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Abstract Keywords
As a result of the observations of the researchers, it was determined that Taxonomy
Turkish teachers took the written exams from the websites that have the Language education
feature of common sharing platform and uploaded the exams they prepared. Assessment

These sites are very popular among teachers, for example a seventh grade
exam has been downloaded forty thousand times. The aim of this study is to
determine the types of questions in written exams in Turkish education and
their place in the cognitive process steps. This study was designed as a
qualitative study based on document analysis. Within the scope of the study,
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the data were obtained by examining the first Turkish written exams in the Post Date: 16.07.2020
first gemestef of the 2019-2020 academic year. Based on this, a to_tal of 100 Acceptance Date: 09.01.2021
Turkish written exams taken from egitimhane.com, hangisoru.com, . )
bilgiyelpazesi.com and grambilgisi.net websites, which Turkish language E-Publication Date: 29.04.2021
teachers commonly apply, were analyzed in line with the sub-problems. An
equal number of written studies were included at each grade level in
secondary school. The questions within the scope of the study were examined
according to the question types and cognitive process dimensions in the
Revised Bloom Taxonomy. Since the Turkish exams are based on the active
use of the mental processes of the student, only the cognitive process
dimensions of the taxonomy were considered. During the examination, the
questions were handled one by one and compared with the table. Expert
opinion was taken to finalize the findings. They examined the questions
independently from each other according to taxonomy. The lists were
finalized with the consensus of experts and researchers on the distribution of
the questions according to taxonomy. It was observed that different types of
questions were included in the written exams used according to the findings,
but the question-question type distribution is not balanced. In exams, the
most emphasis was given to open-ended, classification and multiple choice
questions in terms of points; the least emphasized ones are the questions are
puzzle, fill-in-the-blanks and true-false type questions. As a result of the
examination of the written exam questions according to the Revised Bloom’s
Taxonomy, it is seen that thirteen cognitive process steps are represented in
the exams. The process steps of summarizing, comparing, organizing,
criticizing, planning and producing are not represented in any of the
questions. The cognitive process steps that have the most weight are
remembering, classification and execution.
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Introduction

Education should be considered as a whole, and every step of the process should be given
importance. Inadequacies, setting up errors, not giving enough attention to some stages of the process
affect the whole process negatively and end up not being able to reach the educational purposes. One
of the stages that construct teaching activities is assessment and evaluation.

Assessment and evaluation consist of two different activities being gathered and put to work.
When the literature is examined, it is seen that assessment is defined as measuring the property of
interest, indicating the results with numbers or symbols and defining the quality, caliber, performance
of something (Bayrak¢eken, 2009, p.13; Braun, Kanjee, Bettinger ve Kremer, 2006, p.9; Calp, 2010,
p.445; Demirel, 2010, p.104; Erkus, 2012, p.7; Kalanilayam, 2007, p.1; Kizlik, 2014, p.1; Mohan,
2016, p.25; Turgut, 1977, p.11). Besides, evaluation is defined as evaluation of assessment results with
the help of a criteria and making a decision (Bayrakgeken, 2009, p.13; Can, 2005, p.211, Calp, 2010,
p.445; Gay, 1985, p.43; Giiler, 2011, p.12; Huitt, 2007, p.1; Kalanilayam, 2007, p.1; Kizlik, 2014, p.2;
Oktay, 2005, p.162). With the help of literature examination, it is possible to define assessment and
evaluation as a process of making a decision based on the comparison of data obtained by assessment
with a criteria.

In the field of education, assessment and evaluation is used to understand the student’s and
teaching process’ success status and to shape the studies to be done from now on (Akyol, 2006, p.187;
Yigit, 2015, p.64-65). According to Goger (2019, p.112) though, assessment and evaluation is the
most basic element in order to reach the goals. Results of assessment and evaluation also helps the
teacher to make self-criticism. With the help of results of assessment and evaluation, once used
approaches, teaching methods etc. can be changed.

Seeing the mistakes of the students through the qualified feedback given to the student after
the assessment and evaluation activities; in this way, it can be ensured that they learn and develop their
learning style (Ferguson, 2011, p.60). In other words, while making assessment and evaluation, it
should be aimed to improve the situation as well as determine the situation. “Evaluation is neither the
last stage nor the aim, it is a means.” (Duran and Soyugok, 2020: p.47). It varies how process of
assessment and evaluation will be like according to laws, regulations and ordinances, curriculum, used
strategies, methods and techniques, necessities of the discipline, teacher’s preferences. In assessment
and evaluation there are alternative approaches such as peer-evaluation, self-evaluation and portfolio
besides some classical approaches such as written examination. In constructive approach, it is
suggested to use these alternative approaches (Karamustafaoglu, Caglak and Meseci, 2012, p.168).
Actually, it is not even correct to use only classical methods to evaluate the students that have always
been active in whole process (Anil and Acar, 2008, p.46). It is determined by Regulation on Primary
Education Institutions how the evaluation practices reflected in the grades in school should be done.
Accordingly, two exams are held in each course and each of these exams has the same emphasis as the
sum of the other measurement tools, project homework and all in-class performances (Official
Gazette, 31.01.2018). According to given information, it is possible to say that contrary to adopted
approach, assessment and evaluation applications in schools are focused on examination.

Written exam implementations in schools makes written examinations more important (except
the courses such as P.E.).

Although the content of written exams varies according to the goals and the teacher's
preferences, there are some features that the written questions used in assessment and evaluation
should have (Kutlu, 1999: p.20):

1. Questions should be written in a simple way, understandable language, there should be no
grammar mistakes.

2. Students shouldn’t be able to misunderstand or to make wrong inferences.

3. Only one expected behavior should be asked, no different purposes should be involved.

4. Questions shouldn’t have unnecessary hints and detailed information.

5. Questions need to be related to the essence of the issue.
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6. There should be only one correct answer for each question.

7. The behavior expected to be evaluated, should be demonstrated at the learning level
expected.

8. Students who have gained enough behavior aimed to be measured by the question should be
able to answer the question correctly.

9. Questions should make students lead to learn.

10. Questions should enable students to make self-criticism.

11. Questions should make students enable to acquire new behaviors.

12. Questions should be both appropriate for the student's knowledge and give them to change
to improve themselves for them

13. Questions should be able to impel students to research, study and observe.

However the format and content of the exam is, questions need to fulfill the qualifications
indicated up above. Written exams can be applied in so many different ways. This variety is caused by
differences of question types. In the exams, the teacher can include various question types determined
according to the learning outcomes of the course, the possibilities and the student level:

Open-ended questions: These are the questions that usually take a short time to prepare but
take a long time to evaluate. They are ideal for evaluating high-level learning.

Shortly-answered questions: In these questions, it is enough to answer with a few words or
sentences.

Filling-the-blank Questions: These questions make students to fill the blanks in written texts.

True-false Questions: These are the questions that indicate whether what is written is true or
false. The luck factor is high.

Matching Questions: It is based on the matching of the expression in the opposite group that is
compatible with the written expression. Visual layout should be given due attention in order to
avoid chaos on exam paper.

Multiple-choice Questions: It is based on finding and marking the right answer among other
wrong answers. There is a luck factor. It is ideal for exams that are applied to large groups and
have a very wide scope.

Puzzle-like Questions: It is based on writing the answers on a puzzle. It can be hint-giving,
because of its structure.

Composition-Writing Questions: In these questions, students need to produce a narrative or
informative text dealing with an event, a word, a situation, a picture, a thought or an emotion.

Applied-Questions: In these questions, students need to give written examples or do operations
according to a given rule or meaning relation.

Sorting Questions: Questions based on grouping more than one item under two or more titles.

Since its introduction in 1956, Bloom's Taxonomy has been translated into twenty-two
languages and has been effective in curricula and therefore in assessment and evaluation practices.
Because of the long time passing from its introduction and new education approaches going on,
taxonomy has been revised and renewed in 2001 (Biimen, 2010, p.4). Renewed Bloom Taxonomy has
two dimensions: Information dimension and cognitive processing dimension. The basic and subtypes
of these are as follows:
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Table 1. Renewed Bloom Taxonomy’s Information Dimensions

BASIC AND SUBTYPES OF INFORMATION DIMENSION

EXAMPLES

A. FACTUAL INFORMATION

AA. Knowledge of Terms
AB. Knowledge of specific detail and factors

B. CONCEPTIAL INFORMATION

BA. Information of sorting and categorizing
BB. Information of principles and generalizations
BC. Information of theory, models and structures

C. OPERATIONAL INFORMATION

CA. Information of special ability and algorithms
that are specific for the topic

CB. Information of special techniques and
methods that are specific for the topic

CC. Information of criterion determining how
and when appropriate methods will be used

D. METACOGNITIVE INFORMATION

DA. Strategical information

DB. Information of cognitive tasks containing
appropriate environment and conditions

DC. Self-knowledge (recognizing strengths and

Basic elements that students must know in a discipline or
that they will solve problems in

Information of technical terms, symbols of music

Basic natural resources, reliable information resources
Interrelations between basic factors that will work together
between large structures

Geological times, business types

Pythagorean theorem, law of supply and demand
Evolution theory, structure of a historical congress

How to do something, methods and techniques, criteria for
using skills, algorithms, ways to achieve

Paint using various colors, dividing integers algorithms

Interview techniques, scientific method

Criteria used in applying the process involving Newton's
second law, criteria for evaluating a feasibility study
Information about cognition in general, such as awareness
and knowledge of the individual's own cognition process
Information on outlining the structure of the subject in the
textbook, knowledge of various learning strategies
Knowledge of the types of tests conducted by certain
teachers, knowledge of the cognitive needs of different tasks
Knowledge of criticizing an article, knowledge of individual
competencies and disabilities, awareness of the level of

weaknesses in cognition and learning)

knowledge possessed

(Anderson et al., 2001, adapted from 29 Biimen, 2010: p.5)
Table 2. Revised Bloom's Taxonomy Cognitive Process Dimensions

COGNITIVE PROCESS DIMENSIONS

EXAMPLES

1. REMEMBERING
1.1. RECOGNITION
1.2. RECALLING

2. UNDERSTANDING

2.1. INTERPRETATION
2.2. SAMPLING

2.3. SORTING

2.4. SUMMARIZING
2.5. INFERENCE

2.6. COMPARING

2.7. EXPLAINING

3. APPLYING

3.1. EXECUTIVE

3.2. SUBSTANTIATION

4. ANALYSIS

4.1. DECOMPOSITION
4.2. ORGANIZING

4.3. EXAMINING

5. EVALUATION

5.1. CHECK

5.2. CRITICIZATION

6. CREATING

6.1. PRODUCING
6.2. PLANNING
6.3. FORMING

Retrieving relevant information from long-term memory

Recognizing the dates of important events in world history

Remembering dates of important events in world history

Creating meaning from the instructional message as a verbal, written or graphical
communication

Interpreting important speeches and documents in their own words

Giving examples of various artistic pictures

Classifying observed or explained mental disorders

Briefly summarize the events in a movie

Determining grammatical rules based on examples while learning a foreign language
Comparing historical events with current situations

Explaining the reasons for the events in France in the 18th century

Implementing or using the transaction in a given situation

Dividing a multi-digit integer by another

Determining in which case Newton's second law would be appropriate
Separating the material into its components and determining how the parts relate to
each other / to the whole

Distinguish between relevant and unrelated numbers in a math problem

Making evidence for or against information in a historical statement

Revealing the author's political view through an essay

Making judgments based on criteria and standards

To determine whether a scientist has made a scientific conclusion with hidden data
Deciding which two methods are best for the given problem

Bringing elements together in a consistent or functional structure, rearranging
elements in a new pattern or structure

Generating hypothesis on hypothesis for an observed phenomenon

Designing a research plan on a given historical topic

Developing natural habitats for specific purposes and certain species

(Anderson et al., 2001, adapted from 32, Biimen, 2010: p.7)
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Due to Taxonomy’s new versions’ detailed structure, it will be beneficial for Turkish language
teachers as well as anyone who does assessment and revaluation. In this way, taxonomy can help
determine the targeted level with the achievements in the program and reflect this level in assessment
and evaluation practices.

