmeni, kendi yanityla cocuklarin soruya verdigi yaniti
karsgilagtirir. *

Yalnizca bir sikki isaretleyin.

() Higbir Zaman
() Nadiren
() Bazen

) Siksik

() Her zaman

Eger cocuklar sorulan soruyu yanitlamakta zorlaniyorsa, okul dncesi 6gretmeni
onlara ipucu verir. *

Yalnizca bir sikki isaretleyin.
() Higbir Zaman
) Nadiren
() Bazen
() Siksik

() Her zaman
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36. Okul 6ncesi 6gretmeni, sordugu sorularla ilgili cocuklarin cevaplarina donit

verir. *

Yalnizca bir sikki isaretleyin.
() Higbir Zaman
() Nadiren
: Bazen

() siksik

) Her zaman

37.  Okul 6ncesi 6gretmeni, cocuklardan aldigi cevaplardan faydalanarak, sorusunun

dogru anlasilip anlasiimadidi ile ilgili cikarimda bulunur. *
Yalnizca bir sikki isaretleyin.

() Higbir Zaman

() Nadiren

() Bazen

() siksik

() Her zaman

38.  Bir cocuk, sorulan soruya yanlis cevap verdiginde, okul 6ncesi 6gretmeni
cocugun yanitini hemen duzeltir. *

Yalnizca bir sikki isaretleyin.
() Higbir Zaman

() Nadiren

() Bazen

() siksik

) Her zaman
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39.  Okul 6ncesi 6gretmeni, cocuklarin farkli yanitlar vermelerini saglamak icin daha

fazla soru sorar. *

Yalnizca bir sikki isaretleyin.

(

(") Higbir Zaman
() Nadiren
*:,:) Bazen

) Siksik

) Her zaman

40.  Okul 6ncesi 6gretmeninin sordugu sorularin birden fazla yaniti vardir, bu yuzden

tamamlayici sorular sorar. *
Yalnizca bir sikki isaretleyin.
() Higbir Zaman
() Nadiren
() Bazen
() siksik
() Her zaman

41.

Okul 6ncesi 6gretmeni, etkinlik planinda ele aldigi konuyu genisletmek icin
sorulardan faydalanir. *

Yalnizca bir sikki isaretleyin.

(") Higbir Zaman
() Nadiren
() Bazen

() siksik

) Her zaman

Tesekkur ederiz!
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42.

Konu hakkinda, yaklasik 30 dakika surebilecek birebir gérusmeye katilmak ve
etkinlik planlarinizi paylagsmak isterseniz kendi belirleyeceginiz bir rumuzu ve e-
posta adresinizi agagida belirtmeniz yeterlidir. Gérisme igin gondlli olmaniz
durumunda aragtirmaci sizinle iletisime gececektir. *

Bu igerik Google tarafindan olusturulmamis veya onaylanmamistir.

Google Formlar
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D. INTERVIEW PROTOCOL

Questions asked for demographic information purposes:

How many years have you been working as a preschool teacher?

Which school and department did you graduate from?

How many children are in your class? Which age group?

General questions about the questioning method:

In your opinion, is it an appropriate method for early childhood education? Do you use
it?

How would you define the questioning method if you had created your definition? In
which activity types do you use more? Is there any activity type that does not use the
questioning method?

In which activity part do you use?

Questions asked for questioning cycle and its components:

When and how do you implement the questioning method in your classroom? Can you
give an example?

What does the questioning cycle mean to you?

Do you plan the questions before the activities?

What should be your role while asking questions? Why do you ask questions? What
do you pay attention to while asking questions?

Is waiting time necessary after asking questions? Can you please share your opinions?
After asking questions, what do you pay attention to while children respond? Do you
listen to them? If yes, while listening, what do you pay attention to?

Do you assess their responses? If yes, what do you pay attention to?

Imagine you ask questions and do not reach the goal properly; what was another step?
Do you use follow-up questions?

Questions asked for question types:

Two question types are defined, open-ended and closed-ended. What do you think
about these two question types? How do you define them?

Which question types do you use more? Why?
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Can you please provide an example of open-ended and closed-ended questions?

Is there anything related to the topic you want to add?

GORUSME SORULARI

Demografik bilgi amach sorulan sorular:

Kag yildir okul 6ncesi 6gretmeni olarak ¢aligtyorsunuz?

Hangi okul ve béliimden mezunsunuz?

Smifinizda kag ¢cocuk var? Hangi yas grubu?

Soru-cevap dongiisii ve bilesenleri igin sorulan sorular:

Soru sorma yontemini sinifinizda ne zaman ve nasil uyguluyorsunuz? Bir 6rnek
verebilir misiniz?

Soru-cevap dongiisii sizin i¢in ne ifade ediyor?

Sorular etkinliklerden 6nce planlar misiniz?

Soru sorarken dgretmen olarak roliiniiz ne olmali? Neden soru soruyorsunuz? Soru
sorarken nelere dikkat ediyorsunuz?

Soru sorduktan sonra bekleme siiresi gerekli midir? Liitfen goriislerinizi paylasir
misiniz?

Soru sorduktan sonra ¢ocuklar cevap verirken nelere dikkat ediyorsunuz? Onlar1
dinliyor musunuz? Evet ise, dinlerken nelere dikkat ediyorsunuz?

Cocuklarin cevaplarini degerlendirir misiniz? Evet ise nelere dikkat edersiniz?
Sorular sordugunuzda hedeflediklerinize tam olarak ulasamadiginizda daha fazla
sorudan yararlanir misiniz?_Tamamlayict sorulart kullanir misiniz?

Soru tiirleri icin sorulan sorular:

Acik uglu ve kapali uclu olmak tizere iki tiir soru tanimlanir. Bu iki soru tiiri hakkinda
ne diisiinliyorsunuz? Onlari siz nasil tanimlarsiniz?

Hangi tiir sorular1 daha ¢ok kullaniyorsunuz? Neden?

Agik uglu ve kapali uglu sorulara birer 6rnek verir misiniz?

Eklemek istediginiz konu ile ilgili bir sey var m1
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E. CONSENT FORM

Dear Teacher,

This interview form was prepared to collect data for research titled “Preschool
Teachers” Opinions and Self-Reported Practices Regarding Questioning As a
Teaching Method: Questioning Cycle And Question Types” by Gamze Nur indnii
from Middle East Technical University, Department of Elementary and Early
Childhood Education Department. This research is supervised by Assist. Prof. Dr.
Hasibe Ozlen Demircan.

Participation in the research is entirely voluntary. It will not be asked for any
identifying information during the interview. Your answers are kept completely
confidential and will only be evaluated by the researchers. The data obtained at the
end of the study is used in scientific publications (congress, academic articles, etc.).
At the end of the interview, your questions about this study will be answered. Thank
you in advance for participating in the study.

For more information about the study, you can contact Assist. Prof. Dr. Hasibe Ozlen
Demircan (E-mail: dozlen@metu.edu.tr) or Gamze Nur Indnii (E-mail:

nur.inonu@metu.edu.tr) from the Department of Elementary Education.

| participate in this study entirely voluntarily, and | know that | can quit answering
questions at any time. | accept the use of the information | have provided in

publications for scientific purposes.

