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Abstract

Key Words

Game is both one of the indispensable elements for children's development and
important tools that provide physiological, cognitive, affective, and social
development for children. Given the technological conditions of the 21st
century, children are increasingly turning to digital games and using various
technological tools to play them. This study aims to examine the digital gaming
habits of primary school students and how these habits change in the context of
three different countries. The research was conducted with a phenomenological
design using qualitative research methods. The study group was selected from
one primary school each in Tiirkiye, North Macedonia, and Spain. A total of 18
students, one from each country and six from each school, expressed their views
on digital gaming habits. The data for the study were collected with the help of
semi-structured interview questions developed by Tastekin (2019). The data
obtained was coded using the content analysis method and displayed under 11
themes. As a result of the research, it was revealed that primary school students
in all three countries mostly prefer to play games on devices such as tablets,
smartphones, and computers. In addition, while Turkish and Spanish students
stated that they mostly prefer action games (war, escape, football, etc.),
Macedonian students stated that they mostly prefer to play intelligence games.
Based on these results, it is suggested that tablets, smartphones and computers,
which primary school students are interested in playing games, should be
encouraged to be used for educational digital games and for this purpose,
educational digital games that can be integrated into primary school courses
should be designed.

Digital game habits
Primary school students
Cross-country comparison
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Introduction

All children play and interact with their environment through game. Game is also defined as
children's work since it occupies a large place in children's daily life (Duman, 2010). Children develop
their skills and interests through game. Baykog (2006: 148) stated that games support many functions
of children, such as defining, sorting, recognizing, remembering, and problem solving, as well as
developing their social-affective aspects, enabling them to acquire social roles, and completing their
personality development. While games provide physical and academic support, they also reinforce
mental development (Badegruber, 2006; Baranowski et al., 1993; Burdette & Whitaker, 2005;
Cirhinlioglu, 2001; Kogyigit, Tugluk & Kok, 2007; Plummer, 2008; Tatira, 2014). Huizinga's Homo
Ludens is one of the most frequently cited studies in the literature that shed light on game studies.
Huizinga (2017) emphasizes the importance of play by producing the concept of playing human beings.
According to some thinkers, game and culture emerge simultaneously, while Huizinga stated that play
is older than culture. In general, regardless of the structure of society, all research shows that children
are individuals who create their own culture, help shape it, and play within this culture (Smith, 2009).
Game should be considered as a cultural phenomenon. Every society has its own culture and rules
(Akkaya, 2018). Although the forms of game vary according to the cultural characteristics of societies,
it is known that the act of playing games is a form of activity seen in all cultures, from children to adults
(Biricik, 2019). Digitalization and globalization have also affected children and game culture. The
games that children mostly play outside have decreased considerably today. Different cultures and
different social classes prefer the variables of the game according to their own culture. This reveals the
cultural importance of the game (Berne, 2016).

A child's motivation for and expectation of game is one of the important factors in playing games
for a long time (Haagsma et al., 2013). Attributing to this expectation, Shaffer et al. (2005) stated that
digital games, which have become widespread today, build and serve new socio-cultural worlds
including thinking, social interaction, and technology for children to do the things they care about and
tend to do in their daily lives. In other words, children can have the opportunity to fulfill many ideals
that they dream of but cannot realize in the game world. The fact that digital games have attracted so
much attention, especially by children and young people, has brought about discussions on whether
these games are beneficial or harmful for them. Researchers continue to contribute to this debate with
their studies. Studies (Yilmaz, 2019) have revealed that digital games lead to negative outcomes for
children as well as positive products.

Concerns about the effects of the elements contained in digital games on children's moral
development are also increasing. One of the most prominent concerns is whether digital games with
aggression and violence content cause the development of negative moral values in children and young
people (Cooper & Mackie, 1986; Lemmens et al., 2011). While the first generation of digital games
generally focused on entertainment, the new generation of digital games are not only entertaining but
also used for educational purposes such as teaching, learning, and behavioral change, as well as
therapeutic intervention (Annetta, 2010; Griffiths, Kuss & Ortiz de Gortari, 2017). These results reveal
that it is not a healthy point of view to make a general evaluation as useful or harmful to include all
digital games. Therefore, this study is aimed to contributing both to the existing debate in the literature
and to the limited scientific publications by determining the perceptions of children in different countries
about the digital games they play. Again, this study was conducted in three different cultures (Tiirkiye,
Spain, and North Macedonia) to determine whether children's perceptions differ according to the culture
they live in. In this context, the aim of the research is to determine the perceptions of children about
digital games and to compare them in the context of Tiirkiye, Spain, and North Macedonia. Accordingly,
the research problem was formed as ‘How are the perceptions of children attending the 4th grade of
primary school in Tiirkiye, Spain, and North Macedonia about digital games?

Importance of the Research

The contribution of children's games to all developmental areas of children is an undeniable
fact. With the development of technology and the widespread use of the Internet, the games played by
children have started to move from the street environment to the virtual environment, and these games
have started to gain a more important place in children's lives day by day (Yilmaz, 2019). This situation
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has brought about discussions on the effects of digital games on children. In studies on the effects of
digital games, it has been reported that there are positive effects (Aldrich, 2005; Bakar, Tiiziin &
Cagiltay, 2008; Cole & Griffiths, 2007; Garris et al., 2002; Wan & Chiou, 2006) as well as negative
effects (Charlton, 2002; Griffiths, 1995; Griffiths, 2005; Lemmens et al., 2011; Yilmaz et al., 2018). As
can be seen, although the positive or negative effects of digital games on child development are known,
there is no study that addresses the perceptions of children studying in the 4th grade of primary school
in an intercultural framework. However, the Turkish education system follows the same literature on
digital game theory and game behaviors as western societies, which are considered to be at an advanced
level in child education.

Considering the game literature, there are many studies on the effects of violent digital games
and game addiction (Anderson et al., 2004; Weber, Ritterfeld & Kostygina, 2006). In a significant
number of these studies, the psychosocial and behavioral effects of these games were discussed (Dag,
Yayan & Yayan, 2021; Kadan & Aral, 2024; Karakus, Dicle & Kili¢, 2024; Kuss & Griffiths, 2012;
Simsek & Karakus Yilmaz, 2020; Uzunoglu, 2021; Yalcin Irmak & Erdogan, 2016). Simsek and
Karakus Yilmaz (2020) argued that most studies on digital games were collected in certain sample
groups at primary, secondary, and high school levels and that no criteria were applied in the selection
of participants. In addition, the variables associated with digital game addiction in the studies in the
literature are parental guidance (Biricik, 2019), gender (Karakus, Dicle & Kilig, 2024; Soysal & Kartal,
2024; Tonga, 2024), having a computer (Balc1 & Tezer, 2024; Soysal & Kartal, 2024), having an internet
connection (Demir, 2024; Ding et al, 2023; Tuncer Sener & Yorulmaz, 2023), grade level (Gliler &
Ozmaden, 2023, Karakus, Dicle & Kilig, 2024; Soysal & Kartal, 2024), parents' education level (Kaya
etal, 2023; Mogosoglu & Yorulmaz, 2023), number of days of sport (Mutlu Bozkurt, Olgun & Bozkurt,
2023, academic achievement (Demir, 2024; Soysal & Kartal, 2024), age (Bagc1 Cetin, 2023; Demir,
2024), but it is also stated that the theoretical framework has not been sufficiently drawn. Based on this
idea, although the theoretical framework against digital games is generally shared, children's perceptions
of digital games have not been systematically and cross-culturally analyzed in detail. In this period
dominated by technology and the digital age, it is evident that a digital game culture has emerged among
children. Biricik (2019) found that digital games becoming a cultural code and being effective in
children are related to socio-demographic characteristics. Therefore, the lack of a publication in the
literature that determines whether children's perceptions about digital games differ according to the
culture they live in (Tirkiye, Spain, and North Macedonia) makes this study important. In addition, this
study can be considered valuable in terms of contributing to the limited cross-cultural studies and
guiding researchers by creating new areas for cross-cultural studies.

Method

In this part of the study, information about the research model, study group, data collection tool,
data analysis, and validity and reliability of the research are given.

Research design

This research was conducted with the phenomenological design of the qualitative research
method. In phenomenological research, the focus is on the phenomena that are known, but deeper
information is desired (Biyiikoztiirk et al., 2016). In the phenomenological design, the main goal is to
reveal individual perceptions and loaded meanings about the phenomenon (Yildirim & Simsek, 2018).
Since the opinions and preferences of primary school students about their habits of playing digital games
were discussed in line with their opinions, the use of the phenomenological design was found
appropriate.

Study group

The study group of this study consisted of 18 students, six students from each country, who were
studying in the 4th grade of primary school in Tiirkiye, Spain, and North Macedonia in the 2022-2023
academic year. Eleven of the participants were female, and seven were male. The names of the
participant students were not disclosed in any part of the study. Instead, the participant students were
coded as S1, S2, S3, ...., S18. The fact that the study group was selected from different countries may
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cause difficulties in reaching the target group. In the present study, to overcome these difficulties, it was
aimed to reaching the schools in the countries with which our country is cooperating within the scope
of the Erasmus project in which the first author also took part. In this context, schools in Spain and
North Macedonia, which carry out their studies in partnership with our country within the scope of the
project, were identified. Primary school teachers in these countries, which aim to meet on a common
ground with the project, had the opportunity to examine and experience the curricula and practices of
other countries. In addition, the use of digital learning environments and educational digital games were
also included in the project, and it was observed that students tended to play digital games at this stage.
This situation led to the idea that comparing the digital gaming habits of students from different cultures
would make important contributions to the literature. Schools in the relevant countries were contacted
via their institutional e-mail addresses to introduce the subject and purpose of the current study and to
define the target group to be consulted. Six primary school students who were able to express themselves
in English were selected as the study group for online interviews from the schools that agreed to provide
the target group suitable for the purpose of the study (Table 1). The fact that the students included in the
study group have characteristics from different cultures and that the current study aims to reveal the
common patterns of different situations (Baltaci, 2018) led to the selection of maximum diversity
(heterogeneous) sampling from purposive sampling methods. The sample of Tiirkiye was obtained
through convenience sampling, one of the purposive sampling methods. The distribution of the study
group by country, age, gender, and region is given in Table 1.

Table 1. Information about the study group

Age Gender Grade Region
S1 9 M
S2 10 M
S3 10 M ) o
s4 10 = 4 Rize/TURKIYE
S5 10 F
S6 10 M
S7 10 M
S8 9 F
S9 10 F o
510 10 M 4 Logrono La Rioja/SPAIN
S11 9 F
S12 10 M
S13 9 F
S14 9 F
S15 9 F
S16 10 F 4 Debre/ NORTHERN MACEDONIA
S17 9 F
S18 10 F

Data Collection Tool

The data of the study were collected by the interview technique, one of the qualitative data
collection techniques. In the interviews with the students, semi-structured interview questions developed
by Tastekin (2019) to determine their digital gaming habits were used. In this context, the necessary
permission was obtained to use the measurement tool. In order to ensure the content and construct
validity of the interview questions, two experts from the field of primary education were asked for their
opinions on whether the interview questions were appropriate for the primary school level. At this stage,
a form was used in which they could give feedback on each interview question as
appropriate/inappropriate and write their own suggestions if the question was not appropriate. After
receiving feedback from both experts that the questions were appropriate for the level, the measurement
tool was applied to three students studying in the 4th grade of primary school, and student confirmations
were obtained that the questions were understandable. After the expert opinions and student feedback,
it was decided that the measurement tool was suitable for use. For Spanish and Macedonian students,
the English form of the interview questions was used. To test that the meaning of these questions was
the same, preliminary interviews were conducted with an expert in the field of English language as well

135



Hasan BAG, Zeynep Betiil YILMAZ,

Journal of Education, Theory and Practical Research 2024, Vol 10, Issue 2, 132-150 Selami YANGIN

as with primary school teachers in the schools selected from the related countries. At the end of the
interviews, the interview questions were finalized with the arrangements suggested by the experts.

To get the opinions of the study group about their digital game playing habits, 14 questions were
asked. The data were collected through Zoom with Spanish and Macedonian students, face-to-face
interviews with Turkish students, and video and audio recording with the consent of the students. In the
interviews with Spanish and Macedonian students, interview questions were asked in English. Each
interview lasted an average of 30 minutes. Then, the data collected with the help of the audio recordings
taken in the interviews were transcribed without any intervention, and the data obtained after participant
confirmation of the answers were analyzed.

Data analysis

Within the scope of the study, the data obtained from semi-structured interviews were subjected
to content analysis. Neuendorf (2017) defines content analysis as a summary of qualitative analyses of
messages about scientific topics to limit the types of values that occur or are measured in messages. The
basic process in content analysis is to bring together similar data within the framework of certain
concepts and themes and to organize and interpret them in a way that the reader can understand (Yildirim
& Simsek, 2006). In this context, the content analysis of the current research was carried out in four
stages in the processing of the data obtained from the documents: (1) coding the data on digital game
habits, (2) determining the themes related to digital game habits, (3) reviewing the compatibility of
codes and themes, and (4) defining and interpreting the research findings (Yildirim & Simsek, 2006).

After transcribing the records of the interviews, confirmation of the participants was obtained
to prevent misunderstandings. Then, the data were coded by the content analysis method. To create
themes representing the research questions based on the codes created, all three researchers expressed
their opinions and decided on the theme names they agreed on. In this way, a total of 11 themes (game
device, reason for game device preference, game type, reason for game type preference, time spent per
week, location, reason for location preference, reason for playing, purchase preference,
positive/negative effects, and the way to meet the game) were formed from all data and the data were
displayed.

Some measures were taken to ensure the validity and reliability of the research. In this context,
firstly, to enable the replication of the research results in similar environments and situations, the
qualifications of the study groups and the research process were clearly explained. In addition, how the
data collection tool used in the research process was decided and how it was applied was clearly defined.
For example, the pilot studies for the appropriateness of the interview questions, how the interviews
were recorded, and how they were analyzed were clearly explained (Miles & Huberman, 1994). Briefly,
in the method section of the research, explanations that will enable the research findings to be tested
with other studies are included. To ensure the confirmability of the analysis, after the codes and themes
were displayed, the student views on the themes were given in direct quotations without any comments.
In this way, it was tried to provide evidence for the consistency of the participant expressions and the
codes and themes created in the tables. For the transferability dimension, the sample selection method
was specified, and the study process was clearly described. After the interviews with the students, codes
were extracted from the student expressions by content analysis, and the generated themes were
presented with frequency information (Yiiksel et al., 2007).

In order to test the reliability of the coding, some of the data obtained from the interviews were
coded independently by the authors. The results of coding over 20% of the data were brought together,
and it was seen that the data were 95% compatible because of the percentage of agreement according to
Miles & Huberman (1994) formula. The researchers discussed the codes that were not consistent with
each other and reached a consensus on determining a common code.

Findings

In the research conducted to examine the digital game playing habits of primary school students
from Tirkiye, Spain, and North Macedonia, the codes and themes of the participant statements are
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presented in figures. In addition, examples of participant statements that reveal participant codes are
also included in the figure explanations.

The themes and codes obtained from the answers to the question ‘On which platforms
(smartphone, tablet, computer, console, etc.) do you play games?’ are given in Figure 1.

Ve D

. Gaming Device |

Turkiye Spain Northern Macedonia
Smartphone (f=6) Computer (f=5) Tablet (f=5)
Tablet (f=4) Tablet (f=4) Smartphone (f=3)
Computer (f=2) Game console (f=2) Computer (f=2)
Game console (f=1) Switch (f=2) Game console (f=1)

Smartphone (f=1)

Figure 1. Comparison of the codes belonging to the game device theme according to countries

According to Figure 1, it is seen that Turkish students mostly prefer smartphones to play games
(f=6), followed by tablets (f=4), computers (f=2) and game consoles (f=1). An example of a Turkish
participant's statement regarding the game tool preference is given below.

S5: ‘I have my own mobile phone and tablet, and | play with them.’

It is seen that Spanish students mostly prefer to use computers to play games (f=5), followed by
tablets (f=4), game consoles (f=2), switches (f=2), and smartphone (f=1). An example of a Spanish
participant's statement regarding the game tool preference is given below.

S7: ‘I play games on a computer, tablet, phone, game console, and switch.’

It is seen that Macedonian students mostly prefer to use tablets to play games (f=5), followed
by smartphones (f=3), computers (f=2), and game console (f=1). An example of a Macedonian
participant's statement regarding the game tool preference is given below.

S18: ‘I play on a tablet.’

The themes and codes obtained from the answers to the question ‘What is the reason why you
play on the platform of your choice?’ are given in Figure 2.

Reason to Prefer the Gaming Device

Tirkiye Spain Northern Macedonia

Individual using (f=2) Ease of use (f=3) Screen width (f=5)
Screen width (f=1) Individual using (f=2) Enjoyment (f=2)
Content richness (f=1) Speed (f=1) Individual using (f=1)
Internet infrastructure (f=1) Content richness (f=1) Ease of use (f=1)

Figure 2. Comparison of the codes belonging to the theme of game device preference according to
countries
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According to Figure 2, Turkish students stated that they preferred the game device mostly
because of the possibility of individual use (f=2). In addition, screen width (f=1), content richness (f=1),
and internet infrastructure (f=1) are also among the reasons for preferring the game device. An example
of a Turkish participant's statement regarding the reason for preferring the game device is given below.

S5: ‘I feel more comfortable using my belongings.’

Spanish students stated that they preferred the game device mostly because of ease of use (f=3).
In addition, individual use (f=2), speed (f=1), and content richness (f=1) are also among the reasons for
preferring the game device. A sample Spanish participant statement regarding the reason for preferring
the game device is given below.

S7: ‘I like to play games with Switch the most because it has more registered games than other
platforms.’

Macedonian students stated that they preferred the game device mostly because of the screen
width (f=5). In addition, situations such as entertainment (f=2), individual use (f=1), and ease of use
(f=1) are among the reasons for preferring the game device. An example of a Macedonian participant's
statement regarding the reason for preferring the game device is given below.

S18: ‘I prefer the tablet because the screen is big, and it belongs to me.’

The themes and codes obtained from the student responses to the question ‘What kind of games
do you play?’ which was asked to the participants in the interviews are given in Figure 3.

™,

Game Type
—l—
Tiirkiye Spain Northern Macedonia
Football (f=2) Memory games (f=2) Brain games (f=3)
Wwar games (f=2) Escape games (f=2) Puzzie (f=2)
Car games (f=1) War games (f=2) Matching games (f=1)
Block games (f=1) Racing games (f=2) Memory games (f=1)
Make-up games (f=1) Football (f=1) Character creation (f=1)
Strategy games (f=1) Adventure games (f=1) Structure building games (f=1)
Structure building games (f=1) Parkour games (f=1)

Structure building games (f=1)

Figure 3. Comparison of the codes belonging to the game type theme according to countries

According to Figure 3, Turkish students stated that they preferred football (f=2), and war games
(f=2) the most. In addition, car games (f=1), block games (f=1), make-up games (f=1), strategy games
(f=1), and building games (f=1) are also among the preferred game types. An example of a Turkish
participant's statement regarding the game type is given below.

S2: ‘I used to play war games, but now I usually play football games.’

Spanish students stated that they mostly preferred memory games (f=2), escape games (f=2),
war games (f=2) and racing games (f=2). In addition, football (f=1), adventure games (f=1), parkour
games (f=1) and building games (f=1) are also among the preferred game types. A sample Spanish
participant statement regarding the game type is given below.

S7: ‘War games, memory games.’

Macedonian students stated that they preferred intelligence games (f=3) the most. In addition,
puzzles (f=2), matching games (f=1), memory games (f=1), character building (f=1) and building games
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(f=1) are among the preferred game types. A sample Macedonian participant statement regarding the
game type is given below.

S15 ‘I mostly play games for intelligence and thinking.’

The themes and codes obtained from the student responses to the question ‘What is the reason
for playing these games?’ are given in Figure 4.

Game Type Preference Reason

Turkiye Spain Northern Macedonia
Enjoyment (f=2) Individual attention (f=3) Enjoyment (f=3)
Excitement (f=2) Enjoyment (f=2) Mind gymnastics (f=2)
Individual attention (f=1) Free time (f=1) Free time (f=1)
Multiple users (f=1) Excitement (f=1) Multimedia (f=1)

Desire to be alone (f=1) Happiness (f=1)

Figure 4. Comparison of the codes belonging to the theme of reason for game type preference according to
countries

According to Figure 4, Turkish students stated that entertainment (f=2) and excitement (f=2)
were most effective in their game type preferences. In addition, individual interest (f=1) and being
suitable for multiple users (f=1) are among the reasons for game type preference. An example of a
Turkish participant's statement regarding the reason for game type preference is given below.

S2: “Since | play in the substructure of the football team, | am also interested in it, so | play it.’

Spanish students stated that they preferred the game type mostly because of individual interest
(f=3). In addition, entertainment (f=2), leisure time (f=1), excitement (f=1) and the desire to be alone
(f=1) are also among the reasons for preferring the game type. An example of a Spanish participant's
statement regarding the reason for game type preference is given below.

S7: ‘I have two reasons: The first is to spend my free time, and the second is to be isolated from
the rest of the world, to be alone.’

Macedonian students stated that they preferred the game type mostly for entertainment (f=3). In
addition, mental gymnastics (f=2), leisure time (f=1), multimedia (f=1) and happiness (f=1) are also
among the reasons for preferring game genres. An example of a Macedonian participant's statement
regarding the reason for game type preference is given below.

S15: “‘Because you can join other friends’ games and play together.’

The themes and codes obtained from the student responses to the question ‘How many hours a
week do you spend on games?’ are given in Figure 5.
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p

| Time Spent Per Week |
: :

Tirkiye Spain Northern Macedonia
4-6 hours (f=3) 10 hours and more (f=3) 1-3 hours (f=3)
1-3 hours (f=1) 4-8 hours (f=2) 4-6 hours (f=2)
7-10 hours (f=1) 1-3 hours (f=1) Free time (f=1)
10 hours and more (f=1) 7-10 hours (f=1)

Figure 5. Comparison of the codes belonging to the time spent per week theme according to countries

According to Figure 5, Turkish students mostly spend 4-6 hours (f=3) playing games during a
week. It is also seen that there are students who spend 1-3 hours (f=1), 7-10 hours (f=1) and 10 hours or
more (f=1) playing games. A sample Turkish participant statement regarding the time spent per week is
given below.

S5: ‘I play an hour on weekdays and 2 hours on Sundays. | play a total of 7 hours a week. | do
homework on Saturdays, and then I play outside with my cousins and friends.’

Spanish students stated that they mostly spent 10 hours or more (f=3) playing games during a
week. There were also students who spent 4-6 hours (f=2) and 1-3 hours (f=1) playing games. A sample
Spanish participant statement regarding the time spent per week is given below.

S11: ‘I can play for a maximum half an hour a day. | have a limit set by my family. On weekends,
| play for an hour each. In total, I play video games for 4 and a half hours a week.’

Macedonian students stated that they spend 1-3 hours (f=3) at most to play games during a week.
It is also seen that there are students who spend 4-6 hours (f=2) and 7-10 hours (f=1) playing games. A
sample Macedonian participant statement regarding the time spent per week is given below.

S15: ‘I play half an hour a day and about 2 hours a week.’

The themes and codes obtained from the student responses to the question ‘Where (home,
school, internet café, workplace, friend's/neighbour’s house, etc.) do you play games?’ are given in
Figure 6.

~ Location
Turkiye Spain Northern Macedonia
Own house (f=6) Own house (f=5) Own house (f=5)
Friend's house (f=3) Friend's house (f=2) Friend's house (f=3)

Figure 6. Comparison of the codes belonging to the theme of location according to countries

According to Figure 6, Turkish students mostly prefer their own home (f=6) as a game location.
There are also students who prefer their friend's house (f=3) as a game location. An example of a Turkish
participant's statement regarding the game location is given below.

S1: ‘I play at home and on the computer at my friend's mom's workplace. I play mostly at my
own home.’

Spanish students mostly prefer their own home (f=5) as a game location. In addition, the
common game center (f=2) is also preferred as a game location. An example of a Spanish participant's
statement regarding the game location is given below.
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S8: ‘I play in my own room at home.’

Macedonian students mostly prefer their own home (f=5) as a game location. There are also
students who prefer their friend's house (f=3) as a game location. An example of a Macedonian
participant's statement regarding the game location is given below.

S14: ‘I play in my own house and my friend's house.’

The themes and codes obtained from the student responses to the question ‘Why do you prefer
this location?’ asked to the participants during the interviews are given in Figure 7.

Reason for Location Preference

Tirkiye Spain Northern Macedonia
Comfort (f=4) Infrastructure (f=3) Silence(f=4)
Security (f=1) Socialization (f=2) Socialization (f=3)
Silence (f=1) Silence (f=1)

Socialization (f=1) Comfort (f=1)

Figure 7. Comparison of the codes belonging to the theme of reason for location preference according to
countries
According to Figure 7, Turkish students stated that they prefer game location mostly because of
comfort (f=4). In addition, safety (f=1), silence (f=1), and socialization (f=1) are also among the reasons
for preferring a game location. An example of a Turkish participant's statement regarding the reason for
preferring a game location is given below.

S1: ‘I play in my room because there is a quiet environment in my own room at home. I focus
better.’

Spanish students stated that they preferred the game location mostly because of the
infrastructure (f=3). In addition, socialization (f=2), silence (f=1) and comfort (f=1) were also among
the reasons for preferring a game location. An example of a Spanish participant's statement regarding
the reason for preferring a game location is given below.

S7: ‘I play at home because I have a Wi-Fi internet connection at home. | play games on the
Internet, but I play by myself, not with others. | don't play against people.’

Macedonian students stated that they preferred the game location mostly because of the silence
(f=4). In addition, socializing (f=3) is also among the reasons for preferring a game location. An example
of a Macedonian participant's statement regarding the reason for preferring a game location is given
below.

S14: ‘I prefer my own house because it is quiet. I prefer my friend's house to have fun with him
or her.’

