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Abstract

Nowadays, living conditions are changing gradually, technological and scientific developments are rapidly
entering our lives. To adapt these changing conditions, people must expand their knowledge about themselves,
realize the life around, think and decide faster. In order to do these, people need to have higher-order thinking
skills. Turkish language courses can be used as an effective tool to gain the higher-order thinking skills. To gain
higher-order thinking skills in teaching Turkish language, appropriate questions and student-based assessment
methods must be used. Measurement and evaluation activities are expected to steer students to be critical
thinker, inquisitive, deductive and observer. In this study, measurement and evaluation tools are discussed in
terms of gaining the higher-order thinking skills. The aim of the study is defined as: to determine the
compatibility of the item formats and student-based assessment tools with higher-order thinking skills and to
determine item formats by analyzing exam papers. To achieve the overall aim, general screening model is used
and a descriptive study was carried out to set forth the current situation. 102 Turkish language teachers from
20 different secondary schools who work in Cankaya, Mamak and Yenimahalle districts are formed the working
group of the research. A questionnaire which prepared by the researchers was administered to Turkish
language teachers to find out their item formats and student-based assessment methods. Chi-Square test was
used in assessing teachers answers to questionnaire. Besides, examination papers used in 2015-2016 education
year by targeted Turkish literature teachers were collected. Questions in these papers are examined with
respect to document analysis method and grouped according to item formats. According to the study’s
findings, Turkish language teachers frequently used multiple-choice questions and open-ended questions of
which answers are given in the text in their exams which are inappropriate with higher-order thinking skills.

Key Words: Measurement of higher-order thinking, student-based assessment.

INTRODUCTION

Thinking is “an informed, active, dynamic, purposeful and sequential process involving several mental
processes” (Aslan, 2013: 11). It is an activity in which the mind compares information on a subject, examines
their relationships to reach a judgment or a decision (TDK, 2005: 592). High order thinking, on the other hand, “
is a way of thinking that is based on reasoning and complex, requires a consistency among information, a
relationship and extensive mental activities, is based on research and inquiry, and aims at clarity, and in which
results are presented based on scientific data” (Aslan, 2013: 11). Some of high order thinking skills are
understanding, problem solving, decision making, critical thinking, reasoning, creative thinking, analytical
thinking, inquiry, evaluation and synthesis (Aydin & Yilmaz, 2010; Cakir, 2013; Demirel, 2004; Haladyna, 1997).
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Haladyna (1997) classified high order thinking skills in a cognitive-domain taxonomy including understanding,
problem solving, critical thinking and creative thinking. Of high order thinking skills, understanding includes
situations such as definition of facts, concepts and procedures, creation of their characteristics and selection of
their examples (Haladyna, 1997). Problem solving includes skills such as coping with a problem, collecting data
about the problem, developing solutions for the problem, and testing the developed solutions (Seferoglu &
Akbiyik, 2006:193-200). Critical thinking requires an individual to be inquisitive, view facts and circumstances
from different perspectives and objectively and make predictions. The basis of critical thinking is sources of
information including observations, experiences and facts, and inferences (Paul, 2006:5). Creative thinking, on
the other hand, is a way of thinking that requires being original, being sensitive to problems, going beyond the
boundaries, arguing new thoughts, taking risks and being curious (Agikgdz, 2003; Ozden, 2004).

Turkish classes can be used as an effective tool to promote the said high order thinking skills. Individuals with
developed language skills can be more inquisitive, view events from different perspectives, and use evaluation
and decision making processes more comfortably (Ozgen-Tuncer, 2010:35). One of the most general objectives
of Turkish language education is to develop students’ understanding, expressing and thinking skills. In a rapidly
changing world, high order thinking is of great importance in upbringing of individuals needed by democratic
societies (Tsui, 1999: 185).

Promoting high order thinking skills in Turkish language education requires making use of appropriate texts,
questions and student-based assessment methods. Measurement and evaluation activities must encourage
students to think, be inquisitive, draw inferences, think critically and make evaluations.

Questions in measurement and evaluation tools drive students’ cognitive processes and develop their thinking
skills (Aydemir & Ciftci, 2008, Biyiikalan, 2004). A high level questions also bring high order thinking with them
(Aslan, 2009).

