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ABSTRACT

Students often have difficulty generating HOT questions during reading instruction. A teacher who aims to make
students critical readers should compare them with examples of good questions. To do this, teachers should first
be able to ask good questions themselves. This study examined how pre-service Turkish teachers' higher-order
thinking question preparation skills can be improved through instructional practices designed to encourage the
development of higher-order thinking questions. The study employed a collaborative action research method,
utilising mixed methods such as a single-group pre-test and post-test design alongside a case study. An eight-
week action plan was implemented that included both a pre-test and a post-test. The study group comprised 15
third-year pre-service Turkish teachers from a university who were selected using purposive sampling. Data were
gathered through researcher and student diaries, pre-interview forms, student products, and evaluation forms and
were analysed using Cochran's Q test and content analysis. The results revealed that pre-service teachers
generally prepared basic questions at a descriptive level at the start of the study and had limited knowledge of
relating the questions to higher-order thinking (HOT). However, after the training, there was a significant
improvement in question preparation skills across inference, explanation, hypothesis, and evaluation criteria. The
positive contributions of conceptual knowledge, scaffolding, self-assessment, feedback, and peer assessment
included in the research procedure were notable in the development of the pre-service teachers. Consequently,
the study concluded that pre-service Turkish teachers required explicit teaching to enhance their HOT questioning
skills.
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Okuma egitiminde Tiirkge 6gretmeni adaylarinin iist diizey diigiinme
becerilerine yonelik soru hazirlama becerilerinin gelistirilmesi: Bir
eylem arasgtirmasi

OZET

Ogrenciler okuma egitimi sirasinda st diizey distinme becerilerine yonelik (higher-order thinking [HOT]) sorulari
tretmekte siklikla zorluk gekerler. Ogrencilerin elestirel okuyucular olmasini hedefleyen bir 6gretmen, onlari iyi
soru ornekleriyle karsilastirmalidir. Bunu yapmak igin, gretmenler oncelikle kendileri iyi soru sorabilmelidir. Bu
calisma, Turkge ogretmeni adaylarinin Ust duzey disunmeyle ilgili soru hazirlama becerilerinin, Ust dizey
dustinme sorularinin  gelistiriimesini  tesvik etmek icin tasarlanmis 6gretim uygulamalar yoluyla nasil
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gelistirilebilecegini incelemistir. Calismada is birlikli eylem arastirmasi yontemi kullaniimistir. Galisma, tek grup 6n
test ve son test tasarimi ve bir durum galismasi gibi karma yontemler kullanmistir. Calismada 6n-test son-test
dahil olmak Uzere 8 haftalik bir eylem plani uygulanmistir. Calisma grubu amagli ornekleme ile segilen 15 kisiden
olusan Universite 3. siniftaki Turkge 6gretmen adaylaridir. Veriler arastirmaci ve 6grenci gunltkleri, 6n gortisme
formlari, 6grenci Urlnleri ve degerlendirme formlari araciliglyla toplanmis ve Cochran Q testi ve igerik analizi
kullanilarak analiz edilmistir. Sonug olarak, c¢alismanin basinda 6gretmen adaylarinin genellikle tanimlayici
duzeyde temel sorular hazirladiklari ve sorulari HOT ile iliskilendirme konusunda sinirli bilgiye sahip olduklari
ortaya konulmustur. Ancak, egitimden sonra ¢ikarim, agiklama, varsayimda bulunma ve degerlendirme kriterleri
alanlarinda soru hazirlama becerilerinde énemli bir iyilesme olmustur. Ogretmen adaylarinin bu gelisiminde
arastirma proseduriinde yer alan kavram bilgisi olusturma, destek olma, 6z degerlendirme, geri bildirim ve akran
degerlendirmenin olumlu katkilari 6ne ¢ikmistir. Galisma sonucunda, Turkge ogretmen adaylarinin Ust dizey
sorgulama becerilerinin gelismesi igin agik 6gretime ihtiyaglari oldugu vurgulanmistir.

ANAHTAR KELIMELER

Okuma egitimi, Ust duizey distnme sorular, Turkge 6gretmeni adaylari, 6gretmen egitimi.

Introduction

One of the most crucial aspects of higher-order thinking education is asking questions because
thinking initiates with asking questions (Facione, 2020; King, 1995; Santoso et al., 2018). The
quality of the questions asked is significant in the development and teaching of thinking (Browne
& Keeley, 2007; Walsh & Sattes, 2017; Wilen, 1991; Wood & Anderson, 2001). The task of the
teacher is to help students transform this process into a mental habit with logical reasoning
within the framework of certain standards and concepts. A teacher who strives for higher-order
thinking to become a skill that affects or changes behaviors, attitudes, and aspirations as a way
of life should introduce students to open-ended questions and real-life problems that encourage
flexible thinking (Ford-Connors & Robertson, 2017; Fusco, 2012; Lynch & Wolcott, 2001). By
asking questions, the higher-order thinking performance expected from the student is
concretized (Bailin et al., 1999; Browne&Keeley, 2007; Santoso et al., 2018).

Research has revealed that most teachers do not employ questioning as an effective strategy,
that teachers generally stick to factual questions to repeat the information in the text in the
guidebooks, and that they do not pay attention to the quality or order of the questions when
posing questions, and therefore do not formulate questions that will lead students to think
(Barnes, 1979; Choy & Cheah, 2009; Lynch & Wolcott, 2001). However, a teacher who aims to
develop students' higher-order thinking skills in reading lessons should expose them to quality
questions. To benefit from the educational benefits of questioning, teachers should plan ahead
and be careful in the stages of question formulation, implementation, and follow-up. To use
questioning more effectively, teachers need to learn to recognize a basic classification system
of questioning (Barnes, 1979; Ellis, 1993; Walsh & Sattes, 2016; Wilen, 1991). When the teacher
is capable of using a suitable questioning system, effective questioning becomes a natural
process. Through such a questioning system, both the questioning of the teacher in the
classroom and the self-questioning of the student are enhanced (Bailin et al.,, 1999; Corley &
Rauscher, 2013). The order of the recommended questioning systems ranges from
understanding the content of a text to understanding the text in depth. The structure of the
questions, although with different detailed criteria wording, includes simple memory questions,
questions with a single answer that is provided in the text, questions that can be answered
based on the text but the answer is not provided in the text, and questions for independent
evaluation of the text (Barnes, 1979; Ellis, 1993; Wilen, 1991; Wood & Anderson, 2001).

Research has generally revealed that there is a positive relationship between higher-order
questions and higher-order cognitive responses of students. King (1995) helped high school and
university students to generate metacognitive questions related to the topic to improve their
learning strategies. As a result, it was observed that the guiding materials assisted the students
in generating important metacognitive questions related to the learning tasks and a deep
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understanding of the subject matter. Santoso et al. (2018) conducted lessons based on the
inquiry technigue to examine the relationship between questioning and higher-order thinking
skills. He demonstrated that inquiry-based instruction with question types that address higher-
order thinking components plays an important role in the development of students' thinking
skills in prediction, analysis, evaluation, and inference questions, and that question types play
an important role in the development of thinking skills.

In studies conducted in Turkey, it was observed that the inquiry systems prepared to improve
the higher-order thinking skills of pre-service teachers contributed positively to the thinking skills
of pre-service teachers. Aslan (2011) conducted teaching practices according to the cognitive
levels in Bloom's taxonomy to improve pre-service teachers' higher-order question preparation
skills. While it was observed that the pre-service teachers prepared questions at a low cognitive
level before the intervention, it was observed that they prepared questions at a high cognitive
level after the intervention. Recent studies have indicated that the questions prepared by pre-
service Turkish teachers for reading lessons mostly consist of simple comprehension questions
whose meaning can be inferred directly from the text, and that they have deficiencies in high-
level cognitive areas such as evaluation and reorganisation (Bayram, 2020). Istanbullu (2021)
detected that pre-service Turkish teachers' question preparation skills are low according to the
high-level competencies in PISA. The findings of these studies assert that future teachers must
receive rigorous training in formulating questions that enhance higher-order thinking skills. This
training is not optional as it is a critical component of effective teaching that cannot be
overlooked.

The Turkish Curriculum (Ministry of National Education, 2019; 2024) emphasises the
development of high-level thinking skills of students. One of the visions of the Turkish
Curriculum (Ministry of National Education, 2019; 2024) is to raise individuals who can critically
evaluate and synthesise what they read by understanding it. For students to be able to
implement the information or inferences they learn through texts into real life, teachers should
ask questions that will encourage students to think. When preparing questions (Willingham,
2019), it is necessary to determine which skills are desired to be taught at which grade and the
appropriate criteria and question types that define the criteria in accordance with the content
since questioning is a teaching and assessment tool that enables teachers to support students'
learning process and encourage them to develop their thinking skills (Ritchhart et al., 2011).

The National Reading Panel (2000) states that students should develop the ability to generate
questions on their own to understand what they read in depth. However, the majority of students
do not know how to formulate effective questions. The teacher should model and guide
students' self-generation of questions by developing their questions based on the text in a
structured way (Buskist & Irons, 2008; Paul, 2012). Therefore, pre-service teachers should be
aware of the positive relationship between asking questions and higher-order thinking before
starting their careers.

While basic skills are being developed through mother tongue education, the aim is also to
cultivate various skills that support lifelong learning in line with the demands of the 215 century.
The Turkish Language Teaching Programs, revised since 2005 to reflect global changes,
prioritise the development of higher-order thinking skills and students' awareness of these skills.
It is emphasised that teachers should employ diverse strategies, methods, and techniques in
their lessons to achieve this goal. Reading skills frequently appear in both the curriculum and
Turkish textbooks. An inquiry-based approach integrated into reading lessons will also enhance
students' critical literacy. For teachers seeking to foster higher-order thinking skills in their
students through reading, it is vital first to develop their own understanding in this area and to
learn how to incorporate these strategies into their teaching. The main purpose of this study is
to ensure that Turkish pre-service teachers, who will strive to develop higher-order thinking skills
of students in reading lessons in the future, are aware of the relationship between the quality of
questions and thinking skills and to enable them to effectively utilize the strategy of asking
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questions in the classroom by comprehending the different types of questions. For this purpose,
the relationship between the sequential, qualified, and logical questioning system training that
promotes thinking skills and their preparation of questions for higher-order thinking skills was
examined. For this purpose, answers to the following questions were investigated:

TRQ: What is the readiness of pre-service teachers about higher-order thinking skills in reading
education?

2RQ: How did pre-service teachers' high-level question preparation skills change during the
process of question preparation training?

3RQ: Is there a significant difference in pre-service teachers' level of preparing high-level
questions?

Method

Research design

In this study, an action research design was used in which qualitative and quantitative data were
used together. Action research is frequently used in classroom teaching practices and teacher
training practices. The aim of this study was aimed to determine what pre-service teachers
know about high-level questioning skills in the context of reading education to develop levelled
assessment stages and to gain skills that participants can apply in real life by interpreting the
empirical practices in a reflective way. For this purpose, a collaborative research design was
used in which the participants contributed to each progression step and the participants
engaged in social relations with each other where necessary (Lune & Berg, 2016). The action
research conducted in this study followed a spiral process as follows:

1. Defining the research questions: A pre-test was conducted
before the study. The participants were interviewed to define
the situation and to identify problems of the participants in

terms of higher order thinking skills.

2. Data collection: Data were collected and triangulated
through participant products, researcher and participant
diaries, and post-intervention interviews during the reading
education course. During the process, one of the researchers

acted as a trainer and guide.

3. Data analysis and interpretation:

In the analysis phase, both quantitative and qualitative analysis
methods were used to analyze the data related to the potential
solutions of the research problems. For the analysis of the
quantitative data, a single group pre-test post-test design and
the Cohran Q test were used. Content analysis was used to
analyze the qualitative data. Raw data were shared with the

participants to ensure credibility. Categories suitable for the

4. Sharing the results with the participants:

To ensure that the participants benefited from the practices,
feedback was given to the pre-service teachers after each
practice and at the end of the process. In short meetings
during the process, the participants were informed about the
mistakes they made while writing questions and how they
the

could write more qualified questions. In next

implementation, the missing aspects were emphasized and
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purpose of the research were created. The categories and | changes were made in the action plan when necessary. The
results of the analyses were checked by field experts for | participants were informed about the results of the study.
validity. Transferability was ensured by including direct

quotations.

Figure 1 Research process

Ethical standards were followed throughout the study. Ethics Committee approval was given by
Istanbul Medeniyet University (Date: 07/11/2022, Issue: 2022/09-02). The participants were
given an informed consent form to complete. Data from volunteer participants were utilised in
the study.

Participants

Fifteen pre-service teachers (6 male, 9 female) who participated in all implementations were
included in the study. All 43 students in the class participated in the study. At the conclusion of
the study, 24 students who remained uninterrupted in the educational process were ranked
according to their raw scores from the post-test. From this group, a total of 15 students were
selected for the sample, representing the highest, middle, and lowest scores, while ensuring data
saturation was considered. The participants were all between the ages of 20-21 years.
Participants were determined by criterion sampling. None of them had received any training on
asking high-level questions before the study. For all the participants, the ‘reading instruction’
course is a compulsory content knowledge course. All participants were assigned numbers to
ensure confidentiality (P1, P2, .. P15).

Implementation process

The implementations were conducted in the "Reading Education" course in the third grade
curriculum of Turkish Language Teaching. Since the lecturer conducting the course was
one of the researchers of this study, and the content of the research was compatible with
the content of the reading education course, this course was preferred for the
implementation. The first and last week of the eight-week plan were allocated for pre-test and
post-test and the remaining six weeks were allocated for the implementation. Implementation
lessons lasted 2 hours x 6 weeks = 12 hours. The practices outlined in the teaching plan are
explained in detail in the findings section.

Teaching plan

Pre-test(14.10.2022): The students were provided with a text and were asked to write questions
to understand and evaluate the text.

First implementation (21.10.2022): Higher-order thinking skills were explained. Question criteria
were introduced (identification, interpretation, inference, analysis, explanation, hypothesising,
and evaluation).

Second implementation (4.11.2022): Examples of satisfactory and poor questions were
identified by examining the questions in the textbook. Thus, the distinctive features of the criteria
were concretised.

Third implementation (18.11.2022): The students were given a chart explaining the criteria and
how to write questions related to a specific criterion.

Fourth implementation (25.11.2022): To assess how much the students could remember about
the criteria and how they could write questions without any support, a quiz was conducted
without explaining the topic.
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Interim evaluation and development of a new teaching plan. The questions written by the students
in the first four implementations and their progress were analysed by the researchers, and a
new teaching plan was formulated accordingly.

Fifth Implementation (9.12.2022): The students were provided with an analytical rubric to
evaluate the quality of the questions they wrote.

Sixth Implementation (16.12.2022): After writing the questions, the students exchanged their
questions with their friends. The students then scored their friends’ questions according to the
analytical rubric provided to them in the previous lesson. Students were explained how to
evaluate each other's questions. In this way, peer assessment was performed on the conformity
of the prepared questions with the provided criteria and feedback was obtained.

Post-test implementation (23.12.2022): The text used in the pre-test was once again handed to
the students and they were asked to write new questions.