Aim of the Study

Assessment and evaluation activities shouldn’t be seen only as a means of grading and making
decisions; it should also be considered as a teaching tool. Because analyzes and feedbacks after exams
might enable us to find new and more efficient teaching methods. Therefore, assessment and
evaluation practices should be given enough importance. Written exams constitute an important part of
assessment and evaluation activities in Turkish language lessons as in other lessons. Qualified written
exams can provide both a better learning experience and realistic information about students’ success.
In this respect, the types of questions used in written exams and the rates of the questions in the exams
according to the cognitive process levels are an issue that needs to be examined. The aim of this study
is to determine the types of questions in written exams in Turkish language education and their place
in the cognitive process steps. To achieve this goal, answers will be sought to the following problems:

1. How is the distribution of question types used in Turkish language lesson exams applied?

2. What is the distribution of the questions in the applied written exams according to the
cognitive process steps in the Revised Bloom Taxonomy?

Method

In this section, information about model of the research and collecting data and analysis
process will be given.

Model of the Research

This research, which aims to determine the situation for written exam applications in Turkish
language education, was designed as a qualitative study based on document analysis. The subject
addressed in qualitative research is handled as it is (Creswell, 2017, s.185). In document analysis, data
is collected by examining all kinds of documents related to the research subject. (Cemaloglu, 2014,
p.154).

Collecting the Data

In this study, data was collected by examining written exams that applied in Turkish language
lessons in first semester. As a result of the observations of the researchers, it was determined that
Turkish language teachers took the written exams from the websites that have the feature of common
sharing platforms and uploaded these exams they prepared to these sites. These websites are so
popular that an exam for seven graders has been downloaded for forty thousand times. Based on this, a
total of 100 Turkish written exams taken from egitimhane.com, hangisoru.com, bilgiyelpazesi.com
and grambilgisi.net websites, which Turkish teachers commonly apply, were analyzed in line with the
sub-problems. Included in an equal number of written studies at all grade levels. Information about the
written exams examined is as follows:

Table 3. Number of questions taken by each website

Website’s Name Number of Written Exams
egitimhane.com 30
hangisoru.com 28
bilgiyelpazesi.com 22
dilbilgisi.net 20
TOTAL 100

The fact that those who prepare these exams are also Turkish language teachers and the
number of downloads show that it is possible to generalize the data obtained from the exams on the
websites. In the beginning of the study it was meant to use both first and second exams of first
semester. However, after realizing that second exams are mostly made out of multiple-choice
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questions, this idea was abandoned because accurate findings for the first sub-problem cannot be
obtained. Therefore, only first exams will be examined.

Analysis of Data

Within the scope of the study, the questions in the first semester Turkish language lessons
written exams were examined according to the types of questions and cognitive process dimensions in
the Revised Bloom's Taxonomy. Only cognitive process dimensions of the taxonomy were considered
because Turkish language lessons exams are based on student’s use of mental process actively. While
examining questions were considered one by one and compared with the table. The findings for the
first sub-problem were finalized after the approval of two field experts. For the second sub-problem,
unlike the researchers, support was received from three experts, two of whom were Turkish language
education experts and one of whom was an assessment and evaluation specialist. They examined the
questions according to the taxonomy and independently from each other. Lists were finalized after
experts and researchers had reached consensus about distribution of questions according to taxonomy.
With doing this, it was aimed to provide validity and reliability. Findings and comments are given
under the sub-problem headings.

Findings and Comments
Findings and Comments for First Sub-Problem

1385 questions that took part in the exams included in the study were analyzed first on a class
basis, and then on a collective basis according to the cognitive process steps in the Revised Bloom
Taxonomy. The distribution of the questions according to the cognitive levels according to the classes
and the general situation are presented in the tables below:

Table 4. Analyses of questions in the exams of five graders.

Type of question Average Grade Numb(_er of Number of questions
(out of 100) Questions (%)
Open-Ended 13,6 51 14,4
Multiple-Choice 15,4 56 15,7
st e
Filling-the-blank 9 26 7,3
Composition 8,6 19 5,2
Applied 10 47 13,1
Puzzle 2 5 1,3
True-False 1 5 1,3
Sorting 16 51 14,4
Matching 8,8 23 6,5
TOTAL 100 355 100

As it can be seen in table 4, there are 355 questions in 25 exams. Although the ratio of the
number of questions is included in the table to give information, it is the average scores that will give
the main point. Because these scores also show the percentage ratio of question types in exams. These
are the question types having the most grade value among all types of questions: Sorting questions,
shortly-answered questions and multiple-choice questions. And those are the question types having the
least grade value: Puzzle questions and true-false questions. It is better to use true-false questions less.
Puzzle questions, however, are in need to be used more. Since these questions have a visual quality
and are remarkable, they are questions whose motivation can positively affect student success. On the
other hand, it was determined that questions were not distributed equally.
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Table 5. Analyses of Question Types in Exams for Six Graders

Question type Average Score Numbgr of Number of Questions
(out of 100) guestions (%)
Open ended 21 46 16
Multiple choice 10,6 61 21,4
With short answer 8,8 51 17,8
Gap-filling - - -
Composition 17 20 7,1
Application 10,8 36 12,5
Crossword 4 5 1,7
True False 9,6 25 8,9
Classification 14,2 36 12,5
Pairing 4 5 1,7
TOTAL 100 285 100

As it can be seen in table 5, there are 285 questions in 25 exams examined. These are the
guestion types having the most grade value among all types of questions: Sorting questions, applied
guestions and open ended questions, and those are the question types having the least grade value:
Puzzle questions and matching questions. True-false questions also have a significant grade emphasis;
and that is not correct. As in the fifth grade, the necessary emphasis was not given to puzzle type
guestions in this class. The imbalance in the distribution of question types is also seen at this grade
level. The fact that the fill-in-the-blank questions, which have a relatively high weight in the fifth
grade (9%), were never used at this grade level indicates that the question type preferences were not
planned.

Table 6.Analysis of the Question Types in the Seventh Grade Exams

Question type Average Score Numbfer of Nun_1ber of
(out of 100) questions Questions (%)

Open ended 14,8 57 14,8
Multiple choice 15,2 84 21,8
With short answer 10,6 36 94
Gap-filling 4,8 15 4

Composition 14 21 54
Application 10,6 52 13,5
Crossword - - -

True False 6,6 21 5,4
Classification 12,8 57 14,8
Pairing 10,6 42 10,8
TOTAL 100 385 100

As it can be seen in table 6, there are 385 questions in 25 exams examined. These are the
guestion types having the most grade value among all types of questions: Open-ended questions,
multiple-choice questions and sorting questions. In addition, filling-the-blank questions has the least
emphasis. It can be seen that the emphasis of the true-false question type is less than the sixth grade. It
can also be seen that distribution of questions is more balanced than the other classes. The low number
of true-false questions and gap-filling questions can be considered as a positive situation. Besides, it is
a negative situation not to include any puzzle-type questions because puzzle type questions which are
remarkable and motivative, can improve visual reading and visual thinking skills.
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Table 7.Analysis of the Question Types in Eighth Grade Exams

Question type Average Score Number of Number of Questions

(out of 100) guestions (%)
Open ended 16,35 40 111
Multiple choice 14,30 100 27,7
With short answer 10,95 66 18,4
Gap-filling 4 5 1,3
Composition 11,85 9 2,6
Application 13,2 80 22,2
Crossword 1,9 5 13
True False 5,2 10 2,6
Classification 16 40 111
Pairing 6,1 5 1,3
TOTAL 100 360 100

As it can be seen in table 7, there are 360 questions in total in 25 exams. These are the
guestion types having the most grade value among all types of questions: multiple-choice questions
and applied-questions. In addition, those are the question types having the least grade value: Puzzle
questions, fill-in-the-blank questions and matching questions. Distribution of question types is
imbalanced. Multiple-choice questions, have a significant grade, whereas these types of questions are
insufficient to assess native language skills. There is also a luck factor when answering this kind of a
questions. It is seen that some of the exams don’t have composition-type questions. Whereas in order
to answer that kind of questions student need to use critical, creative and multidirectional thinking
skills. Besides, that helps us to evaluate student’s thinking skills and native language skills at the same
time.

Table 8. Score Emphasis of Question Types in Exams According to Grades (%)
Question Type 5thgrade 6thgrade 7thgrade 8th grade Average

Open ended 13,6 21 14,8 16 16,35
Multiple choice 15,4 10,6 15,2 16 14,30
With short answer 15,6 8,8 10,6 8,8 10,95
Gap-filling 9 - 4.8 2,2 4
Composition 8,6 17 14 7,8 11,85
Application 10 10,8 10,6 21,4 13,2
Crossword 2 4 - 1,6 19
True False 1 9,6 6,6 3,6 52
Classification 16 14,2 12,8 21 16
Pairing 8,8 4 10,6 1 6,1
TOTAL 100 100 100 100 100

When Table 8 is examined, it is seen that the most used question type is the open-ended
guestion type. Sorting-questions are second mostly used questions. The least used question type is
puzzle type questions. Even though these exams were constituted based on writing skills, it is
noteworthy that there are so many multiple choice type questions (14.30%). This situation can be
explained with the ease of evaluation of multiple choice questions and the effect of the multiple-choice
exam system. Composition-type questions are not included adequately. The fact that these questions,
which are used to directly measure the writing skill, have a weight of 11.85% in the exam can be
interpreted as a problem in the evaluation of writing. 5 percent of the questions in exams are true-false
questions. It is better not to use this kind of questions because of the luck factor they have and
reducing the credibility of the exam. It is seen that there is not much of a puzzle type questions.
Whereas puzzle-questions are motivative for students because of its visual and remarkable nature.

Findings and Comments for the Second Sub-Problem

1385 questions that took part in the exams included in the study were analyzed first on a class
basis and then on a collective basis according to the cognitive process steps in the Renewed Bloom
Taxonomy.
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The distribution of the questions according to the cognitive levels according to the classes and the
general situation are presented in the tables below:

Table 9. Analysis of the Fifth Grade Turkish Language Lesson Written Exams

Cogne rosesstp A er e e e o e
1.1. Recognition 0,6 2 0,6
1. Recall 1.2. Reminiscence 35,6 130 36,6
2.2. Sampling 7,4 30 8,4
S eretan ding 23 Classification 19 61 16,8
2.5. Inference 55 30 8,4
3. Application  3.1. Executive 17,2 66 18,3
4. Analysis 4.3. Discussion 4,6 21 5,6
5. Evaluation - - - -
6. Creating 6.1. Creating 9 15 4.2
TOTAL 100 355 100

As it can be seen in table 9, there are 355 questions in total in 25 Turkish language lesson
exams examined. Although the number of questions is also included to provide information, the
average grades are mainly focused on in this table. Average scores also indicates what percentage of
cognitive levels are included in these exams. As it can be seen in the tablet, the least included
cognitive step is recognition. Recognition step should be used less because it only evaluates whether
the concept is known. The most used cognitive step is recalling. Information on the step of recalling
can assess what the concept is, however it is not appropriate for evaluating higher level learning. A
total of eight cognitive processing steps were included in the exams; exam questions do not represent
many cognitive steps. Especially, not including any evaluation-level questions is considered as a
negative situation because education studies that are for evaluation step, requires to use critical,
reflective etc. thinking processes and can contribute to student’s mental and emotional growth. There
is an imbalance in the existing cognitive process steps. For example, questions in the executive level
have a score average of 17.2, while questions in the examining level have an average score of 4.6.
Another noteworthy thing is the inadequateness of the questions and weight of the questions in the
producing step. All of the questions in the producing step is about forming a text. There is no question
that requires to form a text, in any steps except the step of producing. As it can be seen in the table, in
the ten exams of twenty-five, students were not wanted to write composition. That indicates, the
evaluation for writing skill is not proper. However, writing skill is one of the four basic language
skills. This situation shows that there is a weakness in assessment and evaluation.

