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OZET

ORTAOGRETIM BASAMAGINDA ANADILDE UST DUZEY DUSUNME
SURECLERI ILE INGILIZCEDE OKUDUGUNU ANLAMA BECERISI ARASINDAKI
ILISKILERIN INCELENMESI

FATMA BANU TUMAY

Doktora Tezi
Egitim Bilimleri Enstitiisii
Prof. Dr. Giirkan Dogan (Tez Danigsmani)
Agustos, 2014

Milli Egitim Bakanlig1 dil 6gretiminde Avrupa Ortak Cerceve Metnini kabul
etmis ve egitim sistemini yapilandirmaci yaklasima gore yenilemis oldugu halde
Tiirkiye’de yabanci dil 6gretimi/6grenimiyle ilgili tartigmalar sona ermemistir.

Bu c¢alisma, yabanct dil Ogretimi/0greniminde iletisimsel yoOntemlerin
oneminden yola ¢ikarak bildirisim kuramlarina odaklanmis ve bu kuramlar arasinda
cikarimsal bildirisim modeli ad1 ile bilinen modeli ayrintilari ile ele alan Bagintt Kurami
iizerinde yogunlagsmistir. Bu kuramda agiklanan ¢ikarimsal model, bir mesajin anlaminin
anlagilabilmesi icin, dinleyicinin ¢ikarimda bulunmasi gerektigini ileri slirmektedir. Bu
nedenle calisma, ¢ikarimda bulunma becerileri ile siirdiiriilmiis, okudugunu anlama ve
¢ikarimda bulunma arasindaki iliskiyi tartigmigtir. Bununla birlikte, ¢ikarimda bulunmanin,
fazla sayida tiiriiniin olmasi ve okudugunu anlama degerlendirmelerinde tek basina yeterli
olmamasi nedeniyle iist diizey diisiinme siireglerine yonelmistir.

Ust diizey diisiinme becerileri, akademik basariy1, dolayisiyla da iilkelerin
gelismelerini dogrudan etkiler. Bu nedenle bu beceriler Ogrencilere egitim yoluyla
kazandirilmalidir. Bu amagla egitim hedefleri ve ders kitaplar1 bu becerilerin

edindirilmesine yénelik olarak hazirlanmalidir. Bu nedenle Ingilizce ders kitaplarinda var



v
olan iist diizey diisiinme becerilerinin varligini ve frekanslar1 bu ¢alismada arastirilmistir.
Bireyler, iist diizey diisiinme becerilerini anadilleri yoluyla edinirler. Bu
nedenle bu beceriler, (PISA okudugunu anlama smavlarinda da oldugu gibi) okudugunu
anlama testleriyle de dlglilmektedir. Bu durum, okudugunu anlama ve iist diizey diisiime
stirecleri arasindaki iliskiyi gostermesi bakimindan da onemlidir. Bunun yani sira, ilgili
caligmalar, bu becerileri edinmis bireylerin yabanci dil ya da ikinci dilde okudugunu
anlama basarilarinin da yiiksek oldugunu gostermistir. Bu dogrultuda, calismada iki beceri
grubu arasinda anlamli bir iliski olup olmadiginin test edilebilmesi i¢in arastirma araglar
gelistirilmis ve {ist diizey diisinme becerileri ile Ingilizcede okudugunu anlama basarisi

arasinda anlamli bir iligski bulundugu sonucuna ulasilmistir.

Anahtar sozciikler: Bagintt Kurami; ¢ikarimsal bildirisim modeli; ¢ikarimda
bulunma tiirleri; iist biligsel beceriler; ‘Yeni Taxonomy’ (Marzano & Kendall, 2008;
2007).



ABSTRACT

EXAMINING THE RELATIONSHIP BETWEEN THE HIGHER-ORDER THINKING
PROCESSES IN THE NATIVE LANGUAGE AND READING COMPREHENSION
SKILLS IN ENGLISH IN THE SECONDARY EDUCATION

FATMA BANU TUMAY

PhD Dissertation
Institute of Education Sciences
Prof. Dr. Giirkan Dogan (Supervisor)
August, 2014

The discussions about the foreign language teaching and/or learning still
continue in Turkey although the Ministry of National Education adopted the Common
European Framework and improved the educational system according to the
constructivistic approach. Thus, the study focuses on communication in general because of
the important role of communicative methods in language teaching. Among the
communication models, the study emphasizes the inferential model which is explained in
the Relevance Theory and which asserts that the inference generation skill of the audience
(i.e. listener) is paramount in achieving the meaning of a message. Therefore, the study
discusses inference which is a core thinking skill necessary for all the higher-order
thinking skills.

Playing an important role in academic achievement, the higher-order thinking
skills contribute to welfare of countries. Thus, acquisition of the skills is crucial and they
should be taught in educational systems via the course objectives and the coursebooks.
Therefore, the study investigates the frequencies of the higher-order thinking skills in the
English coursebooks.

Individuals acquire the higher-order thinking skills via their native language.
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For this reason, the skills are usually assessed through reading comprehension tests (as in
the PISA surveys), which show the close relationship between the two. Besides, the related
research indicates that the higher-order thinking skills acquired in the native language also
effect reading comprehension in foreign and second language as well. In this study, the
research tools were developed to reveal this effect and the results showed that there is a

significant correlation between the two.

Key Words: Relevance Theory, inferential communication model, inference
types, higher-order thinking skills, the ‘New Taxonomy’.
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1. INTRODUCTION

This dissertation begins with a communication theory, which suggests a
communication model- namely the ostensive-inferential model, defined in the Relevance
Theory asserting that the responsibility for achieving the meaning of a message in
communication lies with the audience/reader as well as the utterer /writer. The reason for
this beginning is the communicative approach introduced into the foreign language
education in the mid-20th century. This approach suggests the idea that learners should
communicate the real-life situations in the target language. The principles of the Relevance
Theory overlap with those associated with the communicative approach. Thus, the first
part discusses the communication and communication models, especially the inferential
model of communication.

The inferential model asserts that communicators provide evidences of their
intentions to communicate, which are inferred by their audience on the basis of the
evidences provided. Thus, inference is paramount in this model. In addition, making or
drawing inferences is thought to be one of the important keys of the higher-order thinking
skills which give rise to academic achievement. As Piaget (1964) asserts, in the child
development, inferencing skills are acquired in the fourth stage which starts at the age of
11. This stage is the formal operational stage in which the child can manipulate abstract
concepts and ideas to solve the problems he faces. Therefore, this stage includes abstract,
logical and systematic thinking, requiring inferential reasoning (Piaget & Barbel, 1958
cited in McKinnon, 1970).

As a result, other issues to be discussed in the present study are inference and
higher-order thinking skills with respect to reading comprehension in the foreign language
since reading comprehension is thought to be a communication way.

By the evidence provided in some studies (Gomleksiz & Elaldi, 2011; Celebi,
2006; Paker, 2006), it is known that there are some problems in teaching and learning of
English as a foreign language in our country. These problems are thought to be multi-
dimensional. They investigate issues like teacher efficacy, teaching methods, teaching
materials, diverse socio-economic backgrounds of the students, school and classroom

environment, the role of teacher and/or student motivation or the importance of
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opportunities to practice. However, in this study only two of these dimensions are
investigated, as the researcher could not come across many studies investigating the effect
of the cognitive processes acquired in the native language on foreign language teaching
and learning. These two dimensions are: (i) the effects of the cognitive processing of the
learners on reading comprehension in English as the foreign language and (ii) the problems
observed in the English coursebooks as teaching materials. These are thought to be the
some of the problems and it is expected that the study could suggest solutions for the
language education system in Turkey. Consequently, the first aim of this study is to reveal
the relationship between the cognitive skills of the 10" grade students and their reading
comprehension in English. The second aim is to define the frequencies of the higher-order
thinking skills in the English coursebooks ‘Spot on 6’, ‘Spot on 7°, ‘Spot on 8” and ‘New
Bridge to Success’ followed in the 6™, 7, 8" and 9™ grades in the state schools.

In this chapter the statement of the problem, objectives, significance of the
study, research questions, limitation of the study, and the definitions of terms used are

explained.
1. 1. Statement of the Problem

The interdependence of technology and globalization has increased the value
of communication recently. Today, the improvement in technology is providing people
with new ways of communicating. At the same time globalization demands faster means of
communication as the interactions between nations increase. These new relationships
between nations have contributed to the effective use of languages by individuals as they
exchange information in a fast and correct way.

Globalization affected Europe and forced the countries in Europe to take
measures for competing more effectively with other countries in the mid-20" century.
When the countries established their first union, European Economic Community (EEC), it
was for purely economic reasons. Later this union was turned into European Union (EU)
with objectives related to wider social and political issues. In 1991 it expanded the issues
it dealt with and now it deals with issues ranging from economy to education, social
policy, health, and environment (EU, 2008). Moreover, the Single European Act, (signed

in 1986) paved the way for free circulation of people for some countries in later years (EU
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Single Market, n.d.). As a result, the need for understanding a message uttered or written in
another language became crucial.

All these changes, like the free circulation of people in Europe, caused to
generate new approaches to language teaching and learning because the ongoing processes
required new regulations as well as making of plans for any future developments.

Anticipating the outcome of the new regulations of the EU, Council of Europe
(CoE) offered some suggestions for improvements in the education and communication
among nations. The council was established in order to “standardize social policies and
legal practices” for the purpose of promoting “awareness of a European identity based on
shared values” as well as to defend the human rights (Sepulverda, van Banning,
Gudmundsdottir & Chammon, 2004: 131).

In the field of education, the CoE started to study on language teaching and
learning in general and as a result, the Common European Framework of Reference for
Languages (CEFR) was published in 2003. The purpose of the council was to define the
language levels of the learners or their achievements. Additionally, the council decided to
promote the reciprocal teaching and learning of languages in the member countries and to
help the people from different cultures to be integrated into the countries they move to
because of the increased mobility for education or labor in Europe. In fact, the aim of the
CEFR was to give insights into the new approaches. Therefore, the framework became a
potential area for cooperation as a principle of curriculum design (CoE, 2003). The
framework is being implemented presently. Beacco and Byram’s study (2007: 1)
summarizes the current view related to language teaching in general as a “Concern about
quality and standards in all education applies equally to language education”.

However, the concern of the people on different language backgrounds in
general was not limited just to the European countries, but to many others which were
aware of the increasing value of foreign languages. Tribble (2012) gives detailed
information about foreign language curriculum projects or studies of different researchers
who experienced new practices in language teaching in different countries like Egypt,
South Korea, China and India.

Being one of the member countries of CoE Turkey also supported the CEFR
and adopted this Framework in 2000. Moreover, Turkey’s negotiation started with member

European countries in 1987. In 1999, it became one of the candidate countries for the EU



4

(EU-Turkey, n. d). That is to say, it has to meet the needs of the full membership status.
Consequently, the Ministry of National Education (MNE) started to work towards
achieving this by working within this Framework. The piloting phase began in Turkey in
2001 (Egel, 2009). Thus, the MNE redesigned the curricula for foreign languages taught in
Turkey (Mirici, n. d.). Demirel (2003 in Egel, 2009: 5) clearly states the reasons for these
improvements adding that this could “contribute to language learning process in Turkey in
order to harmonize with European Standards and also to support the language policy of the
CoE by training plurilingual Turkish citizens as part of the integration process for a
multicultural European society”. Consequently, the objectives were redefined and the
coursebooks were rewritten for the languages taught in Turkey according to the new
language- curricula. Although the new curricula of the language courses have been
introduced in Turkey, the debates on both native and foreign language teaching, on the
curricula and/or on the books continue. This implies that in Turkey there are some
problems in both Turkish and English language teaching. The studies on this subject focus
either on Turkish or English language (Celik & Erbay 2013; Yagmur, 2011a; Kirkgoz
2009; Biiyiikkantarcioglu, 2006; Caliskan, 2006; Dogangay, Aktuna & Kiziltepe, 2005).
However, the number of the studies related to both Turkish and English is thought to be
very low (Celebi, 2006).

A more problematic issue for Turkish students is the results of the Program for
International Student Assessment (PISA) surveys. PISA was established in 1997 in order
to meet the needs of Organization for Economic Cooperation and Development (OECD)
members and to provide them with the reliable data on the student achievement or the
performance levels of the member’s educational systems (OECD-PISA, n. d.). The
Program has had five surveys to date. The results of all the surveys that Turkey
participated show that the Turkish students were below the average in reading literacy in
the native language. The last survey was in 2012 and among the 65 countries, the rank of
Turkey was 42 in the reading literacy in the native language. These results point out to a

crucial issue:
Reading literacy skills matter not just for individuals, but for economies as a
whole. Policy makers and others are coming to recognise that in modern societies, human
capital — the sum of what the individuals in an economy know and can do — may be the most

important form of capital. Economists have for many years developed models showing



generally that a country’s education levels are a predictor of its economic growth potential

(Coulombe et al., 2004 in PISA, 2013: 61).

Such a lower ranking underlines another problematic situation in the foreign
language teaching and learning. The cognitive skills acquired in the native language effect
the foreign or second language as suggested by Cummins (1979) as follows: if one
acquires the skills in the first language, he can transfer these skills to the second language
if the second language is at the threshold level. Although Cummins’s hypothesis refers to
the second language, the studies taking this hypothesis as the basis indicate that the
hypothesis can also be applied to the foreign language as well. Alderson (2000: 23) states
“once reading ability has been acquired in the first language, it is available for use in the
second or subsequent language also”. This shows that the achievement in the native
language effects the achievement in the second or the foreign language. Keeping in mind
what Cummins believes, how the Turkish students’ native language performance in terms
of higher-order thinking skills effects their reading comprehension in English is a question
that should be answered in order to suggest solutions to the shortcomings in the foreign
language teaching and learning in Turkey. The relation between the two is inferred from
what Cakir, Alic1 & Aksan (2011: 143) state: “to be a good reader in the native language is
a prerequisite for being a good reader in the target language”. Therefore, further
investigation is necessary to reval this relationship.

The brief information given above shows that language teaching and learning,
in both native and foreign languages, has an impact on the debates today. However,
language teaching or learning is not only a matter of everyday communication but also the
academic achievement as well (Kispal, 2008; Sallabas, 2008; Davoudi, 2005; Pennell;
2002; Phillips, 1988). This idea stems from one of the communication models, namely the
inferential model of communication, arguing that in a successful communication the
audience or the reader has to generate inference to get the meaning of the message
conveyed by the utterer or the writer (Sperber & Wilson, 1986). In their Relevance Theory
Sperber and Wilson introduce their new model by claiming that audience or reader has to
make an effort to reveal the meaning of a message in communication. That is to say,
audience or reader should not only decode utterances or written form of language but also
infer the meaning of the message during and/or after the decoding process.

On the basis of what Sperber and Wilson (1986) assert it is clear that if an

individual does not acquire the inference generation skill, it will be hard for him to get the
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real meaning of an uttered or written message. Thus, it can be thought that depending on
the inferential model of communication, some of the problems in academic achievement
derive from the lack of inference skills when the relationship between the reading
comprehension and the inference generation is taken into consideration since reading is
regarded as a communication way. There are numerous studies showing the relationship
between reading comprehension and inference generation clearly (Clinton, Seipel, van den
Broek, McMaster, Kendeou & Carlson, 2012; Davoudi, 2005; Pillow, Hill, Boyce & Stein
2000; Cane & Oakhill, 1999; Phillips, 1988). In order to analyze this relationship, some
researchers studied on teaching inferencing skills. Yuill & Oakhill (1988) go one step
further and they prove that teaching the inference skills helps students with poor reading
comprehension in their study.

The research on the relationship between reading comprehension and the
higher-order thinking skills indicates the similar results. There is also a relationship
between reading comprehension and the higher-order thinking skills because inference is
one of the basic higher order-thinking skills. That is, if an individual cannot acquire the
inferencing skills, it is hard for him to acquire the other higher-order thinking skills. Thus,
the need is to teach the higher-order thinking skills as a way of preparing individuals for
their future because their academic achievement is based on these skills (Hopson, Simms
& Knezek, 2001). While discussing the problems in native language teaching in Turkey,
Yagmur (2011a) draws attention to students’ poor reading comprehension because of their
poor higher-order thinking skills. He reaches this conclusion after reading comprehension
tests aimed at assessing the higher-order thinking skills in his institution National
Institution for Educational Measurement (CITO). He asserts that the coursebooks prepared
and written after the CEFR adoption and used in Turkish language courses in Turkey have
some shortcomings as the books do not aim at teaching the goals defined by the MNE. As
a result, it is thought that the higher-order thinking skills might not be taught to the
students until they are 15. The age of 15 is important as individuals finish acquiring these
skills at that age (Richland, Morrison & Holyoak, 2006).

Before Turkey adopted the CEFR, the educational system followed Bloom’s
Taxonomy. While the MNE redefined the foreign language curricula and rewrote the
English coursebooks according to CEFR, Bloom’s Taxonomy and/or its revised version

were announced as behavioristic, i.e. related to the individuals’ behavioral acquisitions,
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and these taxonomies were rejected because the new curricula take the constructivism as
the basis rather than behaviorism. However, the MNE does not offer another taxonomy or
set a standard for the English courses. This is thought to be a shortcoming in the
educational system.

In addition to the information given above there are some observations that this
researcher has experienced so far: The researcher worked as a supervisor of the pre-service
teachers for some years. The pre-service teachers were the 4™ year (senior) students
attending the English Language Teaching Department in the Education Faculty at Mersin
University. The pre-service teachers went to primary, secondary or the high schools
situated in Mersin for their training. During the supervision process, the researcher
observed that there were some problems in the English as a foreign language classes.
When the pre-service teachers were asked to criticize or evaluate the coursebooks of 6™, 7"
and 8" graders, it was noted that the books consisted of many exercises but they did not
have enough examples to teach the higher-order thinking skills such as reasoning,
argumentation like considering different viewpoints about an issue, hypothesis testing like
prediction, the use of logic like drawing conclusions, or problem solving. It was also hard
for the pre-service teachers to understand whether these books followed a taxonomy.

Another specific problem that the researcher met with during the teaching of
courses in English Literature, Short Stories, Drama, and Poetry courses for many years was
the fact that some students could not deduce the implicit information from the texts. Thus,
it became hard for them to answer the questions requiring inference generation, predicting
or drawing conclusions. This problem persists in some preparatory classes of the School of
Foreign Languages at Mersin University. It was observed that some of the students could
not cope with such questions aimed at drawing inferences.

Additionally, the fact that some students could not convey messages in English
in some writing courses in the preparatory classes also contributed to the researcher’s
doubt on the acquisition of the native language. At present, it is thought that the real
problem of such students is related to the difficulty of expressing their ideas in Turkish.
When the students could not write a good paragraph on a subject, the researcher usually
asked them to write a paragraph on the same subject in Turkish. It was observed by the
researcher that such students usually could not manage to write good paragraphs in Turkish

when they were asked to do so. As a result, the researcher deduced that if a student is not
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competent enough in the native language, it was hard for him to learn the foreign language
as well. These observations directed the researcher to define the objectives of the present

study.
1. 2. Objectives of the Study

There have been important steps taken by the Turkish authorities since the
CEFR was adopted. The MNE reorganized the language curricula and revised the Turkish
and English coursebooks according to the CEFR. Thus, the overall aim of this dissertation
was set to contribute to the current improvements in foreign language teaching in Turkey,
following the adaptation of the CEFR. Consequently, to interpret the effects of this switch
of policy on the English coursebooks and student progress in foreign language reading
comprehension was another general aim of the study. In order to attain the general aims,
other specific aims were set.

The third aim of the study was more specific. According to Piaget (1964) at the
end of the fourth stage of the child development, individuals acquire the higher-order
thinking skills. Thus, the third aim, which was related to what Piaget asserted, was to focus
on whether the 10" grade students attending the state high schools had acquired the higher-
order thinking skills (HOTS) as defined by Marzano and Kendall (2007) at that stage. The
grade selection is related to Piaget’s idea. In Turkey a students attending the 10™ grade is
15-17 years old.

Although there are slight differences between the higher-order thinking skills
defined by the MNE and Marzano and Kendall (2007) the study adopted the latter as it is
the part of a taxonomy known as the New Taxonomy. Taxonomies are thought to define
the higher-order thinking skills in details.

The fourth aim of the study focused at revealing whether acquiring the HOTS
effected the reading comprehension of the students in foreign language learning on the
basis of Cummins’s Interdependence Hypothesis. Cummins (1979) asserts that
proficiencies demanding cognitive tasks acquired in one language are transferred to
another if the second/target language is at the threshold level.

The last aim of the study was related to the English coursebooks, which were

designed and published after the adoption of CEFR. Therefore, to uncover the frequencies
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of the HOTS used in the English coursebooks (Spot on 6, Spot on 7, Spot on 8, and New
Bridge to Success) in order to show whether the books tend to teach the HOTS to the

students was the last aim.

1. 3. Significance of the Study

In some of the Western countries the governments founded some institutions to
handle with the problems in education. For example, National Assessment of Educational
Progress (NAEP) in the USA and National Foundation for Educational Research (NFER)
in the UK were established to better the education systems, to monitor the student progress
or performance, and to intervene the on going educational processes if they notice any
problems of teaching /learning. The results of the researches carried by these institutions
are published and disseminated on their webpages and it is possible for the researchers to
reach and use these sources. However, in Turkey the studies on language teaching
especially on English language are limited in number on the webpage of the MNE.
Therefore, studies like the present one could constitute data for further research for the
MNE to better the curricula of the English courses, coursebooks or the educational system
in general.

During the database investigation, the researcher of the present study observed
that there were many studies based on the Relevance Theory by Sperber and Wilson
(1986). These studies were about politics, business administration, psychiatry,
interpretation and language arts. This researcher could not come across any dissertations
on education based on this theory in Turkey. Thus, it was thought that this or following
studies could introduce this theory to the field of language education.

It was also observed that there were limited number of studies based on the
‘New Taxonomy’ offered by Marzano and Kendall (2008, 2007). The MNE tries to
disseminate the new information about any new approaches like constructivism on one of
its webpages. It expresses that Bloom’s Taxonomy or its revised version are behavioristic
but not constructivistic. Yet, it does not bring any other taxonomy that could be replaced
by Bloom’s Taxonomy or its revised version. The ‘New Taxonomy’, which was used to
define the HOTS in this dissertation, is a constructivistic taxonomy in which the levels are

not the successors of one another. Therefore, such studies, which discuss the
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constructivistic taxonomies like the ‘New Taxonomy’, can offer alternatives to the
educational system and can set a standard in the education system.

It is hoped that the authorities will find this study meaningful and will establish
some institutions and develop research tools to monitor the acquisition progress of the
higher-order thinking skills. The reasoning for this is that these skills effect not only the
reading comprehension but also the academic achievement as a whole. It is hoped that they
would test the outcomes of current educational practices and fix any problems experienced

both in the native language and the foreign language teaching and learning.

1. 4. Research Questions

The lower rankings of Turkey in the past PISA examinations prove that there
were many shortcomings of language teaching in the country (Batur & Ulutag, 2013). With
respect to the limits of the present study, the investigations on previous research indicated
that there were some problems either with the curriculum or the coursebooks in native
language courses in Turkey. There are some studies uncovering the reasons for these
shortcomings. (Yagmur, 2011a, 2011b; 2009; Berberoglu, et al., 2009; Biiylikkantarcioglu,
2006,). There are other studies which ascertain the relationship between the higher-order
thinking skills and reading skills ( (NAEP, 2011; Karadiiz, 2010; Sallabas, 2008; Bers,
2005).

Additionally, the research related to acquisition of the native and foreign
language claims that if individuals acquire reading comprehension skills in the native
language, they can access and use these skills in the second or foreign language
(Yamashita, 2004; Abu-Rabia, 2001 Alderson, 2000; Cummins, 1979).

Depending on the aforementioned research, this study claims that there is a
relationship between the reading comprehension in native language, i.e. Turkish and
reading comprehension in English as a foreign language.

Furthermore, the research related to the problems in the teaching of the higher-
order thinking skills makes this researcher consider whether the English coursebooks
include these skills adequately. Therefore, the second claim the study puts forth is that the
frequencies of the HOTS in the English coursebooks (distributed in state schools by the
MNE) are below the expected frequencies.
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In order to test the claims, a number of initial observations indicated that the
researcher should aim to ask the following questions for testing the outcomes of the
dissertation. The following research questions were to be tested through a research design
made for this dissertation. Thus, the research questions were set as follows:

1. Have the 10th grade students attending state high schools acquired the
higher order- thinking skills?

2. How is the performance of the 10th grade students attending state high
schools in reading comprehension in English?

3. Is there a correlation between the HOTS already acquired by the students
attending state high schools and their English reading comprehension in grade 10?

4. What is the frequency of the higher-order thinking skills integrated into the
English coursebooks (‘Spot on 6°, ‘Spot on 7°, ‘Spot on 8 and ‘New Bridge to Success’)
distributed by the MNE?

1. 5. Limitations

« The sample group is from the state high schools situated in Mersin. Thus, the
results are limited to these participants. It is thought that the number of the participants is
not adequate to generalize the results.

« The validity of the study was limited to the honesty of participants’ responses
to the research tools used in this study.

« The coursebooks Spot on 6, Spot on 7, Spot on 8 and New Bridge to Success
are previously used English coursebooks. It was discovered that the MNE changed the
books in 2013-14 Academic Year.

« The development phase of the research tools requires much more time. Each
level of the HOTS could have been assessed at different times. However, the limited time

of the researcher prevented her to do so.

1.6.Assumptions

« All the participants answered the items of ‘Reading and Comprehension Test

in Turkish’ and ‘Reading and Comprehension Test in English’ sincerely and accurately
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both in the trial version during the development phase of the research tools and in the final
versions.

« The invigilators of the tests did their job well, and they did not allow cheating
in the classrooms during the tests when the researcher was away.

o All the judges and raters, whose opinions were called upon, filled in
Evaluation Form (1), Evaluation Form (2), and Evaluation Form (3) accurately.

« The soft copy of the English coursebooks ‘Spot on 6, ‘Spot on 7°, ‘Spot on
8 and ‘New Bridge to Success’ were photocopied for the use of raters. The books were
printed in 2012. The differences between the older versions and the new versions were not
a concern.

o These books were used in the 2012-13 Academic Year as the coursebooks
delivered by the MNE. Therefore, they were compulsory. As a result, it was assumed that
the students followed the aforementioned English coursebooks as the compulsory course

materials in their classrooms at state schools.

1. 7. Definitions

There are some frequently used terms it this study. Although there are
numerous definitions or the explanations about these terms in various studies, the
following meanings should be assumed when they are used in this study:

Taxonomy: Taxonomy is a tool to classify the educational objectives or goals
in educational settings in order to form the different levels of learning. The classified goals
can show the way to teachers to instruct all the levels in a taxonomy, so that students can
learn the basic or lower order skills as well as the higher-order ones. A taxonomy also
helps educators to assess learner performance properly and accurately.

Constructivism: Constructivism is a learning theory explaining how
individuals acquire knowledge. According to the theory, individuals construct new
knowledge, concepts or new ideas through their prior knowledge and beliefs. Additionally,
this process requires individuals’ experience called experiential learning, i.e. individuals
acquire new knowledge by doing. In this process the individual uses his cognitive abilities.
The steps of this process are as follows: (i) the individual filters the new information

according to his prior knowledge and expectations; (ii) he constructs the meaning of the
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information and his hypotheses; (iii) he decides whether his mental representations are
relevant to the new information; (iv) if there is a match between his existing mental
representations and the new hypothesis, he assimilates it as the new construct or
knowledge.

There are two principles of constructivism: “(i) knowledge is not passively
received but actively built up by the cognizing subject; (ii) the function of cognition is
adaptive and serves the organization of the experiential world” Glasersfeld (1989: 114).

Behaviorism: It takes associations between stimuli and responses to the
stimuli as the basis. The species (human or animal) acquire new skills depending on the
effect that the response creates in the species’ environment. If a response proves to have a
positive outcome, the species are more likely to continue to repeat the behavior.

Inference: The term inference will refer to a chain of events consisting of (a)
the prior learning history or the prior knowledge of the responding individual; (b) an
encounter with familiar and unfamiliar attributes of a novel stimulus and the context in
which it occurs; (c) the conceptualization in which prior experience is linked with the
novel stimulus (occurring as an unobservable "intervening variable"); and (d) the response
or group of responses reflecting the conceptualization. There may be several cycles of
scanning and re-scanning the novel stimulus, of the context or environment of the stimulus
and of the memory store of prior experience before a satisfactory response is developed. It
is applied to the reduction of the uncertainty (Carton, 1966). Thus, making inference is to
activate or recall prior knowledge to comprehend new information by building bridges
between the two; obtain relevant information which is not explicitly given to the audience
or the reader; reconstruct relevant information from both linguistic and non-linguistic clues
for the new representation or to reach a conclusion.

Reading Comprehension: It is a collection of processes covering predicting,
inferring, synthesizing, generalizing, and monitoring. It is a wider concept than inference
generation. When the reader succeeds comprehension, the three components have to be in
harmony: “(a) the author’s intended meaning of the text; (b) the explicit text; (c) the
reader’s constructed meaning of the text” (Graesser, Singer and Trabasso, 1994: 37). Thus,
comprehension is “a process in which readers construct meaning by interacting with text
through the combination of prior knowledge and previous experience, information in the

text, and the stance the reader takes in relationship to the text” (Pardo, 2004: 272).
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Native Language: In this study native language refers to Turkish.

Reading Literacy: The term is used by PISA: “An individual’s capacity to
understand, use and reflect on written texts, in order to achieve one’s goals, to develop
one’s knowledge and potential” (PISA, 2012: 2).

Common European Framework of Reference for Languages (CEFR): The
Framework was developed to provide a common basis for the explicit description of
objectives, content and methods in second/foreign language education. It describes the
language learning outcomes in terms of language use. In order to do so it defines six
common language references (language levels): Al, A2, B1, B2, C1, C2. These levels
form a basis for comparing second/foreign language curricula, textbooks, courses and
examinations. The levels can also be used to design a curricula, teaching programs,
learning materials, and assessment instruments.

Self-assessment is one of the key features of the Framework. Therefore, it
provides the learner with European Language Portfolio. The Portfolio consists of three
parts: (i) The Language Passport; (i1) The Language Biography; (iii) The Dossier.

The Language Passport requires the owner’s regular updates and it gives an
overview of the owner’s knowledge and experience of language. The learners are expected
to assess themselves by using a checklist of “can do” descriptors. The owner records his
personal reflections in The Language Biography which contains a checklist for self-
assessment. The last part is The Dossier providing a record of the learning process. It is a

collection of personal work indicating how learners learn the language (CoE, 2011).
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2. LITERATURE REVIEW

Focusing on the criticism that the foreign languages (English in this case) are
not properly taught in Turkey, the Prime Minister called for the MNE to develop a project
to better the teaching of foreign language. On March 24, 2011, the project was put into
practice (ithal 6gretmen, 2011).

The project mainly included the revision of related legislation, the preparation
of new teaching materials, and redefining the requirements for English teacher recruitment.
Another issue that the project covered was the government’s decision to recruit foreign
(native) English language teachers.

Highlighting the importance of communication in the target language, the
project also included the starting of “English Cafés”, which will provide students with
opportunities to communicate in the target language at schools. Thus, the cafés could help
the students and the native English teachers come together to speak English with each
other.

Being aware of the importance of communication and the drawbacks in the
foreign language teaching in Turkey, the authorities have underlined the idea of immersing
the students in effective use of the target language by means of this project.

Communication became an important topic in many fields especially in the
second half of the 20" century. The reason behind this being the rapid development of the
communication technology, such as the invention of radio, cellular phones and the world
wide web, which provided people with opportunities for faster means of communicating.
Thus, the effective use of language along with achieving the meaning of messages became
crucial concerns. Additionally, the increased importance of communication drew the
attention of the researchers to the concepts or processes of communication in social
sciences.

In linguistics, researchers have suggested many communication theories.
Harris claims that “every linguistic theory presupposes a theory of communication” (1987
cited in Blackburn, 2007). Thus, parallel to the communication theories introduced, each
communication definition improved upon the previous one effecting the perspective of

communication in the social sciences.
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In addition, the changing approaches to communication shaped the foreign
language education as well. New communicative approaches or methods in the teaching of
foreign languages were introduced to the field of education.

One learns from linguistics that individuals communicate within their
environments and the outcome is the acquisition of a native language. Similar to native
language acquisition, communicative approaches and methods applied in foreign language
education assumed that the procedure is also valid in foreign language education also.
Hence, the aim of the communicative approaches/methods is to integrate the use of target
language for communicative competence into the language teaching by providing the
learner with the real-life situations. The methods help the learners to communicate via four
skills (reading, writing, speaking, and listening).

Since the focus of this study is the learning and teaching of a foreign language,
it begins with a theory of communication which is thought to be one of the bedrocks of the
teaching and learning foreign languages.

Recognizing reading comprehension as a type of communication, the second
part will give information about the relationship between reading comprehension and
inference generation because the inferential model, (one of the communication models)
which will be discussed in the first part, points to the importance of inference generation
during communication particularly in reading comprehension.

Inferencing skills are part of the higher order thinking skills. Therefore, the
third part will deal with the studies carried out on the higher order thinking skills, their
definitions, and their effects on academic achievement.

The researcher will also focus on additional studies related to the relationship
between the higher order thinking skills and reading comprehension along with studies
arguing that the higher order thinking skills cannot be effectively taught to most students in
Turkey. It is believed that the results of the reading literacy surveys of PISA probably
support this claim. If this is true, the students do have difficulty in learning foreign
languages as well because the ‘Interdependence’ and ‘Threshold’ Hypotheses (Cummins,
1979) claim that the skills acquired in one language can affect the second language if the
level of the second one is at threshold. Therefore, the research design in this study is
supported by these two hypotheses and the last part of this chapter will emphasize research
dealing with these two hypotheses.
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2. 1. Communication

The definition of communication varies depending on the concepts or the
components of the communication on which the researchers studied. Different types of
research have required separate or even the contradicting definitions of communication so
far (Littlejohn & Foss, 2005: 3). Littlejohn and Foss state that there are 126 different
communication definitions on the basis of the theories suggested (p. 11). Although there
are different arguments and discussions about the different aspects of communication, it is
certain that the human beings communicate meanings, thoughts, information, ideas,
beliefs, attitudes, emotions and propositions. Therefore, instead of giving one definition for
communication, this part will deal with the main communication theories.

The history of communication can be traced back to Aristotle, who
investigated the discrete items underlying the art of rhetoric (350 BC/1954). For Aristotle,
rhetoric is the art of persuasion, which has three major components: ethos, pathos, and
logos. As he did not focus on everyday communication but on rhetoric in his work, today it
seems wrong to assume his opinions are accurate or valid for communication. However,
his opinions have had a considerable effect on communication theories, especially the code
models of communication, up to date (Blackburn, 2007; Sperber &Wilson, 1986).

In his teachings, Aristotle (350 BC/1954) defined ethos as the good traits of the
speaker. The term 1is related to the speaker’s features. The speaker should be
knowledgeable and competent enough to link his speech with the topic-related ideas. In
addition, he must have credibility in the society since the audience demands the speaker to
be trustworthy in order to feel that the speech is worth listening to. Pathos is the effective
use of language and the images of emotion. By means of such speech, the speaker can
create identical emotions in the audience’s mind. Logos, which refers to the clarity of the
speech, is the logical argument of the speech. For Aristotle, the speech should be internally
consistent, have reasonable claims and offer proof to persuade the audience (Meyer, 1996).

Although Aristotle did not intend to discuss everyday communications, the
researchers dealing with language assumed that the three components of rhetoric (speech,
language and listener) could form the base for communication theories (Blackburn, 2007).

Although there are many theories related to communication, the main ones

were suggested with the development of the communication technology. “The intense



18

interest in the academic study of communication began after World War I’ with regard to
these developments (Littlejohn & Foss, 2005: 4). The invention of the radio and its
widespread use forced those who dealt with language and/or communication to investigate
the subject. In addition, the use of language became one of the crucial manipulation means
during the World Wars in that the use of propaganda helped the politicians disseminate
their ideologies. As a result, the use of language or the concept of communication was
perceived as a one-way process. The hearer or the audience of the speech had little or no
value because the speaker did not generally have the opportunity of sharing the same
physical environment as the target audience. Thus, the social phenomenon shaped the
theories that focused on the transmission and receiving the information. The best examples
of these theories can be seen in Shannon, (1948); Wiener, (1950); Shannon and Weaver,
1964 (which will be discussed in part 2. 2.). Therefore, excluding the cognitive skills of the
human mind and accepting language as a code that can convey meanings, the perspectives
of these communication models were limited to three aspects of communication, i.e.
speaker, language and listener. In these models, communication is accepted as an
encoding-decoding process.

The communication models from Aristotle to Grice (who was a distinguished
linguist) mainly focus on the three components of communication (speaker, code, and
listener) and they are considered as ‘traditional’ models (Sperber & Wilson, 1986: 5).
There are three main sub-types in this model: The Information Theory (Shannon, 1948),
Speech Circuit (Saussure, 1985) and Conduit Metaphor (Lakoff & Johnson, 1980; Reddy,
1979). However, Sperber and Wilson (1986) suggest that the traditional models take no
note of the cognitive skills of human beings; the focus is on the linguistic code and the
speaker who organizes the information and encodes it as a message.

When Grice suggested his Theory of Conversational Implicatures, he
introduced a different perspective for communication to the field by defining the term
‘implicature’. He changed the focus of communication from ‘what is said’ to ‘what is
meant’. The term refers to the latter because depending on the conversational context,
sentences in a conversation can have different implied or suggested meanings other than
what the sentence literally means.

Implicatures can mainly affect the communication in two ways: they can occur

as the part of the sentence meaning or they can be derived via conversational context. The
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difference between the two becomes clear in two implicature types. Depending on the
implicature attained by the audience, he differentiates conventional and conversational
implicatures. If the audience achieves the meaning by decoding the sentence and finds the
information as the part of the sentence meaning, the implicature will be conventional. In
contrast, if the literal meaning of the sentence is different from the implied meaning (as in
a metaphor) and if the audience achieves the intended meaning by means of conversational
context, the implicature will be conversational (Grice, 1975).

Although the concept of implicature paved the way for new perspectives in
human communication, Haugh (2002) claims that the term ‘implicature’ used in the theory
is vague or over-generalized.

In order to make sense of his concept (i.e.implicature), Grice also asserts Co-
operative Principles of human communication (Grice, 1975). The principle asserts “Make
your conversational contribution such as is required, at the stage at which it occurs, by the
accepted purpose or direction of the talk exchange in which you are engaged” (p. 45). The

principle has maxims and sub-maxims:

“Maxims of Quantity:

1. Make your contribution as informative as required. (for the
current purposes of the exchange).

2 Do not make your contribution more informative than is required.
Maxims of Quality

Supermaxim: Try to make your contribution one that is true.

1 Do not say what you believe to be false.

2 Do not say that for which you lack adequate evidence.

Maxim of relation

Be relevant.

2. Don’t make your contribution more informative than is required.
Maxims of manner

Supermaxim: Be perspicuous.

1 A void obscurity of expression.

2 Avoid ambiguity.

3 Be brief (avoid unnecessary prolixity).

4 Be orderly” (Grice,1975).

In 1986 Sperber and Wilson suggested a new theory, called the Relevance
Theory, and introduced the ‘Ostensive-inferential model of communication’ on the basis of
Grice’s theory. By distinguishing his theory from the code models they state that “the
reduction of Grice's analysis to an amendment of the code model destroys not just its
originality, but also many of its empirical implications and justifications” (1986: 28). Thus,
Grice’s ideas about human cognition inspired the researchers to develop the inferential

model. A Gricean idea which asserts that “an essential feature of most human
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communication, both verbal and non-verbal, is the expression and recognition of
intentions” drew Sperber and Wilson’s attention to the audience and the context that a
message or utterance creates for the audience. In their theory, they discussed the role of the
audience and her inferencing skills in understanding the intended meaning of the speaker
or the communicator. The second Gricean idea claiming, “utterances automatically create
expectations which guide the hearer towards the speaker’s meaning” made the researchers
focus on the cognitive skills of the human mind in communication (Sperber & Wilson,
1986: 33).

Like Grice, the theorists used the term ‘implicature’ to define the meaning
achieved via the encoding-decoding process and the conversational context put together.
However, except for the Maxim of Relation, they omitted three of the Gricean Co-
operative Principles while adding new principles. For Sperber and Wilson (1986: 34), “to
communicate efficiently, the only thing that the speaker has to do is to utter a sentence”
because every utterance or message carries the possibility of relevance and if the audience
cognizes it as relevant, her cognitive skills help her achieve the meaning.

They also asserted the term explicature as the complementary concept of
implicature. Explicature is the combination of decoded meaning and the contextually
inferred meaning. If the contextual features are smaller, the explicature will be more
explicit.

Drawing the focus away from the message and the communicator to the
audience and his cognition, the Relevance Theory brought forth a new perspective of
communication. It defines the ostensive-inferential model which modifies and contributes
to the Gricean theory of communication.

The next part deals with the major communication models, their positive and

negative aspects, and their contribution to the perspective of communication.

2. 2. Inferential Model of Communication

The Gricean Theory of Conversational Implicatures and his approach to
communication suggested a new model of communication, which was developed by
Sperber and Wilson in the Relevance Theory later on. The Relevance Theory, which

defines the Inferential Model of Communication, was based on the Gricean assumption
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that the fundamental part of human communication is the expression and the revealing of
the intentions that the expression conveys (Sperber & Wilson, 1986). Sperber and Wilson
state that they constructed the theory on one of the four ‘Co-operative Principles’
introduced by Grice (1975): it is the ‘Maxim of Relation’ saying ‘Be relevant’. The reason
for this choice is their acceptance of relevance and its importance in communication.
However, the other principles (Maxims of Quantity, Quality and Manner) are closely
related to linguistic encoding and decoding processes (Wilson & Sperber, 2004: 610;
Wilson & Sperber, 2002a, 2002b; Sperber & Wilson, 1986: 22).

Sperber and Wilson define the model in detail in their Relevance Theory
(Wilson & Sperber, 2004; 2002a; 1986).

According to The Relevance Theory, the processes of communication are as
follows: The communicator has the intention of conveying a certain meaning and encodes
it. The audience recognizes the intention because every utterance has the potential of
carrying relevant information. The audience decodes it linguistically.

The meaning is in the linguistically-decoded message but encoding it is not
adequate in and of itself. Bridging the gap between what is said and what is actually meant
involves a process of inference by means of the use of contextual information. (Marquez,
2006: 40; Dogan 1990: 67) The semantic representations obtained from the decoding
process are used only to make a set of hypotheses. These hypotheses constitute evidence
for the second process which requires making inferences. In other words, the linguistic
meaning obtained from the decoding process has the evidence of the communicator’s
intended meaning which demands the audience make inferences. The conclusion is
attained through the inference generation process (Carston, 2008; Sperber, 2007;
Kravchenko, 2007; Johnson, 2004; Wilson & Sperber, 2004, 2002a; Pavitt, 1990; Sperber
& Wilson, 1986, 1997). Wilson (1994: 40) states that achieving the meaning of a message
or input requires answering three questions: “(a) what did the speaker intend to say; (b)
what did the speaker intend to imply; and (c) what was the speaker's intended attitude to
the propositions expressed and implied?”

Below is the explanations and definitions about the inferential model, which
Sperber and Wilson call ‘The Ostensive-inferential Model of Communication’.

Relevance and Cognition: Aligning themselves with one of the Gricean

Cooperative Principles (i.e. Maxim of Relation), The Relevance Theory asserts that the
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utterances raise expectations of relevance, and this guides the audience to the
communicator’s meaning. A relatively high degree of relevance is what makes some inputs
worth processing. (Van der Henst & Sperber, 2004; Sperber & Wilson, 1986).

In the Relevance Theory, relevance is assumed as the basic human feature, and
the relevance of an utterance depends on the observable experiences, thoughts or memories
of the audience because utterances have the potential of connecting the relevant
information with the background information of the audience. When the audience thinks
that the input is relevant to him, he infers or interprets the meaning by connecting the input
with her prior knowledge. On the basis of this conception, the theory asserts:

« “An input is relevant to an individual when its processing in a context of
available assumptions yields a POSITIVE COGNITIVE EFFECT” (Sperber & Wilson,
1986: 251).

Cognitive effect is also achieved when an assumption is strengthened, revised
or abandoned. False conclusions derived from the input are not positive cognitive effects.

By context, the theory does not mean the context of the linguistic code of the
message or the environment at the time the message sent but the context of the
assumptions attained by the decoding process (Loukusa, Leinonen & Ryder, 2007; Black,
2006; Sperber and Wilson, 2002a; Dogan, 1996; Wilson, 1994; Sperber & Wilson 1986):
“By 'context' here, I mean not simply the preceding linguistic text, or the environment in
which the utterance takes place, but the set of assumptions brought to bear in arriving at
the intended interpretation” (Wilson 1994: 40). The theory calls this cognitive effect
contextual implication.

Contextual implication is the most important cognitive effect, and neither the
decoding of the utterance nor the context alone creates the contextual implication. The
cognitive effect can vary according to the individual’s representations of the world. Thus,

e “An input is relevant to an individual when, and only when its processing
yields such cognitive effects” (Sperber & Wilson, 1986: 251).

Consequently, the individual computes and compares the cognitive effects of
an input and picks the one having the positive cognitive effect because the greater the
positive cognitive effect achieved from the input, the greater its relevance will be. Besides
the cognitive effect that the stimulus creates, PROCESSING EFFORT determines the

relevance of an input. If the memory, perception or inference processes require greater
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effort, the input will be less relevant to the individual:

« The greater the effort required for the relevance of an input, the less relevant
the input will be.

Therefore, relevance is assessed in terms of COGNITIVE EFFECTS achieved
and the PROCESSING EFFORT required.

Relevance of an input to an individual:

(1) Other things being equal, the greater the positive cognitive effects achieved
by processing an input, the greater its relevance to the individual who processes it at that
time.

(i1) Other things being equal, the greater the processing effort required in
processing an input, the lower the relevance of the input to the individual who processes it
at that time.

Therefore, relevance of an input to an individual is comparative because the
function of both concepts (the positive cognitive effect and the processing effort) is
organized to make comparative judgments. As the cognitive system of human beings
evolved to search for maximum relevance, they have a tendency to grasp it. The theory
then asserts its cognitive principle of relevance. The principle referring to relevance

indicates the prediction of feelings, thoughts, propositions and beliefs of audience.

Cognitive Principle of Relevance:

“Human cognition tends to be geared to the maximization of relevance”

(Wilson & Sperber, 2002a: 45; Sperber & Wilson, 1986: 260).

Relevance and Communication: As it is claimed in the cognitive principle of
relevance, human cognition helps human beings predict or change the mental states of
others. Communication is achieved when the audience achieves the intended meaning that
the message conveys. However, the intended meaning should be ostensive. In other words,
the communicator should inform the audience of his intention to communicate. The
ostensive stimulus or intention is produced to attract the audience’s attention to the
communicator’s meaning and it comes with the communicator’s assurance of relevance.
Therefore, ostensive stimulus or intention requires both the communicator and the

audience’s presumption of relevance. There are two types of intentions that the
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communicator can produce:

Informative intention: It is the intention to inform the audience of something.

This type of intention makes the information mutually manifest (known by both parties of
the communication) a set of assumptions. It depends on how much the audience trusts the
communicator.