Data collection tools

To ensure the validity of the study, the actual writing samples of the students were examined
and different data sources were used as variations. The data collection tools used in the study
are as follows: student and researcher diaries, semi-structured pre-interview form, the work of
the students (questions written by the students about the texts in class), and question
examples/ question stem form for HOTSs.

In the study, the questions written by the students in the applications were examined according
to the "question examples/question stem form for critical thinking skills" developed by Incirkus
& Beyreli, (2019), which has been studied for validity and reliability. Permission to use the form
was obtained. The form consists of two dimensions and seven criteria: content comprehension
(defining and interpreting) and in-depth comprehension (analysing, inferring, explaining,
hypothesising, and evaluating). The fact that this form was designed for Turkish lessons was
influential in the selection of this form. It was determined by taking expert opinion that the text
used as pre-test and post-test and the text examples used in the application process met the
high-level thinking skills limited in the study according to the "critical thinking appropriate text
evaluation criteria" (Incirkus, 2018).

At the end of each implementation, the pre-service teachers and the researcher provided their
opinions about the implementation by keeping a diary. In their diaries, they were told to write
down the parts where they showed improvement or had difficulty in the implementation, along
with their reasons. The diaries were examined weekly and were used in the next educational
period to help develop the plan. The diaries were written in class at the end of the training and
were collected by the researcher.

The semi-structured preliminary interview form was conducted before the start of the training
to identify the pre-service teachers in terms of preparing questions that were appropriate for
their higher-order thinking skills and thus to shape the teaching plan. First of all, six questions
were prepared in the preliminary interview form, and the purpose of the form was stated and
presented to three field experts. The number of questions was reduced to two from the feedback
of the field experts. The other questions were removed from the form because they could be
guiding about higher-order thinking skills. Before the implementation, two preliminary interview
guestions were asked of the pre-service teachers:

1. Have you received any training in question asking skills?
2. What do you pay attention to when preparing questions about the text?
Data analysis

We employed the SPSS program for the quantitative data analysis. We used a dichotomous
classificatory scale and Cochran'’s Q test to determine whether more than two variables differed
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statistically from each other. The Cochran Q test is a type of non-parametric test that is
particularly suitable for k series of data obtained with classificatory scales. It is employed to test
if more than two variables are drawn from the same sample, taking only two values, "0 and 1".
The Cochran Q test can be used to find the agreement between the evaluators, especially in the
case of three or more binary evaluations in the form of present-absent, no-yes, etc. (Bas, 2019).
In the study, firstly, we checked whether there was a significant difference between the pre-test
and the post-test. For this purpose, the question samples prepared by the pre-service teachers
in the pre-test and post-test were examined separately by different evaluators. While examining
the question samples, the evaluators carried out a binary evaluation by giving a score of "1" to
the question written in accordance with the criterion determined in the scale and "0" to the
question not in accordance with the criterion. We then checked whether there was a difference
between the pre-test and post-test. Lastly, the researcher/student diaries, pre-interview form
and in-class contents were analysed using content analysis.

Validity and reliability

After each implementation, the questions prepared by the students were examined weekly
according to the criteria prepared by Incirkus & Beyreli (2019). First, the evaluators independently
evaluated to which criteria the questions corresponded. The evaluators then gathered and
compared their classifications simultaneously to ensure the reliability of the study. For reliability,
Miles and Huberman's (1994) reliability formula was utilised [Reliability=Agreement/(agreeme
nt+disagreement)*100]. According to this formula, results of 80% and above are sufficient for
reliability. At the end of the calculation, the reliability was 86%. Finally, the questions with
disagreements were re-examined and the reliability process was finalised by assigning them to
the appropriate categories with the mutual decision of the researchers. Expert opinion was
obtained for all identified themes and categories to ensure validity. The raw data were shared
with the participants for consistency and direct quotes were included for transferability.

Findings

TRQ: Before the implementation, the pre-service teachers were asked if they had received
training on how to formulate questions that promote higher-order thinking skills. They were also
asked what factors they considered when preparing questions about a text and they were
required to write a sample question based on that information.

The pre-service teachers were given a narrative text and were asked to write 10 questions about
this text. Identifying the current situation of the students before the training played an important
role in developing the course content for developing pre-service teachers' higher-level question
writing skills. For the first research question, the works produced by the pre-service teachers in
the lesson, the interview records and the researcher's diary were used.

Table 1 Participants' opinions on preparing questions for higher-order thinking skills before the training

Theme Category Sub-category N

Pre-service teachers'
readiness to prepare
questions for higher-
order thinking skills Training on the subject  Yes 0

No 15
Points to be considered
when preparing

questions Questions about understanding the content of the text 15

Vocabulary questions 5
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Grammar questions 10
Creative thinking questions 5
Taking into account writing questions appropriate to the student's level 7

Considering writing questions appropriate to the items in the curriculum 8

Questions for higher-order thinking skills 2

Table 1 shows that none of the participants had received any training on asking questions for
higher-order thinking skills prior to the study. When the participants were asked what they paid
attention to when preparing questions about a text in the reading lesson, all of them (n=15)
stated that they primarily asked questions to understand the content of the text. Only a few of
the participants (n=2) stated that they attached importance to writing questions to make
students think, whose answers are not directly found in the text. Some pre-service teachers
stated that they paid attention to asking questions appropriate to the level of the students and
the learning outcomes. On the other hand, some participants stated that they paid attention to
preparing vocabulary and grammar questions appropriate to the text. It is noteworthy that the
pre-service teachers mostly asked grammar questions while writing questions about the text.

The researcher member of this study, who trained the participants, reported this situation in her
diary as follows:

"After informing the participants about the research, | asked them to answer the
interview questions. Then | gave them a fictional text and asked them to prepare 10
questions about the text. Some of the participants asked, ‘Can | prepare grammar
questions?’. | realised that writing grammar questions was easier for the participants

than writing high-level questions to understand the text.” (Researcher’s diary, 1
week)

The questions prepared by P8 serve as a clear example of this situation. P8 stated in the
interview form that she attached importance to grammar questions. She prepared 10 questions

about the text, and eight of them were grammar questions. Only two were questions for
understanding the text:

i SR s s s EEsRe e ==
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Figure 2 Sample questions of P8 before practice

From the interviews with the participants, it is understood that most of them, when questioned
about a text, concentrated on questions for simple comprehension of the text, with little
emphasis on questions that required higher-order thinking. A few of the participants stated that
they would avoid asking questions whose answers were not written in the text. Less than half
of the participants (n=5) associated creative thinking skills with higher-order thinking skills. They
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stated that they could ask creative thinking questions, such as empathising, predicting the
continuation of the text, and writing a different ending to a fictional text to develop creative
thinking skills. P4 stated that they aimed to develop students' imagination with such questions.
Two of the participants stated that it is necessary to ask high-level questions whose answers
are not directly in the text, but they could not elaborate on how such questions could be
prepared. In conclusion, the data related to the first research question showed that the pre-
service teachers did not know how to question a reading text, did not pay attention to writing
high-level questions, and wrote questions with direct answers in the text and grammar
questions.

2.RQ: How did pre-service teachers' high-level question preparation skills change during the
process of question preparation training? To answer this research question, the data were
obtained from the researcher's diary, the diaries of the participants, examples of classroom
interactions and the work completed by the participants during the training. In this section, the
data obtained during the six-week training process are interpreted.

Firstimplementation: Before the training, it was determined that the pre-service teachers did not
know how to prepare questions about higher order thinking skills. Therefore, various questioning
strategies were introduced to the participants and it was explained what to pay attention to in
order to develop higher order thinking skills. The items to be considered while preparing
guestions were determined and limited. The participants were advised to follow a questioning
sequence from lower to higher level. Then, after reading a text together, a question preparation
study was carried out in accordance with the determined items. Feedback was given to the
participants at the end of the implementation.

P7 stated that he found it logical to ask questions according to certain criteria while preparing
questions:

‘When asking questions, | learnt not to ask questions only about what is directly
written in the text, | learnt the stages of asking questions. | learnt a system of asking
questions that goes from general questions to deeper, thinking-based questions...’

At the end of this first implementation, the participants stated that their conceptual perceptions
of higher-order thinking skills were formed. P5 stated that they realised that most of the
questions they had prepared in the previous implementation were questions at the level of
simple understanding and definition questions:

'First of all, we determined which criteria we would focus on in terms of higher-order
thinking skills. This made the participants realise that preparing questions is not a
random act. However, in this first implementation, the participants wrote questions
mostly at the definition level. In the post-implementation interviews, they said that
they also realised this. They thought about how they could write higher-level
questions such as analysis and evaluation. This was a guide for the second
implementation.’ (Researcher’s Diary, 2" week)

Second implementation: In the second implementation, to transform the theoretical knowledge
of the participants into practice, we focused on question examples/question stems and
distinguishing features of the questions. Below is a section of the classroom communication
about a question taken from a school textbook.

6. Sigirtmag Mustafa subay olduktan sonra Atatiirk’le karsilasmis olsaydi neler
hissederdi?

Milli MUcadele ve Ataturk

Figure 3 A question taken from a seventh-grade Turkish textbook (Kir et al. 2019, p. 56)
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The question above is a question of making assumptions: “How would Mustafa feel if he met
Mustafa Kemal after he became an officer?”

The communication section regarding whether this question is qualified in terms of higher-order
thinking is as follows:

Researcher: Which higher-order thinking skill does this question aim to activate?
Most of the participants: Making assumptions

Researcher: Is this question weak or strong in activating higher-order thinking skills?
Some participants: It is strong because it meets the criterion of making assumptions.

P7: 1 think it is weak because although the student answers, the answers he can give are short
and limited.

Researcher: The question above involves making assumptions, but it is weak and simple in
terms of higher-order thinking because the answers are relatively limited and short. Questions
that allow the student to reconstruct the text in terms of higher-order thinking and thinking
deeply about the relationships/connections in the text should be produced in questions of
making assumptions.

This class conversation shows that the participants understood the criterion but were unclear
about the nature of the questions that fit the criterion. For this reason, we showed the
participants examples of qualified questions related to each criterion. Below is how to develop
a good question.

7. Uygurlar nigin go¢ edip Bes Balig'a yerlesmistir? Uygurlarin buradaki yasami sizce nasil de-
vam etmis olabilir?

Figure 4 A question taken from an 8th-grade Turkish textbook (Eselioglu et al. 2021, p. 181)

The question above (Image 4), "Why did the Uyghurs migrate to the Five Balig cities? How do you
think the Uyghurs'life here might have continued?" is a well-qualified assumption question. During
the class discussion, it was highlighted that this question is multifaceted and may require a
longer response compared to the previous question.

Researcher: Can we further develop this question? How can we do that?

P3: We can use expressions that enhance the question. Additionally, we can ask the student to
create an argument while making an assumption.

Researcher: Okay, so how should we express this?
P8: What is your reasoning?

P12: Why do you think so?

P15: What makes you think so?

Researcher: Would the expression "Write down the reasoning behind why you make such an
assumption" be appropriate?

Whole class: That's great. We've also emphasized the criterion.

We increased the quality of the question by adding the phrase "Write down the reason why you
make such an assumption" to the question "Why did the Uyghurs migrate to the Five Balig cities?
How do you think the Uyghurs live there?". The class continues as follows.

Researcher: What is the difference between these two questions (above) now? Can you think of
possible answers to both questions and tell us?
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P7: It is up to us to give a long or short answer to the first question. For example, to the question
"How did they live?" | can give a short answer of "they lived happily" and leave it at that. Since the
other question asks "... give the reason for this thought', | will also have to say why they lived happily
and think more deeply and in detail about this.

At this stage, we worked with the students on a new text. They read the text and wrote questions
for it. We then provided them with feedback on the sample questions they wrote, just as we
showed them in the implementation. All the participants stated that seeing question examples
contributed positively to their understanding of how to write questions according to the criteria.
P1 said, “It was really good to observe the question examples. For example, it was very helpful
to learn how to write analysis and evaluation questions.”

The researcher also wrote in her diary: ‘It was good for the participants to see the question
stems/question types prepared according to the criteria. They took note of the distinctive
features between the criteria. During the practice, they tried to write questions in accordance
with these examples.’ (Researcher’s Diary, 3™ week)

In the interviews with the participants after the training, the participants stated that they could
not fully remember what was explained in the previous lesson while they were doing the
implementation, so a guideline explaining the criteria and question examples would be useful
for them and the implementation. This feedback shaped the third implementation.

Third Implementation: In the third implementation, we used an explanatory form for the
participants to prepare questions without depending on the instructor. In this form, we defined
each criterion with various sub-features. We wrote sample question formats for each criterion
and sub-feature. Below is a sample of the form presented to the participants (Incirkus & Beyreli,
2019):

Tabel 2 Sample question formats for each criterion and sub-feature

Criteria Sub-features Questions

Interpretation: To answer interpretation  Explaining the interconnected e  Explain the main/supporting idea of this
questions, students must answer questionsin  parts in the text, identifying text.

their own words. They must explain why and  similarities and differences, ) o

how events and facts occur. They must give making comparisons, giving ©  Vhatisthe message that is intended to be

examples related to the subject and be ableto  examples, summarising, and given?
[Snljtsjrggft what they understand from the explaining the meaning. e Whatdoes . mean?

e  Whatis meantby ..?
e  Give anexample of ..?
e  Summarize ...

. State the similarities and differences of ....

The participants stated that this form, which exemplified how to write questions, helped them
comprehend the subject and improved their ability to prepare questions independently. P11
stated that thanks to the form, they understood the differences between the concepts they had
confused and they prepared questions more easily by looking at the form.

The researcher also stated in her diary that the participants prepared more qualified and self-
prepared questions thanks to the guidelines explaining to the participants how they should
prepare the questions according to the criteria. ‘The form we prepared became a guide for the
participants. | saw that they felt more comfortable while preparing questions. The quality of the
questions is also better compared to the previous weeks. However, they still confuse questions
that require in-depth understanding. Especially, they confuse explanation, evaluation and
analysis questions more.’ (Researcher’s diary, 4" week)

In the interview conducted after the implementation, the participants also stated that they had
difficulty in creating quality questions, especially for in-depth understanding (inference,
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explanation, making assumptions, analysis, and evaluation). The next action plan was prepared
to increase the quality of the questions.

In the fourth implementation, the participants were asked to prepare questions on their own
without the support of the practitioner to see how much the participants had grasped about
what they had learnt in the previous lessons. This implementation was like a small quiz. In the
first lesson, the participants prepared questions. In the second lesson, they discussed together
whether the prepared questions were in accordance with the predetermined performance
criteria. The participants stated that this practice helped them to realise their own learning and
that they found the practice useful. P3 stated that they improved in preparing questions
according to the determined criteria.

The researcher also stated in her diary that the participants comprehended how to prepare
questions by sorting them from lower cognitive processes to metacognitive processes, but that
they had difficulty in writing a good evaluation question, for example ‘In the interview conducted
after the practice, the participants stated that they had difficulty in creating quality questions
especially for in-depth understanding (inference, explanation, making assumptions, analysis,
evaluation). The next action plan was prepared to improve the quality of the questions.’
(Researcher’s diary, 5" week)

Interim evaluation and new action plan: After the fourth implementation, the participants'
progress in the learning process was reviewed. It was observed that the students lacked
knowledge about the nature of questions categorised according to different criteria, which led
them to confuse the characteristics of the criteria (e.g., writing an explanation question while
trying to write an evaluation question). To solve this problem, a teaching plan that graded the
quality of the questions was prepared and implemented.