The themes and codes obtained from the student responses to the question ‘What (graphic
quality, sound, story, gameplay, friendship and communication, etc.) makes you play your favourite
games?’ are given in Figure 8.
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Rationale for Play
Turkiye Spain Northern Macedonia

Socialization (f=4) Enjoyment (f=2) Enjoyment (f=2)
Game quality (f=3) Game quality (f=2) Visual attractiveness (f=1)
Individual attention (f=1) Attractiveness of the scenario (f=2) Variety of games (f=1)
Enjoyment (f=1) Aim to succeed (f=1) Socialization (f=1)
Curiosity (f=1) Socialization (f=1) Attractiveness of the scenario (f=1)

Free access (f=1) Free access (f=1)

Mind gymnastics (f=1)

Figure 8. Comparison of the codes belonging to the theme of rationale for play according to countries

According to Figure 8, Turkish students stated that they play games mostly for socialization
(f=4). In addition, factors such as game quality (f=3), individual interest (f=1), entertainment (f=1), and
curiosity (f=1) are also among the reasons for playing games. An example of a Turkish participant's
statement regarding the reason for playing is given below.

S3: ‘I like these games because I can communicate with my friends, and their image quality is
very high.’

Spanish students stated that they play games mostly for entertainment (f=2), game quality (f=2),
and scenario attractiveness (f=2). In addition, factors such as achievement goals (f=1), socializing (f=1),
and free access (f=1) were also among the reasons for playing. A sample Spanish participant statement
for the reason for playing is given below.

S7: “There are levels in the games | play, and being a boss account is important for me. In the
boss account, you play against the best players, sometimes against the computer. This
improves your acting.’

Macedonian students stated that they play games mostly for entertainment (f=2). In addition,
factors such as visual appeal (f=1), game variety (f=1), socialization (f=1), scenario appeal (f=1), free
access (f=1), and mental gymnastics (f=1) are also among the reasons for playing. A sample Macedonian
participant statement regarding the reason for playing is given below.

S16: ‘I play because they are free. I play because it is fun to play.’

The themes and codes obtained from the student responses to the question ‘Do you pay money
for the games you play?’, which was asked to the participants in the interviews, are given in Figure 9.

Purchase Preference

I

|

Turkiye Spain Northern Macedonia
Yes (f=5) Yes (f=3) Yes (f=1)
No (f=1) No (=3) No (f=5)

Figure 9. Comparison of the codes belonging to the theme of purchase preference according to
countries

According to Figure 9, Turkish students mostly (f=5) stated that they paid money for the games
they played. Four of the students stated that they made in-game purchases; one student stated that he or
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she made out-of-game purchases; and one student stated that he or she did not pay any money for the
game. Sample Turkish participant statements regarding game purchase preferences are given below.

S1: ‘I paid for Brawlstars once, we paid with my aunt. We paid 90 TL with a card. | made in-
game purchases to buy characters and diamonds. It helped me get to the top round of the
game.’

S5: ‘No, I have never paid. I play free games.’

It was revealed that the number of Spanish students who paid money for the game and those
who did not pay money for the game were equal (f=3). All of the students who paid money stated that
they made out-of-game purchases. Sample Spanish participant statements regarding game purchase
preference are given below.

S7: ‘I have never paid for the games | play on the tablet or computer. | paid to buy a PlayStation
and Switch. This payment is made at first, and then no payment is made. About 80 Euros.’

S9: ‘No, I have never paid.’

Macedonian students mostly stated that they did not pay money for the game (f=5). It was also
revealed that there was only one student who made in-game purchases. An example of a Macedonian
participant's statement regarding game purchase preference is given below.

S16: ‘I remember that I paid with my father's card once. | paid five dollars. In games, payment
may be required to buy extra products or to level up. When we pay, the number of options
we can choose for our character increases. | made in-game purchases to buy clothes and
accessories for the character I created. I dressed my avatar the way I wanted.’

S15: ‘No, I have never paid money, I play free games.’

In the interviews, the participants were asked, ‘Do you think that the games you play contribute
to you? If so, what kind of contribution do they make? ‘The themes and codes obtained from the student
answers to the questions are given in Figure 10.

Positive / Negative Effects
[

Tiirkiye Spain Northern Macedonia
Positive Positive Positive
Enjoyment (f=3) Enjoyment (f=3) Intelligence development (f=3)
Football knowledge (f=3) Dance knowledge (f=1) Enjoyment (f=2)
Make-up knowledge (f=1) Memory power (f=1) Negative
Creativity (f=1) Finger speed (f=1) Inability to focus on the lesson (f=3)
Negative Strategy skills (f=1) Headache (f=2)
Eye pain (f=3) Negative Neck pain (f=2)
Headache (f=1) Failure to socialize (f=2) Eye pain (f=2)
Back pain (f=1) Prevent family relationships (f=1) Back pain (f=1)
Neck pain (f=1) Neck pain (f=1) Fatigue (f=1)
Eye pain (f=1)
Fatigue (f=1)

Figure 10. Comparison of the codes belonging to the theme of positive/negative effects by countries

According to Figure 10, Turkish students expressed the positive effects of playing games as
entertainment (f=3) and learning football knowledge (f=3). In addition, learning make-up (f=1), and
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creativity (f=1) were also mentioned as positive effects of the game. Regarding the negative effects of
the game, eye pain (f=3) was mentioned the most. In addition, headaches (f=1), back pain (f=1), and
neck pain (f=1) were among the negative effects of the game. Sample Turkish participant statements
regarding the positive/negative effects of the game are given below.

S6: ‘I think it contributes to the football I play. There are tactics I learned from watching the
game. For example, | learned offside from the football game. | can adapt what | learned to
real life. In some games, we think about designing; I think it improves our creativity.’

S2: ‘Sometimes my eyes hurt, and sometimes it gives me a headache.’

Spanish students expressed the positive effects of playing games mostly as fun (f=3). In
addition, learning dance knowledge (f=1), memory power (f=1), finger speed (f=1), and gaining strategy
skills (f=1) were among the positive effects of the game. Regarding the negative effects of the game,
socialization problems (f=2) were mentioned the most. In addition, problems related to family relations
(f=1), neck pain (f=1), eye pain (f=1), and fatigue (f=1) are among the negative effects of the game.

S7: ‘It improves my strategy skills. It increases the speed of my fingers.’

S11: ‘Sometimes | argue with my family about the game. | want to play more, but my family
does not allow me. It does not affect my friendship relationships.’

Macedonian students expressed the positive effects of playing games as a contribution to the
development of intelligence (f=3) and entertainment (f=2). Regarding the negative effects of the game,
the inability to focus on the lesson (f=3) was expressed the most. In addition, headache (f=2), neck pain
(f=2), eye pain (f=2), back pain (f=1) and fatigue (f=1) were among the negative effects of the game.
Sample Macedonian participant statements regarding the positive / negative effects of the game are
given below.

S14: ‘Yes, I think some games make us smarter.’

S16: ‘Sometimes [ think it affects us. When I try a new game, [ want to play it for a long time.
The game is always in my mind, and I answer the questions wrong in the lessons.’

The themes and codes obtained from the student responses to the question ‘How (advertisement,
friend, etc.) did you meet the games you play?’ are given in Figure 11.

How to Meet the Game
I

Turkiye Spain Northern Macedonia
Research (f=4) Coincidence (f=4) Recommendation (f=5)
Recommendation (f=4) Recommendation (f=4) Advertisement (f=3)
Advertisement (f=3) Advertisement (f=3) Coincidence (f=2)

Coincidence (f=2)

Figure 11. Comparison of the codes belonging to the theme of the method of meeting with the game
according to the countries

According to Figure 11, Turkish students stated that they met new games mostly through
research (f=4), and recommendation (f=4). In addition, there are also participants who met games
through advertisement (f=3), and coincidence (f=2). An example of a Turkish participant's statement
regarding the way of meeting the game is given below.

S4 ‘While playing a game, the advertisements for other similar games appear on the screen. If
it interests me, I look at it, read the comments, and if I like it, I download and play it.’
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Spanish students stated that they met new games mostly through coincidence (f=4), and
recommendation (f=4). In addition, advertisement (f=3) was also among the ways of getting acquainted
with the game. A sample Spanish participant statement regarding the way of meeting the game is given
below.

S12: ‘I normally find them on YouTube and advertisements. Sometimes I play games I hear from
my friends.’

Macedonian students stated that they met new games mostly through recommendation (f=5).
There are also participants who met the game through advertisement (f=3), and coincidence (f=2). A
sample Macedonian participant statement regarding the way of meeting the game is given below.

S18: ‘I play games recommended by my friends.’

In summary, it is seen that the preferred devices for playing digital games in different countries
are mostly different (computer, tablet, smartphone), and their choice is justified by statements such as
ease of use and screen width. In terms of game type, there is no game that is grouped around a certain
majority in the three countries, and the entertainment factor is mostly cited as the reason for their
preference. In terms of the time spent per week on games, it was revealed that Spanish students spent
the most time and Macedonian students spent the least time. It is seen that students in all three countries
prefer their own homes as a game location and explain the reason for this with the concepts of comfort
and silence. In the theme of the reason for playing games, it was revealed that students generally play
games for entertainment and socialization. On the other hand, there are differences between countries in
digital game purchasing preferences. In this context, Turkish students mostly stated that they prefer to
buy games, while Macedonian students mostly stated that they do not prefer to buy games. Among
Spanish students, the ratio of preferring and not preferring is equal. It is seen that students in all three
countries are aware of the positive and negative features of digital games and express them in various
ways (entertainment, intelligence development, headaches, lack of socialization, etc.).

Discussion, Conclusion and Suggestions

In this section, the findings obtained in line with the research questions are discussed. When the
findings of the study are analyzed, it is seen that primary school students mostly prefer smartphones and
tablets to play games in Tirkiye (Figure 1). The fact that children spend their free time with smartphones
in our country increases game addiction (Biilbiil, Tung, & Aydil, 2018), which may be the reason why
phones are mostly used as a game device. On the other hand, the distribution of tablets for technology
integration within the scope of the FATIH (Movement to Increase Opportunities and Technology-
Turkish: Firsatlar1 Artirma ve Teknolojiyi Iyilestirme Hareketi) project and the acquisition of tablets by
the majority of students for distance education, especially during the COVID-19 pandemic period, may
have led to this result (Pamuk et al., 2013). The fact that Spanish students stated that they mostly play
digital games on computers and tablets may be because their phone usage habits are low compared to
the other two countries and that platforms such as computers or tablets are offered to students at the
primary school level. The fact that Turkish students mostly expressed individual use as the reason for
preferring a gaming device (Figure 2) may be due to the gradual decrease in the age of having a
smartphone of their own (Biilbiil et al., 2018). Spanish students mostly stated that they prefer the use of
computers and tablets in terms of ease of use. This may be related to the prevalence of computer use in
Spain and the different usage habits of students compared to other countries. The fact that students in
North Macedonia expressed their reasons for preferring the game tool in terms of screen width may be
due to the fact that computer usage is lower than other tools (tablets and smartphones) (see Figure 1)
and that tablets are considered to have an advantageous screen width compared to phones.

When the game types preferred by primary school students are analyzed, it is seen that Turkish
students mostly play football and war games (Figure 3). This can be explained by the fact that the
majority of Turkish participants are male students, and male students are more interested in action and
war games (Korkmaz & Korkmaz, 2019). Similarly, Spanish students stated that they mostly prefer
memory games along with escape, war, and racing games. Students in North Macedonia differ from
other countries in that they mostly prefer to play brain teasers and puzzle-type games. The fact that all
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Macedonian participants were female students and that the gender factor has a significant effect on the
preferred game types may have led to this result (Prensky, 2001). On the other hand, the fact that
Macedonian students want to prioritize games that will support their individual development in their
free time may also explain this situation. Turkish students mostly explained the reason for game type
preference with expressions of fun and excitement (Figure 4). The game types (war games, football,
etc.) preferred by the students also explain this reasoning. Spanish students attribute the reason for game
type preference to individual interest and entertainment. Macedonian students explained their game type
preferences on the grounds of entertainment and mental gymnastics, both because they have fun playing
games and because the related game types (intelligence games, puzzles, etc.) contribute to their
individual development.

When the time spent on games was analyzed, it was found that Turkish students mostly spent
4-6 hours a week on digital games, Spanish students spent 10 hours or more, and Macedonian students
spent 1-3 hours (Figure 5). The reason for the difference in the time spent on a country basis may be due
to the different intensity of the courses and curricula at the 4th grade level. On the other hand, the fact
that the time allocated for homework and home activities varies in the countries included in the study
group may also have led to this result. For example, the limited preference for homework or the tendency
to abolish homework in some European countries (Trautwein & Koller, 2003) may have led students in
Spain to spend more time with digital games during out-of-school time. In terms of the location of game,
the majority of students in all three countries stated that they preferred their own home (Figure 6). This
result shows that students prefer to play games in their own rooms or private spaces where they feel
most comfortable. Students' reasons for preferring the location of game also support this judgment
(Figure 7). While Turkish students stated that they prefer to play games at home in terms of comfort,
Spanish students stated that they prefer to play games in their own homes due to infrastructure facilities.
Macedonian students, on the other hand, prefer to play games at home because it is a quiet environment.
Especially during the COVID-19 pandemic process, the fact that children mostly spend time at home
and spend their gaming needs at home with digital tools because they cannot go out may cause them to
develop the habit of playing games in comfortable and quiet environments (Boga Baran & Saglam,
2023).

When the reasons of the students for playing games were analyzed, Turkish students stated that
they mostly played the games for socializing purposes and because the game quality was good. Spanish
and Macedonian students mostly prioritized the entertainment factor (Figure 8). The fact that digital
games allow students to have fun in terms of content and game dynamics explains the fact that students
mostly play for entertainment purposes (Driskell, 2002). When the game purchasing preferences of the
students were analyzed, it was found that the majority of Turkish students purchased games, Spanish
students preferred to purchase games partially, and the majority of Macedonian students did not
purchase games (Figure 9). This situation suggests that game purchasing preferences are affected by
some factors on a country-by-country basis. For example, the tendency of some developed countries
(Russia, China, etc.) to include educational digital games in their educational policies may be due to the
free accessibility of digital games in countries that want to use digital games for individual or academic
development (Inal & Kiraz, 2008). The fact that Macedonian participants preferred games close to
educational purposes, such as intelligence games or puzzles, as game types may be since free game
options are offered more in this field. On the other hand, the limited availability of free game options in
the fields of war and strategy (Aktas & Bostanci, 2021), which are preferred by Turkish students who
prefer games with more commercial purposes such as adventure, racing, or war games, may lead them
to purchase more games than students in other countries. In summary, the types of games that students
mostly prefer to play may also have determined their purchasing preferences.

When the opinions on the positive or negative effects of the games were analyzed, Turkish
students mostly emphasized the positive aspects, such as entertainment and gaining football knowledge;
however, they also stated that there may be negative effects in terms of health. Similarly, while Spanish
students mostly stated that playing games has positive effects in terms of entertainment, on the other
hand, they also emphasized the negative aspect that it prevents socialization. While Macedonian students
emphasized the positive aspects of digital games in terms of intelligence development and entertainment,
they stated that there were negative effects on lessons and health. These statements show that although
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there are positive aspects, all students are aware of the negative situations such as mental, skeletal-
muscular system, eye, and physical disorders that digital games can cause (Mustafaoglu & Yasaci,
2018). In addition, this awareness may have emerged thanks to the guidance of the students to use digital
games safely (Yigit & Alat, 2022). Finally, when the opinions about the way of getting acquainted with
the game are examined, it is seen that Turkish students mostly acquired the games they played as a result
of research and on recommendation; Spanish students acquired them by chance and on recommendation;
and Macedonian students mostly acquired them on recommendation.

In this study, in which the digital gaming habits of primary school students were compared
according to countries, the preference of smartphones, tablets, and computers as game devices emerged
as an important result. From this point of view, digital learning environments that provide advantages
in terms of interest and motivation towards the lesson can be designed by integrating these habits of
students with their lessons at school (Bag & Calik, 2021). In this regard, especially primary school
science education researchers’ designing and implementing digital games for teaching concepts in
science subjects and developing various skills (science process skills, high-level skills, 21st century
skills, etc.) can ensure the integration of students’ digital game habits into science education. Designing
such games not only for computers but also as mobile games compatible with tablets and smart phones
can be an incentive for students to spend time with science subjects outside of school. In addition, the
effectiveness of such digital games can be analyzed in future studies.

In the current study, it can be shown as a limitation that the study group was selected from only
three countries that cooperate within the scope of the Erasmus project. However, the findings of the
study can be considered an important example for intercultural comparisons to be made in future
research. In future research, cross-cultural characteristics can be defined, and the differences between
these characteristics and digital gaming habits can be investigated.
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Ilkokul Ogrencilerinin Dijital Oyun Aliskanhklari: Ulkeleraras: Bir

Karsilastirma
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Oz

Anahtar Kelimeler

Oyun, ¢ocuklarin gelisimi i¢in olmazsa olmaz unsurlardan biri olup gocuklarin
fizyolojik, bilissel, duyugsal ve sosyal yonden gelisimini saglayan oOnemli
araglardan biridir. Yirminci ylizyilin teknolojik sartlar1 disiiniildiigiinde, bu
durum cocuklarin dijital oyunlara yonelmelerine ve ¢esitli teknolojik araglar
iizerinden oyunlar oynamalarina evrilmistir. Bu ¢alismada ilkokul 6grencilerinin
dijital oyun aligkanliklarin1 incelemek ve bu aligkanliklarm ii¢ farkli {ilke
baglaminda nasil degistigini incelemek amaglanmistir. Arastirma nitel arastirma
yontemlerinden olgubilim deseniyle yiiriitiilmistir. Calisma grubu Tiirkiye,
Kuzey Makedonya ve Ispanya’da bulunan birer ilkokuldan secilmistir. Her bir
tilkeden birer okul ve her bir okuldan altisar 6grenci olmak iizere toplam 18
ogrenci dijital oyun aligkanliklariyla ilgili gériislerini belirtmistir. Aragtirmanin
verileri Tastekin (2019) tarafindan olusturulan yari-yapilandirilmis goriisme
sorulart yardimiyla toplanmistir. Elde edilen veriler igerik analizi yontemiyle
kodlanmis ve 11 tema altinda sergilenmistir. Aragtirmanin sonucunda ¢ iilke
genelinde ilkokul 6grencilerinin ¢ogunlukla tablet, akilli telefon ve bilgisayar
gibi araglar iizerinden oyun oynamay: tercih ettikleri ortaya ¢ikmustir. Ayrica
Tiirk ve Ispanyol 6grenciler cogunlukla aksiyon oyunlarimi (savas, kacis, futbol
vb.) tercih ettigini ifade ederken, Makedon 6grenciler ¢cogunlukla zeka oyunlarini
oynamay1 tercih ettiklerini ifade etmistir. Bu sonuglardan hareketle ilkokul
ogrencilerinin oyun oynamak icin ilgi duydugu tablet, akilli telefon ve
bilgisayarlarin egitsel dijital oyunlar i¢in kullanimina tesvik edilmesi ve bunun
icin de ilkokul derslerine entegre edilebilecek egitsel dijital oyunlarin
tasarlanmasi Onerilmistir.
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Giris

Biitiin ¢ocuklar oyun oynarlar ve g¢evreleri ile oyun yoluyla etkilesime gecerler. Oyun ile
ugrast, ¢ocuklarin giinlik yasaminda ¢ok yer tuttugundan cocuklarin isi olarak da tanimlanmistir
(Duman, 2010). Cocuklar, oyun yolu ile beceri ve ilgi alanlarimi gelistirirler. Baykog (2006: 148),
oyunlarin ¢ocuklarin tanimlama, siralama, tanima, hatirlama ve problem ¢ozme gibi pek c¢ok
fonksiyonlar1 desteklendigi gibi sosyal-duyussal yonlerini de gelistirerek sosyal roller edinmelerine ve
kisilik gelisimlerinin tamamlanmasini sagladigini belirtmistir. Oyunlar, fiziksel ve akademik yonden
destek verirken ayrica zihinsel gelisimi de pekistirmektedir (Badegruber, 2006; Baranowski vd., 1993;
Burdette & Whitaker, 2005; Cirhinlioglu, 2001; Kogyigit, Tugluk & Kdok, 2007; Plummer, 2008;
Tatira, 2014). Oyun caligmalarina 151k tutan ve literatiirde siklikla yer verilen ¢alismalarin basinda
Huizinga’nin Homo Ludens’i gelmektedir. Huizinga (2017), oynayan insan kavramini iireterek
oyunun Onemine deginmektedir. Bazi diisiiniirlere gore oyun ve Kkiiltlir eszamanli ortaya
cikmaktayken, Huizinga oyunun kiiltiirden daha eski oldugunu ifade etmistir. Genel olarak, toplumun
yapis1 ne olursa olsun, tiim arastirmalar ¢ocuklarin kendi kiiltiirlerini yaratarak onun sekillenmesine
yardimei olan ve bu kiiltiir igerisinde oyun oynayan bireyler oldugunu bize gostermektedir (Smith,
2009). Oyun kiiltiirel bir olgu olarak ele alinmalidir. Her toplumun kendine ait bir kiiltiirii ve kurallart
vardir (Akkaya, 2018). Toplumlarin kiiltiirel 6zelliklerine gore oyun sekilleri farkliliklar gosterse de
temelde oyun oynama ediminin biitlin kiiltiirlerde ¢ocuklardan yetiskinlere kadar goriilen bir etkinlik
bigimi oldugu bilinmektedir (Biricik, 2019). Dijitallesme ve kiiresellesme, ¢ocuk ve oyun kiiltiiriini de
etkilemistir. Cogunlukla ¢ocuklarin disarida oynadigi oyunlar, giinlimiizde olduk¢a azalmigtir. Farkli
kiiltiirler, farkli sosyal siniflar kendi kiiltiirlerine gére oyunun degiskenlerini tercih ederler. Bu oyunun
kiiltiirel olarak 6nemini ortaya koymaktadir (Berne, 2016).

Bir ¢ocugun oyun hakkindaki motivasyonu ve oyundan beklentisi uzun bir siire oyun
oynamasindaki 6nemli faktorlerden biridir (Haagsma vd., 2013). Shaffer ve arkadaslar1 (2005), bu
beklentiye atfederek giiniimiizde yaygin hale gelen dijital oyunlarin ¢ocuklarin giinliik yasamlarinda
onemsedikleri ve yonelme egilimindeki seyleri yapabilmelerinde onlara diisiinme, sosyal etkilesim ve
teknolojinin dahil oldugu yeni sosyo-kiiltiirel diinyalar insa edip hizmetlerine sundugunu
belirtmislerdir. Yani ¢ocuklar, hayalini kurup ama gerceklestiremedikleri pek ¢ok ideallerini oyun
diinyasinda yerine getirme firsatin1 yakalayabilmektedirler. Dijital oyunlarin 6zellikle g¢ocuklar ve
gengler tarafindan bu kadar ilgi toplamast bu oyunlarin onlar agisindan faydali m1 yoksa zararli mi
oldugu tartismalarin1 da beraberinde getirmistir. Arastirmacilar yaptiklar1 caligmalarla bu tartismaya
katki yapmaya devam etmektedirler. Yapilan ¢aligmalar (Yilmaz, 2019) dijital oyunlarin gocuklara
yonelik negatif ¢iktilara yol agtiklar1 gibi olumlu iirtinlerin de varliginm ortaya koymustur.

Dijital oyunlarin igerdigi dgelerin ¢ocuklarin ahlaki gelisimleri iizerindeki etkilerine yonelik
kaygilar da gitgide artis gostermektedir. En basta gelen kaygilardan birisi de saldirganlik ve siddet
igerikli dijital oyunlarin ¢ocuklarda ve genglerde olumsuz ahlaki degerlerin gelisimine neden olup
olmadigidir (Cooper & Mackie, 1986; Lemmens vd., 2011). Ilk nesil dijital oyunlari genellikle
eglendirmeye odaklanirken, yeni nesil dijital oyunlar1 sadece eglendirmekle kalmayip ayn1 zamanda
ogretme, 6grenme ve davranig degisikligi gibi egitsel ve terapotik miidahale gibi iyilestirici hedefler
icin de kullanilmaktadirlar (Annetta, 2010; Griffiths, Kuss & Ortiz de Gortari, 2017). Bu sonuglar,
dijital oyunlarin tiimiinii igerecek bi¢imde yararlidir ya da zararlidir seklinde genel bir degerlendirme
yapilmasinin saglikli bir bakis agis1 olamayacagini ortaya koymaktadir. Dolayisiyla bu caligma ile
birlikte farkli iilkelerdeki ¢ocuklarin oynamis olduklari dijital oyunlar hakkindaki algilarim
belirleyerek hem alan yazinda mevcut olan tartismaya hem de sinirli bulunan bilimsel yayinlara katki
saglamasi hedeflenmistir. Yine hem ¢ocuklarin algilarinin i¢inde yasadiklan kiiltiire gore farklilasip
farklilasmadiginin  belirlenmesi admna bu calisma, ii¢ farkl kiiltirde (Tiirkiye, Ispanya, Kuzey
Makedonya) gerceklestirilmistir. Bu baglamda arastirmanin amaci, dijital oyunlar hakkinda ¢ocuklarin
algilarim  belirleyerek Tiirkiye, Ispanya ve Kuzey Makedonya &rneklemleri baglaminda
karsilastirilmasidir. Buna bagh olarak arastirmanin problemi ‘Tiirkiye’de, Ispanya ve Kuzey
Makedonya’da ilkokul 4. smifa devam eden g¢ocuklarin dijital oyunlara iligkin algilar1 nasildir?’
seklinde olusturulmustur.
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Arastirmanin Onemi

Cocuk oyunlarinin ¢ocuklarin tiim gelisim alanlarina olan katkis1 yadsinamaz bir gercektir.
Teknolojinin gelisimi ve internetin yayginlagsmasiyla birlikte ¢ocuklarin oynadiklar1 oyunlar da sokak
ortamindan sanal ortama dogru ge¢meye baslamis ve bu oyunlar giin gectikce de cocuklarin
yasamlarinda daha 6nemli bir yer edinmeye baslamistir (Yilmaz, 2019). Bu durum dijital oyunlarin
cocuklara etkisine yonelik tartismalar1 da beraberinde getirmistir. Dijital oyunlarin etkisine yonelik
yapilan calismalarda olumlu etkilerin (Aldrich, 2005; Bakar, Tiiziin & Cagiltay, 2008; Cole &
Griffiths, 2007; Garris vd., 2002; Wan & Chiou, 2006) yani sira olumsuz etkilerin (Charlton, 2002;
Griffiths, 1995; Griffiths, 2005; Lemmens vd., 2011; Yilmaz vd., 2018) de bulundugu belirtilmistir.
Gorildiigi lizere dijital oyunlarin ¢ocuk gelisimine olan olumlu ya da olumsuz etkileri bilindigi halde
ilkokul 4. smifta 6grenim goren cocuklarin algilarimi kiiltiirlerarasi cercevede ele alan bir ¢aligmaya
rastlanmamugtir. Oysaki Tiirk egitim sistemi, ¢ocuk egitiminde ileri bir seviyede bulundugu 6ngoriilen
bat1 toplumlari ile dijital oyun kuram ve oyun davraniglari1 konusunda aynm alanyazin takip etmektedir.