Table 10. Analyzes of Sixth Grade Turkish Language Lesson Written Exams
Average Score  Number of Number of

Cognitive Process Step

(out of 100) guestions  Questions (%)

1 Recall 1.3. Reco_gr_ntion 1 5 1,75

) 1.4. Reminiscence 24,8 85 29,9
2.1. Interpretation 6 10 3,5

2.2. Sampling 1,8 10 3,5

2. Understanding  2.3. Classification 16,2 45 15,7
2.5. Inference 6 25 8,7

2.7. Explanation 2 5 1,7

3. Application 3.1. Executive 9,8 30 10,5
4. Analysis 4.1. Dgcomposition 1,8 10 3,5
4.3. Discussion 6,6 20 7

5. Evaluation 5.1. Check 9 25 8,7
6. Creating 6.1. Creating 14 15 5,2

TOTAL 100 285 100

As it can be seen in table 10, there are 285 questions in total in twenty-five exams. In sixth
grade exams, the most used cognitive process was recalling and the least used one was recognition.
There are twelve cognitive steps in total, in exams. In this respect, it can be said that the questions of
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the sixth grade are more inclusive than the fifth grade in terms of cognitive processing steps. There is
an imbalance among However, there is an imbalance between the steps in these exams. For example,
while the arithmetic mean of the questions at the decomposition level is 1.8, the arithmetic mean of the
questions at the classification level is 16.2.

At this grade it is seen that the formation step is not represented in ten exams and the essay
question is not included. However, the arithmetic mean of the forming step is higher than the fifth
grade. Lack of questions for writing skills in some exams makes them problematic as well.

Table 11. Analysis of the Seventh Grade Turkish Language Lesson Written Exam
Average Score  Number of Number of

Cognitive Process Step

(out of 100) guestions  Questions (%)

1 Recall 1.1.Recogn.|t|on 1 5 1,2
1.2. Reminiscence 22,4 90 23,3

2.1. Interpretation 6,8 30 7,7

. 2.2. Sampling 4,6 25 6,4

2. Understanding 2.3. Classification 16,6 75 19,4
2.5. Inference 2,4 15 3.8

3. Application 3.1. Executive 16,4 65 16,8
4. Analysis 4.3. Discussion 3.8 19 5,1
5. Evaluation 5.1. Check 10 40 10,3
6. Creating 6.1. Creating 16 21 55
TOTAL 100 385 100

As seen in Table 11, there are a total of 385 questions in the twenty-five written exams
examined. As in the exams of other classes, the most frequently used cognitive level in seventh grade
exams is remembering, and the least involved cognitive level is recognition. A total of ten cognitive
steps were included in the exams. The distribution of the steps in these exams is also uneven. For
example, while the arithmetic mean of the questions representing the inference step is 2.4, the
arithmetic mean of the questions representing the classification step is 16.6. However, Turkish lesson
also includes thinking education. Therefore, the ability to draw conclusions by reasoning needs to be
measured more in exams. The number of exams that include questions in the creation step is higher at
this grade level. The arithmetic mean of the build step is also relatively high.

Table 12. Analysis of the Eighth Grade Turkish Language Lesson Written Exams

o s st A e T e

1.1.Recognition 2,2 5 1,3

1. Recall 1.2.Reminiscence 14,8 80 22,2
2.2. Sampling 2,8 10 2,7

. 2.3. Classification 18,6 65 18

2. Understanding 25 Inference 192 2 20,8
3.1. Executive 14,2 30 8,3

3. Application 3.2. Realization 6 25 6,9
4.1. 2 10 2,7

. Decomposition

4. Analysis 4.3. Di.fcussion 7 25 6,9
5. Evaluation 5.1. Check 6,6 25 6,9
6. Creating 6.1. Creating 6,6 10 2,7
TOTAL 100 360 100

As seen in Table 12, there are a total of 360 questions in the twenty-five written exams
examined. The most represented cognitive process step is remembering, as in all classes. The least
represented cognitive process step is the decomposition different from the other classes. Eleven
cognitive levels were represented in the exams. Their distribution is more balanced than other classes.
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It is seen that the building step is represented at least at this class level. The least number of questions
about creation and the lowest average scores are in this class. Another point that draws attention in
these exams is that the average of the inference step, which is low in other classes, is remarkably high
in this class.

As a result of the analysis made at the classroom level, it was seen that the general distribution
and average scores of the questions in the examined Turkish language lesson exams according to the
cognitive process steps were as follows:

Table 13. Score Emphasis of the Cognitive Process Steps in the Exams according to the Grades (%)
5th 6th 7th 8th

Cognitive Process Step grade grade grade grade Average
1.1.Recognition 0,6 1 1 2,2 1,2
1. Recall 12Reminiscence 356 248 224 148 24,4
2.1. Interpretation - 6 6,8 - 3,2
2.2. Sampling 7.4 18 4,6 2,8 41
2.3. Classification 19 16,2 16,6 18,6 17,6
2. Understanding 2.5 |nference 55 6 2.4 19,2 8,2
2.7. Explanation - 2 - - 0,5
L 3.1. Executive 17,2 9,8 16,4 14,2 14,4
3. Application 3.2. Realization - - - 6 1,5

. 4.1. Decomposition - 1.8 - 2

4. Analysis 4.3. Discussion 4,6 6,6 38 7 55
5. Evaluation 5.1. Check - 9 10 6,6 6,4
6. Creating 6.1. Creating 9 14 16 6,6 11,4

As seen in Table 13, remembering the most represented cognitive process step in 100 written
exams; it is seen that the least represented process step is the explanation. Thirteen cognitive process
steps were included in the exams. The six cognitive processes not included are summarizing,
comparing, organizing, criticizing, planning and producing. It is seen that the distribution of existing
cognitive processing steps is unbalanced. The building step is poor in terms of both the number of
guestions and the average score. This suggests that the necessary importance is not given to measuring
writing skill.

Discussion, Conclusion and Suggestions

According to the findings, it is seen that in used written exams different type of questions are
included, but the distribution of question types is imbalanced. In terms of grades, the question types
having the most importance are open-ended, sorting and multiple choice questions. The least weighted
questions are puzzle, fill-in-the-blanks and true-false type questions. Open-ended questions, are ideal
for assessing skills in Turkish lessons. This type of questions, especially in the questions that are based
on a text, can be used to evaluate reading comprehension. It is noteworthy that multiple choice
guestions also have a score close to open-ended questions. Multiple-choice questions should not be
used in Turkish language education (Ustiiner and Sengiil, 2004, p.207). Multiple-choice questions are
appropriate when it is needed to evaluate large group of people or vast range of information. These
questions are insufficient to assess skills such as organizing and presenting emotions and thoughts
(Temizkan and Sallabas, 2011, p.210) and that is not a desired situation for Turkish language lessons.
Moreover, when the Turkish language course schedule is examined, it is seen that there is no
acquisition intensity that requires using multiple-choice questions. Additionally, according to Tekin
(2003, p.150) there is a luck factor when reaching the true answer, and that affects validity and
reliability negatively. Sorting questions are also ideal for Turkish language lessons if they are used
supported by the question of why. However, when examining the questions in the exams, it is seen that
such a situation does not exist. And that suggests that there might be a conclusion of luck factor. The
least weighted questions type is puzzle. However, puzzle-type questions are suitable for use in Turkish
language education because they have visual features and attract attention. It is seen that all of the
puzzle-type questions evaluates vocabulary. To use puzzle-type questions that are shown to be an
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ideal method to teach vocabulary by various researches (Giirdal and Arslan, 2011) more when
evaluating vocabulary can affect student’s success and motivation positively. Another less emphasized
questions type is fill-in-the-blanks questions. That type of questions are generally used for word
completion in text. Even though it can be used in Turkish language education, it is more suitable to use
open-ended or applied questions instead. True-false questions having the least emphasis are not
suitable for use in Turkish language education because the questions are very likely to be answered by
chance. The results of the research regarding the question types partially overlap with the literature. In
the research conducted by Goger (2016), the written exam questions of Turkish language teachers who
have graduated education were examined and it was determined that different question types were not
included enough in the exams and multiple choice questions were included too much. In this study, it
is noteworthy that there are too many multiple choice questions and the question types are not used in
a balanced way. The results of the research conducted by Kilmen and Beyhen (2011) partially overlap
with the results of this study. In both studies it is seen that classical and multiple-choice questions are
used so often. However in this study, it was determined that the true-false questions were used less in
contrast to the work of Kilmen and Beyhen. The difference might be a result of the time difference
between the studies. In the study conducted by Cintas-Y1ldiz (2015), it was determined that in the 5th,
6th and 7th grades, in the Turkish exams mostly used question type was multiple-choice and at least
open-ended questions. Findings about multiple-choice questions in Cintas-Y1ldiz’s study overlap with
this study because multiple-choice questions are one of the mostly used question types in this study.
Open-ended questions were the most used question type in this study, unlike the other study. The
difference in the results of the two studies can be attributed to the selection of samples.

In the result of examination of questions in written exam according to Revised Bloom
Taxonomy, it is seen that in exams thirteen cognitive process steps are represented in exams.
Summarizing, comparing, organizing, criticizing, planning, producing cognitive steps were never
represented in any questions. Mostly emphasized cognitive process steps are recalling, sorting and
executive. High number of questions representing recalling step affects the qualification of the exam
negatively. Because recalling questions help to assess low level skills and since this method is based
solely on retrieving information in long-term memory, it is a rote recitation. Students can easily solve
these questions by just remembering the information needed. In exams, however, it is needed to ask
questions leading students to high-level-thinking (Ozden, 2005, p.153). Questions in sorting step, can
be beneficial in Turkish language lessons if they are supported with the question why.

This cognitive process step cannot be described as very weak according to taxonomy, but
solving these questions with the chance factor reduces reliability. Since there are two or three answer
choices, student has a chance of at least 33 percent or 50 percent to find the right answer, even if the
student knows nothing about the concept. It is ideal to use executive questions in practice-oriented
lessons such as Turkish language. Student’s ability to apply the information that the student knows
theoretically can be evaluated with those questions. The least used cognitive process steps in exams
were explaining, recognizing and substantiation.

Explanation questions that require skills such as determining cause-effect relationships and
implementation questions that require the ability to apply the rules in the right situations are questions
that can be easily used in Turkish language exams and can give accurate results in measuring native
language skills.