Itis hard to examine high level behaviors by short-answer, multiple-choice and true-and-false questions used in
traditional measurement and evaluation tools (Kiiciik & Gegit, 2012:.35, Ustiiner & Sengiil, 2004:202, Bahar,
2008:44, MEB, 2005). A study conducted by Anil and Acar (2008) on problems faced by class teachers during
measurement and evaluation process suggested that “written examinations was one of the least frequently
used measurement and evaluation tools”. Scoring written examination papers requiring long answers is also an
affecting factor in this matter (Tlrkyillmaz, 2008). However, if it is desired to make an assessment-evaluation to
assess high level skills, using open-ended questions are a must. Open-ended questions enable students to
think, design and organize the answer (Turgut, 1992:47; Temizkan & Sallabas, 2011:209). These questions have
no single correct answer. Open-ended questions drive different cognitive processes. Open-ended questions
may also enable students to use high order thinking skills including creative and critical thinking, problem
solving, decision making, analysis, synthesis and evaluation (Ozbay, 2007:166). Open-ended questions are also
affective in assessing high level skills as they enable students to make interpretations, comparisons and
analyses about a topic or situation (Caglar, 1970). However, the quality of open-ended questions is also
important at this point. A study of the research on problems faced by students suggested that students were
mostly exposed to questions aiming at lower cognitive domains (Aydemir & Ciftgi, 2008; Gilifta & Zorbaz, 2008;
Aslan, 2011; Kavruk & Cegen, 2013; Sengiil, 2005; Sarar-Kuzu, 2013). And in that case, it is not possible to put
high order thinking processes to work.

Student-based assessment requires use of high order thinking skills as it requires problem solving (Dikli,
2003:14). These methods also require process assessment (Karadiiz, 2009). However, the studies on use of
student-based assessment methods in Turkish language education have suggested that problems are
experienced in student-based assessment application due to crowded classes and long hours of application
(Yigit & Kiriml, 2014; Benzer & Eldem 2012; Yildirim & Karakog-Oztiirk, 2009; Coskun, Gelen & Kan, 2009).
Project assignments focusing on the student-based assessment technique of high level cognitive skills involve
adaptation of the school learning to real life conditions (Dogan & Kutlu, 2011:461). Project assighments make
use of open-ended questions. Students are expected to solve problems that are presented to them and
possible in real life using high level cognitive skills. Teachers can evaluate students’ skills such as problem
solving, decision making, inference and commenting (Kumandas, 2008:9).
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Self-assessment, a student-based assessment tool, involves self-assessment by students of their own work
(Noonan & Duncan, 2005:2; Tasdemir, 2014; Black & William, 2001:7). Through self-assessment, students can
make self-criticism and realize their strengths and weaknesses. When discussed in terms of its contribution to
high order thinking skills, self-assessment is found to require students to engage in activities requiring high
order thinking such as decision making, critical thinking and problem solving (Kutlu, Dogan & Karakaya,
2009:96).

Through peer-assessment, students can evaluate their friends’ works and find out their strengths and
weaknesses (Topping, 1998; Topping, Smith, Swanson & Elliot, 2000:150). Thus, they develop their inquiry
capabilities and use high order thinking processes (Kaya, 2013:32). Group-assessments, on the other hand,
involve group members evaluating the work performed by the group. Group-assessment is a process involving
self and peer-assessment (Kutlu et al., 2009:105). In this respect, group-assessment can be used effectively in
Turkish language teaching environments to develop high order thinking skills.

A study of the research on measurement and evaluation tools used in Turkish language education suggests that
efforts are generally concentrated on the frequency of use of measurement and evaluation tools and the
determination of cognitive levels of questions asked by teachers in examinations (Aydemir & Ciftci, 2008; Guifta
& Zorbaz, 2008; Sengiil, 2005; Aslan, 2011, Sarar-Kuzu, 2013, Kavruk & Cecen, 2013). These studies mention in
a limited way appropriateness of item formats used in examinations in respect of the development of high
order thinking skills.

Therefore, the present study investigates measurement and evaluation tools in respect of their contribution to

the promotion of high order thinking skills. This study aims to determine whether or not item formats and

student-based assessment tools used by Turkish language teachers in examinations aim to promote high order

thinking skills and to identify item formats used by teachers. Under this general purpose, answers to the

following questions were sought:

1) Whatitem formats do Turkish language teachers use and how often?

2) How often do Turkish language teachers use “student-based assessment methods”?

3) Are project assignment topics assigned by Turkish language teachers as such that they require use of high
order thinking skills?

4) Do item formats and student-based assessment methods used by Turkish language teachers vary based
on seniority?

5) Are item formats used by Turkish language teachers as such that they require students to use high order
thinking skills?

METHOD

Research Design

The present study that will investigate whether or not item formats and student-based assessment tools used
by teachers require students to use high order thinking skills is a descriptive study that will reveal the current
status using a general survey model.

Descriptive studies strive to describe the past or the present situations as they exist (Karasar, 2009: 77). Survey
studies are grouped into two as general survey and case study. In general survey model, also used in this study,
a group consisting of a large number of elements is studied to reach a general judgment about the group
(Karasar, 2009:79).
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Study Group

The study group is comprised of 102 Turkish language teachers serving at 20 middle schools in Cankaya,
Mamak, Altindag, and Yenimahalle sub-provinces in Ankara. Information regarding these teachers are provided
in Table 1.