Fifth implementation: We used a rubric to help the students distinguish between good and poor
questions in accordance with the specified criteria. For example, four different examples of
questions that can be included in the evaluation question criterion were shown, and these
questions were scored as 1, 2, 3, and 4. If the question was not suitable for the explanation
question, the score was processed as 0. Especially in questions requiring higher-level thinking
such as for evaluation and analysis, the details and word choices that determine these
distinctive features were emphasised. The graded version of a question at the level of analysis
is given below as an example developed from Incirkus & Beyreli (2019):

Table 3 Sample of the graded version of a question at the level of analysis

Criterion level Sample question for the “analysis criterion”

What caused the environmental problem in the text? (A question whose answer is written in

the text is not an analysis question. A question whose answer is not written in the text but
0 (question does not meet the which the reader can think and find the answer based on the information in the text is an
criteria) analysis question.)

How does the construction of factories affect the environment? (interaction between
1 (can be improved) sections)

How does destroying forests (in detail) and replacing them with factories affect the
2 (appropriate) environment? (detail and interaction)

How does the destruction of forests (detail) and the construction of factories in their place
affect other living things (human, animal, plant etc.) (detail) in the environment (more than
3 (good) one interaction and detail)?

How does the destruction of forests and the construction of factories in their place_affect
other living things (human, animal, plant etc.) in the environment? Give examples separately
4 (very good) with justification. (more than one interaction, detail, justification, exemplification expressions)
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P12's self-assessment is exemplified below. P12 scored the question they wrote as an
evaluation question as 3 (good):

e ~ : 1. Self-evaluation
2. Criterion: Evaluation
4.Grade

Me/\[{ Y. (jdﬁ,&ffgm Q'affw l: é’\{”n‘\n{g( B

» i 3. Questi L eodesd i e
k&!uﬂé"\ Statay fé{i Ut o L'O"L“ & _,f jiié.ﬁiji
bl ms 7 Jienler’ Ik by, 2 P fobl v

Figure 5 Sample of P12's self-assessment

P14 stated that when they evaluated the questions that they had prepared according to the
rubric, they realised that the questions were not of good quality.

P15 stated that they prepared better quality questions with the help of the rubric, was able to
make self-evaluation, and improved when compared to their previous works.

The researcher noted in her diary that a rubric showing the content of the criteria in detail
enabled the participants to self-assess and provided positive developmental motivation for the
participants. ‘Seeing examples of different types of questions written about a criterion enabled
the participants to pay attention to different cognitive processes while preparing questions.
Although it was a bit challenging for the participants to score their own questions according to
the rubric, this assessment helped them to evaluate the quality of the questions they wrote and
to correct their deficiencies.’ (Researcher’s diary, 6" week)

In the evaluation made with the participants after the implementation, the participants stated
that the rubric was a developmental tool for evaluating themselves and the questions they
prepared, but that they were hesitant about whether they could score themselves correctly. P6
and P9 stated that they had difficulty in writing four-point questions. P3, P2, and P11 stated that
they tried to write questions according to the rubric but that they were not sure whether they did
it correctly. This feedback guided the sixth implementation.

Sixth implementation: The participants first prepared and scored their questions according to
the analytical rubric that was provided to them in the previous lesson. Afterwards, they
exchanged their questions with their friends and were evaluated with peers. The peers evaluated
the questions in terms of suitability to the criteria and quality. If an evaluator thought that a
question was not suitable for the criterion, they were asked to write a question that was suitable
for the criterion and to suggest it to their peer. We then provided feedback to the participants on
the questions that they hesitated. In this way, the participants both saw different questions and
had the opportunity to evaluate themselves in different ways. P6 evaluated P4. According to this
evaluation, some of P4's questions did not meet the criteria. P6 indicated with an (X) under the
fifth question that the question was not suitable for the criterion, and under the sixth question,
they made a statement that the question could be improved. P6 found this evaluation useful.
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Figure 6 Sample of peer assessment

The participants stated that the peer assessment practice was effective in gaining a different
perspective and in seeing the deficiencies. P13 stated that they found the ‘explanation’ question
they wrote inadequate and that the peer evaluator also found it inadequate, so they were sure
that the quality of the question was inadequate, and stated that this evaluation was a developing
process for them.

After the sixth implementation, most of the participants (n=13) stated that they reached a
certain level in preparing questions for higher-order thinking skills. Two participants stated that
they were still confused about some criteria but made progress. The researcher also reported
in her diary that the participants gained insight into preparing questions for higher-order thinking
skills (Researcher’s diary, 7" week).

All the researchers in this paper analysed the participants' products and agreed that they had
made progress in preparing questions. Thereupon, it was decided to conduct a post-test. After
the post-test, the status of the participants' question preparation in the specified criteria is
shown in Image 6 over the pre-test, intervention and post-test. Participant products were used
for this evaluation.

Distribution of questions in pre-test, interim intervention
and post-test
40,00%
30,00%

20,00%

I|| III hi Il il 1.
0 00 T O 0 N

Identification Interpretation  Analysis Inference Explanation Hypothesizing Evaluation

B Pre-test M Interim M Post-test

Figure 7 Distribution of questions in pre-test, interim intervention, and post-test

According to Image 6, the participants were able to write the definition and interpretation
questions at the beginning of the implementation, but they could not write the inference,
explanation, hypothesising, and evaluation questions in the first implementation; they improved
them towards the last implementation. It can also be seen from the image that they improved
their analysis questions compared to the first implementation, but they still could not write them
sufficiently.

3RQ: Is there a significant difference in pre-service teachers' level of preparing high-level
questions? For the third research question, it was analysed whether the improvement seen in
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the participants was significant or not. The results of the pre-test and post-test implementations
of the pre-service teachers are shown in Table 4.

Table 4 Pre-test and post-test Cochran Q test results for the question preparation levels of pre-service
teachers appropriate to their HOT skills
©

S
<
c
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= T < T £ T 3 ) o B 5
o T 22 T = T O k%) o S ) 2
= s 88 s 2 SHy= 2 o 5 3 3
5 g 585 3 g2 g g [ 2 S S E
he) £ 079 e £ £ E s = 5 B &
N 15 15 15 15 15 15 15 15 15
SOChra”S 2200a  3,000a ,000a 3,000a 3353a 23170a 28277a 16846a  17.462a
df 3 3 3 3 3 3 3 3 3
Sig. 0532 0392 1,000 0,392 0340 0,000 0,000 0,001 0,001

According to the results in the Table 4, there was no difference in the criteria of identification,
interpretation (establishing a relationship, implicit meaning, and main idea), and analysis
(p>0.05). On the other hand, there was a difference (p<0.05) in the inference, explanation,
hypothesising, and evaluation criteria. This result supports the process-oriented assessment
derived from the second research question.

Conclusion and discussion

This study attempted to improve the question preparation performances of Turkish pre-service
teachers for higher-order thinking skills in the context of reading education by using the action
research method. Throughout the study, the researchers and the participants worked
collaboratively, and a formative process was followed by considering the opinions of the
participants while preparing the weekly plans.

As a result of the diagnostic assessment, it was concluded that pre-service teachers did not use
higher-order questioning and none of the them had received any training on asking questions
for higher order thinking skills prior to the study. After the first implementation, the participants
wrote questions mostly at the definition level. Related studies showed that teachers' knowledge
of higher-order thinking skills and their awareness of the role of these skills in developing
students’ thinking skills are low (Retnawati et al., 2018). Krogman (2022) stated that it is
important to ask questions to develop higher-order thinking skills in the classroom, but studies
on this subject are very few also states that in secondary schools in the USA, teachers do not
ask inference, comparison, analysis and application questions to promote higher-order thinking
skills in lessons or assessments for in-depth understanding of the subject matter. There is a
positive correlation between quality questioning and higher order thinking (Murawski, 2014;
Paul, 2012). For teachers to teach higher order thinking skills to their students, they must first
be good thinkers themselves. Every teacher should try to improve their students' thinking skills.
The development of students' questioning and problem-solving skills depends on this (Perry et
al., 2019). Therefore, it can be said that there is a need for applied and process-based training
on how to develop higher-order thinking skills in teacher education.

In the first half of this study, an attempt was made to develop the conceptual knowledge of the
participants. Wilson & Conyers (2016) recommended that a teacher who wants to teach higher-
order thinking skills in the classroom should provide an appropriate definition and framework
for the skills and criteria they want to teach and be a good model for their students. Since higher-
order thinking involves abstract concepts, teaching where and how to use higher-order thinking
skills with clear instructions is recommended (Wilson & Conyers, 2016). In this study, since the
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pre-service teachers did not know how to concretise higher-order thinking skills, firstly, the
framework of higher-order thinking skills in the context of reading was drawn to include simple
comprehension (defining and interpreting) and in-depth comprehension (inferring, analysing,
explaining, hypothesising, and evaluating). Thus, a questioning sequence was created that the
participants could follow. There are also studies that showed positive relationships between
providing teachers with training to ask higher-level cognitive questions and students' learning
skills, and the benefits of teachers using a questioning system to guide both themselves and
their students towards higher-level thinking skills in the classroom (Santoso et al., 2018; Wang
etal, 2023).

The participants were introduced to various concepts applicable to different text types along
with the sub-skills associated with these concepts. They learned how to formulate questions
targeting these skills. The instructor presented examples of both good and poor questions and
demonstrated how to create effective questions for each skill. To assist the participants in
preparing their questions independently, an explanatory form was prepared. This form
highlighted the key differences between higher-order thinking skills and practical expressions
that illustrate these distinctions when crafting questions. The explicit teaching approach used
in this training aims to help pre-service teachers effectively integrate the knowledge they have
gained into the practice of question-asking that fosters higher-order thinking skills. Fono & Zohar
(2024) emphasized the importance of explicit teaching for successfully integrating metacognit
ive knowledge and skills. After each training session, the participants engaged in an
implementation exercise using a sample text to reinforce their learning, after which they
received feedback. In their reflective diaries, the participants noted the usefulness of the
instructor’s support through scaffolding, detailed explanations with examples (explicit teaching),
the creation of an interactive classroom environment, and the instructor's modelling through
thinking aloud, which helped clarify the thinking process.

In addition to developing concepts, special attention was given to integrating practices with a
real reading curriculum. The texts used were selected from a reading curriculum textbook. The
goal was for pre-service teachers to use questioning as an effective educational tool to enhance
students' higher-order thinking skills in actual educational settings. The questions that were
prepared by the pre-service teachers were evaluated through interactive discussions involving
the entire class, ensuring active participation from all the participants. It has been observed that
programs that are integrated with content and promote interaction and collaboration in the
classroom effectively develop students' higher-order thinking skills. These skills include making
inferences, logical justification, evaluating evidence, judging results, generating and testing
hypotheses, creating concepts, drawing conclusions, analyzing arguments, and selecting and
using clues (Butler, 2017). According to Mercer & Barnes (2020), a teacher aiming to enhance
students' thinking skills should facilitate both teacher-student and student-student interactions
in the classroom. By fostering a collaborative environment, the teacher can support their
students in developing their independence as thinkers. In this study, instructor-supported active
and interactive participation significantly contributed to the development of the participants'
understanding of concepts while preparing questions that align with higher-order thinking skills.

The second half of the study focused on the quality of the questions. During this phase, the
participants developed their understanding of certain concepts but expressed concerns about
the quality of the questions at the end of the application and in their diaries. The quality of
questions is a crucial factor as they can vary in effectiveness according to the criteria of
explanation, assumption, analysis, and evaluation that correspond to higher-order thinking skills.
A question may be an “evaluation” question that activates lower cognitive processes. The fact
that a question formally meets the evaluation criterion does not mean that it is a question that
activates higher cognitive processes. Each unique phrasing used when posing a question (for
example, "provide a reason or detail/examples at the end of the question") can activate different
cognitive processes in the respondent. Therefore, a teacher who aims to enhance their students'
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higher-order thinking skills in reading classes should focus on introducing quality questions.
Previous studies have indicated a positive correlation between the quality of questions used in
the classroom and both student learning outcomes and the overall quality of teaching (Applebee
et al., 2003; Chin, 2007; Gillies, 2014; Salmon & Barrera, 2021).

To increase the quality of the questions within the scope of the study, we created questions at
different levels with the same criteria and scored them between 0 and 4. For example, for the
evaluation question, we used a rubric with question examples and explanations from 0
(insufficient) to level 4 (very good). We tried to have the pre-service teachers write questions
from levels 0 to 4 to realize how a question with the same criteria but at a different level activates
cognitive processes through the possible answers to these questions. While the teacher
candidates gave a more general and easy answer to a level 1 question, they thought more and
answered the level 4 form of the same question for a longer time. Soysal & Soysal (2023) found
that as the cognitive demand levels of the questions asked by teacher trainers increased, the
quality of the teacher candidates' higher-level cognitive processes increased (such as
developing arguments, trying new ways of thinking, and thinking for a longer time). This result
highlights the importance of considering both the quality of the question and adherence to
stated criteria when preparing questions.

After explaining how to use the rubric designed to enhance the quality of questions in the
process, we conducted an implementation. The pre-service teachers engaged in self-
assessment using the rubric, followed by a peer assessment in the next phase. Both the self-
assessment and peer assessment processes enabled the pre-service teachers to reorganize
their questions by increasing their awareness of their shortcomings and mistakes when
preparing questions. This experience also helped them to understand how to make constructive
interventions in various situations while formulating questions. Using rubrics allowed the pre-
service teachers to gain a metalinguistic interpretation, equipping them to shape their own
learning in developing questions that promote higher-order thinking skills (Alexander, 2020).

In general, in applied courses such as reading education within teacher education programs,
pre-service teachers are encouraged to be questioning, innovative, critical, and creative.
However, guidance on how to achieve this is often lacking. The abstract nature of these skills
makes implementation and evaluation challenging, leading to predominantly theoretical
explanations while expecting pre-service teachers to apply these concepts in practice. Rubrics
serve as effective tools for clarifying abstract concepts and for reflecting on and assessing
specific qualifications at defined performance levels. In this study, rubrics were used to enhance
the quality of questions and to help pre-service teachers recognize their own progress. Nesje &
Lejonberg (2022) noted that rubrics are formative educational tools that guide teacher
education and support both academic and professional development (Kulasi, 2020; Ndolo,
2021). The participants also indicated that the rubric helped them understand the quality of
questions during both the self-assessment and peer-assessment processes.

Finally, the exam focused on which skills showed significant differences as a result of the
training. No significant differences were seen in the criteria for description, interpretation, and
analysis, while there were significant differences in questions related to inference, explanation,
assumption, and evaluation. However, as detailed above, the qualitative assessments showed
that the participants improved on questions at the definition, interpretation, and analysis levels.
Providing professional development for pre-service teachers and providing practice for effective
teacher education is important (Ellis et al., 2020). When the implemented action process was
evaluated from beginning to end, the implementation steps in the process developed them as
stated in the participants' own original statements. In the Turkish Language Teaching Programs
(2019; 2024), there is a strong emphasis on cultivating higher-order thinking skills. The program
indicates that the responsibility for teaching these skills in the classroom rests with the
knowledge and expertise of the teacher. However, there are no concrete examples provided in
the program or textbooks for teaching these skills. Consequently, it is crucial to prepare teacher
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candidates on this topic during their education. Previous studies have also highlighted the need
for teacher candidates to receive training in effective questioning techniques (Aslan, 2011;
Istanbullu, 2021).