Oyun alanyazinina bakildiginda ozellikle siddet igeren dijital oyunlarin etkileri ile oyun
bagimliligi konusunda pek c¢ok caligma bulunmaktadir (Anderson vd., 2004; Weber, Ritterfeld &
Kostygina, 2006). Bu caligmalarin 6nemli bir kisminda bu oyunlarin psikososyal ve davranissal
etkileri ele alinmistir (Dag, Yayan & Yayan, 2021; Kadan & Aral, 2024; Karakus, Dicle & Kilig,
2024; Kuss & Griffiths, 2012; Simsek & Karakus Yilmaz, 2020; Uzunoglu, 2021; Yal¢in Irmak &
Erdogan, 2016). Simsek ve Karakus Yilmaz (2020) dijital oyun konusundaki c¢alismalarin
cogunlugunun ilkokul, ortaokul ve lise diizeyindeki belli &rneklem gruplarinda toplandigini ve
katilimcilarin se¢iminde herhangi bir kriterin uygulanmadigini 6ne siirmiiglerdir. Ayrica alanyazindaki
caligmalarda dijital oyun bagimlilig1 ile iligkili olan degiskenler, ebeveyn rehberligi (Biricik, 2019),
cinsiyet (Karakus, Dicle & Kilig, 2024; Soysal & Kartal, 2024; Tonga, 2024), bilgisayara sahip olma
(Balc1 & Tezer, 2024; Soysal & Kartal, 2024), internet baglantisina sahip olma (Demir, 2024; Ding
vd., 2023; Tuncer Sener & Yorulmaz, 2023), simif diizeyi (Giiler & Ozmaden, 2023, Karakus, Dicle &
Kilig, 2024; Soysal & Kartal, 2024), anne-baba egitim durumu (Kaya vd., 2023; Mogosoglu &
Yorulmaz, 2023), spor yapilan giin sayis1 (Mutlu Bozkurt, Olgun & Bozkurt, 2023, akademik basari
(Demir, 2024; Soysal & Kartal, 2024), yas (Bagci Cetin, 2023; Demir, 2024) bakimindan
incelenmesine ragmen teorik olarak yeterince gercevesinin c¢izilmedigi de ifade edilmistir. Bu
diisiinceden hareketle dijital oyunlara karsi genel itibariyle ayn1 kuramsal gergeve paylasilmasina
ragmen, ¢ocuklarin dijital oyunlar hakkindaki algilar1 sistematik ve kiiltiirleraras1 karsilagtirmali olarak
detayli bir sekilde analiz edilmemistir. Teknolojinin ve dijital ¢cagin egemen oldugu bu doénemde,
cocuklar arasinda dijital oyun kiiltiiriiniin olustugu goriilmektedir. Biricik (2019) tarafindan dijital
oyunlarin bir kiiltiirel kod haline gelmesi ve ¢ocuklarda etkili olmasinin sosyo-demografik 6zelliklerle
iligkili oldugu bulunmustur. Bundan dolay1 alanyazinda c¢ocuklarin dijital oyunlar hakkindaki
algilariin iginde yasadiklar1 kiiltiire (Tiirkiye, Ispanya, Kuzey Makedonya) gore farklilagip
farklilagsmadigimi belirleyen bir yaymin bulunmamasi bu ¢alismayr 6énemli kilmaktadir. Ayrica bu
caligma, sinirli bulunan kiiltiirleraras: caligsmalara katki yapmasi ve arastirmacilara kiiltlirlerarasi
caligmalar i¢in yeni alanlar olusturarak rehberlik etmesi bakimindan degerli goriilebilir.

Yontem

Calismanin bu boliimiinde arastirmanin modeli, ¢calisma grubu, veri toplama araci, veri analizi
ve aragtirmanin gegerlik ve giivenirligi konularinda bilgilere yer verilmistir.

Arastirmanin Modeli

Bu arastirma, nitel aragtirma yonteminin olgubilim deseni ile yliriitiilmiistiir. Olgubilim
aragtirmasinda, bilinen ama daha derin bilgi edinilmek istenen olgulara odaklanilir (Biiyiikoztiirk vd.,
2016). Olgubilim deseninde olguya dair birey algilarint ve yiiklenilen anlamalar ortaya ¢ikarmak asil
hedeftir (Yildinm ve Simsek, 2018). Arastirmada ilkokul 6grencilerinin dijital oyunlar1 oynama
aliskanliklariyla ilgili goriisleri ve tercihleri, yine onlarin goriisleri dogrultusunda ele alindigindan
olgubilim deseninin kullanimi uygun bulunmustur.
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Calisma Grubu

Bu ¢alismanin ¢alisma grubunu, 2022-2023 egitim dgretim yilinda Tiirkiye, Ispanya ve Kuzey
Makedonya’da ilkokul 4. siifta 6grenim gormekte olan ve her bir iilkeden ulasilan altisar 6grenci
olmak iizere toplam 18 Ogrenci olusturmaktadir. Katilimeilarin 11’1 kiz 7’si erkektir. Katilimer
ogrencilerin isimleri calismanin herhangi bir boliimiinde agik edilmemistir. Bunun yerine katilimeci
ogrenciler O1, 02, 03,...., O18 olarak kodlanmstir. Calisma grubunun farkli iilkelerden segilmis
olmasi, hedef kitleye ulasmak noktasinda giicliikler dogurabilmektedir. Mevcut calismada bu
giicliikleri agmak i¢in birinci yazarin da gorev aldigi Erasmus projesi kapsaminda iilkemizin is birligi
icerisinde oldugu iilkelerdeki okullara ulasilmasi hedeflenmistir. Bu kapsamda Ispanya ve Kuzey
Makedonya’da proje kapsaminda calismalarimi {ilkemizle ortak yiirliten okullar tespit edilmistir.
Projeyle birlikte ortak bir paydada bulusmay: hedefleyen bu iilkelerde simif 6gretmenleri diger
tilkelerin 6gretim programlarini ve uygulamalarini inceleyerek tecriibe etme firsati bulmustur. Ayrica
proje kapsaminda dijital 6grenme ortamlarinin kullanimi ve egitsel dijital oyunlara da yer verilmis ve
bu asamada Ogrencilerin dijital oyunlar1 oynama egiliminde olduklari gézlemlenmistir. Bu durum
farkl kiiltiirlere sahip 6grencilerin dijital oyun aliskanliklarinin karsilastirilmasinin alanyazina 6nemli
katkilar sunacagi fikrini dogurmustur. Ilgili iilkelerdeki okullarla kurumsal e-posta adresleri yoluyla
iletisime gegilerek mevcut arastirmanin konusu ve amaci tanitilmig ve goriislerine basvurulacak hedef
kitle tanimlanmistir. Aragtirmanin amacina uygun hedef kitleyi saglamayi1 kabul eden okullardan
(Tablo 1) cevrimici goriismeler yapmak iizere Ingilizce dilinde kendini ifade edebilen altisar ilkokul
Ogrencisi caligma grubu olarak belirlenmistir. Calisma grubuna dahil edilen 6grencilerin farkli
kiiltiirlerden 6zelliklere sahip olmasi ve mevcut ¢alismanin farkli durumlarin ortak oriintiilerini ortaya
¢ikarmay1 amaglamasi (Baltaci, 2018), amagli 6rneklem se¢imi yontemlerinden maksimum ¢esitlilik
(heterojen) orneklem sec¢imine yoneltmistir. Tirkiye Orneklemine ise amagli Orneklem segimi
yontemlerinden kolay ulagilabilir orneklem segimiyle ulasilmistir. Calisma grubunun iilkelere
dagilimi, yas, cinsiyet ve bolge bilgileri Tablo 1’de verilmistir.

Tablo 1. Calisma grubuna ait bilgiler

Yas1 Cinsiyet Simif Bolge
01 9 E
02 10 E
03 10 E . .
o4 10 K 4 Rize/TURKIYE
05 10 K
06 10 E
07 10 E
08 9 K
09 10 K D
610 10 E 4 Logrono La Rioja/ISPANYA
0o11 9 K
012 10 E
013 9 K
014 9 K
015 9 K
016 10 K 4 Debre/KUZEY MAKEDONYA
017 9 K
018 10 K

Veri Toplama Aract

Calismanin verileri nitel veri toplama tekniklerinden goriisme teknigiyle toplanmustir.
Ogrencilerle yapilan goriismelerde dijital oyun aliskanliklarini belirlemeye yénelik Tastekin (2019)
tarafindan olusturulan yari-yapilandirilmis gériisme sorulari kullanilmigtir. Bu kapsamda 6l¢me aracini
kullanmak i¢in gerekli izin alinmistir. Goriigme sorularinin kapsam ve yapi gegerliligini saglamak igin;
siif egitimi alanindan iki uzmandan goriisme sorularinin ilkokul diizeyine uygun olup olmadig ile
ilgili goriisler alinmigtir. Bu agsamada her bir goriisme sorusuyla alakali uygundur/uygun degildir
seklinde doniit verebilecekleri ve sorunun uygun olmamasi halinde kendi 6nerilerini yazabilecekleri
bir form kullanilmigtir. Her iki uzmandan sorularin diizeye uygun oldugu déniitii alindiktan sonra,
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6leme araci ilkokul 4. smifta okuyan {i¢ 6grenciye uygulanmis ve sorularin anlasilir olduguna yonelik
Ogrenci onaylart alinmigtir. Uzman gorisleri ve o6grenci doniitlerinin ardindan Olgme aracinin
kullanima uygun olduguna karar verilmistir. Ispanyol ve Makedon &grenciler icin goriisme sorularinin
Ingilizce hazirlanmis formu kullamilmistir. Bu sorularin anlam karsiligmin ayni oldugunu test etmek
icin Ingiliz dili alanindan bir uzmanin yam swra, ilgili iilkelerden segilen okullardaki smif
Ogretmenleriyle 6n goriismeler yapilmigtir. Gortismeler sonunda uzmanlarin 6nerdigi diizenlemelerle
gorlisme sorularina son sekli verilmistir.

Calisma grubunun dijital oyun oynama aligkanliklarina yonelik goriislerini almak tizere 14
adet soru yoneltilmistir. Veriler Ispanyol ve Makedon &grencilerle Zoom iizerinden, Tiirk dgrencilerle
ise yiiz yiize bire bir goriismeler seklinde ve Ogrencilerin rizasiyla goriintii ve ses kaydi alinarak
toplanmistir. Ispanyol ve Makedon Ogrencilerle yapilan goriismelerde goriisme sorularr Ingilizce
sorularak veri toplanmistir. Her bir goriisme ortalama 30 dakika slirmiistiir. Daha sonra goériigsmelerde
alinan ses kayitlar1 yardimiyla toplanan veriler herhangi bir miidahale olmaksizin yaziya dokiilmiis ve
cevaplarla ilgili katilime1 teyidi alindiktan sonra elde edilen verilerin analizine ge¢ilmistir.

Verilerin Analizi

Calisma kapsaminda yari-yapilandirilmis goériismelerden elde edilen veriler igerik analizine
tabi tutulmustur. Neuendorf (2017) igerik analizini mesajlarda ortaya ¢ikan ya da Olgiilen degerlerin
tipini sinirlamak ve bilimsel konular hakkinda gelen mesajlarin niteliksel analizlerinin 6zeti olarak
tamimlamaktadir. Igerik analizinde temelde yapilan islem, birbirine benzeyen verileri belirli kavramlar
ve temalar gergevesinde bir araya getirmek ve bunlar1 okuyucunun anlayabilecegi bir bigimde organize
ederek yorumlamaktir (Yildirim ve Simsek, 2006). Bu baglamda mevcut arastirmanin igerik analizi,
dokiimanlardan elde edilen verilerin islenmesinde dort agsamada gergeklestirilmistir: (1) Dijital oyun
aligkanliklarmna ait verilerin kodlanmasi, (2) Dijital oyun aligkanliklariyla ilgili temalarin belirlenmesi,
(3) Kodlarin ve temalarin uyumunun gozden gegirilmesi ve (4) arastirma bulgularmin tanimlanmasi ve
yorumlanmasi (Yildirim & Simsek, 2006).

Ogrenci  goriismelerinde alman kayitlarmin yaziya dokiilmesinin  ardindan, yanlis
anlagilmalarin Oniline gegmek i¢in katilimcilarin teyidi alinmigtir. Ardindan, veriler igerik analizi
yontemiyle kodlanmustir. Olusturulan kodlardan yola ¢ikarak arastirma sorularin1 temsil eden temalar
olusturmak icin ii¢ arastirmaci da goriislerini ifade etmis ve ortak fikirde bulustuklari tema isimlerine
karar vermistir. Bu yolla tiim verilerden toplam 11 tema (oyun araci, oyun araci tercih nedeni, oyun
tiirli, oyun tiirii tercih nedeni, haftalik harcanan siire, mekan, mekan tercih nedeni, oynama gerekgesi,
satin alma tercihi, olumlu/olumsuz etkileri ve oyunla tanisma yolu) olusturularak veriler
sergilenmisgtir.

Aragtirmanin gegerligini ve giivenirligini saglamak i¢in bazi 6nlemler alinmistir. Bu kapsamda
ilk olarak, arastirma sonuglarinin benzer ortamlarda ve benzer durumlarda tekrarlanabilmesine olanak
saglayabilmek i¢in arastirmanin yapildig1 c¢alisma gruplarinin nitelikleri ile arastirma siireci net bir
sekilde agiklanmaya caligilmistir. Ayrica arastirma siirecinde kullanilan veri toplama aracina nasil
karar verildigi ve nasil uygulandig1 agik¢a tamimlanmistir. Ornegin; goriisme sorularimin uygunlugu
icin yapilan pilot uygulamalar, goriismelerin nasil kaydedildigi ve nasil analiz edildigi acikca ortaya
konmustur (Miles & Huberman, 1994). Kisaca arastirmanin yontem boliimiinde, arastirma
bulgularinin bagka arastirmalarla test edilebilmesini saglayacak agiklamalara yer verilmistir. Analizin
teyit edilebilirligini saglamak igin sergilenen kod ve temalarin ardindan temalara iliskin 6grenci
goriisleri herhangi bir yorum katilmadan dogrudan alintilarla verilmistir. Bu yolla katilimci ifadeleri
ile tablolarda olusturulan kod ve temalarin tutarliligi noktasinda kanit saglanmaya calisilmistir.
Aktarilabilirlik boyutu i¢in drneklem seg¢im yoOntemi belirtilmis ve ¢alisma siireci agik bir sekilde
betimlenmistir. Ogrencilerle yapilan goriismeler sonrasi dgrenci ifadelerinden igerik analizi yapilarak
kodlar ¢ikarilmis ve olusturulan temalar frekans bilgileriyle sunulmustur (Yiksel vd., 2007).

Kodlamalarin giivenirligini test etmek amaciyla goriigmelerden elde edilen verilerin bir
boliimii yazarlar tarafindan bagimsiz olarak kodlanmistir. Verilerin %20’si iizerinden yapilan kodlama
sonuglari bir araya getirilmis ve Miles & Huberman (1994) formiiliine gore yapilan uyum yiizdesi
sonucunda verilerin %95 uyumlu oldugu goriilmiistiir. Aragtirmacilar birbiri ile tutarli olmayan kodlar
iizerinde tartigarak ortak bir kod belirlenmesi hususunda uzlagmaya varmstir.
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Bulgular

Tiirkiye, Ispanya ve Kuzey Makedonya’dan ilkokul 6grencilerinin dijital oyun oynama
aliskanliklarin1 incelemeye yonelik yapilan arastirmada katilimci ifadelerine ait kodlar ve temalar
sekillerle sunulmustur. Ayrica katilimer kodlar ortaya ¢ikaran katilimer ifadelerine ait 6rneklere de
sekil agiklamalarinda yer verilmistir.

Goriismelerde katilimeilara yoneltilen “Hangi platformlarda oyun oynuyorsunuz? (Telefon,
tablet, bilgisayar, konsol vb.) sorusuna yonelik cevaplardan elde edilen tema ve kodlar Sekil 1°de
verilmisgtir.

Oyun Araci
/ 1
Tiirkiye Ispanya Kuzey Makedonya
Telefon (f=6) Bilgisayar (f=5) Tablet (f=5)
Tablet (f=4) TR (1) Telefon (=3)
S — Oyun konsolu (f=2) e
Oyun konsolu (=1) e ) Oyun konsolu (f=1)
Telefon (f=1)

Sekil 1. Oyun araci temasina ait kodlarin tilkelere gore karsilastirmasi

Sekil 1°e gore; Tiirk 6grencilerin oyun oynamak icin en fazla telefon aracini tercih ettigi (f=6);
ardindan tablet (f=4), bilgisayar (f=2) ve oyun konsolu (f=1) tercihlerinin yer aldig1 goriilmektedir.
Oyun araci tercihine yonelik 6rnek bir Tiirk katilimer ifadesi agsagida verilmistir.

O3 “Kendi cep telefonum ve tabletim var onlarla oynuyorum.”

Ispanyol &grencilerin oyun oynamak icin en fazla bilgisayar kullanmay1 tercih ettigi (f=5);
ardindan tablet (f=4), oyun konsolu (f=2), switch (f=2) ve telefon (f=1) tercihlerinin yer aldigi
goriilmektedir. Oyun arac1 tercihine yonelik drnek bir Ispanyol katilimei ifadesi asagida verilmistir.

07 “Bilgisayarda, tablette, telefonda, oyun konsolunda ve switchte oyun oynuyorum. ”

Makedon &grencilerin oyun oynamak igin en fazla tablet kullanmayi tercih ettigi (f=5);
ardindan telefon (f=3), bilgisayar (f=2) ve oyun konsolu (f=1) tercihlerinin yer aldig1 goriilmektedir.
Oyun arac1 tercihine yonelik 6rnek bir Makedon katilimer ifadesi asagida verilmistir.

018 “Tablette oynuyorum.”

Gortismelerde katilimcilara yoneltilen “Se¢tiginiz platformda oynamanizin sebebi nedir?”
sorusuna yonelik cevaplardan elde edilen tema ve kodlar Sekil 2’de verilmistir.
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Oyun Araci Tercih Nedeni

™ "

Turkiye ispanya Kuzey Makedonya

Bireysel kullanim (f=2) Kullamm kolayhgi (f=3)

Ekran genigligi (f=5)

Ekran genigligi (f=1) Bireysel kullanim (f=2)

Edlence (f=2)

Icerik zenginligi (f=1) Hiz (f=1)

Bireysel kullanim (f=1)

internet altyapisi (f=1) icerik zenginligi (f=1)

Kullanim kolaylig: (f=1)

Sekil 2. Oyun araci tercihi temasina ait kodlarin iilkelere gore karsilastirmasi

Sekil 2’ye gore; Tiirk 6grenciler en fazla bireysel kullanim imka&ni nedeniyle (f=2) oyun araci
tercih ettigini ifade etmistir. Ayrica ekran genisligi (f=1), igerik zenginligi (f=1) ve internet alt yapis1
(f=1) gibi durumlar da oyun aracini tercih etme nedenleri arasinda yer almaktadir. Oyun araci tercih
etme sebebine yonelik 6rnek bir Tiirk katilimcr ifadesi asagida verilmistir.

»

O5 “Bana ait esyalari kullanirken daha rahat hissediyorum.”’

Ispanyol &grenciler en fazla kullamm kolayligi (f=3) nedeniyle oyun aracini tercih ettigini
ifade etmistir. Ayrica bireysel kullanim (f=2), hiz (f=1) ve igerik zenginligi (f=1) gibi durumlar da
oyun aracini tercih etme nedenleri arasinda yer almaktadir. Oyun araci tercih etme sebebine yonelik
ornek bir Ispanyol katilimci ifadesi asagida verilmistir.

O7 “En ¢ok switch ile oyun oynamay: seviyorum. Ciinkii diger platformlara gére iceriginde
cok fazla kayitl oyun var.”

Makedon 6grenciler en fazla ekran genisligi nedeniyle (f=5) oyun aracini tercih ettigini ifade
etmistir. Ayrica eglence (f=2), bireysel kullanim (f=1) ve kullanim kolaylig1 (f=1) gibi durumlar da
oyun aracini tercih etme nedenleri arasinda yer almaktadir. Oyun araci tercih etme sebebine yonelik
ornek bir Makedon katilimer ifadesi asagida verilmistir.

’

018 “Ekram biiyiik ve bana ait oldugu icin tableti tercih ediyorum.’

Goriismelerde katilimcilara yoneltilen “Hangi tiir oyunlart oynuyorsunuz?” sorusuna yonelik
Ogrenci cevaplarindan elde edilen tema ve kodlar Sekil 3’te verilmistir.

Oyun Tura

/ |

Tiirkiye ispanya Kuzey Makedonya

Futbol (f=2)

Savas oyunlan (f=2)

Araba oyunlan (=1)

Blok oyunlan (f=1)

Makyaj oyunlan (f=1)

Strateji oyunlan (f=1)

Yapi insa oyunlan (f=1)

Hafiza oyunlan (f=2)

Kacis oyunlan (f=2)

Savasoyunlan (f=2)

Yans oyunlan (=2)

Futbol (f=1)

Macera oyunlan (f=1)

Parkur oyunlan (f=1)

Zeka oyunlan (f=3)

Bulmaca (=2)

Eslestirme oyunlan (f=1)

Hafiza oyunlan (=1)

Karakter olusturma (f=1)

Yapi insa oyunlan (f=1)

Yapi insa oyunlan (f=1)

Sekil 3. Oyun tiirli temasina ait kodlarin tilkelere gore karsilastirmasi
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Sekil 3’e gore; Tiirk 6grenciler en fazla futbol (f=2) ve savas oyunlarini (f=2) tercih ettigini
ifade etmigtir. Ayrica araba oyunlar1 (f=1), blok oyunlar1 (f=1), makyaj oyunlar1 (f=1), strateji oyunlari
(f=1) ve yap1 insa oyunlar1 da (f=1) tercih edilen oyun tiirleri arasinda yer almaktadir. Oyun tiiriine
yonelik 6rnek bir Tiirk katilimci ifadesi asagida verilmistir.

O2 “Eskiden savas oyunlart oynuyordum ama simdi genellikle futbol oyunlart oynuyorum.”

Ispanyol dgrenciler en fazla hafiza oyunlarini (f=2), kacis oyunlarini (f=2), savas oyunlarini
(f=2) ve yaris oyunlar (f=2) tercih ettigini ifade etmistir. Ayrica futbol (f=1), macera oyunlar1 (f=1),
parkur oyunlar1 (f=1) ve yap1 insa oyunlar1 da (f=1) tercih edilen oyun tiirleri arasinda yer almaktadir.
Oyun tiiriine yonelik 6rnek bir Ispanyol katilime: ifadesi asagida verilmistir.

O7 “Savas oyunlari, hafiza oyunlari.”

Makedon Ogrenciler en fazla zekd oyunlarimmi (f=3) tercih ettigini ifade etmistir. Ayrica
bulmaca (f=2), eslestirme oyunlar1 (f=1), hafiza oyunlar1 (f=1), karakter olusturma (f=1) ve yap1 insa
oyunlar1 (f=1) tercih edilen oyun tiirleri arasinda yer almaktadir. Oyun tiirline yonelik 6rnek bir
Makedon katilimci ifadesi agagida verilmistir.

015 “Daha ok zekdya ve diisiinmeye yonelik oyunlar oynuyorum.”

Gortismelerde katilimcilara yoneltilen “Bu oyunlari oynama sebebiniz nedir?” sorusuna
yonelik 6grenci cevaplarindan elde edilen tema ve kodlar Sekil 4’te verilmistir.

Oyun Tiri Tercih Nedeni

-~

Tarkiye ispanya Kuzey Makedonya
Eglence (f=2) Bireysel ilgi (f=3) Eglence (f=3)
Heyecan (f=2) Eglence (f=2) Zihin jimnastigi (f=2)
Bireysel ilgi (f=1) Bos zaman (f=1) Bos zaman (f=1)
Goklu kullanics (f=1) Heyecan (f=1) Goklu ortam (f=1)

Yalniz kalma istegi (f=1) Mutiuluk (f=1)

Sekil 4. Oyun tiirii tercih nedeni temasina ait kodlarin iilkelere gore karsilagtirmasi

Sekil 4’e gore; Tiirk 6grenciler oyun tiirii tercihlerinde en fazla eglence (f=2) ve heyecanin
(f=2) etkili oldugunu ifade etmistir. Ayrica bireysel ilgi (f=1) ve ¢oklu kullaniciya uygun olusu (f=1)
oyun tiirli tercih nedenleri arasinda yer almaktadir. Oyun tiirii tercih nedenine yonelik 6rnek bir Tiirk
katilime1 ifadesi asagida verilmistir.

O2 “Futbol takimi alt yapisinda oynadigim icin ilgim de var bu nedenle oynuyorum.”

Ispanyol dgrenciler en fazla bireysel ilgi (f=3) nedeniyle oyun tiirii tercih ettigini ifade
etmistir. Ayrica eglence (f=2), bos zaman (f=1), heyecan (f=1) ve yalmz kalma istegi de (f=1) oyun
tirii tercih nedenleri arasinda yer almaktadir. Oyun tiirii tercih nedenine yonelik 6rnek bir Ispanyol
katilimer ifadesi asagida verilmistir.

