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ABSTRACT  The present study aimed to investigate the questions included in the 11™ grade Philosophy Coursebook
prepared in 2018 by the Ministry of Education in Turkey in terms of higher-order thinking skills.
Document analysis was utilized in the study, and frequencies and percentages were used in answering
the first sub-research question. Cognitive processes domain of Revised Bloom’s Taxonomy was
utilized in conducting analyses to answer the second sub-research question. And Moodley’s (2013)
categorization supported the analyses to answer the third sub-research question. The results suggested
that the distribution of warm-up, practice, discussion, text analysis, writing, and measurement and
evaluation questions were organized in a similar systematic across the coursebook. As a result of the
research, not only summative but also formative assessment methods were included in the coursebook.
Most of the questions were in the understand level of cognitive processes. The book included only a
limited number of questions on the ‘apply’, ‘analyze’, and ‘create’ levels included in Revised Bloom’s
Taxonomy. Most of the questions were designed for the mid-level of the cognitive domain and the
low-level questions were the second most frequently used questions. Only 6.1 % of the questions were
designed for high-levels of the cognitive domain. Last but not least sample questions for the analyze,
evaluate, and create dimensions were prepared in an effort to encourage more frequent uses of such
types of questions.

Keywords:  Philosophy education, Asking questions, Revised Bloom’s Taxonomy, Higher-order thinking,
Thinking skills

11. Sinif Felsefe Ders Kitabi’nda yer alan sorularin iist diizey
diisiinme becerileri agisindan incelenmesi

OZ  Bu aragtirmada Tiirkiye’de Milli Egitim Bakanlig1 tarafindan 2018 yilinda hazirlanan 11.sinif Felsefe
Ders Kitabi’nda yer alan sorularin {ist diizey diisiinme becerileri agisindan incelenmesi amaglanmigtir.
Aragtirma dokiiman analizi yoluyla yapilmistir. Aragtirmanin birinci alt amacinin ¢oziimlenmesinde
frekans ve yiizde kullanilmustir. ikinci, alt amacin c¢oziimlenmesi 2001 yilinda giincellenmis
Bloom’un Biligsel Alan Taksonomisinin bilissel siire¢ boyutu dogrultusunda yapilmistir. Ugiincii alt
amacin ¢oziimlenmesinde Moodley (2013)’in smiflamasi kullanilmistir. Arastirma sonucunda,
kitaptaki tiim {initelerde ayni sistematiklik icerisinde hazirlik, uygulama, tartisma, metin analizi,
yazma ve Olgme ve degerlendirme sorularma yer verildigi goriilmiistiir. Toplam degerlendirme
yaninda bigimlendirici degerlendirme de kullanilmistir. Kitapta en ¢ok anlama basamaginda sorulara
yer verilmis olup; uygulama, ¢oziimleme, degerlendirme ve yaratma basamaklarinda sorulara ¢ok az
yer verilmistir. Sorularin biiyiik boliimii orta bilissel diizeye yonelik hazirlanmis olup; bu sorular alt
diizey sorular izlemistir. Kitaptaki sorularin yalnizca yiizde 6,1°1 {st biligsel diizeye yonelik
hazirlanmistir. Ust bilissel diizeyde felsefe sorulari yazilmasini yaygimlastirmak amaciyla analiz,
degerlendirme ve yaratma basamaklarinda felsefe sorular1 yazilmistir.

Anahtar  Felsefe egitimi, Giincellennis Bloom Taksonomisi, Diisiinme becerileri, Soru sorma, Ust diizey
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INTRODUCTION

Stating that students cannot be taught new concepts and suggesting that there is a need to ask students
questions to encourage them to think (maieutic method), Socrates -the ancient Greek philosopher-
highlighted the link between questions and thinking in education and the importance of these two
concepts for knowledge about 2500 years ago. This method which was later on named as “Socratic
Discussion” became both the basic method of philosophy and was adopted as a teaching approach.
Philosophy is a discipline which includes critical, creative and extensive thinking on issues such as the
meaning of existence, human nature, problem of values, the source and limits of knowledge, the aim
and purpose of art, and ethical problems in science; and aims to reach the essence of events by asking
questions and seeking answers. It is the most important human activity which questions the meaning of
existence and generates knowledge and ideas (Loewer, 2016; Tasdelen, 2007).

The purpose of philosophy is to develop individuals’ personalities and enable them to become beneficial
members of the society by breaking them free of prejudices and stereotypes (Cicioglu, 1985). Likewise,
the purpose of philosophy courses in schools is to develop students’ thinking capacity to support them
in understanding the world, the society they live in, and themselves (Unsal & Korkmaz, 2017), and
contribute to the process of raising individuals who have the ability of questioning, becoming aware of
problems, respecting different opinions, critical thinking, independent thinking, original thinking, and
inferring. Philosophy education is a process that transforms and develops an individual. It is expected
that philosophy education will enable an individual to approach even the most common situations with
skepticism and questioning (Tasdelen, 2007).

Nevertheless, there are a number of problems which prevent the realization of learning outcomes in
philosophy education: (i) coursebooks which have content that conveys philosophers’ views, (ii)
negative perceptions of philosophy (i.e. philosophy courses teach about atheism and agnosticism), (iii)
disliking philosophy courses, (iv) being disinterested in philosophy, (v) perceptions that philosophy does
not contribute to one’s development, (vi) presentation of course content as a collection of abstract and
theoretical information and not relating it to daily life, (vii) decreasing the importance of the philosophy
course within the education system, (viii) students’ focus on passing the exams rather than learning
about philosophy and the perception that philosophy is one of those courses that can be passed by
memorizing content, (ix) mostly following the presentation method in teaching the course and not asking
enough questions to encourage students to think, (X) encouraging students to memorize content rather
than higher-order thinking (Akdag, 2002; Alkin-Sahin & Tunca, 2015; Bowery & Beaty, 1999;
Dombayci, 2008; Kefeli, 2011; Kiziltan, 2012; Yapict & Kosterelioglu, 2016). Ineffectiveness of
philosophy courses that result from problems such as the ones mentioned above prevents us from raising
individuals who think extensively, question, criticize, develop multiple perspectives, and have a culture
of discussion (Unsal & Korkmaz, 2017).

The main method of doing philosophy is to think. Thinking refers to cognitive functions which arise
from the need to look for solutions in order to confront and overcome difficulties, and it includes making
plans in relation to the outcomes, dreaming, and identifying the steps to be taken as well as their order
(Dewey, 2017). Thinking goes beyond being only an affective, cognitive, social, and individual attempt
(Splitter & Sharp, 1995) but it is also a skill that can be learned, practiced, and developed (Bono, 2011).
Philosophical thinking, on the other hand, requires higher-order thinking skills such as in-depth and
systematic thinking, conceptual questioning, critique, reasoning, analyzing, inferring, association,
abstraction, and evaluation (Alkin-Sahin & Tunca, 2015; Norris, 2015; Pinto, McDonough & Boyd,
2011). In addition, it is expected that higher-order thinking skills that make up philosophical thinking
will be developed through the philosophy course (Ministry of National Education [MoNE], 2018a).
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One of the factors that activate higher-order thinking skills is the level of questions used in the teaching
environment (Blyukalan, 2007; Kelley-Mudie & Phillips, 2016). The quality of the questions
determines the quality of thinking. While factual questions direct students to remembering and
memorization, in-depth questions pull ideas beneath the surface and force the individual to deal with
complexities (Elder & Paul, 1998). According to Ornstein (1987), the essence of good teaching is
associated with good questions. While good questions are described as questions that activate higher-
order cognitive skills, low-order questions are described as questions that often require respondents to
remember information (Kilig, 2016). However, an effective lesson should include both higher-order and
lower-order questions as different-level questions require different thinking processes (Blyukalan,
2007). Lower-order questions are useful for remembering information and/or events, activating
students’ prior knowledge, continuing classroom discussion, ensuring retention of what is learned, and
creating the foundations for higher-order thinking (Anderson et al., 2010; Biyukalan, 2007; GézUtok,
2007; Gilinel, Kingir, & Geban, 2012; Wilen & Clegg, 1986).

In line with Bloom’s Taxonomy, being able to ask students effective questions is an important factor in
determining students’ in-depth thinking (Seeger, Wood, & Romans, 2018). Bloom’s Taxonomy is the
most frequently used system to categorize questions used in relation to thinking processes in the
classroom (Kracl, 2012). Bloom’s Taxonomy was developed by Benjamin Bloom to evaluate course
materials and test results as well as categorize learning objectives. The taxonomy was later named as
Original Bloom’s Taxonomy (OBT) and consisted of one dimension which included cognitive processes
such as knowledge, comprehension, application, analysis, synthesis, and evaluation (Halawi, McCarthy,
& Pires, 2009; Radmehr & Drake, 2017). The levels in the taxonomy are organized from concrete to
abstract and simple to complex. It is assumed that the hierarchy of the taxonomy is cumulative. Each
level in the taxonomy requires more complex thinking in comparison to the level before it (Anderson,
2005; Krathwohl, 2002). Changes in learning objectives and cognitive psychology over the years
resulted in the need to update the OBT. The OBT was finally updated in 2001 by a group of researchers
lead by Anderson and Krathwohl (Anderson, 2005).

