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Ab s t r Ac t

The concept of large-scale assessment has long been on the concern of the education system worldwide. PISA, which is one of 
the large-scale international assessment, has been administered in a number of countries worldwide since 2000. When PISA 
was first launched, there was an “unconditional acceptance” of this new application worldwide, whereas studies conducted in 
recent years show that all positive and negative effects of PISA are open to discussion and these discussions are increasing in 
number. Taking these as a starting point, the present research aimed to determine mother tongue teachers’ views on PISA tests. 
Aiming to reveal how the changes created by the universal effect of PISA in language education are perceived and handled 
by teachers, this study was carried out with the relational survey method. The obtained categorical data were analyzed by 
frequency analysis and logistic regression. The study group consists of 98 teachers teaching mother tongue.  In this research 
conducted to determine mother tongue teachers’ views on PISA tests, teachers stated that PISA was effective in developing 
higher-order thinking skills in mother tongue lessons. In addition, according to teachers’ opinions, PISA affects the assessment 
and evaluation process the most among the learning and teaching processes. According to the other findings, teachers stated 
that the question types in national tests changed based on PISA and they partially approved of this change. Also, they thought 
that PISA reading questions were incompatible with Turkey’s education system, and they found Turkey’s rise in the latest PISA 
reading skills ranking significant.
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In t r o d u c t I o n

The concept of large-scale assessment has long been on 
the concern of the education system worldwide. PISA (The 
Program for International Student Assessment), which is 
one of the large-scale international assessment, has been 
administered in a number of countries worldwide since 2000. 
Launched for the first time by the Organization for Economic 
Cooperation and Development in 1999, PISA is conducted to 
measure 15-year-old students’ knowledge and skills in the 
domains of reading, mathematics, and science (Organization 
for Economic Cooperation and Development, 2000: 3). It is 
implemented every three years and in each cycle, one of the 
mentioned domains becomes the focus. It was conducted with 
the participation of 43 countries and economies in 2000, 41 
in 2003, 57 in 2006, 65 in 2009 and 2012, 72 in 2015, and 79 
in 2018. Creative problem-solving was the main domain in 
PISA 2012, collaborative problem-solving in PISA 2015, global 
competencies in PISA 2018, and creative thinking skills in PISA 
2022 (Turkish Ministry of National Education, 2022). About 
eighty countries participated in PISA 2018. This number is 
expected to double by 2030. In this case, students from more 
than 80% of the countries may sit PISA tests (Piro, 2019). In this 
respect, and considering the number of countries and students 
reached, PISA has an important place in education worldwide. 

The purpose of large-scale international assessments 
such as PISA is to allow countries to compare their own 
education systems with those of other countries. The obtained 
data, in turn, enables countries to realize their strengths 

and weaknesses in the field of education and to strive for 
improvement in education. On the other hand, unlike other 
general assessments, PISA, rather than providing a snapshot 
of countries’ performance in PISA, produces detailed analyses 
for countries that relate school practices, financing models, 
and policies with their performance (Gorur, 2006). 

It is possible to say that since its first administration, PISA 
has had a significant impact on the world for two decades. 
PISA is extensively studied by educational researchers all 
over the world, thus influencing academic research as well. 
We can often come across research on PISA in important 
databases. Since 2002, research on PISA has increased rapidly, 
and the results have led to changes in the education policies 
of countries. The number of studies conducted in countries 
that prioritize research on PISA is, indeed, an indicator of 
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improvement in education. In this context, the five countries 
that published the most articles on PISA are the USA (114), 
Australia (72), Germany (69), England (52), and Ireland (31) 
(Hopfenbeck et al., 2018).

When PISA was first launched, there was an “unconditional 
acceptance” of this new application worldwide, whereas studies 
conducted in recent years show that all positive and negative 
effects of PISA are open to discussion and these discussions 
are increasing in number. In this respect, the economic link 
of PISA with the OECD, its basic education views, the way it 
is applied, the way the results are assessed, and its impact on 
global and national education policies have been discussed 
in various studies (Hopfenbeck et al., 2018; Piro, 2019; Zhao, 
2020; Sellar and Lingard, 2013; Bieber & Martens, 2011; 
Takayama, 2008). 