Name Surname Date Signature
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GONULLU KATILIM FORMU

Saymn Ogretmenim,

Bu goriisme formu, Orta Dogu Teknik Universitesi, Temel Egitim Boliimii, Erken
Cocukluk Egitimi Anabilim Dali Ogretim Uyesi Dr. Ogr. Uye. Hasibe Ozlen
Demircan danigmanlhiginda yiiriittiigiim “Okul Oncesi Ogretmenlerinin Soru-Cevap
Yéntemi ile Ilgili Soru-Cevap Dongiisii ve Soru Tiirleri Hakkindaki Uygulama ve
Goriiglerinin  Incelenmesi” konulu bir arastirmaya veri toplamak amaciyla
hazirlanmastir.

Arastirmaya katilim tamamen goniilliilik esasina dayanmaktadir. Gorlismede sizden
kimlik belirleyici higbir bilgi istenilmeyecektir. Yanitlariniz tamamen gizli tutulacak
ve sadece arastirmacilar tarafindan degerlendirilecektir. Calisma sonunda elde
edilecek veriler bilimsel yayinlarda (kongre, akademik makale vs.) kullanilacaktir.
Goriisme sorulari, kisisel rahatsizlik verecek sorular1 igermemektedir. Ancak, katilim
sirasinda sorulardan ya da farkli bir nedenden dolay1 kendinizi rahatsiz hissederseniz
sorular1 cevaplamay1 goriismeyi yarida birakip c¢ikmakta 6zgiirsiiniiz. Boyle bir
durumda goriismeciye, goriismeyi tamamlamayacaginizi sdylemeniz yeterli olacaktir.
Goriisme sonunda, bu c¢alismayla ilgili sorulariniz cevaplanacaktir. Calismaya
katildiginiz i¢in simdiden tesekkiir ederiz.

Calisma hakkinda daha fazla bilgi almak icin Temel Egitim Béliimii Ogretim
Uyelerinden Dr. Ogr. Uye. Hasibe Ozlen Demircan (E-posta: dozlen@metu.edu.tr) ya

da Gamze Nur Inonii (E-posta: nur.inonu@metu.edu.tr) ile iletisime gecebilirsiniz.

Bu caligmaya tamamen goniillii olarak katiliyorum ve istedigim zaman sorulari
cevaplamay1 birakarak ¢ikabilecegimi biliyorum. Verdigim bilgilerin bilimsel amagli
yayinlarda kullanilmasin1 kabul ediyorum. (Formu doldurup imzaladiktan sonra

uygulayictya geri veriniz)

Ad Soyad Tarih Imza



F. TURKISH SUMMARY / TURKCE OZET

OKUL ONCESi OGRETMENLERININ SORU SORMA YONTEMI iLE
ILGILI INANIS VE OZ-BIiLDIRIMLERINE DAYALI UYGULAMALARI:
SORU-CEVAP DONGUSU VE SORU TURLERI

GIRIS

olarak tanimlanir (Davies & Guppy, 2010). Egitim siireci, birbirini takip eden
O0gretme ve Ogrenme kosullarindan olusur ve dort temel bileseni igerir: amag,
igerik, 6gretim yontemleri ve degerlendirme (Venn & Jahn, 2004; D. Wood, 1998).
Egitimin bilesenlerinden biri olan 6gretim, ates yakmaya benzer. Kagit veya bir
baska yanic1 malzeme, oksijen ile birleserek 1s1 ve 151k olusturur. Ogretmenlerin
amaglar1 da bu metafora benzer. Cocuklar ve i¢cinde bulunduklar1 ortam arasinda
151k’ tiretmek igin, 6gretmenler farkli 6gretim yontemleri kullanirlar (Ausubel &
Robinson, 1969; Hughes & Hughes, 1959). Yani, 6gretim, bir 6gretmenin farkli
Ogretim yontemlerini kullanarak, cocuklarin Ogrenmelerini en st diizeye
cikarmay1 amaglayan, 6gretmenler ve cocuklar arasinda gerceklesen etkilesimli bir
yolculuktur (Darling-Hammond et al., 2020). Bu baglamda, 6gretim yontemleri,
O0grenmeyi kolaylastiran, ¢ocukla ¢evresi arasinda “i1s1k” olusturan araclardandir.

Ogretmenlerin sinif i¢inde kullandiklar1 farkli 6gretim yontemleri, cocuklarin
O0grenme siireglerini destekler (Roth, 1998). Saskatchewan Education (1991),
O0gretim yontemlerini sozlii ve sézsiiz yontemler olarak simiflandirmistir. So6zli
Ogretim yontemlerinin dinleme, tanimlama, anlatma, hatirlama veya soru-cevap
gibi basit sozlii etkilesimleri i¢erdiklerine deginmistir. Bu yontemlerin basit s6zIi
etkilesimleri igermelerine ragmen, ¢ocuklarin 6grenmesini sekillendirmek igin
hayati Onem tasiyabileceginin ve Ogrenme ortaminda kullanimlarinin

gerekliliginin altin1 ¢izmistir. Bu sozlii yontemler, diger karmagik o6gretim
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yontemlerini de sekillendirmektedir (R. Martin et al., 2001). Tim bunlar goz
ontinde bulundurularak, Brewer (2014) uygun O6gretim yOntemini se¢menin
Ogretimin temeli oldugunu vurgulamaktadir.

Yukarida bahsedildigi gibi 6gretim yontemleri birer aragtir ve 6gretmenler bu
yontemleri, 0gretimin amaglarini, ¢ocuklarin gelisim diizeylerini, kendilerinin
aragtirma bilgilerini, cocuklarin kiiltiirel geg¢mislerini ve onlarin bireysel
gereksinim ve farkliliklarin1 gz 6niinde bulundurarak segmelidir (MacNaughton
& Williams, 2004). Ogretmenlerin, egitim ortaminda kullandiklari &gretim
yontemlerinden biri de soru-cevap yontemidir. Wilen ve Clegg (1986) soru-cevap
yontemi ile 6gretimde hedeflenen bir kazanima ulastirmanin miimkiin olduguna
deginmektedir. Bu baglamda Ogretmenler soru-cevap yontemini siniflarinda
siklikla  kullanmaktadir. Diger bir ifadeyle, Ogretmenlerin sorulardan
faydalanmalar1 smif etkilesiminin merkezi bir parcasidir (Bredekamp, 2014,
Fusco, 2012; Wassermann, 1991).

Tarihte bilindigi kadariyla ilk olarak antik Yunan filozofu Sokrates sorular1 bir
ogretme araci olarak kullanmistir. Ogretmenler, Sokrates'ten bu yana, 6grenme
ortaminda soru-cevap yontemini yaygin olarak kullanmaktadir (A. T. Wood &
Anderson, 2001). Sokratik yaklasima gore, tiim bilgiler ¢ocuklarin zihnindedir,
ancak bu bilgiler ¢ocuklarin zihinlerinde uyanik halde degildir. Nails'in (2020)
ifade ettigi gibi Sokrates, soru-cevap yonteminin her ¢ocugun zihnindeki bilgiyi
aciga ¢ikarabilecegini ve o bilgileri uyandirabilecegini dile getirmistir. Sokrates ile
baslayan soru-cevap yontemi kullanilarak gerceklestirilen 6gretme, giiniimiizde de
yaygin bir sekilde kullanilmaya devam etmektedir.