Communicative intention: This intention is to make an audience recognize that

the communicator wants to communicate something.
Briefly, the Communicative Principle of Relevance is based on the Cognitive
Principle and the ostensive stimulus.

Communicative Principle of Relevance: “Every ostensive stimulus conveys a

presumption of its optimal relevance” (Sperber &Wilson, 2002: 256; Sperber & Wilson
1986: 260).

When the ostensive stimulus creates any presumption of relevance, the
individual captures the OPTIMAL RELEVANCE.

“Optimal relevance: An ostensive stimulus is optimally relevant to an audience

iff

(1) It is relevant enough to be worth the audience’s processing effort;

(i1) It is the most relevant one consistent with communicator’s abilities and
preferences” (Sperber and Wilson, 2002: 256).

Optimal relevance demands the greatest positive effects with the smallest of
processing effort. In (i) the audience expects the ostensive stimulus to be relevant enough
to process. Sometimes the conclusion interpreted from the stimulus is stronger, depending
on the structure or the characteristic of the stimulus.

With regard to (ii), the communicator produces a stimulus which is
contextually enriched or easy to understand; this is within the limits of his abilities.
However, sometimes the communicator does not produce contextually enriched or easy
stimuli as s/he is unwilling to do so. Additionally, silence can bear meanings; its
presumptions may be worth processing and it can achieve the resulting interpretation. For
example, if the audience of a question avoids giving a response (if s/he chooses not to do
s0), the communicator interprets that his audience is unwilling to answer the question.
However, there are various presumptions that can lead to that conclusion and the

conclusion is achieved via contextual implication. The variety of the presumptions adds an
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extra layer to the processing as the presumptions are higher in number. Silence is
communicating in this respect.

Sometimes the communicator is not able to produce contextually enriched or
easy stimuli at the time of the communication for some reason. Therefore, there may be
ambiguous implicatures, metaphors or ironies to interpret, but the audience still constructs
hypotheses about the communicator’s meaning.

Additionally, communication can be both verbal and non-verbal:

In non-verbal communication, the range of meanings is limited because the
only evidence is the communicator’s concepts that can attract the audience’s attention and
the observable features of the environment only. Therefore, in non-verbal communication
an extra layer of intention recognition is demanded because there is not explicitness in this
type.

In verbal communication, the communicator can convey a wide range of
meanings; thus, utterances encode logical forms although they are incomplete. The
utterances that the communicator chooses provide input to the audience’s inferential
comprehension process. The audience follows a procedure to comprehend the intended

meaning:

Relevance-theoretic comprehension procedure:

(1) In order to compute the cognitive effects of a stimulus, the audience
follows a path of least effort. He produces hypotheses and tests them for disambiguation.

(i1) He stops when his expectation of relevance is fulfilled.

When the audience derives the first interpretation that fulfills his expectation,
he stops there because that hypothesis is the relevant one (if there is no contradictory
evidence). However, the hypothesis can be false. If the hypothesis is false, the
communication fails.

Relevance and Comprehension: As mentioned above, the audience constructs
hypotheses about the communicator’s meaning and the meaning should fulfill the
expectation of relevance. This procedure is defined as follows:

The sub-tasks in the comprehension process:

In order to derive the implicated conclusions;
(i)  Appropriate hypotheses about the explicit content are constructed by

decoding
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(i) Appropriate hypotheses about the intended contextual assumptions are
constructed

(ii1) Appropriate hypotheses about the contextual implications are constructed.

However, (i), (i1) and (iii) are not sequentially ordered because communication
is an on-line process and the hypotheses produced via explicatures and implicatures form
the conclusion in communication.

Achieving the meaning from an input, which demands the interpretation of the
figurative language is also within the frame of the comprehension process. The audience
first traces the literal meaning of such an input and tests his hypotheses. If the literal
interpretation and its hypotheses are not relevant enough for him to process, he moves to
figurative interpretation by applying the items discussed in the comprehension process.

Gricean Co-operative Principles and the Relevance Theory: The Relevance
Theory was based on one of the four ‘Co-operative Principles’ introduced by Grice (1975):
it is the ‘Maxim of Relation” meaning ‘Be relevant’.

The maxim puts forth that the intended meaning of a message is not only
linguistically decoded but also interpreted by a process of hypotheses formation. In the
process, linguistic decoding and contextual assumptions determine the possible hypothesis.
Thus, the contextual assumptions of the intended meaning should be mutually known or
identified by the communicator and the audience.

« With respect to the first maxim, Maxim of Quantity, Grice asserts that the
communicator should be as informative as required in order to be understood, not more,
not less. However, silence (if it is intentional) or non-verbal ostensive stimuli is a way of
communicating which violates this maxim. Although there are many contextual
presumptions or hypotheses, the audience can interpret the communicator’s intended
meaning.

« Grice’s second maxim, the Maxim of Quality, asserts that the communicator
should not utter what he believes to be false. Nevertheless, communicators sometimes use
verbal ironies or an echoic use of language. When they do so, their meaning is interpreted.
In such cases, the communicator utters what he believes to be false but his intended
meaning is achieved.

« Additionally, loose use of language, metaphor or hyperbole also violates the

Maxim of Manner because the communicator does not avoid ambiguity. He does not avoid
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prolixity as he conveys his intended meaning with unnecessary words (in Gricean idea) as
the metaphor use does not avoid obscure expressions. On the contrary, by violating the
maxim, he uses figurative language to convey her meaning and the meaning is achieved by
the audience.

Refuting the maxims by the principles of The Relevance Theory, Sperber and
Wilson state that except the Maxim of Relevance, the other three maxims are closely
related to linguistic encoding and decoding processes and they exclude the inferencing or
interpretation processes required in communication. (Wilson & Sperber, 2004: 610;
Wilson & Sperber, 2002a, 2002b; Sperber & Wilson, 1986: 33). Moreover, the focus of
these maxims is on the communicator rather than the audience, as they require the
communicator’s effort, which is unacceptable as communication requires the cognitive
processes of the audience as well.

Relevance and Inference: The human mind processes data via two types of
systems namely the ‘input systems’ and the ‘central systems’ (Marquez, 2006: 49; Sperber
& Wilson, 1986: 65). The input systems are sensitive to sensory stimuli (like acoustic or
visual stimuli). When a sensory stimulus reaches the input systems, the systems process it
and attain the conceptual representations of the stimulus. These representations help the
individual to produce assumptions. Then the assumptions are transformed into higher-level
conceptual representations by the help of the central systems. For example, when an
individual receives a visual stimulus, the input systems attain the conceptual
representations of the vision by processing the stimulus. This process results in the
production of the assumptions related to the representations of the vision. Then, the
encyclopedic memory is integrated into the assumptions by means of the central systems
and the meaning derived by the help of the central systems.

The central systems process the information obtained from the input systems
and they operate over conceptual representations. It helps the individual produce the
inferential conclusions.

Demonstrative and non-demonstrative inference: In demonstrative
inference, the meaning of an input or a stimulus is achieved by the linguistic decoding
process because this type of inference is context-free. Because they involve a set of fixed
premises, they are valid in all contexts. Below is an example of a demonstrative inference:

All the animals are mortal. (premise)
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Thunder is an animal. (premise)

Therefore, Thunder is mortal. (conclusion)

In this example, the audience of the premises achieves the conclusion without
contextual implications. In other words, there are not many hypotheses that can be
produced to achieve the conclusion. The conclusion is achieved through logic.

The communication between human beings requires mostly non-demonstrative
inference because it depends on the contextual effects. The processes in this type of
inference demands the contextual implications acquired through the encyclopedic memory

as well as the information attained by the decoding process at the same time. For example,

A: Are you going to lunch?
B: There is chicken.

The inference process will be:

« There is chicken for lunch (premise).
«If someone likes chicken, she will eat it (premise).
«B does not like chicken; she won’t eat it (premise).

« B will not go to lunch (conclusion).

With the acoustic stimulus of B, A linguistically encodes the utterance and he
produces the hypotheses by applying his encyclopedic memory. The conclusion that could
be derived from B’s utterance depends on A’s representations about B. If A’s memory has
the information that B loves chicken, the conclusion will be as B is going to lunch. If the
information is just the opposite, he will conclude that B is not going to lunch. However, the
premises cannot be limited with these because they depend on the contextual implications
that the utterance conveys.

Being the core to the human understanding, inferencing skills help human
beings carry on one’s relationship with the world. The reason for this is that through a
series of processes, it turns the abstract knowledge or the complex propositions of the
representations into meaningful structures. As a social being, humans have the tendency
for extracting meaning from what one hears, sees and reads. In order to do so, one uses

every hint to get the real meaning with the help of relevant information. This hint can be
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both explicit and implicit; it can be both linguistic and non-linguistic. The human mind
tends to grasp the relevant information.

The ostensive inferential model of communication defines clearly that human
communication is based on both the linguistic encoding-decoding process and/or inferring
the meaning from an input carried by the ostensive stimulus, sound patterns or the written
words at the time of the communication. The Relevance Theory, which defines the
inferential model, shows that human understanding requires inference generation skills for
effective communication.

In this study, the main focus is on written communication rather than the verbal
one because it is thought that measuring or assessing written communication is more
reliable. Therefore, the relationship between inference and reading comprehension will be

discussed in the next part.

2. 3. Inference

Inference can be defined in many ways: American Psychological Association
defines inference as: “Missing information filled in on the basis of a sample of evidence or
on the basis of prior beliefs and theories” (Inference in APA, n. d.). Phillips (1989: 4)
defines inference as “At a general level, inference is a cognitive process used to construct
meaning”. She also highlights the three components of inference as background
knowledge, the use of relevant information, and human judgment in general (Phillips,
1988: 16). For Cain and Oakhill (1999: 489) “inferences are necessary to link up ideas and
fill in details that are not explicitly mentioned”. To Kispal (2008: 2) it is “the ability to use
two or more pieces of information ... to arrive at a third piece of information that is
implicit”. For Markman, inference is the basis of understanding which often involves
transforming, extending, and relating information (1981 cited in Phillips 1989: 4).

According to Carton (1966: 2) inference requires “(a) the prior learning history
of the responding individual; (b) an encounter with familiar and unfamiliar attributes of a
novel stimulus and the context in which it occurs; (c) the conceptualization in which prior
experience is linked with the novel stimulus; and (d) the response or group of responses
reflecting the conceptualization”.

The definitions of inference generally have some points in common. The piece
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of information, which is not stated explicitly in a situation, utterance or text, is to be
understood by the observer, listener or the reader by means of background and prior
knowledge processed in the mind. Consequently, the frame of inference can be drawn up
as follows:

« to activate or recall prior knowledge to comprehend new information by
building bridges between the communicator and the audience;

« to use every linguistic and non-linguistic hint to reach a conclusion;

« to draw relevant information from the implicit utterances or texts.

2. 3. 1. The Relationship between Inference Generation and Reading

Comprehension

The idea of “reading is communicating” is accepted by most researchers who
have studied reading comprehension. Many researchers also draw attention to the
relationship of inference generation and reading comprehension. (Cakir, Alict & Aksan,
2011; Bowyer-Crane & Snowling, 2005; Davoudi, 2005; Kearns, 2001; Narvaez, van den
Broek & Ruiz 1999; Franks, 1998; Furlong, 1995; Graesser, Singer & Trabasso, 1994;
Yuill & Oakhill, 1988; Phillips, 1988; 1989; Seifert, Robertson & Black, 1985; Carton,
1966).

In order to underline the important role of inference in reading comprehension,
Kearns (2001) uses The Relevance Theory in his study which implies that reading is
communicating. In his work, he discusses different types of texts and he states that even
informative texts such as newspaper articles or footnotes require inference generation. The
reason for being is that to understand these informative text types the reader should use the
inferred context and this process requires external world knowledge. Kearns states “there
are no guarantees in the interaction between a text and a reader except that the reader will
seek a context that maximizes cognitive effect and minimizes processing effort” (75). This
piece of information indicates that the reader should create a context relevant to grasp the
meaning of the written input.

Some researchers claim that poor comprehenders have difficulty in making
inference at more than one level (Kispal, 2008; Bowyer-Crane & Snowling, 2005;

Davoudi, 2005; Beling, 2002; Cane & Oakhill, 1999; Yuill & Oakhill, 1988). These
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different levels which obstruct readers’ understanding of the texts includes the poor

background knowledge, poor vocabulary or poor grammar.

2. 3. 2. Inference Types in Reading Comprehension

Although there are many researchers who define inference types in their
studies, there is no consensus on the definitions or on the terminology used for inference
generation (Kispal, 2008). The literature investigated for the present study has indicated
that there are also different subtypes of inference. The disagreement on the terminology
related to inference generation or its various subtypes make it hard to classify them
precisely and completely. These studies are as follows:

Kispal states that the researchers studying inference define different inference
types. She grouped them as follows: (i) coherence (also known as text-connecting) and
elaborative (or gap filling); (ii) local (sentence-based) and global (text-based); (iii) on-line
(during reading) and off-line (after reading). However, the inference types that Kispal
mentions are not limited with these three groups.

Adams (2003) defined three inference types as logical, bridging and
elaborative. The logical inference type helps to deduce the relationship between the words
and referent; in the bridging inferences the new and the old information is related; in the
elaborative inference the world knowledge is used to construct meaning.

Wagner (2006) defines causal inferences, which construct the cause and effect
relationship and relational inferences that demand the reader to acquire information from
the sentences.

Clinton, et al. (2012) and Davoudi (2005) mention two types of inferences in
their study: text-connecting and knowledge-based inferences. The first type they mention
is text-connecting inferences. These inferences connect two individual ideas in texts, and
can be categorized in two groups as connective and reinstatement inferences. The second
one is knowledge-based inferences. The reader generates this type of inference to predict
or explain the text and it requires extratextual knowledge whereas text-connecting
inference demands the tasks in the working memory during the reading process (Clinton et
al., 2012). Graesser, et al. (1994: 373) define knowledge-based inferences as the ones

which are “constructed when background knowledge structures are activated in long-term
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memory, and a subset of the information is encoded in the meaning representation of the
text”. They give 13 subtypes of these five groups of inference: the first group (shown in
Table 1 as Number 1, 2 and 3) is needed for local coherence; the second group (shown in
the Table 1 as Number 3 and 4) is for establishing explanations; the third one (shown in the
Table 1 as Number 4, 5 and 6) is for the global coherence; the fourth is (shown in Table 1
as Number 7, 8, 9, 10, and 11) for elaborative inferences; the last one addresses the
author’s intention that the reader grasps. The inferences shown in the table as Number 12
and Number 13 are excluded from this classification. Graesser et al. claim that these
inferences are related to the pragmatic communication exchange between reader and
author.

Ford and Milosky (2008), Narvaez and Van den Broek, (1999) studied on on-
line (while reading) inferences. They mention on-line and off-line inferences in their
studies. While Ford and Milosky (2008), Gillioz, Gygaz and Tapiero (2012) studied on the
emotion inferences, Bengleil and Paribakht (2004) studied with the lexical inferences,
which are the subtypes of on-line inferences. Narvaez et al. (1999) studied the use of on-
line inferences focusing on the different reading purposes. Their research reveals the
effects of lexical inferencing on foreign languages. They state that the different subtypes of
on-line inferences can be generated while reading different types of texts.

Beling (2002) defines local and global inferences in her dissertation while
trying to find out the relationship between prior knowledge and inference generation. For
her, local inferences are made during the reading process and they create a coherent
representation at the local level of sentences and paragraphs. Global inferences cover the
whole text.

Trabasso and Magliano (1996), Cakir, et al. (2011) used the explanatory,
associative and forward inferences in their studies. Explanatory inferences are necessary to
understand the cause and effect relationship between the actions or events. Associative
inferences are made for generalizations about the characters, objects, actions or events in a
text. Forward inferences are necessary for the prediction of the future events in a text.
While Trabasso and Magliano tried to reveal conscious understanding during reading,
Cakir, et al. researched the reading strategies of the university students in English as the
foreign language with the help of these inference types.

To summarize, there are various inference types and they are named differently



33

even though there are some similarities between some of them. The variety of inferences
and their different subtypes make the subject unclear. On the one hand, there are a great
number of studies on inference generation; on the other hand, there is no consensus among
the researchers about inferences in general. However, the abundant number of the studies
has shown that the subject is important because individuals should acquire the inferencing
skills for academic achievement and for the welfare of their country.

In order to prove the relationship between inference generation and academic
achievement, some researchers have studied on teaching inferencing skills at schools.

Wagner (2006) states that inference skills are considered an important
component in academic development because students should use the prior knowledge of a
subject to help them learn and understand subjects by bridging the old and the new
information. Thus, some researchers studying in the field of education think that inference
skills should be taught in classrooms.

In her long study, Phillips (1988) points out the relationship between reading
comprehension and inference generation. She states that she investigated the tests given to
the students in most American schools and argues that these tests could not assess
inference generation. She notes that the standard reading comprehension tests should
assess the inferencing skills as the reading theorists acknowledge the relationship between
reading comprehension and inference generation. She also asserts that the inference
generation is not taught in the classrooms: “The increased evidence of poor reasoning has
led to claims about deficiencies in school programs” (p. 12). Additionally she explains how
she developed a reading comprehension test assessing inference generation and she gives
information about the results of the tests.

Carton (1966) argues that inference skills are important in foreign language
learning. He states that the students whose inferencing skills are limited cannot use
inference in educational contexts. If education programs do not cover teaching inference

3

skills explicitly, students “will either refuse to make inferences or make reckless and
inaccurate inferences when confronted with episodes or texts” (p. 13).

Yuill and Oakhill (1988) manipulated a group of students by teaching some
inference skills for their research. The results indicated that the poor comprehenders
benefited from the inference training whereas there was no significant change in the good

comprehenders’ group. They also found that the decoding insufficiencies of the students
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were not responsible for the comprehension difficulties of these students.

Davoudi (2005: 116) draws attention to the importance of teaching students the
inferencing skills by fostering their awareness of inferences and assumptions as a matter of
daily practice. He states that teachers should make their students notice the inferences in
everyday tasks. When students are aware of the inferences they make, teachers can ask the
possible assumptions that could be produced via inferences. If this process becomes a
routine task, they “begin to see that whenever they make an inference, there are other
(perhaps more logical) inferences they could have made”. Davoudi (2005) also suggests
that high quality inference and good reasoning are related.

In his report to US Department of Education, Pennell (2002) suggests what
should be done in the classrooms to improve the inferencing skills. He wrote the report for
the No Child Left Behind Act of 2001, which was strongly supported by US. President
Obama (US. Department of Education, 2001). Pennell claims that good reading
comprehension requires blending the prior knowledge with the content of the text, intuition
and imagination to make hypotheses. Pennell bases his study on the definition of
inferential comprehension in Barrett (1974 cited in Pennell, 2002), Keene and Zimmerman
(1997 cited in Pennell, 2002) and he presents the types of tasks, activities or questions that
should be used in the classrooms to the US. Education Department. The tasks or activities
include “inferring supporting details (covering the additional explicit information that the
author gave); inferring the main idea (includes general significance, theme and moral);
inferring sequence (to predict the sequence of implicit incidents from the explicitly given
information); inferring comparisons; inferring the cause-and-effect relationships; inferring
the character traits; predicting outcomes; inferring the figurative language.

Although most of the studies in the present literature indicate the significance
of inference generation in successful communication, of teaching inferencing skills or the
strong relationship between inference generation and reading comprehension skills, it may
be hard for the authorities to come to a full agreement on the issue and to design the
curricula accordingly because of the variety of the inference types and their different
definitions. Furthermore, the research investigated here is related only to the inference
generation in reading comprehension. There might be other inference types in other
disciplines, which are not the concern of this study. The inference types defined in the

related research are illustrated in Table 1 (the table was made by the researcher).



Table 1. Inference Types

Inference Types

Sub-types

Inference Types

Sub-types

Cohesive/

Coherence/

Text-connecting/
Inter-sentence: The inference
demanding the tasks in the
working memory during the
reading process. They are
necessary to establish cohesion
between sentences and involve
integration of textual
information. They also help to
reveal the causal links

Evaluative: The inferences related to the emotional outcome of the text
(might be Number 6 as well)

Anaphoric: The cross-referencing between synonyms or between pronouns
or their referents (might be Number 1 as well).

Text-to-text

Elaborative/
Background-to-text/
Backward/

Gap-filling/

Extratextual/
Knowledge-based: The
inferences constructed when
background or extra-textual
knowledge structures are
activated in the long-term
memory.

Relational: The inferences
made to integrate
information across
sentences.

Forward inferences: The
inferences made for the
prediction of the future
events in a text.

Explanatory: The inferences made for cause-effect relationship Also
Number 3 and 4. (Maybe Number 7)

7. Causal : The inference is on forecasted causal chain, including
physical events and new plans of agents. These inferences do not
include the character emotions in Number 6.

8. Instantiation of noun category: The inference is a subcategory or
a particular exemplar that instantiates an explicit noun or an implicit
case role that is required by the verb.

9. Instrument: The inference isan object, part of the body, or
resource used when an agent executes an intentional action.

10. Subordinate goal- action: The inference is a goal, plan, or
action that specifics how an agent's action is achieved.

11. State: The inference isan ongoing state, from the time frame of
the text, that is not causally related to the story plot. The states
include an agent's traits, knowledge, and beliefs; the properties of
objects and concepts; and the spatial location ofentities.

Local: The inferences made
during the reading process.
They create a coherent
representation at the local level
of sentences and paragraphs.

1.Referential: A word or phrase is referentially tied to a

previous element or constituent in the text.

2.Case structure role assignment: An explicit noun phrase isassigned to a
particular case structure role, e.g., agent, recipient, object, location, time.
3.Causal antecedent: The inference is on a causal chain (bridge) between
the current explicit action, event, or state and the previous passage

context.

Global: The inferences
covering the whole text.

4. Superordinate goal: The inference is a goal that motivates an
agent's intentional action.

5. Thematic: This isa main point or moral of the text.

6. Character emotional reaction: The inference is an emotion
experienced by a character, caused by or in response to an event or
action.

Associative: Inferences are made for generalizations about the
characters, objects, actions or events in a text (Maybe Number 11).

On-line: The inferences made
during reading

Lexical inferences: The use of linguistic and non-linguistic clues to infer
the meaning of the words.

Also Number 1,2,3,4,5, and 6

Off-line: The inferences
drawn strategically after
reading.

12. Emotion of reader: The
inference is the emotion that
the reader experiences when
readinga text.

The inferences related to the pragmatic communication exchange
between reader and author.

13. Author's intent: The
inference is the author's
attitude or motive in
writing.

The inferences related to the pragmatic communication exchange
between reader and author.

Logical: The inference of the
relationship between words
and referents. (might be
Number 1)

93
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Considering the variety of inference types, the researcher of the present study
refrained from studying the relationship between inferencing skills and reading
comprehension skills because such a digression would prevent her from designing a sound
research model. Besides, the MNE asserts that generating inference is one of the
constituents of reading comprehension, which requires the other higher-order thinking
skills as well. According to the MNE reading comprehension questions should (i) ask the
explicit information in the text, (ii) demand the inference generation about the implicit
information and (iii) ask critical thinking questions which demand the prior knowledge and
experience of the students (MNE, 2012).

It is thought that inferencing skills are required for all the higher order thinking
processes (Phillips, 1988, 1989; Frederick, 1967). If individuals cannot acquire these skills,
it is hard for them to solve problems, to reveal cause-and-effect relationships, and to think
critically because making inferences is a core thinking skill (Marzano et al., 1988).
Furthermore, Resnick (1987) argues that lower and higher order thinking skills are
interlinked with each other and claims that making inferences, building adequate
representations, analyzing and constructing relationships are interwoven even with the
basic thinking skills as well (p. 8).

Similarly, there are a number of studies indicating the relationship between
higher order thinking skills and reading comprehension in present literature, which also
indicate that inferencing skills are one of the basic skills required for the higher thinking

skills.

2. 4. Higher - Order Thinking Skills

Similar to the inferencing skills, higher order thinking skills are closely related
to academic achievement which contributes to the social well-being and intellectual
accomplishment of the individuals in the future. The reason for this is that the inferencing
skills are the core thinking skills and the other higher-order thinking skills are based on
these skills (Marzano, et al, 1988).

Zohar and Dori (2003: 148) state that high literacy is essential for “tackling the
complexities of contemporary life”. They claim that “if acquiring knowledge is defined as

learning with understanding, learning simply cannot take place without thinking” because
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understanding occurs if individuals engage in thinking in the given context: “Learning
inherently involves components of inference, judgment, and active mental construction”.

Pogrow and Buchanan (1985: 41) state that we live in an age in which the good
job “opportunities are increasingly linked to high levels of problem solving”. Facione
(1992) also argues that fostering these skills can help the societies to avoid the burdens that
the individuals could cause: “practicing good judgment ... is clearly better than enduring
the bad consequences of making bad decisions... and avoidable consequences of those poor
choices” (p. 2). For Miri, David & Uri (2007) the future citizens of the changing world
need to develop their higher order thinking skills. Zoller, (1999, 2001 cited in Miri, et al
2007: 354) argues that the development of the skills is “prominent in order to facilitate the
transition of students’ [individuals’] knowledge into responsible action, regardless of their
particular future role in society”.

Although there is not an agreement on a common definition of higher order
thinking skills, the studies on this subject do give common attributes for the higher order
thinking skills ( (Brookhart, 2010; Sensekerci & Bilgin, 2008; Vural & Kutlu, 2004; Ennis,
1993; Lewis & Smith, 1993).

According to Piaget (1964), there are four stages in the child development and
the last stage starts at the age of 11. When individuals come to the age of 15, they usually
complete the stage of acquiring the higher-order thinking skills (Richland, Morrison &
Holyoak, 2006). Therefore, they can manage abstract thinking and evaluate the events
through various viewpoints. Briefly, this is the stage where individuals complete acquiring
the higher-order thinking skills (MNE, 2011b).

Higher order thinking skills are activated when individuals encounter with
questions, problems, uncertainties or dilemmas. Thus, individuals apply the skills for
problem solving, making decisions or producing a conclusion within the context of the
knowledge or the experiences they have (King, Goodson & Rohani, 1998; Pogrow and
Buchanan 1985). According to Glaser (1984, cited in Grossen, 1991), the higher-order
thinking skills involve understanding, reasoning and problem solving. Human beings
handle problems, questions or uncertainties by depending on their innate drive to create
order and have control.

Newmann, Secada, and Wehlage (1995) assert that the instruction of higher

order thinking skills help students in manipulating the new information by synthesizing,
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generalizing, explaining, hypothesizing, or arriving at conclusions that produce new
meaning and understandings for them (p. 29).

For Lewis and Smith (1993) the higher-order thinking skills are not clearly
defined as there is no consensus among the researchers. They claim that the problem stems
from the different perspectives of different disciplines because the disciplines are in need
of adding higher order thinking to their store of knowledge, causing confusion. The
disciplines, especially psychology and philosophy, have different terminologies.
Philosophy is based on the discourse and argumentation while psychology depends on
experimentation and research. Therefore, philosophers deal with the logical thinking
whereas psychologists deal with the thinking processes: “Psychologists emphasize problem
solving rather than reflective thinking and logic” (Lewis & Smith, 1993: 131). However,
the aim of the disciplines is to contribute to achieving the goal of learning to reason.

For Lewis and Smith, the second issue related to the definition of higher order
thinking is based on the differences between lower order and the higher order thinking
skills. The different perspectives make the definition of higher order thinking vague. Maier
(1933,1937 cited in Lewis & Smith, 1993) uses two terms for lower and higher order
thinking: reproductive and productive thinking respectively. According to Maier, the
higher order thinking skills are reasoning and productive thinking whereas the lower order
one requires the learned behavior and reproductive thinking. The lower order thinking is
based on the repetitive experience. In contrast, the higher order thinking requires two or
more isolated experiences that the individual combines to achieve the new conclusion. This
process constitutes reasoning: when the individual is blocked by a problem and when she
cannot attain the desired conclusion, the individual applies reasoning or productive
thinking.

Resnick (1987) is another researcher who tries to distinguish between the lower
order thinking and the higher order thinking. Instead of giving a precise definition, she
gives concepts, which can be recognized during the application of the higher order
thinking. She claims that higher order thinking is non-algorithmic (the path of action is not
definite in advance); it tends to be complex; it yields multiple solutions rather than unique
solutions; it involves uncertainty (not every step is known); it involves self-regulation; it
involves imposing meaning to the disordered structures; it requires judgment and

interpretation; it is effortful.
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Newmann (1990, cited in Lewis & Smith, 1993: 133) also discusses the
differences between the lower order and higher order thinking processes. While lower
order thinking “demands routine and mechanical application of previously acquired
information”, the higher order thinking requires “interpreting, analyzing or manipulating
information”.

According to Lewis and Smith (1993), the third issue related to the definition
of higher order thinking is based on the confusing use of the concepts of critical thinking
and problem solving. According to Lewis and Smith (1993: 134), “inconsistent use of the
term critical thinking has contributed to the confusion surrounding the definition of higher
order thinking”. The terms are sometimes used interchangeably, but they refer to different
tasks. Ennis (1993: 179) is one of the researchers who uses the term critical thinking to
refer to all the higher order thinking skills: “The upper three levels of Bloom’s Taxonomy
(analysis, synthesis and evaluation) are often offered as a definition of critical thinking”.
Paul (1985) is another researcher who uses the term critical thinking instead of higher
order thinking and he defines it as to learn “how to ask and answer questions of analysis,
synthesis, and evaluation” referring to Bloom’s Taxonomy (p. 36).

Aviles (2000) also forms the basis of his research on Bloom’s Taxonomy and
he discusses how to use the Taxonomy as an assessment tool. He uses the term critical
thinking to refer to higher order thinking and he states that “critical thinking has no clear
operational definition and it is too broad a term for practical use in the social work
classroom” (p. 3). He gives a definition as follows: critical thinking is “ applying problem-
solving skills to new situations, making inferences about the impact of social policy,
producing intervention plans based on client problems, or evaluating the appropriateness of
intervention methods” (pp. 5-6).

Like Aviles, Giilleroglu (2012) also asserts that critical thinking refers to the
higher-order thinking skills involving deduction, induction, evaluation, and predicting.

Additionally, the terms critical thinking and problem solving are also used
interchangeably as well. Although some researchers claim that problem solving is one of
the sub-skills of higher order thinking, some think that it is one of the sub-skills of critical
thinking (Vural & Kutlu; 2004; Lewis and Smith, 1993).

Discussing the drawbacks in defining higher order thinking, Lewis and Smith

state that the term critical thinking has been frequently used to refer to higher order
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thinking recently, and that it is not acceptable as it excludes some of the sub-skills. In their
study a higher order thinking definition is presented as follows: When a person takes in
new information he relates this information with the information stored in the memory
and/or rearranges them to achieve a purpose or to find a possible answer in a perplexing
situation.

Like Lewis and Smith, Yagmur (2011a: 412) and Presseisen (2001: 49) accept
critical thinking as one of the constituents of the higher order thinking skills. They assume
higher order thinking as problem solving, decision making, and creative thinking as well as

critical thinking.

Table 2. Model of Complex Thinking Skills (Presseisen, 2001: 49)

Problem Decision Critical Creative
Solving Making Thinking Thinking
Resolve a Choose the Understand Create novel
Tasks: known best particular or aesthetic
) difficulty alternative meanings ideas or
products
Es§ential Transforming Classify Relationsh.ips Quali.fying'
Skills Conclusions relationships Transforming Relationships
Emphasized: Conclusions Transforming
Solution Sound New
Yields: Generalization Assessment reasons meanings
) (potentially) Proof Pleasing
Theory products

Brookhart (2010) also classifies the studies on higher order thinking and states
that there are three approaches to higher order thinking in literature. The first approach
defines higher order thinking in terms of ‘transfer’; the second defines it in terms of
‘critical thinking’; and the last one, in terms of ‘problem solving’.

In the first approach, learning for transfer is meaningful learning and it occurs
at the top end of the higher order thinking. For example, the last level of Bloom’s
Taxonomy is evaluation and it requires the transfer of knowledge. In this approach,
“Higher-order thinking is conceived as students being able to relate their learning to other
elements beyond those they were taught to associate with it” (Brookhart, 2010: 12).

Adopting the first approach, Anderson and Krathwohl, (2001) and Mayer
(2002) differentiates ‘retention’ (i.e. lower order thinking) from the ‘transfer’ (i.e. higher
order thinking). Retention is the ability to remember a material as it was presented during

instruction. On the contrary, transfer is used to answer the new questions or to solve the
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new problems. They call this “meaningful learning”.

The second approach admits critical thinking to reflective thinking, which
results in deciding what to believe and what to do. The goal of teaching in this approach
“is seen as equipping students to be able to reason, reflect, and make sound decisions”
(Brookhart, 2010: 13). Vural and Kutlu (2004) also assume critical thinking as reflective
thinking and define the concept as collecting data for the existing problem, identifying the
assumptions, arguing about the assumptions, drawing inferences from the arguments, and
synthesizing the new assumptions.

In the third approach, higher order thinking is defined as problem solving and
it requires developing non-automatic strategies for reaching a goal. There may be more
than one solution to the problems, or there may be more than one path to follow to find the
solutions. Bransford and Stein (1984 cited in Brookhart, 2010: 7) state that problem
solving can be thought to be “a mechanism behind learning for understanding”.

Brookhart (2010) adopts the term problem solving to refer to higher order
thinking because many problems that individuals face are open-ended and they solve the
problems in different ways “depending on the values and assumptions they bring to the
task” (p. 13).

Zohar and Dori (2003: 147) accept the last three levels of Bloom’s Taxonomy
(analysis, synthesis and evaluation) as higher order thinking skills. However, they
advanced the definition of Bloom’s higher order thinking by including constructing
arguments, making comparisons, solving non-algorithmic complex problems, dealing with
controversies, and identifying hidden assumptions. Additionally, they admit scientific
inquiry skills as higher order thinking skills as well: asking research questions, formulating
hypotheses planning experiments, drawing conclusions are the other categories of the
higher order thinking skills. Zohar and Dori also distinguish between lower and higher
order thinking by asserting that ‘knowing’ is not remembering the discrete and
disconnected facts but using them effectively. For Zohar and Dori individuals must
understand the knowledge and relate it to reasoning and thinking skills.

Although there are various viewpoints about the higher order thinking
processes or skills, these skills are defined in the taxonomies in details. In this respect,
Bloom’s Taxonomy, the Revised Bloom’s Taxonomy and New Taxonomy will be dealt

with in the next section.
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2. 4. 1. Higher - Order Thinking Skills in Taxonomies

A taxonomy, which helps educators set the objectives for an effective
curriculum, is a system of classification for cognitive processes of learners. The classified
objectives can show the way to the educators to instruct all the levels in a taxonomy so that
the learners can acquire the knowledge. Therefore, taxonomies can differentiate between
lower-order skills (basic thinking skills in some studies) and the higher-order ones by
defining each skill in detail. Consequently, the definitions can provide one with reliable
and accurate information as they are frequently used and tested in educational systems of
countries.

Bloom’s Taxonomy (Bloom, Engelhart, Furst, Hill & Krathwohl, 1956) and
the revised version of Bloom’s Taxonomy (Anderson & Krathwohl, 2001) have had an
impact on the field of education up to the present. Although there are other taxonomies like
Gagné and Briggs’s Taxonomy (1979 in Yiiksel; 2007), Haladayna’s Taxonomy (1997, in
Yiiksel 2007), and Reigeluth and Moore’s Taxonomy (1999, in Yiiksel, 2007), Bloom’s
Taxonomy and the Revised Bloom’s Taxonomy are the most frequently used taxonomies

in defining the educational objectives in education (Yiiksel, 2007).

2.4.1. 1. Bloom’s Taxonomy

The Taxonomy of Educational Objectives, which is called Bloom’s Taxonomy,
was originally designed as an assessment tool by constituting a framework for educational
objectives (Bloom, Engelhart, Furst, Hill & Krathwohl 1956).

Bloom, Hastings and Madaus (1971: 40) suggest the purpose of the Taxonomy
as follows:

« It helps educators specify the objectives operationally.

o The sample test items in the Taxonomy can help teachers build similar items,
so that they can focus on the content area needs.

e It can help educators include the objectives which were not previously
considered.

« The taxonomy can help educators develop standardized tests.

Although there are three domains mentioned in the Taxonomy (i.e. cognitive,



43

affective and psychomotor), the main focus is on the cognitive domain which classifies the
cognitive processes and the objectives that the educational system intends to teach. Since
the matter of defining objectives was an important issue to educators or the authorities of
the time, the cognitive domain became important (Seker, 2010). Bloom et.al. support this
idea by stating that the most important goal of the Taxonomy is “to specify the objectives
so that it becomes easier to plan learning experiences and prepare evaluation devices”
(Bloom, et al., 1956: 2).

Unlike the Revised Bloom’s Taxonomy or the New Taxonomy, it has a one-
dimensional form since it does not differentiate the knowledge types. Knowledge is
integrated in the cognitive domain and becomes the first level of the Taxonomy.

The levels, which defines the cognitive processes, is hierarchical and they
indicate an order from simple to complex, from concrete to abstract. “The successive levels
are cumulative in the higher, building upon and incorporating the lower” (Furst, 1981:
446). Krathwohl (2002) clarifies this hierarchy stating that the mastery of each level is
prerequisite to the mastery of the next more complex level. Below are the levels of the
Taxonomy.

The Cognitive Domain of Bloom’s Taxonomy (Krathwohl: 2002)

1.0 Knowledge
1.10 Knowledge of specifics
1.11 Knowledge of terminology
1.12 Knowledge of specific facts
1.20 Knowledge of ways and means of dealing with specifics
1.21 Knowledge of conventions
1.22 Knowledge of trends and sequences
1.23 Knowledge of classifications and categories
1.24 Knowledge of criteria
1.25 Knowledge of methodology
1.30 Knowledge of universals and abstractions in a field
1.31 Knowledge of principles and generalizations
1.32 Knowledge of theories and structures
2.0 Comprehension
2.1 Translation
2.2 Interpretation
2.3 Extrapolation
3.0 Application
4.0 Analysis
4.1 Analysis of elements
4.2 Analysis of relationships
4.3 Analysis of organizational principles
5.0 Synthesis
5.1 Production of a unique communication
5.2 Production of a plan, or proposed set of operations
5.3 Derivation of a set of abstract relations
6.0 Evaluation
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6.1 Evaluation in terms of internal evidence
6.2 Judgments in terms of external criteria

The last three categories of the Taxonomy- Analysis, Synthesis, and
Evaluation- are assumed to be higher order thinking (Hopson, Simms & Knezek, 2001;
Brookhart, 2010; Zohar & Dori, 2003). The learners achieve the “mastery learning” when
they reach the top end of the Taxonomy. It is necessary to assess or evaluate the mastery
according to the Taxonomy.

“Analysis emphasizes the detection of relationships of the parts and of the way
they are organized” (Bloom, et al., 1956:144). There are three sub categories in this level.
Analysis is divided into three subcategories: the identification or classification of (i)
elements, (ii) relationships among elements, and (iii) organizational principles that govern
elements.

In synthesis, the elements are put together to form a whole. In order to
construct the structure of a whole that is not previously there, the learner recombines the
old material with the new one. The sub categories of the level are (i) unique
communications, (ii) a plan of operations, and (iii) a set of abstract relationships (p. 161).

Evaluation is the top end level which requires judgments about the value of the
knowledge. The criteria of the judgment may be internal (i.e. the learner determines them)
or external (i.e. the criteria are provided from the outside: they can be given to the learner
(p. 185).

The Drawbacks of Bloom’s Taxonomy: Although this Taxonomy has
affected the field of education up to now, it has been criticized for many reasons:

« The first problem with the Taxonomy is related to its purpose. The Taxonomy
aims at changing the behavior of the students towards the objectives of the educational
system. However, the purpose of educational systems is not to change the behavior of the
students, but to transform behavior into rational action. In this respect, the educational
system or teaching is expected to trigger rational action in terms of capability, competence
and understanding (Green, 1964 cited in Furst, 1981). Additionally, Zohar and Dori (2009:
148) claim that acquiring knowledge is learning with understanding, which takes place
when the learners engage in inquiry in contexts that make sense to them. However,
‘understanding’, which is a characteristic of higher order thinking, is excluded in the

Taxonomy (Furst, 1981; Hirst, 1974).
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o The second problem is the vague operational definitions of the objectives
stated in the Taxonomy. This vagueness is traced especially in the higher levels (Marzano
& Kendall, 2007; Seddon, 1978). Bloom, et al. (1971) also discusses this problem by
stating that the top end, i.e. evaluation, is not necessarily the last level in problem solving:
"It is quite possible that the evaluation process will in some cases be the prelude to the
acquisition of new knowledge, a new attempt at comprehension or application, or a new
analysis and synthesis” (p. 185). Ennis (1993) also discusses this vagueness and argues that
the last three levels in Bloom’s Taxonomy are “too vague” to guide educators to judge the
critical thinking (i.e. higher-order thinking) assessments. Bloom, et al. admit that they
could not satisfactorily form a method of classification which would recognize the sharp
distinctions among behaviors or levels (Marzano & Kendall, 2007: 8-9).

« The next drawback is related to the structure of the higher levels of the
Taxonomy. Bloom et al. state that the complex (higher-order) levels include simpler
(lower-order) levels. Nevertheless, the complex levels or tasks are not the collection of
simpler ones and they cannot be divided into simpler units (Furst, 1981).

« Another drawback of the Taxonomy is its one-dimensional form. Knowledge,
which is placed as the first level in the Taxonomy, cannot be a cognitive skill (Marzano &
Kendall, 2007). Furthermore, Bennett (2012) argues that the use of the word ‘knowledge’
is inappropriate in the Taxonomy because knowledge is not “the raw data of experience or
the unprocessed reception of structured lessons” (p. 110). For Bennett, Bloom et al. used
the word ‘knowledge’ but meant ‘information’.

« The last problem of the Taxonomy is its hierarchical structure. Marzano and
Kendall (2007: 10) claim that any taxonomy which is designed to process according to
difficulty is “doomed to failure” because of “the well-established principle in psychology
that even the most complex of process[es] can be learned at the level at which it is
performed with little or no conscious effort”. In a hierarchical structure the higher levels
are expected to have more difficult cognitive processes than the lower levels do. However,
Bloom’s Taxonomy does not support this structure (p. 8). Ennis (1993) also asserts that the
levels in Bloom’s Taxonomy are not hierarchical, but rather interdependent: “For example,
although synthesis and evaluation generally do require analysis, analysis generally requires
synthesis and evaluation” (p. 179).

Although this Taxonomy has been widely used in the field, the aforementioned
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problems caused this researcher to pursue other taxonomies for a better alternative to

define the higher order thinking skills.

2.4. 1. 2. The Revised Version of Bloom’s Taxonomy

Aware of the fact that Bloom’s Taxonomy had some drawbacks, Anderson and
Krathwohl (2001) revised it by changing it into a two-dimensional form: knowledge
domain and the cognitive domain. Therefore, they call their taxonomy “Taxonomy Table”.

Krathwohl (2002) claims that in Bloom’s Taxonomy the first level
(Knowledge) is not an appropriate level as it tends to embody the nouns (the object of an
action) and the verbs (the action) in the objectives at the same time. For Krathwohl, nouns
in objectives provide the basis for ‘Knowledge’ whereas verbs for the cognitive processes.
Furthermore, the ‘Knowledge’ level in Bloom’s Taxonomy is related to remembering
which requires the cognitive processes of recognition and recalling of the concepts.
Therefore, adding a new domain to Bloom’s Taxonomy, Anderson and Krathwohl (2001)
added another domain while revising it.

The Knowledge Domain has four types of knowledge in The Revised Bloom’s
Taxonomy. Below are the details of the Domain (Krathwohl, 2002: 214).

Structure of the Knowledge Dimension of the Revised Taxonomy

A. Factual Knowledge - The basic elements that students
must know to be acquainted with a discipline or solve problems in it.
Aa. Knowledge of terminology
Ab. Knowledge of specific details and elements
B. Conceptual Knowledge - The interrelationships among the
basic elements within a larger structure that enable them to function together.
Ba. Knowledge of classifications and categories
Bb. Knowledge of principles and generalizations
Bc. Knowledge of theories, models, and structures
C. Procedural Knowledge - How to do something; methods of inquiry,
and criteria for using skills, algorithms, techniques, and methods.
Ca. Knowledge of subject-specific skills and algorithms
Cb. Knowledge of subject-specific techniques and methods
Cc. Knowledge of criteria for determining when to use appropriate procedures
D. Metacognitive Knowledge - Knowledge of cognition in general as well
as awareness and knowledge of one's own cognition.
Da. Strategic knowledge
Db. Knowledge about cognitive tasks, including appropriate contextual
and conditional knowledge
Dec. Self-knowledge

Similar to Bloom’s Taxonomy, there are six levels of which the last three are

the higher-order thinking in the Cognitive Domain of The Revised Bloom’s Taxonomy
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(Krathwohl, 2002: 215).

Structure of the Cognitive Process Dimension of the Revised Taxonomy

1.0 Remember - Retrieving relevant knowledge from
long-term memory.
1.1 Recognizing
1.2 Recalling
2.01 Understand - Determining the meaning of instructional messages,
including oral, written, and graphic communication.
2.1 Interpreting
2.2 Exemplifying
2.3 Classifying
2.4 Summarizing
2.5 Inferring
2.6 Comparing
2.7 Explaining
3.0 Apply - Carrying out or using a procedure in a given situation.
3.1 Executing
3.2 Implementing
4.0 Analyze - Breaking material into its constituent parts and detecting
how the parts relate to one another and to an overall structure or purpose.
4.1 Differentiating
4.2 Organizing
4.3 Attributing
5.0 Evaluate - Making judgments based on criteria and standards.
5.1 Checking
5.2 Critiquing
6.0 Create - Putting elements together to form a novel, coherent whole or make an
original product.
6.1 Generating
6.2 Planning
6.3 Producing

Table 3. The Revised Bloom’s Taxonomy (Anderson & Krathwohl, 2001)

The Knowledge
Dimension

1. Remember | 2. Understand | 3. Apply | 4. Analyze | 5. Evaluate | 6. Create

A. Factual
Knowledge

B. Conceptual
Knowledge

C. Procedural
Knowledge

D. Metacognitive
Knowledge

Drawbacks of the Revised Version of Bloom’s Taxonomy:

« Like Bloom’s Taxonomy, the Revised Bloom’s Taxonomy is hierarchical in

form; i.e. it uses the degrees of difficulty to indicate the differences between the levels.

However, the mental processes cannot be ordered in terms of their difficulty, but in terms

of control: “Some processes exercise control over the operation of the other processes”

(Marzano & Kendall, 2007: 11). Yagmur (2011a: 412) rationalizes this argument by
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stating that the cognitive system is not linear. It sometimes requires parallel processes,
sometimes contradicting processes. Sometimes it requires drawing inferences or
identifying the cause-effect relationships.

« Metacognitive Knowledge is inappropriately placed in the Knowledge
Domain of the Revised Bloom’s Taxonomy because it is thought that metacognition is not
a knowledge type. Metacognition is related to the cognitive processes and it refers to
human awareness and control of one’s own thinking (Marzano & Kendall, 2007: 18;

Marzano et al. 1988: 17).

2.4.1. 3. The ‘New Taxonomy’

The New Taxonomy (Marzano & Kendall, 2007) was mainly based on the
Revised Bloom’s Taxonomy. It has two dimensions consisting of the Knowledge Domain
and the Cognitive Domain. Marzano and Kendall asserted that the Knowledge Domain is a
necessary part of the taxonomy because without the necessary knowledge, the students
cannot achieve or perform cognitive thinking processes.