Revised Bloom’s Taxonomy (RBT) consists of two domains; knowledge and cognitive. Knowledge
domain includes the following dimensions; facts, concepts, procedures, and metacognition (Brookhart,
2010). Cognitive domain, on the other hand, includes various thinking skills (remember, understand,
apply, analyze, evaluate, and create) which can be hierarchically categorized from lower-order
(remember) to higher-order (create) skills (Magas, Gruppen, Barrett, Dedhia, & Sandhu, 2017).
Remember refers to recognizing concepts and facts, understand relates to the process in which learners
start to make sense out of the learning input, apply refers to being able to follow procedures in a given
situation, analyze deals with separating knowledge into manageable pieces and presenting the
relationships between certain pieces or all pieces as a whole, evaluate aims to make a judgement based
on criteria selected for a pre-determined goal, and create refers to the process in which a new product is
produced by integrating different pieces of information (Brookhart, 2010).

The hierarchy between the levels of the revised taxonomy is not as strict as the OBT making the revised
version more flexible. Generally, higher levels require more complex skills or the realization of success
than the lower ones (Krathwohl, 2002). Each level within the RBT has subcategories. A total of 11
subcategories are available in the knowledge domain and 19 in the cognitive domain. While OBT
focuses on categories, RBT’s focus is on subcategories (Biimen, 2006). The cognitive domain is
generally characterized as “lower-order” and “higher-order” and sometimes an additional “medium-
order” is included in categorizations (McMillan, 2015). Similarly, Moodley (2013) categorized RBT
into three levels; “lower-order”, “medium-order”, and “higher-order”. In Moodley’s (2013) study,
remember dimension is classified as a lower-order skill; understand and apply as medium-order skills;

and analysis, evaluate, and create as higher-order skills.

In this research, Revised Bloom’s Taxonomy and Moodley’s categorizations of RBT were used to
investigate the questions regarding the cognitive level. The reason for using the Revised Bloom’s
Taxonomy was due to (i) its clarity in terms of definitions of categories and key concepts, (ii) being one
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of the most frequently used taxonomies to develop higher-order thinking skills (Brookhart, 2010;
Blyukalan, 2007; Halawi et al., 2009), and (iii) having been frequently utilized in research evaluating
higher-order thinking questions (Kracl, 2012; Magas et al., 2017; Moodley, 2013).

In Karl Jaspers’ words “its [philosophy’s] questions are more essential than its answers” because
questions encourage people to think while answers signal the termination of the thinking process. The
act of thinking only continues if a question produces another question (Kelley-Mudie & Philips, 2016).
Therefore, philosophy is an activity of asking questions (Topdemir, 2009). In line with this, the history
of philosophy is a collection of unsolvable questions rather than solvable ones (Tasdelen, 2007).

Questions used in philosophy education should not come to an end even after the process of analysing
them. Instead, such questions should point out to possible answers, an uncertainty, or confession that
the questions are difficult so that the search for new answers can continue (Tagdelen, 2007; Uygur,
1964). While philosophical questions are not without answers, the answers they have are not strong
enough to eliminate the questions (Noddings, 2017; Tasdelen, 2007). The answers of philosophy and
science are different from one another. Answers in science have the characteristic of eliminating the
guestion and the teaching of answers is important in science education. While answers in science are
objective, answers in philosophy are subjective (Giinay, 2004; Tasdelen, 2007). Subjective answers not
only provide inconclusive answers but also generate new questions and discussion areas. Therefore,
guestions used in philosophy should allow subjective answers. Since questions of philosophy cannot
reach conclusive answers, such questions are not treated as elements of teaching but rather as elements
of ideas (Tasdelen, 2007).

On a different note, cultural perspective should be taken into consideration whilst preparing questions
for philosophy education. Such questions should be able to face racism, sexism, and religious and
political beliefs and practices (Bowery & Beaty, 1999).

Philosophy education and classroom activities in different countries are generally based on the
coursebook used in the lesson (Choi, 2002; Pinto, Boyd, & McDonough, 2009; Pinto et al., 2011).
Although there have been many developments in teaching methods and instructional technologies,
coursebooks are still considered as fundamental teaching sources (Hottecke & Silva, 2011). Likewise,
it has been found that the philosophy coursebook prepared by the Ministry of National Education
(MoNE) is the main teaching resource used in philosophy courses offered in Turkish high schools
(Erglin & Yapict, 2006). In this sense, it is expected that the questions asked in the lesson will be selected
from those questions included in the coursebook. Therefore, the questions included in the philosophy
coursebook play an important role in activating students’ higher-order thinking skills. Moreover,
coursebooks are designed in line with curricula.

In Turkey the Philosophy Course Curriculum has been revised in 2018 due to the developments in
science and technology which affected the skills that the society expects individuals to be equipped with.
The 2018 Philosophy Course Curriculum in Turkey aims to equip students with skills such as the
knowledge of philosophy concepts, questioning, reasoning, argumentation, critical and analytical
thinking, generating original ideas, philosophy-literacy, writing, and being able to express oneself. The
curriculum suggests putting various higher-order thinking skills such as questioning, critical and
analytical thinking, interpreting, and dialogic reasoning into use in philosophy courses in order to
develop the specified competencies (MoNE, 2018a).

Furthermore, the need to utilize questions that allow the assessment of higher-order thinking skills such
as questioning, interpreting, applying, analyzing, evaluating, and synthesizing is underlined in the
measurement and evaluation dimension (MoNE, 2018a). It is, therefore, important that questions, which
can activate the higher-order thinking skills specified in the curriculum, are included in the philosophy
coursebook designed by MoNE in Turkey.
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The link between philosophy education and higher-order thinking questions attracted author’s attention
and conducting a research study on the use of higher-order thinking questions in philosophy education
was deemed necessary. The aim of the present study is to investigate questions used in philosophy
education in terms of higher-order thinking skills. In order to reach this aim, answers to the following
research questions are sought:

(1) What are the characteristics of the questions included in the 11" Grade Philosophy Coursebook?

(2) At what frequencies are the questions in the 11" Grade Philosophy Coursebook distributed in terms
of the cognitive processes domain of RBT?

(3) What is the inclusion ratio of higher-order thinking skills in the 11" Grade Philosophy Coursebook?

Not only has there been only a limited number of studies on this subject but also the studies conducted
so far were found to focus on students’ perceptions of the philosophy course (Akdag, 2002; Yapici &
Kosterelioglu, 2016), the link between philosophy education and critical thinking (Alkin-Sahin &
Tunca, 2015; Bozoglu, 2008), the philosophy curriculum and its taxonomic analysis (Unsal & Korkmaz,
2017; Norris, 2015), and the coursebooks used in philosophy courses (Pinto, et al., 2011). To the best
of the author’s knowledge, no previous study has investigated the type of questions included in
philosophy coursebooks.

The present study is significant since it aims to fill in this niche in the literature. Moreover, the study is
also significant since it contributes to the presentation of the distribution of the questions used in
philosophy education in terms of the cognitive processes domain and higher-order thinking skills,
identifying the current situation as well as the shortcomings of the book, forming the basis for future
improvements in the book, and monitoring the developments on this subject matter.

METHODOLOGY
Research Design

Document analysis was used in the present study. Document analysis is a systematic procedure used to
analyze and evaluate printed as well as electronic materials (Bowen, 2009). Similar to other analytical
methods in qualitative research, document analysis requires interpreting, developing understanding, and
forming empirical knowledge based on the analysis of materials (Bowen, 2009; Corbin & Strauss, 2008).

The document analyzed in the present study, was the questions in 11" Grade Philosophy Coursebook
designed in line with the revised Philosophy Course Curriculum and published by MoNE (MoNE,
2018b) to be used in Turkish high schools. Only the coursebooks approved by the MoNE can be used
in Turkish schools and those books are distributed to students and teachers free of charge. The
coursebook analyzed in the study was the 11" Grade Philosophy Coursebook which was the only book
prepared for the Philosophy Course in Turkey indicating that it was commonly used in schools. The
coursebook included a total of 294 questions within five units.

The Role of the Researcher

The author of the present study completed her undergraduate study in the field of philosophy teaching
and has a PhD in the field of curriculum and instruction. The author has sufficient knowledge about the
possible answers that can be given to the questions analyzed in the study since she taught philosophy
for six years at the 11" grade in high schools. Moreover, the author also had experience in using the
RBT for analysis.
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Data Analysis

Frequencies and percentages were used in analyzing the first research question. Details regarding to
which categories the questions in the coursebook belonged were presented using frequencies. Analyses
for answering second research question were conducted in line with the cognitive domain of RBT.