Ogretim ydntemlerinden biri olan soru-cevap ydntemi, ge¢mis yillardan beri
aragtirmacilarin tlizerinde ¢alistiklart bir konudur (MacNaughton & Williams,
2004). Wilen'n (1991) aktardigi1 gibi, soru-cevap yontemine iligskin ilk ¢alisma
Stevens (1912) tarafindan yapilmistir. Bu c¢alismada, arastirmaci lise
Ogretmenlerinin sorularmi incelemis ve soru-cevap yonteminin Ogretme ve
O0grenme slirecinin bir pargasi oldugunu vurgulamistir. Aragtirmanin bulgularina
gore, okul giliniiniin yaklasik %80'1 Ogretmenlerin sorular1 ve 6grencilerin
cevaplarindan olugmaktadir. Stevens'in arastirmasiyla baglayan soru-cevap
yontemine yonelik incelemeler, bir arastirma alani haline gelmistir. Giiniimiizde
de etkililigini koruyan bu yontem, &gretmenler tarafindan okul Oncesinden
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baslayarak tiim kademelerde yaygin olarak kullanilmaya devam etmektedir (Bay
& Alisinanoglu, 2012; Biiyiikalan, 2007; MacNaughton & Williams, 2004).

Yapilan cesitli aragtirmalar, soru-cevap yonteminin dgretmenler tarafindan her
diizeyde yaygin olarak kullanilmasinin sebeplerini agiklamanin yani sira, soru-
cevap yonteminin islevine yonelik birtakim onerilerde bulunmustur. Ross (1860)
ogretmenlerin soru-cevap yontemini kullanmalari i¢in iki temel amag belirlemistir:
(1) dgrencilerin 6gretileni hatirlayip hatirlamadigin1 anlamak ve (2) 6grencilerin
ogrendiklerini uygulayip uygulamadiklarini degerlendirmek. Ross'un amaglarina
benzer sekilde, gilincel arastirmalar, 6gretmenlerin ¢ocuklarin ilgilerini ¢gekmek,
onlara bildiklerini hatirlatmak, dikkatlerini artirmak ve bilgilerini degerlendirmek
icin yaygin olarak soru-cevap yontemini kullandiklarini ortaya koymaktadir
(Dogan ve Omeroglu, 2019; Wallace ve Hurst, 2009). Ornegin, okuma
etkinliginden once Ogretmen, c¢ocuklarin ilgilerini ¢ekmek, onlarin
konsantrasyonlarin1 ve motivasyonlarini artirmak i¢in soru-cevap yonteminden
faydalanmaktadir (Bredekamp, 2013). Benzer sekilde, MacNaughton ve Williams
(2004) ¢ocuklara soru sormanin, onlarin diisiinmelerine, gozlemlerini rapor
etmelerine, deneyimlerini agiklamalarina ve tahminlerde bulunmalarina katki
sagladigini belirtmektedir. De Garmo (1911) da etkili bir sekilde yapilandirilan
sorularin, 1yi bir 6gretime yol gosterecegini vurgulamaktadir. Diger bir deyisle,
siif ortaminda soru-cevap yontemi uygun bir sekilde kullanildiginda; ¢ocuklarin
elestirel diisiinme, dikkat ve odaklama, etkili 6grenme ve hayal giicii becerilerinin
gelistigi ifade edilmektedir (Bredekamp, 2013). Bu amaglara ulasmanin da temel
yollarindan biri soru cevap yontemini etkili uygulamaktir. Bu baglamda,
aragtirmalar soru-cevap yonteminin etkililigini artirmak i¢in bazi stratejiler
tamimlamaktadir (Chin & Osborne, 2008; Fadem, 2008; Fusco, 2012;
MacNaughton & Williams, 2009).

Soru-cevap yonteminde kullanilan bu stratejiler, 6gretmenlerin etkili soru
sormalari i¢in onlara bazi ¢erceveler sunmaktadir. Yapilan ¢caligsmalardan bir kismi1
bu stratejileri tanimlarken soruyu sorduktan sonra, bekleme siiresine
odaklanmaktadir (e.g. Albergaria-Almeida, 2010; Rowe, 1986; Stahl, 1994) veya
soru tiirlerine deginmektedir (e.g. Hamel, Joo, Hong ve Burton, 2021; Meacham,
Vukelich, Han ve Buell, 2014). Ote yandan, bazi arastirmacilar ise bilgi, kavrama,
uygulama, analiz, sentez ve degerlendirme olmak {izere alti kategoriden olusan
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Bloom taksonomisini temel alarak bu stratejileri tartismaktadir (Bay, 2011; Bibi et
al., 2020). Mevcut ¢alismada ise, Fusco (2012)’nun tanimladigi, planlama, sorma,
bekleme, dinleme, degerlendirme ve tamamlayici sorular sorma bilesenlerinden
olusan soru-cevap dongiisii (bkz. Sekil 1), ve MacNaughton ve Williams (2009)’1n
okul 6ncesi donem ¢ocuklari i¢in tanimladigi, kapali uglu ve agik uglu soru olarak
ikiye ayrilan soru tiirleri iki temel soru-cevap stratejisi olarak ele alinmaktadir.

Soru-cevap dongiisii, 6gretmene islevsel sorular sormasi i¢in rehberlik eden,
diyalog kurmay1 kolaylastiran ve sorulari etkili kilan bir soru-cevap stratejisi
olarak tanimlanmaktadir (Christenbury & Kelly, 1983; Fusco, 2012). Ayrica Fusco
(2012) soru-cevap dongiisiinii, ¢ocuklarin bildiklerini anlamak, onlari; fikirlerini
ortaya ¢ikarmaya ve toplum bilincine sahip bireyler olmaya tesvik etmek icin
izlenmesi gereken sistematik bir strateji olarak tanimlamaktadir. Bagka bir
ifadeyle, soru-cevap dongiisii belirli bir seriyi izlemektedir. Bu seri dogrultusunda
planlanan amagli sorular, ¢ocuklarin Ogrenme deneyimleri ic¢in yardimci
olabilmekte ve cevreye karsi farkindaliklarini artirmalarimi saglayabilmektedir
(Fisher & Frey, 2010; Saifer, 2018).

Sekil 1.