Table 1: A Breakdown of Turkish Language Teachers Based on Gender, Seniority and Major.

Variables N %
Gender
Female 62 60.8
Male 40 39.2
Total 102 100
Seniority
0-10 years 43 42.2
11-20 years 37 36.3
21 yers and plus 22 21.6
Total 102 100
Graduation
Turkish teacher 57 55.9
Turkish language and literature 36 35.3
Other 9 8.8
Total 102 100

When Table 1 is examined, 60.8% of the teachers are female, and 39.2% are male. The teacher distribution
based on seniority is that 42.2% has 0-10 years of professional service, 36.3% has 11-20 years of professional
service and 21.6% has 21 years or more of professional service. The teacher distribution based on faculties
graduated is that 55.9% is a graduate of Turkish teaching, 16.7% of Turkish language and literature teaching,
18.6% of Turkish language and literature, and 8.8% of other departments.

Data Collection and Analysis

In order to determine the items to be used in the research, first the literature was screened. Survey items were
developed based on the information obtained about the item formats and high order thinking skills. Opinion of
four language and field experts and one measurement and evaluation expert was obtained about the survey
items developed, in line with which, necessary corrections were made to have the final version of the survey.

Participants were administered the questionnaire prepared by the researchers. Also, examination papers used
in Turkish language exams by these teachers during the 2014-2015 academic year were also collected.
Questions in the examination papers collected from the teachers were examined with document analysis. In a
document analysis, written resources that contain information regarding the researched topics are examined
(Yildirnm & Simsek, 2011:187). Chi-square test was used in evaluation of the teacher responses to the
guestionnaire. The present study examined whether or not the item formats used by teachers varied based on
seniority.

FINDINGS

The survey findings about the first and second sub-goals of the study, which item formats and student based
assessment methods are used by Turkish language teachers and how often, are as follows:
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Table 2: Distribution of Frequency of Use of Measurement and evaluation Applications by Turkish Language
Teachers

Frequency of application

N=102
Never Rarely Occasionally Often Always

Survey Items F % f % f % f % f %
Questions for Lower Level Cognitive
Stages
| use matching questions. 1 1 10 9.8 51 50 31 304 9 8.8
| use true-false questions. 1 1 13 127 42 412 35 343 11 10.8
| use multiple-choice questions. 0 0 1 1 22 21.6 40 39.2 39 382
| use short-answer questions. 6 59 17 16.7 43 422 26 255 10 9.8
| use open-ended questions in which 0 0 7 6.9 43 422 28 275 24 235
answer is directly provided within the
text.
| ask the topic | expect to be written on 1 1 15 147 24 235 41 402 21 206
by limiting it.
Questions for High Level Cognitive
Stages

| use open-ended questions in which 0 0 10 9.8 43 422 38 373 11 10.8
answer is not directly provided, but

implied within the text.

| use open-ended questions in which 5 49 32 314 32 314 23 225 10 9.8
answer is not directly provided within

the text, but can be reached by

drawing detailed inferences.

| ask the topic | expect to be writtenon 12 11.8 19 18.6 40 39.2 27 265 4 3.9
under a general heading.

| ask the topic | expect to be written on 6 59 24 235 47 46.1 22 216 3 2.9
by using visuals.

Student-Based Evaluation Approaches

| provide students with topics that 4 39 18 17.6 46 451 31 304 3 2.9
require them to directly cite the

information they have obtained in the

projects.

| provide students with topics that 0 0 4 39 28 275 59 578 11 10.8
require them to cite the information

they have obtained in projects by

interpreting it.

| provide students with topics that 1 1 16 15.7 32 314 41 40.2 12 118
require them to criticize the

information they have obtained in the

projects and develop original answers.

| use self-assessment forms 15 147 35 343 30 294 17 167 5 4.9
| use peer-assessment forms 15 147 50 49.0 20 196 13 127 4 3.9
| use group-assessment forms 16 157 49 48 20 196 11 108 6 5.9

As seen in Table 2, there is no participant saying that they never use multiple choice questions, open-ended
questions with the answer directly provided within the text, questions with the answer not directly provided,
but implied within the text, and topics requiring students to cite the information they have obtained by
interpreting it in the projects. These measurement and evaluation applications are always used. The number of
teachers using multiple-choice questions is considerably high. There are 79 teachers (77.4%) who says that they
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often and always use these types of questions. There are 52 teachers (51%) who say that they often and always
use open-ended questions with the answer directly provided within the text. The number of teachers saying
that they often and always use topics requiring students in a project study to cite information they have
obtained by interpreting them is 70 (68.6%). The number of teachers saying that they never use the student-
based assessment methods of self-assessment (14.7%), peer-assessment (14.7%) and group-assessment
(15.7%), or rarely use them (self-assessment (34.3%), peer-assessment (49%) and group-assessment (48%)) is
considerably high. The number of teachers saying that they always use these methods is considerably low.