O7 “Iki sebebim var, ilki bos zamanmi gecirmek, ikincisi diinyanin geri kalanindan izole
olmak, yalniz kalmak.”

Makedon 6grenciler en fazla eglence (f=3) nedeniyle oyun tiirii tercih ettigini ifade etmistir.
Ayrica zihin jimnastigi (f=2), bos zaman (f=1), ¢oklu ortam (f=1) ve mutluluk da (f=1) oyun tiirii
tercih nedenleri arasinda yer almaktadir. Oyun tiirii tercih nedenine yonelik 6rnek bir Makedon
katilimer ifadesi agagida verilmistir.

015 “Ciinkii baska arkadaslarimn oyunlarina katilabiliyorsun ve birlikte oynayabiliyorsun.”
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Goriismelerde katilimeilara yoneltilen “Haftada kag¢ saatinizi oyuna aywrryorsunuz?” sorusuna
yonelik 6grenci cevaplarindan elde edilen tema ve kodlar Sekil 5’te verilmistir.

Haftalik harcanan siire

|

Tlrkiye ispanya Kuzey Makedonya
4-6 saat (f=3) 10 saat ve Gzeri (f=3) 1-3 saat (f=3)
1-3 saat (f=1) 4.6 saat (f=2) 4.6 saat (f=2)
7-10 saat (f=1) 1-3 saat (f=1) 7-10 saat (f=1)

10 saat ve lizeri (f=1)

Sekil 5. Haftalik harcanan siire temasina ait kodlarin iilkelere gore karsilastirmasi

Sekil 5’e gore; Tirk 6grenciler bir hafta boyunca ¢ogunlukla 4-6 saat (f=3) oyun oynamaya
zaman ayirmaktadir. Ayrica 1-3 saat (f=1), 7-10 saat (f=1) ve 10 saat ve iizerinde (f=1) oyun
oynamaya zaman ayiran dgrencilerin oldugu da goriilmektedir. Haftalik harcanan siireye yonelik 6rnek
bir Tiirk katilime1 ifadesi agsagida verilmistir.

OS5 “Hafta ici ler saat Pazar giinleri 2 saat oynuyorum. Haftada toplam 7 saat oynuyorum.
Cumartesi giinleri ddev yapiyorum ve sonra disarida kuzenlerimle arkadaslarimla
oynuyorum.”

Ispanyol 6grenciler bir hafta boyunca ¢ogunlukla oyun oynamak icin 10 saat ve iizerinde (f=3)
zaman ayirdigini ifade etmistir. Ayrica 4-6 saat (f=2) ve 1-3 saat (f=1) oyun oynamaya zaman ayiran
ogrencilerin oldugu da gériilmektedir. Haftalik harcanan siireye yonelik &rnek bir Ispanyol katilimei
ifadesi asagida verilmistir.

Ol11 “Giinde en fazla yarim saat oynayabiliyorum. Ailemin belirledigi bir limitim var. Hafta
sonlart ise ler saat oynuyorum. Toplam haftada 4buguk saat video oyun oynuyorum.”

Makedon 6grenciler bir hafta boyunca oyun oynamak i¢in en fazla 1-3 saat (f=3)zaman
ayirdiklarini ifade etmistir. Ayrica oyun oynamaya 4-6 saat (f=2) ve 7-10 saat (f=1) zaman ayiran
ogrencilerin oldugu da goriilmektedir. Haftalik harcanan siireye yonelik 6rnek bir Makedon katilimei
ifadesi agagida verilmistir.

015 “Giinde yarim saat ve haftada yaklasik 2 saat oynuyorum.”

Gortgmelerde katilimeilara yoneltilen “Oyunlart nerelerde oynuyorsunuz? (Ev, okul, internet
kafe, is yeri, arkadasinizin/komsunuzun evi vb.)” sorusuna yonelik 6grenci cevaplarindan elde edilen
tema ve kodlar Sekil 6’da verilmistir.

Mekan
Tiirkiye / Ispanya Kuzey Makedonya
Kendi evi (f=6) Kendi evi (f=5) Kendi evi (f=5)
Arkadasinin evi (f=3) Arkadaginin evi (f=2) Arkadasinin evi (f=3)

Sekil 6. Mekan temasina ait kodlarin {ilkelere gore karsilagtirmasi
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Sekil 6’ya gore; Tiirk 6grenciler oyun mekani olarak en fazla kendi evini (f=6) tercih
etmektedir. Ayrica oyun mekani olarak arkadasinin evini (f=3) tercih eden ogrenciler de
bulunmaktadir. Oyun mekanina yonelik 6rnek bir Tiirk katilimer ifadesi asagida verilmistir.

Ol “Evimde ve arkadasimin annesinin igyerindeki bilgisayarda oynuyorum. En ¢ok kendi
evimde oynuyorum.”

Ispanyol dgrenciler oyun mekani olarak en fazla kendi evini (f=5) tercih etmektedir. Ayrica
oyun mekani olarak ortak oyun merkezi (f=2) de tercih edilmektedir. Oyun mekanina yénelik ornek
bir Ispanyol katilimci ifadesi asagida verilmistir.

08 “Evimde kendi odamda oynarim.”

Makedon ogrenciler oyun mekani olarak en fazla kendi evini (f=5) tercih etmektedir. Ayrica
oyun mekani olarak arkadasinin evini (f=3) tercih eden 6grenciler de bulunmaktadir. Oyun mekanina
yonelik 6rnek bir Makedon katilimci ifadesi asagida verilmistir.

014 “Kendi evimde ve arkadasimin evinde oynuyorum.”

Goriismelerde katilimcilara yoneltilen “Neden bu mekdnlar tercih ediyorsunuz?” sorusuna
yonelik 6grenci cevaplarindan elde edilen tema ve kodlar Sekil 7°de verilmistir.

Mekan Tercih Nedeni

-~

Tiirkiye ispanya Kuzey Makedonya
Konfor (f=4) Alt yapi (f=3) Sessizlik (f=4)
Giivenlik (f=1) Sosyallesme (f=2) Sosyallesme (f=3)
Sessizlik (f=1) Sessizlik (f=1)

Sosyallesme (f=1) Konfor (f=1)

Sekil 7. Mekan tercih nedeni temasina ait kodlarin iilkelere gore karsilastirmast

Sekil 7’ye gore; Tiirk 6grenciler en fazla konfor nedeniyle (f=4) oyun mekani tercih ettigini
ifade etmistir. Ayrica giivenlik (f=1), sessizlik (f=1) ve sosyallesme de (f=1) oyun mekani tercih
nedenleri arasinda yer almaktadir. Oyun mekéani tercih nedenine yonelik 6rnek bir Tiirk katilimci
ifadesi asagida verilmistir.

01 “Evimde kendi odamda sessiz bir ortam oldugu icin odamda oynuyorum. Daha iyi
odaklanyyorum.”

Ispanyol 6grenciler en fazla alt yap1 (f=3) nedeniyle oyun mekan1 tercih ettigini ifade etmistir.
Ayrica sosyallesme (f=2), sessizlik (f=1) ve konfor da (f=1) oyun mekani tercih nedenleri arasinda yer
almaktadir. Oyun mekam tercih nedenine ydnelik 6rnek bir Ispanyol katilimeci ifadesi asagida
verilmistir.

O7“Evimde oynuyorum. Ciinkii evimde wifi internet baglantim var. Internetten oyun
oynuyorum ama baskalar: ile degil kendi kendime oynuyorum. Insanlara karst
oynamiyorum.

Makedon ogrenciler en fazla sessizlik nedeniyle (f=4) oyun mekani tercih ettigini ifade
etmistir. Ayrica sosyallesme de (f=3) oyun mekani tercih nedenleri arasinda yer almaktadir. Oyun
mekani tercih nedenine yonelik 6rnek bir Makedon katilimei ifadesi asagida verilmistir.

014 “Kendi evimi sessiz oldugu icin tercih ediyorum. Arkadasimin evini ise onunla eglenmek
icin tercih ediyorum.”
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Goriismelerde katilimcilara yoneltilen “Sevdiginiz oyunlart oynamanizi saglayan sey nedir?
(Grafik kalitesi, ses, hikdye, oynanis, arkadaslik ve iletisim vb.)” sorusuna yonelik O6grenci
cevaplarindan elde edilen tema ve kodlar Sekil 8’de verilmistir.

Oynama Gerekgesi

Tiirkiye / isp!nya Kuzey Makedonya
Sosyallesme (f=4) Eglence (f=2) Eglence (=2)
Oyun kKalitesi (f=3) Oyun kalitesi (f=2) Gérsel gekicilik (f=1)
Bireysel Ilgi (f=1) Senaryo cekiciligi (=2) Oyun cesitliligi (f=1)
Eglence (f=1) Basar hedefi (f=1) Sosyallesme (f=1)
Merak (f=1) Sosyallesme (f=1) Senaryo gekiciligi (f=1)

Ucretsiz erisim (f=1) Ucretsiz erisim (f=1)

Zihin jimnastigl (i=1)

Sekil 8. Oynama gerekgesi temasina ait kodlarin iilkelere gore karsilastirmasi

Sekil 8’e gore; Tiirk 6grenciler en fazla sosyallesme (f=4) gerekgesi ile oyun oynadigini ifade
etmistir. Ayrica oyun kalitesi (f=3), bireysel ilgi (f=1), eglence (f=1) ve merak (f:1) gibi faktorler de
oyun oynama gerekgeleri arasinda yer almaktadir. Oynama gerekgesine yonelik ornek bir Tiirk
katilimer ifadesi agagida verilmistir.

03 “Arkadaslarimla iletisim kurabildigim icin bu oyunlari seviyorum. Bir de gériintii
kaliteleri ¢ok yiiksek.”

Ispanyol dgrenciler en fazla eglence (f=2), oyun kalitesi (f=2) ve senaryo gekiciligi (f=2)
gerekgeleri ile oyun oynadigini ifade etmistir. Ayrica basar1 hedefi (f=1), sosyallesme (f=1) ve iicretsiz
erisim (f=1) gibi faktorler de oynama gerekgeleri arasinda yer almaktadir. Oynama gerekgesine
yonelik 6rnek bir Ispanyol katilime: ifadesi asagida verilmistir.

07 “Oynadigim oyunlarda seviyeler var ve patron hesabi olmak benim icin énemli. Patron
hesabinda en iyi oyunculara karsi oynamwr, bazen bilgisayara karsi oynamr. Bu da
oyunculugunu gelistirir.”

Makedon 6grenciler en fazla eglence (f=2) gerekgesi ile oyun oynadigini ifade etmistir. Ayrica
gorsel cekicilik (f=1), oyun ¢esitliligi (f=1), sosyallesme (f=1), senaryo cekiciligi (f=1), licretsiz erisim
(f=1) ve zihin jimnastigi (f:1) gibi faktorler de oynama gerekgeleri arasinda yer almaktadir. Oynama
gerekgesine yonelik 6rnek bir Makedon katilimer ifadesi agagida verilmistir.

016 “Ucretsiz olduklart i¢in oynuyorum. Oynanisi eglenceli oldugu icin oynuyorum.”

Gorligmelerde katilimcilara yoneltilen “Oynadiginiz  oyunlara para odemesi  yapiyor
musunuz?”’ sorusuna yonelik égrenci cevaplarindan elde edilen tema ve kodlar Sekil 9°da verilmistir.

Satin Alma Tercihi

s

Tirkiye ispanya Kuzey Makedonya
Evet (f=5) Evet (f=3) Evet (f=1)
Hayir (f=1) Hayir (f=3) Hayir (f=5)

Sekil 9. Satin alma tercihi temasina ait kodlarin tilkelere gore karsilagtirmasi

142



Hasan BAG, Zeynep Betiil YILMAZ,

Egitim Kuram ve Uygulama Arastirmalar1 Dergisi 2024, Cilt 10, Say1 2, 132-150 Selami YANGIN

Sekil 9’a gore; Tiirk 6grenciler ¢ogunlukla (f=5) oynadigi oyuna para 6demesi yaptiklarini
ifade etmistir. Ogrencilerden dérdii oyun i¢i satn alma yaptigini belirtirken; bir grenci oyun dis1 satin
alma yaptigini ve 1 6grenci ise oyun i¢in hi¢ para 6demesi yapmadigini belirtmistir. Oyun satin alma
tercihine yonelik 6rnek Tiirk katilimer ifadeleri asagida verilmistir.

Ol “Brawlstars’a bir kere édeme yapmistim. Teyzemle birlikte édedik. Kartla 90 TL odedik.
Oyun i¢i satin alma yaptim. Karakter satin alma ve elmas satin almak igin. Oyunda iist
tura ¢ikmami sagladi.”

O35 “Hayr hi¢ 6deme yapmadim. Ucretsiz oyunlari oynuyorum.”

Ispanyol &grencilerden oyun icin para ddemesi yapan ve yapmayan &grenci sayisinin esit
oldugu ortaya ¢ikmustir (f=3). Para 6demesi yapan 6grencilerin tamami oyun dist satin alma yaptigin
ifade etmistir. Oyun satin alma tercihine yonelik 6rnek Ispanyol katilimci ifadeleri asagida verilmistir.

O7 “Tabletten veya bilgisayardan oynadigim oyunlar icin hi¢c 6deme yapmadim. Playstation
ve switch satin almak i¢in 6deme yaptim. Bu édeme ilk basta yapiliyor sonra herhangi bir
odeme yapumuyor. Yaklasik 80 euro.”

09 “Hayr hi¢ 6deme yapmadim.”

Makedon Ogrenciler ¢ogunlukla oyun i¢in para 6demesi yapmadigini ifade etmistir (f:5).
Ayrica oyun i¢i satin alma yapan sadece bir 6grenci oldugu ortaya ¢ikmistir. Oyun satin alma tercihine
yonelik 6rnek bir Makedon katilimer ifadesi asagida verilmistir.

016 “Bir kere babamin karti ile 6deme yaptigimi hatirliyorum. 5 dolar édedim. Oyunlarda
ekstra iiriin almak icin veya seviye atlamak icin édeme gerekebiliyor. Odeme yapinca
karakterimiz igin tercih edecegimiz segcenek sayisi artiyor. Oyun i¢i satin alma yaptim,
olusturdugum karaktere kiyafet ve aksesuar satin almak igin. Avatarum istedigim sekilde
givdirmis oldum.”

O15 “Haywr hi¢ para édemesi yapmadim. Ucretsiz oyunlardan oynuyorum.”

Gorligmelerde katilimcilara yoneltilen “Oynadiginiz oyunlarin size bir katkist oldugunu
diigtiniiyor musunuz?  Varsa ne gibi bir katkisi var? “sorularina yonelik 6grenci cevaplarindan elde
edilen tema ve kodlar Sekil 10°da verilmistir.

" Olumlu/Olumsuz Etkileri |

Turkiye ) ispanya Kuzey Makedonya
Olumlu Olumiu Olumlu
Eglence (f=3) Eglence (f=3) Zeka gelisimi (f=3)
Futbol bilgisi (f=3) Dans bilgisi (f=1) Eglence (f=2)
Makyaj bilgisi (f=1) Hafiza giicti (f=1) Olumsuz
Yaraticilik (f=1) Parmak hizi (f=1) Derse odaklanamama (f=3)
Olumsuz Strateji becerisi (f=1) Bas agnsi (f=2)
Géz afinsi (=3) Olumsuz Boyun agnisi (f=2)
Bas agnisi (F=1) Sosyallesememe (f=2) Goz agnsi (f=2)
Bel agnsi (f=1) Aile iligkileri (f=1) Sirtagnisi (f=1)
Boyun agrisi (F=1) Boyun agnsi (f=1) Yorgunluk (f=1)
Goz agnisi (F=1)

Yorgunluk (f=1)

Sekil 10.0lumlu/olumsuz etkileri temasina ait kodlarin iilkelere gore karsilagtirmasi
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Sekil 10’a gore; Tiirk 6grenciler oyun oynamanin olumlu etkilerini en fazla eglence (f=3) ve
futbol bilgisi 6grenme (f=3) seklinde ifade etmistir. Ayrica makyaj bilgisi 6grenme (f=1) ve yaraticilik
(f=1) da oyunun olumlu etkileri kapsaminda belirtilmistir. Oyunun olumsuz etkilerine yonelik en fazla
gbz agrist (f=3) ifade edilmistir. Ayrica bas agrist (f=1), bel agris1 (f=1) ve boyun agris1 (f=1)
durumlar1 da oyunun olumsuz etkileri arasinda yer almaktadir. Oyunun olumlu/olumsuz etkilerine
yonelik 6rnek Tiirk katilimci ifadeleri asagida verilmistir.

06 “Oynadigim futbola katkist oldugunu diisiiniiyorum. Oradan izleyim 6grendigim taktikler
oluyor. Mesela ofsayti ben futbol oyunundan ogrendim. Ogrendiklerimi gercek hayata
uyarlayabiliyorum. Bazi oyunlarda da tasarim yapmak igin diigiiniiyoruz bence
yaratictliginizi gelistiviyor.”

’

O2 “Bazen gozlerim agriyor bazen de bas agrist yapiyor.’

Ispanyol 6grenciler oyun oynamanin olumlu etkilerini en fazla eglence (f=3) seklinde ifade
etmistir. Ayrica dans bilgisi 6grenme (f=1), hafiza giicii (f=1), parmak hiz1 (f=1) ve strateji becerisi
kazanma (f=1) durumlar1 da oyunun olumlu etkileri arasinda yer almaktadir. Oyunun olumsuz
etkilerine yonelik en fazla sosyallesme problemleri (f=2) ifade edilmistir. Ayrica aile iliskilerine dair
yaganan problemler (f=1), boyun agris1 (f=1), goz agris1 (f=1) ve yorgunluk (f=1) durumlar1 da oyunun
olumsuz etkileri arasinda yer almaktadir. Oyunun olumlu/olumsuz etkilerine yonelik érnek Ispanyol
katilimci ifadeleri asagida verilmistir.

O7 “Strateji becerilerimi gelistiriyor. Parmaklarimin hizini artirtyor.”

Ol11 “Bazen ailemle oyun konusunda tartisiyorum. Ben daha fazla oynamak istiyorum ama
ailem bana izin vermiyor. Arkadaslik iliskilerimi etkilemiyor.”

Makedon 6grenciler oyun oynamanin olumlu etkilerini zeka gelisimine katki (f=3) ve eglence
(f=2) olarak ifade etmistir. Oyunun olumsuz etkilerine yonelik en fazla derse odaklanamama (f=3)
durumu ifade edilmistir. Ayrica bag agris1 (f=2), boyun agris1 (f=2) goz agris1 (f=2), sirt agris1 (f=1) ve
yorgunluk (f=1) durumlari da oyunun olumsuz etkileri arasinda yer almaktadir. Oyunun
olumlu/olumsuz etkilerine yonelik 6rnek Makedon katilimer ifadeleri asagida verilmistir.

’

014 “Evet bazi oyunlarin bizi daha zeki yaptigim diisiiniiyorum.’

016 “Bazen etkiledigini diisiiniiyorum. Yeni bir oyun denedigimde onu uzun siire oynamak
istiyorum. Oyun stirekli aklimda oluyor ve derslerde sorulart yanlis cevaplyyorum.”

Gortismelerde katilimcilara yoneltilen  “Oynadiginiz  oyunlarla tamismamiz nasil oldu?
(Reklam, arkadag vb.)” sorusuna yonelik 6grenci cevaplarindan elde edilen tema ve kodlar Sekil 11°de
verilmistir.

Oyunla Tanisma Yolu

-~

Tirkiye ispanya Kuzey Makedonya
Arastirma (f=4) Rastlant (f=4) Tavsiye (f=5)
Tavsiye (f=4) Tavsiye (f=4) Reklam (f=3)
Reklam (f=3) Reklam (f=3) Rastlant: (f=2)
Rastlant (f=2)

Sekil 11.0yunla tanigma yolu temasina ait kodlarin iilkelere gore karsilagtirmasi

Sekil 11°e gore; Tirk 6grenciler en fazla arastirma (f=4) ve tavsiye yolu ile (f=4) yeni
oyunlarla tanigtigin1 ifade etmistir. Ayrica reklam (f=3) ve rastlant1 (f=2) araciligiyla oyunla tanisan
katilimcilar da bulunmaktadir. Oyunla tanisma yoluna yonelik 6rnek bir Tiirk katilimer ifadesi asagida
verilmistir.
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O4 “Bir oyunu oynarken ekrana benzer baska oyunlarin reklami geliyor. Ilgimi cekerse
bakiyorum, yorumlarim okuyorum. Begenirsem indirip oynuyorum.”

Ispanyol dgrenciler en fazla rastlanti (f=4) ve tavsiye (f=4) yoluyla yeni oyunlarla tanistigini
ifade etmistir. Ayrica reklam (f=3) da oyunla tanisma yollari arasinda yer almaktadir. Oyunla tanisma
yoluna yonelik 6rnek bir Ispanyol katilimer ifadesi asagida verilmistir.

012 “Normalde youtube ve reklamlardan buluyorum. Bazen arkadaslarimdan duydugum
oyunlart oynuyorum.”

Makedon Ogrenciler en fazla tavsiye yolu ile (f=5) yeni oyunlarla tanistigini ifade etmistir.
Ayrica reklam (f=3) ve rastlantt (f=2) araciligiyla oyunla tamisan katilimcilar da bulunmaktadir.
Oyunla tanigma yoluna yonelik 6rnek bir Makedon katilimci ifadesi agagida verilmistir.

>

018 “Arkadaslarimin tavsiye ettigi oyunlari oynuyorum.’

Ozetle, farkli iilkelerde dijital oyun oynamak icin tercih edilen araclarin ¢ogunlukla
farklilagtign (bilgisayar, tablet, akilli telefon) ve bunlarin se¢iminin kullanim kolayligi ve ekran
genigligi gibi ifadelerle gerekcelendirildigi goriilmektedir. Oyun tiirii agisindan {i¢ iilkede belirli bir
cogunluk etrafinda toplanan herhangi bir oyun bulunmazken; bunlarin tercih nedeni olarak ¢ogunlukla
eglence faktorii dne siiriilmiistiir. Oyuna harcanan haftalik siireler acisindan en ¢ok siirenin Ispanyol
dgrencilere ve en az siirenin ise Makedon &grencilere ait oldugu ortaya ¢ikmustir. Ogrencilerin oyun
mekani1 olarak ii¢ iilkede de kendi evlerini tercih ettigi ve bunun gerekcesini de konfor ve sessizlik
kavramlariyla agikladigi goriilmektedir. Oyun oynama gerekgesi temasinda &grencilerin genellikle
eglence ve sosyallesme amaciyla oyun oynadiklari ortaya ¢ikmistir. diger yandan dijital oyun satin
alma tercihlerinde iilkeler arasi farkliliklara rastlanmaktadir. Bu baglamda Tiirk 6grenciler ¢gogunlukla
oyun satin almayi tercih ettiklerini ifade ederken; Makedon Ogrenciler ise biiyiik ¢ogunlukla oyun
satin almay1 tercih etmediklerini ifade etmistir. Ispanyol 6grenciler arasinda tercih eden ve etmeyen
oram esittir. Ug iilkede de dgrencilerin dijital oyunlarin olumlu ve olumsuz 6zelliklerinin farkinda
oldugu ve bunlar1 gesitli sekillerde (eglence, zeka gelisimi, bas agrisi, sosyallesememe vb.) ifade
ettikleri goriilmektedir. Oyunla tanisma yolu olarak ise ii¢ lilkedeki 6grencilerin de ¢ogunlukla benzer
ifadeler (rastlanti, tavsiye yoluyla ya da arastirarak) sunduklari ortaya ¢ikmustir,

Tartisma, Sonuc ve Oneriler

Bu boliimde arastirma sorulart dogrultusunda elde edilen bulgular tartisilmistir. Arastirmanin
bulgular1 incelendiginde; ilkokul 6grencilerinin oyun oynamak ig¢in Tiirkiye’de ¢ogunlukla akilli
telefonlar1 ve tabletleri tercih ettigi goriilmektedir (Sekil 1). Ulkemizde ¢ocuklarin bos zamanlarin
akill telefonlarla gegiriyor olmast oyun bagimliligini artirdigindan (Biilbiil, Tung & Aydil, 2018) oyun
arac1 olarak cogunlukla telefonlarn ifade edilmesine sebep olabilir. Diger yandan, FATIH projesi
kapsaminda teknoloji entegrasyonu icin tabletler dagitilmasi ve oOzellikle Covid-19 pandemi
doneminde uzaktan egitimin gerceklestirilmesi i¢in Ogrencilerin ¢ogunlugunun tablet edinmesi bu
sonucu ortaya ¢ikarmis olabilir (Pamuk vd., 2013). Ispanyol dgrenciler ise gogunlukla bilgisayar ve
tablet iizerinden dijital oyunlar oynadigin1 belirtmesi, telefon kullanma aligkanliklarinin diger iki
iilkeye oranla diisiik olmasindan ve ilkokul diizeyindeki 6grencilerin kullanimina bilgisayar ya da
tablet gibi platformlarin sunuluyor olmasindan kaynaklanabilir. Oyun araci tercih nedeni olarak Tiirk
ogrencilerin ¢ogunlukla bireysel kullanimi ifade etmis olmasi (Sekil 2), kendilerine ait bir telefona
sahip olma yasinin giderek diigmesinden kaynaklaniyor olabilir (Biilbiil vd., 2018). Ispanyol 6grenciler
cogunlukla kullanim kolayligi acisindan bilgisayar ve tablet kullanimini tercih ettiklerini ifade
etmistir. Bu durum Ispanya’da bilgisayar kullanimimin yaygmlhigiyla ve oOgrencilerin kullanim
aliskanliklarinin diger iilkelere oranla farkli olmastyla iliskili olabilir. Kuzey Makedonya’da bulunan
Ogrencilerin ekran genisligi acisindan oyun araci tercih nedenlerini ifade etmis olmasi, bilgisayar
kullaniminin diger araglara (tablet ve telefon) oranla daha diisiik olmasindan (Bkz. Sekil 1) ve
tabletlerin telefonlarla kiyaslanarak ekran genigliginin avantajli oldugunu diisiinmesinden
kaynaklanabilir.
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flkokul &grencilerinin tercih ettigi oyun tiirleri incelendiginde, Tiirk 6grencilerin ¢ogunlukla
futbol ve savas oyunlarin1 oynadiklar1 goriilmektedir (Sekil 3). Bu durum Tirk katilimcilarin
cogunlugunun erkek 6grencilerden olugmasi ve erkek 6grencilerin daha gok aksiyon ve savas oyunlari
tarzindaki oyunlara ilgi duyuyor olmastyla agiklanabilir (Korkmaz ve Korkmaz, 2019). Benzer sekilde
Ispanyol 6grenciler de ¢ogunlukla kagis, savas ve yaris oyunlartyla birlikte hafiza oyunlarini tercih
ettiklerini belirtmistir. Kuzey Makedonya’da bulunan 6grencilerin ise ¢ogunlukla zekd oyunlarini ve
bulmaca tiiriindeki oyunlari oynamay1 tercih etmeleri yoniinden diger iilkelerden ayrilmaktadir.
Makedon katilimcilarin tiimiiniin kiz 6grencilerden olusmasi ve cinsiyet faktoriiniin tercih edilen oyun
tirleri lizerinde 6nemli bir etkiye sahip olmasi (Prensky, 2001), bu sonucu ortaya ¢ikarmis olabilir.
Diger yandan Makedon &grencilerin bos vakitlerinde bireysel gelisimlerini destekleyecek oyunlar1 6n
planda tutmak istiyor olmalar1 da bu durumu agiklayabilir. Oyun tiirii tercih nedenini Tiirk 6grenciler
cogunlukla eglence ve heyecan ifadeleriyle agiklamustir (Sekil 4). Ogrencilerin tercih ettigi oyun
tiirleri de (savas oyunlari, futbol vb.) bu gerekceyi agiklamaktadir. Ispanyol 6grenciler oyun tiirii tercih
nedenini bireysel ilgi duymalarina ve eglenceye baglamaktadir. Makedon 6grencilerin eglence ve zihin
jimnastigi gerekceleriyle oyun tiirli tercihlerini agiklamasi ise hem oyun oynayarak egleniyor
olmalarindan hem de ilgili oyun tiirlerinin (zeka oyunlari, bulmacalar vb.) bireysel gelisimine katki
saglamasindan kaynaklanmaktadir.

