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Abstract  Keywords 

The aim of this study was to examine Turkish course exam 

questions in terms of originality, page layout, item types, item 

writing criteria and cognitive level. The research was conducted 

with the document analysis method, and to determine the data 

source, the maximum variation sampling method, one of the 

purposive sampling methods, was used. The data source of the 

research consisted of exam questions prepared by Turkish teachers 

employed in secondary schools in a medium-sized city in the Black 

Sea region. Exam questions from each of the school levels 

determined on the basis of High School Entrance Exam 

achievements, from each district within the provincial borders, and 

from each type of school at the secondary school level were 

included in the research. Within the scope of the research, 747 

questions in 51 exam papers were analysed. Descriptive analysis 

was carried out for the research data, and the obtained findings 

were summarised using frequencies and percentages. When the 

research findings were examined, it was concluded that the exam 

papers had similarity rates ranging from 11% to 91%, and that 

several exam papers and questions were taken from different 

internet sources as they were without making any changes. Other 

obtained findings were that more than half of the Turkish course 

exam papers did not have the page layout features that should be 

found in an exam paper, that the most frequently used item type in 

the exam papers was the multiple-choice item type, and that 

teachers did not pay attention to the item writing criteria. Another 

striking finding of the study was that about four-fifths of the 

questions examined were prepared for the understand level and 

one-fifth for the remember and apply level, and that while very few 

questions were prepared for the analyze and create levels, no 

questions were prepared for the evaluate level. Moreover, it was 
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concluded that the majority of the questions examined were 

prepared for the middle cognitive level, while higher-order 

questions were included only at a rate of eight per thousand. The 

obtained results are discussed within the scope of the literature and 

a number of recommendations have been made. 

Introduction 

Learning and teaching is a process that requires constant information gathering, decision 

making (Nitko & Brookhart, 2016) and planning the next step according to the feedback received. 

Measurement and evaluation, which is an integral part of this process, is used to determine the extent 

to which the knowledge and skills intended to be fostered by the curricula are acquired (Ministry of 

National Education [MoNE], 2019), and the measurement and evaluation studies that are conducted 

form the basis of the decisions regarding the plans to be made and the steps to be taken. It is accepted 

that evaluation, which is a method of systematically gathering, interpreting and using information, 

improves learning and that a good evaluation is an indicator of good teaching (Döş et al., 2016; 

McMillan, 2015; Tofade, Elsner, & Haines, 2013). Evaluation, which is an integrated part of learning and 

teaching, is carried out before, during and after instruction, and teachers make evaluations for the 

purposes of identification, shaping learning and level determination. Evaluations made before 

instruction reveal students’ prior knowledge and guide the planning of in-class activities; situations 

such as structured exercises carried out in the classroom, interim assessments, in-class tasks, and 

observations offer the opportunity to shape the learning process; mid-term and end-of-term exams 

provide the opportunity make evaluations aimed at level determination. The conducted studies (Belet 

& Sağlam, 2015; Beyhan, 2012; Deniz & Keray Dinçel, 2019; Göçer, 2005; Güneyli & Abbasoğlu, 2015; 

Karadüz, 2009) show that among the types of evaluation, the assessment type most frequently preferred 

by teachers is level determination. In this type of assessment, test-type measurement tools are generally 

used, and since these are more objective and standardised than other evaluation techniques 

(observation, checklists, rubrics, etc.), they prevent some of the subjectivity and inconsistency that affect 

evaluation (Nitko & Brookhart, 2016). Teachers use this type of assessment to determine the extent to 

which students have achieved the learning goals they need to achieve following instruction, and in 

addition, to decide which thinking skills students are able to exhibit at the end of the process. 

Deciding which thinking skills teachers want their students to use to answer questions also 

requires teachers to use a classification while preparing the questions. For this reason, taxonomies are 

used while preparing questions, and taxonomies enable the use of a common language by offering a 

systematic approach for defining the nature of what is learned (McMillan, 2015). The use of taxonomy 

draws attention to the diversity of abilities and skills that can be managed in instruction and assessment 

(Nitko & Brookhart, 2016), and this also directs the curricula and teachers in determining and evaluating 

learning goals in such a way that students can reach each of the levels in the taxonomies. In the literature, 

there are many taxonomies (Barrett, Haladayna, Marzano, etc.) for the graded classification of learning 

goals. Among these, Bloom’s Taxonomy stands out as the best known and most widely used taxonomy 

(Büyükalan-Filiz & Yıldırım, 2019; Lipscomb, 1985; McMillan, 2015; Nitko & Brookhart, 2016; Tofade et 

al., 2013). This taxonomy, which was revised by Anderson and his team in 2001 (Anderson et al., 2001), 

enables educators to develop a more complete understanding of specific goals and allows them to use 

this understanding to develop the basic link between assessment and instruction (Anderson, 2005). By 

means of this taxonomy, various learning objectives, and exam questions for these objectives, can be 

prepared. Questions prepared on the basis of a classification not only provide convenience to the teacher 

for teaching, but also improve students’ higher-order thinking skills (Uymaz & Çalışkan, 2019) and 

prevent questions from accumulating in certain levels (Büyükalan, 2007). High-order thinking skills are 

affected by the level of the questions used in educational environments (Aslan, 2011). The use of a 

taxonomy while preparing exam questions provides a tool for deciding whether higher-order or low-

order thinking skills are taught and evaluated (Nitko & Brookhart, 2016). In order to carry out a good 
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quality measurement and evaluation process, teachers should possess not only cognitive taxonomy 

knowledge but also adequate knowledge about validity and reliability, which are two basic features 

that should be included in measurement tools. Adequate reliability is required for valid measurement 

results, and reliability can be ensured for exams in which a sufficient number of questions of appropriate 

difficulty are included, clear and understandable instructions and question items are found, and scoring 

rubrics are prepared, and this also indicates the consistency of the evaluation results (Nitko & 

Brookhart, 2016). Lack of time (insufficient time given in the exam), and the fact that the exam questions 

are too difficult or too easy, that the questions do not include different levels of cognitive taxonomy, 

and that they do not cover the topics or outcomes taught in the course have a negative effect on the 

validity of the exam. Considering all these aspects, teachers need to have the competence to prepare 

and implement measurement and evaluation tools that are appropriate for their field and for the 

developmental characteristics of their students in order to be able to make a valid and reliable 

assessment in accordance with the learning objectives and thinking skills at their own grade level 

(MoNE, 2017). 

Competence in the field of measurement and evaluation, which is one of the most important 

professional competencies of teachers (Esen, 2019; MoNE, 2006, 2019; McMillan, 2015; Nitko & 

Brookhart, 2016; Xu & Brown, 2016) gives teachers the responsibility to decide what is to be measured 

and to determine the appropriate question type according to the purpose (Kubiszyn & Borich, 2003). 