In the study, it was emphasized that supportive, interactive classroom practices that will
organize pre-service teachers' concept perceptions are important. Defining the expected skills
and sub-skills to develop higher-order thinking skills, outlining the performance framework
expected from pre-service teachers, and examining various examples with the implementer
were effective in this process. The participants stated that trainer support, explicit teaching,
modelling the trainer's own thinking process, using tools for self-assessment and peer
assessment, and feedback were important for their development in teacher education. The
findings obtained from the interviews and diaries conducted with the pre-service teachers
revealed that attending this training regularly every week was beneficial, that this training helped
them understand the importance of preparing quality questions in general, and that they felt that
they improved themselves in this regard after each implementation. This study shows us that
pre-service teachers tend to develop higher-order thinking skills with a questioning perspective
and that they need formative education based on practice to improve themselves during the
teacher training process.

Recommendation

Future studies can be used to determine what kind of questions the teachers in the profession
utilization in the classroom in language lessons. Further studies can be conducted to compare
the groups of teachers and students who receive and do not receive training on this subject.

Limitations

In this study, the questions to develop higher-order thinking skills were addressed in the context
of reading skills and the prepared training content and the determined criteria were limited to
and concretised as defining, interpreting, inferring, analysing, explaining, hypothesising, and
evaluating.
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Okuma egitiminde Tiirkge ogretmeni adaylarinin iist diizey diisiinme
becerilerine yonelik soru hazirlama becerilerinin gelistirilmesi: bir eylem
aragtirmasi?
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OZET

Ogrenciler okuma egitimi sirasinda (st dizey diistinme becerileriyle (higher-order thinking [HOT]) ilgili sorulari
tretmekte siklikla zorluk gekerler. Ogrencilerin elestirel okuyucular olmasini hedefleyen bir 6gretmen, onlari iyi
soru ornekleriyle karsilastirmalidir. Bunu yapmak igin, ogretmenler oncelikle kendileri iyi soru sorabilmelidir. Bu
calisma, Turkge ogretmeni adaylarinin Ust duzey distnmeyle ilgili soru hazirlama becerilerinin Ust dizey
dustinme sorularinin  gelistiriimesini  tesvik etmek icin tasarlanmis 6gretim uygulamalar yoluyla nasil
gelistirilebilecegini incelemistir. Calismada is birlikli eylem arastirmasi yontemi kullaniimistir. Calisma, tek grup 6n
test ve son test tasarimi ve bir durum galismasi gibi karma yontemler kullanmistir. Calismada on-test son-test
dahil olmak tzere 8 haftalik bir eylem plani uygulanmistir. Calisma grubu amaglh érnekleme ile segilen 15 kisiden
olusan Universite 3. siniftaki Turkge 6gretmen adaylaridir. Veriler arastirmaci ve 6grenci gunliikleri, 6n goriisme
formu, 6grenci Uriinleri ve dederlendirme formlari araciliiyla toplanmis ve Cochran Q testi ve icerik analizi
kullanilarak analiz edilmistir. Sonug olarak, calismanin basinda dgretmen adaylarinin genellikle tanimlayici
duzeyde temel sorular hazirladiklari ve sorulari HOT ile iliskilendirme konusunda sinirli bilgiye sahip olduklari
belirlenmistir. Ancak, egitimden sonra c¢ikarim, agiklama, varsayimda bulunma ve degerlendirme kriterleri
alanlarinda soru hazirlama becerilerinde énemli bir iyilesme olmustur. Ogretmen adaylarinin bu gelisiminde
arastirma prosedurinde yer alan kavram bilgisi olusturma, destek olma, 6z degerlendirme, geri bildirim ve akran
degerlendirmenin olumlu katkilari 6ne ¢ikmistir. Calisma sonucunda, Turkge ogretmen adaylarinin Ust dizey
sorgulama becerilerinin gelismesi igin agik 6gretime ihtiyaglari oldugu vurgulanmistir.

ANAHTAR KELIMELER

Okuma egitimi, Ust diizey distinme becerileri, Trkce 6gretmeni adaylari, 6gretmen egitimi
Giris

Ust dlizey disinme egitimindeki en nemli noktalardan biri soru sormaktir glinki diisinme soru
sormayla baslar (Faicone, 2020; King, 1995; Santoso et al., 2018). Dlslinmenin gelistiriimesinde
ve Ogretilmesinde sorulan sorularin niteligi onemlidir (Browne & Keeley, 2007; Walsh & Sattes,
2017; Wilen, 1991; Wood & Anderson, 2001). Ogretmenin gorevi 6grencinin baslatmis oldugu
sorgulama surecini belirli standartlar ve kavramlar gercevesinde mantikli muhakemelerle
zihinsel bir aliskanlik haline getirmesine yardimci olmaktir. Ust diizey distinmenin bir yasam
sekli olarak davranislari, tutumlari, istekleri etkileyen ya da degistiren bir beceri haline gelmesi
icin gabalayan bir 6gretmen, ogrencilerini esnek dlistinmeye tesvik eden agik uglu sorularla ve
gergek hayat problemleriyle karsilastirmalidir (Ford-Connors & Robertson, 2017; Fusco, 2012;

2Qallsmanln Ozeti 30-31 Mayis 2025 tarihinde Prag'da gergeklestirilen ISRIS-II'de (II. Uluslararasi Bittinlesik Sosyal Arastirmalar
ve Disiplinlerarasi Calismalar Kongresi) sunulmustur. Etik kurul onayi 07/11/2022 tarih ve 2022/09-02 sayisi ile istanbul Medeniyet
Universitesi tarafindan verilmistir.
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Lynch & Wolcott, 2001). Clnkd sorular araciligiyla 6grenciden beklenen st dlzey disinme
performansi somutlasmis olur (Bailin, 1999; Browne & Keely, 2007; Santoso vd., 2018).

Yapilan arastirmalar ¢ogu ogretmenin soru sormayi etkili bir strateji olarak kullanmadigin,
ogretmenlerin genellikle kilavuz kitaplarda yer alan metindeki bilgileri tekrar etmeye yonelik
olgusal sorulara bagl kaldigini ve soru sorarken sorularin niteligine ya da sirasina dikkat
etmedigini dolayisiyla o6grencileri dusunmeye yonlendirecek sorular sormadigini gostermektedir
(Barnes, 1979; Choy & Cheah, 2009; Lynch & Wolcott, 2001). Ancak okuma derslerinde
ogrencilerin Ust duzey dusunme becerilerini gelistirmek isteyen bir 6gretmen onlari nitelikli
sorularla karsilastirmalidir. Soru sormanin egitici faydalarindan yararlanmak icin, 6gretmenlerin
onceden plan yapmasl ve soru olusturma, uygulama ve takip asamalarinda dikkatli olmasi
gerekir. Soru sormayl daha etkili kullanmak igin, ogretmenlerin temel bir soru sorma
siniflandirma sistemini kullanmayi 6grenmeleri gerekir (Barnes, 1979; Ellis, 1993; Walsh & Sattes,
2016; Wilen, 1991). Ogretmen uygulanabilir bir soru sorma sistemi kullanabildiginde, etkili soru
sorma oldukga dogal bir stre¢ haline gelir. Boyle bir sorgulama sistemi sayesinde hem
ogretmenin sinifta yaptigi sorgulama hem de 6grencinin kendi kendini sorgulamasi gelisir (Bailin
et al,, 1999; Corley & Rauscher, 2013). Tavsiye edilen sorgulama sistemlerinin sirasi metnin
icerigini anlamadan metni derinlemesine anlamaya dogrudur. Sorularin yapisi ise ayrintili kriter
ifadeleri farkli olsa da basit hafiza sorular, cevabl metinde olan ve tek bir cevabi olan sorular,
metinden hareketle cevaplanabilen ancak cevabi metinde olmayan sorular ve tamamen
metinden bagimsiz degerlendirmeye yonelik sorular seklindedir (Barnes, 1979; Ellis, 1993; Wilen,
1991; Wood & Anderson, 20071).

Arastirmalar genel olarak Ust dizey sorular ile 6grencilerin Ust duzey bilissel yanitlari arasinda
pozitif bir iliski oldugu seklindedir. King (1995) lise ve Universite 6grencilerinin 6grenme
stratejilerini gelistirmek icin konuyla ilgili Ust bilissel sorular Uretmelerine yardimei olmustur.
Sonug olarak yonlendirici materyallerin 6grencilerin 6grenme gorevleriyle ilgili onemli Ust bilissel
sorular dretmelerine ve konunun derinlemesine anlasilmasina yardimci oldugu gortlmustdr.
Santoso vd. (2018) soru sorma ve Ust diizey diisinme becerileri arasindaki iliskiyi incelemek igin
dersleri sorgulama teknigine dayali olarak islemistir. Ust diizey disinme bilesenlerini karsilayan
soru tipleriyle gerceklestirilen sorgulayici bir 6gretimin 6grencilerin tahmin, analiz, degerlendirme
ve clkarim sorularinda, soru tiplerinin dusinme becerilerinin gelismesinde onemli bir rol
oynadigini gostermektedir.

Turkiye'de yapilan calismalarda da ogretmen adaylarinin Ust duzey distnme becerilerini
gelistirmeye yonelik hazirlanan sorgulama sistemlerinin  0gretmen adaylarinin  disinme
becerilerine olumlu katki yaptigi gordlmustir. Aslan (2011) 6gretmen adaylarinin Ust diizey soru
hazirlama becerisini gelistirmek igcin Bloom taksonomisinde yer alan bilissel duzeylere gore
ogretim uygulamalari yapmistir. Uygulama oncesinde ogretmen adaylarinin dusuk bilissel
duzeyde sorular hazirladiklari gorultrken uygulama sonrasinda yuksek bilissel dlzeyde sorular
hazirladiklar gorulmustur. Yakin zamanli yapilan arastirmalarda Turkge ogretmeni adaylarinin
okuma dersleri icin hazirladiklar sorularin daha ¢ok anlami dogrudan metinden gikarilabilecek
basit dlizey anlama sorulardan olustugu, degerlendirme ve yeniden organize etme gibi Ust dlzey
bilissel alanlarda eksiklikleri oldugu seklindedir (Bayram, 2020). istanbullu (2021) Turkce
ogretmeni adaylarinin PISA'daki Ust duzey yeterliklere gore soru hazirlama becerilerinin dusuk
oldugunu tespit etmistir. Bu arastirmalarin bulgulari, Tlrkge 6gretmeni adaylarinin dst dizey
dusunme becerilerini gelistiren sorular formule etme konusunda siki bir egitim almalar
gerektigini ileri surmektedir. Bu eg@itim ana dili egitiminde goz ardi edilemeyecek etkili 6gretimin
kritik bir bilesenidir.

Turkge Ogretim Programinda (Milli Egitim Bakanlig, 2019; 2024) ogrencilerin st diizey
distinme becerilerinin gelistirimesine vurgu yapilmaktadir. Tirkge Ogretim Programinin (MEB,
2019; 2024) vizyonlarindan biri, okudugunu anlayarak elestirel bir gozle degerlendirebilen,
sentezleyebilen bireyler yetistirmektir. Ogrencilerin metinler araciligiyla dgrendikleri bilgileri veya
cikarimlari gercek hayata uyarlayabilmeleri icin 6gretmenlerin 0grencileri disinmeye tesvik
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edecek sorular sormalari gerekmektedir. Sorular hazirlanirken (Willingham, 2019) hangi sinif
duzeyinde hangi beceriler ogretilmek isteniyorsa bunlara uygun kriterlerin ve kriterleri tanimlayan
soru tiplerinin igerige uygun bigimde belirlenmesi gerekir. Cunkl soru sorma, ogretmenlerin
ogrencilerin 6grenme surecine destek olmalarini ve distnme becerilerini gelistirmelerini tesvik
etmelerini sadlayan bir 6gretim ve degerlendirme aracidir (Ritchhart vd., 2011).

Ulusal Okuma Paneli (2000) 6grencilerin okuduklarini derinlemesine anlayabilmeleri igin kendi
kendine soru uretme becerilerinin gelismesi gerektigini belirtir. Ancak ogrencilerin buyuk
gogunlugu iyi sorularin nasil olusturulacagini bilmez. Ogretmen planl bir sekilde metinle ilgili
kendi sorularini gelistirerek ogrencilerin kendi kendine soru Uretmelerine model ve rehber
olmalidir (Buskist&Irons, 2008; Paul, 2012). Bundan dolayr 6dretmen adaylarinin meslede
baslamadan 6nce soru sorma ve st duzey distinme arasindaki pozitif iliskinin farkina varmasi
gerekir.

Ana dili egitiminde temel beceriler gelistirilirken 21. yuz yilin gereklerine uygun olarak yasam
boyu 6grenmeyi desteleyecek cesitli becerilerin de gelistiriimesi hedeflenmektedir. 2005 yilindan
beri dinyadaki degisimlere uygun olarak revize edilen Tirkce Ogretim Programlarinda
ogrencilerin Ust dlizey dlstnme becerileri ve bu konudaki farkindaliklarini gelistirmeleri Gzerinde
durulmakta bunu igin ogretmenlerin derslerde cesitli strateji, yontem ve tekniklerden
yararlanmasl gerektigi vurgulanmaktadir. Okuma becerisi hem 6gretim programinda hem de
TUrkce ders kitaplarinda en ¢ok yer verilen beceridir. Okuma derslerine entegre edilmis bir
sorgulama sistemi ogrencilerin elestirel okuryazarliginin gelismesine de katkida bulunacaktir.
Siniflarda okuma yoluyla 6grencilerin Ust dizey distinme becerilerini gelistirmek isteyen bir
ogretmenin oncelikle kendisini bu konuda gelistirmesi ve bunu 6gretime nasil dahil edecegini
bilmesi onemlidir. Bu calismada temel amac gelecekte okuma derslerinde ogrencilerin Ust dizey
dustnme becerilerini gelistirmek icin caba gosterecek Turkce ogretmen adaylarinin sorularin
niteligi ile distinme becerileri arasindaki iligkinin farkina varmalarini saglamak ve soru tiplerini
kavrayarak sinifta soru sorma stratejisinden etkili bir bicimde yararlanmalarini saglamaktir. Bu
amacla dustnme becerilerini harekete geciren sirali, nitelikli ve mantikli sorgulama sistemi
egitimi ile onlarin Gst duzey disuinme becerilerine yonelik soru hazirlama durumlari arasinda
nasil bir iliski oldugu incelenmistir. Bu amacla asagidaki sorulara cevap aranmistir:

1. Ogretmen adaylarinin okuma egitiminde Ust dizey dustinme becerilerine iliskin hazir
bulunusluklar nasildir?

2. Ogretmen adaylarinin Gst diizey soru hazirlama becerileri, soru hazirlama egitimi strecinde
nasil degisti?

3. Ogretmen adaylarinin tst diizey soru hazirlama dizeylerinde anlamli bir fark var midir?
Yontem

Aragtirmanin deseni

Bu calismada nitel ve nicel verilerin birlikte kullanildigi eylem arastirmasi deseni kullanilmistir.
Eylem arastirmasi siniftaki ogretim uygulamalari ve ogretmen yetistirme konularinda siklikla
kullanilir. Bu ¢galismada 6gretmen adaylarinin okuma egitimi baglaminda ust diizey soru sorma
becerileri konusunda ne bildiklerini tanimlamak, seviyelerine uygun bigcimlendirici degerlendirme
asamalarini gelistirmek ve sonuca yonelik yapilan ampirik uygulamalari yansitici bir bigimde
yorumlayarak katilimcilarin gergek hayatta uygulayabilecekleri pratik c¢ikarimlar elde etmek
amaclanmistir. Bu amacla her ilerleme adiminda katilimcilarin katki sagladigi, katihmcilarin
gerekli yerlerde birbirleriyle sosyal iliskilerde bulundugu is birlikli bir arastirma tasarlanmistir
(Lune&Berg, 2016). Calisma icin etik kurul onayi alinmistir. Calisma boyunca etik standartlara
uyuldu. Etik kurul onayr 07/11/2022 tarih ve 2022/09-02 sayisi ile Istanbul Medeniyet
Universitesi tarafindan verilmistir. Katilimcilara galisma sireci hakkinda sozli agiklama yapilmis
ve yazili bilgilendirilmis onam formu verilmistir. Gonulli katilimcilarin verileri galismada
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kullaniimistir. Bu galismada yurutulen eylem arastirmasi asagidaki gibi sarmal bir sureci takip
etmistir:

1. Arastirma sorularinin tanimlanmasi: Calisma oOncesinde
katiimeilarin - Ust dizey distinme becerileri  konusunda
durumlarini ve problemlerini tanimlamak igin gortis alinmis ve
on-test uygulamasi yapilmistir.