Oyunlara ayrilan siireler incelendiginde, Tiirk 6grencilerin dijital oyunlara cogunlukla haftada
4-6 saat, Ispanyol oOgrencilerin 10 saat ve iizeri ve Makedon &grencilerin ise 1-3 saat vakit
harcadiklarim belirtmistir (Sekil 5). Ulkeler bazinda harcanan siirelerin farkli olmasinin sebebi, 4. sinif
diizeyinde derslerin ve Ogretim programlarinin yogunluklarinin farkli olmasindan kaynaklaniyor
olabilir. Diger yandan, calisma grubuna dahil edilen {ilkelerde yapilan Odevlendirme ve evde
gerceklestirilen etkinliklere ayrilan siirelerin farklilasiyor olmast da bu sonucu ortaya gikarmis olabilir.
Ornegin; bazi Avrupa iilkelerinde ev ddevlerinin sinirli dlgiide tercih edilmesi ya da kaldirilmasi
egilimi (Trautwein & Kéller, 2003), Ispanya’da okul dis1 vakitlerde 6grencilerin dijital oyunlarla daha
fazla vakit gegirmesine yol agmis olabilir. Oyun oynanan mekan bakimindan her ii¢ iilkede bulunan
ogrencilerin ¢ogunlugu kendi evini tercih ettigini ifade etmistir (Sekil 6). Bu sonu¢ Ogrencilerin
kendilerini en rahat hissettikleri 6zel alanlarinda ya da kendi odalarinda oyun oynamay tercih ettigini
gostermektedir. Ogrencilerin oyun oynama mekanini tercih etme sebepleri de bu yargiyi
desteklemektedir (Sekil 7). Tiirk 6grenciler cogunlukla konfor agisindan evde oyun oynamayi tercih
ettiklerini ifade ederken; Ispanyol 6grenciler ise alt yap1 imkanlar1 nedeniyle kendi evlerinde oyun
oynamay1 tercih ettiklerini ifade etmektedir. Makedon 6grenciler ise sessiz bir ortam oldugundan evde
oyun oynamay1 tercih etmektedir. Ozellikle Covid-19 pandemi siirecinde ¢ocuklarin ¢ogunlukla evde
vakit gecirmeleri ve disar1 ¢ikamadiklari i¢in oyun oynama ihtiyaglarin1 da evde dijital araglarla
gecirmis olmalar1 (Boga Baran & Saglam, 2023), onlarin konforlu ve sessiz ortamlarda oyun oynama
aliskanlig1 gelistirmelerine sebep olabilir.

Ogrencilerin oyun oynama gerekceleri incelendiginde, Tiirk o6grencilerin ¢ogunlukla
sosyallesme amaciyla ve oyun kalitesinin iyi olmasi sebebiyle oyunlari oynadiklarini ifade etmistir.
Ispanyol ve Makedon &grenciler ise ¢ogunlukla eglence faktoriinii 6n planda tutmustur (Sekil 8).
Dijital oyunlarin her seyden once igerik ve oyun dinamikleri bakimindan eglenceli vakit gegirmeye
olanak saglamasi (Driskell, 2002), 0&grencilerin ¢ogunlukla eglence amaciyla oynamalarin
agiklamaktadir. Ogrencilerin  oyun satin alma tercihleri incelendiginde; Tiirk ogrencilerin
cogunlugunun oyun satin aldigi, Ispanyol dgrencilerin kismen satin almayi tercih ettikleri ve Makedon
ogrencilerin ¢gogunlugunun ise oyun satin almadiklari ortaya ¢ikmistir (Sekil 9). Bu durum oyun satin
alma tercihlerinin iilkeler bazinda bazi faktorlerden etkilendigini diisiindiirmektedir. Ornegin; bazi
gelismis iilkelerin (Rusya, Cin vb.) egitim politikalarinda egitsel dijital oyunlara yer verme egilimleri
(Inal & Kiraz, 2008), dijital oyunlar1 bireysel ya da akademik gelisim amaciyla kullanmak isteyen
iilkelerde ticretsiz erisilebilmesinden kaynaklanabilir. Makedon katilimcilarin oyun tiirii olarak daha
¢ok zeka oyunlar1 ya da bulmacalar gibi egitsel amaglara yakin oyunlari tercih etmis olmalari, bu
alanda tcretsiz oyun segeneginin daha fazla sunuluyor olmasindan kaynaklanabilir. Buna karsi
macera, yaris ya da savas oyunlar gibi ticari amaglarin daha belirgin oldugu oyunlar1 tercih eden Tiirk
Ogrencilerin tercih ettigi savas ve strateji alanlarinda iicretsiz oyun seceneklerinin sinirlt olmasi (Aktag
& Bostanci, 2021), onlar diger iilkelerdeki 6grencilere oranla daha fazla oyun satin almaya yoneltiyor
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olabilir. Ozetle, 6grencilerin ¢ogunlukla oynamay tercih ettikleri oyun tiirleri ayn1 zamanda satin alma
tercihlerini de belirlemis olabilir.

Oyunlarin olumlu ya da olumsuz etkilerine yonelik goriisler incelendiginde, Tiirk dgrencilerin
cogunlukla eglence ve futbol bilgisi kazandirma gibi olumlu yoénleri vurgularken; saglik agisindan
olumsuz etkileri olabilecegi konusunda goriis bildirmistir. Benzer sekilde Ispanyol dgrenciler de
cogunlukla oyun oynamanin eglence yoniinden olumlu etkileri oldugunu ifade ederken; diger taraftan
sosyallesmenin Oniine gectigi konusundaki olumsuz yoniinii de vurgulamistir. Makedon o6grenciler
dijital oyunlarin zeka gelisimi ve eglence agisindan olumlu yo6nlerini 6n plana ¢ikarirken; dersleri ve
sagligi olumsuz etkiledigi konusunda olumsuz etkiler oldugunu ifade etmislerdir. Bu ifadeler olumlu
yonleri olsa da tiim 6grencilerin dijital oyunlarin meydana getirebilecegi ruhsal, iskelet-kas sistemi,
gbz ve fiziksel rahatsizliklar gibi olumsuz durumlarin farkinda olduklarini gostermektedir
(Mustafaoglu & Yasaci, 2018). Ayrica bu farkindalik Ogrencilerin dijital oyunlan giivenli
kullanabilmeleri i¢in yaptiklar1 yonlendirmeler sayesinde ortaya ¢ikmus olabilir (Yigit & Alat, 2022).
Son olarak oyunla tanisma yoluna ait goriisler incelendiginde, Tiirk 6grencilerin oynadiklar1 oyunlari
cogunlukla arastirmalar sonucu ve tavsiye iizerine edindikleri; Ispanyol 6grencilerin rastlanti sonucu
ve tavsiye lizerine edindikleri ve Makedon 6grencilerin ise ¢ogunlukla tavsiye iizerine edindikleri
gorlilmektedir.

[lkokul 6grencilerinin dijital oyun aliskanliklarimin iilkelere gore karsilastirildig bu ¢alismada
telefon, tablet ve bilgisayarlarm oyun araci olarak tercih edilmesi 6nemli bir sonug olarak ortaya
cikmigtir. Buradan hareketle 6grencilerin bu aligkanliklarini okuldaki dersleriyle entegre ederek derse
kars1 ilgi ve motivasyon agisindan avantaj saglayan dijital 6grenme ortalarini tasarlanabilir (Bag ve
Calik, 2021). Bu konuda 6zellikle ilkokul fen egitimi arastirmacilarinin fen konular1 6zelinde kavram
Ogretiminin saglanmasina ve gesitli becerilerin (bilimsel siire¢ becerileri, iist diizey beceriler, 21. yy.
becerileri vb.) gelistirilmesine yonelik dijital oyunlar tasarlamalar1 ve uygulamalari, 6grencilerin dijital
oyun aligkanliklarin1 fen egitim egitime entegrasyonunu saglayabilir. Bu tiir oyunlarin sadece
bilgisayarlarla degil; tablet ve akilli telefonlara uyumlu mobil oyunlar seklinde tasarlanmasi,
ogrencilerin okul diginda da fen konulariyla vakit gegirmeleri igin tesvik edici olabilir. Ayrica,
tasarlanacak bu tiir dijital oyunlarin etkililigi gelecek aragtirmalarda incelemeye alinabilir.

Mevcut arastirmada Erasmus projesi kapsaminda is birligi icerisinde olan sadece li¢ iilkeden
secilen ¢alisma grubuyla caligilmast bir sinirhilik olarak gosterilebilir. Ancak arastirmani bulgular
gelecek arastirmalarda yapilacak kiiltiirleraras1 karsilagtirmalar i¢in 6nemli bir 6rnek olarak kabul
edilebilir. Sonraki aragtirmalarda kiiltiirleraras1 karakteristik ozellikler tanimlanarak bu ozellikler
arasindaki farkliliklarin dijital oyun aliskanliklarini nasil etkiledigi arastirilabilir.
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Introduction

The birth of an individual with a disability affects the psychology of the parents negatively.
Imagine a situation in which parents expect their children to be healthy. They face an unexpected
situation when the child was not born healthy and their inability to explain this new situation to the
people around them affects their psychology significantly. Their lack of information about the disability
of the newborn child and the presence of additional health problems also augments their psychological
problems (Cavkaytar & Ozen, 2010). In addition to these, the problems encountered in the care of the
disabled child, the problems faced during his education, additional financial needs, the changing roles
of the parents due to the child's situation, marital problems, the inability to spare time for themselves,
the decrease in social activities and the negative attitudes towards the individuals with disabilities in the
society escalate the problems in the family (Kiigiiker, 2001). All these problems cause stress and tension
in parents. Considering the literature, it is detected that the parents of children with disabilities have high
stress levels (Warfield, 2005). This stress experienced by the parents negatively affects their quality of
dealing with their children and their standard of living (Ohaeri, 2003). Parents need to cope with this
stress in order to take good care of themselves and their children with disabilities in a qualified manner
(Baltas & Baltas, 2008).

Coping with stress is defined as an individual's cognitive or behavioral solution seeking process
in a situation perceived as a threat (Ogul, 2004). In other words, coping with stress can be defined as the
perception and awareness of situations and events that adversely affect the health of the individual, and
the acquisition of specific skills that will help him change his reactions in order to reduce or eliminate
the effects of stress (Baltas & Baltag, 2008). The strategies that people use to cope with the stress they
face are affected by various variables. These are the individual's beliefs, problem solving skills, social
skills (Eytiboglu, 2019), personality traits and so on (Kardum & Krapi¢, 2001). Studies show that there
is a negative relationship between the stress levels of parents of children with disabilities and their skills
to cope with stress. In other words, the increase in coping strategies of parents of children with
disabilities causes a decrease in stress levels (Hastings, at al., 2005). If the individual is not successful
in coping with stress, the accumulated and intensifying effects of the experienced stress cause fear,
anxiety and depression (Dereli & Okur, 2008).

There are various models explaining the reactions of families due to these problems they
experience when their children are individuals with disabilities (Akkdk, 2005). The most well-known
of these models is the stage model. The stage model categorically examines the time and mental
development that parents go through in order to return to the psychological state before the emergence
of stress. According to the stage model, the psychological stages that families go through are shock,
rejection, depression, complex emotions, guilt, anger, bargaining, acceptance and adaptation (Ardig,
2010). In the stage model, in the shock stage, the family does not believe that the child has a disability
and experiences constant crying, helplessness and callousness. In the rejection stage, the family may act
as if they are not aware of their child's disability. Therefore, they may ignore the child's problems by
engaging in different activities (Cavkaytar & Ozen, 2010). Or the family may not look for evidence that
their child does not have a disability by interviewing various specialists (Akkok, 1982). In the depression
stage, the family experiences psychological distress due to the child's disability and the parents become
depressed. In the complex emotions stage, parents can both love and hate their children (Varol, 2005).
In the guilt stage, families think that the reason for their children's disability is due to their past alcohol,
smoking, drug use or not going to the doctor regularly. In the anger stage, the family may direct their
anger towards the specialist who diagnosed their child and the teachers who provide education to the
child. They may especially verbally abuse their teachers (Cavkaytar & Ozen, 2010). In the bargaining
stage, parents may bargain with teachers to improve their children (\VVarol, 2005). In the acceptance stage,
parents accept the child's disability. In the adaptation stage, parents are not disturbed by their children's
disability and live in harmony with this situation (Ardig, 2012).

As far as the literature is considered, it is seen that the depression levels of parents of children
with disabilities are high due to the stress they experience (Dereli & Okur, 2008; Kim, 2017; Mugno, et
al., 2007; Natan, 2007; Olsson & Hwang, 2001; Ozcanarslan, Karatas, & Aydin, 2014). Studies suggest
that there is a reciprocal and cyclical relationship between depression and stress. While stressful events
increase depression, it causes depression to be perceived as more stressful (Dereli & Okur, 2008).
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Depression affects the behavior, cognition and emotions of the person and significantly reduces the
quality of care (Tanaka, Ishikawa, Mochida, Kawano, & Kobayashi, 2015). Depression causes the
individual to evaluate himself negatively, which causes the individual to feel tired and lose motivation,
making it difficult to fulfill the routines in daily life. In addition, it can cause physical pain and even
suicide (Beck, 1986). These symptoms and features of depression may vary from individual to individual
and it may be mild, moderate and severe (Natan, 2007). Depressed parents of children with disabilities
may experience feelings of burnout, fatigue, hopelessness about the future, crying spells, avoidance of
social relationships, and withdrawal into their shells (Greenspan, Wieder, & Simons 2004). What is
worse, the depression of one of the couple affects the other negatively (Dereli & Okur, 2008) and makes
the care difficult provided for the child. Therefore, parents should be supported (Ozcanarslan, Karatas,
& Aydin, 2014) because it is suggested that the stress, hopelessness, depression and anxiety negatively
affect the quality of life of parents (Yildirim, Hacihasanoglu, & Karakurt, 2012). In addition to these,
couples may be in question. When we look at the researches, it is seen that the divorce rate in the parents
of individuals with disabilities is twice higher than the general population (Duru & Duyan, 2023).

When we consider the literature, various studies examining the levels of coping with stress of
parents of children with disabilities can be found. To cite some of the relevant studies, while Aktiirk
(2012) conducted a study with the parents of children with intellectual disabilities (ID), physical
disability and intellectual + physical disability, Demirtag (2020), on the other hand, carried out a study
with the mothers of children with intellectual and physical disability. Similarly, Albayrak (2015), Bilal
and Dag (2005), Conk and Yildirim (2005), Can Aslan (2010), Sarikaya (2011), Sengiil and Baykan
(2013) conducted studies with the parents of children with ID, while Hastings et al. (2005), Kursun
(2018), Lin, Orsmond, Coster and Cohn (2011) conducted studies with the parents of children with
Aautism spectrum disorder (ASD). Finally, Ishtiag, Mumtaz and Saqulain (2020) carried out a study
with the parents of children with ASD and hearing impairment, whereas Jenaabadi (2014) conducted a
research with the parents of children with intellectual, visual and hearing disabilities.

Similarly, when considering the literature, various studies examining the depression levels of
the parents of children with disabilities can be found. To illustrate, Kiigtiker (2001) conducted a study
with mothers of children with developmental delay, while Natan (2007) carried out a research with the
mothers of children with and without ID. Likewise, Falk, Norris and Quinn (2014), Ingersoll and
Hambrick (2011), Magnuson and Constantino (2011) conducted studies with the parents of children
with ASD, whereas Mbugua, Kuria and Ndetei (2011) carried out a study with the parents of the children
with ID. Finally, Sengiil and Baykan (2013) conducted a study with the mothers of the individuals with
ID, while Dereli and Okur (2008), Ozcanarslan, Karatas and Aydin (2014) carried out studies with the
mothers of the individuals with physical and ID. Besides, Kim (2017) carried out a study examining the
depression levels of parents of adult individuals with disabilities.

When we look at the literature, we come across a limited number of studies examining the
depression levels of parents of children with disabilities and their ways of coping with stress. For
example, Sengiil and Baykan (2013) examined depression, anxiety and coping with stress attitudes of
mothers of children with intellectual disabilities. This study differs from other studies in terms of
examining the depression levels and coping with stress of parents of children with disabilities and is
thought to contribute to the field. It is important to seek solutions to improve the physical, psychological
and health of individuals who take care of children with disabilities, to protect their mental health and
to ensure that they lead a healthy family life. For this reason, it is crucial to find solutions to eliminate
such symptoms in order to ensure a healthy family life and it becomes very important to measure the
level of coping with depression and stress, which threatens the health of individuals with disabilities to
protect their health. Finally, families can cope with stress in different ways. Knowing the ways families
cope with stress will contribute to the planning and execution of intervention and training services to be
provided to families. Therefore, this study aims to determine whether there are significant differences
in the depression levels and stress-coping strategies of parents of individuals with disabilities based on
the parents' gender, the child's gender, the type of disability, the parents' economic self-perception, and
their education level. Additionally, the study seeks to examine the relationship between parents' levels
of depression and their coping strategies for stress.
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Method
Study Design

Since this study aimed to examine the levels of depression and coping with stress of parents of
individuals with disabilities, the relational survey model was used. There are two types of relational
survey model: correlation type and comparison type: In correlation type research models, it is examined
whether the variables change together and how the existing change is, while in the comparison type,
groups are formed according to the independent variable between at least two variables and it is
examined whether there is a difference between the groups according to the dependent variable
(Karasar, 2012).

Study Group

The study participants include 212 parents of children with disabilities who attended the Special
Education and Rehabilitation Center (SERC) in Istanbul during the 2021-2022 academic year. In this
study, the sample size was determined using the G*Power 3.1.9.7 program, referencing a similar study
by Sengiil and Baykan (2012) prior to data collection. The analysis was conducted with a 95%
confidence level and a=0.05. According to the power analysis, the program recommended a sample size
of 174 participants. However, considering a 20% margin for random error, it was decided that a sample
size of approximately 200 would be more appropriate. Therefore, 212 participants were included in the
study. Based on this information, the sample size is considered acceptable for this study. Demographic
information of the participants is presented in Table 1.

Table 1. Demographic information of the participants

Parents’ gender N % Children’s N %
gender

Male 62 29.2 Male 91 42.9

Female 131 61.8 Female 121 57.1

Parents’ educational level Economic status

Primary school 22 10.4  Lower class 55 25.9

High school 80 37.7  Middle class 98 46.2

University 90 42,5  Upper class 59 27.8

Masters’ degree/PhD 20 9.4

As can be seen in the table, while 62 of the parents (29.2%) were male, 131 were female (61.8%),
and while 22 of them were primary school graduates (10.4%), 80 of them were high school graduates
(37.7%) and 90 of them were university graduates (42.5%). In addition, 20 (9.4%) of the parents are
postgraduate/doctorate graduates. It is seen that while 55 of the parents perceive themselves belonging
to the lower economic class (25.9%), 98 to the middle class (46.2%), and 59 to the upper economic class
(27.8%). The composition of the gender of the children is comprised of 91 (42.9%) males and 121
(57.1%) females.

Data Collection Tools
Demographic Information Form

In the demographic information form, there are questions about the gender of the parents, the
gender of the child, the type of the disability of their children, the level of their economic self-perception,
and the level of education.

Beck Depression Inventory 11 (BDI I1)

BDI-11 was developed by Beck, Steer and Brown (1996). It was adapted to Turkish, and its
reliability and validity studies were conducted by Dikmen (Dikmen, 2020). 208 teacher candidates
studying at the Faculty of Education participated in the Turkish reliability and validity study of the scale.
The scale consists of 21 items and seven sub-dimensions. As for the number of items of scale sub-
dimensions, it is 5 for feeling restless and unhappy (FRU), 4 for feeling of guilt (FG), 2 for feeling of
failure (FF), 3 for suicidal tendency and complex emotions (STCE), 2 for appetite and weight loss
(AWL), 3 for life satisfaction (LS), and 2 for sleep disorder and loss of sex drive (SDLSD), respectively.

154



Journal of Education, Theory and Practical Research 2024, Vol 10, Issue 2, 151-168 Mehmet YAVUZ, Sevda ARMAHAN

The scale was subjected to exploratory and confirmatory factor analysis. As a result of this analysis, it
was determined that the findings of the exploratory factor analysis of the inventory kept the number of
items in the original form and explained 57.3% of the total variance of the inventory. In addition, the
findings show that the Turkish version of the scale consists of seven dimensions. When the data obtained
regarding the construct validity of the inventory were tested with confirmatory factor analysis, it was
detected that the fit indices for the seven-factor structure were at an acceptable level.

Coping with Stress Inventory

The Coping with Stress Inventory (CSI) was developed by Tirkiim (2002). As a result of the
validity and reliability studies carried out by collecting data from 498 university students, it consists of
23 items and 3 sub-dimensions. Considering the sub-dimensions of the scale, it consists of 8 items in
avoidance, 8 items in problem-focused coping (PFC) and 7 items in social support (SS) sub-dimensions.
Items 10, 17 and 20 are reverse scored in the inventory. It was found that the CSI had three factors
explaining 41.7% of the total variance, and the internal consistency coefficient for the whole inventory
was .78. The figures found for the subscales were .85, .80 and .65. Besides, item-total correlations of
the subscales are .61, .48 and .34, and the correlation coefficient found by the method of repeating the
test with an interval of ten weeks was .85.

Data Collection

Firstly, a total of SERC was visited to collect the data. Firstly, the purpose of the research was
introduced by meeting with the directors of the institutions. Then, with the guidance of the institution
directors, parents were interviewed face-to-face in the parents' room individually or as a group. The
purpose of the research was also introduced to the parents. Parents who volunteered to participate in the
study were informed about how to fill in the inventories. A total of 400 inventories were sent to the
parents, and 245 of them were returned. As a result of the examinations, it was seen that 33 of the
inventories were filled incorrectly or incompletely, so the analysis of the data was carried out based on
212 inventories. In total, 25 SERC were visited and interviews with parents were conducted between
01.12.2022 and 30.12.2022.

Data Analysis

IBM SPSS 24.0 program was used for data analysis. First of all, normality test was applied to
the data, and it was observed that the data were not normally distributed. For this reason, it was decided
to analyze the data using parametric tests. Mann-Whitney U, Kruskal-Wallis test and Spearman
correlation analysis were used in the analysis of the data (Yaratan, 2020). To observe the differences
between the groups according to the Kruskal-Wallis test results, the double Mann-Whitney U test was
applied between the groups.

Findings
Table 2. The Result of Descriptive Statistics of Parents' Depression Levels
N M X S
Depression 212 21 2.46 0.85
FRU 5 3.34 0.45
FG 4 2.36 94
FF 2 2.14 .92
STCH 3 2.45 a7
AWL 2 3.31 3.75
LS 3 2.21 54
SDLSD 2 2.51 .93

As can be seen in Table 2, it is seen that the depression level mean score of 212 parents
participating in the study is (Xx=2.46). The mean scores of the sub-dimensions of the inventory were FRU
(x=3.34), FG (x=2.36), FF (x=2.14), STCH (x=2.45), AWL (x=3.31), LS (x=2.21) and SDLSD (x
=2.51).
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Table 3. Mann-Whitney U test results of depression levels of parents in terms of gender variable

Gender N Mean Rank Rank Sum U P

Depression Female 131 126.59 7848.50 2226.50 .00
Male 62 83.00 10872.50

FRU Female 131 108.58 6732.00 3343.00 04
Male 62 91.52 11989.00

FG Female 131 126.69 7855.00 2220.00 .00
Male 62 82.95 10866.00

FF Female 131 108.94 6754.00 3321.00 .04
Male 62 91.35 11967.00

STCH Female 131 128.65 7976.00 2099.00 .00
Male 62 82.02 10745.00

AWL Female 131 125.19 7761.50 2313.50 .00
Male 62 83.66 10959.50

LS Female 131 123.87 7680.00 2395.00 .00
Male 62 84.28 11041.00

SDLSD Female 131 122.88 7618.50 2456.50 .00
Male 62 84.75 11102,50

As seen in Table 3, based on the Mann-Whitney U test results, the depression levels of the
parents differed significantly in favor of the female parents regarding the gender variable (U=2226.50.
p=.00). Inventory sub-dimensions, which are FRU (U=3343.00, p=.04), FG (U=2220.00, p=.00), FF
(U=3321.00. p=.04), STCH (U=2099.00, p=.00), AWL (U=2313.50, p=.00), LS (U=2395.00, p=.00)
and SDLSD (U=2456.50, p=.00), were significantly different in favor of female parents.