However, studies conducted on teacher competence (Benzer & Eldem, 2013; Deniz & Keray Dinçel, 2019; 

Esen, 2019; İnceçam, Demir, & Demir, 2018; Gelbal & Kelecioğlu, 2007; MoNE, 2006; Yaşar, Gültekin, 

Türkkan, Yıldız, & Girmen, 2005) reveal that the area in which teachers regard themselves as least 

competent is that of measurement and evaluation. When the studies made in this context are examined, 

Mertler (2004), in his study aimed at determining the assessment literacy of secondary school teachers 

and teacher candidates, determined that the area in which both the teachers and teacher candidates 

were most inefficient was that of developing a valid measurement tool. In the study they carried out to 

determine primary and secondary school teachers’ perceptions of measurement and evaluation efficacy, 

Gelbal and Kelecioğlu (2007) concluded that teachers needed in-service training in the preparation and 

use of measurement techniques, while Karacaoğlu (2008) concluded that teachers found themselves less 

competent in using different measurement methods, and Esen (2019) concluded that the area in which 

teachers considered themselves the least competent was “writing open-ended items that can measure 

higher-order intellectual skills”. The study conducted by İnceçam et al. (2018) with secondary school 

teachers revealed that teachers were incompetent in the whole process of writing open-ended items, 

and as reasons for this, they listed reasons such as their own lack of knowledge, low student level, 

inappropriate subjects for writing open-ended items, and the long time taken for open-ended item 

writing and scoring. Özen (2020) determined that Turkish teachers had problems in preparing and 

scoring open-ended questions, and that as reasons for this, they cited lack of time, and problems 

experienced in content validity and evaluation. It is a professional responsibility for teachers to have 

knowledge of the measurement and evaluation field and to reflect this in practice, while it is a situation 

that is contrary to professional standards, unethical and even illegal for them to make poor quality or 

erroneous assessments and to harm their students with the incorrect decisions they make as a result of 

these assessments (Nitko & Brookhart, 2016). 

Another responsibility of teachers who have responsibility for creating their own assessment 

methods is to choose assessment methods that have been prepared by others but serve the purposes of 

the lesson. Teachers are obliged to check the questions that they did not prepare themselves and that 

they obtained ready-made as to whether they are suitable for their own teaching purposes, and to take 

all precautions so as not to make an erroneous assessment. Just as teachers have responsibilities to 

ensure the validity and reliability of the questions they prepare themselves, the same is true for the 

questions they obtain ready-made. Nitko and Brookhart (2016) state that teachers who do not subject 

ready-made questions to their own criteria have a high probability of making an erroneous assessment, 

that ready-made questions may not match the content emphasised by the teacher in his/her own lessons, 

and that therefore, the questions that are obtained should be examined and checked by the teachers 
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themselves in terms of appropriateness for the course content and assessment criteria. For this reason, 

rather than using ready-made questions as they are, teachers should adapt them in accordance with the 

measurement and evaluation principles, use the ones that are appropriate for the outcomes they plan 

to measure, and choose the question type that is most suitable for the purpose by knowing the strengths 

and weaknesses of the question types. The types of questions to be selected vary according to the 

purpose, area and thinking skills to be measured. Question types vary as true-false, matching, short-

answer, fill-in-the-blank, multiple-choice, open-ended, etc. (Baykul, 2010; Hogan, 2007; Popham, 2005). 

Making use of a variety of measurement tools according to the outcome or characteristic intended to be 

measured instead of using a single question type also enables a more valid measurement to be made 

(Deniz & Keray Dinçel, 2019). 

While structuring exams, making use of various item types that allow students to use their 

higher-order cognitive skills (Aslan, 2011; MoNE, 2019; Tofade et al., 2013) necessitates the preparation 

of questions that require students to experience a production and creation process in a real sense rather 

than simply answering questions, by choosing learning objectives at complex thinking levels. According 

to Bloom’s Taxonomy, it is emphasised that the learning objectives in the first three cognitive categories 

(remember, understand and apply) can be evaluated with short-answer, true-false, multiple-choice or 

matching test techniques, while the learning objectives in the last three cognitive categories (analyze, 

evaluate and create) can only be partially measured with test techniques such as these, and that 

therefore, evaluations should be made with performance-based assessment methods (projects, 

performance, portfolios) (Nitko & Brookhart, 2016), since it is accepted that knowledge and basic 

comprehension goals can be better evaluated with multiple-choice and short-answer items, while in-

depth understanding and reasoning goals can be better assessed with open-ended items (McMillan, 

2015). The Turkish course also has the characteristic of a course that is suitable for preparing open-ended 

questions, the inclusion of different thinking skills, and making use of various question types. Scarino 

(2013) argues that language teachers are the most important of all stakeholders, since they are direct test 

users. This situation places great responsibility on Turkish teachers in the area of measurement and 

evaluation competence, and they are expected to prepare valid and reliable questions at different 

cognitive levels. Considering that success in the Turkish course affects the achievement level in all other 

courses (Benzer, 2019; Ceran & Deniz, 2015; Karatay & Dilekçi, 2019; Yıldız et al., 2019), the importance 

of the need to conduct studies examining the appropriateness of the questions used in this course in 

terms of measurement and evaluation criteria, and determining and improving the quality of the 

questions applied in the lessons, becomes evident. 

When the literature is examined, it is seen that studies have been carried out on teachers’ 

knowledge and competencies in measurement and evaluation (Benzer & Eldem, 2013; İnceçam et al., 

2018; Özen, 2020; Sultana, 2019; Xu & Brown, 2016; Wilen, 1991), questioning strategies (Anisah, Fitriati, 

& Rukmini, 2019; Suartini, Wedhanti, & Suprianti, 2020) and question levels (Döş et al., 2016; Tofade et 

al., 2013). In the studies conducted specifically for the Turkish course and the exams made for this 

course, it is seen that they have generally been conducted on question levels (Akyol, Yıldırım, Ateş, & 

Çetinkaya, 2013; Bekaroğlu, 2007; Çintaş-Yıldız, 2015; Göçer, 2005, 2016; Güfta & Zorbaz, 2008; Güneyli 

& Abbasoğlu, 2015; Kavruk & Çeçen, 2013; Ülger, 2003), question types (Aydın & Uçgun, 2020; Maden 

& Durukan, 2009), question areas (Aydın & Uçgun, 2020; Güfta & Zorbaz, 2008; Maden & Durukan, 

2009), competence in question preparation (Karatay & Dilekçi, 2019; Özen, 2020), and the extent to 

which the questions are appropriate for the outcomes in the curriculum (Aydın & Uçgun, 2020; Maden 

& Durukan, 2009). However, no study was found examining whether or not the Turkish course exam 

questions were taken directly from internet sources, the page layouts of the exam papers, the 

appropriateness of each question type for its specific item writing rules and the distribution of the item 

types together with these, and the distribution of items according to the cognitive process dimension 

and metacognitive level of the Revised Bloom Taxonomy (RBT). In this respect, the aim of this study is 

to reveal how adequate Turkish exam papers are in terms of including original and different types of 

questions and questions that require students to use their higher-order thinking skills. For this purpose, 

in the study, an attempt is made to present a holistic evaluation by including in the sample the 
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examination papers from each of the school levels determined on the basis of High School Entrance 

Exam (LGS) achievements, from each district within the provincial borders, and from each type of 

school at the secondary school level. In this way, the aim is to obtain a comprehensive and deep 

description of the quality and adequacies of Turkish course exams in terms of measurement and 

evaluation. 

For this purpose, answers were sought to the following questions: 

1. What are the similarity rates of Turkish course exam papers in terms of content? 

2. What is the distribution of Turkish course exam papers in terms of page layout? 

3. What is the distribution of question types in Turkish course exam papers? 

4. Are the necessary rules observed while writing the questions in Turkish course exam papers? 

5. What is the distribution of the questions in Turkish course exam papers according to the 

cognitive process dimension and metacognitive level of the RBT? 