2. Sorulan yanitlamak igin bilgi toplama: Veriler
arastirmacilardan birinin egitici ve rehber oldugu okuma
egitimi dersi suresince katilimci Urtnleri, arastirmaci ve
katihmer gunlikleri ve uygulama sonrasinda gergeklestirilen
goridsmeler yoluyla toplanmig ve veri gesitlemesi yapiimistir.

3.Bilgiyi analiz etme ve yorumlama:

Analiz asamasinda hem nicel hem de nitel analiz
yontemlerinden  yararlanilarak  arastirma  problemlerinin
potansiyel ¢ozimlerine iliskin veriler incelenmistir. Nicel
verilerin analizi igin tek grup On-test son-test desenden
yararlaniimig ve Cohran Q testi kullanilmistir. Nitel verilerin
analizinde igerik analizinden vyararlaniimistir. Ham veriler
katilimcilarla paylagilarak inandiricilik saglanmistir. Arastirma
amacina uygun kategoriler olusturulmustur. Kategoriler ve

4. Sonuglari katiimcilarla paylagma:

Katilimeilarin uygulamalardan gerektigi bigcimde
faydalanmalarini saglamak igin her uygulama sonrasinda ve
slirecin sonunda ogretmen adaylarina dondt verilmistir.
Slrecgteki kisa toplantilarda katilimcilar neyi yapip neyi
yapamadiklari  konusunda bilgilendirilmistir.  Bir sonraki
uygulamada eksik kalan yonler (zerinde durulmus
gerektiginde eylem planinda degisiklik yapiimistir. Katilimeilar
galismanin sonuglari hakkinda bilgilendirilmistir.

analizler gegerlilik igin alan uzmanlari tarafindan kontrol
edilmigtir. Dogrudan alintilara yer verilerek transfer edilebilirlik
saglanmistir.

Gorsel 1 Arastirma sureci
Katihmcilar

Katilimcilar olgit ornekleme ile belirlenen 15 o6grencidir (6 erkek; 9 kiz). Calismaya tim sinif
(N=43) katilmistir. Calisma sonunda egitim strecine kesintisiz devam eden 24 6drencinin son-
testte aldiklari ham puanlar tGzerinden siralama yapilmis ve en yuksek, orta ve en dusuk puan
alan toplamda 15 6grenci veri doyumu dikkate alinarak ornekleme dahil edilmistir. Katiimcilarin
hepsi Tirkiye'de bir devlet Universitesinde Tirkge Ogretmenligi programinda egitim goren
universite 3. sinif 6grencileridir. Katiimeilar 20-21 yas araligindadir. Daha once higbiri Ust dlzey
soru sormaya yonelik bir egitim almamistir. Katilimcilarin hepsi igin “okuma egitimi” dersi
zorunlu alan bilgisi dersidir. Katilimer gizliligi igin katilimcilara numara verilmistir (K1, K2..K15).

Uygulama siireci

Uygulamalar Tlrkge Ogretmenligi 3. sinif mifredatindaki "Okuma Egitimi" dersinde
yurtttlmdastuar. Dersi yurtten ogretim gorevlisinin bu ¢alismanin arastirmacilarindan biri olmasi
ve arastirmanin igeriginin okuma egitimi dersinin igerigiyle uyumlu olmasi nedeniyle uygulama
icin bu ders tercih edilmistir. 8 haftalik planin ilk ve son haftasi 6n test ve son test igin ayriimis,
6 hafta ise uygulama igin ayrimistir. Uygulama dersleri 2 saatx6hafta=12 saat surmustur.
Ogretim planinda belirtilen uygulamalar detayli olarak bulgular kisminda agiklanmistir.
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Ogretim Plani

On-test (14.10.2022): Ogrencilere bir metin verildi ve metni anlayip degerlendirmeleri igin sorular
yazmalari istenmistir.

Birinci Uygulama (21.10.2022): Ust dizey disinme becerileri aciklanarak soru kriterleri
tanitilmistir (tanimlama, yorumlama, ¢ikarim, analiz, agiklama, hipotez kurma, degerlendirme).

Ikinci Uygulama (4.11.2022): Ders kitabindaki sorular incelenerek tatmin edici ve zayif soru
ornekleri belirlenmistir. Boylece kriterlerin ayirt edici ozellikleri somutlastiriimistir.

Uglinct Uygulama (18.11.2022): Ogrencilere kriterleri ve belirli bir kritere iliskin sorularin nasil
yazilacagini agiklayan bir yonerge verilmistir.

Dordunct Uygulama (25.11.2022): Ogrencilerin kriterleri ne kadar hatirlayabildiklerini ve
herhangi bir destek olmadan sorulari nasil yazabildiklerini degerlendirmek igin konu tekrari
olmadan bir degerlendirme yapilimistir.

Ara Degerlendirme ve Yeni Bir Ogretim Planinin Gelistirilmesi: Ogrencilerin ilk dort uygulamada
yazdiklari sorular ve bunlarin ilerlemeleri arastirmacilar tarafindan analiz edilerek buna gore yeni
bir 6gretim plani olusturulmustur.

Besinci Uygulama (9.12.2022): Ogrencilere yazdiklari sorularin kalitesini degerlendirmek igin
analitik bir rubrik verilmistir.

Altinci Uygulama (16.12.2022): Ogrenciler sorulari yazdiktan sonra sorularini arkadaslariyla
paylasmis ve bir onceki derste kendilerine verilen analitik rubrige gore birbirlerinin sorularini
puanlamuslardir. Ogrencilere birbirlerinin sorularini nasil degerlendirecekleri agiklanmistir. Bu
sekilde hazirlanan sorularin belirlenen kriterlere uygunlugu konusunda akran degerlendirmesi
yapilmis ve geri bildirim alinmistir.

Son test uygulamasi (23.12.2022): On testte kullanilan metin 6grencilere tekrar verilerek soru
yazmalarr istenmistir.

Veri toplama araglari

Calismanin gegerliligini saglamak i¢in o6grencilerin gercek yazi ornekleri incelenmis ve farkli veri
kaynaklar kullanilarak veri gesitlemesi yapiimistir. Calismada kullanilan veri toplama araglari
sunlardir: 6grenci ve arastirmaci gunlukleri, yari yapilandirimis on gorusme formu, ogrencilerin
calismalari (sinifta metinler hakkinda 6grencilerin yazdigi sorular), tst dlizey distinme becerileri
icin soru ornekleri/soru koku formu.

Calismada, ogrencilerin uygulamalarda yazdigi sorular gecerlik ve glvenirlik ¢calismasi yapiimis
olan Incirkus & Beyreli (2019) tarafindan gelistirilen "elestirel dlisinme becerileri igin soru
ornekleri/soru kokd formu" formuna gore incelenmistir. Formun kullanilmast igin izin alinmistir.
Form 2 boyuttan igerigi anlama (tanimlama, yorumlama) ve derinlemesine anlama (analiz etme,
clkarim yapma, agiklama, hipotez kurma, degerlendirme) ve 7 olgiitten olusmaktadir. Bu formun
Turkce derslerine yonelik tasarlanmis olmasi bu formun secilmesinde etkili olmustur. On-test ve
son-test olarak kullanilan metin ile uygulama surecinde kullanilan metin 6rneklerinin galismada
sinirlandirilan Ust dizeydisinme becerilerini karsiladigr “Elestirel distnmeye uygun metin
degerlendirme dlcutleri’ne gore (incirkus, 2018) uzman gorusu alinarak belirlenmistir.

Her uygulama sonunda 6gretmen adaylari ve arastirmaci bir gunluk tutarak uygulama ile ilgili
goruslerini belirtmiglerdir. GUnlUk tutarken ogrencilere uygulamaya yonelik goruslerini yazmalari
soylenmistir. Uygulamada gelisme gosterdikleri veya zorlandiklari kisimlari nedenleriyle birlikte
yazmalar soylenmistir. Haftalik olarak incelenen gunlikler bir sonraki ogretim planinin
gelistiriimesine yardimci olmustur. Gunlukler egitimin sonunda derste yazilmistir ve arastirmaci
tarafindan toplanmistir.
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Yari yapilandiriimis on goridsme formu ise 6gretmen adaylarinin st dizey disinme becerilerine
uygun soru hazirlama konusunda onlari tanimlamaya ve dolayisiyla ogretim planini
bicimlendirmeye yonelik olarak 6gretime baslamadan dnce yapilmistir. On gorisme formunda
oncelikle 6 tane soru hazirlanmistir ve formun amaci belirtilerek 3 tane alan uzmanina
sunulmustur. Alan uzmanlarindan gelen dondtle soru sayisi 2'ye dusurtlmdstur. Bu 2 sorunun
disinda kalan sorular uUst dlzey dusunme becerisi konusunda yonlendirici olabilecegdi icin
formdan c¢ikariimistir. Uygulama oncesinde 6gretmen adaylarina 2 tane on gorisme sorusu
sorulmustur:

1. Soru sorma becerisine yonelik olarak daha dnce herhangi bir egitim aldiniz mi?
2. Turkge derslerinde metinle ilgili soru hazirlarken nelere dikkat edersiniz?
Verilerin analizi

Nicel veri analizi igin SPSS programi kullaniimistir. iki degiskenden fazlasinin istatistiksel olarak
birbirinden farkli olup olmadigini belirlemek icin ikili siniflandirma dlgeginin kullanildig
durumlarda Cochran Q testi kullaniimistir. “Cochran Q testi, ozellikle siniflandirici dlgeklerle elde
edilen k serisi veriler icin uygun olan bir tlr parametrik olmayan testtir. Ayni drneklemden ikiden
fazla degisken cekilip ¢cekilmedigini test etmek icin kullanilir, sadece iki deger, "0 ve 1" alinir.
Cochran Q testi, Ozellikle mevcut-yok, hayir-evet vb. seklinde U¢ veya daha fazla ikili
degerlendirme durumunda degerlendiriciler arasindaki uyumu bulmak igin yapilabilir (Bas,
2019). Calismada, on-test ile son-test arasinda anlamli bir fark olup olmadigr kontrol edilmistir.
Bu amacla, 6gretmen adaylarinin on-test ve son-testte hazirladiklari soru ornekleri farkli
degerlendiriciler tarafindan ayri ayr incelenmistir. Soru 6rneklerini incelerken degerlendiriciler
olgekte (incirkus &Beyreli, 2019) belirlenen kritere uygun olarak yazilan soruya "1", kritere uygun
olmayan soruya ise "0" puan vererek ikili bir degerlendirme yapmistir. Boylelikle on-test ve son-
test arasindaki farka bakilmistir. Nitel veriler ise (arastirmaci/6grenci ginlikleri, 6n gorisme
formu ve sinif ici icerikler) igerik analizi ile analiz edilmistir.

Gegerlik ve giivenirlik

Her uygulama sonrasinda incirkus&Beyreli (2019) tarafindan hazirlanan kriterlere gore
ogrencilerin hazirladiklar sorular haftalik olarak incelenmistir. Oncelikle degerlendiriciler (N=3)
sorularin hangi kriterlere uydugunu bagmsiz olarak degerlendirmislerdir. Daha sonra
degerlendiriciler bir araya gelerek es zamanli olarak siniflandirmalarini karsilastirarak ¢alismanin
guvenirligini saglamistir. Guvenirlik igin Miles ve Huberman'in (1994) guvenirlik formuld
kullanilmistir. [Glvenirlik=Gords birligi/(gords birligi+gorus aynlid)*100]. Bu formile gore %80
ve Uzeri sonuclar guvenirlik icin yeterlidir. Hesaplama sonunda guvenirlik %86 bulunmustur. Son
olarak gorus aynligl olan sorular tekrar incelenmis ve arastirmacilarin ortak karariyla uygun
kategorilere atanarak guvenirlik streci sonlandiriimistir. Gegerliligi saglamak igin temalar ve
kategoriler i¢in uzman gorusu alinmistir. Tutarlilik icin ham veriler katihmcilarla paylasiimis,
aktarilabilirlik igin dogrudan alintilara yer verilmistir.

Bulgular

1. Arastirma sorusu, egitimden once ogretmen adaylarinin okuma egitiminde Ust duzey
dustnme becerilerine yonelik soru hazirlama durumlarini belirlemeye yoneliktir. Bunun igin
uygulama oncesinde ogretmen adaylarina Ust dlzey disinme becerilerine uygun soru
hazirlamayla ilgili egitim alip almadiklari ve metne yonelik soru hazirlarken nelere dikkat
ettiklerini agiklamalari ve buna uygun ornek bir uygulamayi tamamlamalari istenmigtir.