Similarly, the PISA results and the rankings obtained in 
recent years in European countries have also led to various 
discussions (Ringarp & Rothland, 2010; Białecki, Jakubowski, 
& Wiśniewski, 2017). Germany is one of the countries where 
these discussions are most intense. The publication of the 
results of PISA, which was conducted for the first time in 
Germany, created a ‘Tsunami-like effect’ (Gruber, 2006: 195) in 
the country, which was reflected in the literature as Germany’s 
“PISA shock” (Hyökki, 2018; Ertl, 2006). In many countries, 
PISA is causing the “PISA panic,” the idea that a country’s 
education is in a deep crisis (Piro, 2019) and is calling for an 
urgent policy change (Pizmony-Levy, 2018). Ertl (2006) stated 
that these results caused shock waves in Germany’s national 
education and that PISA affected the political discourses, 
curriculum development processes, and academic discourses 
on education in Germany. So much so that Germany’s PISA 
shock made it the focus of research on PISA in Germany in 
the worldwide literature in the following years (Hopfenbeck 
et al., 2018). 

Overall, PISA’s effective role in national education policies 
is based on the premise that PISA tests are reliable and valid 
tools; therefore, this premise provides an international 
comparison of student performances. However, studies in the 
literature have shown that many factors (such as translation, 
item content, educational content differences, exam motivation 
or exam anxiety, writing system, and culture) affect 
measurement equivalence in the international comparison 
of student performances (Bağdu Söyler et al., 2021). Indeed, 
the evaluation of the equivalence of items adapted to different 
cultures and languages can often be overlooked in comparative 
studies (Avvisati et al., 2019). For example, PISA tests are held 
under the assumption that the items translated into different 
languages are understood by the participants to the same degree 
and in the same way, but the research by Oz (2021) shows that 
the equivalence of the items is not always ensured. Similarly, 
Masri et al. (2016) discussed PISA in terms of language and 
translation, Kankaraš and Moors (2014) in terms of cross-

cultural comparability of test instruments, and Rutkowski 
and Rutkowski (2016) in terms of measurement invariance 
between countries. Furthermore, whether the samples selected 
in countries reflect reality has also been discussed (Spaull, 
2018). Anders et al. (2020) discussed which children sat the 
PISA 2015 in Canada, how children with educational needs 
were defined and their inclusion in the research, differences in 
school participation rates, and the situation of absent students, 
and, at the end of their discussion, they argued that Canada was 
not a pioneer in education, contrary to PISA results. In other 
words, the population definitions of the countries participating 
in the assessment, schooling rates, schools excluded from the 
assessment, and which students and schools are included in the 
assessment (Anders et al., 2020) are among the topics discussed 
related to PISA. By attracting public attention to PISA results 
and provoking public debates about education quality, OECD 
aims to influence national education policies (Hopfenbeck & 
Gürgen, 2017). Undoubtedly, PISA provides a rich and diverse 
dataset, but it should be noted that the obtained results always 
depend on the methodology and assessment design used 
(Lafontaine & Monseur, 2009). In addition, it should not be 
forgotten that PISA emphasizes the cognitive dimension of the 
skills that it focuses on, but that education is much more than 
that. Moreover, it should be emphasized that PISA is not an 
institution affiliated with the United Nations, such as UNICEF 
or UNESCO, working for the education/training and rights of 
children and that it does not have legitimate authority. 

Considering the discussions and evaluations in the 
literature, it is underlined that the political, economic, social, 
and cultural differences between the countries participating 
in the PISA cause various problems that directly or indirectly 
affect the results. Tillmann et al. (2008) state that countries 
use PISA results not only to solve educational problems but 
also to reveal the permanence and success of the current 
administration and power, and in this case, the way the 
data produced by PISA is politically processed changes 
depending on the success in education policies. According 
to Gorur (2016), PISA aims to create a kind of ‘standardized 
school system’ with the obtained data and policy guidance 
recommendations. By providing specific content and methods, 
PISA limits teachers’ autonomy and experimentation, hinders 
the progress of education, and leads to the ‘McDonaldization’ of 
teaching. Most importantly, it makes education standardized, 
decontextualized, and portable. According to Carvalho and 
Costa (2015), PISA, as a political tool, first shows countries 
their weaknesses, then makes change a need, and justifies 
the actions it deems necessary to meet these needs, using a 
universal, independent, and scientific basis. In other words, by 
assuming the role of a “global referee,” PISA freely comments 
on and evaluates the education systems of the countries.  In 
this case, it is necessary to question the situations caused by 
ignoring the cultural differences that shape the education 