Soru-Cevap Dongiisii ve Bilesenleri

Planlama

7

Tamamlayici
Sorular Sorma

Yaniti
Degerlendirme

Bekleme

Yaniti
Dinleme
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Fusco (2012) soru-cevap dongiistiniin ilk adimi olarak, sorulart planlama
bilesenini tanimlamaktadir. Ogretmenler sorular1 planlarken etkinliklerin kazanim
ve gostergelerini, 0gretilmesini amagladiklar1 temel kavramlari, ¢ocuklarin 6n
bilgilerini, sosyokiiltiirel yapilarin1 ve gelisimsel Ozelliklerini géz Oniinde
bulundurmalidir (Allison & Tharby, 2017; Ram, 1991; Teodoro et al., 2011).
Planlanan sorularin, etkinlik planlar1 gibi planlama sayfalarina yazilmasi
onerilmektedir. Etkinlik siirecine bagli olarak Ogretmen bu sorular
gelistirebilmekte veya degistirebilmektedir (Fusco, 2012; Wilen, 1987b). Sorular1
planladiktan sonra, Fusco (2012) soru sormayi, soru-cevap donglisiiniin ikinci
adimi olarak tanitmaktadir. Bununla ilgili olarak, MacNaughton ve Williams
(2009) okul 6ncesi 6grenme ortaminda sorularin zamanlamasina ve amacina atifta
bulunmaktadir. Ogretmenin soru sorarken dogru zamani ve amaci belirlemesinin
gerekliliginin altin1 ¢izmektedir. Bilindigi kadariyla arastirmacilar 1912 yilindan
itibaren Ogretmenlerin etkinliklerde veya derslerde soru sorma davranislarini
arastirmaktadir (Marzano & Simms, 2014). Bu ve bu yillardan sonra yapilan
caligmalar soru-cevap dongiisiiniin ikinci bileseni olan soru sormayla
iliskilendirilebilir. Ornegin Stevens (1912), farkli alan derslerine giren
Ogretmenlerle bir arastirma yiirtitmistiir. 100 ders gézlemi ile, 6gretmenlerin soru
sayilarini arastirmis ve onlarin giinde ortalama 395 soru sordugunu tespit etmistir.
Bu arastirmaya benzer sekilde, Deshmukh ve digerleri (2019) okul Oncesi
Ogretmenleri ile arastirma yapmis ve onlar1 kitap okuma etkinlikleri sirasinda
gozlemlemistir. Arastirmacilar gozlemlerinde, 6gretmenlerin soru kullanimlarin
incelemigler ve okul dncesi 6grenme ortamlarindaki soru sayisiyla ilgili benzer
bulgulara deginmistir. Bu sonuctan hareketle, arastirmacilar etkinlikler sirasinda
cok soru sormanin etkisizliginin altin1 ¢izmektedir. Fusco (2012), 6gretmenlerin
soruyu sorduktan sonra, beklemelerini soru-cevap dongiisiiniin {igiincii bileseni
olarak tanitmakta ve soru sorduktan sonra ideal bekleme siiresinin, en az ii¢ saniye
olmast gerektigini vurgulamaktadir. Yapilan arastirmalar da Ogretmenlerin
yanitlar1 beklemelerinin gerekliligini onaylamaktadir. Ornegin, Rowe (1986) soru
sorduktan sonra bekleme stiresinin 6nemi ile ilgili ilkokul Ogretmenleri ve
ogrencileriyle bir ¢alisma yapmustir. Calismanin sonucunda, dgretmenlerin soru
sorduktan sonra, daha uzun siire beklediklerinde, ¢ocuklara daha acik baglantilar
ve ¢ikarimlar yapma firsat1 verdigini bulmustur. Beklemeden sonra ¢ocuklarin
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yanitlarmmi - dinlemek, soru-cevap donglisiiniin bir sonraki bileseni olarak
tanitilmaktadir (Fusco, 2012). Cocuklarin yanitlarin1 dinlemek, ¢ocuklarin sorulara
iligkin algilarin1 anlamaya olanak sagladigindan, bu soru-cevap dongiisiiniin etkili
bir pargasidir. Aktif dinleme, c¢ocuklarin yanitlarin1 etkili bir gekilde
paylasmalarmi da tesvik etmektedir (MacNaughton & Williams, 2009).
Cocuklarin  yanitlarim1  dinlemek, yanitlart degerlendirme ve soru-cevap
dongiisiiniin diger bileseni olan tamamlayict sorular sorma ile baglantili olarak
tanimlanmaktadir (Fusco, 2012). Yani, 6gretmen ¢ocugun yanitini etkili bir sekilde
dinledikten sonra, onlarin yanitlarini amagladigi kazanim ve gostergelere,
cocuklarin bireysel gereksinim ve farkliliklarina gore degerlendirmektedir. Daha
sonra, onlarin diisiincelerini daha da genisletmek ve desteklemek i¢in tamamlayici
sorular sormaktadir. Bu sekilde, 6gretmen ve ¢ocuk arasinda duyarli ve saygili bir
soru-cevap diyalogu gerceklesmektedir (Fusco, 2012; MacNaughton & Williams,
2009).

Soru-cevap yonteminde kullanilan diger bir strateji ise soru tiirlerinin
kullanimidir. MacNaughton ve Williams (2009) okul 6ncesi donem ¢ocuklart igin,
kapali uclu ve agik uglu soru tiirlerini tanimlamaktadir. Kapali-u¢lu sorular, tek
kelime veya kisa bir climle ile cevaplanabilen sorular olarak tanimlanmalarinin
yani sira; ¢ocuklarin genellikle olgusal bilgiler edinmelerini, bildiklerini
hatirlamalarin1 saglamaktadir (Fusco, 2012; Wilen, 1987). Yani, 6gretmenler
cocuklarin neleri bildigini veya ¢ocuklarin ne hatirladiklarini anlamak i¢in kapali
uclu sorular1 kullanmaktadir. Bazi arastirmacilar bu sorularin sikici olabilecegini
(Brock, 1986; Morgan & Saxton, 1991) soylese de 6gretmenler 6grenme siirecini
etkili bir sekilde yonetmek i¢in kapali uglu sorular1 da planlamali ve onlara da yer
vermelidir (Fusco, 2012; MacNaughton & Williams, 2009). Ote yandan, a¢ik uclu
sorularin belirli bir cevabi yoktur (Hamel et al., 2021; Y. Yu et al., 2019). A¢ik-
uglu sorular araciligiyla ¢cocuklar diisiindiiklerini, inandiklarini, hissettiklerini ve
bildiklerini temsil edebilmektedir. Bu baglamda, MacNaughton ve Williams
(2009) agik uglu sorularla ilgili ti¢ odak noktasi tanimlamaktadir: (1) kuram ve
anlayislar1 paylagsmak, (2) fikir ve duygulari paylasmak ve (3) hayalleri paylagsmak.
Ornegin, “Sence ¢amasir makinesi nasil ¢alistyor?” sorusu ¢ocuklara kuramlarini
ve anlayislarini paylagsmalarina firsat vermektedir. Ya da ¢ocuklar duygularini
“Arkadasin insa ettigin bloklarin1 devirdiginde nasil hissettin?” gibi sorular
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araciligiyla paylasabilmektedir. Ayrica ¢ocuklar, agik uglu sorular kullanarak
hayallerini paylasma firsati da bulmaktadir. Ornegin, “Sence kahraman filimiz
bundan sonra ne yapmis olabilir?” sorusu ¢ocuklarin hayallerini paylagsmalarini
kolaylastiran sorulardandir (MacNaughton & Williams, 2009).

Tanitilan bu iki stratejinin amaci, nitelikli bir 6grenme ortami olusturmak ve
Ogretim siirecinde soru-cevap yonteminin etkililigini artirmaktir (Fusco, 2012;
MacNaughton & Williams, 2009). Soru-cevap yonteminin uygun stratejilerle
kullanildiginda 6grenme ortamlarindaki etkililigi 6nemli olmasina ragmen, okul
Oncesi 0gretmenlerinin bu konudaki inanis ve uygulamalari literatiirde ¢ok fazla
yer bulmamistir (Giinay Bilaloglu et al., 2017). Bu baglamda, bu iki strateji ile
iliski olarak 6gretmenlerin bu konudaki inanislar1 ve raporladiklari uygulamalari,
genel bir bakis acis1 ortaya koyabilir ve alan yazina katki saglayabilir.