While some researchers have utilized both domains of the RBT to conduct their analyses (Sanli, 2019;
Virranméki, Valta-Hulkkonen, & Pellikka, 2020), other researchers utilized either the knowledge
domain (Radmehr & Drake, 2017) or the cognitive domain (Davila & Talanquer, 2010; Phillips, Smith,
& Straus, 2013; Renaud & Murray, 2007; Thompson, Kelso, Ward, Wines, & Hanna, 2016) based on
the objectives of their research. Only the cognitive domain of the RTB was utilized in the present
research since the focus of research was to analyze philosophy questions in terms of higher-order
thinking skills which were part of the cognitive domain (Airasian & Miranda, 2002; Krathwohl, 2002).

The following steps were followed to analyze the questions in the coursebook:
(1) Each question in the coursebook was treated as a unit of analysis.

(1) An analysis table (see Appendix 1) was prepared utilizing various studies such as Anderson
(2005), Anderson et al. (2010), Krathwohl (2002), and Turgut & Baykul (2015). The table
included descriptions, alternative names, and sample questions in relation to the dimensions
within the cognitive processes domain of RBT. Additionally, the relationships as well as
differences between levels that can be confused with one another were explained.

(1) Analyses were conducted considering the sub-categories the RBT provided explanations
with regards to what each sub-category represented.

(IV) Afterwards, the criteria for coding was decided as: (i) If unsure to decide between two
categories to code a question (i.e. understand and analyze) then the question will be coded in
the highest cognitive level (analyze in the given case) as suggested by Anderson (2005). (ii)
Whether the answers expected to be given to the questions are provided in previous sections
of the book will be checked. If the answer to a given question is provided in a previous section
then the question will be coded as “remember”.

(V) Both the analysis table and possible answers that can be given to the questions were
considered while coding the data. The sources of answers were treated as important clues to
decide the cognitive levels of the questions (Erdogan, 2017).

(V1) The results were presented according to the categories. The total number of questions in the
sub-categories of a given category were evaluated as the frequency of the category.

One of the questions (“Based on the idea of optimism included in the text, provide an answer to whether
theoretical discussions without practice constitute an obstacle for using one’s mind”, p. 109) were
excluded from the analysis since it was found to be ambiguous, therefore, the total number of questions
categorized were 293.
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Sample questions that were categorized in the analysis are presented in Table 1. Details of frequencies
and percentages with regards to each question type are given in the results section.

Table 1.

Sample guestions
Cognitive
Dimensions

Sample Questions

*Which is the first civilization that managed to transform ideas into written culture by inscribing “The Epic
Remember  of Gilgamesh and the Code of Hammurabi” onto tablets?

A) Indian  B) Chinese C) Persian D) Egyptian  E) Sumerian
Understand ~ *What are the main differences between patristic philosophy and scholastic philosophy?

*Please discuss the listed questions [What is justice? What is patience? What is honesty?] following the
Apply Socratic method. Note down the defended and invalidated views (including the reasons for their
invalidation) into the blank spaces provided below.
*In his work titled “Applause and Relationships”, Onur Uca asked two types of questions to the employees
of a factory.
A) Do you think justice means splitting two chocolates between two children equally or giving both

chocolates to the winner of the race between those children?
B) A decision was made to pay employees premiums. How the premiums should be distributed, equally or
based on employees’ positions in the workplace?

Answers to the first question indicated that the chocolates should be equally distributed between the
children and children should not be entered into a race. On the other hand, answers to the second question
indicated that premiums should be distributed in line with the positions of the employees suggesting that the
perception of justice in the workplace is perceived differently. Answers to the question were not emotional
in terms of professionalism or work ethics in the administration of justice.
What emphasis, if any, has been made to the concepts of justice and equality in both questions?
*Based on the text, can Kant’s “work ethics” be considered as a universal moral law considering today’s
world? Evaluate?
*Write an original utopia taking the concept and types of utopia, the purpose of their creation, and the
present social order into consideration.

Analyze

Evaluate

Create

Moodley’s (2013) categorization organized in line with the RBT was utilized to analyze the data in the
search to find an answer to the third sub-research question. In this categorization, remember level is
classified as a lower-order skill; understand and apply as medium-order skills; and analysis, evaluate,
and create as higher-order skills. The results of the analysis were presented in frequencies and
percentages.

In order to establish the reliability of the study, two experts with experience in conducting analyses
based on RBT (a philosophy and a curriculum development subject matter expert) were recruited to
analyze the questions in accordance with the Analysis Table. Following Miles and Huberman’s (1994)
formula (Reliability = the number of agreements/ the number of agreements + the number of
disagreements), inter-rater reliability levels between coders and the researcher were calculated as .96
and .91. Miles and Huberman (1994) state that 80 % and above levels of agreement between coders is
sufficient. The inter-coder reliability score of this research establishes the consistency of the study. The
codes in disagreement were discussed with the coders and consensus was reached. In an effort to
establish validity, analyses were conducted using an analysis table in which descriptions of categories,
examples, relationships and differences with other categories were provided, and the steps of conducting
analyses are explained and exemplified.

RESULTS
Characteristics of Questions

Results on the frequency of questions in terms of their purpose, question type, and behavioral domain
are presented under this heading. In terms of their purpose, the questions in the coursebook were
categorized as following; warm-up, practice, discussion, text analysis, writing, and measurement and
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evaluation questions. Details on the distribution of questions in terms of their purpose and the units of
the coursebook are presented in Table 2.

Table 2.
The distribution of questions by units and titles
Philosophy Philosophy Philosophy Philosophy Philosophy in
Question types in between 6th between 2nd between 15% between 18th the Z%t%/ Total
terms of their Century B.C. and and 15th and 17th and 19th Centur
purpose 2nd Century A.D. Century Century Century y
Frequency of the distribution of questions in terms of their purpose (total number of questions)

Warm-up
Questions 1(3) 1(3) 1(3) 1(3) 1(4) 5(16)
Discussion
Questions 2(3) 2(2) 3(4) 1(1) 4(5) 12(17)
Practice
Questions 7(13) 6(9) 5(16) 7(14) 8(15) 33(64)
Text Analysis
Questions 3(12) 5(20) 3(12) 3(12) 4(16) 18(72)
Writing
Questions 1(1) 1(2) 1(2) 1(2) 1(1) 5(5)
Measurement
and Evaluation 1(25) 1(23) 1(22) 1(24) 1(25) 5(120)
Questions
Total 15(57) 16(58) 14(58) 14(55) 19(66) 78(294)

The analysis of Table 2 indicates that all question categories in terms of their purpose were included
across each unit of the book, and the number of questions each unit were found to be close to others.
The 294 questions analyzed in this study were dispersed across 78 different points in the coursebook
which indicated that an effort was made to make frequent uses of questions in lessons. The most
frequently used question categories in terms of their purpose were; practice, text-analysis, and discussion
questions respectively. All of those questions were prepared based on a context (text). On a different
note, the fact that the number of questions in categories other than measurement and evaluation was
high (f= 174) was an indicator of the importance given to not only summative but also formative
assessment.

The analysis of question types suggested that all of the questions (f= 176) in the warm-up, discussion,
text-analysis, and writing activities were prepared as open-ended questions. As for the questions within
the measurement and evaluation domain, 20 questions (16.6%) were fill in the blanks, 26 (21.6%) were
matching, 40 (33.3%) were open-ended, and 34 (28.3%) were multiple-choice questions.

Distribution of the questions in terms of the cognitive processes

Results of the analysis of the questions included in the Philosophy Coursebook based on Revised
Bloom’s Taxonomy is presented in Table 3.

Table 3.
Distribution of questions based on the cognitive processes domain of Revised Bloom’s Taxonomy
Philosophy . .
between 6th bph'IOSOPhy Philosophy Philosophy Philosophy in
. etween 2nd between 18th
Cognitive  Century B.C. and d 15th between15thand d 19th the 20th Total
dimensions 2nd Century an 17th Century an Century
AD Century Century
f % f % f % f % f % f %
Remember 10 175 13 224 13 224 13 241 17 25.8 66 225
Understand 42 73.7 41 70.7 42 724 37 68.5 42 636 204 69.6
Apply 3 5.3 1 1.7 - - 1 1.9 - - 5 17
Analyze 1 1.8 1 1.7 - - 1 19 4 6.1 7 24
Evaluate - - 1 1.7 1 1.7 1 1.9 1 15 4 14
Create 1 1.8 1 1.7 2 3.4 1 1.9 2 3 7 24
Total 57 100 58 100 58 100 54 100 66 100 293 100
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It is worth noting that most of the questions were found to be in the understand dimension (see Table
3). Moreover, the distribution of questions was similar across units. Nevertheless, it was observed that
there were no questions categorized in the evaluation dimension within the “Philosophy between 6th
Century B.C. and 2nd Century A.D.” unit, in the apply or analyze dimensions within the “Philosophy
between 15th and 17th Century” unit, or the apply dimension within the “Philosophy in the 20th
Century” unit. 22.5% of the questions were in the remember, 69.6% in the understand, 1.7% in the apply,
2.4% in the analyze, 1.4% in the evaluate, and 2.4% in the create dimension.