The survey findings about the third sub-goal of the study, whether or not the project assignment topics
provided by teachers require students to use high order thinking skills are as follows:

Item 17 of the questionnaire administered to the teachers asked them to write down the three project topics
they used the most. Project topics written down by the teachers were examined by the researchers and by
obtaining the opinion of an expert in the field, and the project topics at familiarity and reminder level that
require use of forms of thinking such as interpretation, criticism, creative thinking and evaluation were
classified as high level. While there are 49 teachers (48%) who give project assighments requiring students to
use their low order thinking skills, there are 53 teachers (52%) who give project assignments requiring students
to use high order thinking skills.

Chi-square analyses were conducted to determine whether or not the fourth sub-goal of the study
measurement and evaluation applications used by Turkish language teachers vary based on seniority, which is
the fourth sub-goal of the study. At this stage, survey response options “never” and “rarely”, and “often” and
“always” were combined. After the combination, the cross-table results are provided below:

Chi-square analyses were conducted to determine whether or not the measurement and evaluation
applications used by Turkish Language teachers vary based on seniority. Cross-table results attained at the end
of the analysis are as follows.

Table 3: Use of Matching Questions (Aimed at Lower Level Cognitive Stages) by Turkish Language Teachers
Based on Seniority

| use matching questions. Never/Rarely Occasionally  Often/Always Total
Seniority ~ 0-10years N 2 17 11 30
% 6.7 56.7 36.7 100.0
11-20years N 6 22 16 44
% 13.6 40 36.4 100.0
21 years and more N 3 12 13 28
% 10.7 42.9 46.4 100.0
Total N 11 51 40 102
% 10.8 50 39.2 100.0

When Table 3 is examined, “use of matching questions” does not significantly vary based on seniority of the
Turkish language teachers. While the frequency of use (”often/always”) of matching questions by the teachers
with 0-10 years of service and that of the teachers with 11-20 years of service are close to each other, the
number of teachers with 21 years and more of service selecting the option of “often/always” is more than that
of teachers with 0-10 years of service and 11-20 years of service.
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Table 4: Use of True-False Questions (Aimed at Lower Level Cognitive Stages) by Turkish Language Teachers
Based on Seniority

| use true-false questions. Never/Rarely Occasionally Often/Always Total
Seniority  0-10years N 3 13 14 30
% 10 433 46.7 100.0
11-20years N 7 17 20 44
% 15.9 38.6 45.5 100.0
21 years and more N 4 12 12 28
% 13.7 42.9 42.9 100.0
Total N 14 42 46 102
% 13.7 41.2 45.1 100.0

When Table 4 is examined, a majority of the Turkish language teachers are observed to often use true-false
questions (0-10 years 46.7%; 11-20 years 45.5%, 21 years or more 42.9%). However, while the number of those
saying that they never or rarely use them is less at 0-10 years of service (10%), it is more at 11-20 years of
service (15.9%).

Table 5: Use of Multiple-Choice Questions (Aimed at Lower Level Cognitive Stages) by Turkish Language
Teachers Based on Seniority

| use multiple-choice questions. Never/Rarely Occasionally ~ Often/Always Total
Seniority  0-10years N 0 9 21 30
% 0 30 70 100.0
11-20 years N 0 7 37 44
% 0 15.9 84.1 100.0
21 years and more N 1 6 21 28
% 3.6 21.4 75 100.0
Total N 1 22 79 102
% 1 21.6 77.4 100.0

When Table 5 is examined, a majority of the Turkish language teachers are observed to often use multiple-
choice questions (0-10 years 70%; 11-20 years 84.1%, 21 years or more 75%). However, while there is none
saying that they never or rarely use them at 0-10 years of service and 11-20 years of service, there are few in
the least at 21 years and more of service (3.6%).

Table 6: Use of Short-Answer Questions (Aimed at Lower Level Cognitive Stages) by Turkish Language Teachers
Based on Seniority

| use short-answer questions. Never/Rarely Occasionally ~ Often/Always Total
Seniority  0-10 years N 8 13 9 30
% 26.7 43.3 30 100.0
11-20vyears N 11 17 16 44
% 25 38.6 36.4 100.0
21 years and more N 4 13 11 28
% 14.3 46.4 39.3 100.0
Total N 23 43 36 102
% 22.5 42.2 35.3 100.0
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When Table 6 is examined, there is no significant relationship between the use of short-answer questions and
seniority (X? (4)= 1.830, p>.05). A majority of the Turkish language teachers are observed to sometimes use
short-answer questions (0-10 years 43.3%; 11-20 years 38.6%, 21 years or more 46.4%). However, while the
number of teachers with 0-10 years of service (26.7%) and that of teachers with 11-20 years of service (25%)
saying that they never or rarely use them are close, There are few teachers with 21 years or more of service
saying the same.