12 Pegem Journal of Education and Instruction, ISSN 2146-0655 

How Do Large-Scale Assessments Affect Mother Tongue Lessons?



competencies, perceptions, attitudes, and opinions about PISA. 
Özcan & Arık (2018) reported that the general knowledge of 
Turkish teachers about PISA was below the medium level, 
that is, insufficient, Aşıcı (2014) stated that teachers were 
unfamiliar with the structure of the PISA tests, the logic 
behind the questions, and the skills they measure, and Altun 
& Akkaya (2014) determined mathematics teachers did not 
have sufficient knowledge about PISA tests. The results of the 
research conducted by Yıldız (2021) also show that teachers 
still lack knowledge about the texts and questions related to 
reading skills in PISA tests. 

PISA reading questions (PISA, 2022) refer, beyond reading 
texts aloud, to the whole of the competencies that enable the 
reader to establish a close relationship with the information 
in one or more texts given for a specific purpose. Reading 
skills consist of three dimensions: different types of text, 
cognitive processes by which the reader interacts with the 
text, and questions and tasks of different difficulty levels. The 
reader with a certain level of reading skills needs to relate the 
information in the texts to understand what he/she reads and 
solve the given problem. As part of the PISA 2018 reading 
assessment framework, there are four different cognitive 
processes that readers actively use when reading a text. These 
processes are as follows: access to information, interpretation, 
evaluation and reflection, and fluent reading. On the teacher 
side, these cognitive processes are reflected as higher-order 
thinking skills. 

In recent years, it is seen that teachers have to deal with 
the question types in PISA tests rather than the universal 
measurement values of PISA. With this systematic orientation, 
the concept of “PISA-type questions” has entered as a new 
concept in the literature in Turkey. As such, educational 
processes have turned into “teaching question-solving 
strategies” for PISA-type questions, rather than teaching the 
course content. Here, the concept of PISA-type questions 
refers to questions that measure higher-order thinking skills. 
In recent years, teachers have been offered training by the 
Ministry of National Education to develop questions that 
measure higher-order thinking skills. However, this process 
does not aim to evolve the entire education system toward 
developing higher-order thinking skills, rather, the primary 
focus is to achieve a rise in the country’s PISA ranking. In the 
system where questions measuring higher-order thinking 
skills gain importance, especially teachers who give mother 
tongue education are faced with various problems. The results 
obtained from a test that is held in countries with linguistic, 
national, and cultural differences and that does not include 
all four language skills (reading, writing, speaking, listening) 
affect the entire mother tongue education process, which, in 
turn, causes teachers to experience confusion and dilemma 
and the mother tongue education to move away from its basic 
functions. 

system of the countries. According to Masemann (2013) from 
a global perspective, the process of ethnographic examination 
of education cannot be carried out without addressing the 
cultural content of the form of educational transmission. 

PISA and Teachers

PISA results not only cause many educational and political 
reforms in the participating countries but also significantly 
affect teachers who are direct implementers of education. It 
is known that in these reforms, teachers assume the role of 
“intermediaries” between official changes and daily practices 
or “communicators” between the government and students 
(Ioannidou et al., 2017). 

A study in which Turkish teachers also participated found 
that teachers’ perceptions of their values in society had a 
significant relationship with their PISA scores. Accordingly, 
teachers in countries with higher PISA scores feel that their 
work is valued more by society  (Spruyt, Van Droogenbroeck, 
Van Den Borr, Emery, Keppens, & Siongers,  2021). 
Furthermore, in countries that tend to use the PISA ranking as 
a political factor, the responsibility for poor performance being 
placed on the teacher rather than the system causes teacher 
anxiety towards these practices. Teachers working in schools 
with a socially disadvantaged background or in overcrowded 
schools, or in countries with poor academic performance, as 
stated by OECD, an authorized organization, are generally seen 
as “responsible” by the public (Dolton et al., 2018). Smith (1991) 
argues that the publication of test scores in such tests leads to 
feelings of shame, embarrassment, guilt, and anger in teachers, 
as well as a determination to do what is necessary to avoid such 
feelings in the future. Indeed, recently, it is seen that teachers 
have adopted the “teaching of question-solving strategies” for 
PISA-type questions rather than teaching the course content. 
Berger (2006) states that these tests, the results of which are 
considered very important, have changed teachers’ teaching 
styles and the content they cover in their classes. 