Method 

Research Model 

In this study examining Turkish course exam questions, the document analysis method was 

used. Document analysis is the systematic examination of existing resources to access verifiable data 

(Watkins, Meiers, & Visser, 2012). This means examining documents related to the subject under 

investigation in accordance with scientific principles. In this method, a systematic process is followed 

that requires the examination and evaluation of sources that are considered as documents (e.g., books, 

diaries, newspapers, journals, exam papers, etc.). As with other qualitative research methods, this 

method also requires the examination and interpretation of data in order to obtain an understanding 

about the subject studied (Corbin & Strauss, 2008). Since the aim of this study is to obtain a description 

of the qualities and adequacies of Turkish course exams in terms of measurement and evaluation, it was 

decided that it would be appropriate to adopt the document analysis method in the research. 

Data Source 

The data source of this study consists of exam papers prepared by Turkish teachers working in 

secondary schools in a medium-sized province in the Black Sea region. While determining the sample 

of the study, the maximum variation sampling method, which is one of the purposive sampling 

methods, was used. The purpose of maximum variation sampling is not to generalise, but, by sampling 

different situations related to the problem, to provide the researcher with richer information about the 

situations (Büyüköztürk, Kılıç Çakmak, Akgün, Karadeniz, & Demirel, 2012). In order to ensure 

maximum variation within the scope of the research, exam papers from different school levels (low, 

medium and high achievement levels), different districts (17 districts in the province where the data 

were collected), and different school types (secondary schools, imam hatip secondary schools) were 

included in the sample. There are a total of 199 secondary schools in the specified province. Three of 

these schools were not included in the study because they were newly opened and there were no 

students taking the High School Entrance Exam (LGS), while 10 of them were not included because they 

are private schools. Accordingly, in line with the information received from the Provincial Directorate 

of National Education, the secondary schools included in the research were divided into three levels as 

low, medium and high according to their success in the LGS Turkish course in the 2018-2019 academic 

year. Then, taking these levels into account, schools from each level were classified according to the 

districts and school types they belonged to, and a total of 54 schools were selected. As a result of the 

report of the Turnitin program, since the exam papers of four of these schools were exactly the same, 

the written papers of three schools were excluded from the analysis, and the analysis was performed 

on the exam papers of 51 schools. The first and second exam papers prepared by eighth grade Turkish 

teachers employed in these schools were collected, but only the first exam papers were included in the 

analysis. In the selection of the first exam papers, having two exams in the Turkish course in one 

semester and the use of different question types in the first exam were effective. It was observed that in 

their first exams, the Turkish teachers used open-ended, fill-in-the-blank, matching, multiple-choice, 
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etc., item types, but that they mostly preferred multiple-choice item types in their second exams. For 

this reason, in accordance with the purpose of the research, the first exams containing different item 

types were included in the analysis.  

Data Collection 

Ethics committee approval for this study was obtained from the Social and Human Sciences 

Research Ethics Committee of Ordu University (dated 03.11.2020 and numbered 2020-26). The data 

source of the research consists of “exam questions and answer keys” prepared by Turkish teachers for 

the eighth grade level Turkish course in the first semester of the 2019-2020 academic year. After the 

necessary permission was received from the Provincial Directorate of National Education, the exam 

papers were obtained through the Measurement and Evaluation Centre (MEC). In the first stage, the 

incoming data were examined by the researchers by preparing a checklist, and missing documents were 

again requested from the schools via the MEC and delivered to the researchers. 

Data Analysis 

In the first sub-problem of the research, it was aimed to determine the similarity ratios of the 

Turkish course exam papers in terms of content. Within this scope, the Turnitin program was used. The 

Turnitin program is considered to be a suitable tool for measuring the originality of the exam papers, 

as it is a program that shows the non-original parts of the exam papers, the percentage of these parts, 

and the source from which the relevant section is obtained. In the analysis phase, each exam paper was 

uploaded to the Turnitin program in PDF file format with the name of the school. A report was created 

by the program showing the similarity rate, content and sources for each exam paper uploaded to the 

system. In the analysis of the reports, a four-category system was used to examine the exam papers on 

the basis of the similarity ratios. In this system, papers with a 0-24% similarity rate were classified as 

fourth level, 25-49% as third level, 50-74% as second level, and 75-100% as first level. Then, information 

about each category was shown by the descriptive statistics of frequencies and percentages. In addition, 

based on the Turnitin reports, it was determined how many different internet addresses were used in 

total by counting each similar internet address and the similarity rates, and the ones with the highest 

usage rate were determined. 

The aim of the second sub-problem of the research was to examine the Turkish course exam 

papers in terms of form, and in this direction, the page layout was examined. For the page layout, 

descriptive analysis was used by considering criteria such as font type, letter size, adequate spacing 

between items and options, and item roots and options being on the same page, and evaluation was 

made using frequencies and percentages. 

In the third and fourth sub-problems of the research, it was aimed to examine the distribution 

of the item types in the Turkish course exam papers and whether the necessary rules were observed 

while writing the items, respectively. When the exam papers were examined, it was seen that multiple-

choice, true-false, open-ended, short-answer and matching test items were used. By examining the 

literature, the criteria that item writers/teachers should comply with in writing items for each item type 

were written (Atılgan, 2006; Baykul, 2010; Doğan, 2019a, 2019b; Haladyna, 1994, 1997; Miller, Linn, & 

Gronlund, 2009; Özçelik, 1992; Tekin, 2012; Thorndike, 1971). The specified criteria were sent to two 

measurement and evaluation experts, and accordingly, the necessary analyses were made by giving the 

criteria their final form. The criteria to be observed for each item type in the Turkish course exam papers 

were evaluated as “yes” and “no”. The teachers’ question-writing competencies were examined by the 

researchers and the results were interpreted as frequencies and percentages. 

The thematic content analysis technique was used for examination of the questions in the exam 

papers, which constitute the fifth sub-problem of the research. As themes, the levels in the cognitive 

process dimension of the 2001 Revised Bloom Taxonomy (RBT) were evaluated as the unit of analysis. 

A total of 748 questions in 51 exam papers were examined, and since there was no question root in one 

of these questions, 747 questions were analysed. In the analysis of the questions in the written exams 

according to the RBT, the following steps were followed and the criteria were taken into account: 
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• Sample questions in studies conducted according to the RBT in the field of Turkish (Aktaş, 2017; 

Çintaş-Yıldız, 2015; Erdoğan, 2017; Göçer, 2016; Güneyli & Abbasoğlu, 2015; Kavruk & Çeçen, 

2013; Sallabaş & Yılmaz, 2020) were examined. In these studies, the distribution of the given 

outcomes or sample questions in the taxonomy was evaluated by the researchers, and it was 

concluded that it was not sufficient to consider the question item only in terms of the outcome 

or subject area when deciding on the cognitive level, and that the type of question used and the 

task expected from the student were effective on the cognitive level of the question. For this 

reason, it was determined that there was a need for expert opinion regarding the level(s) at 

which the questions prepared for the same subject area and outcome but in different question 

types, would be coded. 