Table 7: Use of Open-Ended Questions with the Answer Directly Given within the Text (Aimed at Lower Level
Cognitive Stages) by Turkish Language Teachers Based on Seniority

| use open-ended questions in which answer Never/Rarely  Occasionally Often/Always Total

is directly provided within the text.

Seniority 0-10 years N 2 15 13 30
% 6.7 50 433 100.0

11-20 years N 1 14 29 44

% 23 31.8 65.9 100.0

21yearsand more N 4 14 10 28

% 14.3 50 35.7 100.0

Total N 7 43 52 102
% 6.9 42.2 51 100.0

When Table 7 is examined, a half the Turkish language teachers with 0-10 years of service is observed to
sometimes use open-ended questions with the answer directly given within the text (0-10 years 50%), and
those with 11-20 years of service is observed to often use them (65.9%). However, the number of those saying
that they never or rarely use them is low (0-10 years 6.7%; 11-20 years 2.3%; 21 years and more 14.3%).

Table 8: Turkish Language Teachers’ Asking the Topic They Expect to be Written on by Limiting It (Aimed at
Lower Level Cognitive Stages) Based on Seniority

| ask the topic | expect to be written on by Never/Rarely = Occasionally Often/Always Total
limiting it.
Seniority 0-10 years N 8 6 16 30
% 26.7 20 53.3 100.0
11-20 years N 6 11 27 44
% 13.6 25 61.4 100.0
21yearsand more N 2 7 19 28
% 7.1 25 67.9 100.0
Total N 16 24 62 102
% 15.7 23.5 60.8 100.0

When Table 8 is examined, the Turkish language teachers are observed to often provide the topics they expect
to be written on by limiting them (0-10 years 53.3%; 11-20 years 61.4%, 21 years and more 67.9%). However,
the number of Turkish language teachers with 0-10 years of service saying that they never or rarely use these
topics is also high (0-10 years 26.7%).

A majority of the Turkish language teachers are observed to use matching, true-false, multiple-choice and
short-answer questions and open-ended questions with the answer directly provided within the text aimed at
lower level cognitive stages in their assessment-evaluation applications. Also, they are also seen to include
essay-type questions such as “providing a topic expected to be written on by limiting it” in their assessment-
evaluation applications, which my limit the student creativity.
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Table 9: Use of Open-Ended Questions with the Answer not Directly Provided, but Implied within the Text
(Aimed at Higher Level Cognitive Stages) by Turkish Language Teachers Based on Seniority

| use open-ended questions in which answer Never/Rarely  Occasionally Often/Always Total

is not directly provided, but implied within

the text.
Seniority 0-10 years N 2 11 17 30
% 6.7 36.7 56.7 100.0
11-20years N 1 21 22 44
% 2.3 47.7 50 100.0
21yearsand more N 7 11 10 28
% 25 39.3 35.7 100.0
Total N 10 43 49 102
% 9.8 42.2 48 100.0

When Table 9 is examined, a majority of the Turkish language teachers are observed to often use open-ended
questions with the answer not directly provided, but implied within the text (0-10 years 56.7%; 11-20 years
50%). However, the number of those saying that they never or rarely use them is low at 0-10 years of service
(6.7%) and 11-20 years of service (2.3%). The number of teachers with 21 years and more of service saying that
they never or rarely use open-ended questions with the answer not directly provided, but implied within the
text is not low (25%).

Table 10: Use of Open-Ended Questions with the Answer not Directly Provided within the Text, but Attainable
by Drawing Detailed Inferences (Aimed at Higher Level Cognitive Stages) by Turkish Language Teachers Based
on Seniority

| use open-ended questions in which answer Never/Rarely  Occasionally Often/Always Total

is not directly provided within the text, but

can be reached by drawing detailed

inferences.
Seniority 0-10years N 5 15 10 30
% 16.7 50 33.3 100.0
11-20 years N 17 10 17 44
% 38.6 22.7 38.6 100.0
21yearsand more N 15 7 6 28
% 53.6 25 21.4 100.0
Total N 37 32 33 102
% 36.3 31.4 323 100.0

When Table 10 is examined, there is no significant variation based on seniority in use of questions with the
answer not directly provided within the text, but attainable by drawing detailed inferences (X* (4)= 11.864,
p<.05). While there are 17 teachers with 11-20 years of service (38.6%) and 15 teachers with 21 years and more
of service (53.6%) saying that they never use open-ended questions with the answer not directly given within
the text, but attainable by drawing detailed inferences, there are 5 teachers with 0-10 years of service (16.7%)
saying the same.
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Table 11: Condition of Turkish Language Teachers Based on Seniority in Asking the Topic They Expect to be
Written on under a General Heading (Aimed at Higher Level Cognitive Stages)

| ask the topic | expect to be written on under  Never/Rarely  Occasionally Often/Always Total

a general heading.