This being the case, teachers need to be prepared for 
this type of assessment both cognitively and affectively. It 
is necessary for teachers to have in-depth knowledge of the 
purpose, implementation, and evaluation of such international 
tests, interpretation of results, and reflection of the results 
on the classroom environment, and to actively participate in 
these processes when necessary. At this point, it is possible to 
mention “assessment literacy,” at which teachers are expected to 
be competent. Assessment literates must understand not only 
classroom assessments but also large-scale testing. Assessment 
literacy is not only about what an assessment is and what it 
does but also about what an assessment is not and what it does 
not do (Jacqueline,  Leighton, Rebecca, Gokiert, Ken Cor, & 
Heffernan, 2010). 

The review of the relevant literature indicates that 
there is a limited number of studies worldwide on teachers’ 
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Taking these as a starting point, the present research 
aimed to determine Turkish teachers’ views on PISA tests. The 
research aimed to determine teachers’ views on the change 
made based on PISA in question types in national tests in 
general, and their views on the compatibility between PISA 
reading questions and the education system in particular. 
Hence and overall, the current research sought to determine 
Turkish teachers’ opinions about Pisa. The research is 
important in that it intends to reveal the effects of PISA results 
on education policies, specifically on teachers.   

Me t h o d

Research Design

Aiming to reveal how the changes created by the universal 
effect of PISA in language education are perceived and handled 
by teachers, this study was carried out with the relational 
survey method. In the relational survey method, relationships 
between variables are defined as they exist without any 
intervention, without changing or affecting the situation 
(Creswell, & Creswell, 2017; Fraenkel & Wallen, 2006).   

Study Group 

The study group consists of 98 teachers teaching Turkish. The 
data were obtained from teachers who actively gave mother 
tongue education in different public schools in the 2021-2022 
academic year. Before being included in the study group, 
the teachers were asked whether they had any information 
about Turkey’s scores in PISA 2018 reading skills test. The 
study was carried out with the answers given by the teachers 
who were informed about the PISA results. The demographic 
characteristics of the study group are given in Table 1.

As can be inferred from Table 1, 59.2% of 98 teachers are 
female, and 40.8% are male. 28.6% have a teaching experience 
of 0-5 years, 29.6% 6-10 years, and 41.8% more than 10 years. 

The effect of Pisa in education systems is felt the most in the 
differentiation in question types. In this context, teachers were 
asked whether they received in-service training on Pisa-type 
questions. The majority of the participants (89.8%) stated 
that they did not receive such training. Of the teachers who 
reported having information about the 2018 PISA report, 57.1% 
reported examining the questions measuring reading skills, 
whereas 42.9% stated that they did not.

Data Collection Tools 

The study employed the survey titled “Questions Measuring 
Higher-Order Thinking Skills in Mother Tongue Teaching and 
PISA” developed by the researchers. During the development 
of the survey, the literature was reviewed, and pilot interviews 
were conducted with field experts and teachers. As a result, a 
form consisting of two parts and a total of fourteen items was 
obtained. The obtained form was sent to four experts for expert 
opinion. Two of the experts work in the field of assessment and 
evaluation and two in the field of mother tongue education. 
The agreement rates between expert opinions were examined 
for each item individually, and the agreement percentages for 
all items were found to be between 98% and 86%. The survey 
with a high level of expert agreement was finalized after the 
language expert’s recommendations. The final survey consists 
of two parts. The first part includes four optional questions 
about the demographic characteristics ( gender, teaching 
experience etc. ) of the participating teachers. The second part 
has ten structured questions about teachers’ views on PISA 
(eg. Do you think PISA reading questions are compatible with 
our education system?) and on questions measuring higher-
order thinking skills in mother tongue education (eg. Do you 
think PISA-type questions improve students’ higher-order 
thinking skills?). 