Distribution of the questions based on thinking skKills

Questions were also examined based on levels of thinking skills required to answer them and
distributions were calculated (see Table 4).

Table 4.
Distribution of the questions based on thinking skills
Philosophy - .
Lovel of between 6th " iooORY. Philosophy oilosopfy  Philosophy in
A Century B.C. between15thand the 20th Total
Thinking and 15th and 19th
Skills and 2nd Century 17th Century Century Century
Century A.D.
f % F % f % f % f % f %
Lower-order 10 175 13 224 13 224 13 241 17 25.8 66 225
Medium- 45 78.9 42 724 42 724 38 70.4 42 63.6 209 713
order
Higher-order 2 35 3 52 3 5.2 3 5.6 7 10.6 18 6.1
Total 57 100 58 100 58 100 54 100 66 100 293 100

Analysis of Table 4 suggested that the number of questions that require higher-order thinking skills were
close to one another across units. The greatest number of questions categorized as requiring “higher-
order skills” were included in the “Philosophy in the 20th Century” unit, and the least in the “Philosophy
between 2nd and 15th Century” unit. 22.5% of the questions included in the coursebook were found to
have been prepared for activating lower-order, 71.3% medium-order, and 6.1% higher-order thinking
skills.

DISCUSSION AND CONCLUSION

The results of the present study showed that all of the units in the 11" Grade Philosophy Coursebook
included warm-up, practice, discussion, text-analysis, writing, and measurement and evaluation
questions. In terms of their purpose, the most frequently used questions were practice, text-analysis, and
discussion questions respectively. Additionally, it was found that an emphasis was placed not only
summative but also formative assessment. Formative assessment has a function to increase learning
opportunities (Black & William, 1998); therefore, inclusion of this form of assessment in the book is
important for student success.

Frequent uses of questions were made throughout the book. The frequency of assessment is one of the
important factors that increase students’ success. Moreover, students’ learning and thinking can be
evaluated through questions (Marzano, 2006). Making frequent uses of questions in the book is
significant since it encourages students to examine issues and think about those issues which increase
the chances of academic success. All of the questions prepared for formative assessment in the
coursebook (warm-up, discussion, practice, text analysis, and writing questions) were found to be open-
ended questions. On the other hand, measurement and evaluation questions (prepared for summative
assessment) included open-ended, multiple-choice, matching, and fill in the blank questions. When
assessing student learning, it becomes necessary to utilize various types of questions (Berberoglu, 2006).
For example, question types such as multiple-choice and true/false questions fail in addressing the
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measurement of a number of behavioral domains when evaluating student learning (Kutlu, Dogan, &
Karakaya, 2014). Nevertheless, such question types have certain advantages such as requiring less time
to complete and enabling an easy and fairly objective process of evaluation (Temizkan & Sallabas,
2011). It is considered that the inclusion of various types of questions in the coursebook is advantages
in terms of overcoming the limitations of one type of question by using another type.

22.5% of the questions in the book were found to be in the remember dimension of the cognitive
processes domain within the RBT. Questions measuring the remember dimension contribute to
increasing the permanence of learning and create the basis for medium- and high-order questions
(Anderson et al., 2010; Bliyukalan, 2007). About 7 out of every 10 questions included in the book, on
the other hand, were found to be in the understand dimension. The fact that the number of questions in
the understand dimension were high can be related to -since those questions were mostly prepared based
on a text- the need to include questions that require understanding texts, comparing different viewpoints
within the text, and explaining the concepts and ideas within the text. Nevertheless, including that many
questions in the understand dimension has the potential to prevent rather than contribute to students’
development of higher-order thinking skills. There were only few questions prepared in the apply,
analyze, evaluate, and create dimensions. According to Cevizci (1997) philosophy is not a discipline
appropriate for practice but is rather more appropriate for thinking. Therefore, it is possible that the
number of questions in the apply dimension were low because of that characteristic of the philosophy
course. In spite of this, however, philosophical thinking is a process that requires analysis and synthesis
(Cevizci, 1997). The results of the study showed that this principle was not taken into consideration in
the philosophy coursebook. Because of its nature, philosophy is a discipline that utilizes in-depth and
comprehensive thinking, and questioning as a method. This outcome, therefore, indicates the need to
prepare questions in the analyze and evaluate dimensions so that students’ use of such skills can be
activated.

One of the positive aspects of the coursebook was the inclusion of questions at the end of each unit
which ask students to write an original philosophical essay. However, the ratio of such questions (in the
create dimension) was quite low (2.4%) in the book. This situation is an indicator that the conditions
necessary for the development of creative thinking skills specified in the curriculum have not been
created. Teachers participating in Oktay and Sakar’s (2014) study, similarly, criticized the 2009
Philosophy Course Curriculum for not nurturing creativity of students. Although the Philosophy Course
Curriculum has changed over time, it has been observed in the present study that the inability of the
philosophy coursebook to contribute to the process of raising creative individuals continues. It is, thus,
suggested that the number of questions in the create dimension within the book is increased.

Most of the questions in the coursebook were found to have been prepared for medium-order thinking
skills and this was followed by questions prepared for lower-order thinking skills. While the higher
number of questions prepared for medium-order thinking skills compared to those prepared for lower-
order thinking skills can be interpreted as a positive finding, the ratio of questions prepared for higher-
order thinking skills was found to be quite low (6,1 %). This outcome indicates that the questions in the
coursebook were not prepared systematically or based on taxonomy, and that coursebook authors were
not competent enough to write questions for activating higher-order thinking skills. Preparing
coursebook questions in accordance with taxonomy can contribute towards processes such as facilitating
students’ practice and preventing the accumulation of questions in certain cognitive dimensions.
Moreover, such a strategy can provide teachers with more question options to select from based on the
cognitive dimension(s) that they want their students to do practice with (Buyukalan, 2007). Thus, a
training program can be offered to philosophy coursebook authors to develop their understanding of the
cognitive domain and increase their competencies to be able to prepare questions to activate higher-
order thinking skills in line with the cognitive domain classifications.

Asking questions in lessons which activate higher-order thinking skills is a factor that increases students’
academic success (Cimer, 2007). Therefore, a suggestion to decrease the number of questions activating
medium-order thinking skills and increase the number of those that activate higher-order thinking skills
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can be made in an effort to enable students develop skills such as critical and analytical thinking,
creativeness, developing original ideas, philosophy-literacy, writing, and being able to express oneself
all of which have been specified in the 2018 Philosophy Course Curriculum. Philosophy questions to
serve as sample (“Promises Should be Kept” for the analyze; “Enigma” for the evaluate, and “Need or
Desire” for the create dimensions) have, therefore, been prepared for activating higher-order thinking
skills (see below).

Similar to other disciplines, it is important to prepare questions taking learning outcomes into account.
Therefore, learning outcomes specified in the 11" Grade Philosophy Course Curriculum were analyzed
in accordance with the RBT and a learning outcome for the analyze and another for the evaluate
dimension were selected and sample questions were written for those learning outcomes. Since no
learning outcome was identified to be in the create dimension, the sample question for this dimension
was prepared in line with the learning outcome selected for the evaluate dimension.

Learning Outcome: In the light of sample philosophical texts, learners analyze the philosophical views
of philosophers who lived between 6th Century B.C. and 2nd Century A.D.

PROMISES SHOULD BE KEPT

Generalization: All birds can fly.

Counter-example: Penguins are birds, but they cannot fly.

New generalization: Birds, except penguins, can fly. / Not all birds can fly. / Some birds can fly.

You can use the above example in answering the question below.

Each of the following propositions is a generalization: “Those who study for their lessons become
successful”, “Soldiers are brave”, “Promises must be kept”. Most of us think that we should keep our
promises. Is this generalization true in all cases? Plato, in his book titled “The Republic”, asks this
question in Socrates’s -his teacher- words and develops a counter-example: “For example, if we agree
on keeping the gun of a sane friend with a promise to give it back and then this friend goes crazy (as in
losing his mental health), and he asks his gun back, would it be right to give back the gun?”. Most
people answer this question: “No, it (the gun) should not be returned under these circumstances”.

QUESTION: Taking this situation which does not fit the initial proposition “Promises should be kept”
into consideration, (a) write a new generalization and (b) develop a counter-example to the new
generalization you have written.