• Videoconferences were held on three occasions with the participation of three experts and four 

researchers with higher-order and context-based experience in question writing in the field of 

Turkish education, and criteria were created to determine under which cognitive level the 

questions in different subject areas (e.g., main idea, narration styles, elements of the sentence, 

ways of developing the idea, punctuation/spelling rules, subjective/objective judgments, and 

rhetoric) would be coded. For example, questions about the main idea were coded at the 

understand level [see Table 1, Question 5]. The reason for this is that the main idea in the 

examined questions remained within the boundaries of the text and that in some texts, it was 

emphasised by writing it in italics, bold or quotation marks at the end of the text. Questions 

about narration styles were coded at the remember and understand level [see Table 1, Question 2 

and Question 6]. The reason for this is that, for example, the second question, coded at the 

remember level, is at a level that can only be solved by recalling existing knowledge. The reason 

why the fifth question was coded at the understand level is that it requires the transfer of pre-

existing knowledge in line with the given text. In questions related to the elements of the 

sentence, the complex ones (due to requiring a higher cognitive load) were evaluated at the 

analyze level [see: Table 1, Question 10], while the others were evaluated at the apply level. The 

reason for evaluation at the apply level is that the analysis of the sentence requires a certain 

sequence of operations, and after the predicate is determined, a number of questions are asked 

to find the subject, object and complement to the predicate, respectively. The reason for 

evaluation at the analyze level is that it is difficult to determine the structure in complex 

sentences, and finding the elements of the sentence requires dividing this structure into 

meaningful parts. Questions on ways of developing the idea were coded at the understand level 

[see Table 1, Question 7]. The reason for this is that the ways of developing the idea are divided 

into types such as defining, exemplifying, utilising numerical data, and giving evidence. In the 

questions that were examined, a text was generally given and it was asked which way(s) of 

developing the idea were/were not included in this text. These questions require students to 

find a solution by making connections between their existing knowledge about ways of 

developing the idea and the information given in the text. Questions about punctuation 

marks/spelling rules were coded at the remember, understand and apply levels [see Table 1, 

Question 3, Question 8 and Question 9]. The reason for encoding at the remember level is the 

necessity for the student to recall information directly from memory; the reason for encoding at 

the understand level is that the student is required to place what he/she knows about punctuation 

at appropriate points in the text, and the reason for encoding at the apply level can be shown as 

the fact that the student puts what he/she knows about punctuation into practice by using 

his/her writing skills.  

• The analyses were conducted by three researchers in line with the criteria for Turkish questions 

and the table consisting of cognitive process groups, alternative names, definitions, 

relationships and differences prepared for the RBT by Acar-Erdol (2020). 

• In cases where the analysis of the questions was undecided, the teachers’ answer keys were 

examined and coding was done in line with the expected answer. 
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• The analyses were made in line with the cognitive process sublevels of the RBT (for example, 

the coding of the question was made not for the apply level, but for the executing and 

implementing steps, which form the sublevels of this level), while the presentation of the analysis 

results through frequencies and percentages was in line with the cognitive process levels (for 

example, apply). Sample questions coded in the cognitive process levels of the RBT as a result of 

the analyses are given in Table 1. 

Table 1. Sample Questions Coded in the Cognitive Process Levels of the RBT 

Cognitive Process 

Levels 
Sample Questions 

Remember 1. Evaluate the following information* as true (T) or false (F). (2 marks) 

[ ] Verbal suffixes are added to noun roots and stems 

[ ] An idiom is a stereotyped phrase that has a specific meaning that is more or less 

different from its real meaning. 

 

2. Match the following gaps with the appropriate expression (5 marks) 

1 It is written to change the reader’s mind  Narration 

2 It is a way of depicting entities with words.  Argumentation 

3 Relating the event in the past tense is dominant.  Description 

4 The aim is to provide information on a subject.  Explanation 

 

3. A ……………… is used to indicate uncertain or suspect information, unknown 

dates and places.** 

When writing dates, a ………….. is used to separate numbers that represent the 

day, month, and year. 

A ………………….. is used to separate sequential sentences with a comma between 

them. 

Understand 4. Separate the following sentences into purpose, reason, condition, and 

comparison (5 marks) 

[…………...] We must be organised in order to make good use of our time. 

[…………...] Increasing responsibilities require careful use of our time. 

[…………...] It seems as though we have less time than in childhood. 

[…………...] If a person is organised, he/she will use his/her time better. 

[…………...] He went to the committee room in order to introduce himself.  

 

5. When we were children, the days were endless, and we lived the longest times 

of our lives. We thought that we did everything and we did whatever we wanted 

in our spare time. (I) It is also a fact that time flows fast whether or not we want it 

to, because our responsibilities have increased. We have responsibilities towards 

our family, our job, our neighbour… (II) Since it is not possible to stop the flow of 

time, we have to appreciate every moment that we live. (III) While working for 

this, we should work for a planned and orderly life. We should do all our work on 

time, and we should not delay any of our work. Considering that many tasks, 

which are postponed with the thought that they will be done in the future, cannot 

be done and are neglected, the importance of the proverb, “Never put off till 

tomorrow what you can do today” is revealed once again. 

Write the message (main idea) that is intended to be given in the text (5 marks) 

 

6. With the first light of morning, we set out with our friends to see the Ishak Pasha 

Palace. On the way there, some friends said that the palace and its surroundings 
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were protected and guarded. When we arrived at the palace, we were 

disappointed. The walls around the palace were destroyed and had been breached 

in places. Its inscriptions were too faded to be read. The interior was covered with 

food scraps thrown by the shepherds and plastic bags. 

Which of the following is used in the explanation of this passage? (4 marks) 

A) Description – Comparison     B) Narration – Description  

C) Discussion – Explanation      D) Comparison – Narration  

 

Many famous names in the world have given advice on tolerance and 

struggled with this issue. Among these, Mevlana and Yunus Emre will 

never be forgotten. 

7. Which of the following ways of developing the idea is used in the above text? 

A) Comparison B) Giving evidence C) Definition D) Exemplification 

8. There are three things in life that are difficult ( ) keeping a secret ( ) forgetting an 

injury ( ) using one’s free time ( ) 

Which punctuation marks should be placed in the blank parentheses above, 

respectively? (5 marks) 

A) (:) (,) (,) (.) B) (:) (;) (,) (…) C) (;) (,) (,) (.) D) (.) (,) (,) (.)  

Apply*** 9. Write an explanatory paragraph for the saying given below. Do not forget to 

give examples while giving your explanation. (15 marks) 

Relevance to the topic and main idea: 5 marks 

Spelling and punctuation: 5 marks 

Page layout: 5 marks 

“Intelligence, like a field, needs to be planted and tended.” Cicero. 

Analyze 10. Find the elements of the sentence below and write them under it. (5 marks) 

-The things people do during their lifetime are only half of the things they want to 

do. 

Evaluate **** 

Create 11. “The lazy person who does not take one step in time has to take a hundred 

steps later…….” Giovio 

Write a story using the words in brackets. (people, time, youth, work, past, lazy) 

(30 marks) 

*The spelling mistakes in the exam papers are given as they are, and no corrections have been made. 

**Although the root of the question is not included, it is understood from the given items that punctuation marks 

are asked for. 

***The reason why this question is given as an example is that punctuation marks and spelling rules are put into 

practice by using them in writing skills. 

**** Since no question could be accessed in the evaluate level as a result of the analyses, this level could not be 

sampled. 