The Knowledge Domain includes three categories of knowledge:
‘Information’, ‘Mental Procedures® and Psychomotor Procedures. The researchers assumed
‘Metacognition’ (which is a knowledge category in the Revised Bloom’s Taxonomy) as a
cognitive process.

The second difference between the two taxonomies is that the Cognitive
Domain in The New Taxonomy was not designed according to the difficulty levels of the
objectives. As Presseisen (2001: 49) claims, thinking is a complex process. When
individuals think, a set of complex relationships occurs in the mind. Marzano et al. (1988:
17) state that the levels of the Cognitive Domain are “neither discrete nor comparable”.
The levels “overlap in some cases and relate to each other in different ways”. In other
words, The New Taxonomy is not hierarchical in form. In contrast, it is based on the idea
that human mind controls the processes and chooses the best process according to the task

it performs.



Table 4. The New Taxonomy

Level 1 Level 2 Level 3 Level 4 Level 5 Level 6
Cognitive
Domain Retrieval Comprehension | Analysis Knowledge Metacognition Self-System Thinking
Utilization
Knowledge -Recognizing | -Integrating -Matching -Decision Making -Specifying Goals -Examining Importance
Domain
Information -Recalling -Symbolizing -Classifying -Problem Solving -Process Monitoring -Examining Efficacy
*  Organizing Ideas
-Executing -Analyzing Errors | -Experimenting -Monitoring Clarity -Examining Emotional Response
*  Details
Mental Procedures -Generalizing -Investigating -Monitoring -Examining Motivation
*  Processes o Accuracy
-Specifying

*  Skills

Psychomotor
Procedures
*  Processes

e Skills

Adapted from Marzano and Kendall (2007)
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The higher-order thinking skills are specified in details in Marzano and
Kendall (2008). They argue that there are three mental systems: the self-system,
metacognitive system and cognitive system.

The individual makes judgments in engaging in a new task in the self-system
thinking. This system is related to the individual’s beliefs and goals. If the individual
decides to engage in the new task, the metacognitive system helps him to set goals and
design strategies to achieve this task. The cognitive system helps the individual to process
the information, which is necessary to achieve the goal (pp. 12-13).

Therefore, the self-system and metacognition system are not the concern of this
researcher as they depend on the individual differences and as they are hard to assess.
Briefly, assuming the three levels of the New Taxonomy as the higher-order thinking
processes in the cognitive system, the present study will deal with the ‘Comprehension’,
‘Analysis’, and ‘Knowledge Utilization’ levels.

At the ‘Comprehension’ level, there are two procedures: “integrating and
symbolizing” (Marzano & Kendall, 2008: 43). The students are expected to describe the
key parts and the effects of specific information, and they need to paraphrase and
summarize the information. For symbolizing, they should depict and represent the
information usually in an non-verbal form.

At the ‘Analysis’ level, the processes are defined as “(1) matching; (2)
classifying; (3) analyzing errors; (4) generalizing; (5) specifying” (55). The students are
expected to differentiate and distinguish while matching the information. They should
create an analogy or a metaphor while classifying. In order to analyze the errors they are
expected to identify categories and the problems, to assess and evaluate, critique, edit, and
revise. While generalizing, they need to infer, draw or form conclusions, create a rule and a
principle. They should predict, judge, and deduce while specifying.

There are four processes at the ‘Knowledge Utilization’ level: “(1) decision
making, (2) problem solving, (3) experimenting, and (4) investigating” (Marzano &
Kendall, 2008: 93). The students are expected to select the best alternative, the best, and
the most suitable way for the decision-making in order to achieve the goal. While solving
problems, they are expected to develop a strategy and figure out a way, and to decide how
to reach a goal under the problematic conditions. They need to generate a test, determine

and predict the conclusion based on their experiment. (Tablo 5)



Table 5. Conceptualization of the HOTS in the New Taxonomy

HOTS

Conceptualizations of HOTS

Level 2: Comprehension

Integrating

1 Describe how and/or whv

2 Describe the key points

3 Describe the effects

4 Describe the relationship between

5 Explain the ways

6 Make connections between

7 Paraphrase

8 Summarize

Symbolizing

1 Denict

2 Represent

3 Illustrate

4 Draw

5 Show

6 Use models

7 Diagram

8 Chart

Level 1: Analysis

Matching

1 Cateoarize

2 Differentiate

3 Discriminate

4 Distinguish

5 Sort

6 Create an analogy

7 Create a metaphor

Classifying

1 Oreganize

2 Sort

3 Identify a broader categories

4 Identify categories

5 Identify different types

Analyzing
Errors

1 Identifv problems

2 Identify issues

3 Identify misunderstandings

4 Assess

5 Critique

6 Diagnose

7 Evaluate

8 Edit

9 Revise

Generalizing

1 What conclusions can be drawn

2 What inferences can be made

3 Create a generalization

4 Create a principle

5 Create a rule

6 Trace the development of

7 Form conclusions

Specifying

1 Make and defend

2 Predict

3 Judge

4 Deduce

5 What would have to happen

7 Develop and argument for

8 Under what conditions
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HOTS Conceptualizations of HOTS

Decision Making | 1 Select the hest amane the followine alternatives
2 Which amono the followino wonld he the hegt
3 What is the hest wav)

4 Which of these is most suitable

1 How wonld vou overcome

Problem Solving | 2 Adant
3 Develon a strateov

4 Fioure out a wav to

=
(=]
=
CNQ
= Matching 5 How will you reach a goal under these conditions
°
N

=
2 .g 1 Generate and test
= E, Experimenting 2 Test the idea that
2 S 3 What would hannen if
E g 4 How would von test it
= 8 5 How would von determine if
M 6 How can this he exnlained
5 7 Based on experiment, what can be predicted
)
% 1 Research
— 2 Find ont abont

Investigating 3 Take a nosition on

4 What are the differino features of
5 How did this hannen

6 Whv did this hannen

7 What would have happened if

Adapted from Marzano and Kendall (2007)

The Justification of the Selection: The New Taxonomy: With regard to the
higher-order thinking processes, the present study adopts some definitions of cognitive
system in the New Taxonomy as definition of the higher-order thinking skills. The first
level of the cognitive system (Retrieval) is not the concern of this researcher as it defines
the lower-order thinking processes. Below are the reasons for the selection:

« The cognitive processes are well defined in the New Taxonomy, which makes
it more convenient for practice.

« The cognitive levels in the New Taxonomy are not designed according to a
hierarchy. In other words, the levels are not categorized according to the difficulty level of
the processes. Instead, it allows individuals to choose the suitable processes to achieve
their goal.

« Although Bloom’s Taxonomy and the Revised Bloom’s Taxonomy are not
assumed as behavioristic taxonomies (Marzano & Kendall, 2007), they are closer to the
behavioristic approach because the top levels of the taxonomies are not well defined.

However, application of knowledge requires metacognition and student intention to
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achieve a goal and student engagement in a task but the aforementioned taxonomies cannot
define these steps properly and accurately. In contrast to behaviorism, constructivism is
based on the experiential learning (learning by doing). The MNE, which adopted the
constructivistic approaches after the switch of policy in education, published that Bloom’s
Taxonomy is behavioristic (MNE, 2009). In other words, educators are expected to assess
or evaluate the student performance not only through a quantitative but also a qualitative

perspective.

2. 4. 2. The Relationship between Higher-order Thinking Skills and

Reading Comprehension

It is known that there is a relationship between reading comprehension and
cognitive processes of human brain because these actions are based on the same cognitive
system. When individuals start to read, their prior knowledge is triggered by means of the
cognitive skills they have acquired. In order to understand the information conveyed by the
text, the cognitive system works to achieve the intended meaning which is relevant to him.
This relevance depends on the limits of the individual’s cognitive skills. Achieving the
intended meaning of the text is activated by inference generation which is the key feature
of the understanding (Sperber & Wilson, 1986) because the other higher-order thinking
skills, i.e. reasoning, problem solving, decision making and critical thinking, take the
inference generation as their bases. Inference generation is a core thinking skill (Marzano
et al., 1988). When the cognitive system functions to relate the new information to the
prior knowledge, both of them are processed within the limits of the cognitive skills and
the mental representations of the individual. Thus, the individual produces a new mental
representation. Consequently, achieving the meaning or information in a message depends
on the prior knowledge and experiences (i.e. all the mental representations) of the
individual as Aloquaili (2011) puts forth: “The literature reveals an agreement between
theorists and researchers that there is a strong relationship among reading comprehension,
critical thinking [i.e. higher-order thinking skills in the study] and prior knowledge” (p.
39).

The research indicates that there is a relationship between reading

comprehension and the higher-order thinking skills as both of them are based on language:
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the higher-order thinking skills are acquired through the native language which is the key
feature of education (Yagmur, 2011c: 412). Yagmur claims that if the concept
development of a student is limited, it is hard for the student to acquire the expected skills
during his education (p. 4). A¢ik-Onkas (2010) asserts that language develops and
improves in two dimensions: expressing meaning and achieving meaning. These two
dimensions are interdependent and work together in communication. Individuals constitute
or derive their meaning according to their own beliefs and emotions within the limits of the
concepts they have or on the cognitive skills they have acquired through their native
language (Tezcan, 1983 cited in A¢ik-Onkas, 2010: 123). Additionally, A¢ik-Onkas argues
that reading and writing skills should be properly taught to the students as they help the
individuals to acquire the critical reading and creative writing skills.

Hou (2013); Hosseini, Khodaei, Sarfallah and Dolatabadi (2012); Fahim and
Sa’eepour (2011) prove the positive correlation between reading comprehension and the
higher-order thinking skills in their quantitative study. Hosseini, et al. (2012) assert that
reading comprehension is a problem solving activity and requires the control of thinking
skills. They state that “critical thinking is related to language learning in general and
reading comprehension in particular” (p. 1358). In the quantitative study, they present the
proof of positive correlation between the two. Hou (2013) bases his reasoning on the fact
that reading comprehension and critical thinking skills “share the same cognitive
processes” (p. 1).

Aloquaili (2012) states that in order to be a successful reader one should have
inferential reasoning skills. The reader should establish a link between the prior knowledge
and the information in the text in order to achieve the mental representation of the text
(p- 39).

Although it is known that the teaching of the higher-order thinking skills has an
important effect on reading comprehension and that reading comprehension is the key
feature of academic achievement, there are some problems in the teaching of these skills in

the Turkish educational system.
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2. 4. 3. The Shortcomings in the Teaching of the Higher-order Thinking
Skills in Turkey

Being one of the member countries of CoE, Turkey supported the CEFR and
adopted the Framework in 2000. The purpose of this Framework is to guide the European
countries in terms of language curriculum, course objectives, coursebooks, materials, and
language assessments to standardize language teaching (Kir, 2011; CoE- CEFR, 2003).

Redesigning the curricula for the language teaching (both Turkish and
English), the MNE started the piloting phase in Turkey in 2001 (Egel, 2009). Evaluating
the academic discussions about the outcomes of the piloting phase, the MNE proposed the
new foreign language curricula in 2004-2005 Academic Year (Kir, 2011: 42). New
regulations, teaching approaches and new ways of language assessment were introduced
after the improvement in the language curricula. With respect to these improvements,
language coursebooks were rewritten according to the new course objectives and new
approaches to language teaching. However, the research shows that there are still problems
in the teaching of languages as well as the higher-order thinking skills in Turkey.

The problems are not limited with the language education but they are not the
concern of the present study. However, it is also thought that these problems effect the
acquisition of the higher order thinking skills of the students. Aware of the fact that the
globalization would change the relationships among the countries, Turkey decided to
improve the curriculum of the other courses as well. Therefore, adopting the
constructivistic approaches in education, the authorities improved the National Education
Curriculum and redesigned the course objectives. “In 2005, the MONE [MNE] extended
new curriculum programs to cover all the subjects [including mathematics, science and
technology, Turkish, life sciences, and social studies] and started implementing the new
curriculum all over the country. However, this was done without a proper evaluation of the
pilot programme.” (Giir, Celik & Ozoglu, 2012: 5). Therefore, according to the World
Bank (2005), Giir et al. (2012) and Berberoglu (2005) Turkey has still problems in the
National Education. These problems derive from different aspects such as diverse regional
conditions or opportunities, low income and low education attainments of the families,
various types of secondary schools, inappropriate course objectives, teacher inefficacy due
to insufficient pre-service teacher training, lack of remedial education that could meet the

needs of the students and lack of well-established assessments, over-populated classes,



56

poor communicating skills resulting from poor language skills, which effect the academic
achievement as a whole.

Furthermore, according to Giir, et al. (2012) and Berberoglu (2005) different
types of secondary schools (like vocational high schools, Anatolian vocational high
schools, and Anatolian high schools) are not beneficial and certain types of schools have to
be eliminated. While discussing the topic according to the international survey analyses
and results, these researchers state that these analyses provide evidence that comprehensive
school systems are the best model to increase equity of educational opportunity and student
performance. They also agree that there is a huge gap between the secondary school types
in terms of equality of opportunity and student performance. Therefore, they imply that
learning and academic performance of the students are based on the types of schools they
attend (Gir, et al., 2012; Berberoglu, 2006 in Giir et al., 2012; Berberoglu & Kalender,
2005, Berberoglu, 2005).

Berberoglu (2005) categorizes the schools according to their achievement
levels and states that the vocational high schools, Anatolian vocational high schools, and
basic education schools has had very low student performance due to their course
objectives and curriculum. The others (Anatolian high schools, science lycées, and police
schools) are high-performing schools in the PISA surveys. Therefore, he implies that the
curriculum should be revised in terms of the cognitive skills: “In different disciplines,
student learning achievement in Turkey should be described clearly in the national
curriculum in terms of basic and higher-order thinking skills” (p. 130).

Another issue Giir, et al. (2012) and Berberoglu (2005) discuss is the regional
diversities. They point to the huge gap between the student performances in terms of
regional diversities. However, the research, which discusses the shortcomings of the
National Education in Turkey, especially the native language teaching focuses mainly on
the problems of educational objectives and course materials.

A well-designed curriculum or well-set educational objectives foster students’
cognitive skills including inference making, problem solving, decision-making, critical
thinking, and creative thinking to help them be proper citizens. The fact that individuals
acquire these skills via their native language is also asserted in many studies (Yagmur,
2011a; Fahim & Sa’eepour, 2011; Acik-Onkas, 2010).

Additionally, the MNE claims that the developments of language and cognitive
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skills have gained importance within the framework of the new constuctivistic approaches
(MNE, 2009 in Yagmur, 2011a: 412). However, the research indicates that there are still
problems in the teaching of the higher-order thinking skills.

The research indicating the shortcomings in the teaching of the higher-order
thinking skills in Turkish educational system discusses the issues by evaluating the results
of the PISA surveys. While discussing the problems on the basis of the PISA surveys,
Berberoglu and Kalender (2005) asserts that the problems regarding the teaching of the
higher-order thinking skills effect the social well-being of Turkey. They state that social
life would be better in a society with a system in which the individuals are well equipped
in terms of academic skills. They also add that the countries need to monitor their
educational systems in order to overcome the problems. They claim that the international
student assessments (like PISA) provide the authorities with information in order to
evaluate their own systems and to make them monitor their educational position among
other countries (p. 23). They state that they studied with the data collected from PISA
reading literacy surveys and University Entrance Examinations to reveal whether the
students acquired the higher-order cognitive skills. They focus on the relationship between
the language and cognitive thinking skills. Among the many results they achieved, the
most important one is that the students cannot apply the cognitive skills and they need help
in practicing these skills in real life situations.

Acar (2012) claims that PISA surveys became an important source of
information indicating the shortcomings in the system of national education as the surveys
assess what the students learn and how they apply their knowledge and skills in order to
understand new situations and solve problems they would encounter. Her words point to
the higher-order thinking processes that the students should acquire. While discussing the
problems and their reasons in the educational system, she argues that the failure of the
system is due to the high population rate and the ratio of budget allocated to the education
in Turkey.

Celen, Celik and Seferoglu (2011) evaluate the lower ranking of Turkey in the
PISA surveys and set the reasons for the results. They compared the results of 2006 and
2009 PISA surveys and they traced a slight progress between the years. They conclude that
the improved curriculum contributes to the progress in the educational system but the

education should be supported by technology to make students acquire the academic skills
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and get ready for social life.

Aydagiil (2006) argues that the failure of Turkey in the PISA surveys depends
on the socio-economic diversities between the schools. He claims that the vocational high
schools neither provide the students with the academic skills necessary for the knowledge
society “nor give them any hope for the future” (p. 99). He also adds that critical thinking
has an important role in individuals’ lives because it provides them with the ability of
generating solutions for the problems. While discussing the problems in the educational
system in Turkey, he states that “the present legislation, curriculum, instruction materials
and even the school buildings in Turkey do not support the development of critical
thinking skills and attitudes among students” (p. 100).

Batur and Ulutas (2013) studied the effects of the “Turkish Course Reading
Proficiency Objectives” on the results of the reading literacy surveys of the PISA. They
argue that when the PISA proficiency levels and Turkish course objectives are compared,
it can be revealed that the course objectives are “too superficial” to meet the needs (p.
1550). They also add that it is very hard to help the students in acquiring the higher-order
thinking skills via the current course objectives.

Giir, Celik and Ozoglu (2012) discuss the problems of the Turkish educational
system as a whole. They state that the newspapers are interested in the rankings and this

directs the authorities to evaluate the national curriculum depending on the PISA surveys:
Without a proper analysis of the intrinsic problems of Turkey’s
educational system, the national curriculum should not be tinkered with only to
meet the PISA demands. It is worth noting that although PISA is not a study of
school curriculum, Turkish officials reform the curriculum and used PISA results
in order to justify the curricular reform. This approach is highly problematic
because it oversimplifies all the problems related to Turkey’s educational system

solely to a matter of curricular adjustment. (p. 9)

They claim that the problems are not only related to the curriculum but also to
the system: poor teacher qualification and training, lack of an established grade promotion
policy, and social inequality.

Biiyiikkatarcioglu (2006) discusses the problems of the native language
education, especially the courses of Turkish Language Arts. She defines critical thinking
and distinguishes between ‘information society’ and ‘knowledge society’. She claims that

Turkey tends to be an ‘information society’ as it does not produce knowledge. In the
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‘knowledge societies’, the individuals should acquire the higher-order thinking skills in
order to question the issues in their environment. In such societies, the individuals are
active thinkers who can solve problems and produce knowledge via the thinking skills they
acquire. Therefore, the curriculum, course objective, and coursebooks should be designed
to educate the students who can think critically. Consequently, native language education
plays an important role in the teaching of the higher-order thinking skills which bring
about the academic achievement.

Yagmur (2011a; 2011b; 2011¢; 2009) discusses the problems through a broad
perspective. His studies focus on the problems that the educational system has in terms of
native language education. His studies emphasize the relationship between the
development of the higher-order thinking skills and native language teaching with regard
to the relationship between language and thought. He discusses the problems in the
curriculum of the Turkish courses in terms of course objectives, teachers’ attitude towards
the objectives, and appropriateness of the coursebooks. Although he emphasizes the
positive aspects of the improvements in the educational system, he puts forth that (i) the
curriculum of Turkish courses are not well designed in terms of the teaching of higher-
order thinking skills; (i1) the Turkish teachers are not aware of the course objectives or they
do not know how to evaluate them; (iii) the objectives of the writing skill are not effective
or appropriate; (iv) the Turkish coursebooks have many mistakes in terms of logic and
grammar, (v) writing objectives has some rules, but the objectives of the Turkish courses
do not obey these rules; therefore, they are not suitable.

Taking the research as the basis it is thought that the aforementioned problems,
especially the shortcomings in the teaching of the higher-order thinking skills effect the
student’s reading comprehension in Turkish. If an individual is competent enough in
reading comprehension in the native language, it might be easier to for him to achieve the
meaning and/or information of a text written in the foreign language because reading
process in both languages use the same cognitive system. Additionally, Interdependence

and Threshold Hypotheses (Cummins, 1979) support the idea.
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2. 5. The Effect of Reading Comprehension in Turkish on Reading

Comprehension in English

The research related to the correlation between the reading comprehension in
native and second/foreign language are mostly based on Interdependence and Threshold
Hypotheses (Cummins, 1979).

In the Hypotheses, Cummins’s main concern is bilingualism. He asserts that
bilingualism is beneficial if the language skills are adequately developed in the first
language. However, the research has shown that Cummins’s hypotheses are valid for
foreign languages as well as the second language (Nikolov & Csapo, 2010; Yamashita,
2002; 2004).

Cummins (1979) puts forth that “cognitively and academically beneficial form
of bilingualism can be achieved only on the basis of adequately developed first language
(L1) skills” (p. 3). The Linguistic Interdependence Hypothesis proposes that the native
language proficiency forms a base for the second language learning and that they are
interdependent because both languages use the same cognitive system: “...the same mental
expertise underlies performance (namely, processing of input and output) in both
languages (p. 39). The Linguistic Threshold Hypotheses puts forth that the skills acquired
in native language reading transfers to the reading in the second/foreign language if the
second/foreign language of the individual is at the threshold level. The threshold level of
linguistic competence helps individuals to avoid the cognitive disadvantages and allow
bilingualism to activate cognitive and academic functioning.

Alderson (2000: 23) states that “once reading ability has been acquired in the
first language, it is available for use in the second or subsequent languages also” while he
discusses the Interdependence Hypothesis. On the basis of the Interdependence Hypothesis
Jiang (2011: 178) asserts that language skills like reading and writing are transferable
across languages. When the individuals are literate in the native language, they use the
knowledge of different aspects of reading in the second language reading. Bernhardt and
Kamil (1995; Bernhardt, 2005 in Jiang, 2011: 178) point to moderate but significant
relationship between native and second/foreign language reading abilities. Jiang studied
the relationship between Chinese and English reading comprehension. However, he states
that his study failed to indicate the relationship because of the orthographic difference
between the two languages. Additionally, Abu-Rabia (2001) achieves the same result in his
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study. His test results indicate that “the orthographic skills do not transfer from one
language to another” (p. 451).

Abu-Rabia’s research design is based on two different participant groups. The
bilingual children constituted the first group and high achieving adult students constituted
the second one. His findings support the Hypotheses: the reading problems in the first
language hindered the achievement in the second language in the children’s group. In the
adult’s group the skills that the students acquired transferred to the foreign language.

In his study, Walter (2007: 14) takes Alderson’s (1984 in Walter, 2007)
question as the basis and discusses “whether L2 reading comprehension difficulties are a
reading problem or a language problem”. In contrast to what Jiang asserts, Walter (2007:
14-15) argues that the process occurring in the second/foreign language reading is not
‘transfer’ but ‘access’. He justifies his hypothesis by stating that the activity of listening
and reading are based on the cognitive skills: “Comprehending texts is not a linguistic
skill; rather, it is a general cognitive skill developing at the same time as the L1 [native
language], but independently from it” (p. 16). According to Walter, the term ‘transfer’ is
misleading. The researcher of the present study thinks that the term ‘access’ might be used
properly because during the comprehension process individuals may access the knowledge
of reading skills and the prior knowledge instead of transferring them into another form’.
However, it is known that reading is a verbal communication, which requires linguistic
decoding together with the cognitive skills.

Cui (2008) discusses the Hypotheses and he states that the Threshold
Hypothesis does not define what the threshold level includes. Therefore, he states that the
hypothesis has a shortcoming in this respect.

Van Gelderen, Schoonen, Stoel, Glopper, and Hulstijn, (2007); Durgunoglu
and Hancin-Bhatt (1992) assume that reading is a complex process. Thus, the nature of
reading makes studying with the languages difficult. Van Gelderen et al. (2007) define
reading process as lower-order and higher-order processes. Additionally, in both studies
the contribution of word knowledge and language proficiency in the second/foreign
language are discussed and the contributions are assumed as significant variables
(Alderson, 1984 in Durgunoglu & Hancin-Bhatt, 1992).

The research indicates that the Hypotheses are mostly proved to be wvalid.

However, the levels of the linguistic competence in the native and second/foreign
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languages effect the results in the research designs. The word knowledge and language
competence in the second/foreign language are important factors that effect the use of the
reading skills acquired in the native language. Therefore, the threshold level plays a role in
the research designs of the studies.

Briefly, as aforementioned, beginning with the Relevance Theory, this study
aims at revealing whether the higher order thinking skills effect the reading comprehension
in the foreign language and whether the English coursebooks used in the state schools aim
at teaching the higher order thinking skills. It is assumed that reading is communicating
and communication requires inference generation which is the main aspect of
understanding. However, the studies have indicated that reading process also requires
problem solving, analyzing, reasoning, decision-making and critical thinking. Additionally,
it is known that inference generation is a core thinking skill which is directly related to
these skills. Although the research on inferential model of communication points to the
necessity of inference generation in successful communication, it might be hard for those
who deal with the topic to decide what type/s of inference should be selected for a sound
result in a research. Furthermore, inference generation is accepted as one of the skills in
reading comprehension. For this reason, this research takes the higher-order thinking skills
instead of inference generation skills as the basis. The definitions of the higher order
thinking skills in the New Taxonomy (the HOTS) are adopted for the research design.
Hence, the higher-order thinking skills, reading comprehension in English and the
frequencies of the HOTS in the English coursebooks constitute the dimensions of this

research design.
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3. METHODOLOGY

The overall aim of the study is to suggest possible solutions to the problems of
foreign language teaching in the educational system of the country, and the specific aims
are set accordingly. Therefore, the first aim of this study is to indicate whether there is a
relationship between the higher order-thinking skills already acquired in the native
language, i.e. Turkish and reading comprehension in English as a foreign language. The
next aim is to reveal whether the English coursebooks (distributed in state schools by the
MNE) involve the HOTS and whether the frequencies of the HOTS are high if they include
them. Therefore, the processes and the data analyses are explained in detail to achieve the
aims.

Briefly, this chapter explains the research model; the population, sample, and
study groups; data collection tools; and the analyses of the data. The research tools of the
study were developed by the researcher. Thus, the processes related to the compilation of
the test items and development of these tools are also explained in this chapter. The
processes are dealt with according to the research questions restated below:

« Have the 10th grade students attending state high schools acquired the higher
order- thinking skills?

o How is the performance of the 10th grade students attending state high
schools in reading comprehension in English?

o Is there a significant correlation between the HOTS already acquired by the
students attending state high schools and their English reading comprehension in grade 10?

o What is the frequency of the HOTS integrated into the English coursebooks
(‘Spot on 6°, ‘Spot on 7°, ‘Spot on 8 and ‘New Bridge to Success’) distributed by the
MNE?

o Have the 10th grade students attending the state high schools acquired
the higher-order thinking skills?

The research, which is related to the shortcomings of the National Education in
Turkey, has indicated that among the others, one of the problems of the educational system
is in the teaching of the higher-order thinking skills. The studies have shown that most of

the students in Turkey cannot acquire these skills. However, a limited number of studies
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have shown that this situation depends on the secondary school type (Giir, et al., 2012;
Berberoglu & Kalender, 2005; Berberoglu, 2005). Thus, the question aimed at revealing
whether the 10™ grade students attending state high schools had acquired the higher-order
thinking skills or not.

The research tool, ‘The Reading Comprehension Test in Turkish’, used for this
question was developed by the researcher.

o How is the performance of the 10th grade students attending state high
schools in reading comprehension in English?

The research question aimed to reveal the participant achievement in reading
comprehension in English. The research tool used to assess the higher-order thinking skills
was ‘The Reading Comprehension Test in English’. The test items were compiled and the
tool was developed by the researcher.

«Is there a significant correlation between the HOTS already acquired by the
students attending state high schools and their English reading comprehension in grade 10?

The research focusing on the relationship between the higher-order thinking
skills and reading comprehension has shown that there is a correlation between the two.
Additionally, there are studies indicating that reading comprehension skills acquired in
native language could effect reading comprehension achievement in foreign language as
well. However, the level of the foreign language is determinant in research designs
(threshold level in this study).

In order to reveal whether there is a correlation between the higher-order
thinking skills and reading comprehension in English as a foreign language, the first and
second research tools were used (i.e. ‘The Reading Comprehension Test in Turkish’ and
‘The Reading Comprehension Test in English”).

« What is the frequency of the HOTS integrated into the English coursebooks
(‘Spot on 6°, ‘Spot on 7°, ‘Spot on 8 and ‘New Bridge to Success’) distributed by the
MNE?

The inquiry about the English coursebooks stemmed from the related research
discussing the shortcomings in the teaching of the higher-order thinking skills. These
studies discuss mostly the objectives and/or the coursebooks of the Turkish courses. The
fact that the coursebooks should be consistent with the course objectives and that both

should follow a taxonomy directed the researcher to ask the question for the English
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coursebooks. Therefore, it was thought that the results of the data analysis of this research
question could be the supportive foundation for the results of the previous research
questions. Evaluation Form (2), which was also developed by the researcher, was used for
data collection.

The educational system follows a top-down process in Turkey (MNE, 1997).
The students attending the same grade of state schools in Turkey mostly follow the same
coursebook for a course if the type of the school is the same. These books are delivered by
the state and it is an obligation for the teachers to use the books in their classrooms.
Although there are individual diversities, attitudinal factors, different teacher
performances, various social backgrounds, and different teaching- learning environments,
it is thought that there is at least a standard in one of the most important components in the
classrooms. Therefore, the coursebooks of English courses can give an idea whether the

books incline to teach the higher-order thinking skills to the students.
3. 1. Research Model

In this study, the first two research questions constituted the two variables of
this research and it was thought that the HOTS acquired by the 10" grade students were
correlated with their reading comprehension performance. Thus, the model was selected
according to these two variables. As the research tries to reveal the relationship of these
two variables, the model of this quantitative research is the correlational model.

Nachmias and Nachmias (1996: 588) state that the correlational model is
appropriate for social sciences. It is thought that this model aims to reveal the relationship
between the two “existing conditions” as Gay (1987: 230) claims. While defining the
correlational model, Gay points to “the relationship between two variables” and argues that
the model can be ‘“deductive” or “inductive”. In deductive correlational model “the
relationship to be investigated should be suggested by theory” which is valid for this
research model as well. These theories are the ‘Interdependence’ and ‘Threshold’
Hypotheses (Cummins, 1979). (Ricciardelli (1992); Mayer and Wells (1996) assume these
hypotheses as theories).

According to Gay (1987), existing conditions are measured, and there is no

manipulation or a control group in this model (p.230). In the line with Gay’s opinion, in
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this research there was not a manipulation and the HOTS and reading comprehension in
English were measured in order to reveal the relationships between the two. That is,
manipulation could not be applied to develop the HOTS of the participants or their reading
comprehension in English. As a result, the research model did not need a control group.

Erkus (2005) also calls this type of model correlational and added that
sometimes the researcher cannot manipulate the participants. He puts forward that if the
variable cannot be manipulated by the researcher because of the nature of the research
question and of the social life which shapes the variable, the correlational model can be
adopted. He also states that in this model the researcher cannot control the confounding
variables because the research is usually conducted in a wide natural setting (p. 68). In the
present research, the sample group was constituted from different schools. Therefore, it
was almost impossible to practice a manipulation for the social and practical reasons.
Consequently, there was no possibility of having a control group. Briefly, in this research
there are theories on which the model was based and there are two variables which are
thought to be correlational. The correlational model was adopted as the research model of
this study.

With regard to the last research question, the frequencies of the HOTS
available in the English coursebooks (Spot on 6, Spot on 7, Spot on 8, New Bridges to
Success) were investigated to provide a supportive basis for this correlational research.
This additional information was thought to be important because the coursebooks are the
main resources for both the students and the teachers in Turkey (MNE, 2011a). The data
collected for this process were also analyzed empirically to see the consistency between

the raters and between the frequencies they pointed to.

3. 2. The Population, The Sample Group, and The Study Group

3. 2. 1. The Population

Individuals who come to the age of 15 are thought to have acquired the higher-
order thinking skills. Although there are different views about this age, the MNE claims on
its web page that the last step of the child development starts when the child is at 11
(MNE, 2011b). Piaget (1964) argues that when individuals are at the fourth development
stage, they complete the process of acquiring the higher-order thinking skills and their
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cognitive functions reach the highest cognitive level (MNE, 2011b). Richland, Morrison &
Holyoak (2006) assert that the age of acquiring the skills is 15. However, in Turkey, a
student, who is 15 years old, attends the gth grade, and the gth grade students attending a
state school usually cannot come to the threshold level in the foreign language. The
students attending the private schools are not the researcher’s concern. These students
usually involve in English more hours than the students of the state schools. Thus, the
students might achieve the threshold level (“The Threshold Hypothesis” Cummins, 1979)
of the foreign language before the age of 15, which could spoil the research. As a result,

the 10" grade students who were attending the state schools constitute the population.
3.2.2. The Sample Group

In this study, the sample group was selected via purposive sampling. In this
sampling way the researcher “selects sampling units subjectively in an attempt to obtain a
sample that appears to be representative of the population (Nachmias & Nachmias 1996:
184). Erkus (2009: 98-99) claims that in this type of sampling, the group has definite and
limited attributes which are hard to attain. In this sample group, the researcher considered
two attributes: the grade (10" grade) that the sample group was in and their B1 English
language level (see p. 115).

At the beginning of this research, the number of the sample group was defined
as 100. However, this number was increased in case of participant loss and to be able to
have reliable results. These participants were the 10" grade students attending the state

high schools who took both of the tests for the research.

Table 6. Sample Group

High school Number of participants
M. Adnan Ozgelik Anatolian High School 53
Yusuf Kalkavan Anatolian High School 52

M. Mahmut Arslan Anatolian High School 57

TOTAL 162
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3. 2. 3. The Study Group

Apart from the Sample Group, there are other groups who contributed to the
development of the research tools in this study. Since the researcher developed the data
collection tools, she called upon the knowledge and expertise of the judges as well as the
raters. Moreover, two groups of students and some teachers also contributed to the
development of these tools as well. The details of the study groups are on Table 7.

The study group was selected via purposive sampling as well.

Table 7. Study Group

Groups Contribution Number
Judges For the development of ‘The Reading Comprehension Test in Turkish’ 6

Judges For the development of ‘The Reading Comprehension Test in English’ 3

Raters For the frequencies of the HOTS in the coursebooks 10
Students For the development of ‘The Reading Comprehension Test in Turkish’ 368
Students For the development of ‘The Reading Comprehension Test in English’ 336
Teachers For the development of ‘The Reading Comprehension Test in English’ >12

3. 3. Data Collection Tools

There are three types of data collection tools in this research. These are:

« A test in Turkish developed by the researcher to measure the HOTS already
acquired by the 10™ grade students attending the state schools. The tems of this test was
compiled from different sources. It is called ‘The Reading Comprehension Test in
Turkish’.

o A test in English developed by the researcher to measure the reading
comprehension of the 10™ grade students attending the state schools. The texts and/or some
of the items were compiled from the B1 level resources. This test is called ‘The Reading
Comprehension Test in English’.

« An evaluation form, Evaluation Form (2), developed by the researcher to find
out the frequencies of HOTS in the books (Spot on 6, Spot on 7, Spot on 8, New Bridges to

Success). Ten raters filled in Evaluation Form (2).
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3. 3. 1. The Development Phase of the Research Tool: ‘The Reading

Comprehension Test in Turkish’

The researcher compiled the texts and/or the items from different resources and
developed a test, ‘The Reading Comprehension Test in Turkish’, as a research tool. This
research tool was used to investigate whether the 10™ grade students attending the state
high schools acquired the HOTS. There were some stages in the development of this tool:
defining the table of specification; compiling and preparing the test items; demanding the
judge opinions; revising, reorganizing and modifying the test items; putting the test items
into an examination form; giving the test as trial; analyzing the results of the trial version
of the test; and eventually forming the final test. The followings are the details of these

stages.
3.3. 1. 1. The Table of Specification

The higher order thinking levels of ‘New Taxonomy’ were accepted as the
Table of Specifications because it was expected that a 10™ grade student had already
accomplished these skills and had competence on the native language. Therefore, the
higher order thinking processes and their conceptualizations were accepted as the table of
specification (Table 9.). These processes and the conceptualizations were defined
according to the ‘New Taxonomy’ (Marzano and Kendall, 2007). In this taxonomy, there
are six levels, five of which can be regarded as higher-order thinking processes. The first
level of the taxonomy, ‘Retrieval’, also the fifth and sixth levels ‘Metacognition’ and ‘Self-
System Thinking’ are not the concern of this study. The first level does not include a
higher-order thinking process. The fifth and sixth levels, which depend on the individual
differences, are related to the ‘self’. In the ‘Metacognition’ level, the students are expected
to monitor their cognitive processes. In the ‘Self-System Thinking’, they are expected to
analyze the importance of specific knowledge for their benefit and examine their beliefs
related to that knowledge. Then they decide whether they can improve their understanding
related to the knowledge. Therefore, although the fifth and sixth levels are related to the
higher-order cognitive processes, it is almost impossible to assess or measure these levels

in a large sample group.
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Briefly, the second, ‘Comprehension’, the third, ‘Analysis’, and the fourth
‘Knowledge Utilization’ of the New Taxonomy (Marzano & Kendall, 2007; 2008) are
assumed as the HOTS in this study (Table 8.). Their conceptualizations formed the Table

of Specification.

Table 8. The HOTS

e Skills

Level 2 Level 3 Level 4
Cognitive
Domain
Comprehension Analysis Knowledge Utilization
Knowledge
Domain -Integrating -Matching -Decision Making
Information
*  Organizing Ideas
-Symbolizing -Classifying -Problem Solving
*  Details
Mental Procedures
-Analyzing Errors | -Experimenting
¢ Processes
*  Skills -Generalizing -Investigating
Psychomotor
Procedures
*  Processes -Specifying

Adapted from Marzano and Kendall (2007, 2008)




Table 9. The Conceptualization of the HOTS as the Table of Specification

The HOTS The Conceptualizations of the HOTS

1 Describe how and/or whv

2 Describe the key points

3 Describe the effects

4 Describe the relationship between
5 Explain the ways

6 Make connections between
7 Paraphrase

8 Summarize

1 Denict

2 Represent

3 Illustrate

4 Draw

Symbolizing 5 Show

6 Use models

7 Diagram

8 Chart

Integrating

Level 2: Comprehension

1 Cateoarize
2 Differentiate

Matching 3 Discriminate

4 Distinguish

5 Sort

6 Create an analogy

7 Create a metaphor

1 Organize

2 Sort

Classifying 3 Identify a broader categories
4 Identify categories

5 Identify different types

1 Identifv problems

2 Identify issues

Analyzing 3 Identify misunderstandings
4 Assess

5 Critique

6 Diagnose

7 Evaluate

8 Edit

9 Revise

1 What conclusions can be drawn
2 What inferences can be made
Generalizing 3 Create a generalization

4 Create a principle

5 Create a rule

6 Trace the development of

7 Form conclusions

1 Make and defend

2 Predict

3 Judge

4 Deduce

Specifying 5 What would have to happen
7 Develop and argument for
8 Under what conditions

Errors

Level 1: Analysis
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The HOTS The Conceptualizations of the HOTS

Decision Making 1 Select the best among the following alternatives

2 Which among the following would be the best
3 What is the best way)
4 Which of these is most suitable

1 How would you overcome
2 Adapt
3 Develop a strategy

Problem Solving

4 Figure out a way to

5 How will you reach a goal under these conditions

1 Generate and test
2 Test the idea that
3 What would happen if
4 How would you test it

Experimenting

5 How would you determine if

Knowledge Utilization

.
.

6 How can this be explained

7 Based on experiment, what can be predicted

1 Research
2 Find out about
3 Take a position on

Level 3

Investigating 4 What are the differing features of
5 How did this happen

6 Why did this happen
7 What would have happened if

Adapted from Marzano and Kendall (2007)

3. 3. 1. 2. The Preparation of the Trial Version of ‘The Reading

Comprehension Test in Turkish’

In order to form the test items, the researcher investigated the texts from
different sources. Test items were prepared for the selected texts and they were sent to a
professor, Kutlay Yagmur, who is an expert in writing test items and preparing valid and
reliable tests for CITO (a testing and assessment company to measure and monitor human

potential) in the Nederlands. He enlightened the researcher by critiquing the test items that
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the researcher had written. Therefore, it was thought that the test items had to be taken
from the different sources as the field of the researcher was not Measurement and
Evaluation. As a result, the items of the ‘The Reading Comprehension Test in Turkish’
were taken from various sources but some texts and/or the multiple choices were modified
or changed by the researcher.

The test items were selected according to the Table of Specification, which
represented the three levels of the ‘New Taxonomy’: ‘Comprehension’, ‘Analysis’ and
‘Knowledge Utilization’. Each of these levels had various components and the researcher
wrote down three test items for each component and four more items. Therefore, there

were 37 test items to be evaluated by the judges via Evaluation Form (1).

3. 3. 1. 3. Evaluation Form (1): The Evaluation of the Judges

An evaluation form, Evaluation Form (1), was prepared to obtain the judge
view and evaluation. Table 10. illustrates the professions of the judges. The researcher
prepared the items according to the levels of the HOTS. These items were placed into the
appropriate levels of the HOTS on one of the parts of the form. Therefore, each test item
represented one of the levels of the HOTS in the Evaluation Form (1). Additionally, the
conceptualizations of the HOTS were placed in the second part in order to give the judges
information about the HOTS.

The evaluation forms were given to the judges for their evaluations and
decisions. Thus, they evaluated the test items and their placements, and they decided
whether the test items and the placements of the items were appropriate (Appendix A:
Evaluation Form 1). The main aim of the form was to confirm the level of each item.

When the judges thought an item placed by the researcher was not in the
proper level of the HOTS, they wrote down their ideas and pointed to another level that
they thought was appropriate. Moreover, on the same page there was a column as
‘Thoughts and Ideas’ asking the ideas of the judges about each item. Some of the judges,
especially the ones from the field of Turkish Language Teaching, wrote their ideas on the
test item sheet (instead of ‘Thoughts and Ideas’ column) to criticize the items. Their notes
aimed at correcting the wording or grammatical issues related to the texts. One of the

judges from the field of Measurement and Evaluation warned the researcher to correct the
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wording of some items that he thought to be erroneous. The information about the judges

1s illustrated in Table 10.

Table 10. The Expertise of the Judges

Judges Expertise

1(A.E) Professor in Measurement and Evaluation

2(B.0.) Assistant Professor in Turkish Language Teaching

3.(E.0) Instructor & PhD Student in Turkish Language Teaching

4.(S.0.8S.) | Assistant Professor in Measurement and Evaluation

5.(Y. U.B.) | Instructor & PhD Student in English Language Teaching

While the forms were collected from the judges, they stated that some of the
levels of the HOTS were similar and it had been hard for them to decide the placements of
some of these items. Therefore, it was observed that there was no consistency on some of
the items among the judges (Table 11).

Another point about the items and Evaluation Forms (1) was that although
there were 37 test items given to the judges for their evaluation, 36 of them were evaluated
by the judges because of the researcher’s mistake. One of the items had not been placed

into any of the levels as it had been forgotten. Therefore, the question was omitted.



Table 11. The Results of the Evaluation Form (1)

Q. |A. |B E.O. [S.0. |Y.U. |HOTSLEVEL

1 A | A A A A. Analysis

2 C. A. A. A. A. Analysis

3 A. K. K.U. | A K. U. Know. Utilization
4 C. K. A. A. A. Analysis

5 K. K. K. U. K. U. A. Know. Utilization
6 K. A. K.U. | K. U. K. U. Know. Utilization
7 A. A. C. C. C. Comprehension

8 A. A. K.U. | A A. Analysis

9 A. A. K. U | A A. Analysis

10 C. A. C. C. C. Comprehension
11 C. A. C. C. C. Comprehension
12 A K. K. U. K. U A. Know. Utilization
13 A. A. A. A. K. U. Analysis

14 A. A. K. U | A K. U. Analysis

15 A. A. A. A. K. U. Analysis

16 A. A. A. A.or K. U. Analysis

17 A. A. A. A. A. Analysis

18 A. A. A. A. A. Analysis

19 A. A. K.U. | A or K. U. Analysis/ Know. Utilization
20 K. K. K.U. | KU K. U. Know. Utilization
21 A. A. A. A. K. U. Analysis

22 A. A. XXX A. A. Analysis

23 C. A. C. C. A. Comprehension
24 A. A. A. A. A. Analysis

25 K. K. K.U. | KU K. U. Know. Utilization
26 C. C. K.U. |K U A. 2?7?

27 K. K. XXX | K.U. K. U. Know. Utilization
28 C. A. K.U. | K. U. K. U. Know. Utilization
29 C. A. XXX | K. U. K. U. 2?7?

30 A. A. A. XXX A. Analysis

31 K. A. K.U. | XXX A. 7?7

32 C. A. K.U. |K U A. 2?7?

33 C. A. XXX | XXX K. U. 7?7

34 A. K. C. C. C. Comprehension
35 C. A. XXX | A. A. Analysis

36 A. XXX | K.U. | K. U K. U. Know. Utilization

75
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3.3. 1. 4. The Trial Version of ‘The Reading Comprehension
Test in Turkish’

When the necessary changes were made and the revision of the test items was
completed, the levels of the items that the judges checked were turned into a table to be
able to determine the level of each item (Table 11.). Although the level placements of
items 26, 29, 31, 32, 33 were not clear they were used in the trial version of the test
because it was thought that the judges admitted that these items represented the levels of
the HOTS because there was no information mentioning that any of the items were
representing the lower-order thinking skills in ‘Thoughts and Ideas’ column or on the item
sheets. Therefore, the trial version of ‘The Reading Comprehension Test in Turkish’ had
36 items.

In order to prevent cheating in crowded classes and to have healthy results, the
examination booklets were prepared in two groups, Group A and Group B. The items were
the same but the places of correct choices in the three items were changed to obey the rules
of writing test items. The first page of the examination booklet was an explanation page
stating the purpose of the test and confirming the students that their names would be kept
confidential in any case (see Appendix B: The trial version of ‘The Reading
Comprehension Test in Turkish”).

For the trial version of the test the necessary permissions were taken from the
Directorate of National Education in Mersin (Appendix C: Permissions of the Directorate
of National Education in Mersin).

The trial version of ‘The Reading Comprehension Test in Turkish’ was given
to 368 10™ grade students attending the state high schools. In order to have sound results
from the test, the participants of this study group were selected from different state high
schools in Mersin in 2013-2014 Academic Year. These schools were chosen among the
high schools situated in the city center for practical reasons. However, there was another
criterion in the high school choice. The students attending these schools take an entrance
examination. The five high schools from which the participants were selected have
different achievement levels and the entrance scores of these schools range from 466,484
to 237,610 (MNE, 2013). It was thought that this wide range could destroy the

homogeneity and homogeneity was not a desirable circumstance for such tests. Therefore,
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the wide range of the variable was considered as Erkus (2009: 98) implies. The details are
shown in Table 12.

Table 12. The Participants of the Trial Version of ‘The Reading

Comprehension Test in Turkish’

High School Entrance Score | Number of Participants
Yahya Akel Fen Lisesi 466,484 97

Mezitli Anadolu Imam Hatip Lisesi | 237,610 24

Atatiirk Anadolu Lisesi 252,194 75

Gazi Anadolu Lisesi 303,65 72

Hac1 Sabanci Anadolu Lisesi 387,215 77

TOTAL 345

The trial version of the test was given to the participants attending the same
state high school in their classes at the same time. There was no time limitation; each
participant decided the duration of the test because the main aim was to be able to collect
data from each item. When they finished answering, they handed in the exam papers. The
teachers of the participants became the invigilators of the classes under the control of a
voluntary teacher/lecturer friend of the researcher’s and the researcher herself. Therefore,
the participants were monitored while taking the test.