Egitim arastirmalar1 genellikle belirli bir konu hakkinda bir grup insanin
inaniglart ile ilgilenebilir ve arastirma sorularina cevap bulmak i¢in onlara bazi
sorular sorabilir. Bu baglamda inanislar, konu ile ilgili genel bakis olusturmaya
yardime1 olabilir (Fraenkel et al., 2012). Ote yandan, inanislarmin yam sira,
katilimcilarin kendi bildirdikleri uygulamalarini arastirmak da goézlemleyerek
Olgiilmesi zor olan bilgileri ortaya ¢ikarma firsati saglayabilir (L. J. Mclintyre,
1999). Bu baglamda, Koziol ve Burns (1986) 6gretmenlerin uygulamalarina iliskin
0z bildirimlerini desteklemekte ve bu 06z bildirimlerin, &gretmenlerin
uygulamalarina iligkin giivenilir veriler topladigini ifade etmektedir.

Mevcut tezde, soru-cevap yontemi ile ilgili genel bir bakis sunabilmek i¢in,
O0gretmenlerin inaniglarina ve 6z-bildirim uygulamalarina basvurulmustur. Bu
tezin {i¢ temel amaci vardir. ilk amag, soru-cevap yontemine iliskin okul dncesi
Ogretmenlerinin inaniglart dogrultusunda, soru-cevap yonteminin kullanimi, soru-
cevap dongiisii ve bilesenleri ve soru tiirleri hakkinda genel bir bakis acisi
sunmaktir. Tkinci amag, okul éncesi 6gretmenlerinin 6z-bildirim uygulamalarinz;
soru-cevap yonteminin kullanimi, soru-cevap dongiisii ve bilesenleri ve soru tiirleri
baglaminda incelemektir. Uciincii amag ise, okul &ncesi dgretmenlerinin inanislar
ile 6z-bildirim uygulamalar1 arasindaki benzerlikleri ve farkliliklar1 kesfetmektir.

Bu hedefler dogrultusunda asagidaki arastirma sorularina yanit aranacaktir:
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Okul Oncesi Ogretmenlerinin soru-cevap yontemine iliskin inaniglar
nelerdir?

a. Soru-cevap yonteminin genel kullanima.

b. Soru-cevap dongiisii ve bilesenleri.

C. Soru tiirleri.
Okul Oncesi Ogretmenlerinin soru-cevap yontemine iliskin 6z-bildirim
uygulamalar1 nelerdir?

a. Soru-cevap yonteminin genel kullanima.

b. Soru-cevap dongiisii ve bilesenleri.

C. Soru tiirleri.
Okul 6ncesi 6gretmenlerinin soru-cevap yontemine iligkin inanislar1 ve 6z-

bildirim uygulamalar1 arasindaki benzerlik ve farkliliklar nelerdir?
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YONTEM

Arastirmanin Deseni

Arastirmanin temel amaci, okul Oncesi 6gretmenlerinin soru-cevap yontemine
iliskin inamiglar1  ve 0z-bildirim uygulamalarmi incelemektir. Bu amag
dogrultusunda, mevcut arastirmada, karma yontem desenlerinden biri olan es zamanl
ticgenleme deseni kullanilmistir (Creswell & Plano Clark, 2018). Bu arastirma tiirii,
anketi ve goriismeyi igeren, nicel ve nitel iki veri kiimesinden olusur. Es zamanl
ticgenleme deseninde, nicel ve nitel veriler ayni zamanda toplanabilir ve analiz
edilebilir. Toplanan verilerin analizi ayr1 ayr yapilabilir ve verilerin yorumlanmasi ve
tartisilmasi esnasinda birlestirilebilir (Creswell & Creswell, 2018). Mevcut ¢alismada
da Sekil 2'de gosterildigi gibi, nicel ve nitel veriler toplanmis ve nicel bulgulari
niteleyerek veya nitel bulgulari nicellestirerek ¢ikarimlar yapilmistir (Creswell &
Plano Clark, 2018; Tashakkori & Teddlie, 2010).

Sekil 2

Es Zamanl Ucgenleme Deseni

Nicel

Anket  |—> | Veri Analizi \

— | Veri Analizi

Es Zamanl
Ucgenleme

* Gorilisme

¢ Dokiiman
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Arastirmanin Orneklemi

Aragtirmanin verileri, Ankara’daki ti¢ farkli merkez il¢ede (Cankaya, Kecioren,
Yenimahalle) bulunan devlet okullarinda gérev yapan okul 6ncesi 6gretmenlerinden
toplanmistir. 412  katilmci  6gretmen, internet {izerinden verilen anketleri
doldurmustur. Anketleri dolduran 6gretmenler arasinda, amacli 6rneklem se¢imiyle,
her ilgeden esit sayida olacak sekilde, ¢alismaya devam etmeyi kabul eden 21 okul

Oncesi 0gretmeni se¢ilmistir. 21 6gretmen ile ¢evrim i¢i goriismeler saglanmstir.

Veri Toplama Araclari

Mevcut tezde, okul Oncesi 0gretmenlerinin bir yontem olarak soru-cevap
yontemi ve bu yoOntemin iki stratejisi olan soru-cevap dongiisii ve soru tiirleri
hakkindaki inaniglarini ve 6z-bildirimlerini aragtirmak icin farkli veri toplama araglari
kullanmustir: (1) Demografik Bilgi Formu, (2) Okul Oncesi Ogretmenlerinin Soru-
Cevap Yontemini Kullanimi1 (OSYK) Anketi ve (3) Yar1 Yapilandirilmis Gériisme

Protokolii.

Veri Toplama Siireci

Mevcut arastirmanin verileri, Ocak 2021 ve Mart 2021 tarihleri arasinda, c¢esitli
veri araclariyla toplanmustir. ilk olarak, katilimc1 dgretmenlere, Demografik Bilgi
Formu ve OSYK Anketi uygulanmistir. Anket, ilgili okul miidiirleri aranarak,
Ogretmenlere anket linkinin iletilmesi ile toplanmistir. Anketin son kisminda,
aragtirmanin bundan sonraki boliimiine goniillii olarak katilmak isteyen katilimeilarin
rumuzlarini, iletisim numaralarimi veya e-postalarini paylasabilecekleri bir iletisim
kutusu bulundurulmustur. Iletisim numaralarini veya e-postalarmi paylasan 57
katilimcinin 21 tanesi amach Orneklem ile se¢ilmis ve cevrim igi goriismeler
yapilmigtir. Goriismeden Once arastirmaci, katilimcilart etik konular hakkinda
bilgilendirmek ve verileri kaydetmek i¢in onam formunu okumus ve goriisme

sirasinda, uygulama iizerinden ses kayitlar1 alinmastir.
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Verilerin Analizi

Mevcut arastirmada, arastirmaci, nicel ve nitel verileri, arastirma deseninin
onerdigi sekilde, bagimsiz olarak analiz etmistir. Analiz siireci Sekil 3’te

aciklanmustir.
Sekil 3

Veri Analiz Siireci

Verileri SPSS yazilimina yazma Verileri analiz i¢in hazirlama

MAXQDA yazilimina transfer

Verileri analiz i¢in hazirlama etme

Betimleyici analizler (ylizdelik,

ortalama vs.) Temalari, kodlari ¢ikarma

Verileri birlestirme

Sekil 3’te gosterildigi gibi, mevcut tezde veriler, nicel ve nitel tekniklerle
toplanmistir. Calisma i¢in uygun veri analiz yontemini belirlemek i¢in, ilgili alan yazin
taranmistir. Calismanin, nicel verilerini analiz etmek i¢in SPSS programindan
faydalanilmistir. Bu baglamda veriler, SPSS yazilimina islenmis ve gerekli veri
temizligi yapilmistir. Analize hazir hale geldiginde ise, betimleyici analizler
kullanilarak bulgulara ulasilmistir. Ote yandan, dgretmenlerden goriisme ile saptanan
nitel verileri analiz etmek i¢in ise MAXQDA yazilimindan yararlanilmistir. Veri
toplama araglarindan elde edilen tiim veriler yazili hale getirilmis ve biitlinciil bir
yaklagim elde edebilmek i¢in birden ¢ok kere okunmustur. Bu siirecte notlar tutulmus,
tutulan notlar yeniden degerlendirilmistir. Degerlendirme siireci sonucunda, temalar,
kategoriler ve kodlar alan yazinin ve anketteki baglamlarin destegiyle olusturulmustur.