Sonrasinda 6dretmen adaylarina bir tane hikaye edici metin verilmis ve bu metinle ilgili 10 adet
soru yazmalari istenmistir. EGitim oncesinde, ogrencilerin mevcut durumlarini tanimlamak
problemin ¢ozumune yonelik bir eylem sureci gelistirmede onemli bir rol oynamugtir. 1. Arastirma
sorusu igin katilimer trtinleri, gorusme kayitlari ve arastirmaci gunligunden yararlaniimistir.
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Tablo 1 Egitim Oncesinde Katiimcilarin Ust diizey Distinme Becerilerine Yonelik Soru Hazirlamayla ilgili
Gorusleri

Tema Kategori Alt-kategori N

Ust diizey distinme becerilerine yonelik Konuyla ilgili egitim alma Evet 0
soru hazirlama durumlari

Hayir 15

Soru hazirlarken dikkat

edilen noktalar Metnin igerigini anlamaya yonelik soru sorma 15

Kelime bilgisi sorulari 5
Dilbilgisi sorulari 10
Yaratici dislinme sorulari 5
Ogrenci seviyesine uygun 7
Kazanimlara uygun sorular 8
Duslnmeye yonlendiren sorular 2

Tablo 1 katiimcilarin higbirinin daha once ust duzey dustnme becerilerine yonelik bir soru
sorma egitimi almadiklarini gostermektedir. Katiimcilara okuma dersinde bir metinle ilgili soru
hazirlamalari gerektiginde nelere dikkat ettikleri soruldugunda hepsi (n=15) oncelikli olarak
metnin igerigini anlamaya yonelik sorular sorduklarini belirtmistir. Katilimcilarin ¢ok azi (n=2)
cevabl metinde bulunmayan dusunmeye yonlendiren sorulara dnem verdiklerini belirtmislerdir.
Bunun haricinde ogrenci seviyesine uygun, kazanimlara uygun soru sorma gibi genel cevaplar
veren katilimcilar da olmustur. Bazi katiimcilar ise kelime bilgisi ve metne uygun dilbilgisi
sorularl hazirlamaya dikkat ettigini belirtmistir. Burada o6zellikle metindeki metin birimlerinden
yararlanarak dilbilgisi sorusu sorma fikri ilgingtir. Katiimcilara rehberlik eden uygulamaci ayni
zamanda bu ¢alismanin bir tyesidir ve bu durumu gunlugutine soyle raporlamistir:

‘Katiimcilari arastirma konusunda bilgilendirdikten sonra gortisme sorularini
cevaplamalarini istedim. Ardindan bir kurgusal metin érnegi verip bu metinle ilgili 10
tane soru hazirlamalarini istedim. Katiimcilar arasindan “Dilbilgisi sorulari
hazirlayabilir -miyim?” diye soranlar oldu. Acgikgasi sasirmistim.” (Arastirmaci
gunligd, 1. hafta). K8'in verileri bu durumu agiklamaktadir.

K8 gortisme formunda dilbilgisi sorularina nem verdigini belirtmistir. Metinle ilgili hazirladidr 10
sorudan 8 tanesi gramer bilgisi sorusudur. Yalnizca iki tanesi metni anlamaya yonelik sorulardir:
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Gorsel 2 Uygulama 6ncesinde K8'den drnek sorular

Gorusme kayitlari incelendiginde katilimeilarinin gogunun bir metinle ilgili sorgulama yaparken
metni basitce anlamaya yonelik sorulara yogunlastiklar, tst dizey distinmeye yonelik sorulara
ise cok az vurgu yaptiklari gorulmustur. Katimcilardan birkaci agikca metinde cevabi olmayan
sorular sormaktan kacinacagini belirtmistir. K15 “Metinde sorunun mutlaka bir karsihiginin
bulunmasina ... dikkat ederim.” demistir. K7 “En dikkat edecedim husus ise sorularin metinden
bagimsiz olmamasidir.” ifadesini kullanmistir.

Katilimcilarin yarisindan azi (n=5) st dlzey distinme becerileri ile yaratici distinme becerisi
arasinda iliski kurmustur. Yaratici disunme becerisini kurgusal bir metni varsayarak
tasarlamiglardir. Empati kurma, metnin devamini tahmin etme, metne farkli bir son yazma gibi
yaratici dusunme sorulari sorabileceklerini belirtmiglerdir. K4 bu tur sorularla 6grencilerin hayal
gudcunu gelistirmeyi amacladigini belirtmistir. Katiimcilardan 2 tanesi ise cevabi metinde
olmayan dustnmeye yonlendiren sorulara dikkat c¢ekmistir ancak hazirladiklar sorular
incelendiginde dusunmeye yonlendiren sorulari/becerileri detaylandiramamislardir.

Arastirmaci gunltgd, katiimer drunleri ve gorisme kayitlarinin birlikte degerlendirildigi bu ilk
calisma katiimci olan ogretmen adaylarinin bir okuma metninden yola c¢ikarak nasil bir
sorgulama yapmalari gerektigini bilmediklerini gostermistir. Egitim oncesinde, dgrencilerin
mevcut durumlarini tanimlamak problemin ¢oztimune yonelik bir eylem sureci gelistirmede
onemli bir rol oynamistir.

2. Arastirma sorusu: Soru sorma egitimi alan ogretmen adaylarinin Ust dlzey disunme
becerilerini yansitan soru hazirlama becerileri egitim surecinde nasil bir degisim gostermistir?
sorusuna cevap aramak igin arastirmaci gunlugu, katilimer gunltgd ve katiimer trtnlerinden
yararlaniimistir. Bu kisimda 6 haftalik eylem planindan elde edilen veriler yorumlanmistir.

1. hafta: Egitimden once 6gretmen adaylarinin metni anlama ve Ust dizey disinme becerileriyle
ilgili nasil soru hazirlayacaklarini bilmedikleri tespit edilmistir. Bundan dolayi katilimcilara gesitli
sorgulama sistemleri/stratejileri tanitiimis ve Ust duzey dusunme becerileriyle hangi beceri
setlerine dikkat cekildigi aciklanarak katiimcilardan beklenen performans gostergeleri
belirlenmis ve sinirlandinimistir. Katilimeilara soru hazirlarken alt dlizey sureclerden Ust dlzey
sUreclere dogru giden bir sorgulama sirasini takip etmeleri tavsiye edilmistir. Ardindan bir metin
dzerinden belirlenen kriterlere uygun soru hazirlama c¢alismasi yapiimistir. Uygulama sonunda
katilimcilara donut verilmistir. K7 soru hazirlarken belli kriterlerin belirlenmesini ve bir sorgulama
sirasini takip etmeyi mantikl bulmustur:

“Soru sorarken sadece metne bagl kalmamayi, soru sormanin katmanlarini (asamalarini)
ogrendim. Yuzeyden derine inerek soru sormayi anlasilir buldum.”
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Bu ilk egitimin sonunda katiimcilar soru sormanin 6nemli bir egitsel ara¢ oldugunu fark
ettiklerini, st duzey dustnme becerilerinin neler olduguna iliskin kavram algilarinin olustugunu
belirtmislerdir. Ornegin K5 bir 6nceki uygulamada hazirladigi sorularinin gogunun basit anlama
ve tanimlama duzeyinde sorular oldugunu fark ettigini belirtmistir:

Arastirmaci da gunligune “ilk olarak Ust duzey diusuinme becerileri konusunda hangi kriterler
uzerinde duracagimizi belirlemek katiimcilarin soru sormanin rastgele bir eylem olmadigini fark
etmelerini sagladi. Bununla bu ilk uygulamada katilimcilar yine cogunlukla tanimlama dtzeyinde
sorular yazdilar. Uygulama sonrasi gorismelerde kendilerinin de bunu fark etmesi onemliydi.
Analiz ve degerlendirme gibi Ust duzeylerde nasil soru yazabileceklerini sorguladilar. Bu da ikinci
uygulama igin yol gdsterici oldu.” (Arastirmaci gunligu, 2. hafta)

2. uygulama: Ikinci uygulamada, katiimeilarin teorik bilgilerini pratige donustirmek igin soru
orneklerine/soru koklerine ve sorularin ayirt edici 6zelliklerine odaklandik. Asagida okul ders
kitabindan alinan bir soru hakkinda sinif ici iletisimin bir bolimu bulunmaktadir.

6. Sigirtmag Mustafa subay olduktan sonra Atatiirk’le karsilasmis olsaydi neler
hissederdi?

Milli MUcadele ve Ataturk

Gorsel 3 7. sinif Tirkge ders kitabindan alinmis bir soru (Kir vd. 2019, s. 56)

Yukaridaki soru varsayimda bulunma sorusudur. “Mustafa, subay olduktan sonra Mustafa
Kemal ile tanigsaydi nasil hissederdi?” Bu sorunun Ust dlzey disunme agisindan nitelikli olup
olmadigina iliskin sinif ici iletisim bolimu su sekildedir:

Arastirmaci: Bu soru hangi Ust duzey dusunme becerisini etkinlestirmeyi amagclyor?
Katiimcilarin ¢ogu: Varsayimda bulunuyor.

Arastirmaci: Bu soru ust dizey distinme becerilerini etkinlestirmede zayif mi yoksa gugli ma?
Bazi katimcilar: Varsayimda bulunma kriterini karsiladigi igin guglu.

K7: Zayif oldugunu dusuntyorum ¢unku ogrenci cevaplasa da verebilecegi cevaplar kisa ve
sinirli.

Arastirmaci: Yukaridaki soru varsayimda bulunmayi iceriyor ancak cevaplar nispeten sinirli ve
kisa oldugu icin Ust dizey disinme acisindan zayif ve basit. Odrencinin metni st diizey
disinme acisindan yeniden vyapilandirmasina ve metindeki iliskiler/baglantilar hakkinda
derinlemesine dustnmesine olanak taniyan sorular, varsayimda bulunma sorularinda
dretilmelidir.

Bu sinif sohbeti, katilimcilarin kriteri anladiklarini ancak kritere uyan sorularin dogasi hakkinda
net olmadiklarini gostermektedir. Bu nedenle, katilimcilara her kriterle ilgili nitelikli soru drnekleri
gosterdik. Asagida sinif igi iletisimle soru gelistirmeye ornek verilmistir.

7. Uygurlar nicin go¢ edip Bes Balig'a yerlesmistir? Uygurlarin buradaki yasami sizce nasil de-

vam etmis olabilir?

Gorsel 4 8. sinif Tiirkge ders kitabindan alinmis bir soru (Eselioglu vd. 2021, s. 181)

Yukaridaki soru, "Uygurlar neden Bes Balig sehrine gog¢ etti? Uygurlarin buradaki yasaminin nasil
devam ettigini dusunuyorsunuz?" iyi nitelikli bir varsayim sorusudur. Sinif tartismasi sirasinda,
bu sorunun cok yonld oldugu ve onceki soruya kiyasla daha uzun bir yanit gerektirebilecegi
vurgulandi.
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Arastirmaci: Bu soruyu daha da gelistirebilir miyiz? Bunu nasil yapabiliriz?

K3: Soruyu glclendiren ifadeler kullanabiliriz. Ayrica, 6grenciden bir varsayimda bulunurken bir
arglman olusturmasini isteyebiliriz.

Arastirmaci: Tamam, peki bunu nasil ifade etmeliyiz?
K8: Mantiginiz nedir?

K12: Neden boyle disuntyorsunuz?

K15: Sizi boyle dusinmeye iten nedir?

Arastirmaci: "Boyle bir varsayimda bulunmanizin arkasindaki mantigi yazin" ifadesi uygun olur
mu?

TUm sinif: Evet. Kriteri de vurgulamis oluyoruz.

"Uygurlar neden Bes Balig sehrine go¢ etti? Uygurlarin orada nasil yasadigini dtstindyorsunuz?”
sorusuna "Boyle bir varsayimda bulunmanizin nedenini yazin" ifadesini ekleyerek sorunun
kalitesini artirdik. Ders su sekilde devam ediyor.

Arastirmaci: Simdi bu iki soru (yukarida) arasindaki fark nedir? Her iki soruya da olasi yanitlar
dusunebilir ve bize soyleyebilir misiniz?

K7: ilk soruya uzun veya kisa bir yanit vermek bize kalmis. Ornegin, "Nasil yasadilar?" sorusuna
"Mutlu bir sekilde yasadilar" seklinde kisa bir yanit verebilir ve konuyu oyle birakabilirim. Diger

soru "... bu dusuncenin nedenini belirtin" diye sordugu igin, neden mutlu yasadiklarini da
soylemem ve bunun hakkinda daha derinlemesine ve ayrintili dusinmem gerekecek.

Daha sonra ogrencilerle yeni bir metin Uzerinde galistik. Metni okudular ve sorular yazdilar. Daha
sonra, uygulamada gosterdigimiz gibi, yazdiklari ornek sorular hakkinda onlara geri bildirim
verdik. Katiimcilarin tamami, soru drneklerini gormenin kriterlere gore soru yazma anlayislarina
olumlu katkida bulundugunu belirtti. 01, “Soru drneklerini gozlemlemek gercekten iyiydi. Ornegin,
analiz ve degerlendirme sorularinin nasil yazilacagini 6grenmek ¢ok yardimci oldu.” dedi.
Arastirmaci ayrica gunligune sunlar yazdi: “Katiimcilarin kriterlere gore hazirlanmis soru
koklerini/soru tiplerini gormeleri iyi oldu. Kriterler arasindaki ayirt edici ozellikleri not ettiler.
Uygulama sirasinda bu orneklere uygun sorular yazmaya calistilar.” (Arastirmaci gunligd, 3.
hafta)

Egitimden sonra katiimcilarla yapilan gorusmelerde, katilimcilar uygulamayi yaparken onceki
derste anlatilanlari tam olarak hatirlayamadiklarini, bu nedenle kriterleri ve soru orneklerini
aciklayan bir kilavuzun kendileri ve uygulama igin yararli olacagini belirttiler. Bu geri bildirim 3.
uygulamayi sekillendirdi.

3. Uygulama: 3. uygulamada katilimcilarin 6grendiklerini pekistirmeleri ve uygulama sirasinda
ogreticiden bagimsiz olarak soru hazirlama becerilerini gelistirmek icin onlara acgiklayici bir form
hazirlanmistir. Bu formda her bir kriter tanimi belli alt 6zelliklerle sinirlandiriimistir. Bunlari hangi
durumlarda nasil kullanacaklari agiklanmis ve her bir durum igin ornek soru bicimleri
olusturulmustur. Asagida katiimcilara sunulan formun bir kismi (incirkus&Beyreli, 2019) 6rnek
olarak yer almaktadir:

Tablo 2 Kriter tanimlary, alt kriterleri ve bunlara uygun 6rnek soru kokleri

Beceriler Alt Beceriler Sorular

Yorumlama: ilkelerin, olgularin Metindeki iliskileri e Bu metnin ana/yardimei fikrini agiklayiniz?
neden, nigin ve nasil oldugunu acgiklama, benzerlikleri ) ) ) .

6grencinin kendi ciimleleriyle ve farkliliklari belirleme, ¢ Veriimekistenen mesaj nedir?

aqklamasu konuya iligkin ome}< Kar$|last|rma yapma, e . neanlama gelmektedir?

vermesi ve konudan ne anladigini ornek verme, 6zetleme,

yorumlamasi beklenir. anlami agiklama. e _ylaneanlatiimak isteniyor?
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e  _yaornek veriniz?
e .yl Ozetleyiniz.
e . benzer ve farkli yonleri belirtiniz.

Katiimcilar nasil uygulama yapilacagini agikga ornekleyen bir formun konuyu kavramalarina
yardimcr oldugunu ve bagimsiz olarak soru hazirlama becerilerini gelistirdigini belirtmislerdir.
K11 form sayesinde karistirdigi kavramlar arasindaki farklari anladigini ve daha kolay soru
hazirladigini belirtmistir.