Because optical answer sheets were used for this test, the participants were
expected to give some information and mark their examination groups either as Group A
or Group B. However, among the 368 participants, 23 of the participants either forgot to
mark their test groups or they marked the same choice for every item. Consequently, the 23

optical answer sheets were omitted and the number of the participants became 345.

3.3.1.5. The Analysis of the Trial Version of ‘The Reading

Comprehension Test in Turkish’

The raw data gathered from 345 participants were held by means of SECONIC
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Optical Reader. For the item and test analyses a computer program, ITEMAN for windows
Version 3.5, was used. This computer program showed the item and test statistics of the
test (Table 13. and Table 14).

The analysis of the items signified that item 5 (item 1 in Group B ) and 25 in
Group A (item 34 in Group B) could not be used in the final version of the test. However,
it was realized later that the correct answer of item 34 in Group B was marked incorrectly
on the answer key and the biserial value of the same item in Group A was positive (rjx=
46). That is, it was not omitted. Consequently, it was decided that item 5 in Group A (item
1 in Group B) had to be omitted as the biserial values of the items were negative (for item

5 in Group A rjx=-.21 and for item 1 in Group B rjx=-.30) in both groups.



Table 13. The Analysis of the Trial Version of ‘The Reading

Comprehension Test in Turkish’
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Item number in Prop. Correct Biserial Item number in Prop. Correct Biserial
Group A @P) (rjx) Group B @P) (rjx)
1 .50 .50 7 52 27
2 91 .60 11 .94 42
3 74 A7 12 .66 31
4 48 42 13 .38 .38
5 13 -21 1 13 -.30
6 .81 71 14 .83 1
7 .19 24 15 .19 21
8 .35 .52 18 41 .39
9 21 12 27 29
10 7 .36 6 72 29
11 Sl .18 10 45 .14
12 .78 48 9 .84 .60
13 .66 .50 .69 46
14 .76 .63 19 72 .58
15 .85 .70 22 .85 51
16 .85 .26 20 .88 43
17 .76 .58 8 78 57
18 .79 .55 23 .81 .66
19 .69 .65 16 .85 .64
20 .82 .56 .89 .58
21 .66 .64 .76 38
22 .53 43 21 .61 43
23 7 .60 17 77 .61
24 .87 .83 33 .83 .70
25 .59 46 34 34 -.07
26 .54 43 35 .65 .53
27 5 .58 28 .83 73
28 .86 .64 25 .80 40
29 47 .34 27 41 35
30 .30 .36 36 34 A48
31 .88 .73 30 .84 .88
32 .53 49 31 51 52
33 .66 .56 32 72 .69
34 .40 29 26 51 29
35 .76 .64 29 .76 .60
36 .64 .64 24 78 .63
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Table 14. The Test Analysis of the Trial Version of ‘The Reading

Comprehension Test in Turkish’

Group A Group B
Number of items 36 36
Number of examinees 169 176
Mean 22.775 23.324
Variance 30.222 23.503
Standard Deviation 5.497 4.848
Skew -0.684 -0.768
Kurtosis 0.072 0.366
Minimum 6 8
Maximum 34 33
Median 24 24
Alpha 0.797 0.744
Standard Error of Measurement 2.477 2.454
Mean P 0.633 0.648
Mean Item Total 0.353 0.322
Mean Biserial 0.486 0.452
Maximum Score in Low Group 20 21
Number of Examinees in Low Group 55 50
Minimum Score in High Group 27 27

As it was thought that greater number of data would give solid results for the
further analysis, the raw data collected from 345 participants were united. That is, Group A
and Group B were united and the data of 345 were analyzed. In order do so the raw data
were transferred into a computer program, Excel, and the correct answers of the three
items were shifted, and then they were united. In this process the raw data were also
converted to the dichotomy as 0 -1 as well.

In the next step, the data obtained from the 345 participants of the test were
analyzed by means of a computer program called Statistical Packages for the Social
Sciences (SPSS). In order to reveal the structure of the research tool, the data were turned
into correlation matrix and empirical methods were applied to the data for factor analyses.

Additionally, the analysis indicated that there were outliers (extreme values) in

the results of test. Therefore, 38 papers were omitted and the analyses were repeated. The
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further analyses were done with the data of 307 participants. The results of the item

analysis were shown in Table 15.

Table 15. The Item Analyses of the Trial Version of ‘The Reading

Comprehension Test in Turkish’

Item Prop. Correct Biserial HOTS

No (pj) (rjx)

1 0.52 0.29 Analysis

2 0.93 0.38 Analysis

3 0.70 0.37 K. Utilization

4 0.42 0.40 Analysis

5 0.13 -0.27 K. Utilization

6 0.84 0.60 K. Utilization

7 0.21 0.17 Comprehension
8 0.38 0.51 Analysis

9 0.24 0.27 Analysis

10 0.77 0.25 Comprehension
11 0.49 0.21 Comprehension
12 0.83 0.43 K. Utilization
13 0.70 0.35 Analysis

14 0.75 0.50 Analysis

15 0.86 0.53 Analysis

16 0.87 0.21 Analysis

17 0.78 0.46 Analysis

18 0.82 0.42 Analysis

19 0.79 0.45 Analysis/ K. Utilization
20 0.87 0.50 K. Utilization
21 0.72 0.50 Analysis

22 0.57 0.44 Analysis

23 0.79 0.50 Comprehension
24 0.87 0.58 Analysis

25 0.59 0.50 K. Utilization
26 0.61 0.40 ?

27 0.81 0.54 K. Utilization
28 0.89 0.27 K. Utilization
29 0.45 0.30 ?

30 0.32 0.40 Analysis

31 0.88 0.63 ?

32 0.51 0.49 ?

33 0.71 0.57 ?

34 0.46 0.32 Comprehension
35 0.77 0.58 Analysis

36 0.72 0.54 K. Utilization
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The analysis of the items indicated that some of the items were not proper
because the rjx value of some items were <.30. Therefore, these items were not used in the
final version of the test. Besides, there was no judge consistency on some of the items and
these items were also omitted (items 26-29-31-32-33). Table 15. shows these details.
Additionally, there were other items requiring corrections. Thus, they were modified for
the final version. As a result, items 2-5-7-15-16-18-24-26-27-29-31-32-33 were not used in

the final version of the tests.

Table 16. The Test Analysis of the Trial Version of ‘The Reading

Comprehension Test in Turkish

Number of items 36
Number of Participants 307
Mean 23,56
Variance 20,34
Standard Deviation 4,51
KR-20 0.70

« The test results indicated that the reliability of the test is high. It was observed
that the internal consistency coefficient of all the items was KR-20 = 0.70

o The results of various explanatory factor analyses without any rotation
showed that although there were 11 factors in the structure of the research tool, the factor
loads of almost all the items gave positive loads to the first factor.

After all types of rotation procedures, it was observed that the items were
dispersed haphazardly to the 11 factors. However, this was an expected result according to
the New Taxonomy. Marzano et al. (1988) claims that the levels in the taxonomy are not
hierarchical but are interrelated with one another. Therefore, all the levels establish a
whole, i.e. they form the constituents of the whole. Table 17. shows the items of the final
version of the test (Appendix F: The final version of ‘The Reading Comprehension Test in

Turkish”).
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Table 17. The Items in the Final Version of ‘The Reading Comprehension Test

in Turkish’ (307 participants)

Item Item No Prop. Correct Biserial HOTS
No in Final ) (rjx)

Version
1 1 0.52 0.29 modified | Analysis
3 22 0.70 0.37 K. Utilization
4 23 0.42 0.40 Analysis
6 3 0.84 0.60 K. Utilization
8 2 0.38 0.51 Analysis
9 5 0.24 0.27 modified | Analysis
10 4 0.77 0.25 modified | Comprehension
11 6 0.49 0.21 modified | Comprehension
12 7 0.83 0.43 K. Utilization
13 8 0.70 0.35 Analysis
14 9 0.75 0.50 Analysis
17 10 0.78 0.46 Analysis
19 11 0.79 0.45 Analysis/ K. Utilization
20 21 0.87 0.50 K. Utilization
21 13 0.72 0.50 Analysis
22 12 0.57 0.44 Analysis
23 14 0.79 0.50 Comprehension
25 15 0.59 0.50 K. Utilization
28 19 0.89 0.27 K. Utilization
30 17 0.32 0.40 Analysis
34 16 0.46 0.32 Comprehension
35 18 0.77 0.58 Analysis
36 20 0.72 0.54 K. Utilization
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3. 3. 2. The Development Phase of the Research Tool: ‘The Reading

Comprehension Test in English’

In order to assess the reading literacy in English, a research tool was developed
by the researcher. The main aim of this tool was to discover how well the 10" grade
students attending the state high schools comprehended the texts in English. Therefore,
tthis test was prepared as an achievement test and it was called ‘The Reading

Comprehension Test in English’.
3. 3. 2. 1. Table of Specification

There is not a proper table of specification for ‘Reading Comprehension Test
in English’. The MNE (Mirici, n. d.) states on its web site that the objectives of the English
courses were designed according to the CEFR. Therefore, it was determined that the
language level of the test had to be B1 level. This level is accepted as the threshold level in
CEFR. As the research design was based on the ‘Interdependence’ and ‘Threshold
Hypotheses’, B1 level test items were used in the test.

Common European Framework defines mainly six language levels and adds
that the levels A2, B1, B2, and C2 can have subdivisions as Al, A2.1, A2.2; B1.1, B1.2;
B2.1, B2.2, C1.1, C1.2, C2. It states that this subdivision depends on the local necessities.
While it describes the goals of the six levels for each language skill, it does not give the
details about the sentence structures or the grammar points (CoE, 2003). It does not give
the details about the subdivisions or their contents, either.

The MNE defines a different subdivision but does not give details about these
subdivisions. The MNE informs that there are ten subdivisions as Al.1, A1.2, A2.1, A2.2,
A2.3., Bl.1, B1.2, B2.1., B2.2., CI1.1. (MNE, 2011c). The subdivision that the MNE
asserts does not include C2. level. It does not give details about where a level starts and
ends, what sentence and grammar structures they have.

In order to attain the validity of the research tool, the information about the
reading skill of B1 language level defined by the CEFR was used because it accepted the

level as threshold. However, focusing on the four skills, the Framework does not give
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detailed objectives for the levels as its main purpose was to provide a standard for
language. Table 18. gives the information about the reading skill in B1 level.

The fact that the CEFR does not define the grammar points of the levels made
it hard for the researcher to decide which text to be selected. In order not to cause a
problem or confusion, Bl-level books /web pages were investigated and the texts were
selected from those sources. The selected texts were reconsidered to be able to decide
whether there was a consistency between the texts and the goals of the language level (B1)
defined by the CEFR. Therefore, it was thought that a table of specification was not

necessary.
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Table 18. Reading Skill in B1 Level in CEFR

OVERALL READING COMPREHENSION:

Can read straightforward factual texts on subjects related to
his/her field and interest with a satisfactory level of
comprehension.

READING CORRESPONDENCE:

Can understand the description of events, feelings and wishes
in personal letters well enough to correspond regularly with a
pen friend.

READING FOR ORIENTATION:

Can find and understand relevant information in everyday
material, such as letters, brochures and short official
documents.

Can scan longer texts in order to locate desired information,
and gather information from different parts of a text, or from
different texts in order to fulfill a specific task.

READING FOR INFORMATION AND ARGUMENT:

Can identify the main conclusions in clearly signaled
argumentative texts.

Can recognize the line of argument in the treatment of the
issue presented, though not necessarily in detail.

IDENTIFYING CUES AND INFERRING (Spoken &
Written):

Can identify unfamiliar words from the context on topics
related to his/her field and interests.

Can extrapolate the meaning of occasional unknown words
from the context and deduce sentence meaning provided the
topic discussed is familiar.

TRANSACTIONS TO OBTAIN GOODS AND SERVICES:

Can deal with most transactions likely to arise whilst
travelling, arranging travel or accommodation, or dealing with
authorities during a foreign visit.

Can cope with less routine situations in shops, post offices,
banks, e.g. returning an unsatisfactory purchase. Can make a
complaint.

Can deal with most situations likely to arise when making
travel arrangements through an agent or when actually
travelling, e.g. asking passenger where to get off for an
unfamiliar destination.

Can deal with common aspects of everyday living such as
travel, lodgings, eating and shopping. Can get all the
information needed from a tourist office, as long as it is of a
straightforward, nonspecialised nature.

PROCESSING TEXT:

Can collate short pieces of information from several sources
and summarize them for somebody else.

THEMATIC DEVELOPMENT:

Can reasonably fluently relate a straightforward narrative or
description as a linear sequence of points.

COHERENCE AND COHESION:

Can link a series of shorter, discrete simple elements into a
connected, linear sequence of points.

Adapted from CoE-CEFR, 2003
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3. 3. 2. 2. The Preparation of the Test Items: Trial Version of ‘The

Reading Comprehension Test in English’

Since 2011-12 Academic Year, the MNE has adopted a practice and it has
demanded the schools to determine the English levels of their students. Thus, the branch
teachers come together and decide which English level they should teach by considering
their students. On the one hand, some but not all of the high schools give tests to determine
the language levels of their students. On the other hand, the tests given to the students are
not standard English tests. These tests are prepared by the school teachers and when the
test results are obtained, the teachers decide the level and start using the coursebook of the
level accordingly. Therefore, the levels might not be a realistic one. The coursebooks were
delivered by the MNE.

Therefore, there were some difficulties in preparing such a test because there
were different practices in English courses in different schools. These schools were science
lycees, Anatolian high schools, Anatolian vocational schools, religious vocational high
schools and vocational schools. Different language levels were adopted even by different
state high schools of the same type.

The schools selected for this research were following the coursebooks of A2.2
or A2.3. levels. These schools were Eylip Aygar Science Lycee, Tevfik Sirr1 Giir, Mehmet
Serttas, Yenisehir Mersin, H. Okan Merzeci, and Icel Anatolian High Schools. Some
teachers working at the schools stated frankly that their students knew more than the
program or the coursebooks demanded. In order not to cause a problem, the texts of the
trial version were taken to the English teachers for their opinions about the levels of the
texts. Some teachers stated that not all the students could understand the texts. Some
teachers agreed that the students could understand and that their students knew the
grammatical structures of the texts although the level of the texts was B1. Most of them
agreed on the appropriateness of the texts as well. In order to avoid the homogeneity, all
the students were given the test because homogeneity was not a desirable aspect in the trial
of the test.

Additionally, in order to have a well designed reading comprehension test, the

test items were prepared according to three categories that PISA defined on its web page:
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accessing and retrieving, integrating and interpreting, reflecting and evaluating (PISA,
2013: 22). The definitions are as follows:

According to PISA (2013) “accessing and retrieving involves going to the
information space provided and navigating in that space to locate and retrieve one or more
distinct pieces of information” (p. 22). It is stated that while assessing requires the
identification of the particular place of the information in the text, retrieving demands
selecting the explicit information or ‘finding synonymous information’ in upper levels.

Integrating and interpreting are required for a broader understanding.
“Integrating involves processing what is read to make internal sense of a text. Integrating
involves connecting various pieces of information to make meaning, whether it be
identifying similarities and differences, making comparisons of degree, or understanding
cause and effect relationships” (p. 22).

Interpreting requires making meaning from the things which are not directly
stated. It is the ability of inferring or deducing more meaning from the things that are not
directly stated. The item type in this category can be as follows: “inferring the connection
between one part of the text and another, processing the text to form a summary of the
main ideas, requiring an inference about the distinction between principal and subordinate
elements, or finding a specific instance in the text of something earlier described in general
terms” (p. 23). The item types in this category can be for “identifying the main message or
by identifying the general purpose or use of the text”. The reader is expected to “select or
create a title or assumption for the text, explain the order of simple instructions, describe
the main character or setting of a story, to identify a theme of a literary text, or explain the
purpose of the test” (p. 23).

The reflecting and evaluating category goes beyond the text and demands
relating the text with the reader’s conceptual entities or the experiential knowledge. Thus, a
connection between the information given in the text and the reader’s knowledge should be
connected for further meaning. In this category, the task “includes determining the
usefulness of a particular text for a specified purpose and evaluating an author’s use of
particular textual features in accomplishing a particular goal. The student may also be
called upon to describe or comment on the author’s use of style and to identify the author’s
purpose and attitude” (p. 24).

These criteria were used in the compilation of the texts and/or items and the
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development of ‘The Reading Comprehension Test in English’ The items were placed
according to the categories.

35 items were prepared for the trial version of ‘The Reading Comprehension
Test in English’. To check whether the category placements of the items were appropriate,

an evaluation form, Evaluation Form (3), was prepared to consult the judges.

3. 3. 2. 3. Evaluation Form (3): The Evaluation of the Judges

Evaluation Form (3) was prepared to reveal the judge view for PISA category
placements of the test items (Appendix D: Evaluation Form (3)). There were three judges
who contributed to the development of the test (two Assistant Professors and an Instructor
from the field of English Language Teaching).

The researcher placed the test items according to the PISA categories in
Evaluation Form (3). On the second page of the form was the information about the PISA
reading categories. The judges were expected to evaluate the item placements. When they
thought that the placement of an item was not appropriate, they pointed to a new category
within the line of their duty.

Two of the judges explained their opinions about the problematic parts of the
items and offered some corrections or modifications in the items. The necessary changes
were made according to their opinions and they were sent to the judges again for their
confirmation. Table 19. shows the category placements of the judges. The results of the
item placement indicated that there was a consistency between the judges except for item

31.
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Table 19. The Categories of the Items in ‘The Reading Comprehension Test in

English’

G.D Y. T E. A.
Q. A. &R L&I R. & E. A.&R. L&I R. & E. A. &R L&I R. & E.
1 X X X
2 X X X
3 X X X
4 X X X
5 X X X
6 X X X
7 X X X
8 X X X
9 X X X
10 X X X
11 X X X
12 X X X
13 X X X
14 X X X
15 X X X
16 X X X
17 X X X
18 X X X
19 X X X
20 X X X
21 X X X
22 X X X
23 X X X
24 X X X
25 X X X
26 X X X
27 X X X
28 X X X
29 X X X
30 X X X
31 X X X
32 X X X
33 X X X
34 X X X
35 X X X
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3. 3. 2. 4. The Trial Version of ‘The Reading Comprehension Test in
English’

The trial version of ‘The Reading Comprehension Test in English’ consisted
of 35 items (see Appendix D: in Evaluation Form (3)). In order to prevent cheating, the
examination booklets were prepared as Group A and Group B.

340 10™ grade students participated the trial version of the test (Table. 20). The
participants were selected among the state high schools and were given the test in Mersin
in 2013-2014 Academic Year.

The state high schools were selected among the ones situated in the city center
as for practical reasons. The range of the lowest entrance scores of these schools was not
wide. Therefore, in order to avoid the homogeneity, the number of the schools was
increased to six.

The trial version of ‘The Reading Comprehension Test in English’ was given
to the participants attending the same state high school in their classes at the same time.
There was no time limitation. It was observed that the shortest answering time was 35
minutes and the longest time was 70 minutes. The teachers of the participants became the
invigilators of the classes and the students were monitored during the exam by the
researcher and a voluntary teacher/lecturer friend of hers.

Optical answer sheets were used for the test. Although, 340 10™ grade students
participated in the test, 336 of the answer sheets were evaluated because four of the
participants either marked the same choice for all of the items or drew sketches on the

sheets. Table 20. gives the information of the participants’ schools and their numbers.
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Table 20. Participants of the Trial Version of ‘The Reading Comprehension

Test in English’

High School Entrance Score Number of Participants
Eyiip Aygar Fen Lisesi 473,017 36

Tevfik Sirr1 Giir Anadolu Lisesi 394,334 70

Mehmet Serttas Anadolu Lisesi 411,419 87

Yenisehir Mersin Anadolu Lisesi 409,856 39

H. Okan Merzeci Anadolu Lisesi 379,180 62

Icel Anadolu Lisesi 469,127 46

TOTAL 340

3. 3. 2. 5. The Analyses of the Trial Version of ‘The Reading

Comprehension Test in English’

The raw data collected from the 336 participants were marked by means of
SECONIC Optical Reader and ITEMAN for Windows Version 3.5 were used to analyze
the items and the test. The analysis indicated that items 9, 21 and 24 in Group A (items 23,
30, 33 in Group B respectively) had to be omitted because these items pointed out low

biserial values (Table 21. and Table 22.).



Table 21. The Item Analysis of the Trial Version of* The Reading

Comprehension Test in English’
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Item number in Group A | Prop. Biserial(rjx) | Item number Prop. Correct | Biserial
Correct (P) in Group B @P) (rjx)
1 29 32 13 33 .30
2 .69 .56 14 .59 .59
3 38 .62 15 45 .66
4 .56 .50 16 .56 .63
5 36 34 1 40 35
6 .63 .58 17 49 .70
7 40 .66 7 .39 74
8 .76 .50 22 1 43
9 .19 13 23 .19 .08
10 .36 .54 24 42 47
11 .58 .56 25 .50 .56
12 .28 .58 26 28 .53
13 34 .50 27 37 .53
14 .39 .52 28 27 A7
15 S1 .56 29 45 .55
16 A7 .58 2 45 .58
17 .59 52 3 .55 .59
18 .64 .60 4 .67 52
19 44 .39 5 .50 44
20 .83 43 6 .83 .58
21 27 22 30 .26 .14
22 .16 33 31 .19 42
23 33 37 32 32 46
24 13 .09 33 .16 .04
25 52 52 57 .53
26 .30 52 34 .60
27 .36 .54 11 42 44
28 33 .58 10 42 .65
29 37 .66 34 41 .61
30 46 .62 35 .53 .66
31 .28 49 12 35 .66
32 34 .54 18 42 .62
33 32 41 19 35 46
34 43 .62 20 45 71
35 .39 .61 21 47 .63
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Table 22. The Test Analysis of ‘The Reading Comprehension Test in English

Group A Group B
Number of items 35 35
Number of examinees 166 172
Mean 14.627 15.047
Variance 39.065 45.184
Standard Deviation 6.250 6.722
Skew 0.837 0.649
Kurtosis 0.389 -0.392
Minimum 1 1
Maximum 33 32
Median 13 13
Alpha 0.829 0.850
Standard Error of Measurement 2.585 2.600
Mean P 0.418 0.430
Mean Item Total 0.377 0.399
Mean Biserial 0.489 0.512
Maximum Score in Low Group 11 10
Number of Examinees in Low Group 59 50
Minimum Score in High Group 17 19
Number of Examinees in High Group 53 47

The data obtained from Group A and Group B were united in order to have
reliable results and transferred into an Excel (a computer program) file. In order to reveal
the structure of the research tool, the data were turned into 0-1 dichotomy and analyzed via
the computer program SPSS version 11.5. Because of the extreme values (outliers) of the
sheets, 45 optical answer sheets were omitted. Therefore, the number of the participants
became 291.

Items 1, 9, 12, 19, 22, 23, 24, 28, 33, 36 were excluded from the final version

of the test as they had low biserial values (1jx< .30). Item 31 was omitted as there was not a
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consistency between the judges. Item 14 was also omitted as there were similar
items in the test. The multiple choices of the items 5 (rjx= .26) and 26 (rjx= .28) were

revised and used in the final version (Table 23.)

Table 23. The Item Analyses of the Trial Version of ‘The Reading

Comprehension Test in English’

Item No Prop. Correct (pj) Biserial (rjx) HOTS
1 0.27 0.19 A &R
2 0.60 0.57 A &R
3 0.33 0.38 [&1
4 0.49 0.46 [&1
5 0.34 0.26 R&E
6 0.49 0.53 [&1
7 0.30 0.43 [&1
8 0.70 0.46 A &R
9 0.18 0.02 A &R
10 0.33 0.33 A &R
11 0.48 0.43 A &R
12 0.22 0.25 A &R
13 0.29 0.33 A &R
14 0.28 0.30 [&1
15 0.42 0.41 A &R
16 0.41 0.52 [&1
17 0.53 0.57 [&1
18 0.61 0.50 [&1
19 0.42 0.26 [&1
20 0.80 0.55 [&1
21 0.26 0.29 R&E
22 0.13 0.10 [&1
23 0.26 0.14 [&1
24 0.13 -0.05 R&E
25 0.49 0.41 [&1
26 0.25 0.28 R&E
27 0.34 0.32 [&1
28 0.29 0.28 [&1
29 0.31 0.40 [&1
30 0.42 0.50 [&1
31 0.24 0.26 ?

32 0.31 0.31 [&1
33 0.29 0.24 [&1
34 0.36 0.44 [&1
35 0.36 0.42 [&1
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Table 24. The Test Analysis of the Trial Version of ‘The Reading
Comprehension Test in English’

Number of items 35
Number of Participants 291
Mean 11,71
Variance 19,32
Standard Deviation 4,395
KR-20 0.69

The results showed that the reliability of the test was high (KR-20= 0.69). The

items selected for the final version is shown on Table 24.

Table 25. The Final Version of ‘The Reading Comprehension Test in English’

Item Item No in the Prop. Biserial Reading Comprehension
No Final Version Correct (pj) (rjx) Categories

2 1 0.60 0.57 Assessing & Retrieving
3 2 0.33 0.38 Integrating& Interpreting
4 3 0.49 0.46 Integrating& Interpreting
5 4 0.34 0.26 Reflecting & Evaluating
6 5 0.49 0.53 Integrating& Interpreting
7 6 0.30 0.43 Integrating& Interpreting
8 8 0.70 0.46 Assessing & Retrieving
10 9 0.33 0.33 Assessing & Retrieving
11 10 0.48 0.43 Assessing & Retrieving
13 11 0.29 0.33 Assessing & Retrieving
15 12 0.42 0.41 Assessing & Retrieving
16 13 0.41 0.52 Integrating& Interpreting
17 14 0.53 0.57 Integrating& Interpreting
18 15 0.61 0.50 Integrating& Interpreting
20 16 0.80 0.55 Integrating& Interpreting
21 20 0.26 0.29 modified | Reflecting & Evaluating
25 17 0.49 0.41 Integrating& Interpreting
26 18 0.25 0.28 modified | Reflecting & Evaluating
27 19 0.34 0.32 Integrating& Interpreting
29 21 0.31 0.40 Integrating& Interpreting
30 22 0.42 0.50 Integrating& Interpreting
32 7 0.31 0.31 Integrating& Interpreting
34 23 0.36 0.44 Integrating& Interpreting
35 24 0.36 0.42 Integrating& Interpreting
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The second research tool was the final version of ‘The Reading
Comprehension Test in English’, which was used to assess the reading comprehension
achievement of the participants (Appendix G: Final version of ‘The Reading

Comprehension Test in English’).

3. 3. 3. Evaluation Form (3): The Frequencies of the HOTS in the
English Coursebooks

The third data collection tool of this research was an evaluation form,
Evaluation Form (2).

‘Spot on 6°, “‘Spot on 7°, ‘Spot on 8’, ‘New Bridges to Success’ were the books
that the state schools followed in the previous academic years. These books were used in
the 6™, 7™ 8™, and 9™ grades of state schools respectively. In the 2013-2014 Academic
Year, the books were changed. However, it was thought that the students who attended the
10™ grade in the 2013-1014 Academic Year usually followed the books in the previous
years if they attended state schools. Therefore, it was also thought that the books had
impacts on the students’ cognitive development although it was accepted that the books
and the frequencies of the HOTS included in the books were not the only reason for their
cognitive development.

More important, it is known that coursebooks should be consistent with the
objectives of the courses and they should aim to help students acquire the knowledge that
the objectives define. Furthermore, the related literature indicates that course objectives
that the authorities set should follow a taxonomy, which provides the students with the
teaching of the cognitive skills also. These cognitive skills are defined as the lower-order
and higher-order thinking skills in taxonomies. Therefore, it became necessary for this
researcher to reveal whether the coursebooks intended to teach these cognitive skills in
compliance with the objectives.

In order to reveal whether the books aimed at teaching the higher order
thinking skills, an evaluation form, Evaluation Form (2), was developed by the researcher.
Ten raters filled in the evaluation form to find out the frequencies of the HOTS in the
books.

Evaluation Form (2) had three parts. In the first part were the researcher’s
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explanations about the research and the aim of the form. The second part included the table
of the conceptualizations of the HOTS, which was used by the raters as a guide. In the
third part were the tables on which the title of each unit and the conceptualizations of the
HOTS were in different columns. The first column of this table had the unit titles; the
second, third and the fourth columns had the names of the HOTS (‘Comprehension’,
‘Analysis’, ‘Knowledge Utilization’ respectively). The raters were expected to check these
columns if they thought that the unit included any of the HOTS (Appendix E: Evaluation
Form (2)).

It was thought that training was necessary for the raters. In order to train the
raters the researcher met them in groups and explained the details of the Taxonomy. The
examples were also given to the raters. This training lasted for one or two hours and this
process was repeated until all the raters were ready to fill in the form. Then the Evaluation
Form (2) and the copies of all the coursebooks (Spot on 6, Spot on 7, Spot on 8, New
Bridges to Success) were given to the raters for their evaluations during the summer
vacation.

Among the ten raters was an English teacher working at a state high school and
the others were the instructors working at the School of Foreign Languages in Mersin

University.

3. 4. Data Collection

While ‘The Reading Comprehension Test in Turkish’ aimed at assessing the
HOTS that the participants already acquired, ‘The Reading Comprehension Test in
English® aimed at assessing the achievement of the participants’ English reading
comprehension. The sample group took both ‘The Reading Comprehension Test in
Turkish’ and ‘The Reading Comprehension Test in English’ in their own classrooms. The
teachers of the participants worked as the invigilators and the researcher monitored both
the participants and the invigilators during the examination.

‘The Reading Comprehension Test in Turkish’ was given the participants on
one day and the ‘The Reading Comprehension Test in English’ was given to the same
participants the next day. Therefore, each participant took the two tests. The teachers of the

participants were the invigilators in the classrooms. An instructor/teacher friend of the



99

researcher’s and the researcher herself monitored the students and the invigilators during

the tests.

3. 5. The Analysis of the Data

The data collected from the two tests (n=162) were turned into a boxplot
diagram in order to find out the outliers in the distribution (Figure 1).

The boxplot diagram in Figure 1. indicated that the scores of the five
participants in ‘The Reading Comprehension Test in Turkish’ were outliers in the
distribution. Therefore, the data of these participants were excluded from the data collected
from ‘The Reading Comprehension Test in Turkish’ as well as ‘The Reading
Comprehension Test in English’.

It was observed that there were not any outliers in the data of ‘The Reading

Comprehension Test in English’.
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Figure 1. The Boxplot Diagram of the Two Tests
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The data were transferred to the boxplot diagram once more for further outlier
analysis. It was observed that there were not any outliers (Figure 2). As a result, it was

decided that further analyses would be done with the data of 157 participants.
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Figure 2. The Boxplot Diagram of 157 Participants for the Two Tests

3. 5. 1. The Analyses of ‘The Reading Comprehension Test in Turkish’

« Have the 10th grade students attending state high schools acquired the higher-
order thinking skills (HOTS)?

The distribution of the data was considered and it was observed that the mean
value of the test scores was 16,06, the median 16,00 and the mode was 17,00. Although the
distribution was negatively skewed (-0,177), the ratio of the skewness statistic to its
standard error for this distribution was -0.921 (-0,177 / 0.194), which was within the limits
of the normal distribution (i.e. -2< 2). Therefore, the distribution was considered to be
normal.

Additionally, the kurtosis statistic of the data distribution was -0,362. The ratio
of kurtosis to its standard error was -0,940 (-0,362 / 0,385). The value of this ratio also

indicated that the distribution was not significantly different from the normal (i.e. -2 <2).
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The minimum score in the test was 9 and the maximum was 21 out of 23 items.
The standard deviation of the test was 2,47. Therefore, the scores spread out around 13,59

and 18,53 (i.e. 16,06 &+ 2,47). Table 26. shows the statistics of the test.

Table 26. The Analyses of ‘The Reading Comprehension Test in Turkish’

The Reading
Comprehensipn Test in
Turkish
N 157
Mean 16,06
Std. Error of Mean ,19
Median 16,00
Mode 17,00
Std. Deviation 2,47
Variance 6,12
Skewness -, 177
Std. Error of Skewness ,194
Kurtosis -,362
Std. Error of Kurtosis ,385
Range 12,00
Minimum 9,00
Maximum 21,00

3. 5. 2. The Analyses of ‘The Reading Comprehension Test in English’

o How is the performance of the 10th grade students attending state high
schools in reading comprehension in English?

The data analysis showed that the distribution of the data was normal. The
mean was 13,84, the median was 14,00 and the mode was 16,00. Despite the negative
value of the skewness coefficient (-0,206), the ratio of the skewness statistic to its standard
error for this distribution (-0,206/0,194=-1,06) indicated that the distribution was normal (-
2<-1,06<2).

The kurtosis statistics of the distribution was negative (-0,853). The ratio of
kurtosis to its standard error was < -2, which indicated a platykurtic (i.e. flat) distribution (-
0.853 / 0,385=-2,21). The minimum score obtained from the 3,00 and the maximum was
23,00 out of 24 items. The standard deviation was 4,97 and the scores spread out between

8,87 and 18,81 (13,84 + 4,97) in the distribution (Table. 27).
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Table 27. The Analyses of ‘The Reading Comprehension Test in English’

The Reading
Comprehension Test in
English
N 157
Mean 13,84
Std. Error of Mean ,39
Median 14,00
Mode 16,00
Std. Deviation 4,97
Variance 24,75
Skewness -,206
Std. Error of Skewness ,194
Kurtosis -,853
Std. Error of Kurtosis ,385
Range 20,00
Minimum 3,00
Maximum 23,00

In order to test whether the two tests had normal distribution, Kolmogorov-
Smirnov Test for Normality was also applied to the data. The results are shown in Table

28. The distributions of the two groups of data were normal with the reliability of 0,95.

Table 28. Kolmogorov- Smirnov Test for Normality

Kolmogorov-Smirnov

Test Statistic df Sig.
score |The Reading Comprehension Test in ,076 157 ,026

English

The Reading Comprehension Test in ,107 157 ,000

Turkish
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The data collected from the two tests had normal score distributions as the
Kolmogorov-Smirnov Test indicated. Thus, the data were transformed into z scores to
standardize the raw scores and to determine the cut off in the data. Z score is the number of
standard deviations indicating how far a value falls from the mean (Weiss, 1993: 255).
When the z score of a datum is negative, it indicates that the value is below the mean,
when it is positive it is above the mean. The formula indicated below was used transform

the raw:

The results showed that 17 out of 23 test items was the cut off value for ‘The
Reading Comprehension Test in Turkish’. Similarly, 17 out of 24 items in ‘The Reading
Comprehension Test in English’ was determined as the cut off value. Therefore, the
achievement percentages of the two tests were calculated accordingly. The results related

to the participant achievement are explained in Findings and Discussion chapter.

3. 5. 3. The Analysis of the Correlation between ‘The Reading
Comprehension Test in Turkish’ and ‘The Reading Comprehension

Test in English’

« Is there a correlation between the HOTS already acquired by the students
attending state high schools and their English reading comprehension in grade 10?

The analysis was done via Pearson product-moment correlation coefficient.
The value of the correlation coefficient was positive but low. However, it indicated a
significant correlation between the HOTS and reading comprehension in English.
(r=0,191; p<0,05). Additionally, to be better understood the data were turned into a scatter

plot chart. Figure 3. indicates the correlation between the data of the two tests.
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Figure 3. The Scatterplot of the Two Tests

3. 5. 4. The Analysis of the Frequencies of the HOTS in the English

Coursebooks

o What is the frequency of the HOTS integrated into the English coursebooks
(‘Spot on 6°, ‘Spot on 7°, ‘Spot on 8 and ‘New Bridge to Success’) distributed by the
MNE?

The data collected from ten Evaluation Forms (2) were analyzed via the
computer program SPSS in order to find out the agreement between the raters on the
availability or the frequency of the HOTS in each book.

If there was 70% agreement between the raters, the HOTS were accepted as
‘available’ (YES) in that unit. If the agreement was under 70% then the HOTS were
interpreted as ‘not available’ (NO) in that unit. Therefore, >.70 was a prerequisite.

Table 29, Table 30, Table 31 and Table 32 show the agreement on the
availability of the HOTS in the units of the coursebooks (Spot on 6, Spot on 7, Spot on 8,
New Bridge to Success). Each table shows the frequencies of the HOTS in the units of
each book.



Table 29. The Frequencies of the HOTS in Spot on 6

105

Comprehension Analysis Knowledge Utilization
Content Exercises Content Exercises Content Exercises

Book/ I'VESTTNO | YES [ NO% [ YES |[NO |YES [NO |YES |[NO [|YES |[NO
Unit o % % % % % % % % % %
S6 1 30,0 70,0 60,0 40,0 00,0 100,0 | 30,0 70,0 10,0 90,0 30,0 70,0
S6 2 20,0 80,0 60,0 40,0 10,0 90,0 50,0 50,0 10,0 90,0 40,0 60,0
S6 3 40,0 60,0 60,0 40,0 10,0 90,0 60,0 40,0 00,0 100,0 | 50,0 50,0
S6 4 20,0 80,0 50,0 50,0 40,0 60,0 70,0 30,0 10,0 90,0 60,0 40,0
S6 5 20,0 80,0 70,0 30,0 30,0 70,0 90,0 10,0 00,0 100,0 | 60,0 40,0
S6_6 40,0 60,0 80,0 20,0 30,0 70,0 60,0 40,0 20,0 80,0 80,0 20,0
S6 7 30,0 70,0 80,0 20,0 11,1 88,9 40,0 60,0 00,0 100,0 | 60,0 40,0
S6 8 30,0 70,0 50,0 50,00 | 20,0 80,0 60,0 40,0 10,0 90,0 80,0 20,0
S6 9 30,0 70,0 70,0 30,0 30,0 70,0 60,0 40,0 10,0 90,0 40,0 60,0
S6 10 | 20,0 80,0 70,0 30,0 30,0 70,0 30,0 70,0 30,0 70,0 60,0 40,0
S6 11 | 40,0 60,0 80,0 20,0 20,0 80,0 60,0 40,0 20,0 80,0 70,0 30,0
S6 12 | 30,0 70,0 60,0 40,0 30,0 70,0 60,0 40,0 30,0 70,0 70,0 30,0
S6 13 | 30,0 70,0 50,0 50,0 10,0 90,0 50,0 50,0 10,0 90,0 60,0 40,0
S6 14 | 40,0 60,0 70,0 30,0 33,3 66,7 60,0 40,0 20,0 80,0 60,0 40,0
S6 15 | 30,0 70,0 60,0 40,0 30,0 70,0 70,0 30,0 40,0 60,0 90,0 10,0
S6 16 | 10,0 90,0 80,0 20,0 10,0 90,0 60,0 60,0 00,0 100,0 | 40,0 60,0
Total 0 12 8 0 0 14 3 2 0 15 5 1
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Table 30. The Frequencies of the HOTS in Spot on 7

Comprehension Analysis Knowledge Utilization
Content Exercises Content Exercises Content Exercises

Book/ tvgs |No | vEs |No% | YEs [ NO | YES | NO% | YES | No% | YES | NO
Unit Lo o | % % % |% % % | %
S7 1 40,0 | 60,0 | 60,0 | 40,0 | 20,0 | 80,0 ] 60,0 | 40,0 10,0 | 90,0 | 60,0 | 40,0
S7 2 20,0 | 80,0 | 80,0 | 20,0 |20,0 | 80,0 J50,0 | 50,0 30,0 | 70,0 | 80,0 | 20,0
S7 3 40,0 | 60,0 170,0 | 30,0 |20,0 | 80,0 J70,0 | 30,0 20,0 | 80,0 | 70,0 | 30,0
S7 4 30,0 | 70,0 | 60,0 |40,0 10,0 | 90,0 | 80,0 | 20,0 20,0 | 80,0 ] 60,0 | 40,0
S7°5 20,0 | 80,0 190,0 | 10,0 | 30,0 | 70,0 |} 70,0 | 30,0 40,0 | 60,0 ] 80,0 | 20,0
S7 6 20,0 | 80,0 170,0 | 30,0 | 10,0 | 90,0 |} 70,0 | 30,0 40,0 | 60,0 | 70,0 | 30,0
S7 7 30,0 | 70,0 | 60,0 |40,0 30,0 | 70,0 | 70,0 | 30,0 20,0 | 80,0 | 50,0 | 50,0
S7 8 30,0 (70,0 1 90,0 | 10,0 20,0 |80,0 |920,0 | 10,0 20,0 | 80,0 | 80,0 | 20,0
S7 9 30,0 70,0 | 80,0 | 20,0 ]20,0 |80,0 | 60,0 |40,0 30,0 | 70,0 §920,0 | 10,0
S7 10 §30,0 | 70,0 | 50,0 | 50,0 | 10,0 | 90,0 | 40,0 | 60,0 40,0 | 60,0 90,0 | 10,0
S7 11 30,0 (70,0 1 90,0 | 10,0 30,0 | 70,0 | 50,0 | 50,0 40,0 | 60,0 | 70,0 | 30,0
S7 12 §30,0 | 70,0 1 70,0 | 30,0 | 30,0 | 70,0 ] 80,0 | 20,0 30,0 | 70,0 | 60,0 | 40,0
S7 13 30,0 70,0 | 70,0 | 30,0 | 10,0 | 90,0 | 50,0 | 50,0 30,0 | 70,0 | 70,0 | 30,0
S7 14 30,0 | 70,0 190,0 | 10,0 | 30,0 | 70,0 ] 60,0 | 40,0 20,0 | 80,0 | 80,0 | 20,0
S7 15 30,0 | 70,0 | 70,0 | 30,0 20,0 |80,0 |920,0 | 10,0 20,0 | 80,0 | 70,0 | 30,0
S7 16 20,0 | 80,0 170,0 |30,0 |20,0 |80,0 |J70,0 | 30,0 10,0 | 90,0 | 50,0 | 50,0
Total 0 14 12 0 0 16 9 0 0 12 11 0
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Comprehension Analysis Knowledge Utilization

Content Exercises Content Exercises Content Exercises
Book/ YES | NO | YES | NO | YES | NO | YES | NO | YES | NO YES
Unit % % % % % % % % % % % NO%
S8 1 20,0 | 80,0 | 60,0 | 40,0 | 10,0 | 90,0 | 40,0 | 60,0 | 00,0 | 100, | 40,0 | 60,0
S8 2 30,0 | 70,0 | 40,0 | 60,0 | 00,0 | 100, 30,0 | 70,0 {10,0 | 90,0 § 50,0 | 50,0
S8 3 20,0 | 80,0 | 80,0 | 20,0 20,0 | 80,0 | 60,0 |40,0 |20,0 |80,0 | 60,0 | 40,0
S8 4 30,0 | 70,0 | 40,0 | 60,0 | 10,0 | 90,0 | 50,0 | 50,0 {20,0 | 80,0 §70,0 | 30,0
S8 5 40,0 | 60,0 | 60,0 | 40,0 | 00,0 | 100, | 50,0 | 50,0 § 30,0 | 70,0 § 70,0 | 30,0
S8 6 30,0 | 70,0 | 70,0 | 30,0 | 10,0 | 90,0 | 60,0 | 40,0 {00,0 | 100, §30,0 | 70,0
S8 7 30,0 | 70,0 | 60,0 | 40,0 | 10,0 | 90,0 | 80,0 | 20,0 {10,0 | 90,0 §70,0 | 30,0
S8 8 30,0 | 70,0 | 60,0 | 40,0 | 20,0 | 80,0 | 80,0 | 20,0 00,0 | 100, §50,0 | 50,0
S8 9 30,0 | 70,0 | 70,0 | 30,0 | 30,0 | 70,0 §70,0 | 30,0 {30,0 | 70,0 | 80,0 | 20,0
S8 10 30,0 | 70,0 | 00,0 | 100, | 20,0 | 80,0 | 80,0 | 20,0 {20,0 | 80,0 §60,0 | 40,0
S8 11 20,0 | 80,0 § 70,0 | 30,0 | 10,0 | 90,0 | 70,0 | 30,0 | 20,0 | 80,0 |} 60,0 | 40,0
S8 12 50,0 | 50,0 | 60,0 | 40,0 |30,0 | 70,0 §70,0 | 30,0 {300 | 70,0 §50,0 | 50,0
S8 13 20,0 | 80,0 § 00,0 | 10,0 | 20,0 | 80,0 | 80,0 | 20,0 J 20,0 | 80,0 | 60,0 | 40,0
S8 14 30,0 | 70,0 | 70,0 | 30,0 | 00,0 | 100, | 60,0 | 40,0 {10,0 | 90,0 §50,0 | 50,0
S8 15 40,0 | 60,0 | 80,0 |20,0 |22,2 |77,8 |80,0 |20,0 J 10,0 | 90,0 | 50,0 | 50,0
S8 16 30,0 | 70,0 | 70,0 | 30,0 | 30,0 | 70,0 | 80,0 | 20,0 {00,0 | 100, | 60,0 | 40,0
Total 0 13 7 1 0 16 9 1 0 16 4 1
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Table 32. The Frequencies of the HOTS in New Bridge to Success

Comprehension Analysis Knowledge Utilization

Content Exercises Content Exercises Content Exercises

Book/ YES NO | YES | NO YES NO YES | NO YES | NO YES | NO

Unit % % % | % % % % | % % | % % | %

N_1 30,0 | 70,0 | 70,0 | 30,0 ] 00,0 | 1000 | 50,0500 0001000 | 10,0 | 90,0
N2 50,0 | 50,0 [ 90,0 | 10,0 ]200 |[800 |600 /400 [100]0900 }[200]B800
N3 50,0 | 50,0 [ 80,0 |200 ]300 |[700 ]500]500 [200]800 [500]500
N_4 50,0 | 50,0 [ 80,0 |200 ]300 |[700 |60,0 /400 [400][600 [70.0]|300
N5 40,0 | 60,0 | 80,0 [ 20,0 |20,0 |[80,0 600|400 [10,0]090,0 [400 600
N_6 50,0 | 50,0 | 70,0 | 30,0 |400 |600 |80,0 200 [100]0900 [400|600
N_7 40,0 | 60,0 | 90,0 | 10,0 |20,0 |[80,0 |600[400 [200]800 [500]|500
N_8 40,0 | 60,0 | 70,0 | 30,0 | 40,0 [60,0 600|400 [200]800 [40.0 600
N9 50,0 | 50,0 [ 70,0 | 30,0 |10 |[90,0 |400]600 [200]800 [70.0 ]300

N_10 50,0 50,0 | 70,0 | 30,0 | 20,0 80,0 60,0 | 40,0 10,0 | 90,0 | 30,0 | 70,0

N_11 40,0 60,0 | 60,0 | 40,0 | 20,0 80,0 40,0 | 60,0 ]20,0 (800 |]500 500

N_12 40,0 60,0 | 60,0 | 40,0 10,0 90,0 | 40,0 | 60,0 ]20,0 800 |]40,0/| 60,0

N_13 40,0 60,0 | 50,0 | 50,0 10,0 90,0 60,0 | 40,0 10,0 | 90,0 | 70,0 | 30,0

N_14 40,0 60,0 | 80,0 | 20,0 | 20,0 80,0 60,0 | 40,0 10,0 | 90,0 | 40,0 | 60,0

N_15 40,0 60,0 | 80,0 | 20,0 | 20,0 80,0 40,0 | 60,0 10,0 | 90,0 | 60,0 | 40,0

N_16 40,0 60,0 | 60,0 | 40,0 10,0 90,0 | 40,0 | 60,0 ]20,0 (800 |]60,0 |40,0

N_17 40,0 60,0 | 80,0 | 20,0 | 40,0 60,0 60,0 | 40,0 00,0 | 100,0 | 10,0 | 90,0

N_18 50,0 50,0 | 60,0 | 40,0 | 20,0 80,0 40,0 | 60,0 ]20,0 (800 |]60,0 |40,0

N_19 40,0 60,0 | 70,0 | 30,0 | 30,0 70,0 40,0 | 60,0 10,0 | 90,0 | 50,0 | 50,0

N_20 30,0 70,0 | 80,0 | 20,0 10,0 90,0 | 40,0 | 60,0 ]20,0 (800 ]300 700

N_21 40,0 60,0 | 70,0 | 30,0 | 30,0 70,0 60,0 | 40,0 20,0 | 80,0 ] 50,0 50,0

N_22 30,0 70,0 | 60,0 | 40,0 | 30,0 70,0 | 40,0 | 60,0 ] 00,0 100,0 | 30,0 | 70,0

Total 0 3 16 0 0 19 1 0 0 21 3 6

The frequencies of the HOTS were attained by the ratings of the ten raters.
Therefore, inter-rater agreement of these raters was analyzed by simple percent agreement
index (Table 33.). Therefore, the data collected from Evaluation Form (2) revealed that the

frequencies of the HOTS in the coursebooks were very low.
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Table 33. Simple Percent Agreement Index for Inter-rater Agreement

Comprehension Analysis Knowledge Utilization
Content | Activities Content | Activities Content | Activities
Spot on 6 0,00% 50,0% 0,00% 18,8% 0,00% 31,2%
Spot on 7 0,00% 75,0% 0,00% 56,2% 0,00% 68,75%
Spot on 8 0,00% 43,8% 0,00% 56,2% 0,00% 25,0%
New Bridges to Success | 0,00% 72,7% 0,00% 4,5% 0,00% 13,6%

To summarize,

1. The results of the data analysis of ‘The Reading Comprehension Test in
Turkish’ indicated that the data had a normal distribution and the cut off point was defined
as 17 out of 23 items. Similarly, the data collected from ‘The Reading Comprehension Test
in English’ indicated a normal distribution. The cut off value in the data was also 17 out of
24 items.