Using the questions that are in recognition step less is appropriate. In fact, it would be more
appropriate not to include these questions in the exams at all because recognition gquestions are unable
to assess the degree of a skill, moreover, it is even insufficient in evaluating the knowledge by rote
memorization. It is possible to say that the questions are generally at the lower cognitive process steps.
Findings of the research overlap with the literature. In the study that was conducted by Kavruk and
Cecen (2013) written exams in Turkish language lessons were examined according to Bloom
Taxonomy and it was seen that the questions were generally at the lower cognitive process steps. That
means, the results of the studies overlap with each other. In the study conducted by Cintas-Yildiz, it
was observed that lower level cognitive processes were assessed intensely in Turkish language written
exams, as in this study.
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In the study conducted by Goger (2016), Turkish language written exams prepared by
postgraduate Turkish language teachers were examined according to the Detter Taxonomy, and as in
this study, it was concluded that the questions were generally aimed at measuring lower-level skills. In
the study conducted by Aktas (2017), it was seen that Turkish language teacher candidates could not
prepare questions that lead to thinking. In this study, it was seen that working Turkish teachers were in
the same situation, the results of the two studies coincided.

In this direction;

1. Diversity in the question types used in exams and in the cognitive process steps represented,

2. Using the guidance of taxonomy in the process of preparing the activities in the textbooks,

3. Training assessment and evaluation courses in education faculties in a practical and
functional manner,

4. Supporting in-service teachers with in-service training on measurement and evaluation,

5. It is suggested that the same type of studies be carried out in a way that covers different
levels and lessons.
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Oz

Anahtar Kelimeler

Aragtirmacilarin gozlemleri sonucu Tiirkge 6gretmenlerinin yazili sinavlari ortak
paylasim noktasi 6zelligi gosteren sitelerden alip kullandiklari ve kendilerinin
hazirladiklar1 smavlar1 da bu sitelere yiikledikleri belirlenmigtir. Bu siteler
ogretmenler arasinda oldukga popiilerdir, érnegin yedinci sinif seviyesindeki bir
smav kirk bin defa indirilmigtir. Bu ¢aligmanin amaci, Tiirk¢e egitimindeki yazili
siavlarda yer verilen soru tiplerini ve bunlarin biligsel siire¢ basamaklarindaki
yerlerini belirlemektir. Calisma, dokiiman analizine dayali nitel bir ¢alisma
olarak desenlenmistir. Caligma kapsaminda veriler 2019-2020 egitim dgretim yili
ortaokul birinci donem birinci Tiirkge yazili sinavlarimin incelenmesiyle elde
edilmigtir. Buradan yola ¢ikarak Tiirkge Ogretmenlerinin yaygin olarak
basvurdugu egitimhane.com, hangisoru.com, bilgiyelpazesi.com ve dilbilgisi.net
sitelerinden alinan toplam yiiz adet Tirkge yazili sinavi alt problemler
dogrultusunda incelenmistir. Ortaokuldaki her siif seviyesinden esit sayida
yazil ¢alismaya dahil edilmistir. Calisma kapsamindaki sorular, soru tiplerine ve
Yenilenmis Bloom Taksonomisindeki biligsel siire¢ boyutlarina gore
incelenmistir. Tiirk¢e sinavlart G6grencinin zihinsel siireglerini aktif olarak
kullanmalarina dayandig i¢in taksonominin sadece biligsel siire¢ boyutlari goz
oniinde bulundurulmustur. Inceleme yapilirken sorular tek tek ele alinmis ve
tabloyla karsilagtirtlmistir. Bulgularin  kesinlestirilmesinde uzman goriisiine
basvurulmustur. Bunlar birbirinden bagimsiz sekilde sorular1 taksonomiye gore
incelemislerdir. Uzmanlarin ve aragtirmacilarin sorularin taksonomiye gore
dagilimi konusunda goriis birligine varmalariyla listeler kesinlestirilmistir. Elde
edilen bulgulara gore kullanilan yazili smavlarda farkli tlirde sorulara yer
verildigi goriilmiistiir, fakat soru-soru tipi dagilimi dengeli degildir. Smavlarda
puan bakimindan en ¢ok acik uglu, siniflama ve ¢oktan se¢meli tipindeki sorulara
agirhik verilmistir; en az agirliga sahip olanlar ise bulmaca, bosluk doldurma ve
dogru-yanlis tipindeki sorulardir. Yazili simnav sorularinin Yenilenmis Bloom
Taksomosine gore incelenmesi sonucunda sinavlarda on ii¢ bilissel siireg
basamaginin temsil edildigi goriilmektedir. Ozetleme, karsilastirma, orgiitleme,
elestirme, planlama ve iretme silire¢ basamaklart ise higcbir soruda temsil
edilmemistir. En fazla agirliga sahip olan biligsel siire¢ basamaklari animsama,
siniflama ve yiiriitmedir.
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Giris
Egitim 6gretim faaliyetleri bir biitiin olarak degerlendirilmeli, siirecin her asamasina gereken
onem verilmelidir. Asamalarda eksiklikler, kurgusal yanligliklar olmasi veya bazi agamalara gereken

Oonemin verilmemesi, biitlin siireci olumsuz etkiler ve egitim Ogretimin amagclarina ulagilamamasina
sebep olur. Ogretim faaliyetlerini olusturan bu asamalardan biri de 6lgme degerlendirmedir.

Olgme degerlendirme iki ayr1 etkinligin bir araya getirilmesi ve ise kosulmasiyla ortaya ¢ikar.
Literatiir tarandiginda 6l¢menin ilgilenilen 6zelligin 6lgiilerek, ortaya ¢ikan sonuclarin say1r veya
sembollerle ifade edilmesi ve bir seyin kalitesinin, Ozelliklerinin boyutlarinin, performansinin,
miktarinin belirlenmesi seklinde tanimlandigi gériilmektedir (Bayrakg¢eken, 2009, s.13; Braun, Kanjee,
Bettinger ve Kremer, 2006, s.9; Calp, 2010, s.445; Demirel, 2010, s.104; Erkus, 2012, s.7;
Kalanilayam, 2007, s.1; Kizlik, 2014, s.1; Mohan, 2016, s.25; Turgut, 1977, s.11). Degerlendirme ise
Olcme sonuglarmin bir Olgiit yardimiyla degerlendirilerek karara varilmasi olarak tanimlanmaktadir
(Bayrakgeken, 2009, s.13; Can, 2005, s.211, Calp, 2010, s.445; Gay, 1985, s.43; Giiler, 2011, s.12;
Huitt, 2007, s.1; Kalanilayam, 2007, s.1; Kizlik, 2014, s.2; Oktay, 2005, 5.162). Literatiirden hareketle
Olcme degerlendirmeyi, 6l¢meyle elde edilen verilerin bir dlgiitle karsilastirilmasina dayanan karar
verme siireci, seklinde tanimlamak miimkiindiir.

Egitimde 6lgme degerlendirme temel olarak dgrencinin ve 6gretim siirecinin basar1 durumunu
gormek ve bundan sonra yapilacak olan ¢alismalari sekillendirmek maksadiyla yapilir (Akyol, 2006,
s.187; Yigit, 2015, 5.64-65). Goger’e (2019, s.112) gore ise 6lgme degerlendirme, hedeflere ulasmada
en temel unsurdur. Olgme degerlendirme sonuglar1 &gretmenin Ozelestiri yapmasini da saglar.
Sonuglar dogrultusunda benimsenen yaklasimlar, kullanilan 6gretim yontem ve teknikleri, materyaller
vb. degistirilebilir. Olgme degerlendirme etkinliklerinden sonra Ogrenciye verilen nitelikli geri
bildirimler yoluyla da 6grencilerin yanliglarin1 gérmeleri; bu yolla 6grenmeleri ve 6grenme stillerini
gelistirmeleri saglanabilir (Ferguson, 2011, s.60). Yani 6lgme degerlendirme yapilirken durumun
tespiti kadar iyilestirilmesi de hedeflenmelidir. “Degerlendirme son asama veya amag degil bir aragtir”
(Duran ve Soyugok, 2020: s.47).

Bir ders kapsaminda 6lgme degerlendirme siirecinin nasil sekillenecegi kanun, tiiziik ve
yonetmeliklere, 0gretim programlarina, benimsenen stratejilere, uygulanan yontem ve tekniklere,
disiplin alaminin gereklerine, dgretmenin tercihlerine gore degisir. Olgme degerlendirmede yazili
yoklama gibi klasik uygulamalarin yani sira akran degerlendirme, 6z degerlendirme, portfolyo gibi
alternatif yaklagimlar da mevcuttur. Su an benimsenmekte olan yapilandirmaci yaklagimda bu
alternatif 6lgme degerlendirme uygulamalarinin kullanilmasi tavsiye edilmektedir (Karamustafaoglu,
Caglak ve Meseci, 2012, s.168). Gergekten de siire¢ i¢inde aktif olan Ggrencinin sadece klasik
usullerle degerlendirilmesi dogru degildir (Anil ve Acar, 2008, s.46). Okullarda notlara yansiyan
degerlendirme uygulamalarinin nasil yapilacagi ise Ilkogretim Kurumlari Yonetmeligi ile
belirlenmistir. Buna gore her dersten iki sinav yapilir ve bu sinavlardan her biri diger dlgme aracglar
olan proje ddevleri ve ders i¢i performanslarin tamamimin toplamiyla ayni agirliga sahiptir (Resmi
Gazete, 31.01.2018). Buradan hareketle okullardaki ol¢me degerlendirme uygulamalarinin,
benimsenen yaklasimin aksine, sinav odakli oldugunu sdylemek miimkiindiir.

Okullardaki siavlarin, Beden Egitimi gibi bazi dersler diginda, yazili olarak yapilmasi egitim
Ogretim siirecinde yazili sinavlarin 6nemini arttirmaktadir. Yazili sinavlarin icerigi amaglara ve
Ogretmenin tercihlerine gore degisim gosterse de dlgme degerlendirmede kullanilan yazili sorularin
tasimasi gereken bazi dzellikler vardir (Kutlu, 1999: s.20):

“1. Sorular, yalin, anlagilir bir dille yazilmali; dilbilgisi kurallarina uygun olmalidir.

2. Sorudan 6grenciler farkli anlamlar ve yorumlar ¢ikarmamalidir.

3. Soruyla, 6l¢iilmeye ¢aligilan davranis ne ise, sadece o sorulmalidir.

4. Sorular gereksiz ipuglarini ve ayrintili bilgileri icinde tagimamalidir.

5. Sorular konunun 6ziiyle iliskili olmalidir.

6. Genellikle kesin ve tek yanit1 olan sorular sorulmalidir.
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7.Soruyla Olgiilen davranis ne ise, o davranigsin beklenen 6grenme diizeyinde gosterilmesini
gerektirmelidir.

8.Soruyla o6l¢iilmesi amaclanan davranisi yeterince kazanmis &grenciler, soruyu dogru
yanitlayabilmelidir.

9. Sorular, 6grenciyi 6grenmeye giidiilemelidir.

10. Sorular, 6grencinin kendisini degerlendirmesine olanak saglamalidir.

11. Sorular, dgrencinin yeni davraniglar kazanmasina olanak hazirlamalidir.

12. Sorular, 6grencinin, hem bilgi birikimine uygun hem de onu gelistirici olmalidir.
13. Sorular, 6grenciyi arasgtirma, inceleme ve gézlem yapmaya da yoneltebilmelidir.”

Simavin bi¢im ve icerigi nasil olursa olsun, sorular sayilan niteliklere sahip olmalidir. Yazil
sinavlar ¢ok ¢esitli bigimlerde olusturulabilir. Bu ¢esitlilik kullanilan soru tiplerinden
kaynaklanmaktadir. Ogretmen sinavlarda dersin kazanimlarina, elindeki imkanlara, grenci seviyesine
gore belirledigi cesitli soru tiirlerine yer verebilir:

Agtk Uglu Sorular: Hazirlamasi genellikle kisa siiren fakat degerlendirmesi uzun siiren
sorulardir. Ust diizey 6grenmeleri degerlendirmek i¢in idealdir.