In the evaluation of the exam papers according to the metacognitive level, by using the 

classification made by Moodley (2013), the “remember” level of the RBT was evaluated as the lower 

cognitive level, the “understand” and “apply” levels were evaluated as the middle cognitive level, and 

the “analyse”, “evaluate” and “create” levels were evaluated as the higher-order cognitive level, and 

the analyses were made accordingly. The distribution of the questions according to the cognitive level 

as a result of the analyses is presented through frequencies and percentages. 

Validity and Reliability 

In addition to the validity and reliability studies described under the headings in the Method 

section, three researchers (specialists in the Turkish subject area, measurement and evaluation, and 

curriculum development) worked together in order to strengthen the reliability of the study, and the 

results were re-evaluated by a fourth researcher (a curriculum development specialist). Three 
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researchers (a specialist in the Turkish subject area and two curriculum development specialists) took 

part in the analysis of the fifth sub-objective in line with the RBT, and a fourth researcher (a 

measurement and evaluation specialist) evaluated the results. For codes on which the researchers could 

not reach a consensus, the decision was made with a majority of votes. After the questions were coded 

in accordance with the RBT, two randomly selected questions from each cognitive level (10 questions 

in all) were presented to five experts from different fields of expertise (Turkish education, measurement 

and evaluation, and curriculum development) for their views. The experts’ views were consistent with 

the decisions of the researchers, with the exception of the ninth question. Based on the evaluation of two 

experts for the ninth question, an additional explanation is given under Table 1. 

Results 

Findings regarding the similarities of Turkish course exam papers 

The aim of the first sub-problem of the research was to analyse the similarity rates of the Turkish 

course exam papers examined within the scope of the study. The descriptive statistics regarding the 

similarity rates of the Turkish course exam papers examined within the scope of the study are as seen 

in Table 2. 

Table 2. Descriptive Statistics for Similarity Rates of Turkish Course Exam Papers 

Similarity Levels Similarity Rate Ranges (%) f % 

4th level 11-24 9 17.65 

3rd level 25-49 19 37.25 

2nd level 50-74 16 31.37 

1st level 75-91 7 13.73 

Total  51 100.00 

When Table 2 is examined, it is seen that the Turkish course exam papers had similarity rates 

ranging from 11% to 91%. 17.65% of the exam papers examined had fourth level, 37.25% had third level, 

31.37% had second level, and 13.73% had first level similarity rates. It is seen that among the exam 

papers examined, the most were in the third level similarity rate range. There were 19 exam papers in 

total at the third level similarity rate, and the exam papers at this level comprised 37.25% of all exam 

papers. This ranking is followed by the second level similarity rate with 16 exam papers and the first 

level similarity rate with 7 exam papers. 

While determining the similarity rates, the websites utilised by Turkish teachers were also 

identified, and it was seen that a total of 174 websites were used for the 51 exam papers examined within 

the scope of the research. It was determined that the questions taken from these sites were transferred 

to the exam papers exactly as they were without making any changes. The sites with the highest usage 

rates for the exam papers were “dershanem.net (86%), turkceci.net (86%), bilimkoleji.com.tr (82%), 

egitimaski.com (72%), dilbilgisi.net (%52), harbiforum.net (43%), and simbioz.net (41%). The 

investigations showed that there were only 6 exam papers that benefited from the Education 

Information Network (EBA) of the Ministry of National Education. These exam papers, on the other 

hand, benefited from EBA at an average rate of 8.16%. The percentage of this rate among all exam papers 

is 0.96%. 

Findings regarding the distribution of Turkish course exam papers in terms of page layout 

When the Turkish course exam papers were examined, it was concluded that 22 of them 

(43.14%) were in compliance with the page layout rules, while 29 of them (56.86%) were not. When the 

order of the items on the written papers was examined, it was concluded that 20 (39.22%) of them 

combined the questions in the same format, while 31 (60.78%) did not combine the questions in the same 

format, and that moreover, items with the same subject area/content were not used together. 
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Findings regarding the item types and item writing criteria in the Turkish course exam papers 

When the question types in the 51 written exam papers for the Turkish course were examined, 

it was seen that 182 (24.36%) were prepared as open-ended, 388 (51.94%) were multiple-choice, 19 

(2.54%) were true-false, 145 (19.41%) were short-answer and 13 (1.74%) were matching items. Moreover, 

it was found that 11 (21.57%) of the written papers included only multiple-choice items, nine (17.65%) 

contained only open-ended items (with short answers and long answers) and 31 (60.78%) were mixed 

tests (containing at least two different item types). However, considering the item types in the mixed 

tests, it was seen that multiple-choice item types were mostly used. 

The distribution of teachers’ item writing criteria for the fourth research question is tabulated 

separately for each item type. Accordingly, open-ended item writing criteria are given in Table 3, 

multiple-choice item writing criteria are shown in Table 4, short-answer item writing criteria are 

presented in Table 5, true-false item writing criteria are given in Table 6, and matching item writing 

criteria are shown in Table 7. 

Table 3. Open-Ended Item Writing Criteria 

Criteria 
    Yes     No 

f % f % 

Are there any spelling, writing or expression errors in the item? 54 30 128 70 

Is the item appropriate for the level of the students? 123 68 59 32 

Is the item academically correct? 169 93 13 7 

Is the item written clearly and understandably? 144 79 38 21 

Is the item solved independently of the text/paragraph?? 8 4 74 96 

Is the item measure an important behaviour? 118 65 64 35 

Is the item be answered independently of each other? 145 80 37 20 

When Table 3 is examined, it is seen that there were spelling, writing or expression errors in 

30% of the open-ended items used by Turkish teachers in their written exam papers, while there were 

academic errors in 7% of them. Moreover, it was found that 32% of the items were not appropriate for 

the students’ level (below the students’ level), while 35% did not measure an important behaviour or 

one that needed to be measured. It was observed that 79% of the items were written clearly and 

understandably, and that 80% of the items were answered independently of each other. 

Table 4. Multiple-Choice Item Writing Criteria 

Criteria 
Yes No 

f % f % 

Is the item appropriate for the level of the students? 262 68 126 32 

Is the item measure an important behaviour? 232 60 156 40 

Is the item academically correct? 373 96 15 4 

Are there any spelling, writing or expression errors in the item? 89 23 299 77 

Are expressions that can give a clue to the correct answer avoided in the 

item root? 
350 90 38 10 

Is too much information included in the item root? 54 14 334 86 

Are the item root and options written clearly and understandably? 335 86 53 14 

If a negative expression/attention-grabbing expression is used in the item 

root, has the expression been stated conspicuously? (bold, underlined) 
76 46 90 54 

Are the distractors correct to a certain extent? 69 18 319 82 

Has care been taken not to use contradictory expressions in the options? 340 88 48 12 

Has care been taken to ensure that the lengths of the options are close to 

each other? 
280 72 108 28 

Have repeated statements been avoided in the options? 319 82 69 18 

Are the options written independently of each other? 281 72 107 28 
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As seen in Table 4, it was found that approximately 23% of the multiple-choice items used by 

Turkish teachers in their written exam papers contained spelling, writing or expression errors, while 

32% were not appropriate for the level of students. Moreover, it was seen that 54% of the 

negative/attention-grabbing expressions in the item root were not conspicuously stated. In addition, it 

was concluded that there were differences between the lengths of the options in 28% of the items, that 

the options were not written independently of each other in 28% of them, and that contradictory 

expressions were used in the options in 12% of them. It was seen that 86% of the items did not include 

too much information in the item root and that the item root and options were written clearly and 

understandably in 86% of them. 