2. The analyses related to the relationship between the two tests indicated that
there was a meaningful correlation between the HOTS acquired by the participants and
their reading comprehension in English.

3. The results attained from the analyses of Evaluation Form (2) proved that
there were some shortcomings in the English coursebooks in terms of the HOTS.

The results of the analyses are discussed in detail in the next chapter.
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4. FINDINGS AND DISCUSSION

This chapter discusses the results mainly in four parts on the basis of each
research question. The first part discusses the outcome of the first question, which is
related to the HOTS acquisition of the participants. The next part focuses on their English
reading comprehension performances. In the third part, the correlation between the HOTS
of the participants and their reading comprehension achievement in English is dealt with.
Finally, the last part gives the details about the frequencies of the HOTS in the English

coursebooks.

4. 1. The HOTS Acquisition of the Participants

Research Question 1: Have the 10th grade students attending state high
schools acquired the higher order- thinking skills?

The research tool used to answer the first question was based on the claim that
reading comprehension is a way of communicating (Alderson, 2000; Kearns, 2001; Cakar,
et al., 2011). Thus, inquiry into the communication models became a necessity in the
study.

The communication models discussed in this study support the idea of “reading
is communicating” either explicitly or implicitly, but from different perspectives. In the
‘Code Model’, communication is assumed as an encoding-decoding process in which
language is the signal that conveys the meaning of a sender to another point in space, i.e. to
the receiver (Gibbs & Tehndal, 2011; Gibbs, 2008; Lakoff & Johnson, 1980; Reddy,
1979). In this respect, the language that the writer uses is the code of his thoughts that
should be decoded by the reader; language works as if it was a conduit that transfers the
thoughts of the writer. However, the inferential model of communication was taken as the
basis in the study as there is a relationship between communicating and inferencing skills.

According to the ostensive-inferential model, the process of encoding-decoding
is not enough for the audience to achieve the meaning. One should make inferences as well
as applying the linguistic decoding process (Van der Henst & Sperber, 2004; Wilson &
Sperber, 2004; Wilson & Sperber, 2002a, 2002b; Sperber & Wilson, 1986;). Information
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about this model of communication indicates that a healthy communication depends on the
inferences that the audience draws on the basis of contextual implication (see Chapter 2,
Part 2. 2. 2.) Therefore, inference is paramount in communication (Sperber & Wilson,
1986) and key to the other higher-order thinking skills as the related research asserts
(Marzano, et al., 1988).

The studies on inference generation suggest that there is a close relationship
between reading comprehension and inference generation (Clinton, et al., 2012; Gillioz et
al.,, 2012; Cakir, et al.,, 2011; Ford & Milosky, 2008; Kispal, 2008; Wagner, 2006;
Davoudi, 2005; Adams, 2003; Beling, 2002; Narvaez & Van den Broek, 1999; Trabasso &
Magliano, 1996; Graesser, et al. 1994, Phillips, 1989; 1988). These studies pointed to
various inference types but they proved that inference generation is the indispensible
aspect of reading comprehension. Additionally, the studies also suggest that reading
comprehension should be assessed via higher-order thinking skills (Yagmur, 2011a; 2009;
MNE, 2012) in which inference is the core.

Additionally, it is observed that the educational systems of countries give
importance to integrate teaching of the inference skills into their course objectives because
the skills are accepted as the basis to the higher-order thinking and as the core of reading
comprehension. Phillips (1988) suggests in her report (both in Canada and the USA) that
reasoning skills should be taught in schools. That is, inference is the concern of
educational systems of countries as individuals improve reasoning skills through inference
generation. Phillips (1989) states that “large decreases in inferencing responses of 13- and
17-year-olds” was reported by the NAEP; as a result, “poor reasoning is prevalent in our
[American] students”. Thus, reading comprehension taught in classrooms should involve
the skills (p. 5). Similarly, Kispal (2008:6) states in her report to NFER (in the United
Kingdom) that inference skills are needed not only for ‘reading between lines’ but also for
all the other tasks that a teacher demands his/her students in handling texts. That is to say,
individuals use inferencing skills for reasoning, problem solving, decision-making, and
understanding the issues, which effect their achievements. Therefore, they should be
integrated into the objectives of reading comprehension as well as the other higher-order
thinking skills. The skills are also among the educational objectives of the MNE. All these
assertions also support the inferential model since reading is a way of communicating.

However, inference is only one of the constituents of higher-order thinking skills required
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for reading comprehension skills (MNE, 2012). Additionally, the research also supports
that reading comprehension should be assessed the higher-order thinking skills. Therefore,
the study directed to the higher-order thinking skills as well as the inferencing skills.

As a result, items including the inference generation were used in ‘The
Reading Comprehension Test in Turkish’ and ‘The Reading Comprehension Test in
English’ regardless of the inference types although the study was based on the HOTS. The
main reason for this was the research asserting that drawing inference was the core of the
higher-order thinking. Therefore, inferencing skills were directly assessed as well as the
other higher-order thinking skills. Below are the examples of the items assessing directly

the inferencing skills. The correct answers of the items are A and D respectively.

22. Karincalar1 ¢cok severim. Cocukken arkadaslarimla evimizin bahgesindeki
karmca yuvalarini merakla incelerdik. Karincalarin oradan oraya gidis gelislerine, koca
koca nesneleri diise kalka yuvalarna tasimalarina ¢ok sasirirdik. Insanlar gibi, zaman
zaman birbirleriyle miicadele ettikleri de olurdu. Oysa arilar 6yle degildir. Aralarindaki
is boliimiine uygun caligmalari ve ¢aliskanliklariyla karincalari geride birakar.

Bu parcadan karincalarla ilgili olarak asagidakilerin hangisi citkarilamaz?

A) Ornek davranislar sergiledikleri

B) Bazi1 hareketleri ile dikkat ¢ektikleri
0 Baz1 yonleriyle insanlara benzedikleri
D) Cocuklar i¢in ¢ok ilging olduklar1

18. A group of children were preparing to play a game. Bill and Jessica were
almost done taking turns choosing the players for their teams. It was Jessica’s turn to
choose, and only Paul was left, so Jessica said, “Paul.”

We can say that

A) Jessica was thoughtless about Paul’s feelings

B) Jessica was pleased to have Paul on her team

C) Paul was the best player in either of the teams
D) Paul was the worst player in the game

The relationship between the higher-order thinking skills and reading
comprehension heretofore ascertained that reading comprehension tests were appropriate
ways of assessing the higher-order thinking skills (Hou, 2013; Hosseini et al., 2012; Fahim
& Sa’eepour, 2011). Yagmur (2011c) asserts that the conceptual development of an
individual is based on one’s native language, and acquiring these skills depends on the

concept development. That is, language is the common aspect of both reading
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comprehension and constructing higher-order thinking which is based on inference
generation.

While the higher-order thinking skills are assumed as one of the crucial
features of the academic achievement (Yagmur, 2011a; Zohar & Dori, 2003; Pogrow &
Buchanan, 1985), the related research claims that there is a shortcoming in the teaching of
these skills in Turkey (Acar, 2012; Aydagiil, 2006). The studies, which mostly discuss the
results of the PISA surveys, suggest different reasons for this shortcoming (Gir, et al.,
2012; Yagmur, 2011a; Berberoglu, 2005). These studies point to many reasons for the
shortcomings (explained in Chapter 2, Part 2. 4. 3.) but Giir et al.; (2012), the World Bank
(2005), Berberoglu (2005), Berberoglu and Kalender (2005) assert that Anatolian high
schools, science lycees, and police schools are different from the others and that students
attending these schools achieve higher scores in the standard examinations. They reached
this result by investigating the standard international surveys.

The participants were selected from the 10" grade students attending the
Anatolian high schools as they were thought to complete the fourth stage of child
development. According to Piaget (1964), individuals acquired the higher-order thinking
skills at this stage of child development in which individuals acquire the cognitive skills
and manage formal operations like hypothesizing, verifying, restructuring, interpreting,
synthesizing, and predicting: "During the formal stage, ... the adolescent comes to control
formal logic. Rather than reasoning with directly given data alone, he begins to reason with
propositions and logic” (Piaget & Barbel, 1958 cited in McKinnon, 1970).

The English language level of the participants forced the researcher to select
the schools among the Anatolian high schools because B1 English level was a prerequisite
in this research design. Therefore, the sample group was selected among these schools
which demanded relatively high entrance scores (ranges from 460,283 to 469,097). The
reason for this selection was the Threshold Hypothesis on which the research design was
based. According to the hypothesis, the skills acquired in native language transfer to target
language if the level of the target language is threshold. B1 is defined as threshold in the
CEFR.

The results of the analysis showed that the participants did not achieve ‘The
Reading Comprehension Test in Turkish’ assessing the HOTS. The cut off value, which

was determined according to the z scores, was 17 out of the 23. The number of the
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participants who could attain the scores above 17 was 72 out of the 157 participants.
Therefore, this result indicated that only the 45,8 % of the participants attained high scores
in this test.

This finding supported the research asserting that there were some problems in
teaching of the higher-order thinking in the educational system of the country even after
the shift of policy related to the improvements in the curriculum (Acar, 2012; Celen, et al,
2011; Yagmu, 2011a; 2011b; 2011c; 2009; Aydagiil, 2006). On the other hand, the result
of the present study could not support what Giir et al.; (2012), the World Bank (2005),
Berberoglu (2005), Berberoglu and Kalender (2005) asserted in their studies about the high

achievement rates of the students attending the Anatolian high schools.

4. 2. Reading Comprehension in English

Research Question 2: How is the performance of the 10th grade students
attending state high schools in reading comprehension in English?

The sample group whose achievement rate was 45, 8 in ‘The Reading
Comprehension Test in Turkish’ took ‘The Reading Comprehension Test in English’.
Therefore, the performance of the participants was expected to be low in this test as the
Interdependence and Threshold Hypotheses (Cummins, 1979) suggest.

According to the Hypotheses, individuals who have acquired the skills in the
native language transfer these skills to the target language if the level of the target
language is threshold. There are many studies supporting these hypotheses (Jiang, 2011;
Cui, 2008; Van Gelderen, et al., 2007; Walter, 2007) and the results of the present study
supported these studies.

The test analysis showed that the distribution of the data was normal.
Therefore, the raw data were transferred to the z scores and 17 out of 24 was defined as the
cut off score. The number of the participants who attained above 17 was 51. The
percentage of the high achieving participants was only 32.4.

However, there might be another reason for this failure. ‘The Reading
Comprehension Test in English’ might be above the English language levels of the
participants.

The Common European Framework defines mainly six language levels and
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adds to some of the levels (A2, B1, B2, and C1) subdivisions (A1, A2.1, A2.2; B1.1, B1.2;
Cl1.1, C1.2, C2) (CoE, 2003). It does not give any details as to the subdivisions or their
contents. In contrast, the MNE defines different subdivisions. It does not give details about
these subdivisions, either. The MNE purports that there are ten subdivisions (Al.1, A1.2,
A2.1, A2.2, A2.3, Bl.1, B1.2, B2.1, B2.2, C1). The subdivision that the MNE purports
does not include a C2. level (MNE, 2011c). It does not give details about where a level
starts or ends, what sentence and grammar structure they have or what types of activities
they include. Therefore, it was hard for the researcher to ascertain the real language level
of the participants.

Briefly, this circumstance might prevent the researcher from deciding the
actual language levels of the students, thus the real language levels might be below Bl
level and the items of the test or the text level in the items might be hard for the

participants.

4. 3. The Effect of the HOTS on Reading Comprehension in English

Research Question 3: Is there a correlation between the HOTS already
acquired by the students attending state high schools and their English reading
comprehension in grade 10?

Individuals start acquiring the higher-order thinking skills at the fourth stage in
the child development (MNE, 2011b; Piaget, 1964; Piaget & Barbel, 1958 in McKinnon,
1970). This stage ends approximately at the age of 15 (Richland, et al., 2006).

The research related to the higher-order thinking skills asserts that acquiring
these skills contributes to the academic achievement of individuals (Miri, David & Uri,
2007; Zohar & Dori, 2003; Facione, 1992; Pogrow & Buchanan, 1985). The prior
knowledge of the individuals is triggered when individuals encounter questions, problems
or uncertainties. This is their innate drive to produce order for or to have control of the new
information in their environment (Glaser, 1984 in Grossen, 1991). In order to eliminate
ambiguities, to answer the questions or solve the problems, they apply these skills.
Besides, acquiring knowledge is learning and learning cannot take place without thinking.
That is, learning takes place through “components of inference, judgment, and active

mental construction” (Zohar & Dori, 2003:148). Therefore, the HOTS that the participants
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acquired effected their understanding the issues or the texts written in another language.
Accordingly, the participants who could not achieve ‘The Reading Comprehension Tet in
Turkish’ assessing the HOTS also failed in ‘The Reading Comprehension Test in English’.

The result of the correlation (Pearson correlation coefficient) between the
HOTS and reading comprehension in English showed that there was a low but significant
correlation between the two (r=191 and p<0.05). This result can be clarified by what
Yamashita (2002; 2004) asserts.

Yamashita (2004) suggests that the studies carried out on the relationship
between reading in the native language and reading in the foreign language are classified
in two groups: the process of reading and the product of reading. ‘The process of reading
refers to various strategies that the readers use” (p. 2). In this type of examination, the
researchers collected data via interviews, think-aloud protocols or questionnaires in order
to observe the internal process of reading in two languages. In contrast, “The product of
reading refers to the level of understanding, which is considered to be achieved by one's
reading ability” (p. 2). In this type of research, the data was collected by means of certain
kinds of reading comprehension tests in native and second/foreign languages. Yamashita
(2002: 275) also argues that when compared to process oriented studies, the product
oriented ones showed a decrease in the strength of relationship between the reading in
native language and in second/foreign language when the proficiency of the readers of the
second/foreign language is lower. Therefore, the low but significant correlation between
the HOTS and reading comprehension in English was thought to derive from the
participants’ lower level of English when compared to their Turkish.

Additionally, the results attained from the third research question of the present
study pointed to a significant relationship between reading in the native language (the
HOTS) and reading in English. This result could also be explained on the basis of
cognitive academic language proficiency (CALP) that Cummins asserts (1979; 1981 in
Abu-Rabia, 2001): CALP refers to formal academic learning. This includes the effective
use of the four skills (reading, listening, speaking, writing) in the content material as well
as the skills such as comparing, classifying, synthesizing, evaluating, and inferring. In this
respect, it points to the higher-order thinking skills. Furthermore, the term “common
underlying proficiency” that Cummins uses (2000 cited in Nikolov & Casapo, 2010: 316)

refers to a common space for different languages. That is, different languages are kept in
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different areas in the cognitive system at the surface level but there is only one underlying
area in the deep structure in which the knowledge of the different languages interact with
each other. That is, CALP transfers from one language to another if the individuals have
adequate exposure to second/foreign language in school and in the environment: “This
means that linguistic, metalinguistic and literacy knowledge and skills students have
learned in their L1 [native language] will bear on the learning of academic knowledge and
skills in L2 [foreign language]” (Nikolov & Casapo, 2010: 316). These skills include both
knowledge of approaching a text and the prior knowledge related to the text.

Briefly, the fact that the participants of this study could not achieve high scores
from both tests could indicate that they failed in the CALP transfer as their CALP levels

were low.

4. 4. The Frequencies of the HOTS in the English Coursebooks

Research Question 4: What is the frequency of the HOTS integrated into the
English coursebooks (‘Spot on 6°, ‘Spot on 7°, ‘Spot on 8” and ‘New Bridge to Success’)
distributed by the MNE?

This research question intends to show the frequency of each of the HOTS in
the English coursebooks distributed by the MNE. The results attained from the data of the

ten raters are illustrated as follows (Table 32.).

Simple Percent Agreement Index for Inter-rater Agreement

Comprehension Analysis Knowledge Utilization
Content | Activities Content | Activities Content | Activities
Spot on 6 0,00% 50,0% 0,00% 18,8% 0,00% 31,2%
Spot on 7 0,00% 75,0% 0,00% 56,2% 0,00% 68,75%
Spot on 8 0,00% 43,8% 0,00% 56,2% 0,00% 25,0%
New Bridges to 0,00% 72,7% 0,00% 4,5% 0,00% 13,6%
Success

The table indicates that none of the books include HOTS in their contents. In

Spot on 6, the percentages of the HOTS in the activities are as follows: 50%



118

‘Comprehension’, 18,8% ‘Analysis’, and 31,2% ‘Knowledge Utilization’. The percentages
of the HOTS in Spot on 7 are 75% ‘Comprehension’, 56,2% ‘Analysis’ and 56,2%
‘Knowledge Utilization’. The coursebook Spot on 8 has 43,8% ‘Comprehension’, 56,2%
‘Analysis’ and 56,2% ‘Knowledge Utilization’ as the HOTS. The percentages of the
HOTS in the last coursebook New Bridge to Success are 72,7% ‘Comprehension’, 4,5%
‘Analysis’, and 13,6 ‘Knowledge Utilization’.

The survey of the HOTS indicated that the coursebooks had low rates of the
higher-order thinking skills. The ‘content’ refers to the texts, explanations about the
subjects and examples; that is, every written material (but not the visual as they were not
the concern of this study) except the activities, i.e. exercises, in the books. Initially, the
results showed that the contents of the books did not include any HOTS. That is, the books
do not intend to teach or exemplify the HOTS. However, they expect the students to do the
exercises or the activities including the HOTS without aiming at teaching the HOTS.
However, the related research asserts that the HOTS should be taught at schools along with
the course objectives. Marzano and Pollock (2001) assert that if interdisciplinary thinking
and reasoning skills exist, they should be stated in the national standards documents either
explicitly or implicitly. Marzano, et al. (1988: 131) also argue that “ordered taxonomies
are appropriate guides for educational objectives”. Marzano & Kendall (2007) go one step
further in their study and assert that “a taxonomy of mental processes was a prerequisite to
the effective design of educational objectives” while discussing reliable achievement tests
(p. 115). As a result, it could be stated that the books demanded the students to answer the
questions or to do the activities related to the HOTS without aiming to teach them first.
This situation was thought to be an irregularity in the educational systems.

Although the related research does not define or determine the frequency rates
of the higher-order thinking skills, it is obvious that the HOTS have not been organized in
a logical way in the coursebooks. Among the four books, the highest percentages of the
HOTS were in ‘Spot on 7°. However, it was anticipated that the first book, ‘Spot on 6’
would have the lowest frequency percentage and the other books would have a gradual
increase in the HOTS. In contrast, it was seen that the fourth book ‘New Bridge to
Success’ had the lowest percentage.

The fact that the participants of this study had lower achievement rates in the

two tests made the results consistent: The coursebooks had lower percentages of the HOTS
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and as a result, the participants could not achieve ‘The Reading Comprehension Test in
Turkish’ assessing the HOTS. Additionally, as the participants had not acquired the HOTS
they could not perform well in ‘The Reading Comprehension Test in English’ with regard
to the Interdependence Hypothesis.

To summarize, the results attained from the tests indicated that the participants
could not acquire the HOTS despite their secondary school type, Anatolian high school.
They did not perform well in the test assessing the reading comprehension in English. It is
known that reading skills developed in the native language could effect reading in the
foreign language on the basis of common underlying proficiency that Cummins asserts. In
fact, the related research also points to the effect of the higher-order thinking skills on the
academic achievement in different disciplines. It can be stated that there is a direct relation
between the two in this study.

The importance of teaching of the higher-order thinking skills was emphasized
in many studies. The fact that the course objectives should be consistent with the taxonomy
that the educational system adopted is widely accepted in the related research (Marzano &
Kendall, 2008; 2007; Marzano et al. 1988). Accordingly, in this study the results indicated
that it seemed as if the course objectives did not follow a taxonomy, which could be seen
as a drawback in any educational system. The implications of these results are explained in

the conclusion chapter.
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S. CONCLUSION

The starting point of this study was the observations and the experiences that
the researcher acquired from 1991- 2013 as an instructor, and by the discussions with
others involved in foreign language teaching in Turkey in general.

Among the experiences, the most important one was the observations in the
English Literature Courses in the Department of the English Language Teaching in
Education Faculty, Mersin University. Most of the students who took the courses could not
draw inferences or could not answer questions requiring inferencing skills and higher order
thinking. Since these courses required intensive reading, the problem became more and
more obvious.

Furthermore, the researcher’s experiences accumulated from the Pre-service
Teacher Training courses indicated that there were crucial problems in foreign language
courses carried out in the primary and secondary schools. Pre-service Teacher Training
courses were compulsory courses of the Department of English Language Teaching. Pre-
service teachers were the 4™ year students (seniors) and they had to take the courses and
went to the primary or secondary schools for practice teaching. The researcher worked as
their supervisor and monitored their practice in the schools. During the supervision
processes, she had the opportunity to meet many English teachers, examine the
coursebooks and observe the courses as well as the students attending these schools. Many
problems experienced in the English courses in the primary and secondary schools were
also observed by the researcher during the Pre-service Teacher Training courses.
Therefore, these experiences made the researcher ask some questions related to the
problems.

Additionally, although the MNE adopted the CEFR, set the new course
objectives and published new coursebooks, it was assumed that the problems in language
teaching were not completely eliminated. Observations that the researcher made at the
university level indicated that the students who attended the preparatory classes had great
difficulties in passing the courses due to their poor background knowledge of English as
well as Turkish. This fact also supported the assumption of the existence of problems in

the primary or secondary schools. Consequently, it was thought that not only the English
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but also the Turkish courses in the primary or secondary schools were problematic.

As a result, the experiences and observations helped the researcher link the
problems in this study for the possible solutions. Therefore, the study began with the
communication theories and adopted the Relevance Theory, which introduced the
inferential model of communication. In the inferential model, inference generation is the
most important aspect of a healthy communication. According to the model, the listener of
an utterance or the reader of a text should generate inferences to understand the meaning.
Thus, the study addressed first inference, then the higher-order thinking skills because
reading comprehension is mostly based on these skills acquired by the reader.
Furthermore, the various types of inference forced the study to address the higher-order
thinking skills. In addition, the positive effect of these skills on academic achievement in
every discipline made it necessary to ask the first three questions of this research.
However, the crucial issue was the fact that inference generation skill was the key
component of the higher-order thinking skills. That is, higher order thinking is built on the
inferencing skills (Marzano, et al., 1988). Therefore, the study was based on the HOTS
instead of inference generation.

The result of the first question asking whether the 10" grade students attending
the state schools acquired the HOTS was negative as the related research suggests. It was
observed that the students who constituted the sample group of the study did not perform
well in ‘The Reading Comprehension Test in Turkish’. This also indicated the
shortcomings in the native language teaching in the educational system of Turkey.

The second research question aimed at determining the achievement of the
participants’ reading comprehension performance in English as a foreign language. Similar
negative results were attained for this question, which was the expected result due to the
low HOTS rates they acquired. The third question targeted to reveal whether there was a
correlation between the HOTS and the performance of reading comprehension in English.
The analysis indicated a significant correlation between the two in this respect.

The fourth research question dealt with the frequencies of the HOTS in the
English coursebooks. This result showed that the frequency percentages of the HOTS were
low in the coursebooks. This situation contradicted what the related research suggests; i.e.
the coursebooks are designed according to the course objectives and they should follow a

taxonomy to ascertain the learning.
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Therefore, considering the aforementioned results of the research questions,
this study suggests that teaching of foreign languages should not be considered
independently but with teaching of the native language as well. Therefore, to better the
foreign language education in Turkey, holistic language teaching attempts should be made
when the objectives and the books of the foreign language courses are designed. That is,
the objectives of the native language should be improved to better the foreign language
education.

During the research, many important problems were observed in regard to
English courses and they can be categorized in terms of the determination of the language
levels, the coursebooks and the practices of the MNE. These problems and the possible

solutions are summarized in Table 34.

Table 34. Problems and Possible Solutions

Problems Possible Solutions

- The sub-levels should be defined accurately and properly.
- Standardized placement tests should be developed for each
language level and these tests should be given to the students

Unrealistic language levels by the MNE

- A committee of experts (both academicians and the officials
from the MNE) from different disciplines should be
established to write coursebooks:

- A needs analysis should be done for better coursebooks.
Shortcomings of the coursebooks - Coursebooks should be consistent with a taxonomy. Thus,
they should be rewritten according to a constructivistic
taxonomy.

- Standards should be established for text complexity.

- Requisite vocabulary lists for grades should be defined.

- A holistic approach to language teaching should be defined by

language education.
Procedures guag

- The world wide web site of the MNE should be organized.

MNE; foreign language education should be considered with the

1. The first problem is related to the determination of the realistic language
levels for the students attending the state high schools.

When this research started in 2012, the MNE had declared that the language
level of the 9™ grade of the Anatolian high schools was BI. In that academic year the
language levels defined by the MNE were the same as in the CEFR. Therefore, the



123

research design was set accordingly. However, the next year, 2012-2013 (before the
research tools of the study were developed), the MNE announced that the schools would
decide or select the language levels of the classes according to the readiness levels of the
students. When development stage of the research tool started, the MNE defined 12
language levels and set the objectives accordingly. In the 2013-2014 Academic Year,
excluding the C2 level (as defined by the CEFR) the MNE changed these levels once
again. Additionally, the MNE did not give any detailed information about the current
levels. Therefore, in some schools the teachers started to give English tests to determine
the levels of their students. During this research, some English teachers stated that the test
items were written by the English teachers and given to the students. In other schools, a
committee of English teachers determined the levels by considering the readiness levels of
the students.

In both of the cases the determination of the language levels of the schools
where the research was carried out were subjective: In the first case, the tests were not
analyzed statistically for their reliability or validity. In the second one, the English teacher
committees of the schools had various reasons for their level selection.

In Turkey, when students come to the 10th grade, they select their area of study
for the nationwide University Entrance Examination. Therefore, the students who do not
select English as their area of study may not be interested in the English courses. During
the research, two English teachers stated that they let their students study other courses or
engage in other things in their lessons when they completed the unit. Therefore, this
situation might influence the language learning of the students.

Furthermore, the unrealistic way of determining levels in the schools might
cause waste of time and money. Thus, this arbitrariness should be prevented by the help of
standardized placement tests developed by the MNE.

2. The second group of problems is related to the coursebooks. The result of
the research question relating to the frequencies of the HOTS indicated that the books were
not appropriate as the percentage of the HOTS included were low. It seemed as if the
books were not consistent with any taxonomy. Although the MNE (2009) announced that
Bloom’s Taxonomy was not constructivistic, it does not state which taxonomy it has
adopted for the improvement of the educational system. Yiiksel (2007: 305) asserts that the

authorities in Turkey do not make an effort to examine the new taxonomies. He adds that
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these taxonomies were developed to better Bloom’s Taxonomy and should be considered
for a better educational system.

Furthermore, it was stated that following the coursebooks in the classes was
compulsory. In this respect the books should be designed according to both teacher and
student needs. Therefore, a needs analysis should be done to eliminate the problems
stemming from the coursebooks.

There is no standard establishing the text complexity, the number of words that
should be included in a text or the requisite vocabulary lists for the grades and/or levels. It
is thought that these standards should be set. The coursebooks and objectives should be
rewritten on the basis of these standards.

3. This group of problems is related to some procedures carried out by the
MNE. The first procedure is the top-down practice of the MNE (1997) in the coursebook
selection. The curriculum of a course is mainly based on a coursebook, which is one of the
most important components of the teaching and learning environment (Kirkgé6z, 2009).

The MNE sets up committees of experts for coursebook selections. These
committees set the criteria and define the subject matters and types of activities according
to the objectives and the curricula of each course. The publishing companies have the
authors write the books and they suggest these books to the MNE. The committees
evaluate the books according to the criteria they set and select the books. (MNE, 2011b).
However, the results of the fourth research question revealing the frequencies of the HOTS
showed that the books written by the publishing companies could not meet the needs of the
students. Therefore, it is thought that the regulations about the coursebooks should be
reconsidered by the authorities. Additionally, the results of the second (reading
performance in English) and the fourth (frequencies of the HOTS in the coursebooks)
research questions also support this idea.

The next problem related to one of the MNE procedures was the
cumbersomeness of its world wide web site. During the research, it was observed that the
programs of the English courses, course objectives or the language levels were unclear. It
was also observed by the researcher that the information published on the world wide web
site changed frequently in the last two years. Therefore, it was difficult to keep current the

MNE.
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Further Research

1. National standards for language teaching (both in Turkish and in English)
should be set. This could include text complexity, the number of words that a text should
have and requisite vocabulary list according to the grades. It is thought that this requires a
special expertise of different disciplines. Thus, these standards can be established in
cooperation with the MNE.

2. ‘The Reading Comprehension Test in Turkish’ can be given to the students
of all types of state high schools to determine whether the students have acquired the
HOTS and to reveal the differences .

3. Current English coursebooks can be examined in terms of the frequencies of
the higher-order thinking skills.

4. Current Turkish coursebooks can be examined in terms of the frequencies of
the higher-order thinking skills.

5. The background information of the English teachers should be investigated
in order to reveal the relationship between their expertise and their influence on the
acquisition of the HOTS and reading comprehension of the participants.

6. The classroom environment of the English courses of the participants should
be observed to investigate whether the teachers intend to teach the higher-order thinking

and how the teachers cover the topic of a reading text during their lessons.
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Appendix A: Evaluation Form (1)

Sayin Uzman,

Mersin Universitesi, Egitim Bilimleri Enstitiisiinde siirdiirmekte oldugum
doktora calismam i¢in degerli zamaniniza ve goriislerinize gereksinim duyulmaktadir.

Bu doktora ¢aligmasi, Lise 1. smifi tamamlamis O6grencilerin st diizey
diisiinme becerilerinin, onlarin Ingilizce Dersi basarilarmi yordayip yordamadigini ortaya
¢ikarmay1 hedeflemistir. Bu amag igin Ust Bilissel Becerilerini dlgen bir  Tiirkge
Okudugunu Anlama Testi hazirlamigtir. Bu testte, Marzano ve Kendahl’in 2007 yilinda
tekrar gozden gecirerek olusturduklart “Yeni Asamali Siiflamasi” kriter alinmastir.

Ekte, hazirlanan “Tiirkce Okudugunu Anlama : Ust Bilissel Beceriler Testi”nin
sorulart ve bu sorularin, “Yeni Asamli Siiflama”ya gore hangi iist biligsel diizeyi
Olemeye yonelik oldugunu gosteren bir form (Uzman Degerlendirme Formu)
bulunmaktadir.

Sizden, sorularin dogru diizeye oturtulup oturtulmadigi hakkindaki ¢ok degerli
goriiglerinizi paylasmaniz beklenmektedir. Bunun i¢in, numaralar 4. siitunda belirtilmis
olan sorularin, formun 1. siitununda yer alan iist biligsel diizeylerine ve bunlarin 2. siitunda
yer alan alt diizeylerine uygun olup olmadigi konusunda isaretlemeler yapmaniz
gerekmektedir. Bunun igin;

« Sorunun dogru diizeye oturtuldugunu diisiiniiyorsaniz “Uygun” siitununa;

« Sorunun yanlig diizeyde oldugunu diisiiniiyorsaniz “Uygun degil” slitununa c¢arpi isareti
koyunuz.

« Eger sorunun iyi bir soru olmadigini diisiinliyorsaniz, sorunun karsisina “Diistinceleriniz/
« Goriigleriniz” siitununa ¢arpi isareti koyunuz;

« Eger sorunun uygun diizeyde oldugunu ama uygun olmayan bir alt diizeye oturtulmus
oldugunu diisiiniiyorsaniz liitfen diisiinceler boliimiine not aliniz: Ornegin, sorunun
“Kavrama” diizeyinde oldugunu, ama “Tiimlestirme” de degil de “Simgelestirme”de
olmasi1 gerektigini diisiiniiyorsaniz, bunu “Diislinceleriniz/Goriisleriniz” siitununda, soru
numarasi: diizey numarasi / alt diizeyin bas harfi ile (33: D2/S gibi) belirtiniz.

e Eger sorunun tamamen yanlis bir diizeyde oturdugunu diisiiniiyorsaniz, yine, soru
numarast: dogru oldugunu diisiindiigiiniiz diizeyin numarasi / alt diizeyin bas harfini (33:
D3/ E gibi) kullanarak diislincenizi belirtiniz;

Bu doktora ¢aligmasina verdiginiz degerli katki, calismanin yoniinii ¢izecektir.
Bu nedenle diisiinceleriniz/goriisleriniz ¢alismanin saglikli siirdiiriilebilmesi i¢in ¢ok
onemlidir. Verdiginiz katkilar i¢in sonsuz tesekkiirler.

Herhangi bir sorunuz olursa liitfen aramaktan ¢ekinmeyin.

Saygilarimla
F. Banu Timay
Tel: 0532 443 01 88

e-posta: fbtumay@yahoo.com
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Ust Biligsel Islem Olgiilecek Davraniglar Sorular
Dﬁzeyleri Soru Uygun | Uygun Disiinceleriniz/
No degil Goriisleriniz
1 ... nin nasil ve/veya neden oldugunu anlatma
2 ... nin en dnemli bolimlerini anlatma 15
Tiimlestirme 16
3 ... nin sonuglarini anlatma
« 5 ...1le ... arasindaki iliskiyi anlatma 12
g 26
s 6 ... nin yollarini anlatma
> 7 ... nin ... ile iligkisini kurma
g 8 l?_aska sozciiklerle anlatma (Paraphrase)
.. 9 Ozetleme
(o] Simgelestirme 1 Resmetmek/ Tasvir etme (Depict)
?: 2 Bagka simgeler ve sozciiklerle ifade etme (Represent) 27
N 3 Orneklerle agiklama (Illustrate)
E 4 Cizmek/ Resmini yapma (Draw)
5 Gosterme (Show)
6 Model kullanma (Use models)
7 Grafigini/Semasini ¢izme (Diagram)
8 Cizelge ile gosterme (Chart)
Eslestirme 1 Kategorilere ayirma 33
2 Ayirt etme (Differentiate) 3
3 Digerleri ile arasindaki farklari gérme (Discriminate) 28
4 Ozellikleri nedeniyle farklarimi_gdrme (Distinguish)
5 Secip ayirma (Sort) 31
6 Bagkalar ile arasinda benzerlik kurma (Create an analogy)
7 ... icin bir egretileme yaratma (Create a metaphor)
Siniflandirma 1 Diizenleme (Organize) 10
35
2 Segip ayirma (Sort) 18
3 Daha genis bir kategoriyi/sinifi tanima
4 Kategorileri saptama 29
5 Farkli tiirlerini tanima
Hatalar1 analiz 1 Problemleri saptama 13
etme 19
20
2 En énemli noktasini (issue) saptama
N 3 Yanlis anlagilmalari saptama
=] 4 Deger bicme (Assess)
g 5 Elestirme (Critique)
< 6 Tanilama (Diagnose)
. 7 Degerlendirme (Evaluate)
“0 8 Diizenleme (Edit)
q?f 9 Diizeltme yapma (Revise)
:§ Genelleme 1 Ne gibi sonuglar ¢ikarilabilir
a 2 Ne gibi ¢ikarimlarda bulunulur 37
3 Bir genelleme yapma 5
4 Bir ilke yaratma 14
5 Bir kural yaratma
6 Geligimini izleme
7 Sonuglar olugturma
Ayrmtilart ile 1 Yapma ve savunma
belirtme 2 Yordama 24
3 Yargiya varma 22
4 Sonug ¢gikarma (Deduce) 2
4

5 “Eger ... olsa, ne olmasi gerekirdi?” sorusuna cevap
verme

6 ... i¢in bir tez gelistirme

7 ... nin hangi kosullar altinda gergeklesecegi sorusuna
cevap verme
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kullanma

iyi

Bilg

.
.

Diizey 4

Karar verme

1 Seceneklerin arasinda en iyisini segme

2 Hangisinin en iyi secenek oldugunu belirleme

25

3 En iyi yolun ne oldugunu belirleme

4 Segeneklerin arasinda en uygun olanini belirleme

30

32

Problem Cézme

1 ... nin Gistesinden nasil gelecegini bilme

36

2 Uyarlama

3 ... yapmak i¢in bir strateji belirleme

4 ... i¢in bir yol bulma

5 Verilen kosullarda amacina nasil ulasacagini bilme

34

Deneyimleme

1 Uretme ve test etme

2 ... y1test etme

3 Eger .... olsa ne olurdu sorusunun cevabini bulma

4 ...y1 nasil test ederdiniz sorusunun cevabini verme

5 Eger ... olsa, nasil karar verirdiniz sorusuna cevap verme

6 ... nasil agiklanabilir sorusuna cevap verme

— O] o0

7 Deneylere dayanarak ne gibi yordamalarin yapilabilecegi
sorusuna cevap verme

Arastirma

1 Arastirma yapma

2 ... y1 bulma

3 Bir taraf/ diisiince secerek bunu destekleme

4 ... nmn digerlerinden farkli yonlerini belirleme

5 bir olayin nasil oldugunu agiklama

6 bir olayin neden oldugunu agiklama

7 ... olsaydi nelerin olacagini agiklama
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Ates tlizerinde duran bir kabin i¢indeki su, dnce alttan 1sinir. Sicaklik yiikseldik¢e dipte buhar kabarciklari
olusur. Buhar kabarciklari, sudan daha hafif oldugundan yukar yiikselirken {iist kisimlarda, daha soguk su
tabakalariyla karsilastig1 i¢in soner. Kabarciklarin soniisiinii biz “tislama” olarak isitiriz. Kaptaki suyun
tamami1 kaynama noktasina kadar 1sitildiginda buhar kabarciklar: sonmez. Kaptaki suyun tamami
kaynamaktadir. Béylece artik “tislama” da duyulmaz. (2010 YOS, Q. 53)

1. Yukaridaki paragrafa gore kaynayan suyun artik tislama sesi ¢ikarmamasinin nedeni nedir?

A) Buhar kabarciklarinin 1sindik¢a agirlasmasi ve bu nedenle sénmemesi.

B) Bubhar kabarciklarinin iist kisimda soguk bir tabakayla karsilagsmasi.

C) Kaynama sesi tislama sesini bastirdigi i¢in tislama sesinin duyulmamasi.
D) Kaynayan suyun, su buharini bastirdig1 i¢in tislama sesinin duyulmamasi.

2 - 4. Sorular agagidaki paragrafa gore cevaplayiniz.

Karincalar1 ¢ok severim. Cocukken arkadaslarimla evimizin bahgesindeki karinca yuvalarini merakla
incelerdik. Karincalarin oradan oraya gidis gelislerine, koca koca nesneleri diise kalka yuvalarina
tasimalarina ¢ok sasirirdik. Insanlar gibi, zaman zaman birbirleriyle miicadele ettikleri de olurdu. Oysa arilar
Oyle degildir. Aralarindaki is boliimiine uygun ¢aligsmalar1 ve caliskanliklariyla karincalar1 geride birakir.
(2010 YOS, Q 56)

2. Bu parcadan karincalarla ilgili olarak asagidakilerin hangisi ¢ikarilamaz?

A) Cocuklar i¢in ¢ok ilging olduklar

B) Bazi hareketleri ile dikkat ¢ektikleri
C) Ornek davranislar sergiledikleri

D) Bazi yonleriyle insanlara benzedikleri

3. Anilar ve karincalarla ilgili olarak asagidakilerden hangisi soylenebilir?

A) Ayni derecede caliskan olmalari

B) insanlar gibi miicadeleci olmalari

C) Is béliimii yaparak bu plana uymalari
D) Karincalarin daha miicadeleci olmalari

4. Yazarm kiiciikliigiindeki kisilik 6zelliklerini niteleyen sifatlar asagidaki seceneklerden
hangisinde bulunmaktadir?

A) igine kapanik, merakli, eglenceli
B) miicadeleci, cesur, arkadas canlis1
C) disa doniik, doga sever, merakli
D) cesur, disa doniik, arkadas canlisi

5-7. Sorular: asagidaki paragrafa gore cevaplayiniz.

Tuz Golii son yagislarla yeniden eski haline kavustu. Gegen yillardaki kuraklik, bilingsiz sulama ve kirlilik
nedeni ile yok olma durumuna gelen Tuz Golii son yagislarla tamamen dolarken, alinan 6nlemler de etkisini
gostermeye bagladi. Go¢men kuslar yeniden bdlgeye go¢ ederken gol de halkin ilgi odag: oluyor.
Sereflikoghisar’da beyaz elmas olarak nitelendirilen tuz, imalatcilarin yiiziinii giildiiriirken bdlgede bulunan
turizm isletmelerini de hareketlendirdi. (http://www.ogretmen.info/makale/23.pdf)

5. Yukaridaki okuma parcasina en uygun bashgi seciniz.
A) Tuz Goliinde Yeniden Canlilik

B) Tuz Goli ve Gogmen Kuslar

C) Tuz Goliine Turist Akini

D) Tuz Géliinde Beyaz Elmas
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6. Asagidakilerden hangisi “beyaz elmas” nitelemesini aciklamaz?
A) Tuzun gole verdigi glizel goriiniimiin turistleri ¢gekmesi

B) Tuzun tuz iireticilerine ¢ok para kazandiriyor olmasi

C) Tuzun beyaz rengi nedeniyle kuslar1 gekmesi

D) Tuzun ydre halk: i¢in elmas gibi degerli olmasi

7. Tuz Golii bashkh paragrafta yer alan “Gecgen yillardaki kurakiik, bilingsiz sulama ve kirlilik
nedeni ile yok olma durumuna gelen Tuz Golii son yagislarla tamamen dolarken, alinan énlemler de
etkisini gostermeye basladi.” ciimlesindeki “kuraklik” icin alinan 6nlemler asagidakilerden

hangisi olabilir?

A) Tuz Golii ¢cevresindeki sanayi atiklarinin, yasalarin belirttigi sekilde yok edilmesi
B) Tuz Go6lii ¢evresindeki yesil alanlarda yapilan bina sayisinin hizla arttirilmasi

C) Tuz Goliiniin ¢evresindeki topraklarin turizme acilarak hareketlilik saglanmasi
D) Tuz Goli'nden ¢ekilen su ile gol cevresindeki kurak arazilerin sulanmasi

8. - 9. Sorular1 asagidaki siire gore cevaplayniz.

Soz Ola

Sozii bilen kiginin,
Yiiziinii ak ede bir s6z
Sozii pisirip diyenin,
Isini sag ede bir s6z

S6z ola kese savast,
S6z ola kestire basi

S6z ola agulu as1,
Yag ile bal ede bir s6z

Kisi bile s6z demini,
Demeye soziin kemini
Bu cihan cehennemini,
Sekiz cennet ede bir s6z

Yunus simdi s6z yatindan,
Sdyle sozii gayetinden
Pek sakin o sah katindan,
Seni 1rak ede bir s6z
Yunus Emre (http://tr.wikisource.org/wiki/S6z_ola kese savast)

8. Siirde ozanin kullandig1 “soziin pisirilmesi” deyimini asagidaki seceneklerden hangisi en iyi aciklar?
A) S06z sdyleyenin, aklindan geceni oldugu gibi ifade etmesi
B) So6z séyleyenin soziinii eski sdzciikler kullanarak sdylemesi
C) S0z sdyleyenin soziinii iyice tartarak ve diisiinerek sdylemesi
D) So6z soyleyenin, soziinii geligigiizel sozciikler segerek sdylemesi

9. Siirde gecen “agulu as” nasil bir agtir?

A) Ilik bir astir. B) Acimsi bir agtir. C) Lezzetli bir astir. D) Sulu bir astir.
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10. Soruyu asagidaki metne gore cevaplayiniz.

Perde
Giiniin yorgunlugu omuzlarima agir gelmeye baslamis evime dogru yol aliyordum her zamanki gibi yavas ve
sessiz. Aksam karanlig1 ¢okmek iizere iken sokak ortasinda misket oynayan ¢ocuklara gitti géziim. Pencerede
bagiran annelerini gordiim bir anda. Iste o anda kendi gegmisimde kayboldum.
Tam 30 y1l geriye gittim zaman tiinelimde. Mahallede iki tane renkli misket i¢in kavga ettigim komsunun
¢ocugu Sabri gelmisti aklima. Annemin “Hadi artik ¢abuk eve gel” diye bagirist birden kulaklarimda ¢inladi.
Bir an bogazim diigiimlendi, gézlerim doldu.
Annemden ayrilali 10 y1l olmustu, her aklima geldiginde nedense hep bdyle kotii olurdum. O da beni erken
terk etmis, beni bu diinyada yapayalniz birakmigti. Babami ise evdeki resimlerinden taniyordum. Alninin teri
ile ekmegini kazanan bir tir soforiiymiis. Son ¢iktig1 yolculuktan bir daha hi¢ ddonmemis. Annem babamdaki
biitiin 6zelliklerin bende de oldugunu soyler dururdu. Askeri okula basladigimda annem ne kadar da
sevinmisti. Birden okulumda silah tuttugum ilk giin gelmisti gézlerimin 6niine. Yillar ne de ¢abuk gegiyordu.
Girdigim o son operasyon perde olmustu birden. Neyse ki annem buna sahit olmamisti. Vurulup da
yikildigim o diisiisii tekrar tekrar gériiyorum: hemen karsimda, beyaz perdede oynayan bir film gibi. Sonra
ameliyathane ve tepemde yanan 1giklar... En kdtiisii de parcalanan kolumdan ayrildigim giiniin acisi.
Artik kose baginda reklam brosiirii dagitan baska birisi olmugtum.
Ismail UYAR 12/07/2008 ‘Perde’ adli Oykiiden uyarlanmistir. http://www.yazilar.net/y/794/perde
11.03.2013

10. Yazarin yasadigi olaylar1 1°’den 7’ye kadar kronolojik olarak siraya koydugunuzda
asagidakilerden hangisi dogru secenek olur?