Kisa Cevapli Sorular: Cevap vermek icin bir ya da birka¢ kelime veya climlenin yeterli
oldugu sorulardir.

Bosluk Doldurma Sorulari: Yazilanlarda birakilan bosluklarin doldurulmasima dayanan
sorulardir.

Dogru Yanlis Sorulari: Yazilanlarin dogru mu yoksa yanlis mi oldugunun belirtildigi
sorulardir. Sans faktorii yiiksektir.

Eslestirme Sorulari: Yazilan ifade ile uyumlu olan karst gruptaki ifadenin birbiriyle
eslestirilmesine dayanir. Sinavin kdgidinda karmasa olmamasi i¢in gorsel diizene dikkat
edilmelidir.

Coktan Secmeli Sorular: Istenen cevab"m verilen secenekler arasindan bulunarak
isaretlenmesine dayanir. Sans faktorii vardir. Ozellikle biiyiik gruplara uygulanan ve
kapsami ¢ok genis olan sinavlarda idealdir.

Bulmaca Tarzi Sorular: Cevaplarin bir bulmaca {izerine yazilmasina dayanir. Yapr itibariyle
ipucu verebilir.

Kompozisyon Tipi Sorular: Bir olay1, olguyu, s6zii, durumu, gorseli, duygu ve diisiinceyi ele
alan, Oykiileyici veya bilgilendirici bir metin liretmeyi gerektiren sorulardir.

Uygulama Sorulari: Ogrencilerin verilen bir kurala veya anlam iliskisine bagli olarak  yazili
sekilde ornekler vermelerini, iglemler yapmalarini gerektiren sorulardir.

Stniflama Sorulari: Birden ¢ok maddenin iki veya daha fazla baslik altinda gruplandirilmasina
dayanan sorulardir.

Bloom Taksonomisi 1956 yilinda ortaya atildigindan beri yirmi iki dile ¢evrilmis ve dgretim
programlarinda, dolayisiyla da oOlgme degerlendirme uygulamalarinda etkili olmustur. Ortaya
konmasinin lizerinden uzun zaman ge¢mesi, o zamandan beri egitimle ilgili yeni yaklagim ve
uygulamalarin iiretilmesi sebebiyle taksonomi 2001 yilinda gozden gegirilmis ve yenilenmistir
(Blimen, 2010, s.4). Yenilenmis Bloom Taksonomisi bilgi boyutu ve biligsel islem boyutu olmak tizere
iki boyutludur. Bunlarin temel ve alt tiirleri su sekildedir:
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Tablo 1. Yenilenmis Bloom Taksonomisi Bilgi Boyutlari

BILGI BOYUTUNUN TEMEL VE ALT TURLERI

ORNEKLER

A. OLGUSAL BILGI

AA. Terimler bilgisi
AB. Ozel ayrint1 ve 6gelerin bilgisi

B. KAVRAMSAL BILGI

BA. Smiflama ve kategoriler bilgisi
BB. ilke ve genellemeler bilgisi
BC. Kuram, model ve yapilarin bilgisi

C. ISLEMSEL BILGi

CA. Konuya 6zel beceri ve algoritmalarin
bilgisi

CB. Konuya 6zel teknik ve yontemlerin
bilgisi

CC. Uygun yontemlerin ne zaman, nasil
kullanilacagi ile ilgili dlgiitlerin bilgisi

D. USTBILISSEL BiLGi

DA. Stratejik Bilgi

DB. Uygun baglam ve kosullar1 i¢eren
biligsel gorevler bilgisi

DC. Ozbilgi (bilis ve 6grenme ile ilgili
giiclii ve zayif yonlerini tanima)

Ogrencilerin bir disiplinde mutlaka bilmeleri gereken ya da icinde
problem ¢6zecekleri temel dgeler

Teknik terimler bilgisi, miizikal semboller

Temel dogal kaynaklar, giivenilir bilgi kaynaklari

Genis yapilar arasinda birlikte gérev yapacak temel dgeler
arasindaki karsilikli iliskiler

Jeolojik zamanlar, isletme tiirleri

Pisagor teoremi, arz talep kanunu

Evrim kuramu, tarihi bir kongrenin yapisi

Bir seyin nasil yapilacagi, yontem ve teknikler, becerileri
kullanmadaki 6lgiitler, algoritmalar, elde etme yollari

Cesitli renkleri kullanarak boyam, tamsayilar1 bélme algoritmalari

Gortigme teknikleri, bilimsel yontem

Newton’un ikinci kanununu i¢eren iglemi uygulamada kullanilan
oOlgiitler, bir fizibilite calismasini degerlendirmedeki dlciitler
Bireyin kendi bilis siireci ile ilgili farkindalig1 ve bilgisi gibi genel
olarak bilisle ilgili olan bilgiler

Ders kitabindaki konunun yapisini ana hatlartyla ortaya ¢ikarmayla
ilgili bilgi, ¢esitli 6grenme stratejileri bilgisi

Belli 6gretmenlerin yiiriittigi test tiirleri bilgisi, farkli gorevlerin
biligsel gereksinimlerine iliskin bilgi

Bir yaziy1 elestirme bilgisi, bireysel yeterlik ve yetersizliklerin
bilgisi, sahip olunan bilgi diizeyinin farkinda olusla ilgili bilgi

(Anderson ve digerleri, 2001, 29°dan uyarlayan Biimen, 2010: S.5)
Tablo 2. Yenilenmis Bloom Taksonomisi Biligsel Siire¢ Boyutlar

BILISSEL SUREC BOYUTLARI

ORNEKLER

1. HATIRLAMA
1.1. TANIMA
1.2. ANIMSAMA

2. ANLAMA

2.1. YORUMLAMA

2.2. ORNEKLEME

2.3. SINIFLAMA

2.4. OZETLEME

2.5. SONUC CIKARMA
2.6. KARSILASTIRMA
2.7. ACIKLAMA

3. UYGULAMA

3.1. YURUTME

3.2. GERCEKLESTIRME

4. COZUMLEME

4.1. AYRISTIRMA
4.2. ORGUTLEME
4.3. IRDELEME
5.DEGERLENDIRME

5.1. DENETLEME
5.2. ELESTIRME
6. YARATMA

6.1. OLUSTURMA
6.2. PLANLAMA
6.3. URETME

Ilgili bilgiyi uzun siireli bellekten geri getirme

Diinya tarihindeki 6nemli olaylarin tarihlerini tanima

Diinya tarihindeki 6nemli olaylarin tarihlerini animsama

Ogretimsel mesajdan sozel, yazili ya da grafiksel bir iletigim olarak anlam
olusturmak

Onemli konusma ve belgeleri kendi ifadeleriyle yorumlama

Cesitli sanatsal resimlere 6rnekler verme

Gozlenmis ya da agiklanmig zihinsel rahatsizliklari siniflama

Bir filmdeki olaylar kisaca 6zetleme

Yabanci dil 6grenirken drneklerden yola ¢ikarak dilbilgisi kurallarini belirleme
Tarihsel olaylarla giiniimiizdeki durumlar1 kargilagtirma

18. yy.de Fransa’daki olaylarin nedenlerini agiklama

Verilen bir durumda islemi uygulama ya da kullanma

Cok basamakl1 bir tamsay1y1 bir bagka tamsaytya bolme

Newton’un ikinci kanununun hangi durumda uygun olacagini tespit etme
Materyali bilesenlerine ayirma ve pargalarin birbiriyle/biitiinle nasil bir iligki
icinde oldugunu tespit etme

Bir matematik problemindeki ilgili ve ilgisiz sayilar1 ayirt etme

Tarihsel bir agiklamadaki bilgileri lehte ya da aleyhte kanitlar haline getirme
Bir deneme iizerinden yazarin politik goriistinii ortaya ¢ikarma

Olgiitlere ve standartlara dayal yargiya varma

Bir bilim insaninin gizlenmis verilerle bilimsel bir sonug ¢ikarip ¢ikarmadigini
belirlemek

Verilen problemde hangi iki yontemin en iyi olduguna karar verme

Ogeleri tutarli ya da islevsel bir yapida bir araya getirme, dgeleri yeni bir riintii ya
da yapi igerisinde yeniden diizenleme

Gozlenmis bir fenomen i¢in denence “hipotez” liretme

Verilen tarihsel bir konuda arastirma plani tasarlama

Belli amaglar ve belli canli tiirleri i¢in dogal yagam ortamlar1 geligtirme

(Anderson ve digerleri, 2001, 32°den uyarlayan Biimen, 2010: S.7)
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Taksonominin yeni hdlinin ayrintili olusu, 6lgme degerlendirme yapan herkes gibi Tiirkce
Ogretmenlerinin de isine yarayacaktir. Taksonomi bu héaliyle programdaki kazanimlarla hedeflenen
seviyenin belirlenmesini ve bu seviyenin Olgme degerlendirme uygulamalara yansitilmasim
saglayabilir.

Calismanin Amaci

Olgme degerlendirme etkinlikleri sadece bir not verme ve karara varma yolu olarak
gorlilmemeli; ayni zamanda bir 6gretim araci olarak degerlendirilmelidir. Clinkii sinavlardan sonra
yapilan analizler ve verilen geribildirimler 6grenciler i¢in yeni 6grenme imkéanlar1 sunabilir. Bu
bakimdan 6l¢gme degerlendirme uygulamalar1 tizerinde 6nemle durulmasi gereken bir konudur. Diger
derslerde oldugu gibi Tiirk¢e derslerinde de 6lgme degerlendirme etkinliklerinin 6nemli bir kismin
yazili siavlar olusturmaktadir. Yazili sinavlarin nitelikli olmasi, hem 6grenmeyi saglayacak hem de
Ogrenci basaris1 hakkinda gercekei bilgiler sunacaktir. Bu bakimdan yazili sinavlarda kullanilan soru
tipleri ve sinavlardaki sorularin biligsel siire¢ basamaklarina goére dagilimi incelenmesi gereken bir
konudur. Bu ¢alismanin da amaci, Tirkce egitimindeki yazili sinavlarda yer verilen soru tiplerini ve
bunlarin biligsel silire¢ basamaklarindaki yerlerini belirlemektir. Bu amaca ulagabilmek i¢in asagidaki
problemlere cevap aranacaktir:

1. Uygulanan Tiirk¢e sinavlarinda kullanilan soru tiplerinin dagilimi nasildir?

2. Uygulanan yazili sinavlardaki sorularin Yenilenmis Bloom Taksonomisindeki biligsel siire¢
basamaklarina gore dagilimi nasildir?

Yontem

Bu boliimde arastirmanin modeli ile verilerin toplanmasi ve analizi siirecleri hakkinda bilgi
verilecektir.

Arastirmanin Modeli

Tiirkge egitimindeki yazili sinav uygulamalarina yonelik durum tespiti yapmay1 amaglayan bu
arastirma, dokiiman analizine dayali nitel bir ¢aligma olarak desenlenmistir. Nitel aragtirmalarda ele
aliman konu oldugu gibi ele alimir (Creswell, 2017, s.185). Dokiiman incelemesinde arastirma
konusuyla ilgili her tiirlii dokiimanin incelenmesiyle veri toplanmasi s6z konusudur (Cemaloglu, 2014,
s.154).