Learning outcome: Learners philosophically evaluate sample ideas and arguments of the 20th century
philosophy

ENIGMA

In “The Imitation Game: Enigma” directed by Morten Tyldum, Alan Turing and his team -who work
for the British Army- decrypt the Enigma (a cipher machine used by the Nazis during World War 2 to
send and receive secret messages) after a two-year long study and find out that an attack on the British
Navy is to take place in half an hour. There are 500 people in the fleet that will be attacked and one of
those soldiers is a lieutenant who is the brother of one of the engineers in Alan’s team. The engineer
requests that the information of the attack be shared so that the 500 soldiers -including his brother- can
survive. However, if this information is shared then Germans could understand that the Enigma is
decrypted and they can change the code which means the work Alan and his team have carried out over
two years will be in vain. Alan Turing, the leader, on the other hand, proposes the following: The attack
plan they have learned about should not be shared so that the Germans do not understand they (the
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British) have decrypted the code and, following statistical analyses, only attacks in critical areas -no
other attacks- be shared with others. Dewey believed that there are no absolute criteria when solving
problems that require making moral decisions. When making moral decisions, individuals encounter
incomparable options and have to make a choice. Dewey claimed that the questions science utilized in
physics can also be used in ethics (Acar-Erdol, 2019, p.261-262).

QUESTION: Following John Dewey’s scientific method criteria, evaluate the ethical dilemma titled
“Enigma” and make a decision.

NEED OR DESIRE
Write a philosophical essay on the following topic.

“ ‘We have very few real needs, but our wants are destroying us.’ Do you agree? In your response, draw
on relevant philosophical sources, including at least one of the following: Sartre, Russell, Wittgenstein,
Camus.” (Victorian Curriculum and Assessment Authority, 2018).

Most of the questions in the coursebook were “context-based questions” and “continuous texts” were
used to create the context. Although the characteristics of the mentioned texts are outside the scope of
the present study, those texts were not found to have sufficient clarity or comprehensiveness to enable
the process of answering the questions or making inferences. Future research, therefore, can examine
the texts in terms of clarity and comprehensiveness.
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APPENDIX 1 Analysis Table

Cognitive Alternative Definitions, Examples, Relationships, and Differences
processes names
Accessing related information in the long-term memory
1. REMEMBER -Students are asked to complete the given task without making any changes
or making limited changes in the conditions.
1.1 Recognizing Identifying * Recognizing important dates in the history of the nation.
1.2 Recalling Retrieving * Remembering important dates in the history of the nation.

2. UNDERSTAND

Making sense of teaching-related messages that are received in verbal,
written, and visual formats

- Students reach the understand level when they create links between the
newly acquired knowledge and their prior knowledge.

2.2 Exemplifying

Instantiating

Clarifying, - Paraphrasing important statements and documents using their own
2 1 Interpretin Paraphrasing, sentences.
' P 9 Translating, * Paraphrasing a well-known document like the Universal Declaration of
Presenting Human Rights in their own words.
Illustrating, - Finding a special example or way of representation to exemplify a concept

or a principle.
* Giving examples to various styles of oil-painting.

2.3 Classifying

Categorizing,
Subsuming

* Classifying observed or described mental illnesses.
* Asking students to watch the recorded behaviors of an individual who has
a mental illness and identify what the displayed mental behavior is.

2.4 Summarizing

Abstracting,

* Summarizing important contributions of distinguished scientists after
reading their articles.

Generalizing * Finding an appropriate title to a given text.
- Finding a manifested pattern from a series of examples or cases (i.e.
Concludin repeated order).
Extra olatigr; * Deducing a grammar rule from given examples when learning a foreign
2.5 Inferring inte Fz)latin 9 language.
PredriIz:tin & The difference between inferring and attributing: Attributing is related
9 to identifying an author’s viewpoint. Inferring, on the other hand, relates to
utilizing the presented information to identify the manifested pattern.
Matchi - Finding similarities and/or differences between two ideas, objects and so
atching, on
2.6 Comparing ﬁ:/lc;ntr?stlng, * From which viewpoint the electrical circuit resembles to the flow of water
ppIng, through the pipe?
- The step of explaining is realized when students become able to create
models about the cause-effect relationships within a given system and
Constructin utilize the model.
2.7 Explaining g * Being able to explain the reasons of significant event taking place in the
models 18t Century.
* What would happen if the diameter of the cylinder within a bicycle pump
is increased?
3. APPLY Apply refers to following or utilizing procedures within a given case.

3.1 Executing

Carrying out

- Applying the procedures into a familiar task.
* Dividing a multi-digit whole number into another multi-digit whole
number.

3.2 Implementing

Using

- Utilizing procedures in new cases that are applicable.

* Identifying the situations where Newton’s second law is applicable.
Relationship with other categories: Utilizing has a relationship with other
cognitive process categories such as understand and create.
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Cognitive Alternative Definitions, Examples, Relationships, and Differences
processes names
Diving a material into components that make it and identifying the
relationship between components and the whole.
- Includes the steps of analyzing a product, finding out the components that
4 ANALYZE make up the product (separation), understanding existing relationships

among those components and their organization as well as the process of
how the product is formed.

Relationship with other categories: Analyze is a mental process between
the levels of understand and evaluate.

Distinguishing,
Discriminating,

- Differentiating between the related/unrelated or important/unimportant
parts of the presented material.

* Learning how to identify the main points in a research report.

* Selecting the main steps within a text that explains how something is
done. In relation to this, students can be asked to read a chapter in the book
which explains how lightening is formed and then identify the main steps of
this process (i.e. the creation of clouds thanks to the moisture in the air, the
formation of up and down air movements within the cloud, the separation of

Identifying with,
Structuring,
Ensuring
consistency

Examining in i
. . . electricity loaded droplets, and so on).
4.1 Differentiating | detail, - A T
Selectin Differences from other categories: Differentiating is different from other
E 9. cognitive processes related to understand. This is because it is related to
mphasizing, | organization of things and ifically to how th
Focusing structural organization of things and more specifically to how the
components are in harmony with the whole. The relation of the components
to the whole forms the basis in differentiating. Understand, on the other
hand, is about understanding a product as a whole. It is also different from
comparison. For example, the seeds are related but the colors and shapes are
unrelated when separating apples and oranges as fruits. When making
comparisons, all criteria (seed, color, and shape) are interrelated.
Realizing the
whole and - In organizing, students are able to identify the systematic relationships
integrating, between the components that make up a whole in a given situation or problem.
Identifying the - In organizing, the material under investigation is presented using a table,
4.2 Organizing main points, matrix, or a hierarchical diagram.

* Learning to analyze research reports under four main sections which are;
hypothesis, method, data, and results. Students can be asked to identify the
main points of the report.

4.3 Attributing

Referring,
Deconstructing,
Assigning

- This step is realized when students are able to realize their own points of
view, biases and values that lie in the heart of communication. Attributing
includes the process in which students break apart the structure of the
presented material in an effort to understand the intention(s) of the author.
* Asking whether a report on human learning has been written by a
behavioral or cognitive psychologist.

* Which of the following options is the purpose of the author in writing the
text you read on Amazon rainforests?

a) Presenting factual information on Amazon rainforests

b) Warning the reader about the need to protect rainforests

c) Showing the economic advantage of creating rainforests

d) Expressing the benefits of creating rainforests for human beings
Differences from other categories: “Attributing focuses solely on the
pragmatic issue of determining the author's point of view or intention,
whereas inferring focuses on the issue of inducing a pattern based on
presented information. Another way of differentiating between these two is
that attributing is broadly applicable to situations in which one must "read
between the lines/* especially when one is seeking to determine an author's
point of view. Inferring, on the other hand, occurs in a context that supplies
an expectation of what is to be inferred.” (Anderson et al., 2010, p.74).
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Cognitive Alternative Definitions, Examples, Relationships, and Differences
processes names
Making judgements based on criteria and standards.
- Students can be asked to develop their own criteria to be used in
evaluation.
* Does this machine function at the expected efficiency?
5. EVALUATE * |s this the best method to realize the objective?
* |s this approach more economic compared to others?
Difference from other categories: Having performance standards based on
clearly defined criteria is what distinguishes evaluate from other judgements
that students make.
Coordinating,
Monitoring, - Identifying mismatches in a given process or product, revealing whether
Testing, there is internal consistency in a given process or product, and anticipating
5.1 Checking Examining, the extent to which a certain activity will be effective in a given process.

' Finding, * Students are asked to read a report on a chemistry experiment and then
Controlling identify whether the results reached in the experiment are in fact results that
internal can be reached through observations recorded in the experiment.
consistency

- Revealing the mismatch between a product and external criteria,
identifying the match between the product and external criteria, and
identifying whether an activity is appropriate for a given problem.

5.2 Critiquing Judging * |dentifying which of the two methods are the most appropriate to solve a
given problem.
* Judging the effectiveness of “abolishing the rule of scoring students” as a
solution to the problem of “how to develop K-12 education”.
Creating a new and original product by gathering components in an
appropriate order

6. CREATE Difference from other categories: Writing compositions, not all the time

but frequently, is accepted as requiring cognitive processes in relation to
create level. For example, manuscripts which represents remembering ideas
or interpretation of materials do not include the level of create.

6.1 Generating

Hypothesizing

- Developing new hypotheses based on criteria.