Yavasg ve sessizce evine dogru yiirlimesi
Iki misket igin kavga etmesi

Annesinin 6lmesi

Babasinin 6lmesi

Askeri okula baglamast

Kolunu kaybetmesi

Reklam brosiirii dagitan biri olmasi.

Nk WD~

11. ve 12. Sorulart asagidaki paragrafa gore cevaplayiniz.

Bildigimiz turnadan daha kiigiik ve zarif olan telli turnanin tepesinde kirmizilik yoktur. Bagindaki ve
boynundaki siyah tliyler gégsiinden asagtya sarkar. Goziiniin gerisinden ¢ikan beyaz tiirleriyle diger
akrabalarindan ayrilan telli turna, diinyadaki en yaygin ikinci turna tiiridiir. Ne var ki, artik bu tiire
Tiirkiye’de ¢ok az rastlantyor. Ciinkii telli turnalarin {ireme alan1 olan, ayni zamanda nisan-eyliil arasindaki
gocleri sirasinda konakladiklart Dogubeyazit sazliklar ile Mus Ovasi gevresindeki sulak ¢ayirlar yildan yila
azaliyor. Dogu Anadolu’daki akarsu vadilerinde, 20-30 ¢ift telli turnanin tiredigi tahmin edildigi halde,
konuyla ilgilenen bir dernek tarafindan ancak 11 telli turna bulundugu belirlenmis. Hangisi dogru olursa
olsun bu rakamlar, barindirdig1 465 kus tiiriiyle kus bilimciler ve gozlemciler igin bir cennet olan Tiirkiye’de
telli turnanin neredeyse yok oldugu ve acilen dnlem alinmazsa ¢ok yakin bir zamanda yalnizca tiirkiilerde
yasayacagi anlamina geliyor. (ALES 2011 Sonbahar Q. 35 & 36)

11. Yukanidaki paragrafa gore telli turnalarin sayilarinin azalmasinin nedeni asagidakilerden
hangisidir?

A) Telli turnalarin Tiirkiye’de sadece nisan-eyliil aylarinda konaklamalar1

B) Telli turnalarin Tiirkiye’de konakladiklar: yerlerin giderek azalmasi

C) Telli turnalarin diger turna tiplerine benzemesi nedeniyle avlanmalari

D) Telli turnalarin Dogu Anadolu akarsu vadilerine ulagamamalar1



150

12. Yukanidaki paragrafta telli turnalarin hangi 6zelliginden s6z edilmistir?

A) Kiiltiire yansimasi

B) Gog ettikleri yerler

C) Ne kadar yasadiklar

D) Kesin telli turna sayisi
(D Yetisme doneminde sevilmis, kisiligine saygi gosterilmis, kendisiyle barigik bir insan degilseniz yasamda
karsilasacaginiz kimi giigliiklerin iistesinden gelemezsiniz. (II) Yasamda ¢irkin-gullzel ikilemi, insan1
kendisine siirekli ¢cekidiizen vermeye zorlayan bir yargilama olg¢iitii. (III) Caliskanliginiz, yaraticiliiniz,
iletisim beceriniz, sorumluluk bilinciniz, dulrullstlullgulInullz, i¢ctenliginiz, adalet duygunuz ikinci planda
birakilarak yalnizca bu gercevede degerlendirilmeye tabi tutuluyorsunuz. (IV) Bu durumla karsilasan bir
insanin bdylesi bir Ol¢iitii yadsimasi ve kendini bedensel goriiniisti disindaki 6zelliklerle de var etmeye
caligmasi, yadirganacak bir davranis sayilmamali. ( YGS, 2012, Q. 17)

13. Yukanidaki paragrafa uymayan ciimle asagidaki seceneklerden hangisinde bulunmaktadir?

Al B) I C) 111 D) IV

Tarihin hangi asamasinda, hangi bicimde ortaya ¢ikarsa ¢iksin elestirel diisiinceye getirilen yasaklamalar ve
kisitlamalar, baski donemlerinin ortak yanini olusturur. Edebiyata konulan sansiirden, kitap yakmaya, basin
kisitlamalarindan, diisiince su¢undan tutuklamaya degin ¢esitli bicimlerde ortaya ¢ikan bu yasaklamalar,
diisiinemeyen, soru sormayan, yalnizca kendisine verilen buyruklara korii koriine boyun egen, beyni
yikanmis insanlar yetistirmeye yoneliktir. (Korkmaz, 2013: 107)

14. Yukanidaki paragraftan ¢ikarilacak en kapsamh yarg: asagidakilerden hangisidir?
A) Tarihin her doneminde, baskici veya antidemokratik yonetimler diisiinceyi su¢ saymaistir.
B) Sanat eserlerine ve diisiinceye uygulanan yasaklar, insanlar1 olumsuz yonde etkilemistir.
C) Diislinceye uygulanan baski, tarih boyunca sanat ve bilimin ilerlemesini engellemistir.
D) Antidemokratik donemlerde uygulanan baskilarin amaci kisiliksiz bireyler yetigtirmektir.

Dil kusurlu olursa, kelimeler diisiinceyi iyi anlatamaz. Diigiince iyi anlatilmazsa, yapilmasi gereken seyler
dogru yapilamaz. Gorevler dogru yapilamazsa tore ve kiiltiir bozulur. Tore ve kiiltiir bozulursa, adalet yanlis
yola sapar. Adalet yoldan ¢ikarsa, saskinlik i¢ine diisen halk ne yapacagini, isin nereye varacagini bilmez.
(http://www.gercekedebiyat.com/haber-detay/dil-kusurlu-olursa-huseyin-atabas/644)

15. Yukanidaki paragrafta vurgulanan ana diisiince asagidakilerden hangisidir?
A) Toplum diizeninin saglanmasinda adaletin ¢ok 6nemli oldugu.
B) Kiiltiir ve goreneklerin, hukukun alt yapisini olusturdugu.
C) Toplumdaki bireylerin dilin korunmasinda sorumluluk sahibi oldugu.
D) Diisiincelerin dogru aktarilmasi i¢in dilin dogru kullanilmasi1 gerektigi.

Bazilar1 resmen esek sakasina doniisen kamera sakalari, televizyonun en sirtlan tebessiimiinii sergiliyor.
Algakga kurgulanmig tuzaklara diisiiriilen yardimsever insanlarin samimiyeti ile dalga geciliyor. Sonra 6ziir
mii 6viinme mi oldugu bilinmeyen bir civiklikla, “Bu bir kamera sakastydi, bakin kamera orada.” diyerek
marifetlerini itiraf ediyorlar. Biz seyirciler, ekranda olup bitene hain hain giiliiyoruz. Aldatilan insanlar
saskin, mahcup, ezik “Ya 0yle mi? Aman ne hos!” gevelemesiyle aslinda aglamak istedikleri halde giiliimser
gibi yapiyorlar. (http://www.otuken.com.tr/Depo/kursun_kalem.pdf)

16. Yukanidaki paragrafta yazarin asil yakindigi asagidakilerden hangisidir?
A) Kamera sakalariin inandiriciliktan ve eglendirici nitelikten uzak olmasi.
B) Televizyon izleyicisinin ¢ogunlukla kotii niyetli ve bilingsiz olmast.
C) Televizyon programlarinin bilingsizlik asilayici ve asagilayici olmasi.
D) Bazi televizyon programlarinin, iyi niyetli insanlar1 rencide edici olmasi.
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Sen anlagilmay1 bosa beklemissin, ben ¢oktan timidimi kestim. Herkes kendi diinyasinda. Koca, ¢ocuklar,
ana, baba, dostlar, arkadaglar... Ne zaman senin farkina varirlar biliyor musun? Bir hizmeti eksik yaparsan
elestirmek i¢in. Artik biliyorum bunu. Ben de onlara aldirmiyorum. Haydi bakalim ne halleri varsa gorsiinler.
(Korkmaz, 2013: 46)

17. Yukanidaki paragrafta konusan Kkisi asagidakilerin hangisinden yakinmaktadir?
A) Insanlarin birbirine yabancilasmalarindan.
B) Aile bireyleri arasindaki ¢ekismelerden.
C) Kusaklar arasinda yasanan ¢ekismelerden.
D) Yasamin bireyler i¢in sikici ve zor olmasindan.

Bahgeye girince, insan bir renk cennetine girmis gibi olur. Girig yolu boyunca yedi veren giilleri, ortancalar,
gecesefalar1 sagl sollu insana giiliimser sanki. Mavi, kimizi, beyaz i¢ ige girmistir. Ana kapinin rengi de
senin ¢ok sevdigin bir renk: Giivercin mavisi. Bir de giizel ad koymuslar: Huzur.
(http://lazkolok.blogcu.com/anlatim-yontemleri/3464568)

18. Yukaridaki paragrafin anlatiminda asagidakilerden hangisinden yararlanilmamistir?
A) Betimleme
B) Nesnellik
C) Konusma tarzi
D) Kisilestirme

Unlii yazar Bacon, insanoglunun iyi ve kétiiniin bir karisimi olarak gériir. (II) Ona gére, her iyi insanim icinde
bir kotii taraf, her kotii insanin i¢inde de iyi bir taraf vardir. (III) Bunu bildiginden, insanlari oldugu gibi
kabul eder. (IV) Okur da bu tutumla yaklasmalhdir Bacon’un denemelerine. (V) Iyi bir okur neyi okumas1
gerektigini bilmelidir. (VI) Okuduklarinda abartili mesajlar, idealize edilen tipler aramamalidir. (Korkmaz,
2013:200)

19. Asagida numaralar gosterilmis ciimlelerin hangisi yukaridaki paragrafa uymamaktadir?

A) I B) IV CV D) VI

(DBir derginin aragtirmasina gore, iilkemizde, siir kitaplar1 satis bakimindan tiirlere gére sonlarda yer
altyormus. (IT) Ustelik gogumuzun gengliginde, bir yerlere sakladig1 ve dzellikle sevgiliye yazilmig bir siir
defteri bulunur. (IIT) Oysa ki bizim topraklarimizin bitmez tiikenmez bir siir gelenegi vardir. (IV) Yunus
Emre, Pir Sultan Abdal, Karacaoglan, Fuzuli, Nedim, Seyh Galip, Yahya Kemal, Ahmet Hagim, say
sayabildigin kadar. (V) Yalniz bizim kanimiz degil, diinyaca iinii uzmanlarin da kanis1 bu dogrultuda; ancak
siir kitaplar1 yine de az satiyor. (Korkmaz, 2013: 198)

20. Asagida numaralar gosterilmis ciimlelerin hangisi yukaridaki paragrafa uymamaktadir?
A)l B)II O) I D)V

Bu siirinin sevilmemesinin nedenlerinin biri ve baslicasi bir damla seker tad1 i¢in insana bir guval
kegiboynuzu ¢ignetmesidir. (Korkmaz, 2013: 48)

21. Yukaridaki ciimlede altihi ¢izili olan ifadenin anlam1 asagidakilerden hangisidir?
A) Tutarlilik
B) Biitiinliik
C) Etkililik
D) Aciklik
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Gegen hafta Iznik’teydim. iznik’i; Giiney Marmara’da, gol kiysinda, kiigiik ve sevimli bir kasaba diye
anlatirsam ona haksizlik etmis olurum. Bu haksizlik, kullandigim s6zciiklerden kaynaklanmaz, onlarda bir
yanlishk yoktur. G6l kiyisindadir, sevimlidir, kullgulktu(r. ---- Iznik bdyle anlatilamaz. Bu yazimda
“gegmisiyle biiyiik” Iznik’i anlatmaya baslayinca hakli oldugumu goreceksiniz. (2013 ALES Ilkbahar, Q. 1)

22. Paragraftaki boslugu anlam bakimindan en uygun olarak tamamlayan secenek asagidakilerden
hangisidir?

A) Bunlar da 6nemlidir.

B) Dogal giizelliklerini goz ard1 etmemem gerekir.

C) Peki ¢inileri ile {inlii degil midir?

D) Hepsi dogrudur ama eksiktir.

Yakin zaman 6nce 6len bilim kurgu tiiriiniin biiyilik ustas: Ray Bradbury’nin Yazma Sanatinda Zen adl1
kitabinda sdyle bir s6z vardir: “Her zaman ugurumdan atlamalisin, kanatlarin sonradan ¢ikar.” (2013 ALES
ilkbahar, Q. 21)

23. Yazar bu soziiyle asagidakilerden hangisini anlatmak istemistir?
A) Tehlikenin, bazilarma cekici gelecegini
B) Beklenmedik sikintilarla kargilasilabilecegini
C) Bir amag ugruna her seyin goze alabilecegini
D) Cesaretin, basartya ulastirabilecegini

Tarihten bu yana olusturulan biitiin degerlerin “kiiltiir” adin1 alabilmesi i¢in bunlarin, toplumun
iiyeleri tarafindan ---- gerekir. Bu ise, iletisim kurmanin ve toplumsal biitiinlesmenin ----. (2013 ALES
Ilkbahar, Q. 4)

24. Paragraftaki boslugu anlam bakimindan en uygun olarak tamamlayan secenek asagidakilerden
hangisidir?

A) benimsenmesi — gostergesidir

B) degistirilmesi — temel amacidir

C) anlagilmasi — karsihigidir

D) onerilmesi — bir yoludur

(I) Zamana Kars1 Orhan Kemal kitabinda yer alan sert elestirileri goz ardi etmedim. (II) Sadece tistadi
ylicelten bir ¢aligsma olsun istemedim. (IIT) Tercihimi kullanabilir, bunlardan bazilarini kitaba
almayabilirdim. (IV) Bdyle yapsaydim kitabin ruhu da yansitilmamis olurdu. (V) Zaten bu yazilarin hepsi
arsivde var, iyi bir arastirmaci bunlarin hepsine kolayca ulagabilir. (VI) Aslinda bdyle bir yol segmesi yazarin
degeriyle ilgili. (2013 ALES ilkbahar, Q. 23)

25. Bu parcadaki numaralanmis ciimlelerin hangisinden sonra diisiincenin akisina gore “Bu, bana
yakismazdl.” ciimlesi getirilemez?

A) 1L B) I11. O)1V. D) V.

Elli yildan beri yapilan arastirmalarda bilylik ozanimiz i¢in karanlik kalmig yerler vardir. Bunlardan birisi
Istanbul’a gitmedigi, biiyiik sehirlerde taninmadigi, sadece asiret ve kdy gevrelerinde tanidig, iiniinii bu
cevrelerde sagladig: goriisiidiir. Oysa, bu goriis artik kokiinden yikilmistir. (Korkmaz, 2013: 59)

26. Yukaridaki paragraf, asagidaki sorulardan hangisinin cevabi olabilir?

A) Sizce sairimiz hakkinda yapilan arastirmalar yeterli midir?

B) Yasar Kemal’in konularini yerel 6gelerden almasi sakincali m1?
C) Karacaoglan’in yerelligi ve ulusallig1 ne derece mevcuttur?

D) Bu kdy sairi ve kent sairleri arasinda herhangi bir fark var midir?
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Varliklar i¢inde kendi degerleri ile 6l¢iilemeyen ne yazik ki insandir. Bir at1 giiglii, ¢evik ve saglikli oldugu
i¢in Overiz; altin, giimiis islemeli kosumlar1 i¢in degil. Bir kopek sagdiklig1 ve zekasiyla dviiliir; tasmasinin
parlakligryla degil. Nigin bir insan1 da kendi degerleri ile 6l¢miiyoruz? Giizel evi varmis, son derece liiks
arabasi, su kadar geliri ve itibar1 varmis. (Korkmaz, 2013: 60)

27. Asagidakilerden hangisi, yukaridaki paragrafa konacak en uygun bashk olabilir?
A) Deger Yargilarmin Ozelligi
B) Varlikli Insanlar
C) Insanin Degersizligi
D) Deger Yargilariin Yanlishgi

Yaptiklari, sdyledikleri ile ¢elismez. Ozii s6ziine uyar. Yasayis1 diisiincelerini tamamlar. Gérevinin yalnizca
bilmek ve dogruyu gdstermek olmadigini, ayni zamanda yanlisla savasmak, iyiyi ve giizeli korumak
oldugunu kavramistir. Bu ¢abasinda kararlidir. Goziinti budaktan sakinmaz. Kétiimserlige kapilmadig: gibi
hayalperestlige de kapilmaz. Ayaklar1 hep yerdedir. (1984 OYS, Q. 11)

28. Asagidakilerden hangisi yukaridaki paragrafta sozii edilen kisinin nitelikleri arasinda yer almaz?
A) Diirtist
B) Uysal
C) Tutarh
D) Cesur

Editor, bir yaymevinin olmazsa olmazlarindandir. (II) Yayimlanacak bir yapit1 diizenlemek, yayima
hazirlamak ve yayimlamak gibi birgok isi ve islevi var.(IlII) Yazarin ve eserinin se¢ilmesinden, nasil
yaymmlanacagina degin yayimlama isinin biitiin agamalarini kapsayan zorlu bir istir bu. (IV) Giiniimiizde
editorliik, yaymcilik alaninda kurumsallagamamuis islerden. (V) Yazarlarin ¢ogu, editoriin yaptigi isi
kiiclimseyip onu yalnizca bir diizeltmen olarak algiliyor. (VI ) Bu yiizden de editorliigiil] bdyle algilayan
birgok yazarin yayimlanan kitaplarinda yanliglardan gegilmiyor. (2011 YGS Tiirkge sinavi, Q. 36)

29. Yukaridaki par¢a iki paragrafa ayrilmak istense ikinci paragraf hangi ciimleyle baslar?
A) 1L B) III. O)Iv. D) V.

Insan iliskilerinin éneminin yeterince kavranmamis olmasi, ¢ocuk gelisimiyle ilgili birtakim sorunlar1 da
beraberinde getirdi. S6z gelimi gullnulJmullzde, kendi kendine oyun kuramadigi i¢in iiretken olamayan,
edilgen, ¢evreye karsi ilgisiz, evlere hapsolmus ¢cocuklar yetisiyor. (I) Bunlarin hayal giicleri, erken yasta
tanistiklar1 ve hayatlarinin dogal bir pargasi olan televizyonla ve bilgisayar oyunlartyla sinirlanmig durumda.
(I) Televizyondaki reklamlar ¢cocuklar: ticari birer arag olarak goriiyor. (II) Kaba kuvveti ve silah
kullanmay1 6zendiren, sanat degeri diisiik filmler ve kimi yayinlar yiiziinden 6zellikle ¢ocuklar, ¢esitli
psikolojik sorunlarla yiiz yiize geliyorlar. (IV) (2011 YGS Tiirkge simnavi, Q. 37)

30. Yukaridaki par¢adaki numaralanmis yerlerden hangisine diisiincenin akisina gore “Biitiin
bunlardan daha da énemlisi, bu tiirden olumsuzluklar tekrar tekrar yaganiyor.” ciimlesi getirilebilir?

AL B) IL. C) 1L D) IV.

Ozanmn ilk siir kitabini bunca y1l ertelemesinin nedeni, gizlenmeyi seven bir kisiliginin olmasindan ¢ok,
yazdiklarini kolay kolay begenmeyen, kusursuzu arayan biri olmasiydi saniyorum. (2008 OSS Tiirkge Testi

Q)

31. Kendisinden béyle soz edilen bir sanat¢i asagidaki deyimlerden hangisiyle nitelendirilebilir?
A) Igneyle kuyu kazan
B) Isine dort elle sarilan
C) lsini saglama baglayan
D) ince eleyip sik dokuyan
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Sinema, bence bir iiriin ortaya koymanin en zor oldugu alanlardan biri. Bir projenin senaryoya, sonra da
sinema filmine doniismesi, uzun, zahmetli, pek ¢ok kisiden ve teknolojiden yararlanmay1 gerektiren pahali
bir is. Televizyon dizilerinde de buna benzer yanlar yok degil. Ne var ki hizla yapilan, hemen seyirci
karsisina ¢ikarilan, bir gecede tiiketilen bir dizinin tek hedefi, izleyicisini ekran basinda tutmak. Sinema
filminde 6nemli olan “6zen, yaraticilik, 6zgiinliik”, televizyon dizilerinde pek de goriilmeyen 6zellikler.
Ozetlemek gerekirse, ----. (2008 OSS Tiirkge Testi, Q 20)

32. Yukaridaki par¢anin sonuna diisiincenin akisina gore asagidakilerden hangisi getirilebilir?
A) bir sinema filminin {iretimi i¢in gerekli olan her sey, televizyon dizilerinin iiretimi i¢in de gerekli
B) sinemada “sanatin kurallar1”, dizilerdeyse “televizyona 6zgii kurallar” gegerli
C) televizyon dizilerinin izleyiciyi televizyona baglamasinin nedeni, onlardaki merak 6gesinin yarida
kesilmesidir
D) c¢ok sayida dizi ve film iiretme, bu alanlarin gelismesine katkida bulunur

Sanatc1 bu yapitinda, 6teki yapitlarindan degisik bir yontem izleyerek bireylerin giindelik yagamdaki
catigmalarini anlatmaktan kaginiyor. (I) O, bu yapitinda ¢ok farkli bir diisiinceden yola ¢ikarak yazdiklarini,
diiniin bugiinii, bugiiniin de yarin1 aydinlatacag diisiincesine dayandiriyor. (II) Bunun i¢in de kent ve kdy
yasamindan degisik kesitler sunuyor. (III) Kurmacasal 6gelerin disina ¢ikmadan gercekei karakterler ¢iziyor.
(IV) Bu tutumuyla okuyucuyu, derinden etkileyen renkli bir roman ortamna tagtyor. (2005 OSS Tiirkgeyi
Kullanma Gicii Testi, Q 8)

33. Bu parcadaki numaralanmis ciimlelerden hangisiyle “Sanat¢i, kimi durumlarda tarih¢inin gérevini de
tistlenen bir yaklasim iginde olur.” ciimlesi arasinda anlamca bir iliski kurulabilir?

AL B) IL. C) 1L D) IV.

Bu yazarimiz, anilarini anlatirken araya baska yazarlarin anilarini, diisiiniirlerin anilar iizerine sdylediklerini
de katiyor. Boylece yazdiklari, okurda, anlatilanlarin i¢inde olusturulmus yeni bir metin tad1 da birakiyor.
(2005 OSS Tiirk¢eyi Kullanma Giicii Testi, Q 36)

34. Yukaridaki parcada sozii edilen yazarin boyle bir yol izlemesinin amaci asagidakilerden hangisi
olabilir?

A) An tiirliniin, yaygin bir yazinsal tiir oldugunu gdsterme

B) Kendisiyle baska yazarlar arasindaki benzerlikleri ortaya ¢ikarma

C) Okurlarda, kendi anilarin1 yazma istegi uyandirma

D) Anlatilanlara, okurun degisik acilardan bakmasini saglama

I Eriyen camin kum zerreciklerini birbirine yapistirmasiyla yiizyillarca saglam kalabilen, dayanikli
¢iniler ortaya ¢ikardi.

I1. Unlii iznik ginileri topraktan degil kumdan yapilir, kumun dagilmasini énlemek igin de cam
kullanilirdi.
III. Cok saglam yapilmis bir bina bile zamanla yipranabilir, ama varsa, binanin ¢ini bezemeleri

sapasaglam kalir.
IV. Bu saglamlik ¢ininin yapiminda kullanilan malzemeden ve yapilis yonteminden kaynaklanir.

V. Kiilge olarak iiretilen cam, pudra haline getirilip kumla karistirildiktan sonra kaliplara basilir ve
pismek iizere firina verilirdi. (2007 ALES Sonbahar SOZEL Q 15)

35. Yukaridaki ciimleler anlamh bir biitiin olusturacak bicimde siralandiginda, hangisi bastan ikinci
ciimle olur?

A)l B) III O v D)V



155

Insanlar alisik olmadiklar1 seylere meraklidir. Ornegin, bu geng kose yazari, yazarlik gegmisi cok kisa
olmasina karsin bugiin en ¢ok okunan, tartisilan ve giindem yaratan kisiler arasinda. Ben bdyle gazetecileri
severim , hele bunlar gengse ve yeni yetisiyorsa onlar1 tesvik de ederim . Cilinkii ben de dyleydim. Birlikte
calistigimiz bir usta yazar bana sdyle demisti: “DulIsulIndul]gulInul] yazacaksin. ilk sansiirciin kafan
olmayacak.” Bu usta yazar, yazilarimizi dikkatle okur, Tiirk¢e yanliglarimizi ya da varsa mantik hatalarimizi
diizeltir, ama diislincelerimize asla karigmazdi. Yanlis yazdigimizda bile... Ama yanlisimizi ertesi giin
anlatirdi. Dayanamayip bir giin “Diin baskiya girmeden dnce neden uyarmadin?” diye sordugumda bana “O
zaman ¢ekerdin yazini, yazin ¢ikmazdi. Sen de

bugiin bu tepkileri almamis olurdun. Insan1 gelistiren yanlislaridir, birinin ilerlemesini istiyorsan onun yanlis
yapmasina izin vermelisin.” dedi. (ALES Sonbahar 2007 SOZEL Q 58)

36. Bu parcaya gore, usta yazarin gen¢ meslektaslarinin yanhslarini ertesi giin séylemesinin nedeni
asagidakilerden hangisi olabilir?

A) Yapilan yanlislarin hi¢ de dnemli olmadigini diistinmesi

B) Hatalan diizeltmek i¢in yeterli zaman olmadigini diistinmesi

C) Okuyuculardan gelecek elestirilerin daha 6gretici oldugunu diisiinmesi

D) Genglerin, yapacagi elestiriler karsisinda gosterecegi tepkilerden ¢ekinmesi

Bir yazar, kendisiyle soylestigi bir yazisinda soyle diyor: “Her yas déneminin insani ayridir. Yirmili yaslarin
insaniyla ellinin, altmigin, yetmisin hele seksenin, doksanin insan1 ayni insan midir?” Ayni olur mu hig¢?
Degisim salt fiziksel 6zelliklerimizi degil, asil i¢ diinyamiz1 kusatiyor. Bakiyorum bir zamanlar hig
umursamadigim olaylar, haberler simdi derinlemesine etkiliyor beni. Yargilayici, elestirel bir acidan
bakiyorum her seye. Ister istemez sorunlarin sarmalinda buluyorum kendimi. Ofkeleniyor, uJzulllullyorum.
Dinginligimi yitirdigim, icimin allak bullak oldugu bdyle anlarda ¢evremdekiler de yatistiramiyor beni;
tutunacak bir dal, siginacak bir yer artyorum. Cozilim aradik¢a, siire ya da romana siginmanin daha iyi
geldigini dulJsullnullyorum. (http://www .sinavyeri.net/bir-yazar-kendisiyle-soylestigi-bir-yazisinda-soyle-
diyor8220her-yas-doneminin-40219.html)

37. Yukaridaki paragraftan yashlarla ilgili olarak asagidakilerin hangisine varilamaz?
A) Mutsuzluklar bir bagina kaliglarindan kaynaklanir.
B) Farklilastiklarinin bilincinde olurlar.
C) Karsilastiklar: giinliik gergeklere tepki gosterirler.
D) Tanik olduklar1 durumlara yeni anlamlar yiiklerler
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Appendix B: The Trial Version of ‘The Reading Comprehension Test in Turkish’

Sevgili Ogrenciler,

Mersin Universitesinde siirdiirdiigiim doktora tez ¢alismam icin degerli
bilgilerinize gereksinim duymaktayim. Ekte bir “Tiirkce Okudugunu Anlama Sinavi”
bulunmaktadir. Bu smavin her sorusunu yanitlamaniz, sorulart bos birakmamaniz

calismamin saglikli ilerlemesi agisindan ¢ok énemlidir.

“Tiirkge Okudugunu Anlama Sinavi” 36 sorudan olusan soru kagidi ve cevap
kagidindan olugsmaktadir. Sizden sorularin dogru cevaplarini cevap kagidina isaretlemeniz
beklenmektedir. Cevap kagidi iizerinde doldurmaniz gereken ‘ad-soyad’, ‘smif’ gibi
boliimler bulunmaktadir. Litfen bu boliimleri doldurarak gerekli bilgileri yaziniz.
Yazacaginiz bu bilgiler ve alacaginiz puan hicbir sekilde hi¢ kimse ile paylagilmayacaktir.
Adimiz ve soyadiniz tez ¢alismamin higbir yerinde gecmeyecek, bu simnavin sonucu higbir
sekilde ders notunuz olarak kullanilmayacak ve aldiginiz puan okul notlarinizla herhangi

bir sekilde iliskilendirilmeyecektir.

Sinav sorularini cevaplandirmaniz tez calismamin en O6nemli bolimiini
olusturacaktir. Bu nedenle verdiginiz destek ve gosterdiginiz ilgi icin size simdiden g¢ok

tesekkiir ederim.
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Yabanci Diller Yiiksekokulu
Ciftlikkoy Kampusu
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1. I. Eriyen camin kum zerreciklerini birbirine
yapistirmastyla yiizyillarca saglam kalabilen,
dayanikli ¢iniler ortaya ¢ikardi.

IL. Ornegin, iinlii iznik ¢inileri topraktan degil
kumdan yapilir, kumun dagilmasini 6nlemek
icin de cam kullanilirda.

III. Cok saglam yapilmis bir bina bile
zamanla yipranabilir, ama varsa, binanin ¢ini
bezemeleri sapasaglam kalir.

IV. Bu saglamlik ¢ininin yapiminda kullanilan
malzemeden ve yapilis yonteminden
kaynaklanir.

V. Kiilge olarak iiretilen cam, pudra héline
getirilip kumla karistirildiktan sonra kaliplara
basilir ve pigsmek tizere firina verilirdi.

Yukaridaki ciimleleri anlamh bir biitiin
olusturacak sekilde siralarsaniz, hangi ciimle
bastan ikinci sirada yer alir?

Al
D)V

B) I1I o1V

2. — 4. sorulart agagidaki paragrafa gore
cevaplayniz.

Karincalar ¢ok severim. Cocukken
arkadaglarimla evimizin bahgesindeki karinca
yuvalarini merakla incelerdik. Karmncalarin
oradan oraya gidis gelislerine, koca koca
nesneleri diise kalka yuvalarina tagimalarina ¢ok
sasirirdik. Insanlar gibi, zaman zaman
birbirleriyle miicadele ettikleri de olurdu. Oysa
arilar dyle degildir. Aralarindaki is boliimiine
uygun c¢aligmalari ve ¢aliskanliklariyla
karmcalar1 geride birakir.

2. Yazarin kiiciikliigiindeki kisilik
ozelliklerini niteleyen sifatlar asagidaki
seceneklerden hangisinde bulunmaktadir?

A) igine kapanik, merakli, eglenceli
B) disa doniik, doga sever, merakli
C) miicadeleci, cesur, arkadas canlisi
D) cesur, disa doniik, arkadas canlisi

3. Bu parcadan karincalarla ilgili olarak
asagidakilerin hangisi cikarilamaz?

A) Cocuklar i¢in ¢ok ilging olduklar

B) Bazi hareketleri ile dikkat ¢ektikleri
C) Bazi yonleriyle insanlara benzedikleri
D) Ornek davranislar sergiledikleri
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4. Arilar ve karincalarla ilgili olarak
asagidakilerden hangisi soylenebilir?

A) Ayni derecede caliskan olmalari

B) insanlar gibi miicadeleci olmalari

C) Is boliimii yaparak buna uymalar

D) Karincalarin daha miicadeleci olmalari

5. Ates tlizerinde duran bir kabin i¢indeki su,
once alttan 1sin1r. Sicaklik yiikseldikge dipte
buhar kabarciklar1 olusur. Buhar kabarciklari,
sudan daha hafif oldugundan yukari
yiikselirken iist kisimlarda daha soguk su
tabakalartyla karsilagtigi i¢in soner.
Kabarciklarin soniisiinii biz “tislama” olarak
isitiriz. Kaptaki suyun tamami kaynama
noktasina kadar 1sitildiginda buhar kabarciklari
sonmez. Kaptaki suyun tamami kaynamaktadir.
Boylece artik “tislama” da duyulmaz.

Yukaridaki paragrafa gore kaynayan suyun artik
“tislama” sesi cikkarmamasinin nedeni nedir?

A) Buhar kabarciklarinin iist kistmda soguk bir
tabakayla kargilagmasi.

B) Buhar kabarciklarinin 1sindik¢a agirlagmasi ve
bu nedenle sénmemesi.

C) Kaynama sesi “tislama” sesini bastirdig1 i¢in
“tislama” sesi duyulamamasi.

D) Kaynayan suyun, su buharini bastirdig i¢in
“tislama” sesinin duyulmamasi.

6. - 7. sorular1 asagidaki paragrafa gore
cevaplayniz.

Bildigimiz turnadan daha kii¢iik ve zarif
olan telli turnanin tepesinde kirmizilik yoktur.
Basindaki ve boynundaki siyah tiiyler
gbgsiinden asagiya sarkar. Goziiniin gerisinden
¢ikan beyaz tiiyleriyle diger akrabalarindan
ayrilan telli turna, diinyadaki en yaygin ikinci
turna tiiriidiir. Ne var ki, artik bu tiire
Tiirkiye’de ¢ok az rastlaniyor. Ciinkii telli
turnalarin iireme alani olan, ayn1 zamanda
Nisan-Eyliil arasindaki gdg¢leri sirasinda
konakladiklar1 Dogubeyazit sazliklari ile Mus
Ovas1 gevresindeki sulak ¢ayirlar yildan yila
azaliyor. Dogu Anadolu’daki akarsu
vadilerinde, 20-30 ¢ift telli turnanin iiredigi
tahmin edildigi halde, konuyla ilgilenen bir
dernek tarafindan ancak 11 telli turna
bulundugu belirtilmis. Hangisi dogru olursa
olsun bu rakamlar, barindirdig1 465 kus tiiriiyle
kus bilimciler ve gézlemciler i¢in bir cennet
olan Tiirkiye’de telli turnanin neredeyse yok
oldugu ve acilen 6nlem alinmazsa ¢ok yakin
bir zamanda yalnizca tiirkiilerde yasayacag1
anlamina geliyor.
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6. Yukaridaki paragrafa gore telli turnalarin
sayllarinin azalmasimin nedeni asagidakilerden
hangisidir?

A) Telli turnalarin Tiirkiye’de sadece Nisan-Eyliil
aylarinda konaklamalari

B) Telli turnalarin Tiirkiye’de konakladiklar yerleriy
giderek azalmasi

C) Telli turnalarin diger turna tiplerine benzemesi
nedeniyle avlanmalari

D) Telli turnalarin Dogu Anadolu akarsu vadilerine
ulasamamalar1

7. Yukaridaki paragrafta telli turnalarin

hangi 6zelliginden s6z edilmistir?

E) Gog ettikleri yerler

F) Kiiltiire yansimasi

G)  Ne kadar yasadiklar

H) Kesin telli turna sayis1

8. (D) Yetisme doneminde sevilmis, kisiligine

sayg1 gosterilmis, kendisiyle barigik bir insan
degilseniz yagamda karsilasacaginiz kimi
giicliiklerin iistesinden gelemezsiniz. (II)
Yagsamda ¢irkin-gullzel ikilemi, insan1
kendisine stirekli ¢ekidiizen vermeye zorlayan
bir yargilama ol¢iitii. (IIT) Caliskanliginiz,
yaraticiliginiz, iletisim beceriniz, sorumluluk
bilinciniz, diiriistliigliniiz, i¢tenliginiz, adalet
duygunuz ikinci planda birakilarak yalnizca bu
cercevede degerlendirilmeye tabi
tutuluyorsunuz. (IV) Bu durumla karsilasan bir
insanin bdylesi bir 6l¢iitii yadsimas1 ve kendini
bedensel goriiniisii disindaki 6zelliklerle de var
etmeye calismasi, yadirganacak bir davranig
sayllmamali.

Yukaridaki paragrafta anlatimi bozan ciimle
asagidaki seceneklerden hangisinde
bulunmaktadir?

A)l B) II

C) 111 D) IV

0

9. Tarihin hangi asamasinda, hangi bi¢gimde
ortaya ¢ikarsa ¢iksin elestirel diislinceye getirilen
yasaklamalar ve kisitlamalar, baski donemlerinin
ortak yanini olusturur. Edebiyata konulan sansiirden,
kitap yakmaya, basin kisitlamalarindan, diistince
sucundan tutuklamaya degin ¢esitli bicimlerde
ortaya ¢ikan bu yasaklamalar, diisiinemeyen, soru
sormayan, yalnizca kendisine verilen buyruklara
korii koriine boyun egen, beyni yikanmis insanlar
yetistirmeye yoneliktir.

Yukaridaki paragraftan cikarilacak en kapsamh
yargi asagidakilerden hangisidir?

A) Tarihin her doneminde, baskici veya
antidemokratik yonetimler diisiinceyi sug
saymuistir.

B) Diislinceye uygulanan baski, tarih boyunca
sanat ve bilimin ilerlemesini engellemistir.

0) Antidemokratik donemlerde uygulanan
baskilarin amaci kisiliksiz bireyler
yetistirmektir.

D) Sanat eserlerine ve diisiinceye uygulanan
yasaklar, insanlar1 olumsuz yonde etkilemistir.

10. Dil kusurlu olursa, kelimeler diislinceyi iyi

anlatamaz. Diisiince iyi anlatilmazsa, yapilmasi
gereken seyler dogru yapilamaz. Gorevler
dogru yapilamazsa tore ve kiiltiir bozulur. Tore
ve kiiltiir bozulursa, adalet yanlis yola sapar.
Adalet yoldan ¢ikarsa, saskinlik i¢ine diisen
halk ne yapacagini, isin nereye varacagini
bilmez.

Yukaridaki paragrafta vurgulanan ana diisiince
asagidakilerden hangisidir?

A) Toplum diizeninin saglanmasinda adaletin ¢ok
onemli oldugu

Kiiltiir ve goreneklerin, hukukun alt yapisini
olusturdugu

Toplumdaki bireylerin dilin korunmasinda
sorumluluk sahibi oldugu

Diisiincelerin dogru aktarilmasi i¢in dilin dogru
kullanilmas: gerektigi

B)
)

D)



11. Bazilar1 resmen esek sakasina doniisen
kamera sakalari, televizyonun en sirtlan
tebessiimiinii sergiliyor. Algakca kurgulanmis
tuzaklara diisiiriilen yardimsever insanlarin
samimiyeti ile dalga geciliyor. Sonra 6ziir mii
oviinme mi oldugu bilinmeyen bir civiklikla,
“Bu bir kamera sakasiydi, bakin kamera
orada.” diyerek marifetlerini itiraf ediyorlar.
Biz seyirciler, ekranda olup bitene hain hain
giiliiyoruz. Aldatilan insanlar saskin, mahcup,
ezik “Ya Oyle mi? Aman ne hos!”
gevelemesiyle aslinda aglamak istedikleri halde
giiliimser gibi yapiyorlar.

Yukaridaki paragrafta yazarin asil yakindigi
asagidakilerden hangisidir?

A) Kamera sakalarinin inandiriciliktan ve
eglendirici nitelikten uzak olmasi

B) Bazi televizyon programlarinin, iyi niyetli
insanlar1 rencide edici olmasi

C) Televizyon izleyicisinin ¢ogunlukla kotii niyetli
ve bilingsiz olmasi

D) Televizyon programlarmin bilingsizlik agilayict
ve agagilayict olmasi

12. Sen anlagilmay1 bosa beklemigsin, ben

coktan iimidimi kestim. Herkes kendi
diinyasinda. Koca, ¢ocuklar, ana, baba, dostlar,
arkadagslar... Ne zaman senin farkina varirlar
biliyor musun? Bir hizmeti eksik yaparsan
elestirmek i¢in. Artik biliyorum bunu. Ben de
onlara aldirmiyorum. Haydi bakalim ne halleri
varsa gorsiinler.

Yukaridaki paragrafta konusan Kkisi asagidakilerin
hangisinden yakinmaktadir?

A) Insanlarin birbirine yabancilagmalarindan

B) Aile bireyleri arasindaki ¢ekismelerden

C) Kusaklar arasinda yasanan ¢ekigsmelerden

D) Yasamin bireyler i¢in sikici ve zor olmasindan
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13. Bahgeye girince, insan bir renk cennetine
girmig gibi olur. Giris yolu boyunca yedi veren
giilleri, ortancalar, gecesefalar1 sagli sollu
insana giilimser sanki. Mavi, kimizi, beyaz i¢
ige girmistir. Ana kapinin rengi de senin ¢ok
sevdigin bir renk: Giivercin mavisi. Bir de
glizel ad koymuglar: Huzur.

Yukaridaki paragrafin anlatiminda
asagidakilerden hangisinden yararlamlmamistir?

A) Betimleme

B) Nesnellik

C) Konusma tarzi
D) Kisilestirme

14. (D) Bir derginin aragtirmasina gore,
iilkemizde siir kitaplar1 satis bakimindan tiirlere
gore sonlarda yer altyormus. (IT) Ustelik
cogumuzun gengliginde, bir yerlere sakladigi ve
ozellikle sevgiliye yazilmis bir siir defteri vardir.
(IIT) Oysa ki bizim topraklarimizin bitmez
tiikkenmez bir siir gelenegi vardir. (IV) Yunus
Emre, Pir Sultan Abdal, Karacaoglan, Fuzuli,
Nedim, Seyh Galip, Yahya Kemal, Ahmet
Hasim, say sayabildigin kadar. (V) Yalniz bizim
kanimiz degil, diinyaca {inlii uzmanlarin da
kanis1 bu dogrultuda; ancak siir kitaplar1 yine de
az satiyor.

Asagida numaralari gosterilmis ciimlelerin
hangisi yukaridaki paragrafa uymamaktadir?
A)l B) II

C) 111 D)V

15. Gegen hafta Iznik’teydim. Iznik’i; Giiney
Marmara’da, gol kiyisinda, kiiclik ve sevimli bir
kasaba diye anlatirsam ona haksizlik etmis
olurum. Bu haksizlik, kullandigim sozciiklerden
kaynaklanmaz, onlarda bir yanlishik yoktur. Gol
kiyisindadir, sevimlidir, kull¢ulktullr. ----
Iznik boyle anlatilamaz. Bu yazimda “gegmisiyle
biiyiik” Iznik’i anlatmaya baglayinca hakli
oldugumu goreceksiniz.

Paragraftaki boslugu anlam bakimindan en
uygun olarak tamamlayan secenek
asagidakilerden hangisidir?

A) Bunlar da 6nemlidir.

B) Dogal giizelliklerinden de sz etmeliyim.
C) Peki ¢inileri ile tinlii degil midir?

D) Hepsi dogrudur ama eksiktir.
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16. Tarihten bu yana olusturulan biitiin
degerlerin “kiiltiir” adin1 alabilmesi i¢in
bunlarin, toplumun iiyeleri tarafindan ----
gerekir. Bu ise, iletisim kurmanin ve toplumsal

biitiinlesmenin ----.

Paragraftaki bosluklar: anlam bakimindan en
uygun olarak tamamlayan secenek asagidakilerden
hangisidir?

A)
B)
)
D)

benimsenmesi — gostergesidir
degistirilmesi — temel amacidir
anlagilmasi — karsihigidir
onerilmesi — bir yoludur

17. Yaptiklari, sdyledikleri ile gelismez. Ozii
sOziine uyar. Yasayist diisiincelerini tamamlar.
Gorevinin yalnizca bilmek ve dogruyu
gostermek olmadigini, ayn1 zamanda yanlisla
savagmak, iyiyi ve giizeli korumak oldugunu
kavramistir. Bu ¢abasinda kararhidir. Goziinii
budaktan sakinmaz. Kétliimserlige kapilmadig:
gibi hayalperestlige de kapilmaz. Ayaklar1 hep
yerdedir.

Asagidakilerden hangisi yukaridaki paragrafta sozi

edilen kisinin nitelikleri arasinda yer almaz?

A) Diiriist
B) Uysal
C) Tutarh
D) Cesur

18. (D Editdr, bir yayinevinin olmazsa
olmazlarmdandir. (II) Yaymmlanacak bir yapiti
diizenlemek, yayima hazirlamak ve yayimlamak
gibi birgok isi ve islevi var.(IIl) Yazarin ve
eserinin se¢ilmesinden, nasil yayimlanacagina
degin yayimlama isinin biitiin agamalarini
kapsayan zorlu bir istir bu. (IV) Giiniimiizde
editorliik, yayincilik alaninda kurumsallasamamag
islerden. (V) Yazarlarin ¢ogu, editdriin yaptig1 isi
kiiciimseyip onu yalnizca bir diizeltmen olarak
algiliyor. (VI) Bu yiizden de editorliigii’] boyle
algilayan bir¢ok yazarin yayimlanan kitaplarinda
yanlislardan gegilmiyor.

Yukaridaki parca iki paragrafa ayrilmak istense
ikinci paragraf hangi ciimleyle baslar?

A)I. B)IIL C)1v. D) V.

19. Insan iligkilerinin 6neminin yeterince
kavranmamis olmasi, cocuk gelisimiyle ilgili
birtakim sorunlar1 da beraberinde getirdi. So6z
gelimi, glinimiizde, kendi kendine oyun kuramadig:
i¢in Uiretken olamayan, edilgen, ¢evreye kars ilgisiz,
evlere hapsolmus ¢ocuklar yetisiyor. (I) Bunlarin
hayal giigleri, erken yasta tanistiklar1 ve hayatlarmin
dogal bir parcasi olan televizyonla ve bilgisayar
oyunlartyla sinirlanmig durumda. (II)
Televizyondaki reklamlar ¢ocuklari ticari birer arag
olarak goriiyor. (IIT) Kaba kuvveti ve silah
kullanmay1 6zendiren, sanat degeri diisiik filmler ve
kimi yayinlar yiliziinden 6zellikle ¢ocuklar, gesitli
psikolojik sorunlarla yiiz yiize geliyorlar. (IV)

Diisiincenin akisina gore, “Biitiin bunlardan daha
da énemlisi, bu tiirden olumsuzluklar tekrar tekrar
yasaniyor.” ciimlesi, yukaridaki parcada
numaralandirilmis yerlerden hangisine
getirilebilir?

Al B)II C) 111 D) IV

20. Bu yazarimiz, anilarini anlatirken araya
bagka yazarlarin anilarini, diigtiniirlerin anilar
iizerine sOylediklerini de katiyor. Béylece
yazdiklari, okurda, anlatilanlarin iginde

olusturulmus yeni bir metin tadi da birakiyor.