Verilerin Toplanmast

Calisma kapsaminda veriler birinci donem birinci Tiirk¢e yazili simavlarinin incelenmesiyle
elde edilmistir. Arastirmacilarin gozlemleri sonucu Tiirkce Ogretmenlerinin yazili smavlari ortak
paylagim noktas1 6zelligi gosteren sitelerden alip kullandiklar1 ve kendilerinin hazirladiklar1 siavlari
da bu sitelere yiikledikleri belirlenmistir. Bu siteler 6gretmenler arasinda oldukga popiilerdir, 6rnegin
yedinci smif seviyesindeki bir sinav kirk bin defa indirilmistir. Buradan yola ¢ikarak Tiirkce
Ogretmenlerinin yaygin olarak bagvurdugu egitimhane.com, hangisoru.com, bilgiyelpazesi.com ve
dilbilgisi.net sitelerinden alinan toplam yiiz adet Tiirk¢e yazili sinavi alt problemler dogrultusunda
incelenmistir. Her simif seviyesinden esit sayida yazili calismaya dahil edilmistir. incelenen yazih
smavlarla ilgili bilgiler su sekildedir:

Tablo 3. Sitelerden alinan soru sayilar

Site Ad1 Yazihi Sayisi
egitimhane.com 30
hangisoru.com 28
bilgiyelpazesi.com 22
dilbilgisi.net 20
TOPLAM 100

Bu sinavlar1 hazirlayanlarin da halihazirdaki Tiirkce Ogretmenleri olmas1 ve dosyalarin
indirilme sayilar1 sitedeki sinavlardan elde edilen verilerin genellenmesinin mimkiin oldugunu
gostermektedir. Calismanin baslangicinda birinci dénemdeki her iki smavin da incelenmesi
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tasarlanmus; fakat ikinci sinavlarm ¢ok biiyilik oranda test seklinde oldugunun anlasilmasiyla, birinci
alt probleme yonelik saglikli bulgular elde edilemeyecegi i¢in, bundan vazgecilmis ve ¢alisma birinci
donem birinci sinavlarla sinirlandirilmagtir.

Verilerin Analizi

Calisma kapsaminda birinci dénem birinci Tiirk¢e yazili sinavlarindaki sorular, soru tiplerine
ve Yenilenmis Bloom Taksonomisindeki biligsel siire¢ boyutlarina gore incelenmistir. Tiirkge sinavlari
Ogrencinin zihinsel silireclerini aktif olarak kullanmalarina dayandigi i¢in taksonominin sadece bilissel
siirec boyutlar1 goz 6niinde bulundurulmustur. Inceleme yapilirken sorular tek tek ele alinmis ve
tabloyla karsilastirilmistir. Birinci alt probleme yonelik bulgular iki alan uzmaninin onay1 alindiktan
sonra kesinlestirilmistir. Ikinci alt problem i¢in ise arastirmacilardan farkli olarak ikisi Tiirkce egitimi
uzmani, biri 6lgme degerlendirme uzmani olmak iizere ii¢ uzmandan daha yardim alinmistir. Bunlar
birbirinden bagimsiz sekilde sorular1 taksonomiye gore incelemiglerdir. Uzmanlarin ve
aragtirmacilarin sorularin taksonomiye gore dagilimi konusunda goriis birligine varmalariyla listeler
kesinlestirilmistir. Boylece gegerlik ve giivenirlik saglanmaya caligilmistir. Bulgu ve yorumlar alt
problem bagliklar1 altinda verilmistir.

Bulgu ve Yorumlar
Birinci Alt Probleme Yénelik Bulgu ve Yorumlar

Calisma kapsamina alinan smavlarda bulunan 1385 soru Yenilenmis Bloom
Taksonomisindeki biligsel siire¢ basamaklarina gére dnce sinif bazinda ardindan toplu olarak analiz
edilmistir. Sorularin bilissel basamaklara gore dagiliminin siniflara goére dagilimi ve genel durum
asagidaki tablolarda sunulmustur:

Tablo 4. Besinci Simif Sinavlarindaki Soru Tiplerinin Analizi
Ortalama Puan

Soru Tipi (100 iizerinden) Soru Sayisi Soru Sayisi Orani (%)
Acik uglu 13,6 51 144
Coktan segmeli 15,4 56 15,7
Kisa cevapli 15,6 712 20,3
Bosluk doldurma 9 26 7,3
Kompozisyon 8,6 19 5,2
Uygulama 10 47 13,1
Bulmaca 2 5 13
Dogru-yanlis 1 5 1,3
Siniflama 16 51 14,4
Eslestirme 8,8 23 6,5
TOPLAM 100 355 100

Tablo 4’te goriildiigii iizere 25 sinavda 355 soru bulunmaktadir. Tabloda bilgi vermek igin
soru sayisi oranlarina yer verilse de asil fikir verecek olan ortalama puanlardir. Ciinkii bunlar ayni
zamanda soru tiplerinin sinavlardaki yiizdelik oranini gdstermektedir. Sinavlarda en fazla puan
agirligina sahip soru tipleri siniflama, kisa cevapl ve ¢oktan se¢meli soru tipleridir. En az agirliga
sahip olanlar ise bulmaca ve dogru-yanlis soru tipleridir. Dogru yanlis sorularinin az kullanilmasi
dogru bir uygulamadir. Bulmaca tipi sorulara ise daha fazla yer verilmesi gerektigi soylenebilir.
Ciinkii bu sorular gorsel nitelik tasimalar1 ve dikkat c¢ekici olmalar1 sebebiyle motivasyonu 6grenci
basarisin1 olumlu etkileyebilecek sorulardir. Ote yandan soru tiplerinin dagiliminin dengesiz oldugu
belirlenmistir.
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Tablo 5. Altinet Sinif Sinavlarindaki Soru Tiplerinin Analizi

Ortalama Puan

Soru Tipi (100 iizerinden) Soru Sayisi Soru Sayist Oram (%)
Acik uglu 21 46 16
Coktan segmeli 10,6 61 21,4
Kisa cevapli 8,8 51 17,8
Bosluk doldurma - - -
Kompozisyon 17 20 7,1
Uygulama 10,8 36 12,5
Bulmaca 4 5 1,7
Dogru-yanlis 9,6 25 8,9
Siniflama 14,2 36 12,5
Eslestirme 4 5 1,7
TOPLAM 100 285 100

Tablo 5’te goriildiigii lizere incelenen 25 sinavda toplam 285 soru bulunmaktadir. Sinavlarda
en fazla puan agirligina sahip soru tipleri siiflama, uygulama ve agik uglu soru tipleridir. En az
agirliga sahip olanlar ise bulmaca ve eslestirme soru tipleridir. Dogru yanlis sorularinin da énemli bir
puan agirligina sahip oldugu goriilmektedir; bu da yanlistir. Besinci smifta oldugu gibi bu sinifta da
bulmaca tipi sorulara gereken agirlik verilmemistir. Soru tiplerinin dagilimindaki dengesizlik bu sinif
seviyesinde de goriilmektedir. Besinci sinifta yiiksek sayilabilecek bir agirliga sahip olan (%9) bosluk
doldurma sorularinin bu smif seviyesinde hi¢ kullanilmamasi soru tipi tercihlerinde planh
olunmadigini gostermektedir.

Tablo 6. Yedinci Sinif Sinavlarindaki Soru Tiplerinin Analizi

Soru Tipi ggt)a:;azr:gf;;r; Soru Sayisi Soru S?g’/:s)l Oram
Acik uglu 14,8 57 14,8
Coktan se¢meli 15,2 84 21,8
Kisa cevaplt 10,6 36 9,4
Bosluk doldurma 48 15 4
Kompozisyon 14 21 54
Uygulama 10,6 52 13,5
Bulmaca - - -
Dogru-yanlis 6,6 21 5,4
Siniflama 12,8 57 14,8
Eslestirme 10,6 42 10,8
TOPLAM 100 385 100

Tablo 6’da goriildiigii tizere 25 sinavda toplam 385 soru bulunmaktadir. Sinavlarda en fazla
puan agirligina sahip soru tipleri acik uglu, ¢coktan se¢gmeli ve siniflama soru tipleridir. En az agirliga
sahip olan ise bosluk doldurma soru tipidir. Dogru-yanlis soru tipinin agirliginin altinci sinifa gore az
oldugu goriilmektedir. Ayrica soru tiplerinin dagilimi diger siniflara gére daha dengelidir denebilir.
Dogru-yanlis sorulari ile bosluk doldurma sorularinin az sayida olmasi olumlu bir durum olarak
degerlendirilebilir. Bulmaca tipi sorulara hi¢ yer verilmemesi ise olumsuz bir durumdur. Ciinki ilgi
¢ekici ve motive edici oldugu bilinen bulmaca tipi sorular gorsel okumayi ve gorsel diistinmeyi de
gelistirilebilir.
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Tablo 7. Sekizinci Sinif Sinavlarindaki Soru Tiplerinin Analizi

Soru Tipi Ortalama Puan Soru Sayisi Soru Sayis1 Oram
(100 iizerinden) (%)
Acik uglu 16,35 40 111
Coktan segmeli 14,30 100 27,7
Kisa cevapli 10,95 66 18,4
Bosluk doldurma 4 5 1,3
Kompozisyon 11,85 9 2,6
Uygulama 13,2 80 22,2
Bulmaca 19 5 13
Dogru-yanlis 5,2 10 2,6
Siniflama 16 40 111
Eslestirme 6,1 5 1,3
TOPLAM 100 360 100

Tablo 7’de gorildigil iizere 25 sinavda toplam 360 soru bulunmaktadir. Sinavlarda en fazla
puan agirligina sahip soru tipleri ¢oktan se¢meli ve uygulama soru tipleridir. En az agirliga sahip olan
ise eslestirme, bosluk doldurma ve bulmaca soru tipleridir. Soru tiplerinin dagilimi dengesizdir.
Coktan secmeli sorularin agirhigi ¢cok fazladir, halbuki bu tip sorular ana dili becerilerini 6l¢mede
yetersizdir. Ayrica bu sorularin cevaplanmasinda sans faktorii devreye girer. Bazi1 sinavlarda
kompozisyon tipi soru bulunmadigi gériilmiistiir. Halbuki bu tip yazma becerisinin yani sira elestirel,
yaratict ve ¢ok yonlii diisiinme becerisini de kullanmay1 gerektirir. Bu da o6grencilerin diistinme
yeteneklerini ve ana dili yeterliliklerini bir arada degerlendirebilmeyi saglar.

Tablo 8. Smavlardaki Soru Tiplerinin Siniflara Goére Puan Agirliklari (%)

Soru Tipi 5. Simf 6.S1mif 7.5mf  8.Simf Ortalama

Acik uglu 13,6 21 14,8 16 16,35
Coktan segmeli 15,4 10,6 15,2 16 14,30
Kisa cevapli 15,6 8,8 10,6 8,8 10,95
Bosluk doldurma 9 - 4.8 2,2 4
Kompozisyon 8,6 17 14 7,8 11,85
Uygulama 10 10,8 10,6 21,4 13,2
Bulmaca 2 4 - 1,6 19
Dogru-yanlis 1 9,6 6,6 3,6 52
Siniflama 16 14,2 12,8 21 16
Eslestirme 8,8 4 10,6 1 6,1
TOPLAM 100 100 100 100 100

Tablo 8 incelendiginde en ¢ok kullanilan soru tipinin agik uglu soru tipi oldugu goriilmektedir.
Siniflama tipi sorular ise ikinci siradadir. En az kullanilan soru tipi, bulmaca tipi sorulardir. Sinavlar
yazmaya dayali yapilandirilmalarina ragmen coktan seg¢meli tipindeki sorularin da fazla olusu
(%14,30) dikkat ¢ekmektedir. Bu durum; ¢oktan segmeli siavlarin degerlendirilmesinin kolayligina
ve ¢oktan segmeli siav sisteminin etkisine baglanabilir. Kompozisyon tipi sorulara ise yeterince yer
verilmedigi goriilmektedir. Yazma becerisini dogrudan 6lgmeye yarayan bu sorularin sinavda %11,85
agirhiga sahip olmasi, yazmanin degerlendirilmesinde aksaklik oldugu seklinde yorumlanabilir.
Sinavlardaki sorularin %5’ini ise dogru-yanlis tipi sorular olusturmaktadir. Sans faktoriiyle
yanitlanabildikleri ve smavin giivenilirligini diistirdiikleri i¢in bu sorularin kullanilmamasi daha
yerinde olur. Bulmaca tipi sorulara ise ¢ok az yer verildigi goriilmektedir. Halbuki bulmaca tipi
sorular, gorsel 6zellik tagimalart ve dikkat ¢ekici olmalar1 sebebiyle dgrencileri motive edicidir.