Arastirmaci da gunlugune katilimcilara sorulari hangi kriterlere gore nasil hazirlamalari gerektigi
aciklayan yonerge sayesinde katilimcilarin daha nitelikli ve bagimsiz soru hazirladiklarini
belirtmistir. “Hazirladigimiz form katiimcilar igin bir rehber niteliginde oldu. Onlarin soru
hazirlarken kendilerini daha rahat hissettiklerini gordim. Sorularin niteligi de onceki haftalara
gore daha iyi. Ancak derinlemesine anlamayi gerektiren sorulari karistinyorlar. Ozellikle agiklama,
degerlendirme ve analiz sorularini daha ¢ok karistiriyorlar.” (Arastirmaci gunligd, 4. hafta)

4. uygulama: 4. uygulamada katiimcilarin onceki derslerde ogrendiklerini ne kadar kavradiklarini
gormek icin uygulayici destedi olmadan katiimcilardan kendi baglarina soru hazirlamalari
istendi. Bu uygulama kiglk bir quiz niteligindeydi. ilk ders soru hazirlandi. ikinci ders ise
hazirlanan sorularin daha onceden belirlenen performans kriterlerine uygun olup olmadigi
tartisildi. Katilimeilar bu uygulamanin kendi ogrenmelerinin farkina varmalarina yardimci
oldugunu ve uygulamay faydali bulduklarini belirttiler. K3 belirlenen olcutlere gore soru
hazirlama konusunda gelisim gosterdigini belirtmistir.

Arastirmaci da gunltgune katiimcilarin alt bilissel sureglerden Ustbiligsel sureclere dogru soru
hazirlamayi kavradiklarini ancak ornegin iyi bir degerlendirme sorusu yazmakta zorlandiklarini
belirtmistir. “Uygulama sonrasinda yapilan gorismede katilimcilar ozellikle derinlemesine
anlamaya yonelik (gikarim, agiklama, varsayimda bulunma, analiz, degerlendirme) nitelikli soru
olusturma konusunda zorlandiklarini belirtmistir. Sonraki eylem plani sorularin niteligini
artirmaya yonelik hazirlanmistir.” (Arastirmaci gnltgu, 5. hafta)

Ara degerlendirme ve yeni eylem plani: 4. uygulamadan sonra 6grencilerin suregteki gelisimleri
godzden gecirilmistir. Ogrencilerin sorularin niteligi hakkinda bilgi eksikliklerinin oldugu ve bunun
kriterleri karistirmalarina (6rnegin; dederlendirme sorusu yazmaya calisirken agiklama sorusu
yazmalaril) neden oldugu gorilmustir. Bunu ¢gozmek igin sorularin niteligini derecelendiren bir
ogretim plani hazirlanmis ve uygulanmistir.

5. uygulama: Ogrencilerin kriterlerle ilgili nitelikli ve zayif sorulari ayirt etmeleri icin bir rubrik ile
konu anlatimi yapilmistir. Ornegin; degerlendirme kriterinde yer alabilecek 4 farkli nitelikte soru
ornegi gosterilerek, bu sorulara 1,2,3 ve 4 seklinde puan verilmistir. Soru aciklama sorusuna
uygun degilse puani 0 olarak islenmistir. Ozellikle degerlendirme, analiz gibi tst diizey distinme
gerektiren sorularda bu ayrici ozellikleri belirleyen detaylarin ve ifadelerin dnemi Uzerinde
durulmustur. Asagida analiz dlzeyindeki bir sorunun derecelendirilmis hali ornek olarak
sunulmustur. Aciklama formu incirkus&Beyreli'den (2019) yararlanilarak olusturulmustur:

Tablo 3 Analiz diizeyindeki bir sorunun derecelendirilmis 6rnegi

Kriter duizeyi Analiz kriteri igin 6rnek soru

: . 5 ) ) :

0 (Soru kritere uygun degil) Me:t_mdekl gevre sorunu neye sebep olmustur? (cevabi metinde olan bir soru analiz sorusu
degildir.)

1 (gelistirilebilir) Fabrikalarin yapilmasi gevreyi nasil etkiler? (unsurlar arasindaki etkilesim)

Ormanlarin yok edilerek (detay) yerine fabrikalarin yapiimasi gevreyi nasil etkiler? (detay ve

2(uygun) etkilesim)
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3(iy) Ormanlarin yok edilerek (detay) yerine fabrikalarin yapilmasi cevredeki diger canlilari (insan
Y hayvan, bitki etc.) (detay) nasil etkiler? (birden fazla etkilesim ve detay)

Ormanlarin yok edilerek yerine fabrikalarin yapilmasi cevredeki diger canlilari (insan, hayvan
4(cok iyi) bitki etc.) nasil etkiler? Gerekgesiyle birlikte ayri ayri Srneklendiriniz. (birden fazla etkilesim,
detay, gerekgelendirme, ornekleme ifadeleri)

Asagida K12'nin kendini de@erlendirmesi orneklendirilmistir. K12 deg@erlendirme duzeyinde
yazdigi sorunun kriter dizeyini 3 (iyi) olarak puanlamistir:

l 7. Kriter: Degerlendirme
10.Kriter diizeyi

é,> e3hn leﬁdwmg . Elfggw\/ |

8. Kendini degerlendirme

U

MC‘L"“&"' aﬁmttﬁ“’ém d“idffv I h tyor B
o 9.S p

Kovogn  gamne 191 wrqo koh or s

\fau\&ynu«w md 7 f),eb(m/w:" e leul:,f‘qmw ,? V@%hm\;ﬁr 4}?1“45’(‘ e

Gorsel 5 K12'nin kendini degerlendirme ornegi

K14 hazirladigi sorulan rubrige gore degerlendirdiginde iyi nitelikte olmadigini fark ettigini
belirtmistir. K15 rubrik sayesinde daha kaliteli sorular hazirladigini, 6z degerlendirme
yapabildigini ve onceki galismalaryla karsilastirdiginda kendisini gelistirdigini belirtmistir.

Arastirmaci gunlugune sorularin niteligini detayl bir bigimde gosteren bir rubrigin katiimcilarin
0zdegerlendirme yapmalarini sagladigini ve katihmcilar igin olumlu gelisimsel motivasyon
sagladigini belirtti. “Bir beceri kriterine ait farkli nitelikteki soru orneklerini gormek katiimcilarin
sorunun yapisi ve niteligiyle grencide harekete gecirilecek farkli bilissel stirecler oldugunu fark
etmesini sa@ladi. Katimcilarin kendi yazdiklari sorulari rubrige gore puanlamalari onlari biraz
zorlasa da yazdiklari sorularin kalitesiyle karsilastirdi ve eksikleri belirlemelerine yardimci oldu.”
(Arastirmaci giinligu, 6. Hafta)

Uygulama sonrasi katilimcilarla yapilan degerlendirmede katilimcilar rubrigin kendilerini ve
hazirladiklar sorulari degerlendirmek igin gelisimsel bir ara¢ oldugunu ancak kendi kendilerini
puanlarken tam olarak dogru yapip yapamadiklar hakkinda teredddtleri oldugunu belirtmislerdir.
Ornegin K6 ve K9 4 puanlik soru yazmakta zorlandigini sdylemistir. K3, K2, K11 rubrige gore soru
yazmaya galistiklarini ancak emin olamadiklarini belirtmistir. Bu geri donut 6. uygulama icin
yonlendirici olmustur.

6. uygulama: Katilimcilar kendilerine onceki derste verilen analitik rubrige gore once sorularini
hazirlamislar ve puanlamiglardir. Sonrasinda ise sorularini arkadaslariyla degistirmis ve akranlar
arasinda degerlendirme yapilmistir. Akranlar sorulari hem kritere uygunluk hem de nitelik olarak
degerlendirmistir. Eger bir degerlendirici bir sorunun kritere uygun olmadigini dustnuyorsa
kendisinden akranina ornek verecek uygun olan bir soru yazmasi istenmistir. Sonrasinda ise
katilimcilarin tereddutte kaldiklari sorular Gzerinden geri donut yapilmistir. Boylelikle katilimcilar
hem farkli sorulari gormus hem de kendilerini farkli bicimlerde degerlendirme imkani bulmustur.
K6, K4'U degerlendirmistir. Bu degerlendirmeye gore K4'un bazi sorulari kritere uygun degildir.
K6 5. sorunun altina sorunun kritere uygun olmadidini (X) ile belirtmis, 6. sorunun altina ise
sorunun gelistirilebileceg@ini belirten acgiklamasini yapmistir. K6, K4 tarafindan yapilan bu
degerlendirmeyi faydali bulmustur.
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12. K6’nin
degerlendirmesi
Gorsel 6 Akran de@erlendirme 6rnegi

Katilimcilar akran deg@erlendirme uygulamasinin farkl bakis acgisi kazanmalarinda ve eksikleri
gormelerinde etkili oldugunu belirtmislerdir. K13 kendi yazdidi “aciklama” sorusunu yetersiz
buldugunu degerlendirici akranin da yetersiz buldugunu boylelikle sorunun niteliginin yetersiz
oldugundan emin oldugunu bunun da kendini gelistirdigini belirtmistir. 6. uygulamadan sonra
katiimcilarin gogu (n=13) Ust dizey dusinme becerilerine yonelik soru hazirlama konusunda
belli bir seviyeye geldiklerini belirtmislerdir. 2 tanesi ise hala bazi becerileri karistirdigini ancak
ilerleme kaydettigini belirtmistir. Arastirmaci da gunlugine katihmcilarin tst dizey disunme
becerilerine yonelik soru hazirlama konusunda i¢gorl kazandiklarini rapor etmistir. (Arastirmaci

gunligd, 7. hafta)

Arastirmacilarin hepsi katilimcilarin Urtnlerini inceleyip onlarin soru hazirlama konusunda
gelisme kaydettikleri konusunda hemfikir olmuslardir. Bunun tzerine son-test uygulamasinin
yapilmasina karar verilmistir. Son-testten sonra katiimcilarin belirlenen kriterlerde soru
hazirlama durumlar on-test, ara uygulama ve son-test Uzerinden grafik 1'de gosterilmistir. Bu
degerlendirme igin katilimer Grdnleri kullaniimistir.

Sorularin On-test, Orta Uygulama ve Son Test icerisindeki

Dagilimi
20
15
g || 1N | | |
-1l | il
. ——un & N = -
Tanimlama yorumlama analiz citkarim actklama varsayimda degerlendirme

bulunma

mOnTest ™ OrtaUygulama ™ Son Test

Gorsel 7 Sorularin 6n-test, ara uygulama ve son-test dagilimi

Gorsel 9 incelendiginde 6grencilerin uygulamanin basinda tanimlama ve yorumlama sorularini
yazabildiklerini fakat ¢ikarim, agiklama, varsayimda bulunma ve de@erlendirme sorularini ilk
uygulamada yazmiyorken son uygulamaya dogru gelistirdikleri gortlmekte; analiz sorularini ise
ilk uygulamaya gore gelistirdikleri fakat hala yeterince yazamadiklari gordlmektedir.

3. Arastirma sorusuyla “Soru sorma egitimi alan 6gretmen adaylarinin Ust duzey disinme
becerilerini yansitan soru hazirlama dizeylerinde anlamli bir fark var midir?” sorusuna cevap
aranmistir. 3. Arastirma sorusuyla katiimcilarda gorulen gelismenin anlamli olup olmadig
sorgulamistir. On-test son-test verilerine iliskin sonuglar Tablo 2'de gosterilmistir.
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Tablo 4 Ogretmen adaylarinin tst diizey disinme becerilerine uygun soru hazirlama dizeylerine iliskin
On-test son-test cochran q testi sonuglari

(]
= £
o @ @ © =
£ E E £ £ = o B S
© oS © o < c c ;g S
I g = = E & N = © © = b
= S % 25 32 8 S g X £ S o]
c ° £ P E 88 & S £ S 3 2
N 15 15 15 15 15 15 15 15 15
Cochran'sQ  2200a  3,000a ,000a 3000a  3353a 23170a 28277a 16846a 17462a
df 3 3 3 3 3 3 3 3 3
Sig. 0532 0392 1,000 0,392 0340 0,000 0,000 0,001 0,001

Tablo 4'deki sonuglara gore, tanimlama, yorumlama (iliski kurma, értiik anlam, ana fikir) ve analiz
kriterlerinde fark yoktur (p>.05). Ote yandan, gikarim, agiklama, varsaymda bulunma ve
degerlendirme kriterlerinde fark vardir (p<.05). Elde edilen bu sonug 2. Arastirma sorusundan
elde edilen surece yonelik degerlendirmeyi desteklemektedir.

Sonug ve tartisma

Bu calismada Turkge ogretmen adaylarinin okuma egitimi baglaminda tst duzey diusunme
becerilerine yonelik soru hazirlama performanslari eylem arastirmasi yontemiyle gelistiriimeye
calisiimistir. Calisma boyunca arastirmacilar ve katiimcilar is birlikli olarak ¢alismis haftalik
planlar hazirlanirken katiimcilarin gorusleri dikkate alinarak bigimlendirici bir sure¢ izlenmistir.
Surecin basinda soru hazirlama konusunda ogretmen adaylarinin hazirbulunusluklarini
belirlemek icin tanilayici bir on degerlendirme yapiimistir.

Tanilayici degerlendirmenin sonucunda ogretmen adaylarinin okuma tabanl Ust duzey
sorgulama yapmayi bilmedikleri yargisina varilmistir. Calismalar, 6gretmenlerin Ust duzey
disunme becerilerine iliskin bilgilerinin ve bu becerilerin 6grencilerin distinme becerilerini
gelistirmedeki roltne iligkin farkindaliklarinin distik oldugunu gostermektedir (Retnawati vd.,
2018). Krogman (2022), sinifta Ust diizey dlsinme becerilerini gelistirmek igin soru sormanin
onemlioldugunu belirtirken, bu konu tGzerine yapilan ¢alismalarin son yillarda ¢ok nadir oldugunu
belirtmektedir. Ayrica, 6gretmenlerin ABD'deki ortaokullarda konunun derinlemesine anlasiimasi
icin derslerde veya degerlendirmelerde Ust dizey dustnme becerilerini tesvik etmek igin ¢ikarim,
karsilastirma, analiz ve uygulama sorulari sormadiklarini belirtmektedir. Ust dizey disinme
becerilerinin gelistirilmesi  21. ydzyll mdufredatlarinda siklikla vurgulanmaktadir.  Nitelikli
sorgulama ve Ust diizey distinme arasinda pozitif bir korelasyon (Paul, 2012; Murowski, 2014)
vardir. Ogretmenlerin 6grencilerine tst diizey disiinme becerilerini dgretebilmeleri icin dncelikle
kendilerinin iyi bir disunur olmalar gerekir. Her 6gretmen ogrencilerin distnme becerilerini
gelistirmeye calismalidir. Ogrencilerin sorgulama ve problem ¢ézme becerilerinin gelisimi buna
baglhdir (Perry vd., 2019). Bu yiizden 6gretmen egitiminde Ust diizey diisinme becerilerinin nasil
gelistirilecegiyle ilgili uygulamali ve strec temelli egitimlere ihtiyag oldugu soylenebilir.