Table 5. Short-Answer Item Writing Criteria 

Criteria 
Yes No 

f % f % 

Is there too much information in the premise of the item? 14 10 131 90 

Are there any spelling, writing or expression errors in the item? 32 22 113 78 

Does the item have only one correct answer? 137 94 8 6 

Is the item written clearly and understandably? 110 76 35 24 

Does the item measure a single/important behaviour? 112 77 33 23 

Is the item appropriate for the level of the students? 89 61 56 39 

Is the item academically correct? 130 90 15 10 

When Table 5 is examined, it was found that approximately 22% of the short-answer items used 

by Turkish teachers in their written papers contained spelling, writing or expression errors, and that 

24% were not written clearly and understandably. It is seen that 10% of the items contained academic 

errors and that too much information was included in the root/premise of 10% of the items. Moreover, 

it was concluded that 61% of the items were appropriate for the level of the students and that 77% of 

them measured a single/important behaviour. 

Table 6. True-False Item Writing Criteria 

Criteria 
Yes No 

f % f % 

Are there any writing or expression errors in the item? 4 21 15 79 

Is the item absolutely true or false? 16 84 3 16 

Do the true and false answers form a certain pattern? 8 42 11 58 

Is the item written clearly and understandably? 15 79 4 21 

Does the item measure a single/important behaviour? 6 32 13 68 

Is the item appropriate for the level of the students? 12 63 7 37 

Are related items given together? 9 47 10 53 

According to Table 6, it was observed that 21% of the true-false items in the Turkish course 

exam papers included spelling, writing or expression errors, while 21% of them were not written clearly 

and understandably. It was seen that 42% of the items formed a pattern in their true-false answers, and 

that 53% of related items were not given together. In addition, it was concluded that only 32% of the 

items measured a single/important behaviour, while 63% were appropriate for the students’ level. 

Table 7. Matching Item Writing Criteria 

Criteria 
Yes No 

f % f % 

Are there any spelling, writing or expression errors in the premise and 

decision statements? 
5 38 8 62 

Is it clearly stated how the matching is to be done? 8 62 5 38 



Education and Science 2022, Vol 47, No 210, 259-280 P. Kanık Uysal, Ç. Akın Arıkan, T. Acar Erdol, E. Bayrak Özmutlu et al. 

 

271 

Table 7. Continued 

Criteria 
Yes No 

f % f % 

Has care been taken to have the same number of premise and decision 

statements? 
3 23 10 77 

Are the premise and decision statements written clearly and understandably? 10 77 3 23 

Are the premise and decision statements appropriate for the students' level? 9 69 4 31 

Has care been taken to ensure that the premise and decision statements 

measure the same characteristic? 
7 54 6 46 

When Table 7 is examined, it is seen that 38% of the matching items in the Turkish course exam 

papers contained spelling, writing or expression errors, while 23% of them were not written clearly and 

understandably. It was found that 77% of the items did not have the same number of premise and 

decision statements, and that in 38% of them, it was not clearly stated how the matching was to be done. 

Moreover, when the premise and decision statements of the items were examined, it was concluded that 

the same characteristic/scope was measured in 54% of them, and that 69% of them were appropriate for 

the level of the students.  

Findings regarding the distribution of the questions in the Turkish Exam according to the 

cognitive process dimension and metacognitive level of the RBT 

The distribution of the questions in the Turkish Exam according to the cognitive process 

dimensions of the RBT is given in Figure 1, while information on the lower, middle and higher-order 

cognitive levels, in which the questions are located, is given in Figure 2. 

 
Figure 1. Distribution of Questions According to Cognitive Process Dimensions of RBT 

 
Figure 2. Distribution of Questions According to Cognitive Level 

When Figure 1 is examined, it is seen that most of the questions were prepared at the understand 

level. Understand was followed by remember, apply, analyze and create, respectively. No questions were 

included at the evaluate level. When Figure 2 is examined, it is seen that the majority of the questions 

were aimed at the middle cognitive level. While questions for the lower level were then asked, the rate 

of questions for the higher-order level remained at the level of only eight per thousand. 
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Discussion, Conclusion and Suggestions 

In this study, Turkish course exam papers have been examined in terms of originality, page 

layout, item types, writing of items in accordance with their characteristics, and cognitive level. Within 

the scope of the first sub-problem of the research, the Turnitin program was used to examine the 

originality of the exam papers. The examination revealed that the exam papers had similarity rates 

ranging between 11% and 91% in terms of content. This finding of the study supports the finding by 

Akyol et al. (2013) that questions in exam books were used and that original questions prepared by 

teachers were rarely included. On the other hand, it is known that many domain experts emphasise that 

a measurement tool should not contain items and statements taken unchanged from a known source 

(Atılgan, 2006; Baykul, 2010; Doğan, 2006; Haladyna, 1994; Özçelik, 1992, 2013; Tekin, 2012). 

Undoubtedly, the fact that the similarity rate of the exam papers is so high brings about many 

drawbacks in terms of measurement and evaluation requirements. The first of these drawbacks is that 

questions that can be freely accessed from the internet find their way into exam papers without 

undergoing any changes, a situation which increases the likelihood that students will encounter exam 

questions before the exam. This possibility raises the question that the measurement data do not reflect 

the correct information about the characteristic intended to be measured. The extent to which the 

functions of measurement and evaluation can be carried out under these conditions poses a serious 

question mark. Furthermore, as Atılgan (2006) states, even if a ready-made exam question has the 

quality of measuring a higher-order level behaviour, when there is a possibility that the question has 

been encountered before, only the recall behaviour of the student can be measured. In other words, 

since such an item does not measure the behaviour that it should measure, it cannot serve the purpose 

of measurement. It can be stated that the exam papers, which have a similarity rate of up to 91% as 

indicated by the research findings, can be suspected of not serving the purpose of measurement in this 

respect. Moreover, it should not be forgotten that an assessment method consisting of ready-made 

questions carries the risk of orienting the student to memorisation (Atılgan, 2006; Nitko & Brookhart, 

2016). It is clear that the Turkish course, which has rich resources for developing students’ higher-order 

thinking skills, should focus on ways for students to utilise their mental capacities in a more constructive 

way. Obtaining the questions ready-made from websites may lead students to orient towards these 

websites rather than the course. Therefore, while preparing for exams, it is possible that students will 

concentrate on internet data rather than on what is fostered by the course process. 

The use of ready-made questions in the exam papers raises many questions, such as how 

compatible these questions are with the classroom context, how much they overlap with the outcomes 

in the curriculum, how much they reflect the points that the teacher emphasises in the teaching process, 

and to what extent the question difficulties are appropriate for the grade level. Indeed, Nitko and 

Brookhart (2016), who stated that ready-made questions may not match the content emphasised by 

teachers in their own lessons, state that these questions should be examined and checked by the teachers 

themselves in terms of their appropriateness for the course content and evaluation criteria. Therefore, 

instead of using these questions as they are, it would be a more correct way for teachers to adapt these 

questions in accordance with the measurement and evaluation principles, to use the ones that are 

appropriate for the outcomes they plan to measure, and to select the most appropriate question type for 

the purpose by knowing the strengths and weaknesses of the question types. In exams where such a 

process is not followed, the likelihood of making an erroneous assessment will be high (Nitko & 

Brookhart, 2016), reliability and validity will decrease, and decisions such as pass/fail given about the 

students according to the test results will be inaccurate. Research findings suggest that such problems 

exist, especially in exam papers having a high similarity rate. 