Yukaridaki parcada sozii edilen yazarin boyle bir
yol izlemesinin amaci asagidakilerden hangisi
olabilir?
A) Ani tiirliniin, yaygin bir yazinsal tiir
oldugunu gosterme
Kendisiyle bagka yazarlar arasindaki
benzerlikleri ortaya ¢ikarma
Okurlarda, kendi anilarini yazma istegi
uyandirma
Anlatilanlara, okurun degisik ac¢ilardan
bakmasini saglama

B)
)

D)



21. Bir yazar, kendisiyle sdylestigi bir yazisinda
sOyle diyor: “Her yas doneminin insan1 ayridir.
Yirmili yaslarin insanityla ellinin, altmisin,
yetmisin hele seksenin, doksanin insan1 ayni
insan midir?” Ayni olur mu hi¢? Degisim salt
fiziksel 6zelliklerimizi degil, asil i¢ dlinyamizi
kusatiyor. Bakiyorum bir zamanlar hig
umursamadigim olaylar, haberler simdi
derinlemesine etkiliyor beni. Yargilayici,
elestirel bir agidan bakiyorum her seye. Ister
istemez sorunlarin sarmalinda buluyorum
kendimi. Ofkeleniyor, ullzulllullyorum.
Dinginligimi yitirdigim, icimin allak bullak
oldugu boyle anlarda ¢cevremdekiler de
yatistiramiyor beni; tutunacak bir dal, si§inacak
bir yer artyorum. C6zulIm aradikga, siire ya da
romana siginmanin daha iyi geldigini
dulJsullnullyorum.

Yukaridaki paragraftan yashlarla ilgili olarak
asagidakilerin hangisine varilamaz?

A) Mutsuzluklar bir bagina kaliglarindan
kaynaklanir.

B) Farklilastiklarinin bilincinde olurlar.

C) Karsilastiklar giinliik gergeklere tepki
gosterirler.

D) Tanik olduklar1t durumlara yeni anlamlar
yiiklerler.

22. (I) Unlii yazar Bacon, insanoglunu iyi ve
kétiiniin bir karisimi olarak goriir. (II) Ona
gore, her iyi insanin i¢inde bir kotii taraf, her
kot insanin iginde de iyi bir taraf vardir. (III)
Bunu bildiginden, insanlar1 oldugu gibi kabul
eder. (IV) Okur da bu tutumla yaklagmalidir
Bacon’un denemelerine. (V) Iyi bir okur neyi
okumasi gerektigini bilmelidir. (VI)
Okuduklarinda abartili mesajlar, idealize edilen
tipler aramamalidir.

Asagida numaralari gosterilmis ciimlelerin
hangisi yukaridaki paragrafin ana diisiincesine
uymamaktadir?

A) III B) IV (o) }% D) VI
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23. Varliklar i¢inde kendi degerleri ile
Ol¢iilemeyen ne yazik ki insandir. Bir at1 giiglil,
cevik ve saglikli oldugu i¢in 6veriz; altin, giimiis
islemeli kogsumlari i¢in degil. Bir kdpek sagdikligi
ve zekastyla oviiliir; tasmasinin parlakligiyla degil.
Nigin bir insan1 da kendi degerleri ile 6l¢miiyoruz?
Nigin ‘glizel evi varmis, son derece liikks arabasi, su
kadar geliri ve itibar1 varmis’ gibi degerler 6n plana
¢ikiyor?

Asagidakilerden hangisi, yukaridaki paragrafa
konacak en uygun bashk olabilir?

A) Deger Yargilarmin Ozelligi
B) Deger Yargilariin Yanlishgi
C) Insanin Degersizligi

D) Varlikli Insanlar

24. - 26. sorular: asagidaki paragrafa gore
cevaplayniz.

Tuz Golii son yagislarla yeniden eski haline
kavustu. Gegen yillardaki kuraklik, bilingsiz
sulama ve kirlilik nedeni ile yok olma durumuna
gelen Tuz Go6lii son yagislarla tamamen dolarken
alman onlemler de etkisini gdstermeye bagladi.
Artik gogmen kuslar bolgeye go¢ ederken gol de
halkin ilgi odag1 olmaya bagladi.
Sereflikoghisar’da “beyaz elmas” olarak
nitelendirilen tuz, iireticilerin yiiziinii
giildiiriirken bolgede bulunan turizm
isletmelerini de hareketlendirdi.

24. Yukaridaki okuma parcasina en uygun bashg:
seciniz.

A) Tuz Goliinde Yeniden Canlilik
B) Tuz Goli ve Gogmen Kuslar
C) Tuz Goliine Turist Akini

D) Tuz Géliinde Beyaz Elmas

25. Tuz Golii bashkh paragrafta yer alan
“Gegen yulardaki kuraklik, bilingsiz sulama ve
kirlilik nedeni ile yok olma durumuna gelen Tuz
Golii son yagislarla tamamen dolarken, alinan
onlemler de etkisini géstermeye bagladi.”
ciimlesindeki kuraklik icin alinan 6nlemler
asagidakilerden hangisi olabilir?

A) Tuz Golii ¢evresindeki sanayi atiklarinin,
yasalarin belirttigi sekilde yok edilmesi
B) Tuz Golii cevresindeki yesil alanlarda
yapilan bina sayisinin hizla arttirilmasi
C) Tuz Go6liiniin ¢evresindeki topraklarin
turizme agilarak hareketlilik saglanmasi
D) Tuz Goli’nden ¢ekilen su ile gol
¢evresindeki kurak arazilerin sulanmasi
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26. Asagidakilerden hangisi “beyaz elmas”
nitelemesini aciklamaz?

A) Tuzun gole verdigi giizel gorlinlimiin
turistleri cekmesi

B) Tuzun tuz ireticilerine ¢ok para
kazandirtyor olmasi

C) Tuzun beyaz rengi nedeniyle kuslar
¢ekmesi

D) Tuzun yore halk i¢in elmas gibi degerli
olmasi

27. Insanlar alisik olmadiklar: seylere
meraklidir. Ornegin, bu geng kose yazari,
yazarlik ge¢misi ¢ok kisa olmasina kargin
bugiin en ¢ok okunan, tartisilan ve glindem
yaratan kisiler arasinda. Ben bdyle gazetecileri
severim, hele bunlar gengse ve yeni yetisiyorsa
onlar tesvik de ederim. Ciinkii[] ben de
Oyleydim. Birlikte ¢alistigimiz bir usta yazar
bana sdyle demisti: “Dullsulindul]gulinul]
yazacaksin. Ilk sansiirciin kafan olmayacak.”
Bu usta yazar, yazilarimiz1 dikkatle okur,
Tiirkge yanliglarimizi ya da varsa mantik
hatalarimiz1 diizeltir, ama diisiincelerimize asla
karigmazdi. Yanlis yazdigimizda bile... Ama
yanlisimizi ertesi giin anlatirdi. Dayanamayip
bir giin “Diin baskiya girmeden 6nce neden
uyarmadin?”’ diye sordugumda bana “O zaman
¢ekerdin yazini, yazin ¢ikmazdi. Sen de bugiin
bu tepkileri almamis olurdun. Insan1 gelistiren
yanliglaridir, birinin ilerlemesini istiyorsan
onun yanlig yapmasina izin vermelisin.” dedi.

Bu parg¢aya gore, usta yazarin gen¢
meslektaslarinin yanhslarini ertesi giin
soylemesinin nedeni asagidakilerden hangisi
olabilir?

A) Yapilan yanlislarin hi¢ de dnemli olmadigini
diisiinmesi

B) Hatalan diizeltmek i¢in yeterli zaman
olmadigini diigiinmesi

C) Okuyuculardan gelecek elestirilerin daha
ogretici oldugunu diisiinmesi

D) Genglerin, yapacagi elestiriler karsisinda
gosterecegi tepkilerden ¢ekinmesi

28. Yakin zaman 6nce 6len bilim kurgu
tiiriiniin biiyiik ustasi Ray Bradbury’nin
Yazma Sanatinda Zen’ adl1 kitabinda sdyle bir
s0z vardir: “Her zaman ugurumdan atlamalisin,
kanatlarin sonradan ¢ikar”.

Yazar “Her zaman u¢urumdan atlamalisin,
kanatlarin sonradan ¢ikar” soziiyle
asagidakilerden hangisini anlatmak istemistir?

A) Tehlikenin, bazilarina ¢ekici gelecegini

B) Beklenmedik sikintilarla
karsilasilabilecegini

C) Bir amag ugruna her seyin goze
almabilecegini

D) Cesaretin, basartya ulastirabilecegini

29. Zamana Kars1 Orhan Kemal’ kitabinda yer
alan sert elestirileri géz ardi etmedim. (I)
Sadece iistad1 ylicelten bir ¢alisma olsun
istemedim. (II) Tercihimi kullanabilir,
bunlardan bazilarini kitaba almayabilirdim.
(III) Boyle yapsaydim kitabin ruhu da
yansitilmamis olurdu. (IV) Zaten bu yazilarin
hepsi arsivde var, iyi bir aragtirmaci bunlarin
hepsine kolayca ulasabilir. (V) Aslinda bdyle
bir yol se¢mesi yazarin degeriyle ilgili.

Bu par¢adaki numaralanmis ciimlelerin
hangisinden sonra diisiincenin akisina gore “Bu,
bana yakismazdi.” ciimlesi getirilemez?

A) 1L

B) IIL. ) 1v.

D) V.



30. soruyu asagidaki metne gore cevaplayiniz.

Perde
Giiniin yorgunlugu omuzlarima agir gelmeye
baslamis evime dogru yol aliyordum her zamanki
gibi yavas ve sessiz. Aksam karanlig1 ¢cokmek iizere
iken sokak ortasinda misket oynayan ¢ocuklara gitti
goziim. Pencerede bagiran annelerini gérdiim bir
anda. Iste o anda kendi ge¢misimde kayboldum.

Tam 30 y1l geriye gittim zaman tiinelimde.
Mabhallede iki tane renkli misket i¢in kavga ettigim
komsunun ¢ocugu Sabri gelmisti aklima. Annemin
“Hadi artik ¢cabuk eve gel” diye bagirisi birden
kulaklarimda ¢inlad1. Bir an bogazim diigiimlendi,
gozlerim doldu.

Annemden ayrilali 10 y1l olmustu, her aklima
geldiginde nedense hep boyle kotii olurdum. O da
beni erken terk etmis, beni bu diinyada yapayalniz
birakmisti. Babami ise evdeki resimlerinden
tantyordum. Alninin teri ile ekmegini kazanan bir tir
soforliymiis. Son ¢iktig1 yolculuktan bir daha hig
donememis. Annem babamdaki biitiin 6zelliklerin
bende de oldugunu soyler dururdu.

Askeri okula bagladigimda annem ne kadar da
sevinmisti. Birden okulumda silah tuttugum ilk giin
gelmisti gézlerimin Oniine. Yillar ne de ¢abuk
geciyordu. Girdigim o son operasyon perde olmustu
birden. Neyse ki annem buna sahit olmamast.
Vurulup da yikildigim o diisiisii tekrar tekrar
goriiyorum: hemen karsimda, beyaz perdede
oynayan bir film gibi. Sonra ameliyathane ve
tepemde yanan 1s1klar... En kotiisli de parcalanan
kolumdan ayrildigim giiniin acist.

Artik kose basinda reklam brosiirii dagitan baska
birisi olmustum.

Asagida yazarin yasadigi olaylar

bulunmaktadir.

1. Yavasg ve sessizce evine dogru yiirlimesi
2. Iki misket i¢in kavga etmesi

3. Annesinin 6lmesi

4. Babasinin 6lmesi

5. Askeri okula baglamasi

6. Kolunu kaybetmesi

7. Reklam brosiirii dagitan biri olmasi.

Yazarin yasadig olaylar: 1’den 7’ye kadar
kronolojik olarak siraya koyarsaniz,
asagidakilerden hangisi dogru secenek olur?

A) 4-2-
)1-2-
4-7-
1-2

)
D)
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31. ve 32. sorulari asagidaki siire gore cevaplayiniz.

Soz Ola
S6zii bilen kisinin,
Yiizlinii ak ede bir s6z
Sozii pisirip diyenin,
Isini sag ede bir s6z

S6z ola kese savasi,
S6z ola kestire bast

S6z ola agulu ast,
Yag ile bal ede bir s6z

Kisi bile s6z demini,
Demeye soziin kemini
Bu cihan cehennemini,
Sekiz cennet ede bir s6z

Yunus simdi s6z yatindan,
Soyle sozii gayetinden
Pek sakin o sah katindan,
Seni 1rak ede bir s6z
Yunus Emre

31. Siirde ozanin kullandig1 “séziin pisirilmesi”
deyimini asagidaki seceneklerden hangisi en iyi
aciklar?

A) S0z sdyleyenin, aklindan gegeni oldugu
gibi ifade  etmesi

B) So6z sdyleyenin soziinii eski sdzciikler
kullanarak sdylemesi

C) S0z sOyleyenin, soziinii geligigiizel
sozciikler segerek sdylemesi

D) So6z sdyleyenin soziinil iyice tartarak ve
diisiinerek sdylemesi

32. Siirde gecen “agulu as” nasil bir astir?

A) Ilik bir astir.

B) Acims bir agtir.
C) Lezzetli bir astir.
D) Sulu bir astir.
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33. Sanatc1 bu yapitinda, 6teki yapitlarindan
degisik bir yontem izleyerek bireylerin
gilindelik yagamdaki ¢atigmalarin1 anlatmaktan
kacmyor. (I) O, bu yapitinda ¢ok farkli bir
diisiinceden yola ¢ikarak yazdiklarini, diiniin
bugiinii, bugiiniin de yarin1 aydinlatacagi
diisiincesine dayandirtyor. (II) Bunun i¢in de
kent ve kdy yasamindan degisik kesitler
sunuyor. (IIT) Kurmacasal 6gelerin digina
¢ikmadan gergekei karakterler ¢iziyor. (IV) Bu
tutumuyla okuyucuyu, derinden etkileyen
renkli bir roman ortamina tastyor.

Bu par¢adaki numaralandirilmis ciimlelerden
hangisiyle “Sanatci, kimi durumlarda tarih¢inin
gorevini de tistlenen bir yaklasim iginde olur.”
ciimlesi arasinda anlamsal bir iliski kurulabilir?
A)l. B)IL

C)IIL D) IV.

34. Elli yildan beri yapilan aragtirmalarda
biiyiik ozanimiz i¢in karanlik kalmig yerler
vardir. Bunlardan birisi Istanbul’a gitmedigi,
biiyiik sehirlerde taninmadigi, sadece asiret ve
koy ¢evrelerinde tanindig1, tinlinii bu
cevrelerde sagladigi gorilistidiir. Oysa, bu goriis
artik kokiinden yikilmaigtir.

Yukaridaki paragraf, asagidaki sorulardan
hangisinin cevabi1 olabilir?

A) Sizce Karacaoglan hakkinda yapilan
arastirmalar yeterli midir?

B) Karacaoglan’in konularini yerel 6gelerden
almas1 sakincalt m1?

C) Karacaoglan’in yerelligi ve ulusallig1 ne
derece mevcuttur?

D) Karacaoglan ve kent sairleri arasinda
herhangi bir fark var midir?

3s. Ozanmn ilk siir kitabini bunca y1l
ertelemesinin nedeni, gizlenmeyi seven bir
kisiliginin olmasindan ¢ok, yazdiklarini kolay
kolay begenmeyen, kusursuzu arayan biri
olmastyd1 santyorum.

Kendisinden boyle soz edilen bir sanat¢1 asagidaki
deyimlerden hangisiyle nitelendirilebilir?

A) Igneyle kuyu kazan

B) Isine dort elle sarilan
C) Isini saglama alan

D) ince eleyip sik dokuyan

36. Sinema, bence bir {irlin ortaya koymanin en
zor oldugu alanlardan biri. Bir projenin
senaryoya, sonra da sinema filmine doniigmesi,
uzun, zahmetli, pek ¢ok kisiden ve teknolojiden
yararlanmay1 gerektiren pahali bir is.
Televizyon dizilerinde de buna benzer yanlar
yok degil. Ne var ki hizla yapilan, hemen
seyirci karsisina ¢ikarilan, bir gecede tiiketilen
bir dizinin tek hedefi, izleyicisini ekran basinda
tutmak. Sinema filminde 6nemli olan “6zen,
yaraticilik, 6zgiinliik”, televizyon dizilerinde
pek de goriilmeyen dzellikler. Ozetlemek
gerekirse, ------ .

Yukaridaki parcanin sonuna diisiincenin akisina
gore asagidakilerden hangisi getirilebilir?

A) bir sinema filminin iiretimi i¢in gerekli
olan her sey, televizyon dizilerinin iiretimi
icin de gerekli

B) sinemada “sanatin kurallar1”, dizilerdeyse
“televizyona 6zgii kurallar” gegerli

C) televizyon dizilerinin izleyiciyi
televizyona baglamasinin nedeni,
onlardaki merak 6gesinin yarida
kesilmesidir

D) c¢ok sayida dizi ve film iiretme, bu
alanlarin gelismesine katkida bulunur
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Appendix C: Permissions

."k;ﬁﬂk% . T.C. L.
F s MERSIN VALILIGI
;‘\“ j 1l Milli Egitim Miidiirliigii
Sayl :34776202/605/3445552 19/11/2013

Konu: Aragtirma Izni
VALILIK MAKAMINA

ilgi : Mersin Universitesi Rektorliigii Genel Sekreterlik' in 08.11.2013 tarihli ve
15302574-605.01-994/14845 sayili yazisi.

Mersin Universitesi Egitim Bilimleri Enstitiisi Yabanci Diller Egitimi Anabilim Dali
doktora Ogrencisi Fatma Banu TUMAY‘m, “Ortadgretim Basamaginda Anadilde
Cikarimda Bulunma Becerisi ile Ingilizce Okuma Becerisi Arasindaki Iliskinin Bagint1
Kuram Acisindan Incelenmesi” konulu dlgek ¢alismasini uygulamas: ile ilgili 14.11.2013
tarihli komisyon goriisii ve galisma programu ilisikte sunulmustur.

Mersin Universitesi Egitim Bilimleri Enstitiisi Yabanci Diller Egitimi Anabilim Dali
doktora Ogrencisi Fatma Banu TUMAY‘m, sz konusu arastirmayir Akdeniz,
Toroslar,Yenigehir ve Mezitli ilgelerinde bulunan resmi-ozel tim ortadgretim kurumlarinda
6grenim gdren 9. ve 10. Smif OFrencilerine. goniillilik esasina dayali olarak ve egitim
Ogretimi aksatmadan (mihiirli ve onayhh sorulari kullanarak) uygulamasi uygun
gorulmektedir.

Makamlarinizca da uygun goriilmesi halinde olurlariniza arz ederim.

Hasan GUL
Il Milli Egitim Midiirii

OLUR
19/11/2013

Nihat KARABIBER
Vali a.
Vali Yardimecisi

EKLER:
1- Universite yazisi ve ekleri (9 Syf.)
2- Komisyon Gortsii
Glvenll Elektronik Imzali

Asli ile Aynidir.
Sl 12002.

A

Bu belge, 5070 sayili Elektronik imza Kanununun 5 inci maddesi geregince guvenli elektronik imza ile imzalanmugtir
Evrak teyidi http://evraksorgu.meb.gov.tr adresinden 021d-b7a6-3784-b492-8967 kodu ile yapilabilir.

Mersin 11 Milli Egitim Miidurligi Dumlupinar Mahallesi GMK. Bulvari Yenisehir / MERSIN Bilgi I¢in:./ Canan YASA /VHKI Aragtirma Planlama Istatistik
Hizmetleri Birimi  Telefon: 0 (324) 329 14 81- 84 Dahili Tel: 120  Faks: 0 (324) 32735 18 - 19
E-Posta:mersinmem@umeb.gov.tr — istatistik33@hotmail.com Elektronik Ag: http://mersin.meb.gov.tr




166

\‘1,(34"*‘ “ . ToC.
" t, . o e w e
S 3 MERSIN VALILIGI
i\“ j Il Milli Egitim Miidiirliigii
Say1 :34776202/605/4083978 31/12/2013

Konu: Arastirma Izni
VALILIK MAKAMINA

ilgi : Mersin Universitesi Rektorliigh Genel Sekreterlik' in 05.12.2013 tarihli ve
15302574-605.01-1076/16202say1l1 yazisi.

Mersin Universitesi Egitim Bilimleri Enstitiisi Yabanci Diller Egitimi Anabilim Dali
doktora Ogrencisi Fatma Banu TUMAY ‘in, “Ortadgretim Basamaginda Anadilde
(Tiirk¢e) Cikarimda Bulunma Becerisi ile Ingilizce Okuma Becerisi Arasmndaki
Iliskinin Baginti Kuram Acisindan Incelenmesi” konulu Olgek galismasini uygulamasi ile
ilgili 24.12.2013 tarihli komisyon goriisii ve galigma programu ilisikte sunulmugtur.

Mersin Universitesi Egitim Bilimleri Enstitiisi Yabanci Diller Egitimi Anabilim Dali
doktora Ogrencisi Fatma Banu TUMAY‘mn, soz konusu aragtirmayl  Akdeniz,
Toroslar,Yenisehir ve Mezitli ilgelerinde bulunan resmi-ozel tim ortadgretim kurumlarinda
Ogrenim goren 9. ve 10. Simf dgrencilerine. gonullilliik esasina dayali olarak ve egitim
Ogretimi  aksatmadan (mithiirli ve onayli sorular kullanarak) uygulamas: uygun ;
gorulmektedir.

Makamlarinizca da uygun goriilmesi halinde olurlariniza arz ederim.

Hasan GUL
Il Milli Egitim Miidiiri

OLUR
31/12/2013

Nihat KARABIBER
Vali a.
Vali Yardimcisi

EKLER:
1- Universite yazisi ve ekleri (9 Syf.)

2- Komisyon Goriisia Glivenli Elektronlk Imzal

Asliile Aynidhir.

G0\ 2044
=

Bu belge, 5070 sayili Elektronik Imza Kanununun 5 inci maddesi geregince guivenli elektronik imza ile imzalanmugtir
Evrak teyidi http://evraksorgu.meb.gov.tr adresinden dafd-ceb7-35¢d-9¢3c-b79b kodu ile yapilabilir.

Mersin 11 Milli Egitim Muidiirliigi Dumlupinar Mahallesi GMK. Bulvari Yenisehir / MERSIN Bilgi I¢in:./ Canan YASA /VHKI Aragtirma Planlama Istatistik
Hizmetleri Birimi  Telefon: 0 (324) 329 14 81- 84 Dahili Tel: 120 Faks: 0 (324) 32735 18- 19
E-Posta:mersinmem@meb.gov.tr— istatistik33@hotmail.com Elektronik Ag: http://mersin.meb.gov.tr
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Appendix D: Evaluation Form (3)

Sayin Uzman,

Mersin Universitesi, Egitim Bilimleri Enstitiisiinde siirdiirmekte oldugum doktora

calismam i¢in degerli zamaniniza ve goriislerinize gereksinim duyulmaktadir.

Ekte bir
« Ingilizce Okudugunu Anlama Testi;
« PISA okudugunu anlama becerisi degerlendirme kriterleri agiklamasi;
« test maddelerinin hangi PISA kategorisinde oturdugunu gosteren bir tablo;

« degerlendirme formu bulunmaktadir.

Sizden beklenen, PISA okudugunu anlama degerlendirme kriterlerini okumaniz ve
Ingilizce Okudugunu Anlama Testi maddelerinin dogru kategoride oturtulup
oturtulmadigini  belirtmenizdir. Eger maddenin dogru kategoride oturdugunu
diisiiniiyorsaniz formda maddeye karsilik gelen kutunun i¢ine bir + isareti koyunuz; eger
maddenin dogru kategoriye oturtulmadigini diislinliyorsaniz liitfen maddenin hangi
kategoride yer almasi gerektigini diisiiniiyorsaniz madde numarasinin karsisina X isareti

koyunuz.

Bu doktora ¢alismasina verdiginiz degerli katki, bu ¢alismanin yoniini
belirleyecektir. Bu nedenle goriigleriniz ¢alismanin saglikli siirdiiriilebilmesi i¢in ¢ok

onemlidir. Verdiginiz katkilar i¢in sonsuz tesekkiirler.

Herhangi bir sorunuz olursa liitfen aramaktan ¢ekinmeyin.

Saygilarimla

Doktora Ogrencisi

F. Banu Timay
Tel: 0532 443 01 88

e-posta: fbtumay@yahoo.com
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Three categories used in PISA reading assessment:

 access and retrieve
 integrate and interpret

« reflect and evaluate
Access and retrieve

100. Accessing and retrieving involves going to the information space provided and navigating in that space
to locate and retrieve one or more distinct pieces of information. Access and retrieve tasks can range from
locating the details required by an employer from a job advertisement, to finding a telephone number with
several prefix codes, to finding a particular fact to support or disprove a claim someone has made.

101. In daily life, readers often need to retrieve information. To do so, readers must scan, search for, locate
and select relevant information from some information space (for example, a page of continuous text, a table
or a list of information). The required information is most frequently found in a single location, though in
some cases the information may be in two or more sentences, in several cells of a table or in different parts of
a list.

102. In assessment tasks that call for retrieving information, students must match information given in the
question with either identically worded or synonymous information in the text and use this to find the new
information called for. In these tasks, retrieving information is based on the text itself and on explicit
information included in it. Retrieving tasks require the student to find information based on requirements or
features explicitly specified in questions. The student has to detect or identify one or more essential elements
of a question, such as characters, place/time and setting, and then to search for a match that may be literal or
synonymous.

103. Retrieving tasks can involve various degrees of ambiguity. For example, the student may be required to
select explicit information, such as an indication of time or place in a text or table. A more difficult version of
this same type of task might involve finding synonymous information. This sometimes involves
categorisation skills, or it may require discriminating between two similar pieces of information. Different
levels of proficiency can be measured by systematically varying the elements that contribute to the difficulty
of the task.

104. While retrieving describes the process of selecting the required information, accessing describes the
process of getting to the place, the information space, where the required information is located. Some items
may require retrieving information only, especially in fixed-texts where the information is immediately
visible and where the reader only has to select what is appropriate in a clearly specified information space.
On the other hand, some items in the dynamic space require little more than accessing: for example, clicking
on an embedded link to open a web page (in a very limited information space), or clicking to select an item in
a list of search results. However, only the former processes are involved in the access and retrieve tasks in
PISA 2015 as the Digital Reading Assessment is not offered as an international option. Such access and
retrieve items in the fixed-text display space might require readers to use navigation features such as
headings or captions to find their way to the appropriate section of the text before locating the relevant
information. The process of accessing and retrieving information involves skills associated with selecting,
collecting and retrieving information.

Integrate and interpret

105. Integrating and interpreting involve processing what is read to make internal sense of a text.

106. Integrating focuses on demonstrating an understanding of the coherence of the text. It can range from
recognising local coherence between a couple of adjacent sentences, to understanding the relationship
between several paragraphs, to recognising connections across multiple texts. In each case, integrating
involves connecting various pieces of information to make meaning, whether it be identifying similarities and

differences, making comparisons of degree, or understanding cause and effect relationships.

107. In the fixed-text display space, information might be located in a single paragraph, across different
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paragraphs or sections of text, or across two or more texts. In the dynamic-text display space, integration can
be more complex.

108. Interpreting refers to the process of making meaning from something that is not stated. It may involve
recognising a relationship that is not explicit or it may be required at a more local level to infer (to deduce
from evidence and reasoning) the connotation of a phrase or a sentence. When interpreting, a reader is
identifying the underlying assumptions or implications of part or all of the text. A wide variety of cognitive
activities is included in this approach. For example, a task may involve inferring the connection between one
part of the text and another, processing the text to form a summary of the main ideas, requiring an inference
about the distinction between principal and subordinate elements, or finding a specific instance in the text of
something earlier described in general terms.

109. Both interpreting and integrating are required to form a broad understanding. A reader must consider
the text as a whole or in a broad perspective. Students may demonstrate initial understanding by identifying
the main topic or message or by identifying the general purpose or use of the text. Examples include tasks
that require the reader to select or create a title or assumption for the text, explain the order of simple
instructions, or identify the main dimensions of a graph or a table. Others include tasks that require the
student to describe the main character or setting of a story, to identify a theme of a literary text, or explain the
purpose or use of a map or figure.

110. Within this aspect some tasks might require the student to identify a specific piece of text, when a theme
or main idea is explicitly stated. Other tasks may require the student to focus on more than one part of the
text — for instance, if the reader has to deduce the theme from the repetition of a particular category of
information. Selecting the main idea implies establishing a hierarchy among ideas and choosing the one that
is most general and overarching. Such a task indicates whether the student can distinguish between key ideas
and minor details, or can recognise the main theme in a sentence or title.

111. Both interpreting and integrating are also involved in developing an interpretation, which requires
readers to extend their initial broad impressions so that they develop a deeper, more specific or more
complete understanding of what they have read. Many tasks in this category call for logical understanding:
readers must process the organisation of information in the text. To do so, readers must demonstrate their
understanding of cohesion even if they cannot explicitly state what cohesion is. In some instances,
developing an interpretation may require the reader to process a sequence of just two sentences relying on
local cohesion. This might even be facilitated by the presence of cohesive markers, such as the use of “first”
and “second” to indicate a sequence. In more difficult instances (for example, to indicate relations of cause
and effect), there might not be any explicit markings.

112. Other tasks include comparing and contrasting information, and identifying and listing supporting
evidence. Compare and contrast tasks require the student to draw together two or more pieces of information
from the text. In order to process either explicit or implicit information from one or more sources in such
tasks, the reader must often infer an intended relationship or category.

113. As well as these integrative tasks, developing an interpretation tasks may involve drawing an inference
from a more localised context: for example, interpreting the meaning of a word or phrase that gives a
particular nuance to the text. This process of comprehension is also assessed in tasks that require the student
to make inferences about the author’s intention, and to identify the evidence used to infer that intention.

114. As mentioned above, interpreting signifies the process of making meaning from something that is not
explicitly stated. In recognising or identifying a relationship that is not explicit, an act of interpretation is
required: thus interpretation is perhaps always involved somewhere in the process of integration as described
above. The relationship between the processes of integration and interpretation may therefore be seen as
intimate and interactive. Integrating involves first inferring a relationship within the text (a kind of
interpretation), and then bringing pieces of information together, therefore allowing an interpretation to be
made that forms a new integrated whole.

Reflect and evaluate
115. Reflecting and evaluating involves drawing upon knowledge, ideas or attitudes beyond the text in order

to relate the information provided within the text to one’s own conceptual and experiential frames of
reference.
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116. Reflect items may be thought of as those that require readers to consult their own experience or
knowledge to compare, contrast or hypothesise. Evaluate items are those that ask readers to make a judgment
drawing on standards beyond the text.

117. Reflecting on and evaluating the content of a text requires the reader to connect information in a text to
knowledge from outside sources. Readers must also assess the claims made in the text against their own
knowledge of the world. Often readers are asked to articulate and defend their own points of view. To do so,
readers must be able to develop an understanding of what is said and intended in a text. They must then test
that mental representation against what they know and believe on the basis of either prior information, or
information found in other texts. Readers must call on supporting evidence from within the text and contrast
it with other sources of information, using both general and specific knowledge as well as the ability to
reason abstractly.

118. Assessment tasks representing this category of processing include providing evidence or arguments
from outside the text, assessing the relevance of particular pieces of information or evidence, or drawing
comparisons with moral or aesthetic rules (standards). The task might require a student to offer or identify
alternative pieces of information to strengthen an author’s argument, or evaluate the sufficiency of the
evidence or information provided in the text.

119. The outside knowledge to which textual information is to be connected may come from the student’s
own knowledge or from ideas explicitly provided in the question. In the PISA context, any outside
knowledge required is intended to be within the expected range of 15-year-olds’ experiences. For example, it
is assumed that 15-year-olds are likely to be familiar with the experience of going to the movies, a context
that is drawn upon in the items related to the stimulus Macondo, discussed below.

120. Reflecting on and evaluating the form of a text requires readers to stand apart from the text, to consider
it objectively and to evaluate its quality and appropriateness. Implicit knowledge of text structure, the style
typical of different kinds of texts and register play an important role in these tasks. These features, which
form the basis of an author’s craft, figure strongly in understanding standards inherent in tasks of this nature.
Evaluating how successful an author is in portraying some characteristic or persuading a reader depends not
only on substantive knowledge but also on the ability to detect subtleties in language — for example,
understanding when the choice of an adjective might influence interpretation.

121. Some examples of assessment tasks characteristic of reflecting on and evaluating the form of a text
include determining the usefulness of a particular text for a specified purpose and evaluating an author’s use
of particular textual features in accomplishing a particular goal. The student may also be called upon to
describe or comment on the author’s use of style and to identify the author’s purpose and attitude.

122. To some extent every critical judgment requires the reader to consult his or her own experience; some
kinds of reflection, on the other hand, do not require evaluation (for example, comparing personal experience
with something described in a text). Thus evaluation might be seen as a subset of reflection. (PISA, 2013)



Quest. | Access & | Integ. & | Refl.& | Quest. | Access & | Integ. & | Refl.&
retrieve | interpret. | evalu. retrieve | interpret | evalu.

1 X 19 X

2 X 20 X

3 X 21 X

4 X 22 X

5 X 23 X

6 X 24 X

7 X 25 X

8 X 26 X

9 X 27 X

10 X 28 X

11 X 29 X

12 X 30 X

13 X 31 X

14 X 32 X

15 X 33 X

16 X 34 X

17 X 35 X

18 X
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Read the following passage and answer the questions 1-4.

One day before the New Year’s Eve, 1971, Juliana Koepke, a seventeen-year-old German Girl,
and her mother left Lima by plane because they wanted to spend the New Year’s Eve with Juliana’s father,
who was the manager of a bank in Pucallpa, another town in Peru. Forty-five minutes later, there was a
terrible storm so the plane hit a mountain and crashed. Juliana fell from 3000 meters, fastened in her seat.
She did not die when the seat hit the ground, but she was unconscious all night.

The next morning Juliana looked for pieces of the plane and called for her mother. Nobody
answered, and she only found a small plastic bag of sweets. Juliana’s left arm was broken, her knee was
badly hurt and she had deep cuts on her legs and arms. She had no shoes and she was wearing only a dress,
which was badly torn but she decided to try to get out of the jungle. She knew that she would die if she
stayed there. She started to walk. She did not have anything to eat for two days, so she felt very weak. She
heard helicopters, but could not see them above the trees, and of course, they could not see her.

After four days, she came to a river. She walked and swam down the river for another few
days. At last, she came to a small village house. Nobody was there, but that afternoon, four farmers arrived.
They took her to a doctor in the next village.

Juliana learned afterwards that there were three other people who were not killed in the
accident, but she was the only one who got out of the jungle. It took her ten days. (Kandiller & Velioglu,
1995: 67)

1. Which town were Juliana and her mother going when the accident happened?
A) Pucallpa
B) Peru
C) Lima
D) Jungle

2. What does the underlined word “there” in Paragraph III mean?
A) the village
B) the river
C) the village house
D) the next village

3. What can be said for Juliana’s character?
A) happy and careless
B) brave and lucky
C) hopeless and weak
D) shy and bossy

4. What is the best title to the paragraph?
A) A Flight in Peru
B) The Koepkes’ New Year
C) Juliana’s Difficult Journey
D) The Death of Juliana’s Mother
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Read the poem ‘The Fog’. The meaning of the word ‘haunches’ is given in the box.

Fog
The fog comes
on little cat feet.

It sits looking

over harbor and city
on silent haunches*
and then moves on. back legs of an
animal

*haunches: the

Carl Sandburg (http://www.poetryfoundation.org/poem/174299)

5. What is the meaning of the first two lines?
“The fog comes on little cat feet.”

A) A little cat appears when the fog comes over the city and the harbor.

B) A little cat and the fog come together to watch the city and the harbor.

C) The fog comes over the city and the harbor similar to a little cat’s walk.

D) The cat sits on its haunches when the fog comes over the city and the harbor.

Home Sweet Home

For many British people, a house is the most important thing in their lives. In fact, 60% of the
population doesn’t live in rented housing. They would rather have their own houses, but prices are going up
all the time and many young people do not have enough money to buy a house. They live in small flats or
their parents’ house even when they are married.

Prices are especially high in the southeast of England. In the north and in Scotland prices are
quite low. Young people often buy old houses, perhaps more than a hundred years old because the new
houses are so expensive. But they have to spend a lot of time and money on repairs and decoration.
(Kandiller & Velioglu, 1995:43)

6. Which of the following statements is false?

A) 60% of the population lives in their own houses because it is important to them.

B) 40% of the population rents houses probably because they can’t afford to buy a new one.
C) Old people can buy old houses preferably because they don’t like new houses.

D) Most young people live in their parents’ house because the housing is expensive.

7. Read the following sentence. Then put the given sentences (from I to VI) into order to create a
paragraph.

“Let me tell you how I got my first job last year. ------"' (Folse, Muchmore-Vokoun & Solomon, 1999:172)

I. A young woman sat next to me and we started talking.

II.  She told me that she was a manager in a communication company and looking for an assistant.
ITI. After the university, I tried to find a job for six months, but I couldn’t.

IV. Finally, one day while I was eating a sandwich in a coffee shop, my luck began to change.

V. She gave me her business card, and within one week, I was her assistant.

VI. Itold her that I was very interested in communication and studied it for four years at university.

A) II-1IV-I-1I-VI-V
B) V-I-II-III-1IV - VI
C) mM-1v-vi-1-1-v
D) V-III-VI-I-1I-1IV
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Read the following passage and answer the questions 8-10.

A Weekend in Marrakech
The most popular city in Morocco built in an oasis.

Day One

Arriving at the international airport of Marrakech, I enter an unknown world where even the
cost of a taxi fare is not fixed. I stay in a traditional house in the old city. There are hundreds of these very
popular old houses, called riyads. The people have turned these houses into charming guesthouses. A few
visitors may prefer the luxury of a hotel like the La Mamounia. This famous hotel, which Winston Churchill
described as ‘the most beautiful place on earth’, has recently reopened its doors after the repair. At night, all
streets lead to Djemaa El Fna, the main square that becomes a huge restaurant when the sun sets.

Day Two

Explore the old city, the famous Medina. The old suuqs -or narrow streets - are perfect for
shopping. Necessary equipment: a good map, comfortable shoes and strong bargaining ability.

Marrakech reveals its secrets through the taste of spices and the voices of merchants selling
herbs, pottery, leather jackets and, of course, carpets. Nearby, there are all kinds of shows: acrobats,
musicians, fortune-tellers, snake-charmers and exotic dancers. People say Koutoubia Mosque is the city’s
most important place and it is very impressive. However, entrance to it is only allowed to Muslims, so I cheer
myself up in Dar Moha, Medina’s most famous restaurant. (Mitsikopolou & Dendrinos, 2012: 29)

8. The La Mamounia Hotel is

A) new
B) ordinary
C) cheap
D) popular

9. One thing you cannot buy in the Marrakech market is

A) ateapot
B) clothes
C) hand bags
D) food

10. One thing you can do in Medina is to

A) listen to the street musicians
B) check in a luxurious hotel
C) fly to your home town

D) stay in a nice guesthouse

Read the following passage and answer the questions 11-15.

The term ‘skyscraper’ has been used in a number of ways over the years: a high-flying bird, a
very tall man. At the end of the nineteenth century, the word was used to refer to buildings of ten floors or
more. Later, an elevator was used to take people up to the higher floors, as in the most famous skyscraper,
the Empire State Building.
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In the nineteenth century, as cities grew more crowded, people needed to make room for
offices on a small piece of land, because the land was not enough for them and as a result the land prices
were very high. So, it was necessary to build higher buildings. However, the problem was to put up a stone
building of such height, the walls on the ground floor would have to be more than two metres thick to hold
the weight of the building. So, another material was required to make skyscrapers possible.

About this time, engineers and architects built three buildings and used iron or steel to support
great weight with safety. They were the Crystal Palace in London, the Eiffel Tower in Paris and the Brooklyn
Bridge in New York. From then on, architects started to experiment with buildings that had steel frames.
Today, the tallest skyscrapers have three hundred floors or more. (Mitsikopolou & Dendrinos, 2012: 27)

Complete the sentences in questions 11-15 in the correct way.
11. In the past, the word ‘skyscraper’

A) didn’t have different meanings
B) didn’t have any meanings

C) had more than one meaning

D) had the same meaning as today

12. Taller buildings are necessary in the nineteenth century because

A) they were luxurious

B) they made better offices

C) the land was expensive

D) the people liked high offices

13. In the nineteenth century, skyscrapers were needed

A) for businessmen
B) for poor people
C) for engineers
D) for tall men

14. What was the problem with making tall buildings with stone?

A) It was an expensive material.
B) It was really light.

C) It wasn’t beautiful.

D) It wasn’t strong enough.

15. What does ‘them’ mean in Paragraph II?

A) people
B) offices
C) land
D) room
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Choose the best word for each question to complete the following paragraph.
Shakira

Shakira is a famous singer. She began her singing career in Colombia, where she was born and

(16) became famous in Latin America in the early 1990s. Her first (17) is Spanish, but

she also speaks English and Portuguese (18) . Shakira showed her talent as a teenager at school,

where she sang rock and roll, as well as Latin and Arabic songs. Shakira is also well-known for her (19)

work and especially her work for the poor. She has performed at a large number of charity

concerts such as the Live 8. Shakira's (20) ‘Waka Waka (This Time for Africa), was chosen as the
official song for the 2010 FIFA World Cup. (Mitsikopolou & Dendrinos, 2012: 136)

16. A) regularly B) seriously C) quickly D) clearly
17. A) language B) nationality = C) country D) city
18. A) happily  B) carefully C) fluently D) busily
19. A) terrible ~ B) social C) private D) dull
20. A) strong B) popular C) noisy D) smart

Read the following passage and choose the correct answers for questions 21-24.
The Body Shop

When I opened the first 'Body Shop' in 1976, my only object was to earn enough money to
feed my children. Today "The Body Shop' is an international company rapidly growing all around the world.
In the years since we began, I have learned a lot. Much of what I have learned will be found in this book and
I have something important to say about how to run a successful business.

It's not a normal business book, nor is it just about my life. The message is that to succeed in
business you have to be different. Business can be fun, you can run it with love. In business, as in life, I need
to enjoy myself, to have a feeling of family and to feel excited by the unexpected. I have always wanted the
people who work for 'The Body Shop' to feel the same way.

Now this book sends my ideas out into the world, makes them public. I'd like to think there are
no limits to our 'family’, no limits to what we can do. (Gebbard, 2011: 3)

21. What is the writer's main purpose in writing this text?

A) To tell the reader how her successful private life is.
B) To introduce how her successful life goes on.

C) To explain how her successful company operates.
D) To inform how hard to grow up successful children.

22. How does the writer feel about the business she runs?

A) She runs it just for her own entertainment.
B) It is not like any other company.

C) It is likely to become more successful.

D) She likes her family very much.

23. What kind of workers does the writer like to employ?

A) Workers who feel nervous by the unexpected events.

B) Workers who think the others in the company are his family.
C) Workers who have their own families and many friends.

D) Workers who like to work harder than the writer of the book.
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24. What would someone learn from this text?

A) How she made a lot of money.

B) How she wrote a book about business.

C) How she became a popular person.

D) How she managed to control her family.

25. Leslie’s main music list has forty rock songs; fifteen rap songs, and one folk song. It also contains
twelve classical instrumentals. (http://www.rhlschool.com/read12n9.html)

Which statement is probably false?

A) Leslie loves listening to music.
B) Leslie’s favorite music is folk.
C) Leslie likes rock much better than rap.
D) Leslie listens to a wide range of music.

26. A group of children were preparing to play a game. Bill and Jessica were almost done taking turns
choosing the players for their teams. It was Jessica’s turn to choose, and only Paul was left, so Jessica said,
“Paul.” http://www.rhlschool.com/read6n3.htm

We can say that

A) Paul, unfortunately, is not a very good player
B) Jessica was pleased to have Paul on her team
C) Paul was the best player on either team

D) Jessica was inconsiderate of Paul’s feelings

27) Emir rarely rides to school in the morning. He could take the school bus but he prefers to walk the
two kilometers from his home to school. He believes that the walk wakes him up and improves his learning
throughout the day. (http://www.rhlschool.com/read12n3.html)

Which statement is true according to the paragraph?

A) Emir never rides to school.

B) Emir always takes the bus to school.
C) Emir thinks learning is important.
D) Emir goes to school tired of walking.

28. “Remember, Maria,” Mrs. Russo said, “you are very allergic to chocolate. Please don’t eat any
chocolate at the party!”

Three hours later, Maria was home from the party with a terrible stomachache. “I promise you,
Mom,” Maria groaned, “I’ll always do what you say from now on.”
(http://www.rhlschool.com/read12n3.html)

Which statement is true according to the passage?

A) Maria got into a chocolate fight at the party.
B) Maria had chocolate at the party.

C) Maria ate no chocolate at the party.

D) Maria promised to eat chocolate at the party.
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Read the following paragraph and choose the best answer for questions 29-31.

Scientists have known for a long time that vitamin D is fundamental for human. If children don’t
have enough vitamin D or calcium, they can have a bone illness, which we call rickets. New studies shows
that people of all ages need vitamin D to help them fight off diseases by keeping their immune systems
strong.

(http://www.rhlschool.com/read12n11.html)

29. If something is fundamental, it is

A) harmful
B) needless
C) important
D) serious

30) Which of the followings is the main idea of the paragraph?

A) Vitamin D is found in a lot of food.

B) Vitamin D has been studied by scientists.
C) Vitamin D is necessary for good health.
D) Vitamin D essential to children.

31) IN POOR TASTE from A. J. Mildura

Did you know that in 1996 we spent almost the same amount of
money on chocolate as our Government spent on overseas aid to
help the poor?

Could there be something wrong with this situation?
What are you going to do about it?

Yes, you.
Arnold Jago,
Mildura

(http://pisa-sq.acer.edu.au/showQuestion.php?testld=2292 &questionld=1)
What kind of response or action do you think Arnold Jago would like to get to his letter?

A) He would like people to give all their money to the government.

B) He would like people to spend less and to give more to the poor.

C) He would like the government to send a lot of chocolate to the poor.
D) He would like the government to resign as soon as possible.

32. (D I am a Thai girl living in the USA, and there are many things that I must get used to. (II) First of
all, I must get used to a new kind of food. (IIT) [ am learning to eat many hamburgers because they are cheap
and they are easy to buy. (IV) The people are different and I’'m learning to meet new foreign friends. (V) For
example, two of my friends are from Pakistan. (VI) Pakistan is very hot and my friends love their country.
(VII) The weather is another thing that I must adapt. (VIII) Some days it is hot just as my country, but on
other days, it is cold and this is very strange for me. (IX) In short, I’'m adjusting to the USA in many ways,
but it is not a problem for me because I like to know about different places and people.

Which sentence does not belong to the paragraph? (Savage & Shafiei, 2006: 5)

A B) III C) VIII D) IX
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Read the following paragraph and choose the best answer for questions 33-35.

Camping is an inexpensive and fun choice for a family vacation. However, if campers don’t
get prepared well, camping can be a disaster. If they do not make a list, they will forget something important,
also they will be sorry if they do not have the right equipment. Another problem is bad weather. The campers
have to check into a motel if it rains. Camping in the rain is never fun. Finally, insects will ruin a vacation
easily. Flies will make an evening meal out of unprotected campers. In conclusion, wise campers know how
to prepare so that they will not be surprised by these unfortunate causes of disaster. (Savage & Mayer, 2006:
150)

33. Which of the followings explains the following sentence best?
“Flies will make an evening meal out of unprotected campers.”