Seniority 0-10 years N 7 12 30
11

% 36.7 233 40 100.0

11-20 years N 11 24 9 44

% 25 54.5 20.5 100.0

21yearsand more N 9 9 10 28

% 32.1 321 35.7 100.0

Total N 31 40 31 102
% 30.4 39.2 30.4 100.0

When Table 11 is examined, there is no significant variation based on seniority in use of questions providing
the topic expected to be written on under a general heading (X (4)= 8.363, p<.05). A majority of Turkish
language teachers with 0-10 years of service (40%) and 11-20 years of service (35.7%) are observed to often or
always ask the topic expected to be written on under a general heading, and the teachers with 11-20 years of
service (54.5%) are observed to sometimes ask such questions under a general heading. However, the number
of those saying that they never or rarely use them is also high (0-10 years 36.7%; 11-20 years 25%; 21 years and
more 32.1%).

Table 12: Condition of Turkish Language Teachers Based on Seniority in Asking the Topic They Expect to be
Written on by Using Visuals (Aimed at Higher Level Cognitive Stages)

| ask the topic | expect to be written on by Never/Rarely = Occasionally Often/Always Total
using visuals.
Seniority 0-10years N 16 7 30
7
% 23.3 53.3 23.3 100.0
11-20years N 11 23 10 44
% 25 52.3 22.7 100.0
21yearsand more N 12 8 8 28
% 42.9 28.6 28.6 100.0
Total N 30 47 25 102
% 29.4 46.1 24.5 100.0

When Table 12 is examined, there is no significant variation based on seniority in use of questions providing
the topic expected to be written on by using visuals (X* (4)= 5.223, p<.05). A majority of the Turkish language
teachers are observed to sometimes ask the topics expected to be written on by using visuals (0-10 years
53.3%; 11-20 years 52.3%). However, a majority of teachers with 21 years and more of service (42.9%) is
observed to never or rarely use such questions.

Part of the Turkish language teachers are observed to use open-ended questions with the answer not directly
provided within the text that can be used for higher level cognitive stages in assessment-evaluation
applications. Also, they are also seen to “sometimes” include essay-type questions that will support the student
creativity such as “providing the topic expected to be written under a general heading or by using visuals” in
assessment-evaluation applications.
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Table 13: Condition of Turkish Language Teachers Based on Seniority in Providing Topics in Project
Assignments, a Student-Based Evaluation Approach, Requiring Students to Directly Cite the Information They
Have Obtained

| provide students with topics that require Never/Rarely  Occasionally Often/Always Total

them to directly cite the information they

have obtained in the projects.

Seniority 0-10years N 14 9 30
7

% 233 46.7 30 100.0

11-20 years N 9 20 15 44

% 20.5 45.5 341 100.0

21yearsand more N 6 12 10 28

% 214 42.9 35.7 100.0

Total N 22 46 34 102
% 21.6 45.1 333 100.0

When Table 13 is examined, there is no significant variation based on seniority in providing topics in project
assignments requiring students to directly cite the information they have obtained (X2 (4)= .273, p<.05). A
majority of the Turkish language teachers are observed to sometimes provide topics in project assignments
requiring students to directly cite the information they have obtained (0-10 years 46.7%; 11-20 years 45.5%; 21
years and more 42.9%) However, the number of those saying that they never or rarely use them is also high (0-
10 years 23.3%; 11-20 years 20.5%; 21 years or more 21.4%).

Table 14: Condition of Turkish Language Teachers Based on Seniority in Providing Topics in Project
Assignments, a Student-Based Evaluation Approach, Requiring Students to Cite the Information They Have
Obtained by Interpreting Them

| provide students with topics that require Never/Rarely = Occasionally Often/Always Total

them to cite the information they have

obtained in projects by interpreting it.

Seniority 0-10years N 6 24 30
0

% 0 20 80 100.0

11-20 years N 1 14 29 44

% 2.3 31.8 65.9 100.0

21yearsand more N 3 8 17 28

% 10.7 28.6 60.7 100.0

Total N 4 28 70 102
% 3.9 27.5 68.6 100.0

When Table 14 is examined, a vast majority of the Turkish language teachers with 0-10 years of service (80%) is
observed to often provide topics in project assignments requiring students to cite the information they have
obtained by interpreting them. It is also considerably high among the teachers with 11-20 years of service
(65.9%) and 21 years and more of service (60.7%). Also, while there is no teacher with 0-10 years of service
saying that she/he never or rarely uses such questions, There are few teachers with 11-20 years of service
(2.3%) and 21 years and more of service (10.7%) saying the same.
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Table 15: Condition of Turkish Language Teachers Based on Seniority in Providing Topics in Project
Assignments, a Student-Based Evaluation Approach, Requiring Students to Criticize the Information They Have
Obtained and Develop Their Own Answers

| provide students with topics that require Never/Rarely = Occasionally Often/Always Total

them to criticize the information they have

obtained in the projects and develop original

answers.
Seniority 0-10years N 9 17 30
4
% 13.3 30 56.7 100.0
11-20 years N 7 17 20 44
% 15.9 38.6 45.5 100.0
21yearsand more N 6 6 16 28
% 214 21.4 57.1 100.0
Total N 17 32 53 102
% 16.7 314 52 100.0