As much as the similarity rates in the exam papers, the internet sites that Turkish teachers utilise 

when selecting exam questions are also an important topic of discussion. It was seen that a total of 174 

internet sites were utilised for the exam papers examined within the scope of the research. None of the 

sites with the highest usage rate has the characteristic of being an official site. Furthermore, in none of 

the sites is it guaranteed that the contents have been prepared within the framework of the requirements 
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of educational sciences or that they have been audited by an expert. In addition, among all the papers, 

the percentage of exam papers benefiting from EBA was 0.96%. As well as the question of why the rate 

of teachers’ use of original questions in exam papers is low, it is thought that the question of why 

teachers prefer other websites instead of EBA is one that needs to be answered. The research findings 

clearly reveal that teachers should be prevented from using questions published on websites, whose 

content has not undergone any inspection and which can be easily accessed by everyone, in their exams 

without making any changes. In this context, it is thought that software that makes it possible to examine 

the similarity rates in teachers’ exams can be used in schools. Moreover, the development of platforms 

with encrypted access and questions that have been checked by experts for teachers to utilise in their 

exams can be suggested as a step that will improve the quality of Turkish exams. 

In the examination made within the scope of the second sub-problem of the research, it was 

seen that 56.86% of the Turkish course exam papers did not have the page layout features that should 

be found in an exam paper. The format problems observed in the exam papers were that the letters had 

different sizes and fonts, and that appropriate space was not left between the item root and the options 

or items. Doğan (2006) stated that these criteria should be taken into account in tests in order to provide 

ease of perception and reading, and that otherwise, both validity and practicality problems will arise. 

In addition, it was concluded that in exam papers with mixed test characteristics, items of the same type 

were not found together and the items were randomly ordered. It is known that gathering items of the 

same type together is important for both teachers and students (McMillan, 2015). This feature, which is 

an essential for assessment tools, ensures that for the teacher, instructions are used less and scoring is 

easier, while for students, it prevents them from having to change their answering behaviours all the 

time. For this reason, while preparing the questions, it is necessary to pay attention to the page layout 

features and proper ordering of the item types, while failure to pay attention to these features brings 

out the validity problem in tests. Therefore, it was revealed that there was a validity problem in the 

majority of the exam papers examined within the scope of the research. 

Another finding of the research is that the most used item type in the exam papers examined 

was the multiple-choice item type. This item type was followed by open-ended and short-answer item 

types. Another important finding is that in 21.57% of the exam papers, only the multiple-choice item 

type was used. This finding obtained in the study supports the findings by Aydın and Uçgun (2020), 

and Maden and Durukan (2009) that teachers mostly use the multiple-choice item type, while it differs 

from the finding by Benzer and Eldem (2013) that teachers mostly use the open-ended question 

technique. One of the reasons why the multiple-choice item type is preferred by teachers is that this 

item type can be scored easily and quickly in an objective way. The fact that teachers were preparing 

their eighth grade students for the high school entrance exam can be considered as another reason why 

this item type was preferred. Karakoç Öztürk and Altuntaş (2012) stated that teachers commonly use 

the multiple-choice test type because students are accustomed to this question type. However, the main 

objective in Turkish language education is for students to acquire the four basic skills, and it is clear that 

speaking, listening and writing skills, which are among these four basic skills, cannot be measured with 

multiple-choice items. Therefore, when the aim is to measure such skills as speaking, listening, writing, 

the effective use of language, problem solving, critical thinking, reflective thinking and analytical 

thinking etc., open-ended items and performance-based assessment practices should be used. On the 

other hand, in tests consisting of different item types, there will be advantageous or disadvantageous 

cases depending on the extent of the student’s familiarity with the item format (such as multiple-choice 

items) (Hambleton, 2005). Although it was found in the research that multiple-choice items were mostly 

used in mixed tests, it was seen that mixed tests were preferred by teachers. It is seen that mixed tests 

are frequently used in large-scale tests such as PISA, TIMSS, etc. In in-class measurement and evaluation 

practices, too, teachers should carry out their measurement and evaluation practices by using item 

formats in a balanced way instead of using a single item type. Since different item types are used, mixed 

tests enable more valid and reliable measurements and decrease chance success by reducing errors 

caused by the effect of the item type. 
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When the results of compliance with the item writing criteria, which is another finding of the 

study, were evaluated as a whole, it was revealed that the teachers did not pay enough attention to the 

criteria in the items they used in the exam papers. For the criterion, “Are there any writing, expression 

or spelling mistakes?”, it was observed that there were writing, expression and spelling errors in all 

item types and that some teachers did not consider this criterion. Considering that in Turkish, the use 

of the comma in the wrong place changes the meaning of the sentence, it can be concluded that this 

situation observed in the exam papers may cause students to misunderstand the item root or perceive 

the distractors as the correct answer. For this reason, teachers need to take this criterion into account in 

the items they write or those taken from different sources, and to make the necessary corrections before 

the item is added to the test. Otherwise, the reliability of the measurement results may decrease. In the 

examination made on the basis of the criterion, “If a negative expression/attention-grabbing expression 

is used in the item root, has the expression been stated conspicuously?”, it was revealed that the teachers 

did not consider this criterion in more than half of the negative items they used. However, this situation 

may cause students to perceive the items in a positive way or to answer the item incorrectly even though 

they know it, which may lead to a decrease in the reliability, and therefore the validity, of the test. 

Considering the criterion, “Does the item measure an important behaviour?”, it was revealed that 

important/critical behaviours were not measured in all item types (at rates ranging between 20% and 

40%). Since it is impossible to measure all of the educational goals in the subject area with tests, critical 

behaviours for the subject area must be measured. For the criterion, “Do the true and false answers form 

a certain pattern?”, it was seen that in approximately half of the items used (42%), the true answers to 

the items emerged in a systematic way. This means that in the event that students notice the pattern in 

the questions, they will be able to answer the item correctly without reading the question or knowing 

the answer. When these results are evaluated together, it is revealed that there is a need to focus in detail 

on pre-service and in-service teacher training processes to ensure that teacher candidates and teachers 

gain proficiency in item writing. In this respect, it can be recommended that the courses given at the 

undergraduate level be conducted under the supervision of a domain expert and a measurement and 

evaluation expert, and that practical studies be carried out. Working teachers can also be provided with 

in-service training on item writing, item writing criteria and item types. In these in-service training 

courses, it can be ensured that Turkish teachers are informed about what they will measure, and why, 

for what purpose and according to which criteria; and about what they should pay attention to in terms 

of validity and reliability in their exams; and that they have the chance to transform what they have 

learned into practice through workshops. 