Data Analysis

The data collected for the teachers’ general opinions about Pisa 
were analyzed descriptively, then regression was used for the 
main problem of the study. The obtained categorical data were 
analyzed by frequency analysis and logistic regression. SPSS 
24 package programs were used for the analyses. 

FI n d I n g s

The study primarily aimed to reveal teachers’ general views 
on PISA-type questions. In this context, teachers were asked 
whether they approved of the change made based on PISA 
in question types in national tests. Table 2 demonstrates the 
frequency of teachers’ responses.

As can be inferred from Table 2, the vast majority of 
teachers (60.2%) partially approved of this change. On the other 
hand, the rate of teachers who do not approve of the change 
in national tests (10.2%) is lower than the rate of teachers who 

Table 1: Demographic characteristics of the study group

Demographic Characteristics Frequency Percentage

Gender Female 58 59.2

Male 40 40.8

Teaching experience 0-5 years 28 28.6

6-10 years 29 29.6

More than 
10 years

41 41.8

In - s e r v i c e  t r a i n i ng  for 
questions that measure higher-
order thinking skills (Pisa-type 
questions)

Yes 10 10.2

No 88 89.8

Have you examined Pisa 2018 
“Reading Skills” questions? 

Yes 56 57.1

No 42 42.9

Total 98 100
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approve of it (29.6%). This result can be interpreted as teachers 
being mostly pleased with this change. 

Teachers were also asked whether they found PISA reading 
questions to be compatible with our education system. The 
obtained results are given in Table 3.

As can be inferred from Table 3, the vast majority of 
teachers (45.9%) stated that PISA reading questions were either 
not compatible with our education system or not compatible 
with it at all. On the other hand, the rate of teachers who think 
that PISA reading questions are compatible with our education 
system is 16.3%. 

Teachers were also asked whether they found significant 
Turkey’s rise in PISA 2018 “Reading Skills” rankings compared 
to previous years. The obtained results are given in Table 4.

As can be inferred from Table 4, 58.1% of teachers reported 
that they found Turkey’s rise in the ranking significant. The 
rate of teachers who do not find Turkey’s rise significant or 
who find it not significant at all is 13.2%. 

Within the scope of the main purpose of the research, it was 
investigated whether teachers thought PISA-type questions 
improve students’ higher-order thinking skills and which 
stage of the lesson PISA has the most impact in mother tongue 

education. The data obtained from the questions asked to the 
teachers were analyzed by logistic regression. In the tables 
below, agreeing and disagreeing with the idea that it develops 
higher-order thinking skills are examined in terms of goodness 
of fit, correct classification rates, and the contribution of 
independent variables to the outcome idea, respectively. Table 5  
presents the model goodness of fit results.

Nagellerke R2 and Cox&Snell R2 reveal how much of 
the variance in the predicted variable is explained when the 
predictor variables enter the analysis. The research model 
explains 79.1% of the variability of the idea of the effect on 
higher-order thinking skills. The results of the Hosmer-
Lemeshow Test are included in the logistic regression results. 
Considered to be the chi-square goodness of fit test, this test 
evaluates the fit of the logistic regression model as a whole. The 
insignificance of the result (p>0.05) indicates that the model-
data fit is sufficient. Since the result obtained was p=0.438>0.05 
for the model, the model data fit was achieved. 

The correctness rate of the classification obtained as a result 
of the logistic regression analysis is given in Table 6.

Within the scope of the research, two categories were 
obtained: teachers who agree and who do not agree with the 

Table 2: The frequency of teachers’ views on the change in question types in national tests 

Frequency Percentage

Do you approve of the changes made based on PISA in question types in national 
tests (high-school entrance exam, undergraduate placement exam, etc.)?

Yes 29 29.6

Partially 59 60.2

No 10 10.2

Total 98 100

Table 3: The frequency of teachers’ views on whether they find PISA reading questions compatible with the education system

Frequency Percentage

Do you think PISA reading questions are compatible with our education system? Not at all 23 23.5
Not compatible 22 22.4
Partially 
compatible

37 37.8

Compatible 15 15.3
Quite compatible 1 1.0
Total 98 100

Table 4: The frequency of teachers’ views on whether they find significant Turkey’s rise in PISA 2018  
“Reading Skills” rankings compared to previous years

Frequency Percentage

Do you find significant Turkey’s rise in PISA 2018 “Reading Skills” rankings 
compared to previous years? 