When Table 15 is examined, there is no significant variation based on seniority in providing topics in project
assignments requiring students to criticize the information they have obtained and create their own answers
(X* (4)= .2.868, p<.05). A majority of the Turkish language teachers are observed to often provide topics in
project assignments requiring students to criticize the information they have obtained and develop their own
answers (0-10 years 56.7%; 11-20 years 45.5%; 21 years and more 57.1%)

Table 16: Condition of Turkish Language Teachers Based on Seniority in Use of the Student-Based Evaluation
Approach of Self-assessment Forms

| use self-assessment forms Never/Rarely Occasionally Often/Always Total
Seniority ~ 0-10 years N 11 11 8 30
% 36.7 36.7 26.7 100.0
11-20years N 24 10 10 44
% 54.5 22.7 22.7 100.0
21 years and more N 15 9 4 28
% 53.6 32.1 14.3 100.0
Total N 50 30 22 102
% 49 29.4 21.6 100.0

When Table 16 is examined, there is no significant variation in use of self-evaluation forms in relation to the
seniority (X* (4)= 3.680, p>.05). More than half the Turkish language teachers with 11-20 years of service
(54.5%) and 21 years and more of service (53.6%) are observed to never or rarely use self-evaluation forms,
and this percentage is observed to be lower in teachers with 0-10 years of service (36.7%).

When Table 17 is examined, there is no significant variation in use of peer-assessment forms in relation to the
seniority (X2 (4)= 5.339, p>.05). A majority of the Turkish language teachers with 0-10 years of service (73.3%) is
observed to never or rarely use the peer-assessment forms, and this percentage is lower in teachers with 11-20
years of service (61.4%) and 21 years and more of service (57.1%).
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Table 17: Condition of Turkish Language Teachers Based on Seniority in Use of the Student-Based Evaluation
Approach of Peer-assessment Forms

| use peer-assessment forms Never/Rarely Occasionally ~ Often/Always Total
Seniority  0-10 years N 22 3 5 30
% 73.3 10 16.7 100.0
11-20 years N 27 8 9 44
% 61.4 18.2 20.5 100.0
21 years and more N 16 9 3 28
% 57.1 32.1 10.7 100.0
Total N 65 20 17 102
% 63.7 19.6 16.7 100.0

Table 18: Condition of Turkish Language Teachers Based on Seniority in Use of he Student-Based Evaluation
Approach of Group-assessment Forms

| use group-assessment forms. Never/Rarely Occasionally  Often/Always Total
Seniority ~ 0-10years N 19 5 6 30
% 63.3 16.7 20 100.0
11-20years N 28 7 9 44
% 63.6 15.9 20.5 100.0
21 years and more N 18 8 2 28
% 64.3 28.6 7.1 100.0
Total N 65 20 17 102
% 63.7 19.6 16.7 100.0

When Table 18 is examined, there is no significant variation in use of group-assessment forms in relation to the
seniority (X* (4)= 3.691, p>.05). The Turkish language teachers are observed to never or rarely use group-
assessment forms (0-10 years 63.3%; 11-20 years 63.6%; 21 years and more 64.3%).

A majority of the Turkish language teachers are observed to provide topics requiring students to use thinking
skills in project assignments (such as interpreting, criticizing). However, they are seen to not sufficiently benefit
from self, peer and group-assessment.

Findings about the fifth sub-goal of the study, which item formats teachers use in examinations are as follows:
In the present study, 1152 questions from 88 examination papers collected from 88 teachers were examined
through document analysis. As a result, 44.3% of the questions used in the examinations were found to be
multiple-choice questions and 31.3 % of them to be open-ended questions with the answer provided within the
text. Other question types used by teachers in the examinations are as follows: True-false questions (3.1%),
matching questions (2.2%), short-answer questions (2.1%), open-ended questions with the answer implied
within the text (12.6%) and open-ended questions requiring detailed inferences (4.4%). The fact that the
Turkish language teachers include multiple-choice questions and open-ended questions with the answer
provided with in the text suggests that they ask questions aimed at lower level cognitive stages. Questions
requiring high order thinking skills (open-ended questions with the answer implied within the text and open-
ended questions requiring detailed inferences), on the other hand, are not adequately used.