A) Flies often come for campers’ food in the evening.
B) Flies sometimes love to have campers’ dinners.
C) Flies bite unprotected campers in the evening.

D) Flies often attack campers’ unprotected dinners.

34. Which of the following statements is false according to the paragraph?

A) Campers should listen to the weather forecast before they go camping.
B) Campers should save lot of money if they want to go camping.

C) Campers should make a list of necessary things before they go camping.
D) Campers should know the places of the hotels near the camping place.

35. What is the meaning of the word ‘wise’ ?

A) clever

B) excited
C) interested
D) optimistic
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Appendix E: Evaluation Form (2)

Sayin Yargici,

Bu ¢alisma, Mersin Universitesi, Egitim Bilimleri Enstitiisiinde siirdiiriilmekte
olan bir doktora ¢alismasinin parcasidir. Bu nedenle vereceginiz katki, caligmanin saglikli
bir sekilde yiiriitiilmesi i¢in ¢ok dnemlidir.

Asagida Marzano ve Kendall’im (2007, 2008) yilinda egitim alanina
kazandirdiklart Yeni Taksonominin iist biligsel diizeyleri bulunmaktadir. Sizden beklenen
katki, Ingilizce ders kitaplarindaki ders icerikleri ve aligtirmalarin, Yeni Taksonomide
hangi diizeye uydugunu belirlemeniz ve iinitelerin karsisindaki siitunlar1 isaretlemenizdir.

Bir iinitede birden fazla diizey bulunabilir. Bu durumda birden fazla siitunu (\)
isareti ile isaretlemeniz gerekmektedir. Ornegin kitabin 3. Unitesinde hem ‘Kavrama’ hem
de ‘Bilgiyi kullanma’ diizeylerinin oldugunu diisiiniiyorsaniz, 3. Unitenin karsisina
rastlayan hem ‘Kavrama’ hem de ‘Bilgiyi kullanma’ siitunlarindaki kutuya (\ ) isareti
koyunuz.

Eger tnitede higbir iist biligsel diizeyin bulunmadigini diisiiniiyorsaniz,

initenin karsisina gelen siitunlara liitfen (X) isareti koyunuz.

Vereceginiz katki i¢in simdiden ¢ok tesekkiir ederim. Eger herhangi bir

sorunuz olursa liitfen aramaktan ¢ekinmeyin.

Banu Tumay

Mersin Universite
Egitim Bilimleri Enstitiisii
Doktora Ogrencisi

Cep Tel: 0532 443 01 88
Email: fbtumay @yahoo.com
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Saymn Yargicl,

Adimmiz ve soyadimiz nedir? ...

Kac yildir ingilizce 6gretmenligi yapiyorsunuz?  .................................
Marzano ve Kendall’in Yeni Taksonomisi hakkinda herhangi bir bilginiz var mi?
Not: Unitelerin icerikleri ve ahstirmalarinin hangi iist bilissel diizeye uydugunu
diisiiniiyorsamz liitfen (\/) ile isaretleyiniz. Her iinitede birden fazla bilissel yetenek
isaretleyebilirsiniz. Eger herhangi bir iinitede bu diizeylerin bulunmadigim
diisiiniiyorsaniz, iinitenin karsisina gelen siitunlara liitfen (X) isareti koyunuz.

SPOT ON 6 Comprehension Analysis Knowledge Utilization

Uniteler Content | Exercises Content | Exercises | Content | Exercises

1. Family Tree

2. Hobbies and
Interests

3. Food and
Drinks

4. Daily Life
and Routines

5. School

6. Weather
Conditions

7. Hygiene

8. Parties

9. Living
Beings

10. Games and
Sports

11. Safety

12. Different
Places

13. Holidays

14.
Mathematical
Problems

15. Laboratory
Work

16. Different
Life Styles
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. . Knowledge
SPOT ON 7 Comprehension Analysis Utilization
Uniteler

Content Exercises Content | Exercises | Content | Exercises

1. Interesting Beliefs

2. Tourist
Attractions

3. Our Natural
Heritage

4. Computers

5. Fashion

6. TV Programs

7. Old Days

8. Inventors and
Explorers

9. Tales and Legends

10. Amazing History

11. Skills

12. Changing Life
Styles

13. Technology:
Friend or Foe?

14. Ecology

15. Modern Medicine

16. Inner World
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SPOT ON 8

Uniteler

. . Knowledge
mprehension Analysi e
Comprehensio Y818 Utilization
Content Exercises | Content | Exercises | Content | Exercises

1. Friendship

2. Road to Success

3. Improving One’s
Looks

4. Dreams

5. Atatiirk: The
Founder of TR

6. Detective Stories

7. Personal
Experiences

8. Cooperation in the
Family

9. Success Stories

10. Reading for
Entertainment

11. Personal Goals

12. Personality Types

13. Language
Learning

14. Precautionary

15. Preferences

16. Empathy
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i ~ . Knowl
New Bridge to Comprehension Analysis now e-dge
Success Utilization
Uniteler Content Exercises | Content | Exercises | Content | Exercises
1. Personal
Identification
2. Family

3. People and Places

4. Traffic

5. Daily Routines

6. Leisure Activities

7. Plans and Intentions

8. Dos and Don’ts

9. Feasts

10. Refreshments

11. Now and Then

12. A Detective Story

13. Famous People

14. Hopes for the
Future

15. Health and Sports

16. Past Activities

17. People Profiles

18. Climate

19. Experiences

20. Superstitions

21. Fashion

22. Party
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i ~ . Knowl
New Bridge to Comprehension Analysis now e-dge
Success Utilization
Uniteler Content Exercises | Content | Exercises | Content | Exercises
1. Personal
Identification
2. Family

3. People and Places

4. Traffic

5. Daily Routines

6. Leisure Activities

7. Plans and Intentions

8. Dos and Don’ts

9. Feasts

10. Refreshments

11. Now and Then

12. A Detective Story

13. Famous People

14. Hopes for the
Future

15. Health and Sports

16. Past Activities

17. People Profiles

18. Climate

19. Experiences

20. Superstitions

21. Fashion

22. Party




Level 2: Comprehension

Integrating

1 Describe how and/or why
2 Describe the key points
3 Describe the effects

4 Describe the relationship between

5 Explain the ways

6 Make connections between
7 Paraphrase

8 Summarize

Symbolizing

1 Depict

2 Represent
3 Illustrate

4 Draw

5 Show

6 Use models
7 Diagram

8 Chart

Level 3: Analysis

Matching

1 Categorize

2 Differentiate

3 Discriminate

4 Distinguish

5 Sort

6 Create an analogy

7 Create a metaphor

Classifying

1 Organize

2 Sort

3 Identify a broader categories
4 Identify categories

5 Identify different types

Analyzing
Errors

1 Identify problems

2. Tdentifv iccnes

3 Tdentifv misnnderstandinog
4 Assess

5 Critique

6 Diaonosce

7 Evaluate

8 Edit

9 Revise

Generalizing

1 What conclusions can be drawn

2 What inferences can be made
3 Create a generalization

4 Create a principle

5 Create a rule

6 Trace the development of
ZForm conclusions

Specifying

1 Make and defend

2 Predict

3 Judge

4 Deduce

5 (What would have to happen)
5 What would have to happen
6 Develop and argument for

7 Under what conditions
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HOTS Conceptualizations of HOTS
Decision 1 Select the best among the following
Making alternatives

2 Which among the following would be the best
3 What is the best way)

4 Which of these is most suitable

Problem 1 How would you overcome
Solving 2 Adapt

3 Develop a strategy

4 Figure out a way to

5 How will you reach a goal under these
Matching conditions

1 Generate and test
2 Test the idea that

3 What would haopen if
4 How would you test it

Experimenting

5 How would you determine if

6 How can this be explained

Level 3: Knowledge Utilization

7 Based on experiment, what can be predicted

1 Research

2 Find out about

3 Take a position on

Investigating o
4 What are the differing features of

5 How did this happen
6 Why did this happen

7 What would have happened if
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Appendix F: Final Version of ‘The Reading Comprehension Test in Turkish’

Sevgili Ogrenciler,

Mersin Universitesinde siirdiirdiigiim doktora tez calismam icin degerli bilgilerinize
gereksinim duymaktayim. Ekte bir “Tiirkce Okudugunu Anlama Sinavi” bulunmaktadir.
Bu sinavin her sorusunu yanitlamaniz, sorulari bos birakmamaniz ¢aligmamin saglikli
ilerlemesi agisindan ¢ok onemlidir.

“Tiirkce Okudugunu Anlama Simavi1” 23 sorudan olusan soru kagidi ve cevap kagidindan
olugmaktadir. Sizden sorularin dogru cevaplarini 28 dakika icinde cevap kagidina
isaretlemeniz beklenmektedir. Cevap kagidi iizerinde doldurmaniz gereken ‘ad-soyad’,
‘sinif” gibi boliimler bulunmaktadir. Liitfen bu bdliimleri doldurarak gerekli bilgileri
yaziniz. Yazacaginiz bu bilgiler ve alacaginiz puan higbir sekilde hi¢ kimse ile
paylasilmayacaktir. Adiniz ve soyadiniz tez ¢aligmamin higbir yerinde gegmeyecek, bu
sinavin sonucu hicbir sekilde ders notunuz olarak kullanilmayacak ve aldiginiz puan okul
notlarimizla herhangi bir sekilde iliskilendirilmeyecektir.

Siav sorularini cevaplandirmaniz tez ¢alismamin en énemli boliimiinii olugturacaktir. Bu
nedenle verdiginiz destek ve gosterdiginiz ilgi i¢in size simdiden ¢gok tesekkiir ederim.

F. Banu Tiimay
Doktora Ogrencisi

ADRES:

Mersin Universitesi
Yabanci Diller Yiiksekokulu
Ciftlikkoy Kampusu
Yenisehir/MERSIN

E-POSTA:
fbtumay@yahoo.com

TEL. : 5324430188
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1. I. Eriyen camin kum zerreciklerini birbirine
yapistirmasiyla ylizyillarca saglam
kalabilen, dayanikli ¢iniler ortaya ¢ikardi.

I1. Ornegin, iinlii Iznik ¢inileri topraktan
degil kumdan yapilir, kumun dagilmasini
onlemek i¢in de cam kullanilirdi.

III. Saglam yapilmis bir bina bile zamanla
yipranabilir, ama varsa, binanin ¢ini
bezemeleri sapasaglam kalir.

IV. Bu saglamlik ¢ininin yapiminda
kullanilan malzemeden ve yapilis
yonteminden kaynaklanir.

V. Kiilge olarak tiretilen cam, pudra héline
getirilip kumla karistirildiktan sonra
kaliplara basilir ve pigmek iizere firina
verilirdi.

Yukaridaki ciimleleri anlamh bir biitiin
olusturacak sekilde siralarsaniz, hangi ciimle
bastan ikinci sirada yer alir?

A)l B) 111 o1V D)
v
2. (D) Yetisme doneminde sevilmis, kisiligine

sayg1 gosterilmis, kendisiyle barigik bir insan
degilseniz yasamda karsilagacaginiz kimi
gligliiklerin tistesinden gelemezsiniz. (I) Yasamda
¢irkin-gulJzel ikilemi, insan1 kendisine siirekli
¢ekidiizen vermeye zorlayan bir yargilama 6l¢iitii.
(IIT) Caliskanliginiz, yaraticiliginiz, iletisim
beceriniz, sorumluluk bilinciniz, diiriistliigiiniiz,
igtenliginiz, adalet duygunuz ikinci planda
birakilarak yalnizca bu ¢ergevede degerlendirilmeye
tabi tutuluyorsunuz. (IV) Bu durumla karsilagan bir
insanin bdylesi bir Ol¢iitii yadsimasi ve kendini
bedensel goriiniigii disindaki 6zelliklerle de var
etmeye caligmasi, yadirganacak bir davranig
sayilmamali.

Yukaridaki paragrafta anlatimi bozan ciimle
asagidaki seceneklerden hangisinde
bulunmaktadir?

Al B)II C)III D) IV

3. Bildigimiz turnadan daha kii¢iik ve zarif
olan telli turnanin tepesinde kirmizilik yoktur.
Basindaki ve boynundaki siyah tiiyler
gogsiinden asagiya sarkar. Goziiniin gerisinden
¢ikan beyaz tiiyleriyle diger akrabalarindan
ayrilan telli turna, diinyadaki en yaygin ikinci
turna tiirtidiir. Ne var ki, artik bu tiire
Tiirkiye’de ¢ok az rastlaniyor. Ciinkii telli
turnalarin iireme alan1 olan, ayn1 zamanda
Nisan-Eyliil arasindaki gog¢leri sirasinda
konakladiklar1 Dogubeyazit sazliklari ile Mus
Ovast gevresindeki sulak ¢ayirlar yildan yila
azaliyor. Dogu Anadolu’daki akarsu
vadilerinde, 20-30 ¢ift telli turnanin iiredigi
tahmin edildigi halde, konuyla ilgilenen bir
dernek tarafindan ancak 11 telli turna
bulundugu belirtilmis. Hangisi dogru olursa
olsun bu rakamlar, barindirdig: 465 kus tiiriiyle
kus bilimciler ve gézlemciler i¢in bir cennet
olan Tiirkiye’de telli turnanin neredeyse yok
oldugu ve acilen 6nlem alinmazsa ¢ok yakin
bir zamanda yalnizca tiirkiilerde yasayacag1
anlamina geliyor.

Yukaridaki paragrafa gore telli turnalarin
sayllarinin azalmasinin nedeni asagidakilerden
hangisidir?

A) Telli turnalarin Tiirkiye’de sadece Nisan-
Eyliil aylarinda konaklamalar1

B) Telli turnalarin Tiirkiye’de konakladiklari
yerlerin giderek azalmasi

C) Telli turnalarin diger turna tiplerine
benzemesi nedeniyle avlanmalari

D) Telli turnalarin Dogu Anadolu akarsu
vadilerine ulagamamalar1



4.

Dil kusurlu olursa, kelimeler diislinceyi iyi
anlatamaz. Diisiince iyi anlatilmazsa, yapilmasi
gereken seyler dogru yapilamaz. Gorevler
dogru yapilamazsa tore ve kiiltiir bozulur. Tore
ve kiiltiir bozulursa, adalet yanlis yola sapar.
Adalet yoldan ¢ikarsa, saskinlik igine diisen
halk ne yapacagini, isin nereye varacagini
bilmez.

Yukaridaki paragrafta vurgulanan ana diisiince
asagidakilerden hangisidir?

5.

A) Diisiincelerin dogru aktarilmasinda dilin
dogru kullanilmasinin gerektigi

B) Gorevler, kiiltiir, gérenekler ve adaletin
dilin en 6nemli temeli oldugu

C) Toplum diizeninin saglanmasinda dilin ¢ok
O6nemli bir rolii oldugu

D) Bireylerin, dilin korunmasinda sorumluluk
sahibi olmasi gerektigi

Tarihin hangi asamasinda, hangi bi¢gimde
ortaya ¢ikarsa ¢iksin elestirel diisiinceye
getirilen yasaklamalar ve kisitlamalar, baski
donemlerinin ortak yanini olusturur. Edebiyata
konulan sansiirden, kitap yakmaya, basin
kisitlamalarindan, diisiince sugundan
tutuklamaya degin ¢esitli bicimlerde ortaya
¢ikan bu yasaklamalar, diisiinemeyen, soru
sormayan, yalnizca kendisine verilen
buyruklara korii koriine boyun egen, beyni
yikanmis insanlar yetistirmeye yoneliktir.

Yukaridaki paragraftan cikarilacak en kapsaml

yargi asagidakilerden hangisidir?

A) Baskici yonetimler tarihin her déneminde
bilimsel diisiinceyi cogunlukla sug
saymuistir.

B) Diisiinceye uygulanan baskilar, tarihin her
asamasinda daima sanatin ilerlemesini
engellemistir.

C) Sanat eserlerine ve diisiinceye uygulanan
baskilar, insanlar1 olumsuz yonde
etkilemistir.

D) Antidemokratik dénemlerde uygulanan
baskilar kisiliksiz bireylerin yetismesine
neden olmustur.

Bazilar1 resmen esek sakasina doniisen
kamera sakalari, televizyonun en sirtlan
tebessiimiinii sergiliyor. Algakca kurgulanmis
tuzaklara diistiriilen yardimsever insanlarin
samimiyeti ile dalga geciliyor. Sonra 6ziir mii
oviinme mi oldugu bilinmeyen bir civiklikla,
“Bu bir kamera sakasiydi, bakin kamera
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orada.” diyerek marifetlerini itiraf ediyorlar.
Biz seyirciler, ekranda olup bitene hain hain
giiliiyoruz. Aldatilan insanlar saskin, mahcup,
ezik “Ya Oyle mi? Aman ne hos!”
gevelemesiyle aslinda aglamak istedikleri halde
giiltimser gibi yapiyorlar.

Yukaridaki paragrafta yazarin asil yakindigi
asagidakilerden hangisidir?

A) Televizyondaki bazi eglence
programlarinin inandirici nitelikten yoksun
olmasi

B) Televizyonlarin genelde bilingsizlik
asilayici ve asagilayict olmasi

C) Televizyon izleyicisinin ¢ogunlukla kotii
niyetli ve bilingsiz olmasi

D) Televizyonlardaki bazi programlarin, iyi
niyetli insanlar1 rencide edici olmasi

7. Sen anlagilmay1 bosa beklemigsin, ben
¢oktan iimidimi kestim. Herkes kendi
diinyasinda. Koca, ¢ocuklar, ana, baba, dostlar,
arkadaglar... Ne zaman senin farkina varirlar
biliyor musun? Bir hizmeti eksik yaparsan
elestirmek igin. Artik biliyorum bunu. Ben de
onlara aldirmiyorum. Haydi bakalim ne halleri
varsa gorsiinler.

Yukaridaki paragrafta konusan Kisinin asil
yakindigr asagidakilerin hangisidir?

A) Bireyler arasinda yaganan ¢ekismelerden
B) Bireylerin birbirinden sikilmalarindan

C) Bireylerin birbirine yabancilagmalarindan
D) Bireyler i¢in yasamin ¢ok zor olmasindan

8. Bahgeye girince, insan bir renk cennetine
girmig gibi olur. Giris yolu boyunca yedi veren
giilleri, ortancalar, gecesefalar1 sagli sollu
insana gililimser sanki. Mavi, kimizi, beyaz i¢
i¢e girmistir. Ana kapinin rengi de senin ¢ok
sevdigin bir renk: Giivercin mavisi. Bir de
glizel ad koymuglar: Huzur.

Yukaridaki paragrafin anlatiminda
asagidakilerden hangisinden yararlanilmanmistir?

A) Betimleme

B) Nesnellik

C) Konugma tarzi
D) Kisilestirme
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9. (D) Bir derginin arastirmasina gore,
iilkemizde siir kitaplar1 satig bakimindan
tiirlere gore sonlarda yer aliyor. (I1) Ote
yandan, gencligimizden kalma ve 6zellikle de
sevgili i¢in yazilmis bir siir defteri de saklariz
genellikle. (IIT) Oysa ki bizim topraklarimizin
bitmez tilkkenmez bir siir gelenegi vardir. (IV)
Yunus Emre, Pir Sultan Abdal, Karacaoglan,
Fuzuli, Nedim, Yahya Kemal, Ahmet Hagim,
say sayabildigin kadar. (V) Yalniz bizim
kanimiz degil, diinyaca iinlii uzmanlarin da
kanis1 bu dogrultuda; ancak siir kitaplar1 yine
de az satiyor.

Asagida numaralari gésterilmis ciimlelerin
hangisi yukaridaki paragrafa uymamaktadir?
A)l B) II

Oll D)V

10. Yaptiklari, sdyledikleri ile gelismez. Ozii
sOziine uyar. Yasayist diisiincelerini tamamlar.
Gorevinin yalnizca bilmek ve dogruyu
gostermek olmadigini, ayn1 zamanda yanlisla
savagmak, iyiyi ve giizeli korumak oldugunu
kavramistir. Bu ¢abasinda kararhidir. Goziinii
budaktan sakinmaz. Kotlimserlige kapilmadig:
gibi hayalperestlige de kapilmaz. Ayaklar1 hep
yerdedir.

Asagidakilerden hangisi yukaridaki paragrafta
sozii edilen kisinin nitelikleri arasinda yer almaz?

A) Uysal
B) Diiriist
C) Tutarh
D) Cesur

11. Insan iligkilerinin 6neminin yeterince
kavranmamis olmasi, cocuk gelisimiyle ilgili
birtakim sorunlar1 da beraberinde getirdi. Soz
gelimi, glinlimiizde, kendi kendine oyun
kuramadigi i¢in iiretken olamayan, edilgen,
cevreye kars ilgisiz, evlere hapsolmusg
cocuklar yetisiyor. (I) Bunlarin hayal giigleri,
erken yasta tanistiklar1 ve hayatlarinin dogal bir
pargast olan televizyonla ve bilgisayar
oyunlartyla sinirlanmig durumda. (II)
Televizyondaki reklamlar ¢ocuklari ticari birer
arag olarak goriiyor. (IIT) Kaba kuvveti ve silah
kullanmay1 6zendiren, sanat degeri diisiik
filmler ve kimi yayinlar yiiziinden 6zellikle
cocuklar, cesitli psikolojik sorunlarla yiiz yiize
geliyorlar. (IV)

Diisiincenin akisina gore, “Biitiin bunlardan daha
da onemlisi, bu tiirden olumsuzluklar tekrar tekrar
yasaniyor.” ciimlesi, yukaridaki parcada
numaralandirilmis yerlerden hangisine
getirilebilir?

A)l B)II

O) I D) IV

12. (I) Unlii yazar Bacon, insanoglunu iyi ve
kotiintin bir karigimi olarak goriir. (IT) Ona
gore, her iyi insanin i¢inde bir kotii taraf, her
kotii insanin i¢inde de iyi bir taraf vardir. (III)
Bunu bildiginden, insanlar1 oldugu gibi kabul
eder. (IV) Okur da bu tutumla yaklagmalidir
Bacon’un denemelerine. (V) Iyi bir okur neyi
okumasi gerektigini bilmelidir. (VI)
Okuduklarinda abartili mesajlar, idealize edilen
tipler aramamalidir.

Asagida numaralari gosterilmis ciimlelerin
hangisi yukaridaki paragrafin ana diisiincesine
uymamaktadir?

A) 11 B) IV. o) V. D) VI.



13. Bir yazar, kendisiyle soylestigi bir
yazisinda soyle diyor: “Her yas doneminin
insan1 ayridir. Yirmili yaglarin insantyla ellinin,
altmisin, yetmisin hele seksenin, doksanin
insant ayni insan midir?” Ayni olur mu hig?
Degisim salt fiziksel 6zelliklerimizi degil, asil
i¢ diinyamizi kusatiyor. Bakiyorum bir
zamanlar hi¢ umursamadigim olaylar, haberler
simdi derinlemesine etkiliyor beni. Yargilayici,
elestirel bir agidan bakiyorum her seye. Ister
istemez sorunlarin sarmalinda buluyorum
kendimi. Ofkeleniyor, ullzulllullyorum.
Dinginligimi yitirdigim, icimin allak bullak
oldugu boyle anlarda ¢cevremdekiler de
yatistiramiyor beni; tutunacak bir dal, si§inacak
bir yer artyorum. C6zulIm aradikga, siire ya da
romana siginmanin daha iyi geldigini
dulJsullnullyorum.

Yukaridaki paragraftan yashlarla ilgili olarak
asagidakilerin hangisine varilamaz?

A) Mutsuzluklar bir bagina kaliglarindan
kaynaklanir.

B) Farklilastiklarinin bilincinde olurlar.

C) Karsilastiklar: giinliik gerceklere tepki
gosterirler.

D) Tanik olduklar1 durumlara yeni anlamlar
yiiklerler.

14. Varliklar i¢inde kendi degerleri ile
6l¢iilemeyen ne yazik ki insandir. Bir at1 giiglil,
cevik ve saglikli oldugu i¢in dveriz; altin,
glimis islemeli kogsumlar i¢in degil. Bir kdpek
sadakati ve zekastyla oviiliir; tasmasinin
parlakligiyla degil. Nicin bir insan1 da kendi
degerleri ile 6l¢miiyoruz? Nigin ‘giizel evi
varmis, son derece liikks arabasi, su kadar geliri
ve itibar1 varmis’ gibi degerler 6n plana
¢ikiyor?

Asagidakilerden hangisi, yukaridaki paragrafa
konacak en uygun bashk olabilir?

A) Deger Yargilarmin Ozelligi
B) Deger Yargilarinin Yanlishig:
C) insanin Degersizligi

D) Varlikli Insanlar
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15. Tuz Golii son yagislarla yeniden eski haline
kavustu. Gegen yillardaki kuraklik, bilingsiz
sulama ve kirlilik nedeni ile yok olma
durumuna gelen Tuz Golii son yagislarla
tamamen dolarken alinan dnlemler de etkisini
gostermeye basladi. Artik gogmen kuslar
bolgeye gog¢ ederken gol de halkin ilgi odagi
olmaya basladi. Sereflikoghisar’da “beyaz
elmas” olarak nitelendirilen tuz, iireticilerin
yliziinii giildiiriirken bdlgede bulunan turizm
igletmelerini de hareketlendirdi.

Tuz Gélii bashkl paragrafta yer alan “Gegen
yillardaki kuraklik, bilingsiz sulama ve kirlilik
nedeni ile yok olma durumuna gelen Tuz Golii son
yagislarla tamamen dolarken, alinan 6nlemler de
etkisini gostermeye baslad1.” ciimlesindeki
kuraklik icin alinan énlemler asagidakilerden
hangisi olabilir?

A) Tuz Golii gevresindeki sanayi atiklarinin,
yasalarin belirttigi sekilde yok edilmesi
B) Tuz Golii gevresindeki yesil alanlarda
yapilan bina sayisinin hizla arttirilmasi
C) Tuz Go6liniin ¢evresindeki topraklarin
turizme acilarak hareketlilik saglanmasi
D) Tuz Golii’'nden elde edilen su ile gol
¢evresindeki kurak arazilerin sulanmasi

16. Elli yildan beri yapilan arastirmalarda
biiylik 0zanimiz i¢in karanlik kalmig yerler
vardir. Bunlardan birisi Istanbul’a gitmedigi,
biiyiik sehirlerde taninmadigi, sadece asiret ve
koy ¢evrelerinde tanindig1, linlinii bu
cevrelerde sagladigi goriistidiir. Oysa, bu goriis
artik kokiinden yikilmaigtir.

Yukaridaki paragraf, asagidaki sorulardan
hangisinin cevabi1 olabilir?

A) Karacaoglan’in yerelligi ve ulusallig1 ne
derece mevcuttur?

B) Karacaoglan’in konularini yerel dgelerden
almasi sakincalt m1?

C) Sizce Karacaoglan hakkinda yapilan
arastirmalar yeterli midir?

D) Karacaoglan ve kent sairleri arasinda
herhangi bir fark var midir?
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17. soruyu asagidaki metne gore cevaplayniz.

Perde
Giiniin yorgunlugu omuzlarima agir gelmeye
baslamis evime dogru yol aliyordum her zamanki
gibi yavas ve sessiz. Aksam karanlig1 ¢cokmek iizere
iken sokak ortasinda misket oynayan ¢ocuklara gitti
goziim. Pencerede bagiran annelerini gérdiim bir
anda. Iste o anda kendi ge¢misimde kayboldum.
Tam 30 y1l geriye gittim zaman tiinelimde.
Mabhallede iki tane renkli misket i¢in kavga ettigim
komsunun ¢ocugu Sabri gelmisti aklima. Annemin
“Hadi artik ¢cabuk eve gel” diye bagirisi birden
kulaklarimda ¢inladi. Bir an bogazim diigiimlendi,
gozlerim doldu.
Annemden ayrilali 10 y1l olmustu, her aklima
geldiginde nedense hep boyle kotii olurdum. O da
beni erken terk etmis, beni bu diinyada yapayalniz
birakmisti. Babami ise evdeki resimlerinden
tantyordum. Alninin teri ile ekmegini kazanan bir tir
soforliiymiis. Son ¢iktig1 yolculuktan bir daha hig
donememis. Annem babamdaki biitiin 6zelliklerin
bende de oldugunu soyler dururdu.
Askeri okula bagladigimda annem ne kadar da
sevinmisti. Birden okulumda silah tuttugum ilk giin
gelmisti gézlerimin Oniine. Yillar ne de ¢abuk
geciyordu. Girdigim o son operasyon perde olmustu
birden. Neyse ki annem buna sahit olmamast.
Vurulup da yikildigim o diisiisii tekrar tekrar
goriiyorum: hemen karsimda, beyaz perdede
oynayan bir film gibi. Sonra ameliyathane ve
tepemde yanan 1s1klar... En kotiisli de parcalanan
kolumdan ayrildigim giiniin acist.
Artik kose basinda reklam brosiirii dagitan bagka
birisi olmustum.

Asagida yazarin yasadig olaylar bulunmaktadir.

Yavas ve sessizce evine dogru yiirlimesi
Iki misket i¢in kavga etmesi

Annesinin 6lmesi

Babasinin 6lmesi

Askeri okula baglamas1

Kolunu kaybetmesi

Reklam brosiirii dagitan biri olmasi.

Nk WD~

Yazarin yasadidi olaylar1 1’den 7’ye kadar
kronolojik olarak siraya Koyarsaniz,
asagidakilerden hangisi dogru secenek olur?

A) 1-7-6-5-3-2-4
B) 1-2-4-5-6-3-7
C) 4-2-5-3-6-7-1
D) 4-7-2-1-5-3-6

18.

Ozanmn ilk siir kitabini bunca yil

ertelemesinin nedeni, gizlenmeyi seven bir
kisiliginin olmasindan c¢ok, yazdiklarini kolay
kolay begenmeyen, kusursuzu arayan biri
olmasryd1 santyorum.

Kendisinden boyle soz edilen bir sanat¢i
asagidaki deyimlerden hangisiyle
nitelendirilebilir?

A)
B)
)
D)

19.

Igneyle kuyu kazan
Isine dort elle sarilan
Isini saglama alan

Ince eleyip sik dokuyan

Yakin zaman 6nce 6len bilim kurgu

tiiriiniin biiyiik ustas1 Ray Bradbury’nin
‘Yazma Sanatinda Zen’ adl1 kitabinda sdyle bir
s0z vardir: “Her zaman ugurumdan atlamalisin,
kanatlarin sonradan ¢ikar”.

Yazar, “Her zaman ugurumdan atlamalisin,
kanatlarin sonradan ¢ikar” ciimlesiyle
asagidakilerden hangisini anlatmak istemistir?

A) Tehlikenin, basar1 i¢in gerekli olabilecegini

B) Beklenmedik sikintilarla
karsilagilabilecegini

C) Bir amag i¢in her seyin goze alinabilecegini

D) Cesaretin, basariya ulastirabilecegini

20. Sinema, bence bir {irlin ortaya koymanin en
zor oldugu alanlardan biri. Bir projenin
senaryoya, sonra da sinema filmine doniigmesi,
uzun, zahmetli, pek ¢ok kisiden ve teknolojiden
yararlanmay1 gerektiren pahali bir is.
Televizyon dizilerinde de buna benzer yanlar
yok degil. Ne var ki hizla yapilan, hemen
seyirci karsisina ¢ikarilan, bir gecede tiiketilen
bir dizinin tek hedefi, izleyicisini ekran basinda
tutmak. Sinema filminde 6nemli olan “6zen,
yaraticilik, 6zgiinliik”, televizyon dizilerinde
pek de goriilmeyen dzellikler. Ozetlemek
gerekirse, ------ .

Yukaridaki parcanin sonuna diisiincenin akisina
gore asagidakilerden hangisi getirilebilir?

A) bir sinema filminin {iretimi i¢in gerekli olan
her sey, televizyon dizilerinin {iretimi i¢in
de gerekli

B) sinemada “sanatin kurallar”, dizilerdeyse
“televizyona 6zgii kurallar” gegerli

C) televizyon dizilerinin izleyiciyi televizyona
baglamasimin nedeni, onlardaki merak
Ogesinin yarida kesilmesidir

D) c¢ok sayida dizi ve film iiretme, bu alanlarin
gelismesine katkida bulunur



21. Bu yazarimiz, anilarini anlatirken araya
bagka yazarlarin anilarini, diigliniirlerin anilar
iizerine soylediklerini de katiyor. Boylece
yazdiklari, okurda, anlatilanlarin iginde
olusturulmusg yeni bir metin tadi da birakiyor.

Yukaridaki parcada sézii edilen yazarin boyle bir
yol izlemesinin amaci asagidakilerden hangisi
olabilir?

A)  Ani tiirliniin, yaygin bir yazinsal tiir
oldugunu okuruna gdsterme

B) Kendisiyle baska yazarlar arasindaki
benzerlikleri ortaya ¢ikarma

C) Okurlarda, kendi anilarin1 yazma istegi
uyandirma

D) Anlatilanlara, okurun degisik acilardan
bakmasini saglama
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22. - 23. sorular1 asagidaki paragrafa gore
cevaplayiniz.

Karincalar1 ¢ok severim. Cocukken arkadaglarimla
evimizin bahg¢esindeki karinca yuvalarini merakla
incelerdik. Karincalarin oradan oraya gidis
gelislerine, koca koca nesneleri diise kalka
yuvalarina tasimalarina ¢ok sasirirdik. Insanlar gibi,
zaman zaman birbirleriyle miicadele ettikleri de
olurdu. Oysa arilar dyle degildir. Aralarindaki is
boliimiine uygun calismalar1 ve ¢aliskanliklariyla
karimncalar1 geride birakir.

22. Bu parcadan karincalarla ilgili olarak
asagidakilerin hangisi cikarilamaz?

A) Ornek davraniglar sergiledikleri

B) Bazi hareketleri ile dikkat ¢ektikleri
C) Bazi yonleriyle insanlara benzedikleri
D) Cocuklar i¢in ¢ok ilging olduklari

23. Arnilar ve karincalarla ilgili olarak
asagidakilerden hangisi soylenebilir?

A) Ayni derecede ¢aligkan olmalari

B) Insanlar gibi miicadeleci olmalari

C) Karincalarin daha miicadeleci olmalari
D) s boliimii yaparak buna uymalari
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Appendix G: Final Version of ‘The Reading Comprehension Test in English’

Sevgili Ogrenciler,

Mersin Universitesinde siirdiirdiigiim doktora tez calismam igin degerli bilgilerinize
gereksinim duymaktayim. Ekte bir “Ingilizce Okudugunu Anlama Sinav1”
bulunmaktadir. Bu sinavin her sorusunu yanitlamaniz, sorulari bos birakmamaniz
caligmamin saglikli ilerlemesi agisindan ¢ok dnemlidir.

“Ingilizce Okudugunu Anlama Sinav1” 24 sorudan olusan soru kagidi ve cevap
kagidindan olusmaktadir. Sizden sorularin dogru cevaplarini 30 dakika i¢inde cevap
kagidina isaretlemeniz beklenmektedir. Cevap kagidi iizerinde doldurmaniz gereken
‘ad-soyad’, ‘stif” gibi boliimler bulunmaktadir. Liitfen bu bdliimleri doldurarak
gerekli bilgileri yaziniz. Yazacaginiz bu bilgiler ve alacaginiz puan higbir sekilde hig
kimse ile paylagilmayacaktir. Adiniz ve soyadiniz tez ¢aligmamin higbir yerinde
gecmeyecek, bu sinavin sonucu hicbir sekilde ders notunuz olarak kullanilmayacak ve
aldiginiz puan okul notlarinizla herhangi bir sekilde iligkilendirilmeyecektir.

Sinav sorularini cevaplandirmaniz tez ¢alismamin en énemli boliimiinii olugturacaktir.
Bu nedenle verdiginiz destek ve gosterdiginiz ilgi i¢in size simdiden ¢ok tesekkiir
ederim.

F. Banu Tiimay
Doktora Ogrencisi

ADRES:

Mersin Universitesi

Yabanci Diller Yiiksekokulu
Ciftlikkoy Kampusu
Yenisehir/MERSIN

E-POSTA:
fbtumay@yahoo.com

TEL. : 5324430188
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Read the following passage and answer the
questions
1-3.

One day before the New Year’s Eve, 1971,
Juliana Koepke, a seventeen-year-old German
Girl, and her mother left Lima by plane because
they wanted to spend the New Year’s Eve with
Juliana’s father, who was the manager of a bank
in Pucallpa, another town in Peru. Forty-five
minutes later, there was a terrible storm so the
plane hit a mountain and crashed. Juliana fell
from 3000 meters, fastened in her seat. She did
not die when the seat hit the ground, but she was
unconscious all night.

The next morning Juliana looked for pieces of

the plane and called for her mother. Nobody
answered, and she only found a small plastic bag
of sweets. Juliana’s left arm was broken, her knee
was badly hurt and she had deep cuts on her legs
and arms. She had no shoes and she was wearing
only a dress, which was badly torn but she
decided to try to get out of the jungle. She knew
that she would die if she stayed there. She started
to walk. She did not have anything to eat for two

days, so she felt very weak. She heard helicopters,

but could not see them above the trees, and of
course, they could not see her.

After four days, she came to a river. She
walked and swam down the river for another few
days. At last, she came to a small village house.
Nobody was there, but that afternoon, four
farmers arrived. They took her to a doctor in the
next village.

Juliana learned afterwards that there were three
other people who were not killed in the accident,
but she was the only one who got out of the
jungle. It took her ten days.

1. What does the underlined word “there”
in Paragraph III mean?

A) the village

B) the river

C) the village house
D) the next village

2. What can be said for Juliana’s
character?

A) happy and careless
B) brave and lucky
C) hopeless and weak
D) shy and bossy

3. What is the best title to the paragraph?

A) A Flight in Peru

B) The Koepkes’ New Year

C) The Death of Juliana’s Mother
D) Juliana’s Difficult Journey

Read the poem ‘The Fog’. The meaning of the
word ‘haunches’ is given in the box.

Fog

The fog comes on little cat
feet.

*haunches: the
back legs of an
animal

It sits lookingover harbor and cityon silent
haunches* and then moves on.

Carl Sandburg
4. What is the meaning of the first two
lines?
“The fog comes

on little cat feet.”

A) A little cat comes when the fog comes
over the city and the harbor.

B) A little cat and the fog come together to
watch the city and the harbor together.

C) The fog comes over the city and the harbor
similar to a little cat’s walk.

D) The cat sits on its haunches when the fog
comes over the city and the harbor.

Home Sweet Home

For many British people, a house is the most
important thing in their lives. In fact, 60% of the
population doesn’t live in rented housing. They
would rather have their own houses, but prices are
going up all the time and many young people do
not have enough money to buy a house. They live
in small flats or their parents’ house even when
they are married.

Prices are especially high in the southeast of
England. In the north and in Scotland prices are
quite low. Young people often buy old houses,
perhaps more than a hundred years old because the
new houses are so expensive. But they have to
spend a lot of time and money on repairs and
decoration.



5. Which of the following statements is false?

E) 60% of the population lives in their own
houses because it is important to them.

F) Old people can buy old houses preferably
because they don’t like new houses.

G) 40% of the population rents houses
probably because they can’t afford to buy
anew one.

H) Most young people live in their parents’
house because the housing is expensive.

Read the following sentences.

“Let me tell you how I got my first job last year. ---

_n

I. A young woman sat next to me and we
started talking.

II. She told me that she was a manager in a
communication company and looking for an
assistant.

III. After the university, I tried to find a job for
six months, but I couldn’t.

IV. Finally, one day while I was eating a
sandwich in a coffee shop, my luck began to
change.

V. She gave me her business card, and within
one week, I was her assistant.

VI. Itold her that I was very interested in
communication and studied it for four years at
university.

6. Put the given sentences (from I to VI)
into order to make a paragraph.

A) IMI-IV-I-1II-VI-V
B) V-I-II-II-IV-VI
¢ MmM-Iv-VI-I-1I-V
D) V-II-VI-I-II-1IV

(D) Tam a Thai girl living in the USA, and there
are many things that I must get used to. (II) First of
all, I must get used to a new kind of food. (IIT) I am
learning to eat many hamburgers because they are
cheap and they are easy to buy. (IV) The people are
different and I’m learning to meet new foreign
friends. (V) For example, two of my friends are
from Pakistan. (VI) Pakistan is a hot country and
my friends love it very much. (VII) The weather is
another thing that I must get used to. (VIII) Some
days it is hot just as my country, but on other days,
it is cold and this is very strange for me. (IX) In
short, I’'m adjusting to the USA in many ways, but
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it is not a problem for me because I like to know
about different places and people.

7. Which sentence does not belong to the
paragraph?
A) Il B) 111 C) VI D) VIII

Read the following passage and answer the
questions 8-9.

A Weekend in Marrakech
The most popular city in Morocco built in an
oasis.

Day One

Arriving at the international airport of Marrakech, I
enter an unknown world. I stay in a traditional
house in the old city. There are hundreds of these
very popular old houses, called riyads. The people
have turned these houses into charming
guesthouses. A few visitors may prefer the luxury
of a hotel like the La Mamounia. This famous hotel,
which Winston Churchill described as ‘the most
beautiful place on earth’, has recently reopened its
doors after the repair. At night, all streets lead to
Djemaa El Fna, the main square that becomes a
huge restaurant when the sun sets.

Day Two

Explore the old city, the famous Medina. The old
suugs -or narrow streets - are perfect for shopping.
Necessary equipment: a good map, comfortable
shoes and strong bargaining ability.

Marrakech reveals its secrets through the taste of
spices and the voices of merchants selling herbs,
pottery, leather jackets and, of course, carpets.
Nearby, there are all kinds of shows: acrobats,
musicians, fortune-tellers, snake-charmers and
exotic dancers. People say Koutoubia Mosque is the
city’s most important place and it is very
impressive. However, entrance to it is only allowed
to Muslims, so I cheer myself up in Dar Moha,
Medina’s most famous restaurant.

8. The La Mamounia Hotel is

A) new
B) ordinary
C) cheap
D) popular
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9. One thing you can do in Medina is to

A) listen to the street musicians
B) check in a luxurious hotel
C) fly to your home town

D) stay in a nice guesthouse

Read the following passage and answer the
questions 10-12.

Skyscrapers

The term ‘skyscraper’ has been used in a
number of ways over the years: a high-flying bird, a
very tall man. At the end of the nineteenth century,
the word was used to refer to buildings of ten floors
or more. Later, an elevator was used to take people
up to the higher floors, as in the most famous
skyscraper, the Empire State Building.

In the nineteenth century, as cities grew
more crowded, people needed to make room for
offices on a small piece of land, because the land
was not enough for them and as a result the land
prices were very high. So, it was necessary to build
higher buildings.

Complete the sentences in questions 10-12 in the
correct way.

10. In the past, the word ‘skyscraper’

A) didn’t have different meanings
B) didn’t have any meanings

C) had the same meaning as today
D) had more than one meaning

11. In the nineteenth century, skyscrapers
were needed

A) for businessmen
B) for poor people
C) for engineers

D) for tall men

12. What does ‘them’ mean in
Paragraph I1?

A) offices
B) people
C) land

D) room

Choose the best word for each question to
complete the following paragraph.

Shakira
Shakira is a famous singer. She began her singing
career in Colombia, where she was born and (13)
became famous in Latin America in the
early 1990s. Her first (14) is Spanish, but
she also speaks English and Portuguese (15)

. Shakira showed her talent as a teenager
at school, where she sang rock and roll, as well as
Latin and Arabic songs. Shakira is also well-known
for her social work and especially her work for the
poor. She has performed at a large number of
charity concerts such as the Live 8. Shakira's (16)

‘Waka Waka” (This Time for Africa),
was chosen as the official song for the 2010 FIFA
World Cup.

13. A) regularly B) seriously C) quickly
D) clearly

14. A) language B) nationality = C) country
D) city

15. A) happily  B) carefully C) fluently
D) busily

16. A) strong B) popular C) noisy
D) smart

17. Leslie’s main music list has forty rock

songs; fifteen rap songs, and one folk song. It
also contains twelve classical instrumentals.

Which statement is probably false?

A) Leslie loves listening to music.
B) Leslie listens to a wide range of music.
C) Leslie likes rock much better than rap.
D) Leslie’s favorite music is folk.



18. A group of children were preparing to play
a game. Bill and Jessica were almost done
taking turns choosing the players for their
teams. It was Jessica’s turn to choose, and
only Paul was left, so Jessica said, “Paul.”

We can say that

A) Jessica was thoughtless about Paul’s

feelings

B) Jessica was pleased to have Paul on her
team

C) Paul was the best player in either of the
teams

D) Paul was the worst player in the game

19. Emir rarely rides to school in the morning.
He could take the school bus but he prefers to
walk the two kilometers from his home to
school. He believes that the walk wakes him
up and improves his learning throughout the
day.

Which statement is true according to the
paragraph?

A) Emir never rides to school.

B) Emir always takes the bus to school.
C) Emir goes to school tired of walking.
D) Emir thinks learning is important.

The Body Shop

When I opened the first 'Body Shop' in 1976, my
only purpose was to earn enough money to feed my
children. Today "The Body Shop' is an international
company rapidly growing all around the world. In
the years since we began, I have learned a lot.
Much of what I have learned will be found in this
book and I have something important to say about
how to run a successful business.

It's not a normal business book, nor is it
just about my life. The message is that to succeed in
business you have to be different. Business can be
fun; you can run it with love. In business, as in life,
I need to enjoy myself, to have a feeling of family
and to feel excited by the unexpected. I have always
wanted the people who work for "The Body Shop' to
feel the same way.

Now this book sends my ideas out into the
world, makes them public. I'd like to think there are
no limits to our ‘family’; there are no limits to what
we can do.

201

20. What is the writer's main purpose in
writing ‘The Body Shop’ ?

A) To tell the reader how successful her
private life is.
B) To explain how her successful company

runs.

C) To introduce how her successful life goes
on.

D) To inform how hard to grow up successful
children.

Read the following paragraph and choose the best
answer for questions 21-22.

Scientists have known for a long time that
vitamin D is fundamental for human. If children
don’t have enough vitamin D or calcium, they can
have a bone illness, which we call rickets. New
studies shows that people of all ages need vitamin
D to help them fight off diseases by keeping their
immune systems strong.

21. If something is fundamental, it is

A) harmful
B) important
C) serious

D) needless

22. Which of the followings is the main idea
of the paragraph?

A) Vitamin D is found in a lot of food.

B) Vitamin D is studied by scientists.

C) Vitamin D is essential to children.

D) Vitamin D is necessary for good health.
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Read the following paragraph and choose
the best answer for questions 23-24.

Camping is an inexpensive and fun choice

for a family vacation. However, if campers don’t
get prepared well, camping can be a disaster.

If they do not make a list, they will forget
something important, also they will be sorry if they
do not have the right equipment. Another problem
is bad weather. The campers have to check into

a motel if it rains. Camping in the rain is never fun.
Finally, insects will ruin a vacation easily.

Flies will make an evening meal out of
unprotected campers. In conclusion,

wise campers know how to prepare so that

they will not be surprised by these unfortunate
causes of disaster.

23. Which of the following statements is
false according to the paragraph?

A) Campers should listen to the weather
forecast before they go camping.

B) Campers should save lot of money
if they want to go camping.

(0)] Campers should know the places
of the hotels near the camping place.

D) Campers should make a list of necessary
things before they go camping.

24. What is the meaning of the word
‘wise’ ?

A) clever

B) excited
C) interested
D) optimisti
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