Table 4. Mann-Whitney U test results of depression levels of the parents in terms of the child's gender variable

Child’s N Mean Rank  Rank Sum U P
Gender
Depression Female 91 122.71 11167.00 4030.00 .32
Male 121 114.31 11411.00
FRU Female 91 112.02 10193.50 5003.50 15
Male 121 102.35 12384.50
FG Female 91 122.08 11109.00 4088.00 .25
Male 121 113.79 11469.00
FF Female 91 113.58 10336.00 4861.00 14
Male 121 101.17 12242.00
STCH Female 91 119.57 10881.00 4316.00 .18
Male 121 110.67 11697.00
AWL Female 91 124.46 11326.00 3871.00 .23
Male 121 116.99 11252.00
LS Female 91 120.67 10981.00 4216.00 .16
Male 121 118.84 11597.00
SDLSD Female 91 121.87 11090.00 4107.00 A1
Male 121 111.94 11488.00

Considering Table 4, the depression levels of the parents did not differ significantly in terms of
the child's gender variable (U=4030.00, p=.32) based on the Mann-Whitney U test results. Sub-
dimensions of the inventory, FRU (U=5003.50, p=.15), FG (U=4088.00, p=.15) and FF (U=4861.00,
p=.14), STCH (U=4316.00, p=.18), AWL (U=3871.00, p=.23), LS (U=4216.00, p=.16) and SDLSD
(U=4107.00, p=.11) did not differ significantly.
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Table 5. Mann-Whitney U test results of depression levels of the parents in terms of the child's disability type
(DT) variable

DT N Mean Rank  Rank Sum U P
Depression DT 105 92.35 9696.50 4131.50 .00
ASD 107 120.39 12881.50
FRU DT 105 104.78 11367.00 5433.00 .00
ASD 107 108.26 11211.00
FG DT 105 90.21 9472.00 3907.00 .00
ASD 107 122.49 13106.00
FF DT 105 93.94 9863.50 4298.50 .00
ASD 107 118.83 12714.50
STCH DT 105 88.72 9315.50 3750.50 .00
ASD 107 123.95 13262.50
AWL DT 105 89.51 9398.50 3833.50 .00
ASD 107 123.17 13179.50
LS DT 105 96.65 10148.50 4583.50 .00
ASD 107 116.16 12429.50
SDLSD DT 105 88.62 9305.50 3740.50 .00
ASD 107 124.04 13272.50

As for Table 5, based on the Mann-Whitney U test results, the depression levels of the parents
showed a significant difference in terms of the child's DT variable (U=4131.50, p=.00) compared to
those who had a child with ASD. Scale sub-dimensions, which are FRU (U=5433.00, p=.00), FG
(U=3907.00, p=.25) and FF (U=4298.50, p=.14), STCH (U=3750.50, p=.00), AWL (U=9398.50,
p=.00), LS (U=4583.50, p=.00) and SDLSD (U=3740.50, p=.00) differed significantly in favor of those
with children with ASD.

Table 6. Kruskal-Wallis test results of depression levels of parents in terms of economic class variable

Economic level N Mean Rank sd Kruskal-Wallis H P

Depression Lower class 55 104.71 2 5.741 .06
Middle class 98 98.11
Upper class 59 122.11

Lower class 55 100.21 2 8.057 12
FRU Middle class 98 118.74
Upper class 59 92.03

FG Lower class 55 108.92 2 14.385 24
Middle class 98 91.38
Upper class 55 87.03

Lower class 98 111.33 2 8.173 32
FF Middle class 59 116.63
Upper class 55 123.26

STCH Lower class 98 93.37 2 9.391 21
Middle class 59 112.68
Upper class 55 98.46

AWL Lower class 98 111.17 2 1.577 46
Middle class 59 106.24
Upper class 55 104.00

LS Lower class 98 98.86 2 5.439 A7
Middle class 59 121.53
Upper class 55 99.40

SDLSD Lower class 98 107.07 2 1.312 52
Middle class 59 112.18
Upper class 55 104.71
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As seen in Table 6, based on the Kruskal-Wallis test results, no significant difference was
determined in the general inventory findings (¥2(sd=2 n=212) = 06, p>.05) in terms of the economic
level variable of the parents. Considering the sub-dimensions of the inventory, FRU (y2(sd=2 n=212)=
12, p>.12), FG (32(sd=2 n=212)= 00, p>24), FF (x2(sd=2) n=212)= 32, p>.05), STCH (x2(sd=2
n=212)= .21, p>.05), AWL (x2(sd=2 n=212)= 46, p>.05), LS (y2(sd=2 n=212)= 17, p>.05) and SDLSD
(x2(sd=2 n=212)= 52, p>.05) no significant difference was observed.

Table 7. Kruskal-Wallis test results of depression levels of parents in terms of education level variable

Education Level N Mean Rank  sd  Kruskal-Wallis H P
Primary school 22 95.00 3 19.106 .00
Depression High school 80 102.26
University 90 115.13
Master’s degree 20 135.66
Primary school 22 161.17 3 24,712 .00
High school 80 128.39
FRU University 90 102.84
Master’s degree 20 92.26
Primary school 22 135.50 3 40.178 .00
High school 80 123.93
FG University 90 100.62
Master’s degree 20 90.77
Primary school 22 124.68 3 4.999 17
High school 80 110.09
FF University 90 104.28
Master’s degree 20 125.00
Primary school 22 138.66 3 40.959 .15
High school 80 116.36
STCH University 90 132.86
Master’s degree 20 118.05
Primary school 22 139.16 3 19.209 .23
High school 80 118.71
AWL University 90 115.11
Master’s degree 20 109.00
Primary school 22 132.56 3 43.052 .00
LS High school 80 112.50
University 90 96.76
Master’s degree 20 39.50
Primary school 22 142.59 3 17.488 .25
SDLSD High school 80 116.09
University 90 120.27
Master’s degree 20 106.00

As can be seen in Table 7, a significant difference was determined in the general inventory
findings (x2(sd=2 n=212) = 00, p<.05) in terms of the educational level of the parents based on the
Kruskal-Wallis test results. A significant difference was also detected in the sub-dimensions of FRU
(x2(sd=2 n=212)= 00, p<.05), FG (2(sd=2 n=212)= 00, p<.05), p<.05), STCH (32( sd=2 n=212)= 00,
p<.05), AWL (¥2(sd=2 n=212)= 00, p<.05), LS (¥2(sd=2 n=212)= 00, p<.05) and SDLSD (y2(sd=2
n=212)= 00, p<.05). However, no significant difference was found (y2(sd=2 n=212) = 17, p>.05) in the
FF sub-dimension. To find between which education levels there is a significant difference in terms of
the education level variable of the parents' depression levels, double Mann-Whitney U test was
implemented between the groups. In the double Mann-Whitney U test general scale score, a significant
difference in favor of primary school graduates between primary and high school; as for high school and
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master’s degree, in favor of high school graduates, and regarding university and master’s degree, in
favor of university graduates was detected. In the FRU sub-dimension of the inventory, a significant
difference in favor of primary education graduates between primary and high school graduates was
detected. Similarly, a significant difference in favor of primary school graduates between primary school
and university graduates was found. As for primary school graduates and master's degree holders, a
significant difference in favor of primary school graduates was determined. In the FG sub-dimension, a
significant difference was detected in favor of primary school graduates considering primary school and
university graduates, and as for high school graduates and master’s degree holders, a significant
difference in favor of high school was found. When considering the LS sub-dimension, a significant
difference was detected in favor of primary school graduates considering primary school graduates and
master’s degree holders, and as for high school graduates and university graduates, a significant
difference in favor of high school was found. In addition, regarding high school graduates and master’s
degree holders, a significant difference in favor of high school graduates was detected.

Table 8. Descriptive statistical results of parents' levels of coping with stress

N M X S
Csli 212 23 251 .23
Avoidance 8 2.48 .29
PFC 8 2.49 .30
SS 7 2.58 31

As seen in Table 8, it is seen that the mean score of coping with stress levels of 212 parents
participating in the research is (Xx=2.51). It is seen that the mean score of the sub-dimensions of the
inventory for avoidance (x=2.48), for CSI (x=2.49), and for SS is (X=2.58).

Table 9. Mann-Whitney U test results of parents' levels of coping with stress in terms of gender variable

Gender N Mean Rank Rank Sum U P
Male 62 85.98 6075.00 4000.00 00

csl Female 131 96.53 12646.00
_ Male 62 77.76 5875.00 3922.00 69

Avoidance Female 131 99.06 12846.00
Male 62 75.81 5692.50 3739.50 01

PFC Female 131 99.45 13028.50
Male 62 8322  6027.50 404750 00

SS Female 131 98.90 12693.50

Considering Table 9, based on the Mann-Whitney U test results, the CSI levels of the parents
differed significantly in favor of females in terms of gender (U=4000.00, p=.00). As for other sub-
dimensions of the scale, PFC (U=3739.50, p=.01) and SD (U=4047.50, p=.00), they suggested
significant differences in favor of females. However, the inventory did not show a significant difference
in the avoidance sub-dimension (U=3922.00, p=.69).

Table 10. Mann-Whitney U test results of parents' levels of coping with stress in terms of the child's gender
variable

Child’s N Mean Rank Rank Sum U P
Gender
Female 91 103.51 9419.50 5233.50 .53
csl Male 121 108.75 13158.50
) Female 91 99.10 9018.00 4832.00 12
Avoidance Male 121 11207 13560.00
Female 91 108.86 9906.50 5290.50 .62
PFC Male 121 104.72 12671.50
Female 91 103.21 9392.00 5206.00 48
S5 Male 121 108.98 13186.00
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As can be seen in Table 10, no significant difference was found in the CSI levels of the parents
in terms of the child's gender variable (U=5233.50, p=.53) based on the Mann-Whitney U test results.
Besides, no significant difference was detected in scale sub-dimensions for avoidance (U=4832.00,
p=.12), for PFC (U=5290.50, p=.62) and for SD (U=5206.00, p=.48).

Table 11. Mann-Whitney U test results of parents' levels of coping with stress in terms of the child's DT variable

Disability N Mean Rank Rank Sum U P
Type
ID 105 104.53 10976.00 5411.00 64
CSl
ASD 107 108.43 11602.00
) ID 105 108.86 11430.00 5370.00 57
Avoidance
ASD 107 104.19 11148.00
ID 105 100.15 10515.50 4950.50 13
PFC
ASD 107 112.73 12062.50
ID 105 103.30 10847.00 5282.00 45
SS
ASD 107 109.64 11731.00

As seen in Table 11, CSI levels of the parents did not differ significantly in terms of the child's
DT variable (U=5411.00, p=.87) based on the Mann-Whitney U test results. The sub-dimensions of the
inventory, which are avoidance (U=5370.00, p=.57), PFC (U=4950.50, p=.13) and SD (U=5282.00,
p=.45), did not differ significantly.

Table 12. Kruskal-Wallis test results of the parents' levels of coping with stress in terms of the variable of
economic level

Economic N Mean Rank sd Kruskal- P
Level Wallis H
Lower class 55 103.51 2 103.51 .79
csl Middle 98 103.55 109.55
class
Upper class 59 109.22 104.22
Lower class 55 110.69 2 110.69 .83
. Middle 98 104.53 104.53
Avoidance
class
Upper class 59 105.86 105.86
Lower class 55 99.33 2 99.33 .55
Middle 98 110.30 110.30
PFC class
Upper class 55 106.88 106.88
Lower class 98 98.76 2 105.76 .99
sS Middle 59 106.33 106.33
class
Upper class 55 107.47 107.47

Considering Table 12, no significant difference was found in the general inventory findings
(x2(sd=2 n=212) = 79, p>.05) in terms of the education level variable of the parents' CSI levels based
on the Kruskal-Wallis test results. No significant difference was detected in the inventory sub-
dimensions that are avoidance (¥2(sd=2 n=212) = 79, p>.05), PFC (32(sd=2 n=212) = 79, p>.05) and
SD (y2(sd=2) n=212)= 79, p>.05).
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Table 13. Kruskal-Wallis test results of the parents' levels of coping with stress in terms of the education level

variable

Education Level N Mean Rank  sd  Kruskal-Wallis H P

Primary school 22 96.11 3 1.000 .00
High school 80 101.56
csl University 90 110.13
Master’s degree 20 111.48

Primary school 22 110.57 3 2.667 45
) High school 80 118.28
Avoidance University 90 113.38
Master’s degree 20 104.25

Primary school 22 96.36 3 6.084 .02
High school 80 107.84
PFC University 90 123.29
Master’s degree 20 135.70

Primary school 22 91.98 3 2.230 .00
High school 80 104.01
SS University 90 111.83
Master’s degree 20 118.45

As can be seen in Table 13, a significant difference is seen in the general inventory findings
(x2(sd=2 n=212) = 80, p>.05) in terms of the educational level variable of parents' CSI levels based on
the Kruskal-Wallis test results. A significant difference was found between the inventory sub-
dimensions PFC (x2(sd=2 n=212) = 11, p>.05) and SD (y32(sd=2 n=212) = 53, p>.05). However, no
significant difference was detected in avoidance sub-dimension (y2(sd=2 n=212) = 45, p>.05). To find
out between which education levels there is a significant difference in terms of the parent's CSI levels,
the double Mann-Whitney U test was applied between the groups. Considering the Mann-Whitney U
test results, a significant difference was determined in favor of the parents whose education level is high
regarding the general inventory score. In the sub-dimensions of the inventory, significant differences in
PFC and SS dimensions were found among master’s degree holders, university and primary school
graduates. It was also revealed that master’s degree holders and university graduates mostly resort to

PFC and SS strategies.

Table 14. Spearman Correlation analysis between parents' levels of coping with depression and stress

Depression FRU FG FF STCH AWL LS SDLSD  CSl Avoidance ~ PFC Ss
Depression 1,000

FRU 640* 1.000

FG .961™ 119* 1.000

FF 912" .268* 907" 1.000

STCH 786" .068* 694 603 1.000

AWL .890™ 145" 812" 811™ 767 1.000

LS 837 .091 832" 768" 623" 660" 1.000

SDLSD 911™ 130% 844" 800" 790" 934" 707" 1.000

Csl -.680* -451% -.307 -.203* -318 -113 -533 -330 1000

Avoidance -215 -.355 -.206 -314 -.062 -.254 549 -143 565" 1.000

PFC -437* -331 -.304 -410 -.105 -.585 -623  -.109* 464" 230" 1.000

SS -515* -.420 422 -.521 -.332 -123 -.144 -121 7317 510" 174" 1.000

Significant correlations in a negative way were found between parents' depression levels (r= -
.680, p<.01) and CSI levels. Besides, negative significant correlations were also found between the
depression levels of the parents and the CSI sub-dimensions PFC (r= -.437, p<.01) and SS (r= -.515,
p<.01). A negative significant correlation was detected between parents' CSl levels and FRU (r=-.451,
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p<.00) and FF (r=-.203, p<.00), which are depression scale sub-dimensions. Furthermore, a negative
significant correlation was determined between SDLSD (r= -.109, p<.00), a sub-dimension of parents'
depression levels, and PFC, one of the CSI sub-dimensions. However, no significant relationship was
found between other dimensions.

Discussions and Implications

Based on the results of this study, it was discovered that the depression levels of the parents
were moderate. In the literature, there are studies reporting that parents have high levels of depression
(Dereli & Okur, 2008; Gorgii, 2005; Kim, 2017; Mugno, Ruta, D'Arrigo, & Mazzone, 2007; Natan,
2007; Olsson & Hwang, 2001; Ozcanarslan, Karatas, & Aydin, 2014). However, there are also studies
reporting that the depression level of their parents is moderate (Softa Kagan, 2013). Depression levels
of parents of children with disabilities are higher when compared with parents of typically developing
children (Uguz, Toros, Inan¢ & Colakkadioglu, 2004). This situation can be explained by the fact that
the parents encounter an unexpected situation with the birth of the child with a disability and the
additional burden and responsibilities that the child brings to the parents in the years ahead (Cavkaytar
& Ozen, 2010).

Considering another result of this study, it is seen that the depression levels of the parents
suggested a significant difference in favor of the female parents in terms of the gender variable. There
are research results in parallel with our results in the literature (Alshubaili, Awadalla, Ohaeri &
Mabrouk, 2007; Dereli & Okur, 2008; Kim, 2017; Mbugua, Kuria, & Ndetei, 2011; Softa Kacan, 2013).
In addition, there are studies reporting that parents of children with disabilities are more depressed than
parents of typically developing children (Glidden & Schoolcraft, 2003; Sipahi, 2002). In general, this
situation can be explained by the fact that the mother takes care of the child at home and the father works
in jobs that bring income to the home. In addition, it can be thought that the limited social life of the
mothers due to the constant care of the child during the day and the additional responsibilities that they
need to have increased both their stress and depression (Glidden & Schoolcraft, 2003).

Another result of this paper underlines that the depression level of the parents did not differ
significantly in terms of the gender of the children. When we examine the literature, it can be found that
there are studies that could not find any differences in terms of the gender of the child (Ceylan & Aral,
2007; Dereli & Okur, 2008, Gorgli, 2005; Softa Kagan, 2013; Ozkan, 2001). However, Yazkan (2018)
discovered in his research that the parents of female children with ASD are more hopeless. The reason
for this result could be that syndrome levels of females with ASD may be more severe than males, and
parental attitudes may differ according to the gender variable (Aksoy, 2013). According to the results
of this research, the fact that the depression level of the parents does not differ in terms of the gender of
the children can be explained by the fact that the parents show developmentally similar characteristics
despite the different genders of the children, and the families primarily focus on the basic needs of their
children, regardless of their children's gender. The fact that the level of depression of the parents do not
differ in terms of the gender of the children based on the results of this research can be explained by
children’s presenting developmentally similar features despite having different genders, and that the
families primarily focus on the basic needs of their children regardless of their gender.

Another result to consider of this research is that there was a significant difference in favor of
the parents of children with ASD in terms of the depression levels of the parents regarding the variable
of the child's DT. In the literature, there are research results reporting that parents of children with ASD
have higher levels of stress and depression compared with parents of children with physical disability
or chronic health problems (Mugno, Ruta, D'Arrigo, & Mazzone, 2007; Olsson & Hwang, 2001). In
addition, there are also studies reporting that parents’ level of depression increases as the degree of their
child's disability increases. According to Ozkan (2001) it was stated that mothers who perceived the
ASD level of their child as mild had lower depression scores. There are also studies reporting that there
is not a significant difference between the type of disability of the child and the depression levels of the
parents (Dereli & Okur, 2008; Softa Kagan, 2013). It can be thought that intense behavioral, cognitive
and adjustment problems of the children with ASD increase the depression levels of their parents (Cohen
& Tsiouris, 2006).

Considering a different result of this research, it can be suggested that the depression level of
the parents did not show a significant difference in terms of the perceived economic level variable. In
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the literature, there are findings parallel to our research results (Olsson & Hwang, 2001). On the other
hand, there are also studies reporting that the level of depression increases as the income level decreases
(Dereli & Okur, 2008; Kim, 2017; Softa Kacan, 2013; Ozkan, 2001). Children of parents with a high-
income level will have easier access to the information, education and health services they need, which
may protect parents against stress and depression (Mcconnell, Savage & Breitkreuz, 2014). The reason
why no significant difference was detected in terms of education level variable concerning the results
of this study is that this variable should not be defined as a variable that causes depression alone.
Therefore, parents' depression levels should be evaluated taking variables such as the communication
within the family, the harmony between spouses, religious beliefs, social support, etc., into account
together with the economic level variable.

As for another result of this study, it can be concluded that as the education level increases,
parents’ depression level decreases. In the literature, there are findings parallel to this finding of our
research (Gonen, Yikmis, & Halil, 2014; Gorgii, 2005). On the other hand, when the literature is
examined, studies stating that there is no significant difference in terms of education level can be found
(Alshubaili, Awadalla, Ohaeri & Mabrouk, 2007; Dereli & Okur, 2008; Softa Kagan, 2013; Ozkan,
2001). However, it can be claimed that having a high level of education is an important variable for
coping with depression. A person with a high education level may access better opportunities not only
for himself but also for the education and health of his child (Sarikaya, 2011), which, eventually, could
positively affect the depression level of the parents.

When another result of this study is considered, it is seen that no significant difference was
found in parents' levels of coping with stress. However, there are different research findings in the
literature. For example, it was revealed that the parents of children with ASD use the strategies of
seeking external help, active planning, cognitive acceptance, resorting to religion and avoidance-
abstraction to cope with stress (Kursun, 2018; Sivrikaya & Tekinarslan, 2013; Can Aslan, 2010; Dunn,
Burbine, Bowers & Tantleff- Dunn, 2001 and Black, 2008). In addition, Lin, Orsmond, Coster and Cohn
(2011) found that parents' coping strategies were problem-solving, emotion-focused coping, seeking
social support, while Wang, Michaels and Day (2011) found that parents' coping strategies were
acceptance, active coping, positive reinterpretation. and using planning strategies.

The CSl levels of the parents differed significantly in favor of the women in terms of the gender
variable. PFC and SS sub-dimensions of the inventory also indicate significant differences in favor of
women. When we consider the literature, there are research findings which state that there is no
significant difference between parents' levels of coping with stress in terms of gender (Kursun, 2018;
Sarikaya, 2011; Yazkan, 2018). In the literature, it was determined that mothers got higher scores in the
subscales of seeking external help, resorting to religion, avoidance-abstraction and acceptance and
cognitive restructuring than fathers, while fathers scored higher in active planning and avoidance-
abstraction subscales (Can Aslan, 2010). In addition, it was found that mothers exhibit a helpless and
submissive approach (Albayrak, 2015). In a study conducted by Wang, Michaels and Day (2011) it was
revealed that mothers used coping strategies such as focusing, non-competition and expressing their
emotions more than fathers, while fathers used narcotic drugs. According to Dervishaliaj (2013), while
fathers tend to suppress or avoid their emotions by working until late or staying away from home,
mothers were found to employ a wider range of strategies such as sadness, frustration, anger, crying and
talking more with others about their emotional distress. Considering the result of our research, it can be
assumed that the reason why parents are equally affected by stress coping strategies could be due to the
equal sharing of all responsibilities by the parents.

Regarding a different finding of this study, it is seen that no significant difference was observed
in the level of parents' coping with stress in terms of the child's gender. Albayrak (2015), Demirtas
(2020), Gorgii (2005) and Sarikaya (2011) did not detect a significant difference in terms of the gender
of the child in their research. In addition, in their studies where Lin, Orsmond, Coster and Cohn (2011)
compared Taiwanese and American parents, they could not find a significant difference in terms of the
child's gender. However, in his study (Yazkan, 2018) found that the mean score of the parents having
daughters is higher than those who have sons in terms of hopelessness sub-dimension in the gender
variable. Bilal and Dag (2005) revealed that mothers having sons use the safe approach strategy more
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often than mothers having daughters. They attributed this to the fact that mothers realize having a son
as an advantage.

No significant difference was detected in the level of parents' coping with stress in terms of the
type of disability variable based on the results of this study. Demirtas (2020) did not observe a significant
difference in the level of coping with stress of the parents of individuals with intellectual and physical
disabilities in terms of the disability type variable. In the study conducted by Jenaabadi (2014), no
significant difference was found in parents of children with visual, hearing and intellectual disabilities
in the level of coping with stress. Aktiirk (2012) revealed a significant positive relationship between the
child's disability type and the avoidance sub-dimension of the coping strategy. Albayrak (2015), on the
other hand, found that children with intellectual disabilities and ASD had higher scores among children
with intellectual disabilities + children with ASD in terms of seeking social support sub-dimension.
Sarikaya (2011) determined that as the level of disability increases, the level of coping with stress
decreases. In a study by Choi (2019), the stress levels of parents of children with ASD were found to be
higher than those of mothers with other disability types. The reason why there was no significant
difference regarding the level of disability in our research may stem from whether the child exhibited
behavioral problems or not.

No significant difference was observed in the level of parents' coping with stress in terms of
income level variable in our study. Consistent with our results, there are some studies in the literature
reporting that there is no significant difference in terms of the income level variable (Albayrak, 2015;
Ayyildiz, Sener, Kulak¢i, & Veren, 2012; Yazkan, 2018). In addition, Can Aslan (2010) found that
parents differ in terms of active planning and avoidance-abstraction/emotional- performative
dimensions in coping with stress. This result is due to the lack of financial resources and the need for
social support. Giilsen and Ozer (2009) revealed that families with low incomes showed a helpless
approach in coping with stress, while families with a high-income level applied for social support. As
for our research, it can be concluded that the income level of the parents alone cannot predict coping
with stress. It can be thought that besides the economic level, variables such as the social assistance
provided by the state, educational opportunities, support within the family, etc. affect the parents' coping
with stress.

We found in our research that parents with high education levels used PFC and SS strategies in
coping with stress in terms of education level variable. There are studies in the literature reporting that
there is no significant difference in terms of education level variable (Sarikaya, 2011; Yazkan, 2018).
Albayrak (2015) determined that primary school graduate parents exhibit a helpless and submissive
approach. Jenaabadi (2014) detected that parents of children with ASD and hearing impairment who
have a high level of education use the problem-focused participation strategy. Can Aslan (2010) found
that the scores parents got in the subscales of active planning, avoidance-abstraction (emotional-
performative), and avoidance-abstraction (biochemical) differed significantly regarding their education
levels. Conk and Yildirim (2005) and Coskun and Akkas (2009) stated that the problem-solving skills
of parents with a high level of education enhanced, and they sought better solutions for their children.
Based on our research findings, it can be asserted that education is an important variable in coping with
stress. Parents with a high level of education may recognize their children's needs in advance and meet
these needs for their children. Thus, the probability of experiencing stress and depression may decrease
(Yavuz & Glimiigkaya, 2021).