In the examination made within the scope of the fifth sub-problem of the research, it was 

concluded that approximately four-fifths of the questions used in the exam papers were prepared at the 

understand level of the RBT. While approximately one-fifth of the questions were aimed at the remember 

and apply levels of the RBT, no questions were prepared for the evaluate level, and very few questions 

were included for the analyze and create levels. The fact that the majority of the questions were prepared 

for the understand level is in parallel both with other research results for Turkish exams (Çintaş-Yıldız, 

2015; Güfta & Zorbaz, 2008) and with results obtained for exams in different subjects (Himmah, 

Nayazik, & Setyawan, 2019; Virranmäki, Valta-Hulkkonen, & Pellikka, 2020). It can be thought that the 

reason why the exam questions were mostly aimed at the understand level is that this level includes 

more sub-skills than the other cognitive levels. While the other cognitive levels of the RBT include two 

or three cognitive sub-skills; the understand level includes seven sub-skills: interpreting, exemplifying, 

classifying, summarising, inferring, comparing and explaining. Frequently asking questions based on 

summarising, explaining and interpreting the given text in Turkish exams may be a reason why more 

questions are included for this level. 

The Turkish course is an essential course in terms of fostering critical reading skills in students. 

Critical reading skills also require thinking skills such as analysing and evaluating (Ateş, 2013). 

However, among the questions examined in this study, only five per thousand were included in the 

analyze level, while no questions were included in the evaluate level. In the study conducted by Akyol 

(2001), it was determined that in the questions used in textbooks, questions that require thinking and 
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judgment such as evaluation were not included at all or were included very rarely. These results indicate 

that critical reading skill was not taken into account in the evaluation or that it was not known how to 

evaluate it, since although teachers included the phrase “evaluate” in the question root, they did not 

give an explanation about the internal and external criteria to be used in the evaluation. Based on this 

result, there is a need to carry out studies aimed at enabling teachers to write questions in the analyze 

level and especially, by including internal and external criteria, the evaluate level. 

It was observed that among the questions examined, only three per thousand were at the create 

level. In the study by Aydın and Uçgun (2020), too, it was revealed that questions aimed at writing in 

exams were included at the knowledge level. This result shows that Turkish course exam questions 

focus on the “understand” dimension but do not contribute to “meaning-making”. Akyol (1997) argues 

that the skill of meaning-making should definitely be acquired by students and that this should be done 

in a planned way from primary school to university, since in order to enable skill development, practical 

instruction and assessment studies should be carried out. In Turkish lessons, writing activities for a 

particular type of text (fable, memoir, essay, etc.) are activities that can correspond to the create level. 

Among the eighth grade outcomes of the 2018 Turkish Curriculum are outcomes aimed at creative and 

critical writing (MoNE, 2019). However, the fact that teachers do not include questions for the create 

level is an obstacle to the development of writing skills. Since both writing questions in Turkish exams 

for the create level, which will contribute to the development of writing skills, and the evaluations at the 

create level require more time than for other types of questions, it can be recommended that such 

evaluations be made at separate lesson times. The unbalanced distribution of the questions in this study 

for the cognitive levels of the taxonomy reveals the idea that a taxonomy was not used in the exam 

preparation process or that the taxonomy was not used effectively by the teachers. A situation observed 

in different studies is that teachers did not benefit from a taxonomy during the preparation of exams 

(Ayvacı & Türkdoğan, 2010) and that they had difficulties in classifying the questions according to a 

taxonomy (Yusof & Hui, 2010). Since each level of the taxonomy necessitates the use of a different 

cognitive process, in instruction and assessment studies, it is important to include questions for each 

level of the taxonomy used (McMillan, 2015). Based on this importance, training should be given to 

teachers to ensure that they use the taxonomy effectively in the question preparation process. 

Another striking result of the study is that among the examined questions, the rate of higher-

order questions was only eight per thousand. Although the great majority of the questions were 

prepared for the middle cognitive level, the rate of questions for the lower cognitive level was about 13 

percent. This result is consistent with the findings of studies (Güfta & Zorbaz, 2008; Kavruk & Çeçen, 

2013; Maden & Durukan, 2009; Özen, 2020) examining Turkish exam questions. Three possible reasons 

can be suggested to explain why insufficient higher-order questions are included in Turkish exam 

papers. The fact that the questions were not written in accordance with the question-writing criteria, as 

seen in the fourth finding, can be considered as the first reason. The fact that in the examined questions, 

the answer to the question is given directly in the text or that the question root contains the answer 

prevents the activation of higher-order thinking skills. In the studies by Güfta and Zorbaz (2008), it was 

determined that the answers were included in the text that was given. As the second reason, it can be 

thought that teachers did not aim to write higher-order questions. As stated in the first finding, the high 

degree of similarity between the exams can be accepted as an indication that the questions were not 

prepared by the teachers and that the teachers did not aim to use higher-order questions in their exams. 

The fact that only 24 percent of the questions used in the exams (see the third finding) consisted of open-

ended questions suitable for writing higher-order questions can be evaluated as the third reason. The 

fact that most of the questions were prepared as multiple-choice, true-false, short-answer and matching 

items creates limitations in the use of questions based on in-depth understanding and reasoning 

(McMillan, 2015) and may be insufficient for measuring advanced complex behaviours (Doğan, 2006). 

Another sub-reason that should not be overlooked is the fact that teachers often prepare open-ended 

questions for the lower and middle cognitive levels. In the study conducted by Özen (2020), it was seen 

that teachers prepared open-ended questions mostly as simple reading comprehension questions. 

However, an exam paper should include questions from different cognitive levels (Jones, Harland, Reid, 



Education and Science 2022, Vol 47, No 210, 259-280 P. Kanık Uysal, Ç. Akın Arıkan, T. Acar Erdol, E. Bayrak Özmutlu et al. 

 

276 

& Bartlett, 2009). While knowledge-level questions can be forgotten at a rate of 80-90%, higher-order 

level questions are remembered at a rate of 80-85% (Savage, 1998). 

Having a balanced distribution aimed at different cognitive levels in exam papers and 

educating individuals with the higher-order thinking skills required for the 21st century requires 

following a systematic and planned instruction and measurement-evaluation process. For this reason, 

in their classroom teaching activities and their assessment practices aimed at monitoring student 

development, teachers should provide their students with situations and questions that require them to 

use these skills. After these thinking skills of the students are developed in the teaching process, 

questions measuring these skills should definitely be included in measurement practices carried out for 

level determination. For this reason, it may become obligatory to include higher-order questions in the 

exams implemented in schools. For the purpose of preparing exam questions, a text archive can be 

created that will make it possible to write higher-order questions, and this archive can be made available 

to teachers. Sample questions prepared by experts at different cognitive levels and including different 

thinking skills can be made available to teachers through EBA. 

Limitations 

In this study, an attempt has been made to make comprehensive inferences about the quality 

and adequacies of Turkish exams by examining the exam questions in terms of originality, page layout, 

item types, writing questions in accordance with the item characteristics, and analysing them in terms 

of cognitive level. It is thought that in this respect, the study has contributing factors for the literature 

and for teachers. However, it also has various limitations. One of these limitations is that it was not 

known whether the students had previously come across the questions asked in the exams (during the 

course, in their homework, on the internet, etc.). For this reason, in all coding except for the remember 

level, it was assumed that the student first encountered these questions during the exam process. 

Another limitation is that the originality of the exam papers was limited only to the sources scanned by 

the Turnitin program. In addition, in terms of cognitive level, the use of only the Revised Bloom 

Taxonomy in the classification of the questions in the exam papers examined in the study, and the 

inclusion of exam papers belonging only to the first exam period in the sample, can be shown among 

the limitations of the study. 
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