Not significant at all 7 7.1
Not significant 6 6.1
Partially significant 28 28.6
Significant 36 36.7
Quite significant 21 21.4
Total 98 100
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idea that PISA-type questions improve students’ higher-order 
thinking skills. As a result of the analysis, it was observed 
that in the first classification of the logistic regression given 
above, all the data were classified, and the correct classification 
percentage was 59.2%.

The study tested the significance of the independent 
variables whose effect was investigated on the idea that PISA-
type questions improve students’ higher-order thinking skills. 
Table 7 demonstrates the coefficient estimations of intended 
model variables.

As can be inferred from Table 7, the independent variables 
of objective, content, learning-teaching processes, and 
assessment have a significant effect on the classification of 
whether PISA-type questions improve students’ higher-order 
thinking skills (p<0.05). According to the data obtained, odds 
ratios (Exp (β)) were interpreted to determine which variable 
was more affected by the logistic regression estimation of 
the idea of whether PISA-type questions improve students’ 
higher-order thinking skills. Accordingly, the variables that 
most affect the idea that PISA-type questions improve students’ 
higher-order thinking skills are as follows: the effect on the 
assessment processes (β=5,730), the effect on the lesson content 
(β=3,331), the effect on the objectives of the lesson (β=1,686), 
and the effect on the learning and teaching processes. In this 
context, it can be said that teachers who argue that PISA-type 
questions develop students’ higher-order thinking skills think 
that PISA has the most effect on the assessment and evaluation 

processes, followed by the content of the course in mother 
tongue education.

dI s c u s s I o n A n d co n c lu s I o n  
In this research conducted to determine Turkish teachers’ 
views on PISA tests, teachers stated that PISA was effective 
in developing higher-order thinking skills in mother tongue 
lessons. In addition, according to teachers’ opinions, PISA 
affects the assessment and evaluation process the most among 
the learning and teaching processes. According to the other 
findings, teachers stated that the question types in national 
tests changed based on PISA and they partially approved of 
this change. Also, they thought that PISA reading questions 
were incompatible with Turkey’s education system, and they 
found Turkey’s rise in the latest PISA reading skills ranking 
significant. 

Moreover, teachers stated that PISA had an effect on 
improving students’ higher-order thinking skills. The main 
reason for this situation is the inconsistency between the 
program and the applications. For example, although it is 
stated in the Turkish Curriculum renewed in 2019 that the 
program would contribute to improving students’ higher-
order cognitive skills, studies in the literature have revealed 
that students’ higher-order thinking skills are not sufficiently 
addressed in the Turkish Curriculum (Filiz & Yıldırım, 2019). 
In addition, it is stated in the literature that most of the end-
of-text questions in the Turkish textbook are inadequate 

Table 5: Model goodness of fit results

Model summary Hosmer-Lemeshow Test 

Stage 
-2Log  
probability

Cox & Snell R 
Square

Nagelkerke R 
Square Chi-Square df p

1 45.954 .587 .791 3.770 4 .438

Table 6: Classification Table Obtained from the Logistic Regression Model

Predicted Variable Correct Classification Rate

HOTS improve HOTS do not improve
Observed Variable HOTS improve 58 0 100

HOTS do not improve 40 0 0
Total Correct Classification 
Rate 

59.2

Table 7: Coefficient Estimations of Intended Model Variables

Eigenvalue (B) Standard error Wald df p Exp (β)
Step 1 Target 1.082 .413 6.86 1 .022 1.686

Content 1.203 .493 5.946 1 .015 3.331
Learning 1.075 .494 4.74 1 .037 1.007
Assessment 1.746 .419 17.393 1 .000 5.730
Constant -6.835 1.311 27.191 1 .000 .001
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in reaching higher levels of Bloom’s taxonomy (Durukan, 
2009; Yeşilyurt, 2012; Akyol, 2001; Şengül, 2005). In light of 
all these findings, it is thought that PISA is seen by teachers 
as a new and useful way to develop in students higher-order 
thinking skills, which does not occur with changes in 
curriculum or books. 