Toplanan tiim veriler ayni kategoriler baglaminda analiz edilmistir.
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BULGULAR VE TARTISMA

Bu béliimde veri analizi sonucu elde edilen bulgular olusturulan ortak temalar ve
kategoriler ¢ergevesinde sunulmus ve ilgili alan yazin baglaminda tartisilmistir. Tiim
bulgular temel olarak su temalar temelinde tartisilmaktadir: (1) Bir 6gretim yontemi
olarak soru-cevap yontemi ile ilgili genel anlayislar, (2) Soru-cevap dongiisii ve
bilesenleri ile ilgili genel anlayislar ve (3) Soru tiirleri ile ilgili genel anlayislar.

Okul 6ncesi 6gretmenlerinin soru-cevap yontemine iliskin genel anlayislar ile
ilgili olarak, 6gretmenlerin inanislart ile 6z-bildirimlerine dayali uygulamalarinin
birbirleriyle ortak yonleri oldugu soylenebilir. Calismaya katilan okul Oncesi
ogretmenlerinin neredeyse tamami (%99.,4), erken ¢ocukluk egitimi (ECE) 6grenme
ortamlarinda, soru-cevap yontemini kullandiklarin1  belirtmislerdir. Ozellikle
Ogretmenlerin drama, dil ve fen bilimleri etkinliklerinde soru-cevap yontemini daha
cok kullandiklari; oyun, sanat, miizik ve hareket etkinliklerinde ise nadiren
kullandiklar1 goriilmiistiir. Ancak yapilan arastirmalar, soru-cevap yonteminin tiim
etkinlik tiirlerinde kullanilmas1 gerektigi desteklenmektedir. Ornegin, Frost, Wortham
ve Reifel (2012) oyun etkinliklerinde, 6gretmenlerin yonlendirici sorular araciligiyla,
cocuklara yeni kapilar agabilecegini vurgulamaktadir. Hareket etkinlikleri ile ilgili,
Abels ve Bridges (2010), “Bu hareketi kim daha farkli yapabilir?” gibi sorularla,
cocuklarin hareket algilarinin artirilabilecegini vurgulamaktadir. Sonu¢ olarak,
Ogretmenler baz1 etkinlik tiirlerinde daha az sorular sorduklarini bildirseler de soru-
cevap yontemini siklikla kullanmaktadir. Gegmiste yapilan ¢alismalar da bu bulguyu
desteklemektedir (e.g. Blosser, 2000; Furman ve digerleri, 2019; Kostelnik, Gregory,
Soderman ve Whiren, 2011; Sigel ve Saunders, 1977). Bu noktada, Tiirkiye’nin Okul
Oncesi Egitim Programi’nda soru-cevap yontemine yer verilmesinin rolii oldugu
distiniilmektedir.

Soru-cevap yoOnteminin stratejilerinden biri olan soru-cevap dongiisii ve
bilesenlerine iliskin olarak, dncelikle 6gretmenlerin soru-cevap dongiisii tanimlarini
anlamak Onemlidir. Literatiirde bu terminoloji, ¢ocuklarin aktif katilimini ve
diislinmesini saglayan kolaylastirici bir strateji olarak tanimlanmaktadir (Fusco, 2012).
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Mevcut tez bulgulari ise, 0gretmenlerin ¢ogunun (n=14) soru-cevap dongiisiinii
O0gretmen ve cocuklar arasinda olusan soru-cevap diyaloglar1 olarak tanimladiginm
gostermektedir. Mevcut tezin bulgulari ile alan yazinin tanimi bir anlamda ortaktir.
Literatiir bu diyaloglar1 sistematik bir strateji olarak sunmaktadir. Yani, 6gretmenler
sorularini planlamakta, planladiklari sorular1 sormakta ve ¢ocuklara yanitlamalari i¢in
bekleme stiresi vermekte, cocuklarin yanitlarini dinlemekte ve yanitlarin1 kazanim ve
gostergelere gore degerlendirmektedir; degerlendirdikleri yanitlardan hareketle
cocuklara tamamlayici sorular sorarak kazanimlarini desteklemektedir (Fusco, 2012).
Bazi 6gretmenler ise, soru-cevap dongiisiinii, cocuk ve 6gretmen arasinda gergeklesen
bitmeyen sonsuz soru ve cevap diyaloglari olarak tanimlamalar1 dikkat ¢ekicidir.

Soru-cevap dongiistiniin ilk bileseni olan sorular:i planlama ile ilgili olarak,
ogretmenlerin inanislar1 ve 6z-bildirimlerine dayali uygulamalari birbirinden farklidir.
Yani, 6gretmenler, okul Oncesi 6gretmenlerinin ¢ogunun sorulari planladiklarina
inanmaktadir. Ancak, Ogretmenlerin 6z-bildirimlerine dayali uygulamalari
soruldugunda, katilimc1 6gretmenler (n=16, %76,2), sorularini planlamadiklarini ifade
etmektedir. Ogretmenlerin inamslar1 ve 6z-bildirimlerine dayali uygulamalarmin
farklt olmasinin temel nedenlerinden biri, goriismeye katilan 6gretmenlerin, okul
oncesi 6gretmenleri ile ilgili genel anlayislarini yansittiklart halde, 6z-bildirimlerini
raporlarken kendi yaptiklar1 uygulamalar1 anlatmalar1 olabilir. Yani Ogretmenler
sorularin  planlanmas1  gerektigini kuramsal olarak savunduklar1 halde,
uygulamalarinda deneyim yili gibi bazi1 faktorler sebebiyle goz ardi edebildikleri
anlasilabilmektedir. Bununla birlikte, alan yazin, 6gretmenlerin deneyimlerinden
bagimsiz  olarak, sorularin planlanmasinin  gerekliligini = vurgulamaktadir
(Shanmugavelu et al., 2020; Wilen, 1991).