DISCUSSION AND CONCLUSION

The result of the research is that the Turkish language teachers do not adequately benefit from measurement
and evaluation tools that require high order thinking skills. The teachers is seen to often use multiple-choice
guestions and sometimes use matching questions, true-false questions and short-answer questions intended

80
Copyright © International Journal on New Trends in Education and Their Implications / www.ijonte.org



JOURNAL OF EDUCATIONAL AND INSTRUCTIONAL STUDIES
IN THE WORLD

August 2015, Volume: 5 Issue: 3 Article: 09 ISSN: 2146-7463

for lower level cognitive domain stages. Results obtained from the examination of the written examination
papers also support this situation. Similar to these results, the pre-test results of the study conducted by Aslan
(2011) on teachers’ question preparation skills suggest that a majority of prospective teachers ask lower level
guestions. However, in this study, post-test was conducted after the prospective teachers were trained in
guestioning skills, and an increase was observed in the question levels. The study conducted by Kavruk and
Cecen (2013) on written examination questions in Turkish classes in relation to cognitive domain stages
concluded that a majority of teachers asked questions at the knowledge, comprehension and practice stage.
The study conducted by Aydemir and Ciftci (2008) on questioning skills of Turkish language and literature
teachers, on the other hand, concluded that teachers did not possess questioning skills intended for higher
level cognitive stages and that questions remained intended only for lower level cognitive stages.

Considering that Turkish language classes subsume reading, listening, speaking and writing skills, the skills,
clearly, cannot be assessed by such questions. If it is desired to promote high order thinking skills, open-ended
questions with the answer not directly provided within the text, project assignments requiring students to
interpret and criticize the information the have obtained and student-based assessment tools must be used.
For, multiple-choice, matching, true-false and short-answer questions are limited in promoting high order
thinking skills. Such questions generally remain at knowledge, comprehension and practice level.

The teachers were observed to mostly use multiple-choice questions when their written examination papers
were examined. Contrary to this conclusion, the study conducted by Benzer and Eldem (2012) on knowledge
levels of Turkish language and literature teachers on measurement and evaluation tools” concluded that
almost half the teachers mostly used open-ended questions and less often used multiple choice questions in
written examinations. The study conducted by Kiiciik (2002) on “challenges in measurement and evaluation in
Turkish language education” concluded that the teachers generally preferred written examinations and
neglected test assessments. The study conducted by Beyhan (2011) on “measurement and evaluation practices
in Turkish language education” suggested that a majority of the group mostly used written examinations (and
therefore open-ended questions). The study conducted by Cakmak (2009) on “measurement and evaluation in
Turkish language classes” concluded that a majority of the group used open-ended questions. What matters in
open-ended questions is the context of the question. However, these studies did not focus on the context of
the questions and did not determine whether or not they were intended for higher levels.

Another result obtained from the examination of the examination papers of the teachers is that they use open-
ended questions with the answer provided within the text in the examinations. Similar to this result, the study
conducted by Akyol, Yildirim, Ates and Cetinkaya (2013) on “evaluation of text questions prepared by teachers
in relation to written resources” concluded that single, context-based questions on the text at simple and
comprehension level with the answer provided within the text were often used.

The present study also suggests that the student-based assessment tools of self-assessment, peer-assessment
and group-assessment are not adequately used. Similar to this result, the research conducted by Yildirim and
Karakog-Oztiirk (2009) on teacher views about measurement and evaluation practices in Turkish language
classes concluded that almost a half the teachers very rarely or never used self-assessment, peer-assessment
and group-assessment. The study conducted by Benzer and Eldem (2012) on “knowledge levels of Turkish
language and literature teachers about measurement and evaluation tools” suggested that self-assessment and
peer-assessment were not adequately used and that a very small number of teachers used them. The study
conducted by Yigit and Kirimli (2014) on student-based assessment methods used by Turkish language teachers
concluded that, for reasons such as low number of class hours and high number of students attending classes, a
vast majority of teachers were not able to adequately benefit from student-based assessment methods.

In line with the results obtained from the study, the following may be recommended to future researchers:

e The present study focuses on the student-based assessment methods of self-assessment, peer-
assessment and group-assessment. Other student-based assessment methods may also be studied.

. Goals of the Turkish language education program may be compared with the questions asked in
examinations conducted by teachers.
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. Based on the findings of this study conducted as a survey, an experimental study may be conducted on
teachers by training them in measurement and evaluation of high level behaviors.

Practitioners may be recommended the following:
e  The teachers may believe that their open-ended questions are intended for high order thinking skills.

e  Therefore, qualities of the written questions must be reviewed.
e  The teachers may look into the conformity of the questions asked with the program goals and accordingly

design the examination questions.
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