* Students can be asked to propose as many solutions as they can think
about in order to ensure that everyone in the society has a health insurance.
* What alternative methods can you use in order to identify the whole
numbers that make up 60 when they are multiplied with each other?
Difference from other categories: Create is used in a limited meaning
here. Similarly, understand level requires creating processes which include
translating, exemplifying, summarizing, inferring, classifying, comparing,
and explaining. On the other hand, the goal of understand is often closed-
ended, in other words, the goal is to reach a certain meaning. In contrast,
generating as part of the create level is open-ended indicating availability of
various possible outcomes.

* Students can be asked to outline and present the steps they would follow

6.2 Planning De5|gn|pg, in a research report writing assignment on the reasons of the violence
Regulating against women
. * Creating symbiotic relationships for certain species in line with certain
Creating,

6.3 Producing

Constructing

objectives.
* Inventing products.
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TURKCE GENISLETILMIS OZET

Antik Yunan filozofu Sokrates, dgrencilere yeni bir sey Ogretilemeyecegini, onlara sorular sorarak
diisiincelerini dogurtmak (maiotik yontem) gerektigini belirterek, egitimde soru ile diisiinme arasindaki
baglantiy1 ve bilgi i¢in bu iki 6genin 6nemini yaklasik 2500 yil 6nce ortaya koymustur. Daha sonra
‘Sokratik Tartisma’ olarak adlandirilan bu yontem hem felsefenin temel yontemi olmus hem de 6gretim
yaklagimlar arasinda yerini almistir. Felsefe, varligin anlamini sorgulayan ve bu konuda bilgi ve
diisiince iireten en 6nemli insan etkinligidir (Loewer, 2016; Tasdelen, 2007). Felsefe yapmanin temel
yontemi diigiinmektir. Felsefi diisiinme, derinlemesine ve sistematik diisiinme, kavramsal sorgulama,
elestirme, muhakeme, analiz etme, ¢ikarim yapma, iliskilendirme, soyutlama, degerlendirme gibi iist
diizey diisiinme becerilerini gerektirmektedir (Alkin-Sahin ve Tunca, 2015; Norris, 2015; Pinto,
McDonough ve Boyd, 2011) ve felsefi diisiinceyi olusturan st diizey diisiinme becerilerinin felsefe
dersi araciligryla gelistirilmesi beklenmektedir (MEB, 2018a).

Ust diizey diisiinme becerilerini harekete geciren unsurlardan biri egitim ortaminda kullanilan sorularin
dizeyidir (Buytkalan, 2007; Kelley-Mudie ve Phillips, 2016). Sorularin kalitesi diisiinmenin kalitesini
belirlemektedir. Olgusal sorular, dgrencileri hatirlamaya ve ezberlemeye yoneltirken; derin sorular,
diisiinceleri yiizeyin altina gekmekte ve bireyi karmagiklikla bas etmeye zorlamaktadir (Elder ve Paul,
1998). lyi sorular 6grencide {ist diizey bilissel becerileri tetikleyen sorular olarak tanimlanirken, diisiik
seviye sorular ¢ogunlukla ¢agrisim yapan ya da bilgiyi hatirlatan sorular olarak ortaya c¢ikmaktadir
(Kilig, 2016).

Bloom Taksonomisi’nin diizeyleri dogrultusunda etkili soru sorulabilmesi ¢ocuklarin derin diisiinmesini
belirlemede 6nemli bir etken olmaktadir (Seeger, Wood ve Romans, 2018). Bloom Taksonomisi, 1956
yilinda Benjamin Bloom ve arkadaglar1 tarafindan, ders materyallerinin ve test sonuglarinin
degerlendirilmesi ve egitim hedeflerinin siniflandirilmasi amaciyla gelistirilmistir (Radmehr ve Drake,
2017). Egitimin hedeflerinin yapisindaki degisimler ve biligsel psikolojideki gelismeler Bloom
Taksonomisi’nin degismesini gerekli kilmig ve 2001 yilinda Anderson ve Krathwohl’un &nciiliigiinde
olugturulan ¢alisma grubu tarafindan Bloom Taksonomisi giincellenmistir (Anderson, 2005).
Glincellenmis Bloom Taksonomisi (GBT) bilgi ve biligsel siire¢ boyutu olmak iizere iki boyuttan
olugmaktadir. Biligsel siire¢ boyutu, hatirlama, anlama, uygulama, ¢éziimleme, degerlendirme ve
yaratma kategorilerini icermekte ve bu kategoriler alt diizey diisiinme becerilerilerinden (hatirlama), Ust
diizey diistinme becerilerine (yaratma) dogru bir hiyerarsi yansitmaktadir (Magas, Gruppen, Barrett,
Dedhia ve Sandhu, 2017). GBT nin her kategosinin altinda alt kategoriler yer almaktadir. Biligsel siireg
boyutunda toplam 19 alt kategori bulunmaktadir. GBT’nin bilissel siire¢ boyutu genellikle alt ve ist
dizey olarak; bazen de alt, orta ve iist diizey olarak siniflandirilmaktadir (McMillan, 2015). Benzer
sekilde, Moodley (2013)’in ¢aligmasinda da, GBT alt, orta ve iist bilissel diizey olmak iizere li¢ diizeye
ayrilmig, hatirlama alt biligsel diizey; anlama ve uygulama orta bilissel diizey ve ¢o6ziimleme,
degerlendirme ve yaratma basamaklari ise iist biligsel diizey olarak degerlendirilmistir.

Felsefe bir soru sorma etkinligidir (Topdemir, 2009). Sorusuz felsefe ve felsefe egitimi temelden yoksun
bir etkinlik olacaktir. (Tasdelen, 2007). Farkh iilkelerde lise diizeyinde felsefe ogretimi ve felsefe
dersinde uygulanan etkinlikler ¢ogunlukla ders kitab1 dogrultusunda siirdiiriilmektedir (Choi, 2002;
Pinto, Boyd ve McDonough, 2009; Pinto, McDonough ve Boyd, 2011). Ogretim ydntemlerinde ve
teknolojilerinde, 6grenmeyi destekleyici pek ¢ok gelisme olmasina ragmen ders kitaplart halen temel
ogretim kaynaklari olarak kullanilmaktadir (Héttecke ve Silva, 2011) Ergiin ve Yapict (2006) nin
arastirmasinda da Tiirkiye’de lisede felsefe derslerinin MEB tarafindan hazirlanan ders kitabi
dogrultusunda islendigi bulgulanmistir. Bu nedenle felsefe dersinin, d6grencilerin {ist diizey diisiinme
becerilerini harekete gecirmesinde, felsefe ders kitabinda yer alan sorular 6nem tagimaktadir.

Bu aragtirmanin amaci felsefe 6gretiminde kullanilan sorularin iist diizey diisiinme becerileri agisindan
incelenmesidir. Bu amaca ulagmak i¢in su sorulara yanit aranmigtir:;
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(1) 11. Sinif Felsefe Ders Kitabinda yer alan sorularin 6zellikleri nelerdir?

(2) 11. Sinif Felsefe Ders Kitabindaki sorularin GBT’nin bilissel siire¢ boyutuna goére dagilim orant
nedir?

(3) 11. Sinuf Felsefe Ders Kitabi’nda yer alan sorularda tist diizey diisiinme becerilerine yer verme orani
nedir?

Aragtirma, dokiiman analizi dogrultusunda yapilmistir. Arastirmada incelenen dokiiman 2018 Felsefe
Ogretim Programi dogrultusunda hazirlanan MEB tarafindan yayimlanan Ortadgretim Felsefe 11. simf
Ders Kitabi’'nda yer alan sorulardir. Arastirmanin birinci alt amacinin ¢éziimlenmesinde frekans ve
yizde kullamlmigtir. Ikinci alt amacin ¢dziimlenmesi 2001 yilinda Giincellenmis Bloom
Taksonomisi’nin biligsel siire¢ boyutu dogrultusunda yapilmistir. Ugiincii alt amacin ¢dziimlenmesinde
Moodley (2013)’in yaptig1 siniflama kullanilmistir. Kitapta yer alan sorularin analizinde kullanmaya
yonelik Anderson (2005), Anderson ve digerleri (2010), Krathwohl (2002), ve Turgut ve Baykul
(2015)’dan yararlanilarak bir Analiz Tablosu hazirlanmis ve Ek 1°de (bu basligin altinda) sunulmustur.
Analiz Tablosunda taksonomide yer alan kategorilere yonelik tanimlamalara, 6rneklere, alternatif
isimlendirmelere, kategoriler arasi iliskilere ve farklara yer verilmistir. Sorularmn kodlanmasinda
kullanilacak kriterler belirlenmistir. Bu kriterler sunlardir: (i) Sorular kodlanirken taksonominin iKi
basamagi arasinda kalindiginda (6rnegin, anlama ve analiz) Anderson (2005)’in dnerdigi gibi soru,
yiiksek olan kategoriye (analiz) kodlanacaktir. (ii) Sorularda istenen yanitin kitabin 6nceki béliimlerinde
verilip verilmedigi kontrol edilecektir. Yanit1 kitabin 6nceki boliimlerinde yer alan sorular ‘hatirlama’
olarak kodlanacaktir. Kodlamalarda Analiz Tablosu yaninda, sorulara verilebilecek yanitlar da g0z
onunde bulunduralar ¢6ziimlemeler yapilmustir.