Soru sorma bileseni ile ilgili, 6gretmenlerin inaniglarina dayali bulgular ve 6z-
bildirim uygulamalar1 arasinda ortak ydnler bulunmaktadir. Ogretmenlerin inanislar:
ve raporladiklar1 uygulamalari, Ogretmenlerin sorular1 belirli hedefler icin
kullandiklarin1  gdstermistir: ¢ocuklarin 6grenmelerini degerlendirmek, ilgilerini
uyandirmak, duygularini paylagsmalarini saglamak ve kendilerini ifade etmelerini
saglamak. Bulgular dogrultusunda Wallace ve Hurst (2009), 1967, 1987 ve 2007
yillarinda yapilan calismalar1 incelediklerinde, 6gretmenlerin genellikle ¢ocuklar
degerlendirmek, hatirlayip hatirlamadiklarini anlamak ve g¢ocuklarin motivasyonunu
artirmak i¢in sorular sorduklarini bulmuslardir. MacNaughton ve Williams (2009) da
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okul 6ncesi 6gretmenlerinin ¢ocuklarin mevcut seviyelerini degerlendirmek, ilgilerini
uyandirmak, duygularii paylagmalarini saglamak, heyecanlandirmak, meraklarini
artirmak vb. gibi amaglar igin soru sormalarini tavsiye etmistir. Dolayisiyla,
Ogretmenlerin inaniglar1 ve 6z-bildirim uygulamalari1 alan yazimi desteklemektedir.
Bunun temel sebeplerinden biri, Tiirkiye’de uygulanan okul 6ncesi egitim programinin
etkinlik sonunda degerlendirme sorularina yer vermeleri olabilir. Okul 6ncesi egitim
programi, etkinlik sonunda ¢ocuklar1 degerlendirmek icin betimsel sorular, duyussal
sorular gibi sorulara yer vermektedir (MoNE, 2013; Turupcu Dogan & Omeroglu,
2019). Bu anlamda diistiniildiigiinde, 6gretmenlerin inanislarinin ve kendi bildirdikleri
uygulamalarin duyussal sorular sorulmasi, degerlendirme baglaminda sorularin
sorulmasi anlamhidir. Ote yandan, soru sorarken dikkate alman hususlar konusunda da
Ogretmenlerin inaniglar1 ve 0z-bildirim uygulamalar1 arasinda ortak noktalar
bulunmaktadir. Okul Oncesi Ogretmenleri, soru sorarken bazi hususlari dikkate
aldiklarin1 belirtmislerdir. Ogretmenler bireysel sorulardan c¢ok, tiim smnifa soru
sorduklarin1 ve soru sorarken yiiz ifadelerini kullanmaya dikkat ettiklerini ifade
etmistir. Ancak MacNaughton ve Williams (2009) okul 6ncesi 6gretmenlerinin
sorulart tiim smif yerine, bireysel olarak sormalarmin gerekliligini 6nermistir. Bu
bilgiler 151g¢inda, 6gretmenlerin alan yazinin destekledigi gibi bireysel olarak soru
sormaya degil, tiim sinifa soru sormaya yonelmelerinin nedenleri incelenmeye deger
bulgular arasindadir. Kisacasi, okul oncesi dgretmenlerinin soru sormaya iliskin
inaniglar1 ve 6z-bildirim uygulamalarinin ortak yonleri olmakla birlikte, bazi yonleri
ile alan yazindan farklilik géstermektedir.

Bekleme siiresi ile ilgili bulgular incelendiginde, 6gretmenlerin inanislari ile 6z-
bildirim wuygulamalar1 arasinda farkliliklar oldugu goriilmektedir. Katilimer
Ogretmenlerin ¢cogu (%88), okul oOncesi Ogretmenlerinin soru sorduktan sonra
beklediklerini dile getirseler de 6z-bildirim uygulamalarini ifade ettiklerinde bekleme
stiresinin okul 6ncesi ¢cocuklar icin uygun olmadigini belirterek, soru sorduktan sonra
beklemediklerini sdylemislerdir. Ogretmenlerin 6z-bildirim uygulamalarinda elde
edilen bulgulara paralel olarak, Giinay Bilaloglu, Aktas Arnas ve Yasar (2017) okul
oncesi 0gretmenlerini fen etkinlikleri sirasinda gézlemlemis ve 6gretmenlerin sorular
sorduktan sonra bekleme siirelerini analiz etmistir. Arastirmalarinin sonucunda, okul
Oncesi Ogretmenlerinin soru sorduktan sonra, c¢ocuklar1 cevap vermeleri igin
beklemedigini bulmuslardir ve bekleme siireleri ortalamalari 1,15 saniye olarak
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hesaplanmistir. Bu ¢caligmalardan hareketle, bu tezin bulgularinda da bahsedildigi gibi,
okul oncesi 6gretmenleri, cocuklar1 gelisimsel farkliliklar1 nedeniyle soru sorduktan
sonra beklemiyor olabilir. Yani, okul Oncesi egitimine devam eden cocuklarin
geligimleri, 6gretmenlerin soru sorduktan sonra bekleme siirelerini etkiliyor olabilir.
Ogretmenlerin inanislari ile 6z-bildirim uygulamalari arasindaki bu farkliligin nedenti,
kuramsal olarak soru sorduktan sonra beklemeleri gerektigine inanmalar1 olabilir.
Ancak dgretmenlerin inanislarinda da belirttigi gibi, soru sorduktan sonra bekleme
stiresi tanimak, birgok fayda saglamaktadir. Yeterli bekleme siiresi verildiginde
cocuklarin daha kapsamli cevaplar verdikleri, fikirlerini bir temele oturtabildikleri, dil
ve diisiince becerilerini artirdiklart bulunmustur. (MacNaughton & Williams, 2004;
Stahl, 1994; Tobin, 1987; R. L. Walsh & Hodge, 2018). Sonug olarak, 6gretmenlerin
inaniglar1 alan yazinla tutarhidir, fakat 6z-bildirim uygulamalar1 alan yazindan
farklidur.

Aktif dinleme, siniftaki soru-cevap yonteminin bir pargasidir (Fusco, 2012). Bu
tezde, 6gretmenlerin inaniglar1 ve 6z-bildirim uygulamalarindan elde edilen bulgular,
okul Oncesi Ogretmenlerinin ¢ocuklarin yanitlarini dinledigini gostermistir. Bu
baglamda Fusco (1984), 6gretmenlerin soru sorduktan sonra verilen yanitlar1 dikkatle
dinlediklerini ve bu sayede dgrencilerin 6gretmenleriyle daha fazla fikir paylastigini
bulmustur. Bundan hareketle Fusco (1984), 6gretmenlere cocuklarin cevaplarini aktif
bir sekilde dinlemelerini tavsiye etmistir. Wilen ve Kindsvatter (2000) de, gz temasi
kurma, ¢ocuklarin yanitlarini kesmeden, sessizce dinleme gibi yanit1 dinlerken dikkate
alimmas1 gereken konular1 vurgulamistir. Mevcut tezin bulgular1 da 6gretmenlerin
cocuklarin yanitin1 dinlerken bu gibi hususlar1 dikkate aldiklarini ortaya koymaktadir.
Sonug olarak, 6gretmenlerin inaniglar1 ve 6z-bildirim uygulamalarindan elde edilen
bulgular hem birbiriyle hem de alan yazin ile ortiismektedir. Bu bulgular, 6zellikle
okul dncesi donem cocuklarinin okuma yazma becerileri olmadig1 i¢in, kazanimlari
degerlendirme konusunda Ogretmenlerin siklikla bagvurduklar1  soru-cevap
yonteminin bir dogast oldugunu diisiindiirmiistiir. Cilinkii, 0gretmenler ¢ocuklarin
yanitlarin1 aktif bir sekilde dinleyerek kazanimlar1 elde edip etmediklerini
odaklanmaktadir.