Ikinci Alt Probleme Yonelik Bulgu ve Yorumlar

Calisma kapsamina alinan smavlarda bulunan 1385 soru Yenilenmis Bloom
Taksonomisindeki biligsel siire¢ basamaklarina gore once sinif bazinda ardindan toplu olarak analiz
edilmistir. Sorularin bilissel basamaklara gore dagiliminin smiflara gére dagilimi ve genel durum
asagidaki tablolarda sunulmustur:
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Tablo 9. Besinci Sinif Tiirkge Yazili Siavlarina Ait Analizler

Bilissel Siire¢c Basamagi 8;:?!?;:35(;];2 Soru Sayisi %)::n??(loy/l:)l

1.1. Tanmima 0,6 2 0,6

1. Hatirlama 1.2. Animsama 35,6 130 36,6
2.2. Ornekleme 74 30 8,4

2 Anlama 2.3. Smiflama 19 61 16,8
2.5. Sonug 55 30 8,4
Cikarma

3. Uygulama 3.1. Yiiriitme 17,2 66 18,3

4. Coziimleme 4.3. Irdeleme 4,6 21 5,6

5. Degerlendirme - - - -

6. Yaratma 6.1. Olusturma 9 15 4,2
TOPLAM 100 355 100

Tablo 9°da goriildiigi tizere incelenen 25 Tiirkge yazilisinda toplam 355 soru bulunmaktadir.
Bilgi vermek i¢in soru sayilarina da yer verilse de bu tabloda asil olarak ortalama puanlar iizerinde
durulmustur. Ortalama puanlar ayn1 zamanda bu smavlarin genelinde hangi bilissel basamaga yiizde
kaglik yer verildigini de gostermektedir. Tabloda goriildiigli lizere en az yer verilen biligsel basamak
tanimadir. Tanima basamagi sadece kavramin admin bilinip bilinmedigini 6l¢tiigli icin az yer
verilmesi gereken bir biligsel basamaktir. En fazla yer verilen biligsel basamak ise animsamadir.
Animsama diizeyindeki bilgiler, kavramin ne oldugu konusundaki bilgiyi dlgebilir, fakat {ist diizey
ogrenmeler icin uygun degildir. Sinavlarda toplam sekiz biligsel islem basamagina yer verilmistir;
sinav sorular1 bircok biligsel basamagi temsil etmemektedir. Ozellikle degerlendirme diizeyinde hi¢
soru bulunmamasinin olumsuz bir durum oldugu diistiniilmektedir. Ciinkii degerlendirme basamagina
yonelik olan egitim caligmalar1 elestirel, yansitici vb. diisiince siireglerini kullanmayi gerektirir ve
Ogrencinin hem zihinsel hem duygusal gelisimine katki saglayabilir. Var olan biligsel siireg
basamaklarinda ise dengesizlik vardir. Ornegin yiiriitme basamagindaki sorular 17,2 puan
ortalamasina sahipken, irdeleme basamagindaki sorular 4,6 puan ortalamasina sahiptir. Dikkat ¢ekici
diger bir nokta ise olusturma basamagindaki soru sayisinin ve bu sorularin agirliklarinin yetersiz
olusudur. Olusturma basamagindaki biitiin sorular bir metin {iretme ile ilgilidir. Olusturma
basamaginda olmayip da metin liretmeyi gerektiren bir soru ise yoktur. Tabloda goriildiigii tizere yirmi
bes smmavdan on tanesinde ogrencilerden kompozisyon yazmalari istenmemistir. Bu da yazma
becerisine doniik dlgmenin zayif kaldigini gdstermektedir. Halbuki yazma becerisi, dort temel dil
becerisinden biridir. Bu durum 6lgme degerlendirmede zayiflik oldugunu gostermektedir.

Tablo 10. Altinci Simif Tiirkge Yazili Siavlarina Ait Analizler

Bilissel Siirec Basamag Ortalama Puan Soru Soru Sayisi

(100 iizerinden) Sayisi Orani (%)
1. Hatirlama 1.1. Tanima 1 5 1,75
1.2. Animsama 24.8 85 29,9
2.1. Yorumlama 6 10 3,5
2.2. Ornekleme 1,8 10 3,5
2. Animsama 2.3. Smiflama 16,2 45 15,7
2.5. Sonug Cikarma 6 25 8,7
2.7. Agiklama 2 5 1,7
3. Uygulama 3.1. Yiiriitme 9,8 30 10,5
- 4.1. Aynistirma 1,8 10 3,5

4 Cozimleme 4 5 feleme 6.6 20 7

5. Degerlendirme  5.1. Denetleme 9 25 8,7
6. Yaratma 6.1. Olusturma 14 15 5,2
TOPLAM 100 285 100

Tabloda 10’da goriildiigii lizere incelenen yirmi bes yazili sinavda toplam 285 soru
bulunmaktadir. Altincr sinif sinavlarinda da en fazla yer verilen biligsel basamak animsama, en az yer
verilen bilissel basamak ise tanimadir. Sinavlarda toplam on iki bilissel basamaga yer verilmistir. Bu
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acidan altinct smiflarin sorulariin besinci sinifa gore biligsel islem basamaklar1 agisindan daha
kapsayici oldugu soylenebilir. Fakat bu sinavlarda da basamaklar arasinda dengesizlik s6z konusudur.
Ornegin, ayristirma basamagindaki sorularm aritmetik ortalamasi 1,8 iken simiflama basamagindaki
sorularin aritmetik ortalamasi 16,2°dir. Bu simif seviyesinde de on sinavda olusturma basamaginin
temsil edilmedigi ve kompozisyon sorusuna yer verilmedigi goriilmektedir. Buna ragmen olusturma
basamaginin aritmetik ortalamasi besinci sinifa gore daha yiiksektir. Bazi sinavlarda yazma becerisine
yonelik soru bulunmamasi bunlar1 da problemli héale getirmektedir.

Tablo 11. Yedinci Simf Tiirk¢e Yazili Sinavlarina Ait Analizler

Bilissel Siire¢ Basamag Ortaluamaf Puan Soru Soru Sayisi

(100 iizerinden) Sayisi Oram (%)
1. Hatirlama 1.1. Tanima 1 5 1,2
1.2. Animsama 22,4 90 23,3
2. Anlama 2.1. Yorumlama 6,8 30 7,7
2.2. Ornekleme 4.6 25 6,4
2.3. Siniflama 16,6 75 19,4
2.5.Sonug¢ Cikarma 2,4 15 3,8
3. Uygulama 3.1. Yiiritme 16,4 65 16,8
4. Coziimleme 4.3. Irdeleme 3,8 19 51
5. Degerlendirme  5.1. Denetleme 10 40 10,3
6. Yaratma 6.1. Olusturma 16 21 55
TOPLAM 100 385 100

Tablo 11°de gorildiigi iizere incelenen yirmi bes yazili sinavda toplam 385 soru
bulunmaktadir. Diger smiflarin smavlarinda oldugu gibi yedinci smif sinavlarinda da en fazla yer
verilen biligsel basamak animsama, en az yer verilen biligsel basamak ise tanimadir. Sinavlarda toplam
on biligsel basamaga yer verilmistir. Bu sinavlarda da basamaklarin dagilimi dengesizdir. Ornegin
sonu¢ ¢ikarma basamagini temsil eden sorularin aritmetik ortalamasi 2,4 iken siniflama basamagini
temsil eden sorularin aritmetik ortalamasi 16,6’dir. Halbuki Tiirk¢e dersi ayni zamanda diisiinme
egitimini de icerir. Bu ylizden akil yiiriiterek sonu¢ ¢ikarma becerisinin sinavlarda daha fazla
Olgiilmesi gerekmektedir. Olusturma basamagindaki sorulara yer veren smav sayist bu smif
seviyesinde daha fazladir. Olusturma basamaginin aritmetik ortalamasi da nispeten yiiksektir.

Tablo 12. Sekizinci Simif Tiirk¢e Yazili Sinavlarma Ait Analizler

Bilissel Siire¢ Basamag Ortalnama. Puan Soru Soru Sayisi

(100 iizerinden) Sayis1 Oram (%)
1.1. Tanima 2,2 5 1,3
1. Hatirlama 1.2. Animsama 14,8 80 22,2
2.2. Ornekleme 2,8 10 2,7
5 Anlama 2.3. Smiflama 18,6 65 18
2.5. Sonug Cikarma 19,2 75 20,8
3.1. Ydiriitme 14,2 30 8,3
3. Uygulama 3.2. Gergeklestirme 6 25 6,9
4.1. Ayristirma 2 10 2,7
4. Coziimleme 4.3. irdeleme 7 25 6,9
5. Degerlendirme 5.1 Denetleme 6,6 25 6,9
6. Yaratma 6.1. Olusturma 6,6 10 2,7
TOPLAM 100 360 100

Tabloda 12°de gorildiigli Uzere incelenen yirmi bes yazili sinavda toplam 360 soru
bulunmaktadir. En fazla temsil edilen biligsel siire¢ basamagi biitiin smiflarda oldugu gibi
animsamadir. En az temsil edilen biligsel siireg basamagi ise diger smiflardan farkli olarak
ayristirmadir. Smavlarda on bir bilissel basamak temsil edilmistir. Bunlarin dagilimlari, diger siniflara
gore daha dengelidir. Olusturma basamaginin en az bu sinif seviyesinde temsil edildigi goriilmektedir.
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Olusturmayla ilgili en az soru sayis1 ve en diisiik ortalama puanlar bu siniftadir. Bu sinavlarda dikkat
ceken bir baska husus da diger siniflarda diisiik olan sonug ¢ikarma basamagi ortalamasinin bu sinifta
dikkat ¢ekici sekilde yiiksek olmasidir.