Aragtirma sonucunda, kitabin tiim tinitelerinde ayni sistematiklik igerisinde hazirlik, uygulama, tartisma,
metin analizi, yazma ve 6lgme ve degerlendirme sorularina yer verildigi goriilmistiir. Kitapta en ¢ok
tekrarlanan amaca yonelik soru tiirleri sirasiyla uygulamaya yonelik sorular, metin analizine yonelik
sorular ve tartismaya yonelik sorular olmustur. Kitap igerisinde toplam degerlendirme yaninda
bigimlendirici degerlendirmeye de Onem verilmigtir. Kitapta sorulara siklikla yer verilmistir.
Degerlendirme siklig1 6grencinin akademik basarisini arttirmada dnemli bir unsurdur. Ayrica sorular
yoluyla 6grencinin 6grenmesinin ve diistinmesinin degerlendirilmesi yapilabilmektedir (Marzano,
2006). Kitapta sorulara siklikla yer verilmesi O6greneni sorgulamaya, diisiinmeye sevk etmesi ve
akademik basarisini arttirmasi agisindan 6nem tagimaktadir.

Kitaptaki sorularin yiizde 22,5’i hatirlama basamaginda bulunmaktadir. Kitapta yer alan yaklagik 10
sorudan yedisi ise taksonominin anlama basamaginda yer almaktadir. Ancak sorularin cogunlugunun bu
basamakta olmasi1 dgrencilerin {ist diizey diisiinme becerilerinin gelisimine katki saglamaktan ziyade
engel teskil eder diizeydedir. Kitapta uygulamaya (%1,7), ¢oziimlemeye (%2,4), degerlendirmeye
(%1,4) ve yaratmaya (%2,4) yonelik ¢cok az sayida soruya yer verilmistir. Cevizci (1997)’ye gore felsefe
uygulamaya yonelik degil, diisiinmeye yonelik bir disiplindir. Bu nedenle kitapta uygulama diizeyine
iligkin sorularin az olmasi dersin 6zelliginin bir sonucu olarak degerlendirilebilir. Bununla birlikte
felsefi diislince analiz ve sentez etmeyi gerektiren bir diislincedir (Cevizci, 1997). Felsefe kitabinda yer
alan sorularda bu ilkenin dikkate alinmadig1 goriilmektedir. Felsefe, dogas1 geregi sorgulamayi,
derinlemesine ve kapsayici diisiinmeyi yontem olarak kullanan bir disiplindir. Bu becerilerin
kullanilmasini aktif kilacak, 6zellikle ¢oziimleme ve degerlendirme basamaklarinda sorularin yazilmasi
onerilebilir.

Kitaptaki sorularin biiyiik boliimii orta biligsel diizeye yonelik hazirlanmistir. Bu sorulan alt diizey
sorular izlemektedir. Sorularin yalnizca yiizde 6,11 iist biligsel diizeye yonelik hazirlanmis olup, bu oran
oldukca diisiik kalmaktadir. Bu sonu¢ sorularin bir taksonomi ya da siralamaya dayali olarak
hazirlanmadigim gostermektedir.
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Derslerde iist biligsel diizeye yonelik sorular sorulmasi 6grencilerin akademik bagarilarini arttiran bir
unsurdur (Cimer, 2007). 2018 Felsefe Ogretim Programi’nda amagclanan, 6grencilerin elestirel diisiinme,
yaraticilik, analitik diistinme, 6zgiin fikirler tiretme, felsefi okuryazarlik, ifade ve yazma becerisi gibi
yeterliklerinin gelistirilmesine yonelik orta bilissel diizeye yonelik soru sayisinin azaltilip, st biligsel
diizeye yonelik soru sayisinin arttirilmasi dnerilebilir. Ust diizey diisiinme becerilerine yonelik felsefe
sorularina 6rnek olmasi agisindan analiz diizeyinde “Verilen Sozler Tutulmalidir”, degerlendirme
diizeyinde “Enigma” ve yaratma diizeyinde “Ihtiyac mu, istek mi” baslikl1 sorular yazilarak sunulmustur.
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EK 1. Analiz Tablosu

Bilissel siirec¢

gruplari

Alternatif
isimler

Tammlar, Ornekler, iliskiler ve Farklar

1. HATIRLAMA

Uzun siireli bellekte iliskili bilgiye erisilmesi
-Ogrenciden istenen, kosullarda higbir degisiklik yapmadan ya da ¢ok az
degisiklikle gorevi yerine getirmesidir.

1.1 Tamima

Belirleme

* Ulus tarihindeki 6nemli olaylarin tarihlerini tanima.

1.2 Hatirlama

Bilgiye erisme

* Ulus tarihindeki 6nemli olaylarin tarihlerini hatirlama.

Sozlii, yazih veya grafik bicimlerde olabilen égretimle ilgili iletilerden
anlam olusturma

2. ANLAMA - Ogrenciler, edindikleri yeni bilgiler ile daha énce edinmis olduklart
bilgiler arasinda baglar olusturduklarinda anlama diizeyine erisirler.
Agiklik
E?:lirfgl gé ]i?izska - Onemli konusma ve dokiimanlar1 degisik bir ifadeyle sdyleme.
2.1 Yorumlama anlatma * Insan Haklar1 Evrensel Bildirgesi gibi ¢ok iyi bilinen bir dokiimani
(;evirmé ogrencinin kendi ifadesi ile sunmasi.
Temsil etme

2.2 Orneklendirme

Gosterimleme,

- Kavram veya ilkeyi drneklendirmek, belirtmek icin 6zel bir drnek veya
gdsterimleme yolu bulma.

Somutlama * Cesitli yagliboya resim stillerine 6rnekler verme.

Gruplarq * Gozlenen veya betimlenen ruh hastaliklarini siniflama.

ayirma, Ilgili * Ogrenciden zihinsel rahatsizlig1 olan bir kisinin videoya kaydedilmis
2.3 Siniflama N e L

gruba davranislarini gozleyerek bu goriintiilerde yansiyan zihinsel sorunu

yerlestirme belirlemesini isteme.

Kisaca ifade

* Doga bilimlerinde taninmig bilim adamlarinin birkag yazisin1 okuduktan

2.4 Ozetleme etme, sonra onlarin 6nemli katkilarini 6zetleme.
Genelleme * Yaziya uygun baslik belirleme.
Cikarsama, - Bir dizi 6rnek ya da durumdan kendini gosteren Oriintiiyii (tekrarlanan gidis,
Ulama, siralanis) bulma.

2.5 Sonug cikarma Qteleme, * Yabanc dil dgrenirken dilin kurallarini 6reklerinden ¢ikarma.

' Onceden Sonug¢ ¢cikarma ve irdeleme arasindaki fark: Irdelemede sadece yazarin

tahmin etme, bakis agisi belirlenir. Sonug ¢ikarmada ise sunulan bilgiden yararlanarak bu
Yordama bilgide kendini gdsteren Oriintii ortaya ¢ikarilir.

2.6 Karsilastirma

Benzerlik veya
fark arama,
Esleme, Ortme,
Farklar1 ortaya
koyma

- Iki diisiince, nesne ve benzeri arasindaki benzerlikleri ve farkliliklar1 bulma.
* Elektrik devresi hangi agidan suyun borudan akigina benzer?

2.7 Aciklama

Modeller
olusturma

- Ogrenci bir sistemdeki neden-sonug iliskileri ile ilgili modeli yapabilir ve
bundan yararlanabilir hale geldiginde agiklama gergeklesmis olur.

*18. Yiizyilin 6nemli olaylarinin nedenlerini agiklama.

*Bir bisiklet lastigi pompasindaki silindirin ¢api arttirilirsa ne olur?

3. UYGULAMA

Verilen bir durumda bir islem yolunu izleme veya ondan yararlanma
anlamindadir.

3.1 Yaoma fcra etme, - Islemi, bilinen bir gdreve uygulama.
' P Gergeklestirme * Cok basamakli bir tamsay1y1 bagka bir, ¢ok basamakli tam say1ya b6lme.
- Uygun oldugu yeni bir durumda islemden yararlanma.
* ’ : . - .
3.2 Yararlanma Kullanma Newton’un 2. yasasinin hangi durumlarda gegerli oldugunu belirleme.

Diger kategorilerle iligkisi: Yararlanma anlama ve yaratma gibi diger
bilissel siire¢ kategorileri ile iliskili olarak kullanilmaktadir.
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Bilissel siirec¢
gruplan

Alternatif
isimler

Tammlar, Ornekler, iliskiler ve Farklar

4. COZUMLEME

Materyali onu olusturan parcalara ayirma ve parcalarin birbiri ve
materyalin biitiinii ile iliskilerini belirleme.