On the other hand, teachers stated that PISA most 
affected the assessment-evaluation process in Turkish 
classes, followed by the course content, course objectives, 
and finally the learning-teaching processes. This finding 
does not comply with the stages that a new approach to 
be included in the education system must undergo in the 
curriculum development process. Indeed, a new approach 
should primarily be aimed at the objectives of the relevant 
curriculum, and then the content should be arranged 
according to the new approach, and the learning-teaching 
processes should be improved, or changed if necessary, 
in line with the objectives and content. The assessment 
and evaluation process, on the other hand, should come 
in the last step and reveal the effectiveness of the applied 
new approach. However, the data obtained show that the 
new approach prioritizes the result rather than the process 
and that PISA has become a goal rather than a tool in the 
education system. In this context, it can be said that teachers 
who claim that students’ higher-order thinking skills develop 
thanks to PISA-type questions think that PISA directly 
affects the assessment and evaluation process in mother 
tongue education and that this effect will definitely affect 
the objectives, content, and learning-teaching process of 
the said lesson. 

Participating teachers stated that the question types in 
national tests changed based on PISA and that they partially 
approved of this change. Accordingly, teachers are generally 
pleased with this change. This finding can be interpreted as that 
teachers do not have in-depth knowledge of the purpose and 
financial and political aspects of PISA and that they find PISA 
as an innovative and modern application with 21st-century 
skills. Factors such as the international ranking in PISA, the 
high level of welfare of the participating countries, and the 
great media coverage of PISA results have caused PISA to 
become a myth. This being the case, it is thought that teachers 
have an opinion about PISA results in accordance with the 
general public opinion. 

The majority of the participating teachers stated that PISA 
reading questions were not compatible with our education 
system. This finding supports the findings of the research 
conducted by Mohamed, Sahminan, Len, & Shahrill (2019). 
The authors stated that the education system in Brunei, which 
started to participate in PISA tests in 2018, is not directly 
related to PISA questions and that teachers needed extra 
time to prepare students for PISA tests. This finding shows 
that countries apply PISA tests unconditionally, regardless 

of whether their education system is compatible with PISA. 
However, countries need to identify the needs and aims of their 
education systems before applying PISA tests. In this context, 
the focus should not be on developing a strategy for solving 
PISA questions. The main focus should be on improving 
the education system to offer real learning content, taking 
into account the country’s own characteristics, educational 
dynamics, and values. 

Most of the teachers find significant Turkey’s rise in 
PISA 2018 “reading skills” compared to previous years, but 
they do not make any comments to justify this rise. Indeed, 
considering that development and change in education take 
place over many years, a sudden change that took place in only 
three years should not be considered to be very meaningful. 
Rather, this finding shows that teachers do not have a quality 
assessment literacy for PISA tests. Stiggins et al. (1991) also 
argued that teachers generally lacked sufficient assessment 
literacy. 

A country’s educational culture, education policies, and 
education system play a decisive role in whether PISA results 
are included as a criterion in the education system. It should 
not be thought that all countries and all education systems 
are suitable for PISA, but compliance should be evaluated by 
field experts. If participation in PISA tests and the reflection 
of the results on the education system are deemed necessary 
nationwide, it should be known that not only PISA results 
should be the focus but also the entire education process 
should be redesigned. Furthermore, PISA results should not 
be evaluated without taking teachers’ opinions, since, in such 
a case, the theory and practices in the education system may 
be incompatible with PISA.

su g g e s t I o n A n d lI M I tAt I o n

The results obtained from this study, it is seen that the 
reflection of the results obtained by the participation of 
countries in large-scale assessments directly to the education 
system is not correct. For this reason, it is recommended 
that legislators, teachers and all other participators who 
plan national education should be made aware of assessment 
literacy. However, it is seen that measurement-evaluation 
processes that are not compatible with the main goal and 
content of education are not sufficient on their own. Thus, it 
is recommended that all the above-mentioned participators 
acquire program literacy skills in order to understand 
whether the international exam questions are compatible 
with the national education system. This research, which 
is based on mother tongue education, was conducted in 
Turkey. It is recommended that other countries participating 
in the PISA exam also conduct research on this basis. 
Finally, this research focused on mother tongue education, 
and it is recommended to conduct research on science and 
mathematics education.
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