Bu calismanin ilk yarisinda katilimcilarin kavram bilgisi gelistirimeye calisiimistir. Wilson &
Conyers (2016), sinifta Ust dizey dislinme becerilerini 6dretmek isteyen bir 6gretmenin,
ogretmek istedigi beceriler ve kriterler icin uygun bir tanim ve cerceve saglamasini, bu konuda
ogrenciler icin iyi bir model olmasini tavsiye etmistir. Ust dizey distinme soyut kavramlari
icerdiginden, Ust dlzey dusinme becerilerinin nerede ve nasil kullanilacagini acik talimatlarla
ogretmesini onermektedir. Bu ¢alismada da 6gretmen adaylari Ust dlizey disinme becerilerini
nasil somutlastiracaklarini bilmedikleri icin oncelikle okuma baglaminda uUst diuzey disinme
becerilerinin gergevesi basit anlama (tanimlama, yorumlama) ve derinlemesine anlamayi
(cikarim, analiz, agiklama, varsayimda bulunma, dederlendirme) kapsayacak bicimde cizilmistir.
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Boylelikle katilimcilarin takip edebilecedi bir sorgulama sirasi olusturulmustur. Sorgulama
sirasini takip etmek hem ogrenciler hem de ogretmenler icin yonlendirici bir uygulamadir.
Ogretmenlere daha Ust diizey bilissel sorular sorma egitimi veriimesi ile 6grencilerin 6grenme
becerileri arasinda olumlu iligkiler oldugunu ve 6gretmenlerin hem kendilerini hem de 6grencileri
sinifta daha Ust duzey dlstnme becerileri icin yonlendirmek amaciyla bir sorgulama sistemi
kullanmasinin faydalarini gosteren galismalar da bulunmaktadir (McKinnon, 2012; Santoso vd.,
2018; Wang vd., 2023).

Buna ek olarak katilimcilarin her metin turtine uygulayabilecegdi kavramlar ve kavramlarin igerdigi
alt beceriler tanitilmis ve bu becerilere yonelik nasil sorular olusturulabilecegi katilimcilara
anlatilmistir. Uygulayict iyi ve kotu soru orneklerini katiimcilara gostermis, hangi beceriye yonelik
nasll sorular hazirlanabilecegini anlatmistir. Katilimcilarin bagimsiz olarak soru hazirlamalarina
yardimci olacak aciklayici bir calisma formu da hazirlanmistir. Form da Ust dlzey distnme
becerileri arasindaki ayirici farklara ve soru hazirlarken bu ayirici farklar somutlastiran ifadelere
vurgu yapilmistir. Burada uygulanan acik ogretimin amaci ogretmen adaylarinin 6grendikleri
bilgileri Ust dlzey dustnme becerilerine yonelik soru sorma uygulamasina basarili bir bicimde
entegre edebilmelerini saglamaktir. Fono&Zohar (2024) Ustbilissel bilgi ve becerilerin basarili
entegrasyonu icin acik ogretimin gerekliligine vurgu yapmistir. Her egitiminin sonunda kalicilig
saglamak igin ornek bir metin Uzerinde uygulama yapiimis ve katilimcilara donut verilmistir.
Katilimcilar ginliklerinde uygulayicinin kendilerine destek olmasini (scaffolding), orneklerle
detayll agiklama yapmasini (explicit teaching), sinif icinde etkilesimli bir ortam olusturmasin,
sesli dustinerek onlara model olmasini (modelling and think aloud) ve kendi dligsinme sirecini
(own thinking process) gostermesini faydali bulduklarini belirtmislerdir.

Kavram gelistirmeye ek olarak yapilan uygulamalarin gercek bir okuma mufredatiyla
butlnlestiriimesine de dikkat edilmistir. Metinler okuma mufredatindaki bir ders kitabindan
secilmistir. Boylelikle gercek bir egitim durumunda Ogretmen adaylarinin sorgulamayi
ogrencilerin Ust duzey distunme becerilerini gelistirmek icin etkili bir egitsel arac olarak
kullanmalari amaclanmistir. Ogretmen adaylarinin hazirladiklar sorular tim sinifin katildigi
etkilesimli tartismalarla degerlendiriimistir. Bu da katilimcilarin  slrecte aktif olmasini
saglamistir. icerikle butinlestirilmis ve sinifta etkilesim ve is birligi saglayan programlarin
ogrencilerin ¢ikarimlar yapma, mantiksal gerekgelendirme, kanitlari degerlendirme, sonuglari
yargilama, hipotezler dretme ve test etme, kavramlar olusturma, sonuc¢ cikarma, argiumanlari
analiz etme, ipuclarini secme ve kullanma gibi Ust duzey dusunme becerilerini gelistirdigi
gozlemlenmistir (Butler, 2017). Mercer &Barnes’e gore (2020) 6grencilerin distinme becerilerini
gelistirmek isteyen bir 6gretmen, sinifta 6gretmen-6grenci ve ogrenci-odrenci etkilesimini
saglamalidir. Bu sayede 6gretmen isbirlikli bir ortam olusturarak ogrencileri destekleyebilir ve
ogrencilerin bagimsiz dustnebilen bireyler olmalarina yardimci olabilir. Bu c¢alismada da
uygulayici destekli aktif ve etkilesimli katihm, katilimcilarin Gst duzey dustnme becerilerine
uygun soru hazirlama konusunda kavram algilarinin gelismesine katki saglamistir.

GCalismanin ikinci yarisinda sorularin niteligi Gzerine yogunlasiimistir. Cinklu bu asamada
katilimcilarin kavram algisi olusmustur ancak sorularin niteligi konusunda tereddutleri oldugunu
uygulama sonlarinda ve gunluklerinde belirtmislerdir. Sorularin niteligi onemli bir konudur.
Cunku Ust duzey dustnme becerilerini karsilayan acgiklama, varsayimda bulunma, analiz ve
degerlendirme kriterlerinde iyi ve kotu diye nitelendirilebilecek sorular hazirlanabilir. Bir soru alt
bilissel sUrecleri harekete gegiren bir “degerlendirme” sorusu olabilir. Bir sorunun bigimsel olarak
degerlendirme kriterini karsiliyor olmasi bu sorunun Ust bilissel suregleri harekete geciren bir
soru oldugu anlamina gelmez. Bir soru sorarken kullanilan her bir ayirict ifade (6rne@in sorunun
sonuna “gerekgesini sunun./ornekleri detaylandirin. gibi) kisinin farkli bir biligsel sirecini
harekete gecirebilir. Bundan dolayl ana dilde okuma derslerinde ogrencilerinin tst duzey
disunme becerilerini gelistirmek isteyen bir 6gretmen onlar kaliteli sorularla tanistirmalidir.
Onceki calismalar, sinifta kullanilan sorularin kalitesiyle, 6grencilerin 6grenmesi ve 6gretim
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kalitesi arasinda pozitif bir korelasyon oldugunu gostermistir (Applebee vd., 2003; Chin, 2007,
Gillies, 2014; Salmon&Barrera, 2021).

Calisma kapsaminda sorularin niteligini artirmak i¢in ayni kriterde farkli dizeylerde sorular
olusturulmustur ve bunlar 0-4 arasi puanlanmistir. Ornegin degerlendirme sorusu igin 0'dan
(yetersiz) 4. dlizeye (cok iyi) kadar soru orneklerinin ve agiklamalarin bulundugdu bir rubrikten
yararlaniimistir. Ogretmen adaylarindan 0'dan 4. diizeye kadar soru yazmalarini ve bu sorulara
verilecek olasl cevaplar Uzerinden ayni kriterde ancak farkli dizeydeki bir sorunun bilissel
surecleri nasil harekete gecirdigini fark etmeleri saglanmaya calisiimistir. Ogretmen adaylari 1.
dizeydeki bir soruya daha genel ve kolay cevap verirken ayni sorunun 4. dizey formunda daha
fazla dlslUnmls ve daha uzun sirede cevap vermistir. Soysal&Soysal (2023) 6gretmen
egiticilerin sordugu sorularin bilissel talep duzeyleri arttikca 6gretmen adaylarinin Ust duzey
biligsel islemlerinin kalitesinin arttigini (argiman gelistirme, yeni distinme yollari deneme, daha
uzun sureli distinme gibi) bulmustur. Bu sonug soru hazirlarken belirlenen kritere uygunlugun
yani sira sorunun niteligine de dikkat edilmesi gerektigini vurgulamaktadir.

Surecte sorularin niteligini artirmak igin hazirlanan rubrigin nasil kullanilacagini anlattiktan sonra
ogretmen adaylari rubrigi kullanarak 6z degerlendirme yapmislardir. Sonraki uygulamada ise
akran degerlendirme yapmislardir. Hem 6z degerlendirme hem de akran degerlendirme stureci
ogretmen adaylarinin soru hazirlarken eksiklerini ve yanliglarini fark etmelerini saglayarak kendi
sorularini yeniden duzenlemelerine yardimci olmustur. Boylelikle soru hazirlarken yapici
mudahaleleri hangi durumlarda nasil yapacaklarini da kavrayabilmislerdir. Rubrik kullanmak
ogretmen adaylarinin dst dizey dustnme becerilerine yonelik soru hazirlama konusunda kendi
ogrenmelerini sekillendirmelerini saglayacak metalinguistik bir yorum kazanmalarini saglamistir
(Alexander, 2020). Genelde 6gretmen egitiminde okuma egitimi gibi uygulamali derslerde
ogretmen adaylarindan sorgulayici, yenilikci, elestirel ve yaratici olmalari istenir. Ancak bunu
nasil yapacaklari cogu zaman gosteriimez. Bu alanlarin soyut ve beceri gelistirmeye yonelik
olmasi uygulamalari ve degerlendirmeyi zorlastirir. Bundan dolayi bu konular genellikle teorik
olarak anlatilir ve 6gretmen adayindan uygulamaya donusttirmesi beklenir. Soyut kavramlarin
somutlastirilarak belirli performans duzeylerinde niteleyici ozelliklerin - yansitilmasi  ve
degerlendiriimesinde rubrikler kullanigli araglardir. Bu ¢alismada da sorularin niteligini artirmak
icin 6gretmen adaylarinin kendi ilerlemelerinin farkina varmalarini saglamak zere rubrikten
yararlaniimistir. Nesje ve Lejonberg (2022) rubriklerin 6gretmen egitimine rehberlik eden, onlarin
akademik ve mesleki gelisimini destekleyen bicimlendirici egitsel araclar oldugunu belirtmistir
(Kulasi, 2020; Ndolo, 2021). Katilimcilar da rubrigin, 6zdegerlendirme ve akran degerlendirme
surecinin sorularin niteligini anlamalarina yardimei oldugunu belirtmislerdir.

Son olarak yapilan egitim sonucunda hangi beceri anlamli farklarin ortaya ¢iktigina bakilmistir.
Tanimlama, yorumlama ve analiz kriterlerinde anlamli farklilik gortilmezken; gikarim, agiklama,
varsayimda bulunma ve degerlendirme kriterinde hazirlanan sorularda anlamli bir fark ortaya
cikmistir. Ancak yukaridaki nitel degerlendirmeler katilimeilarin tanimlama, yorumlama ve analiz
duzeyindeki sorularda gelisim kaydettiklerini ortaya koymustur. Uygulanan eylem sireci
basindan sonuna kadar degerlendirildiginde katihmcilarinin kendi 6zgun ifadelerinde belirtikleri
gibi surecteki uygulama adimlari onlari gelistirmistir. Hizmet oncesi ogretmenlerin mesleki
gelisimini saglamak ve etkili 6gretmen egitimi icin pratik yaptirmak ¢ok 6nemlidir (Ellis vd.,
2020). 2005 yilindan itibaren hazirlanan Tirkge Ogretim Programlar’nda (MEB, 2019; 2024) (st
dizey dustnme becerilerinin gelistiriimesi vurgulanmaktadir ve programda belirtildigi Uzere
sinifta bu becerilerin 6gretimi 6gretmenin bilgisine ve becerisine birakilmistir. Programda ya da
ders kitaplarinda bu becerilerinin nasil ogretilecegiyle ilgili somut ornekler bulunmamaktadir.
Dolayisiyla 6gretmen egitimi stresince ogretmen adaylarini bu konuda egitmek onemlidir.
Onceki calismalarda da 6gretmen adaylarinin soru sorma konusunda egitim almalar gerektigi
vurgulanmistir (Aslan, 2011; istanbullu, 2021).

Calisma ogretmen adaylarinin kavram algilarini dizenleyecek destekleyici sinif ici etkilesimli
uygulamalarin onemli oldugunu vurgulamistir. Ust dizey dusunme becerilerini gelistirmesi
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beklenen becerileri ve alt becerileri tanimlamak, hizmet oncesi ogretmenlerden beklenen
performans gergevesini ana hatlariyla belirtmek ve uygulayiciyla gesitli 6rnekleri incelemek bu
suregte etkili olmustur. Katilimcilar 6gretmen egitiminde ogretici desteginin, agik ogretimin,
ogreticinin kendi dustnme surecini modellemesinin, 6z dederlendirme ve akran degerlendirme
icin araclarin kullaniimasinin ve geri bildirimin gelisimleri icin dnemli oldugunu belirtmislerdir.
Hizmet oncesi 6gretmenlerle yapilan gortisme ve gunluklerinden elde edilen bulgular, bu egitime
her hafta duzenli olarak katilmanin faydali oldugunu ve genel olarak bu egitimin kaliteli sorular
hazirlamanin onemini anlamalarina yardimci oldugunu ve her uygulamadan sonra bu konuda
kendilerini gelistirdiklerini hissettiklerini ortaya koymustur. Bu galisma bize 6gretmen adaylarinin
sorgulayici bir bakis acisiyla Ust duzey dustinme becerilerini gelistirme egiliminde olduklarini ve
ogretmen egitimi strecinde kendilerini gelistirebilmek i¢in uygulamaya dayali bigimlendirici bir
egitime ihtiyac duyduklarini gostermektedir.

Oneri

Meslekteki ogretmenlerin dil derslerinde sinifta ne tur sorular kullandiklar belirlenebilir. Bu
konuda egitim alan ve almayan ogretmen ve ogrenci gruplarini karsilastiran calismalar
yapilabilir.

Sinirlamalar

Bu calismada Ust dizey disunme becerilerini gelistirmeye yonelik sorular okuma becerisi
baglaminda ele alinmis ve hazirlanan egitim icerikleri ve belirlenen olgutler tanimlama,
yorumlama, ¢ikarim yapma, analiz etme, aciklama, hipotez kurma (varsayimda bulunma) ve
degerlendirme seklinde sinirlandinlmis ve somutlastiriimistir.

Yazar katki oranlari

GCalismaya 1. Yazar: %40, 2. Yazar: %30, 3. Yazar: %30 oraninda katki saglamistir.

Cikar catismasi beyani

“Okuma egitiminde TUrkce 6gretmeni adaylarinin Ust dizey disinme becerilerine yonelik soru
hazirlama becerilerinin gelistiriimesi: Bir eylem arastirmasi” baslikli makalemizin herhangi bir
kurum, kurulus, kisi ile mali ¢ikar catismasi yoktur. Yazarlar arasinda da herhangi bir cikar
catismasi bulunmamaktadir.
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