Negative significant relationships were found between the depression levels of the parents and
the CSI levels. Similarly, negative significant relationships were found between the depression levels of
the parents and PFC and SS, which are sub-dimensions of CSI. However, a significant negative
correlation between parents' CSI levels and FRU and FF, which are depression scale sub-dimensions
was found. Besides, a negative significant relationship between SDLSD, one of the sub-dimensions of
parents' depression levels, and PFC, one of the CSI sub-dimensions was detected. Examining the
literature, Eytiboglu (2019) found that while the parents' depression levels and the scale of coping were
positively related to the avoidance and separation sub-dimension, those of the parents negatively related
to the religion, spirituality and acceptance restructuring sub-dimension. Evgin and Erdem (2017)
revealed in their study that there was a positive relationship between the desperate and submissive
approach scores of mothers and their depression scores, while there was a positive relationship between
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the desperate approach and depression scores of fathers. Alpan (2013) detected in his study that the
depression level of the parents and the stress coping scale had a negative relationship with the sub-
dimensions of focusing on the relationship, positive effective coping, and self-support, while the
negative passive coping, withdrawal and denial-postponing sub-dimensions were positively related.
Considering our research and the studies in the literature, we see that the parents of individuals with
disabilities use different coping strategies. The reason for this is that stress refers to the situation that
occurs when the physical and mental limits of the individual are threatened and forced. It is known that
the parents of individuals with disabilities have high levels of stress due to reasons such as dealing with
the child with disability, behavioral problems of the child, care costs, etc. (Kiictliker, 2001; Sar1, 2007).
Parents show various reactions to relieve their own stress. Although parents give the same bodily
responses to stress, their psychological reactions differ according to their personality traits and the
support they receive from their entourage (Alpan, 2013). In other words, it is normal for parents to use
different coping strategies according to their personality traits and the support they receive from their
entourage.

Some suggestions can be made based on the results of this research. This research can be carried
out with different samples and different types of disability. Moreover, the relationship between parents'
depression levels and variables such as social support they get, their life and marital satisfaction, etc.
can be examined. Training can be held for parents to reduce their depression levels and teach them how
to cope with stress. Family education, individual and group counselling services can be provided in
rehabilitation and counselling centres to help parents reduce their depression levels and help them cope
with stress. Information and training can be provided to parents on how to help their children with
disabilities.
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Abstract

Anahtar Kelimeler

The implementation of argumentation-based teaching is crucial for enabling
students to question and debate, generate new ideas, and approach different
viewpoints with respect. While studies on argumentation-based teaching are
especially intensive in the field of science, they are less so in the social sciences.
Therefore, it is of great importance to prepare activities that can be applied in both
types of courses, which have different philosophical perspectives. The aim of the
study is to determine the opinions of fourth grade primary school students and
their primary school teacher about the argumentation-based teaching applied in
Social Studies and Science courses. The argumentation-based teaching process in
Social Studies and Science courses was carried out using phenomenology, one of
the qualitative research methods. The study group consisted of 9 students who
participated in argumentation-based teaching and the primary school teacher who
implemented the teaching. Semi-structured student and teacher interview form
related to Social Studies and Science courses, student and teacher diary were used
as data collection tools in the study. The data obtained from student views were
supported by quotations from the interviews and student diaries. Students reported
that courses conducted with argumentation-based teaching were enjoyable, that
they liked the training because it was fun, and that they struggled when their
classmates did not participate in discussions. They also mentioned that the courses
were freed from boredom, that they considered the topic from different
perspectives, and that they learned the correct information after realizing their
mistakes. Additionally, regarding the argumentation-based teaching process in
Social Studies and Science courses, the primary school teacher provided their
views on the categories of ‘changes in students,' ‘changes in the teacher,' and
‘challenges encountered during the implementation process.
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Introduction

As a result of changes in educational systems, today's aim is to develop students not only with
knowledge but also with skills, preparing them as individuals with well-developed abilities. Curricula
have been arranged in accordance with contemporary teaching methods and techniques in which skills
are gained in addition to knowledge. This has led to an education process in the 21st century where skill
development is increasingly emphasized. It can also be observed that these skills are included in Social
Studies and Science curricula at the primary school level. The Social Studies curriculum aims to develop
a total of twenty-seven skills, including entrepreneurship, research, communication, observation,
innovative thinking, critical thinking, decision-making, and collaboration (Ministry of National
Education [MoNE], 2018a). In the Science curriculum, skills are categorized into three main areas:
scientific process skills, life skills, and engineering and design skills (MoNE, 2018b). As seen in the
Social Studies and Science curricula, although skills are presented in different ways, the aim is for
students to acquire these skills. One method that can be used in Social Studies to allow students to
examine issues from different perspectives, discuss with peers and teachers, use evidence, question, and
develop thinking skills such as problem-solving, critical thinking, and decision-making is
argumentation-based teaching (Akaydin & Kabapinar, 2021). The Science curriculum also emphasizes
learning environments centered on student collaboration, problem-solving, and argumentation (MoNE,
2018b). When considered in these contexts, it can be said that the Social Studies and Science curricula
provide opportunities for students to clearly express their thoughts, share them with reasons, and develop
counterarguments to challenge the views of peers with different perspectives.

The concept of argumentation is based on Aristotle's art of persuasion (Freeley & Steinberg,
2005; Rottenberg & Winchell, 2012). The concept of argumentation, which is also known as scientific
debate, makes use of social and cognitive processes (van Eemeren, Grootendorst, & Henkemans, 1996),
and the aim in this process is to make other people who think differently from their own point of view
accept their point of view with rebuttals (van Eemeren & Grootendorst, 2004). Similarly, Chen, Hand,
and Park (2016) define argumentation as a critical element in the process of generating and critiquing
ideas, which is necessary for students to become scientifically literate. The concept of argumentation
was defined by Toulmin (2003) in his book ‘The Uses of Argument’ as the process of using data,
justification, support and refutation of a particular claim. Thus, the student can examine and discuss the
subject from different perspectives with possible rebuttals by defining his/her claim about any subject
and the claim of the person who has the opposite opinion (Higde & Aktamis, 2017). Zohar and Nemet
(2002) stated that people produce arguments and use argumentation skills in their daily lives. In this
context, it can be said that argumentation-based teaching enables students to develop skills such as
critical thinking, problem solving, and argumentation skills, and in this process, it can be said that
students learn how to express their thoughts on the subject and how to produce arguments against the
thoughts of their friends who have the opposite opinion.

It has been stated that argumentation-based teaching is of great importance for using critical and
scientific approaches in solving problems students might encounter in their daily lives, establishing
themselves in social life, and understanding cause-and-effect relationships related to a topic (Yilmaz
Ozcan & Tabak, 2019). Sadler (2006) noted that argumentation leads to active student participation and
the development of argumentation and decision-making skills. Similarly, Chen and She (2012)
suggested that argumentation enables students to approach topics from different perspectives and
enhances their communication skills. Mercer (2009) emphasized that one of the primary goals of
education is to develop students' argumentation skills, that teachers need to contribute to this
development, and that students should be encouraged to use language as a tool for discussion. He
indicated that argumentation would aid in the development of students' individual intellectual abilities.
It has been shown that academic achievement increases and skills in critical thinking, decision-making,
and argumentation improve in classrooms where argumentation-based teaching is implemented
(Cavagnetto, 2010; Felton & Kuhn, 2001; Nussbaum, 2011).

Argumentation can be a helpful process in understanding social problems. Argumentation-based
teaching can be used in teaching topics that are closely related to society, such as GMOs (genetically
modified organisms), and thus, instead of science being a goal, it becomes a tool to help students
understand social problems and focuses on higher order thinking process, epistemology, citizenship
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education and socio-scientific issues (Erduran & Jiménez-Aleixandre, 2007). Nussbaum (2002) also
indicated that using argumentation methods can enhance students' higher order thinking skills,
suggesting that this method can improve students' thinking abilities on societal issues such as migration
and historical events. With argumentation-based teaching, students can think about different
perspectives on a subject rather than just reading what is written in a book, they can state the cause-
effect relationship on a subject, make inferences, and learn to find a solution to a problem by discussing
it. Consequently, argumentation-based teaching can be applied not only in Science classes but also in
Social Studies, which deals with topics directly related to society. For example, socio-scientific issues
such as global warming, hunger, and resource depletion are included in both Social Studies and Science
curricula. It is of great importance for the development of argumentation skills that these issues are
discussed in the classroom and that students can defend their thoughts in the light of evidence, defend
their thoughts with justifications and supporters, and refute the thoughts of their friends with opposing
thoughts.

When the literature on argumentation-based teaching is examined, it is observed that the studies
are intense in the field of science, while they are in the minority in the field of social sciences (Demir &
Oguz Hagat, 2018; Torun & Sahin, 2016; Yazicioglu & Alkan, 2019). Given that the Social Studies
course, as part of the social sciences, encompasses topics related to humans and society, it is believed
that argumentation-based teaching can be applied not only to science topics but also to social science
topics. In this context, it is important to use argumentation-based teaching in the Social Studies course
not only at the secondary school level but also at the primary school level. This is because the literature
on the use of argumentation-based teaching shows that it is predominantly applied in Science subjects
and to middle school students. It can be said that there are specific characteristics required for the
subjects of Social Studies and Science, and there are some differences between them. Especially in the
early stages of primary education, it is crucial to develop skills. It is of great importance that teachers
do not just convey information directly and verbally but also transfer these skills and values to students,
who should be able to reflect them in their real lives. In this regard, implementing argumentation-based
teaching in the two different areas of Social Studies and Science, from philosophical, practical, and
disciplinary perspectives, is expected to contribute to understanding their similarities and differences.
In addition, considering the studies conducted in the past, there is no comprehensive study that reveals
the results of the application in the argumentation-based teaching process, as well as the views of
students and teachers on the use of argumentation-based teaching in two courses belonging to different
philosophies. From this point of view, the aim of the study is to determine the views of the fourth grade
students and the primary school teacher, who is the implementer of the argumentation-based instruction
in Social Studies and Science courses, about the process. In line with this purpose, the research questions
were formed as follows:

1. What are the students' opinions on argumentation-based teaching implemented in Social
Studies and Science courses?

2. What is the opinion of the primary school teacher, who is a practitioner in Social Studies
and Science courses, on argumentation-based teaching?

Method

This section of the study includes the research model, participants, data collection tools, data
collection procedures, and data analysis.

Research Design

In this study, which aims to examine the views of fourth-grade primary school students and the
primary school teacher who implements argumentation-based teaching in Social Studies and Science
courses, the phenomenological (phenomenology) design from qualitative research approaches has been
adopted. The phenomenological design is described by Ersoy (2019) as a research design focused on
individuals' phenomena, aiming to define the meanings of experiences, and it is noted that
phenomenology seeks to reach the essence of experience by questioning the experiences related to the
phenomenon. It has been indicated that phenomenology is based on the meanings revealed by experience
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and that topics addressing any human experience are used in phenomenology (van Manen, 2014). In this
context, the research is designed using interpretive phenomenology. Interpretive phenomenology
provides detailed insights into participants' experiences and aims to uncover the meanings hidden within
these experiences and narratives (Ersoy, 2019).

Study Group

In phenomenological research, the data sources should consist of individuals or groups who
experience the phenomenon being studied and can reflect this phenomenon. Observations or interviews
with these data sources are required to achieve the research objectives (Yildinm & Simsek, 2013).
Creswell (2013) also stated that studies should involve individuals who have experienced the
phenomenon in all its aspects and that the study group should be a heterogeneous group ranging from
3-4 to 10-15 people. Accordingly, the participants in the study consist of two groups: students and the
teacher. In selecting the students, the purposive sampling method of maximum variation sampling was
used. In maximum variation sampling, maximum information is obtained by considering different
characteristics or criteria (Patton, 2014). In this direction, a total of nine fourth-grade primary school
students were selected, including three students from each of the three groups with high, medium, and
low academic achievement levels: 5 girls and 4 boys. The students were identified by the primary school
teacher. When selecting the students, the teacher considered gender equality, overall classroom and end-
of-term evaluations, and the level of participation in the lessons to form a heterogeneous group with
varying levels of academic knowledge. In order to keep the identity of the participants confidential,
coding was done by the researcher instead of their real names. At the end of the implementation process,
the primary school teacher's views were collected. The teacher interviewed is a 38-year-old female with
a bachelor's degree in primary education and 17 years of professional experience. Additionally, the
teacher received training on argumentation-based teaching from the researcher to carry out these
activities.

Data Collection Tool

In the research, semi-structured interview forms applied to the students in Social Studies and
Science courses separately, semi-structured interview forms applied to the primary school teacher who
was the implementer, and semi-structured diaries kept by the students and the teacher were used as data
collection tools. The purpose of the semi-structured interview forms prepared by the researchers was to
obtain the views of the students participating in the implementation and the views of the teacher who
was the implementer about how argumentation-based activities were carried out in Social Studies and
Science courses.

During the process of preparing the interview forms, a literature review was conducted, and the
drafts of the student interview form and teacher interview form for Social Sciences and Science were
prepared. After the questions in the forms were prepared, expert opinions (3 faculty members working
on argumentation-based education, 2 primary school teachers and 1 language expert) were taken for the
guestions. Based on the expert opinions received, a preliminary application was conducted with fourth-
grade primary school students (3 students) and their primary school teachers (2 teachers) who were not
part of the main participants, to determine the comprehensibility of the semi-structured student interview
form and teacher interview form. The final versions of the questions in the forms are presented in Table
1 and Table 2.
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Table 1. Semi-structured student interview questions for social studies and science courses

Social Studies

Science

1. Which activities do you enjoy the most and find
the most challenging while studying Social Studies?
Please explain your reasons.

2. Did you face any difficulties during group work
and class discussions in Social Studies? If so, which
parts did you find challenging?

3. How did you reach a decision during group work
in Social Studies when you had group members with
different opinions?

4. What are your thoughts on using the
argumentation-based teaching (scientific discussion)
that we used in Social Studies in other units or
subjects? Please explain.

5. Can you compare the teaching of the “Production,
Distribution, and Consumption” unit with the
teaching of previous units? What are the differences
and similarities?

6. What are your thoughts on creating a discussion
environment in the classroom in Social Studies by
using evidence cards? Please explain.

7. Do the evidence cards, activities, and questions
presented in Social Studies change your thoughts?
Please explain.

1. Which activities do you enjoy the most and find
the most challenging while studying Science? Please
explain your reasons.

2. Did you face any difficulties during group work
and class discussions in Science? If so, which parts
did you find challenging?

3. How did you reach a decision during group work
in Science when you had group members with
different opinions?

4. What are your thoughts on using the
argumentation-based teaching (scientific discussion)
that we used in Science in other units or subjects?
Please explain.

5. Can you compare the teaching of the “Properties of
Matter” unit with the teaching of previous units?
What are the differences and similarities?

6. What are your thoughts on conducting each
experiment in Science classes through hands-on
practice? Please explain.

7. Do the evidence cards, activities, and questions
presented in Science change your thoughts? Please
explain.

Table 2. Semi-structured teacher interview questions for social studies and science courses

Social Studies

Science

1. In the selected units of Social Studies, did you
observe any changes in your students before and after
the implementation? In your opinion, what kind of
effects did the implementation have on the students?
Please explain.

2. What has using argumentation-based teaching in
Social Studies added to your teaching experience?
Please explain.

3. While implementing argumentation-based teaching
in Social Studies, what differences do you think
occurred during the implementation process? Please
explain.

4. What challenges might a teacher face when
implementing argumentation-based teaching in Social
Studies?

5. Can argumentation-based teaching be easily
implemented in Social Studies? What do you think
could be its strengths and limitations? Please explain.

6. As someone who has implemented argumentation-
based teaching in Social Studies in your classroom,
how would you evaluate the process? If you were to
rate this process, what score would you assign it on a
scale of 1 to 10?

7. How can we make this work more effective? What
suggestions do you have for improving this situation?
Please explain.

1. In the selected units of Science, did you observe any
changes in your students before and after the
implementation? In your opinion, what kind of effects
did the implementation have on the students? Please
explain.

2. What has using argumentation-based teaching in
Science added to your teaching experience? Please
explain.

3. While implementing argumentation-based teaching
in Science, what differences do you think occurred
during the implementation process? Please explain.

4. What challenges might a teacher face when
implementing argumentation-based teaching in
Science?

5. Can argumentation-based teaching be easily
implemented in Science? What do you think could be
its strengths and limitations? Please explain.

6. As someone who has implemented argumentation-
based teaching in Science in your classroom, how
would you evaluate the process? If you were to rate
this process, what score would you assign it on a scale
of 1to 10?

7. How can we make this work more effective? What
suggestions do you have for improving this situation?
Please explain.
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The diaries kept by students were prepared in a semi-structured format. The students were asked
to reflect their feelings and thoughts about using argumentation-based activities in Social Studies and
Science lessons, and their likes and dislikes about the implementation process in their diaries. At the
beginning of the implementation process, students were given information on how to write their diaries.
In the semi-structured student diaries, students were expected to describe their feelings and thoughts
during the activity process, provide suggestions for the activity, indicate parts they would like to add or
remove, assess the contribution of the activities to their learning, recall how much they remembered
from what they learned, and explain which parts of the activity they liked or disliked, as well as any
aspects of the activity that were disturbing or favorable.

The teacher who implemented the argumentation-based activity kept a diary after each activity
throughout the entire process. The diaries kept by the teacher include the feelings and thoughts about
the activity, the contribution of the activity to learning, the parts that the students liked and disliked, the
implementation status of the activity in the classroom and the areas where the activity needs
improvement.

Data Collection and Analysis

The data collection process of the research encompasses the argumentation-based teaching
process and its aftermath in Social Studies and Science. During the implementation process, data were
collected through semi-structured student diaries, teacher diaries, and student and teacher interview form
after the implementation. For all activities conducted in Social Studies and Science classes, each student
was required to keep a diary, and this was reminded to the students, who were also asked to prepare a
file to keep their diaries. The student diaries related to the activities were collected from the students at
the end of the activities.

Since data analysis in phenomenological research aims to see behind the experiences and the
invisible, content analysis aims to conceptualize the data and reveal the themes that can define the
phenomenon (Yildinnm & Simsek, 2013). In the argumentation-based teaching conducted in Social
Studies and Science classes, seven open-ended questions were analyzed to identify students' feelings
and thoughts about the learning process, whether there were any differences compared to previous
lessons, and which activities they liked or found challenging. Codes, categories and themes were created
with the answers given by the students to the questions, and the data were quantified and presented in
tables. After interpreting the tables derived from the data, quotes representing the themes were provided,
showing excerpts from student responses. The data from the open-ended questions in the semi-structured
student interview forms were coded by another expert researcher, the codes were compared, and the
inter-coder reliability value was found to be 0.87.

In Social Studies and Science classes, seven open-ended questions were analyzed to identify the
positive and negative aspects of argumentation-based teaching conducted by the primary school teacher,
areas for improvement, reflections on the education, and problems that arose during the implementation
process. The responses from the teacher were anonymized and coded as “Teacher.” The questions
directed at the teacher were analyzed using content analysis, and codes, categories, and themes were
developed based on the responses. Excerpts from the teacher’s responses were included in the
interpretation of the findings. The data from the open-ended questions in the semi-structured teacher
interview form were coded by another expert researcher, and the codes were compared, with the inter-
coder reliability value determined to be 0.92.

Findings

The findings related to the subproblem of the research, “What are the students' opinions on
argumentation-based teaching implemented in Social Studies and Science courses?” are presented
below. The findings from student opinions are supported by excerpts from interviews and student
journals. The students' views on the lessons conducted with argumentation-based teaching are presented
in Table 3.
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Table 3. Students' opinions about the courses taught with argumentation-based teaching

Social Studies Science
Category f Category
Being fun 9 Being fun 9
Having a discussion environment inthe 9  Having a discussion environment inthe 9
classroom classroom
Considering topics from different 9  Considering topics from different 9
perspectives perspectives
Better understanding of topics 7 Conducting experiments 9
Acquiring new knowledge 6  Better understanding of topics 7
The textbook being boring 5 Acquiring new knowledge 6
Learning the correct information that 3 The textbook being boring 5
was previously known incorrectly
Increased interest in the lesson 3 Learning the correct information that 3
was previously known incorrectly.
Making the lesson more productive 2 Increased interest in the lesson 3
Starting to enjoy Social Studies 1 Learning about experimental materials 2
Making the lesson more productive 2
Starting to enjoy Science 2
Total 54 Total 66

According to Table 3, students provided 54 opinions on Social Studies and 66 opinions on
Science lessons regarding argumentation-based teaching. When examining students' opinions about the
Social Studies lesson taught with an argumentation-based approach, all students indicated that the lesson
was fun, there was a discussion environment in the classroom, topics were considered from different
perspectives, 7 students felt that topics were better understood with this method, 6 students learned new
information, 5 students found the textbooks boring, 3 students learned the correct information from what
they previously knew incorrectly and increased their interest in the lesson, 2 students found the lesson
more productive, and 1 student began to enjoy the lesson.

When examining opinions on argumentation-based teaching, it was observed that opinions on
Social Studies and Science lessons were similar in most categories, but there were differences in the
number of opinions in some statements and the emergence of different categories. When the students'
opinions about the Science course were analyzed, it was noted that, aside from the Social Studies lesson,
all students reported that experiments were conducted, 2 students learned about experimental materials,
and 2 students started to enjoy the Science lesson.

S22, one of the students who expressed an opinion about the fun of the lessons, which is one of
the common categories in student opinions about Social Studies and Science lessons: “For example,
doing experiments in Science was enjoyable. Observing the results, like mixing ice with water and
measuring their temperatures, using a magnet to attract iron filings, sifting, and filtering, was very fun.
We had never done such things before, and it was very enjoyable.”

Regarding the presence of a discussion environment in the classroom, student S20 stated, “The
discussion environment in the classroom was good because, in a discussion setting, we learn new
information from our classmates and challenge each other's views. We look at events from different
perspectives, so it has a positive impact. ” This student indicated that having a discussion environment
positively affected them, allowing them to think about topics from different perspectives and learn new
information. Additionally, S20 mentioned, “It wasn’t as enjoyable when we worked through the
textbook. Doing activities made it more enjoyable, and we understand the topics better this way. We
learn new information from debates and discussions. It’s better to approach the lesson this way.”
Similarly, student S1 commented, “It was better than the usual way of teaching because we understood
the topic better and grasped it more thoroughly. ” This student highlighted that the topics were better
understood when taught with this approach.

Regarding the boring nature of the textbook, student S23 stated, “The lesson became more fun.
Previously, we worked from the textbook, and it was boring, but now the lessons are very enjoyable,
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and no one wants to miss them. ” This student expressed that they found the topics dull when worked
through the textbook. Similarly, student S22 mentioned, “I used to dislike the Science and Social Studies
lessons because we wrote so much, and there were days when | wished these lessons didn 't exist because
we wrote pages and pages of content. But now it’s very enjoyable, and my views have changed. I now
love both subjects, and my opinions have changed.” This student indicated that they have started to
enjoy Social Studies and Science and that their perspective on the lessons has changed. Regarding
learning the correct information that was previously known incorrectly, student S24 said, “We learned
the correct information by discussing and correcting our misconceptions. ” Student S23 also noted, “My
interest in Science and Social Studies has changed. I didn 't expect them to be this enjoyable, but later,
I found both Science and Social Studies lessons to be very good.” This student expressed that their
interest in Science and Social Studies has increased.

Table 4 provides information on which sections of the Social Studies and Science lessons taught
with an argumentation-based approach student liked the most and which sections they found
challenging. These data are supported by excerpts from the students' diaries from the Social Studies and
Science lessons.

Table 4. Student opinions on which sections of the lessons taught with an argumentation-based approach were
liked and which sections were found challenging
Theme Category
Being fun
Activities being engaging
Having a discussion environment in the classroom
Considering topics from different perspectives
Conducting various activities
Expressing thoughts using evidence cards
Being more memorable
Better understanding of topics
Acquiring new knowledge
The textbook being boring

Learning the correct information that was previously known
incorrectly
Starting to express ideas without hesitation

Social Making the lesson more productive
Studies Activities being motivating
Thinking about what to do by empathizing
Total

My group member’s/members' lack of participation in the
discussion
Difficulty in convincing my group member/members

Difficulty making decisions
Reasons Difficulty in refuting other groups in classroom discussions
for - . .
difficulty Difficulty in refuting other groups when we are wrong
Difficulty in initial discussions
Having my thoughts turn out to be the opposite in some
activities
Difficulty in finding support 1
Total 14

Reasons
for liking
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Table 4. Student opinions on which sections of the lessons taught with an argumentation-based approach were
liked and which sections were found challenging (Continued)

Theme Category f
Being fun 9
Activities being engaging 9
Having a discussion environment in the classroom 9
Considering topics from different perspectives 9
Students conducting experiments 9
Conducting various activities 8
Better understanding of topics 7
Expressing thoughts using evidence cards 7
Being more memorable 7
Reasons . . . .
for liking Observing experiments by making predictions 6
Acquiring new knowledge 6
The textbook being boring 5
Learning the correct information that was previously known 3
incorrectly
Science Starting to express ideas without hesitation 3
Activities being motivating 2
Learning about experimental materials 2
Making the lesson more productive 2
Total 103
My group member’s/members' lack of participation in the 5
discussion
Difficulty in making decisions 3
Difficulty in convincing my group member/members 2
Difficulty in predicting some experiments 2
Difficulty in refuting other groups in classroom discussions 1
Reasons Difficulty in refuting other groups when we are wrong 1
fqr ’ Difficulty in initial discussions 1
difficulty o ) ) .
Difficulty in some experiments due to incorrect knowledge 1
Lack of prior experience with experiments 1
Sometimes unable to defend my own opinion 1
Having my thoughts turn out to be the opposite in some 1
activities
Difficulty in finding support 1
Total 20
Final total 225

When the data presented in Table 4 were investigated, it was determined that students expressed
a total of 225 opinions regarding which sections of the lessons taught with an argumentation-based
approach they liked and found challenging: 102 opinions related to Social Studies and 123 to Science.
Among these, the number of opinions indicating what students liked in the Social Studies course was
88, while the number of opinions indicating what they found challenging was 14. For the Science course,
the number of opinions on what they liked was 103, while the number of opinions on what they found
challenging was 20.