Smif seviyesinde yapilan analizler sonucunda, incelenen Tiirk¢e sinavlarindaki sorularin
biligsel silire¢ basamaklarina gore genel dagilimlarinin ve ortalama puanlarinin asagidaki sekilde
oldugu goriilmiistiir:

Tablo 13. Sinavlardaki Biligsel Siire¢ Basamaklarinin Siniflara Gore Puan Agirliklari (%)

Bilissel Siire¢c Basamagi 5 6. ! 8. Genel
Smif Smf Smif Smf Ortalama
1. Hatirlama 1.1 Tanima 0.6 . . 22 1.2
’ 1.2. Animsama 35,6 24,8 22,4 14,8 24,4
2.1. Yorumlama - 6 6,8 - 3,2
2.2. Ornekleme 7,4 1,8 4,6 2,8 4.1
2.3. Simiflama 19 16,2 16,6 18,6 17,6
2. Anlama 2.5. Sonug Cikarma 55 6 2,4 19,2 8,2
2.7. Agiklama - 2 - - 0,5
3.1. Yiiriitme 17,2 9,8 16,4 142 14,4
3. Uygulama .
3.2. Gergeklestirme - - - 6 15
4. Coziimleme 4.1. Ayrlstlrma - 1,8 - 2
4.3. Irdeleme 4,6 6,6 3,8 7 55
5. Degerlendirme ~ 5.1. Denetleme - 9 10 6,6 6,4
6. Yaratma 6.1. Olusturma 9 14 16 6,6 11,4

Tablo 13’te goriildiigii lizere incelenen 100 yazili sinavda en ¢ok temsil edilen bilissel siireg
basamaginin animsama; en az temsil edilen siire¢ basamaginin ise agiklama oldugu goriilmektedir.
Sinavlarda toplam on iig biligsel siire¢ basamagina yer verilmistir. Yer verilmeyen alt1 bilissel siireg ise
Ozetleme, karsilagtirma, oOrgiitleme, elestirme, planlama ve tretmedir. Var olan bilissel islem
basamaklarinin dagiliminin dengesiz oldugu goriilmektedir. Olugturma basamagi hem soru sayis1 hem
de ortalama puan bakimindan zayiftir. Bu da yazma becerisinin &lgiilmesine gereken Onemin
verilmedigini diigiindiirmektedir.

Tartisma, Sonuc ve Oneriler

Elde edilen bulgulara gore kullanilan yazili smavlarda farkli tiirde sorulara yer verildigi
goriilmistiir, fakat soru-soru tipi dagilimi dengeli degildir. Sinavlarda puan bakimindan en ¢ok agik
uclu, siniflama ve ¢oktan segmeli tipindeki sorulara agirlik verilmistir; en az agirliga sahip olanlar ise
bulmaca, bosluk doldurma ve dogru-yanlis tipindeki sorulardir. Agik uglu soru tipi, Tiirk¢e dersindeki
becerileri 6lgmek i¢in idealdir. Bu tarz sorular, 6zellikle metne bagli sorularda, okudugunu anlamanin
degerlendirilmesinde kullanilabilir. Coktan se¢meli sorularin da acik uglu sorulara yakin bir puana
sahip olmalar1 dikkat ¢ekicidir. Coktan se¢meli sorularin Tiirk¢e egitiminde kullanilmamasi gerekir
(Ustiiner ve Sengiil, 2004, 5.207). Coktan se¢meli sorular biiyiik gruplarla yapilan veya genis bir bilgi
alanin1 6lgmeyi gerektiren durumlara uygundur. Bu sorular duygu, diisiincelerin diizenleyerek sunma
gibi becerilerini 6lgmede yetersiz kalir (Temizkan ve Sallabas, 2011, s.210). Bu da Tiirk¢e dersi i¢in
istenen bir durum degildir. Kaldi ki Tiirkge dersi programu incelendiginde coktan segmeli soru
kullanmay1 gerektirecek bir kazanim yogunlugu olmadigi goriilmektedir. Ayrica Tekin’e (2003, s.150)
gore bu sorularda sans yoluyla dogru cevaba ulagsma imkani vardir, bu da gecerlik ve giivenilirligi
olumsuz etkiler. Siniflama yapmay1 gerektiren sorular, neden sorusuyla desteklenerek kullanilmalar
durumunda Tirk¢e dersi i¢in ideal sorulardir. Fakat sinavlardaki sorular incelendiginde bdyle bir
durumun olmadigr goriillmektedir. Bu da sans faktoriinin devreye girmis olabilecegini akla
getirmektedir. En az agirliga sahip soru tipi bulmacadir. Halbuki bulmaca tarzi sorular gorsel 6zellik
tagimalar ve dikkat ¢ekmeleri sebebiyle Tiirkge egitiminde kullanilmaya uygun sorulardir. Bulmaca
tipi sorularin tamaminin kelime bilgisini 6lgmeye doniik sorular oldugu goriilmektedir. Kelime
ogretiminde ideal bir yontem oldugu cesitli arastirmalarla (Giirdal ve Arslan, 2011) ortaya konan
bulmacalarin kelime bilgisini 6lgmede daha ¢ok kullanilmasi Ogrencinin basarisini ve sinav
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motivasyonunu da olumlu etkileyebilir. Az agirliga sahip olan diger bir soru tipi de bosluk
doldurmadir. Bu soru tipi ise genellikle baglamsal olarak kelime tamamlamaya yonelik kullanilmistir.
Tiirkce egitiminde kullanilabilecek bir soru tipi olmakla birlikte ayn1 amaca hizmet eden agik uglu
sorulara veya uygulamali sorulara yer verilmesi daha uygundur. En az agirliga sahip olan dogru yanlis
sorular1 ise Tiirkce dersinde kullanilmasi uygun olmayan sorulardir. Ciinkili sorularin sansla
cevaplanma olasiligi ¢ok yiiksektir. Arastirmanin soru tipleriyle ilgili sonuglari literatiirle kismen
ortismektedir. Goger (2016) tarafindan yapilan arastirmada lisansiisti Ogrenim goren Tirkce
Ogretmenlerinin yazili sinav sorulart incelenmis ve smavlarda farkli soru tiplerine yeterince yer
verilmedigi ve coktan secmeli sorulara fazla yer verildigi belirlenmistir. Bu calismada da coktan
se¢meli sorularin fazla olusu ve soru tiplerinin dengeli kullanilmayist dikkat ¢ekmektedir. Kilmen ve
Beyhen (2011) tarafindan yapilan arastirma sonuglariyla bu ¢alismanin sonuglari kismen
ortiismektedir. Her iki ¢calismada da klasik yazili sorularin ve ¢oktan se¢meli sorularin yiiksek oranda
kullanildig1 goriilmekle birlikte; bu ¢alismada Kilmen ve Beyhen’in ¢alismasinin aksine dogru-yanlis
sorularinin az kullanildigi belirlenmigtir. Bu farklilik, arastirmalar arasindaki zaman farkina
baglanabilir. Cintas-Yildiz (2015) tarafindan yapilan arastirmada 5, 6 ve 7. Siflardaki Tiirkce
sinavlarinda en ¢ok ¢oktan se¢meli sinavlarin, en az ise agik uglu sorularin kullanildig belirlenmistir.
Cintas-Yildiz’in ¢aligmasindaki ¢oktan segmeli sorularla ilgili bulgular bu ¢aligmayla ortiismektedir,
¢linkii ¢coktan se¢meli sorular bu ¢aligmada da en fazla yer verilen soru tiplerinden biridir. A¢ik u¢lu
sorular ise bu ¢alismada diger ¢alismanin tersine en ¢ok yer verilen soru tipi olmustur. iki arastirmanin
sonuclarindaki farklilik, 6rneklem se¢imlerine baglanabilir.

Yazili sinav sorularinin Yenilenmis Bloom Taksomosine goére incelenmesi sonucunda
sinavlarda on ii¢ biligsel siirec basamagmin temsil edildigi goriilmektedir. Ozetleme, karsilastirma,
orgiitleme, elestirme, planlama ve iiretme siire¢ basamaklari ise higbir soruda temsil edilmemistir. En
fazla agirliga sahip olan biligsel siire¢ basamaklar1 animsama, siniflama ve yliriitmedir. Animsama
basamaginin fazla olmasi sinavlarin niteligini diisiiriicii bir durumdur ¢iinkii animsama sorulari, alt
diizey becerileri dlgmeye yarar ve sadece uzun siireli bellekteki bilgilerin ¢agrilmasina dayandigi icin
ezbere yonlendiricidir. Ogrenciler bu sorulari, bilgilerini basit sekilde hatirlayarak g¢ozebilirler.
Halbuki smavlarda iist diizey diisiinmeye yonlendirici sorularin sorulmasi gerekir (Ozden, 2005,
S.153). Smiflama basamagindaki sorular Tiirk¢e derslerinde neden sorusuyla desteklendiginde faydali
olabilir. Bu biligsel siire¢ basamagi taksonomiye gore ¢ok zayif olarak nitelendirilemez ancak bu
sorularin sans faktoriiyle ¢oziilebilmesi giivenilirligi diisiirmektedir. Ciinkii 6grencinin bu sorularda
onilinde iki veya ii¢ segenek vardir, hi¢bir sey bilmeyen bir 6grenci de bu sorular1 %33 veya %50
ihtimalle dogru yapabilir. Yiriitme sorularinin Tirk¢e gibi uygulamaya doniik derslerde kullanilmasi
idealdir. Ogrencinin teorik olarak bildigi kurallar1 uygulayabilme durumu bu sorularla anlasilabilir.
Sinavlarda en az temsil edilen biligsel siire¢ basamaklari ise agiklama, tanima ve gerceklestirmedir.
Neden-sonug iliskilerini tespit etme gibi becerileri gerektiren agiklama sorulari ile kurallart dogru
durumlarda uygulayabilme becerisini gerektiren gergeklestirme sorulari Tiirk¢e sinavlarinda rahatlikla
kullanilabilecek sorulardir ve ana dili becerilerini 6lgmede saglikli sonuglar verebilir. Tanima
basamagindaki sorularin az olmasi ise ¢ok isabetlidir. Hatta bu sorulara sinavlarda hi¢ yer verilmemesi
daha isabetli olacaktir. Ciinkil tanima sorular1 becerinin derecesini 0l¢gemez hatta ezber bilgilerin
degerlendirilmesinde de yetersizdir. Sorularin genel olarak, alt basamaktaki biligsel siireg
basamaklarinda olduklarini sdylemek miimkiindiir. Arastirmanin bulgular literatiirle ortiismektedir.
Kavruk ve Cecen (2013) tarafindan yapilan c¢aligmada Tiirkge dersi yazili sinavlart Bloom
Taksonomisine gore incelenmis ve sorularin alt diizeydeki basamaklara yonelik oldugu goriilmiistiir.
Yani iki ¢alismanin sonuglar1 ortiigmektedir. Cintas-Y1ldiz tarafindan yapilan ¢alismada bu ¢alismada
oldugu gibi Tiirkge yazili smavlarinda yogunlukla alt seviyedeki bilissel siireclerin Olgiildiigi
goriilmistir. Goger (2016) tarafindan yapilan calismada lisansiistii O0grenim goren Tirkce
ogretmenlerinin hazirladiklar1 Tiirkge yazili sinavlari Detter Taksonomisine gore incelenmis ve bu
calismada da oldugu gibi sorularin genellikle alt basamaktaki becerileri dlgmeye yonelik oldugu
sonucuna ulagilmigtir. Aktas (2017) tarafindan yapilan ¢alismada Tirkc¢e Ogretmeni adaylarinin
diisinmeye yoneltici sorular hazirlayamadiklart gorilmistir. Bu calismada ise c¢alisan Tirkge
Ogretmenlerinin ayn1 durumda olduklar1 goriilmiistiir, iki ¢alismanin sonuglar1 ortiismektedir.
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Bu dogrultuda;

1. Smavlarda kullanilan soru tiplerinde ve temsil edilen bilissel siire¢ basamaklarinda
cesitlilige gidilmesi,

2. Ders kitaplarindaki  etkinliklerin ~ hazirlanmas1  siirecinde  taksonominin  yol
gostericiliginden yararlanilmasi,

3. Egitim fakiiltelerindeki 6lgme degerlendirme derslerinin uygulamaya doniik ve islevsel
olarak iglenmesi,

4. Calismakta olan O6gretmenlere Slgme degerlendirme konusunda hizmet ici egitimlerle
destek saglanmasi,

5. Aym tarz c¢aligmalarin degisik kademeleri ve dersleri kapsayacak sekilde
gerceklestirilmesi Onerilmektedir.
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