Yanitin degerlendirilmesi, soru-cevap dongiisiiniin bir diger bilesenidir. Bu bilesen
ile ilgili, 6gretmenlerin inaniglari ve 6z-bildirim uygulamalar1 kismen birbirleriyle
ortak noktalara sahiptir. Ogretmenlerin  %90,4'1, &gretmenlerin  yanitlari
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degerlendirdiklerini bildirmesine ragmen, 6z-bildirim uygulamalarinda bu oran bu
Olctlide fazla degildir. Bu kismi ortakligin nedeni, 6§retmenlerin kuram ve uygulama
anlayislar1 arasindaki farkliliklar olabilir (Wolff et al., 2014). Nitekim baz
ogretmenlerin de bildirdigi gibi, agik uclu sorularin birden fazla yaniti oldugu i¢in
degerlendirmeye tabii  tutulamayacagi anlayisi  vardir.  Oysaki, yanitin
degerlendirilmesi sorunun tliriinden bagimsiz olarak sor-cevap dongiisiinde dikkat
edilmesi gereken hususlardan biridir. Bu baglamda, 6gretmenlerin soru-tiirlerine
iliskin alan yazin bilgileri, yanit1 degerlendirme konusundaki kismi farkliliga yol
actigini diisiindiirmektedir.

Soru-cevap dongiisiinlin son bileseni, tamamlayict sorular sorma’dir. Yaniti
degerlendirdikten sonra 6gretmen, ¢ocuklarin fikirlerini genisletmek i¢in tamamlayici
sorular sormalidir (Fusco, 2012). Alan yazin da, 6gretmenlerin bir kavrami veya
konuyu netlestirmek icin tamamlayict sorular kullanmalar1 gerektigini belirtmistir
(Gilson et al., 2014). Okul Oncesi Ogretmenlerinin inaniglarina ve 6z-bildirim
uygulamalarina dayanan bulgular, 6gretmenlerin cocuklarin anlayislarini netlestirmek
ve konuyu genisletmek i¢in tamamlayict sorular kullandiklarini gostermistir. Yani,
Ogretmenlerin inaniglar1 ve 6z-bildirim uygulamalart alan yazinla uyumludur ve
birbirini desteklemektedir. Bu durum, soru-cevap yonteminin bir dogasi olarak ele
alinabilir. Bu yontemin, ¢ocuk ve Ogretmen arasindaki diyalog olarak gelistigi
diistiniiliirse, 6gretmen tamamlayici sorular ile gocugun gelisimini desteklemektedir.

Ote yandan, soru-cevap tiirleri ile ilgili olarak, Ogretmenler, okul Oncesi
ogretmenlerinin genellikle acgik ug¢lu sorular sorduklarina inanmakta ve 0z-
bildirimlerinde de a¢ik uglu sorular1 daha ¢ok tercih ettiklerini raporlamaktadir.
Gecmiste yapilan aragtirmalar ise, mevcut tezin bulgular ile ayn1 dogrultuda degildir
(6rn. Bay ve Hartman, 2015; Giinay Bilaloglu ve digerleri, 2017; Qashoa, 2013;
Zeegers ve Elliott, 2019). Bu farklilik, 6gretmenlerin genel inanislari ile 6z-bildirim
uygulamalar1 arasindaki farkliliktan kaynaklaniyor olabilir (Calleja, 2021). Yani
ogretmenler inandiklarin1 yapamayabilirler veya inandiklarini birka¢ nedenden dolay1
yapamayabilirler. Ya da oOgretmenler sinif i¢inde daha c¢ok agik uglu sorular
sorduklarin1 zannetseler dahi, kapali-uclu sorulara daha ¢ok yer verdiklerinin farkinda
olmayabilirler. Sonug¢ olarak, 6gretmenlerin inanislar1 ve 6z-bildirim uygulamalari

birbiriyle drtlismesine ragmen, alan yazinda yer alan ¢aligmalarla 6rtiigmemektedir.
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Oneriler
Cocuklarin degisen ihtiyaglar1 ile yeni Ogretim yOntemleri ortaya ¢ikmaktadir
(Bredekamp, 2014). Soru-cevap yontemi, kendini giincelleyen ve modasi gegmeyen
en eski yontemlerden biridir. Bu tezin bulgulari, okul 6ncesi §gretmenlerinin soru-
cevap yontemini siklikla kullandiklarini gostermistir. Kritik soru, okul Oncesi
O0gretmenlerinin bu yontemi ¢ocuklarin mevcut ihtiyaclar1 dogrultusunda kullanip

kullanmayacagidir.

Yapilan analizler, 6gretmenlerin soru-cevap yontemini kullanimlarimin etkinlik
tiirlerine gore degistigini ortaya koymustur. Yani, 6gretmenler dil etkinliklerinde daha
fazla soru sorarken, beden egitimi ve sanat etkinliklerinde daha az soru sormustur veya
hi¢ soru sormamistir. Daha 6nce yapilan ¢aligsmalar 1s181inda, 6gretmenler soru-cevap
yontemini farkli etkinliklerle birlikte de kullanmalidir. Ornegin, sanat etkinliklerinde
soru-cevap yontemi kullanilarak c¢ocuklarin estetik algilar1 ve dil becerileri
gelistirilebilir (Zolfaghari et al., 2011). Farkli etkinliklerde kullanilan soru-cevap
yontemi, ¢ocuklarin farkli gelisimsel gereksinimlerine hizmet edebilir (Walsh &
Sattes, 2004). Tim bu nedenlerle, 6gretmenlerin farkli etkinliklerde soru-cevap
yontemi kullanimi konusunda ve farkli etkinliklerde sorulan sorularin ¢gocuklarin farkl
gelisim alanlarini gelistirebilecegi yoniinde farkindaliklarinin artmasi i¢in egitimler

diizenlenebilir.

Soru-cevap dongiisiine iligkin olarak, Fusco (2012) bu dongiiniin sinifta etkili bir
atmosfer olusturdugunu vurgulamaktadir. Bu tez ile elde edilen bulgular, okul 6ncesi
Ogretmenlerinin soru-cevap donglisli ve bilesenlerine yonelik anlayiglari hakkinda
cikarimlar saglamistir. Onemli bir sonug, okul 6ncesi dgretmenlerinin de etkili bir
atmosfer yaratmak i¢in soru-cevap dongiisiinii kullanabilmeleridir. Sonug olarak, soru-
cevap dongiisii ve bilesenleri ¢ocuklarin gelisimini her yoniiyle destekleyebilir. Bu
stratejiyi kullanan 6gretmenler, 6grenme gii¢liigii ceken cocuklar da dahil olmak {izere
tiim ¢ocuklara faydali olabilir (Fusco, 2012). Bu baglamda okul 6ncesi 6gretmenleri
de soru-cevap dongiisiinii uygularken ¢ocuklara karsi sorumluluklarinin bilincinde
olarak, bu stratejiyi daha etkin hale getirmek i¢in diger Ogretmenlerle fikir
aligverisinde bulunmalidir. Dongiiniin tiim bu bilesenlerini sinif dinamiklerini dikkate

alarak okul oncesi 6grenme ortamlarina uyarlayabilirler. Ayrica soru-cevap dongiisii
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ile ilgili giincel aragtirmalari takip ederek, konferanslara ve hizmet igi egitim

programlarina katilarak bir paylasim agi1 olusturabilirler.
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