- Bir iiriinii analiz etme siireci, {irlinii olusturan 6gelerin neler oldugunu
(ayirma), bu ogelerin arasindaki iligkileri veya ogelerin nasil organize
edildigini (organize etme) ve irliniin nasil olusturuldugunu ortaya ¢gikarma
basamaklarini igerir.

Diger kategorilerle iliskisi: Analiz basamagi anlama ile degerlendirme
arasinda bir zihinsel siirectir.

4.1 Ayristirma

Ayirt etme,
Ayirma,
Biiyiiteg altina
alma,

Secme,
Uzerinde
durma

- Sunulan materyalin iliskili ve iliskisiz ya da dnemli ve 6nemsiz kisimlarini
birbirinden ayirt etme.

* Arastirma raporlarindaki baslica noktalar1 belirlemeyi 6grenme.

* Bir seyin nasil ¢alistigini anlatan bir yazida ana basamaklarin se¢ilmesi.
Bununla ilgili degerlendirme maddesinde O6grenciden, kitaptan yildirim
olusumunu anlatan bir boliimii okumasi ve sonra da bu siireci (nemli havanin
yiikselerek bir bulut olusturmasi, bulut igerisinde yukariya dogru ve asagiya
dogru hava hareketlerinin olusmasi, bulut i¢indeki yiikli damlaciklarin
ayrilmasi, onciiniin buluttan yere dogru hareket etmesi ve yerden buluta dogru
dénme sokunun olusmasi seklinde) ana basamaklara bolmesi istenebilir.
Diger kategorilerden farki: Ayristirma, anlama ile ilgili biligsel
stireglerden farklidir; ¢iinkii o yapisal organizasyonla ve 6zellikle pargalarin
genel yapi ya da biitiin ile nasil bir uyum i¢inde oldugunun belirlenmesi ile
ilgilidir. Ayristirmada, pargalarin biitiinle iligkisi esastir. Anlamada, driiniin
kendisini bir biitiin olarak anlama vardir. Karsilagtirmadan ayrilir. Omegin
elmalar1 ve portakallart meyve baglaminda ayirirken i¢ ¢ekirdekler iliskili,
fakat renk ve bigim iliskisizdir. Karsilastirma yaparken ¢ekirdek, renk ve
seklin hepsi iliskilidir.

Biitlinliigii ve

- Orgiitlemede, bir durum veya problem anlatildiginda 6grencinin ilgili geler

b}.ltunlestlrmeyl arasinda sistemli ve biitiinliik saglayici iligkileri belirleyebilmesi sz
gorme, Ana K d
cizgileri onusudur. L . o
4.2 Orgiitleme belirleme, - Orgiitlemede rr_l_ateryale ana hat, tablo, matris, hiyerarsik sema gibi bir yap1
- . kazandirilmasi s6z konusudur.
Ozdeslestirme, % . . . i
Aragtirma raporlarini hipotez, yontem, veriler ve sonuglardan olusan dort
Yapilandirma, e . R A . ere B .
boliim halinde ¢oziimlemeyi 6grenme seklinde olabilir. Ogrencilerden
Tutarlilik o . ..
- kendilerine sunulan raporun ana hatlarimi ¢ikarmalari istenebilir.
saglama
- Ogrenci iletisimin temelindeki bakis acismi, yanliliklari ve degerleri
meydana ¢ikarabildigi zaman gerceklesmis olur. Irdeleme, Ogrencinin
yapilandirma siirecini yapiy1 bozma yoniinde isleterek kendisine sunulan
materyalde yazarin niyetlerini belirlemesini icerir.
* Insan 6grenmesi ile ilgili bir raporun davranisci bir psikolog tarafindan mi
yoksa bir bilissel psikolog tarafindan mi1 yazildigini sormak.
* Yazarin, okudugunuz bu Amazon Yagmur Ormanlan ile ilgili yaziyi
yazmaktaki amaci asagidakilerden hangisidir?
. Atfetme, a) Amazon Yagmur Ormanlari ile ilgili olgusal bilgi sunmak
4.3 Irdeleme N - .
Yukleme b) Okuyucuyu yagmur ormanlarmin korunmasi gerektigi konusunda

uyarmak
€) Yagmur ormanlari olusturmanin ekonomik avantajini gostermek
d) Yagmur ormani gelistirmenin insanlar i¢in saglayacag1 yararlari belirtmek
Diger kategorilerden farki: Ogrencinin kendisine sunulan materyali
anlamaya, kavramaya calistig1 yorumlamadan farkli olarak irdelemede
sunulan materyale yansiyan sekliyle yazarin niyetini ya da bakis agisini
belirlemek amaciyla temel anlama ve kavramanin ilerisine gegmeyi kapsar
(Anderson ve digerleri, 2010, s.107).
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Bilissel siire¢ A.It?matlf Tammmlar, Ornekler, iliskiler ve Farklar
gruplari isimler
Olgiitler ve standartlara dayali yargilara ulagma.
- Ogrencilerden degerlendirmede kullanacaklar1 6lgiitleri kendilerinin
olusturmasi da istenebilir.
* Bu makine beklenen etkililikte ¢alistyor mu?
= . * Amaci gergeklestirmek igin en iyi yol bu yontem midir?
S- DEGERLENDIRME * Bu yaklagim &tekilere gore daha ekonomik midir?
Diger kategorilerden farki: Degerlendirmeyi 6grencilerin yaptigt diger
yargilamalardan en iyi sekilde ayiran sey degerlendirmede, acikca
belirlenmis 6lgiitlere dayali performans standartlarinin yararlanilmakta
olmasidir.
Esgiidiimleme,
izleme, Test - Bir sure¢ veya iiriindeki uyumsuzluklart belirleme; iiriin veya siiregte i¢
etme, tutarlilik olup olmadigini ortaya ¢ikarma; bir islem kullanildiginda onun ne
51 Denetleme Sinama, kadar etkili bir siire¢ olusturacagini gorebilme.
' Bulma, I¢ * Kimya deneyi ile ilgili bir raporu okumasi ve bu raporda ulagilan sonucun
tutarlik deneyden elde edilen gdzlemlerden hareketle ulasilabilecek bir sonug olup
acisindan olmadigini belirlemesi istenir.

kontrol etme

5.2 Eslestirme

Yargilama

- Bir Grinln ilgili dis dl¢iitlerle uyumsuzlugunu ortaya ¢ikarma, tiriiniin dig
Olgiitlere uygunlugunu belirleme, bir islemin verilen problem igin
uygunlugunu ortaya koyma.

* Iki yontemden hangisinin, verilen problemi ¢6zmek icin en uygun oldugunu
ortaya koyma.

* Anaokulundan 12. sinifa kadar olan egitimin nasil gelistirilebilecegi”
seklinde bir problemin ¢6ziimili igin 6nerilen “6grencilere not verme isine
son verme” seklinde bir ¢dzlimii olasi etkililigi agisindan degerlendirme.

6. YARATMA

Ogeleri uygun sekilde bir araya getirerek, yeni, 6zgiin bir Grin
olusturma.

Diger kategorilerden farki: Kompozisyon yazmanin her zaman degil ama
sik sik yaratma ile ilgili biligsel siiregleri gerektirdigini kabul ediyoruz.
Ornegin, diisiincelerin hatirlanmasimi ya da materyallerin yorumlanmasini
temsil eden yazi yazma girisimlerinde yaratmaya yer yoktur.

6.1 Olusturma

Hipotez
onerme

- Olgiitlerden hareketle yeni hipotezler olusturma.

* Herkesin yeterli saglik sigortasina sahip olmasini giivence altina almak i¢in
ogrenciden diisiinebildigi kadar ¢ok yol Gnermesi istenebilir.

* Birbiri ile ¢arpildiginda 60 ¢arpimini verecek tamsayilar1 belirlemek i¢in
hangi alternatif yontemleri kullanabilirsin?”

Diger kategorilerden farki: Olusturma, burada smirli bir anlamda
kullanilmistir. Anlama da gevirme, 6rneklendirme, 6zetleme, sonug
¢ikarma, siniflama, karsilagtirma ve agiklama kapsaminda soziinii ettigimiz
olusturma tiirlinden siiregleri gerektirir. Ancak, kavramanin amaci genellikle
kapali ugludur, yani tek bir anlama erigsme seklindedir. Bunlardan farkli
olarak yaratma i¢indeki olusturmada amag agik u¢ludur, yani gesitli
olasiliklara erisme seklindedir.

6.2 Planlama

Tasarlama,
Diizenleme

* Kadina yonelik siddetin nedenleri ile ilgili bir aragtirma raporu yazimina
gegmeden Once, 6grenciden bu arastirmayi yaparken atacagi adimlari igeren
ana hatlar1 belirleyerek sunmasi istenebilir.

6.3 Uretme

Yapma,
Yapilandirma

* Belli canli tiirleri igin, belli amaglara uygun olacak yasam birlikleri
olugturma.
* Uriinler icat etme.
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