When analyzing students' opinions on which aspects of the Social Studies lessons taught with
an argumentation-based approach they liked, and the reasons behind those opinions, the following
observations were made: All students noted that they enjoyed the lessons being fun, the activities being
engaging, the presence of a discussion environment in the classroom, and the examination of topics from
different perspectives. Among the students interviewed, 8 appreciated the variety of activities, 7 valued
the use of evidence cards to express their thoughts, and also liked the lasting impact and better
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understanding of the topics. Additionally, 6 students mentioned that they liked learning new information,
5 found the lesson book boring, 3 were pleased with learning the correct information after having been
wrong, and the fact that ideas were expressed without hesitation. Furthermore, 2 students appreciated
the increased productivity of the lessons, the motivational aspects of the activities, and the opportunity
to think about what to do through empathy.

When analyzing students' opinions on which aspects of the Social Studies and Science lessons
taught with an argumentation-based approach they liked, it was observed that while the opinions were
similar across most categories, there were additional categories specific to the Science lessons. For the
Science course, students indicated that they all appreciated conducting experiments themselves, 6
students liked predicting and observing the experiments, and 2 students valued learning about the
experimental materials. These aspects were noted as distinct from their opinions about the Social Studies
lessons.

In students' opinions about which aspects of the Social Studies and Science lessons they liked,
common categories included the enjoyment of the lessons, learning new information, and using evidence
cards to express their thoughts. For example, student S18 mentioned: “Iz was both fun and educational.
We learned new information through discussions. | also liked using evidence cards to justify our
thoughts for supporters.” Regarding the motivational aspect of the activities, student S7 stated: “It
developed my knowledge. | found all the activities enjoyable and engaging. They were not just lessons
but also provided us with additional knowledge. Seeing these activities made me feel motivated, as if |
could handle the tasks, and they encouraged us to think.”

Additionally, regarding the aspect of empathy in the Social Studies lessons, student S9 noted in
their diary: “By putting ourselves in the place of the people in the activities, we think logically and carry
out the tasks. This means that we think about what to do by empathizing, justify our thoughts, and try to
refute each other’s ideas.”

Similarly, student S13 mentioned: “We thought about what to do by putting ourselves in the
place of the people in the activities, and we made significant progress in our work.” This indicates that
they practiced empathy and observed development through the activities.

In the Science lessons, students expressed their preferences as follows: Regarding students
conducting the experiments themselves, S20 stated, “I enjoyed doing all the materials ourselves and
conducting the experiments. Doing the experiments one by one helps us learn better, learn more
comfortably, and enjoy the process. ” Regarding predicting and then observing experiments, S18 said,
“I really liked predicting the experiments first, then doing them, and observing the results. ” About the
increased retention of information, S13 mentioned, “I liked the way the lesson was conducted; it helped
the information stick better in our minds.”
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When examining the students' opinions on the difficulties they faced in the Social Studies
lessons taught with an argumentation-based approach, 5 students mentioned difficulties due to their
group members not participating in discussions, 2 students struggled with convincing their group
members and making decisions, and 1 student reported difficulties in refuting other groups during class
discussions, being unable to refute other groups when they were wrong, struggling with initial debates,
having ideas contradicted in some activities, and lacking supportive evidence.

When examining the reasons why students struggled with certain aspects of Social Studies
lessons taught with an argumentation-based approach, 5 students reported difficulties due to their group
members not participating in discussions, 2 students struggled with convincing their group members and
making decisions. One student mentioned struggling with refuting other groups in class discussions,
failing to refute other groups when they were wrong, difficulties in initial debates, encountering results
contrary to their expectations in some activities, and not finding supportive evidence.

When examining students' opinions on the sections they found challenging in Social Studies and
Science courses taught using argumentation-based instruction, it was observed that many of the
emerging categories were the same. However, the number of opinions in certain categories related to
the Science course differed, and some new categories emerged. When examining students' opinions
regarding the Science course, 3 students stated that they had difficulty making decisions. While 2
students struggled with activities in the Social Studies course, 3 students expressed difficulties in this
area in Science. Additionally, 2 students mentioned that they struggled because they couldn't predict
some experiments, 1 student indicated that they faced challenges due to incorrect assumptions in some
experiments, having never conducted experiments before, and not being able to defend their own ideas.

Regarding the difficulties encountered in the Social Studies course, a student with the code S22,
who commented on the challenge of group members not participating in discussions, stated, "The fact
that others didn’t share their ideas during group work made the activities a bit difficult for me." Another
student, coded S24, expressed difficulty in convincing group members by saying, "l sometimes struggled
to make joint decisions with my group members." The student coded S23, who had difficulty making
decisions, mentioned, "In some activities, | struggled to choose and decide which idea was correct,"
indicating that they found the decision-making process challenging. As for initial difficulties in
discussions, the student coded S18 remarked, "At first, | had difficulty in discussions because | had never
done anything like this before, but later | got used to it," highlighting that they initially struggled due to
being unfamiliar with such activities but later adapted to the discussions.

In the Science course, the student coded S20 shared their thoughts about the challenge of group
members not participating in discussions, stating, "My group member S23 did nothing. That's why I'm
complaining.” S20 also expressed difficulties in refuting other groups due to incorrect thinking: "If we
thought incorrectly, we had difficulty refuting others. Because we were thinking incorrectly, we couldn't
refute the other side—they were refuting us," describing the parts they found challenging.

The opinions on the emergence of differences in thoughts regarding Social Studies and Science
courses taught using argumentation-based instruction, as gathered from the semi-structured interviews,
are presented in Table 5. The analysis results are supported by excerpts from student journals in the
Social Studies and Science courses.
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Table 5. Opinions on the changes in students' thoughts during the courses where argumentation-based instruction

was applied

Course

Category

Frequency

®

Social
Studies

It was boring before.

It helped me think about a topic from different perspectives.

I have learned to discuss in class.

When the lesson is taught this way, the topics become more lasting.
I have understood the topics much better this way.

I have learned how to conduct experiments.

I have learned information beyond what was written in the book.
My thoughts about Science lesson have changed.

I have started expressing my thoughts without hesitation.

I have realized that the lesson can be taught with different activities.

I have learned the correct information for what | previously knew
incorrectly.
My interest in the lesson has increased.

Conducting the course this way has motivated us.

I have learned about the experimental materials.

It has improved my ability to make decisions about the topic.
Total

9
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Science

It was boring before.

It helped me think about a topic from different perspectives.

I have learned to discuss in class.

When the lesson is taught this way, the topics become more lasting.
I have understood the topics much better this way.

I have learned how to conduct experiments.

I have learned information beyond what was written in the book.
My thoughts about Science lesson have changed.

I have started expressing my thoughts without hesitation.

I have realized that the lesson can be taught with different activities.

I have learned the correct information for what | previously knew
incorrectly.
My interest in the lesson has increased.

Conducting the course this way has motivated us.
I have learned about the experimental materials.
It has improved my ability to make decisions about the topic.
I have started applying what I’ve learned to other subjects.
I have learned to express my own thoughts.
Total

W W w w wo NN~ o o

P P, P NN W

~
o

As seen in Table 5, it was found that the number of opinions regarding changes in students'
thoughts about courses taught using argumentation-based instruction totaled 131, with 61 opinions
related to Social Studies and 70 opinions related to Science.

When the opinions of the students about the difference in their thoughts towards the Social
Studies lesson taught with argumentation-based teaching were examined, all of the students stated that
the course was boring before, and that the course was taught in this way and made them think about the
subject from different perspectives. Seven of the students stated that they learned to discuss in class, that
the subjects were more permanent, that they understood them better, three of the students stated that
they learned different information other than the information written in the book, that they started to
express their thoughts in class without hesitation, that they realized that the lesson could be taught with
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different activities, and that they learned the correct information about what they knew wrong, two of
them stated that their thoughts about the Social Studies lesson had changed, and that teaching the lesson
in this way motivated them, one of them stated that they improved their decision-making about the
subject, started to apply the information they learned to other lessons and learned to express their own
thoughts.

When the opinions were analyzed, it was observed that the opinions of the students about the
difference in their thoughts towards Social Studies and Science lessons were the same in most categories,
but the number of opinions in a category was different and different categories emerged. When the
students' opinions about the Science lesson were examined, six of them stated that they learned how to
conduct experiments, three of them stated that their opinions about the Science lesson changed, and two
of them stated that they learned the materials for the experiments separately from the Social Studies
lesson. While the number of students who stated that their opinions towards Social Studies lesson
changed was two, the number of students who stated that their opinions towards Science course changed
was three.

The categories are illustrated with some of the instances taken from the student citations. In
regard to how boring the previous lessons were, for instance, the student with code S13 said the
following: "For instance, the Social Studies lesson was boring before, it was not so fun, but later | had
a lot of fun in Social Studies and Science lessons, it was fun to conduct experiments and examine
evidence cards."

According to the student diary, student S22 expressed great satisfaction with the evidence cards
and related discussions in the Science lesson, describing them as extremely enjoyable.
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Students expressed that, previously, they found the lessons boring, but after being taught using
argumentation-based instruction, they found the lessons to be more enjoyable and engaging. Regarding
this view, the student coded S22 said, “It brought a difference that the lessons can be more fun. In the
past, we used to just watch slides and write in the notebook, that is, it was boring, but now we are doing
it in a more fun way with pleasure.”

Regarding the Science course previously being boring, the permanence of the topics, and the
change in their thoughts about the Science course, the student coded S24 stated, "My thoughts changed.
| used to always find Science boring, but after working through this unit and doing activities, | now
really enjoy Science. In the past, it was difficult, and | was bored; however, these days, we constantly
engage in activities and interesting question-and-answer sessions. This particular one also had evidence
cards. The subjects were interrelated, such that an activity | completed in them immediately came to
mind. Previously, during tests, | would not remember the activity, and | would quickly mark it and pass.
However, | remember the activities and the process of doing them, which was an enjoyable experience. ”

Regarding thinking about the subject from different perspectives and expressing own ideas, the
student identified as S18 acknowledged, "Indeed, it had a significant impact. For instance, | used to be
unable to construct sentences according to my own thoughts, but now | am able to construct sentences
by considering various aspects of the subject. 7 learned the skill of summarizing my ideas.” According
to him/her, he/she gained the ability to express his/her own ideas and was capable of analyzing and
expressing any topic from various perspectives through the use of argumentation-based approach in the
lessons.

Regarding how students learned of knowledge and development of discussions in the classroom,
S1 expressed that “I liked the activities very much. It improved me. | learned what it means to make an
argument. | knew how to argue, but I did not know argumentation. We learned different things in the
subjects other than what was written in the book, and so did science.”
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The student categorized S13 as related to a better understanding of the subjects and a change in
perspective towards Social Studies and Science lessons as follows: "It changed my idea of Science and
Social Studies lessons. | wasn't expecting that they would be as enjoyable and engaging, but then I found
them to be extremely that. Previously, | wasn't expecting to completing numerous experiments, obtaining
evidence cards, gaining a deep understanding of the topics, or enjoying ourselves. However, as we
continued, | realized that we would not only understand the subjects well but also get enjoyment through
the process. ” In addition, as given as an example before, the student coded S22 also stated that he/she
started to like Social Studies and Science lessons and that his/her thoughts about the lessons changed by
saying “I didn't like them because we used to write a lot of articles in science and social studies, there
were days when | wished these lessons didn't exist because we used to write pages full of articles in a
unit, but now it is very enjoyable, my thoughts have changed, now | love both lessons very much, my
thoughts have changed.” The thoughts written by some students who expressed these thoughts in their
student diaries are given below:
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Student coded S13 stated that he/she did not expect the Social Studies course to be so good, that
he/she enjoyed discussing in class, and that the lessons were fun and enjoyable. The student identified
as S22 recorded in their diary that they previously had the belief that the Science course solely revolved
within textbooks and slides. They didn't expect the opportunity to engage in numerous experiments and
discussions within the classroom, as well as they didn't think the potential for such enjoyment.
Eventually, they discovered that the Science course was indeed of high quality.
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Regarding the students' Iearning the experimental materials, making the lesson permanent and
enabling them to think about the subject from different perspectives, S18 stated: “It improved me in the
Science lesson, | learned about substances | had never seen before. For example, | learned about
naphthalene. | learned new and important subjects. For example, | learned that waste is not garbage.
It became more permanent. Now, | believe that | examine not only one perspective but also other
perspectives in the actions.” This statement indicates that the student learned about experimental
materials used in the Science course, found the course more lasting, and started questioning different
viewpoints.

Regarding the students' learning the correct information, S24 said: “For instance, | knew that
wastes cannot be recycled, | learned that it was wrong, | learned things I did not know. If there is a
discussion, I try to think with reasons, | think from many perspectives, it is easier for me. ” The student
stated that he learned the correct information that he/she knew wrong and that he/she thought about the
subject from different perspectives when there was a discussion. Regarding the fact that they started to
express their opinions without hesitation, the student coded S24 said, “Before, everyone did not express
their opinions, now everyone expresses their opinions. | do, too.” and stated that they expressed their
thoughts about the subject without hesitation in the classroom.
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The opinions on the differences and similarities between the teaching of the units in Social
Studies and Science lessons taught with argumentation-based instruction and the teaching of other units
are presented in Table 6. The results obtained as a result of the analysis were supported by the citations
obtained from the student diaries in the Social Studies and Science courses.

Table 6. Students' opinions on the similarities and differences between the teaching of units taught with
argumentation-based teaching and the teaching of other units

Course Theme Category Frequency

®

Our teacher sometimes gave us photocopies.
Total
It is not as enjoyable to learn it through a book.
We did not look at it from different points of view.
Before, we did not discuss in class.
We did not do such different activities with our teacher.

The teacher would sometimes open it from the education
) portals and write it in the notebook.
Social Before, we used to teach from the book.

7
Sl Differences  We understood the subject better this way. 7
We were not using evidence cards. 7
Knowledge is more permanent this way. 7
3
2
1

Similarities

0 0O © © Ol F k-

The teacher explained the information directly.
The lessons were more productive this way.
We did not express our opinion so much before.

Total 77
Final Total 78
There are a few different activities similar to these 1

o activities in the book.
Similarities  oyr teacher sometimes gave us photocopies.

Total
It is not as enjoyable to learn it through a book.
We did not look at it from different points of view.
Before, we did not discuss in class.
We did not do experiments before.
We did not do such different activities with our teacher.

Science The teacher would sometimes open it from the education
portals and write it in the notebook.
Before, we used to teach from the book.

We understood the subject better this way.
We were not using evidence cards.
Knowledge is more permanent this way.
The teacher explained the information directly.
The lessons were more productive this way.
I did not know the materials for the experiment before.
We didn't express our opinion so much before.
Total
Final Total 90
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When the findings obtained in Table 6 are examined, the number of students' opinions on the
similarities and differences between the units taught with argumentation-based teaching and the other
units were 168. Accordingly, there were seventy-eight opinions, with 1 similarity and 77 differences,
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for the Social Studies lesson, and 90 opinions, with 2 similarities and 88 differences, for the Science
lesson.

When the students' opinions on the similarities and differences between the unit in the Social
Studies course taught with argumentation-based teaching and the other units were examined, only one
student reported that the primary school teacher sometimes provided photocopies, while all students
expressed that there was no similarity in the way the units were taught. When the opinions of the students
about the differences in the way the units were studied were analyzed, all of the students stated that it
wasn’t as enjoyable when they studied the units from the book, that they had never considered the subject
from different perspectives before, and that there had never been any discussion about the subject in the
classroom before. Eight students noted that such different activities had not been conducted before, and
that previously, the class teacher had made them write some information from educational portals into
their notebooks. Seven students mentioned that lessons were previously taught from the textbook, but
they understood the topic better through argumentation-based instruction. They also noted that evidence
cards were not used before, and that information became more enduring when lessons were taught this
way. Three students commented that the teacher had previously delivered information directly, two said
that lessons now proceed more efficiently, and one student mentioned that they had not expressed their
opinions as much before.

It was observed that student opinions on the similarities and differences between the teaching
of these units in Social Studies and Science lesson and the teaching of other units were the same in most
categories, but some additional categories emerged. Regarding the lesson's similarities, for instance,
one student stated that there were a few different activities similar to these activities in the Science book;
regarding the lesson's differences, all students said that they had never conducted experiments before,
and two of them said that they had never seen the experimental materials before.

Regarding the similarity in the processing of the units in the Social Studies lesson, the student
coded S13 said, “In Social Studies, of course, we did not do so many activities. Normally we could go
through the book and the teacher gave photocopies from a few places. Other than that, there was no
similarity at all. ” and stated that the only similarity was the photocopies given.

Regarding the similarities in the studying of units in the Science course, the student coded S20
stated, "For example, the Science textbook also contains similar varied activities, but they are not as
good as these. There is some similarity, but the activities processed in this unit are better." This indicates
that while the textbook includes similar types of activities, the student found the activities used in the
unit to be more effective and enjoyable.

In the students’ opinions on the differences between units taught with argumentation-based
instruction and other units, a common category is that lessons from the textbook were not as enjoyable.
S24 said, "It was very enjoyable; previously, we couldn’t speak up in class, but now everyone can share
their opinions, and everyone can build on each other's ideas..." This statement explains why the student
found lessons taught with argumentation-based instruction to be more enjoyable compared to those
taught from the textbook, highlighting that while speaking up in class was limited before, now everyone
expresses their opinions freely.

One of the students who expressed the opinion that there were no discussions in class before,
S22 said that "There were differences in discussions; we understood what a real discussion is. We
engaged in discussions fully with reasons, warrants, rebuttals and it was really enjoyable. There were
discussions before, but there were no warrants and rebuttals.” The student indicated they learned what
a discussion is and mentioned that classes were enjoyable in this context.

One of the students who expressed their views on the primary school teacher using educational
portals and having them write in their notebooks, S23, stated: "Previously, the teacher used to play
videos, give us to write them in our notebooks, and teach from the textbook. Sometimes, she would ask
guestions from the book, but we did various activities with you." Consequently, the student indicated the
teacher used to incorporate videos from educational portals and note-taking into lessons, whereas now
they engage in different activities for learning.
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One of the students, S7, who had previously expressed opinions about the subjects being taught
from the book, stated “For instance, we did singing activities, which they found enjoyable. Other than
that, the subjects were the same, but the methodology of teaching the subjects was different. In Science
lesson, we were always doing the other units from the book, but we did experiments with you all the time
and | enjoyed it.” and said that although the subjects were the same, they did different activities and
experiments in the lessons and enjoyed the lessons.

Regarding the use of evidence cards and the increased retention of information, S24 commented,
"In the Social Studies course, we found information using evidence cards and activities, but we didn’t
use them before; when the teacher did it, we just wrote it down and read through it. We understood it,
but if you asked me now, I wouldn’t be able to answer because I might have forgotten, but I haven't
forgotten this information." This indicates that the student used to forget what they learned from other
units, as they didn’t use evidence cards before, but found that information obtained through activities
was more enduring when taught this way. Regarding a better understanding of the topic, S1 said, "It was
better than the normal way of teaching because we understood the topic better and grasped it more
effectively,” expressing that they found the argumentation-based approach to be more effective for
comprehension.

Regarding students' previous lack of experimentation in the Science course, S23 commented,
"We hadn't done experiments with our teacher in other units. With you, we did experiments, activities
with materials. In other units, we didn't do experiments; if there was an experiment in the book, we were
told to do it at home, or the teacher would draw how it was done on the board and then have us write it
in our notebooks. You bring us colorful activity sheets and materials for experiments, and we do the
experiments. We didn’t do experiments before." This reflects a comparison between the previous method
of teaching and the approach used in the "Properties of Matter" unit, highlighting that they had not done
experiments before and that experiments were assigned as homework or demonstrated on the board.
Similarly, S7 stated, "We did all the experiments in front of your eyes. For the others, the teacher would
give us homework, and our parents would do it." S1 also mentioned, "There are differences. If we hadn 't
done it with you, we would have been progressing without any experiments, but with you, we did the
experiments and learned by seeing them," expressing that the hands-on approach with experiments was
new and more effective for their learning.

The student coded S13, who gave an opinion about not doing different activities before, said,
“Teacher, we did experiments in the Science lesson by giving examples, we answered the questions by
looking at the evidence cards, we discussed in the class, for example, we guessed, we made our
observations, we compared our observations with our guesses. We didn’t do such activities before.”
The student explained that they didn’t do such different activities in the classroom before and explained
how they taught the lesson in the “Properties of Matter” unit.

The findings related to the subproblem ‘What is the opinion of the primary school teacher, who
is a practitioner in Social Studies and Science courses, on argumentation-based teaching?’ are presented
below. The opinion of the practicing primary school teacher about the argumentation-based teaching
process in Social Studies and Science courses was tried to be revealed by using the semi-structured
interview form and teacher diary. Initially, a semi-structured interview was conducted to determine the
teacher's thoughts about the process in argumentation-based teaching. The data collected from the
teacher's opinion were supported by quotations from the teacher's diary. The opinions of the practitioner
teacher were categorized into three groups: “changes in students,” “changes in the teacher”, “difficulties
in the implementation process”. In line with these emerging categories, excerpts from the interview and
parallel excerpts from the teacher diary are given below.

In the category of changes in students, the primary school teacher reported that students
initially experienced surprise, exhibited more engagement in the teachings, gained diverse viewpoints,
and had more fun in the lessons in Social Studies and Science lessons. Furthermore, he stated that critical
thinking and discussion in the classroom started, participation in the lesson increased. Additionally, it
was noted that critical thinking and classroom discussions had started, participation in the lesson
increased, even students who did not previously participate began to engage, learning through classroom
discussions occurred, and lasting learning was achieved. It was also mentioned that the student was more
prominent, while the teacher took a more background role. Furthermore, she mentioned that the students
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encountered and acquired knowledge about the experimental materials in the Science course for the first
time. They learned how to carry out experiments in this direction. Moreover, she stated that they
concretized abstract concepts, that students with misconceptions learnt the correct ones, that experiments
were more permanent, and that they learnt by doing and experiencing. Some quotations related to this
category are given below:

For instance, the primary school teacher stated that the students were surprised at first: “Since |
usually teach the lesson through expository teaching approach, when | taught the lesson in this way,
they were surprised because they encountered it for the first time.” While the primary school teacher
stated that the students started to think critically: “With argumentation-based teaching, students started
to question and to criticize. First of all, students learnt to criticize. They learnt how to rebut ideas, for
example, they knew about debates, but with this method in Social Studies and Science, they learnt how
to rebut ideas, they learnt how to give a logical answer to the other side, and they developed it.” and
stated that students started to think critically about the topics in the classroom.

Regarding the increase in students' participation in the lesson, the primary school teacher said
that "Almost every student started to participate in the lesson, started to express their thoughts. Students
who did not have self-confidence started to have self-confidence, I can also do it, | can also talk." and
stated that students started to share their thoughts without hesitation in the classroom and their
participation in the lesson increased.

The teacher offered the following statement about the occurrence of permanent learning in
children: "The information in the subject was processed through different activities instead of being
given directly to the students. Therefore, the information became permanent. For example, if you ask
them a month later, they would remember all of those activities. Because the videos they watched, songs,
evidence cards, different activities that enabled them to discuss drew the attention of all of them, they
were surprised at first, but the lessons were full and the learning outcome really reached their purpose.”’
The following entry in the diary records the emergence of high-quality products associated with posters.
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Regarding the participation of the students who did not participate in the lesson, she said that
"While they were indifferent before, in the following lessons, there were more students who said, OK, |
want to say my opinion even if it is wrong. We have seen very serious improvements in individual
studies." and stated that the students who did not participate in the lessons also started to participate in
the lessons in the future.

Regarding the category of "Changes in Students" for the Science course, the primary school
teacher stated, "The children saw laboratory materials they had never seen before and might never
encounter again in their lives. For example, they saw magnets used in the lab. Although we had
explained magnets in the Enlightenment Technology unit before, we had not been able to bring them
and show them to the students, nor had we conducted experiments with them. They saw iron filings,
pushpins, paper clips, and magnets, and learned which ones are attracted to the magnets and which
ones are not. They also explored the properties of matter—solid, liquid, and gas." This statement
highlights that students had not seen the experimental materials before, and through this experience,
they were introduced to and learned about these materials, conducting experiments for the first time.

Regarding the concretization of abstract concepts through experiments, the teacher stated,
"Especially, the topic that the child struggled with the most was volume. Since volume is an abstract
concept, the experiments we conducted and the experimental materials helped to make it more concrete
in_the child’s mind." This statement is supported by the teacher's diary, which includes the following
expression.
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In the category of changes in the teacher, the primary school teacher stated that implementing
different methods in the classroom helped her improve. She learned a new teaching method, motivated
herself, became aware of her own misconceptions, and corrected those misconceptions.

The primary school teacher said the following about how the application of different methods
in the classroom improved herself: "Before, | used to teach the lesson mostly through expository
teaching. | was a teacher who only told the lesson, used the guestion and answer method and partly
used brainstorming. I will not be like this anymore. | saw how | can use different methods in the lessons.
This improved me." Consequently, the teacher stated that she generally taught the lesson with expository
teaching and partially used some techniques. However, by using argumentation-based teaching, she
acquired knowledge about the use of different methods in the classroom. The teacher said the following
about learning a new teaching method in the classroom environment: “For example, | learnt a new
teaching method. From now on, I will use it in other lessons in my teaching life. In addition, this can be
done not only in the 4th grade but also in the 1st grade. After the transition to reading and writing, you
can give these to students in the first grade with evidence cards on simpler acquisitions and simpler
subjects.”

The teacher stated that she realized her misconceptions in some subjects and eliminated her
misconceptions while teaching in the classroom during the education and training process: "l realised
that | had a lack of knowledge in some subjects, that | was thinking wrong. | learned the truth about
mass and volume by saying that this is not the case, | clarified some guestion marks in my mind and
completed my deficiency. ”

In the category of difficulties in the implementation process, the teacher stated that some
students were hesitant in class discussions, some students were more active in the group while others
were more passive. Furthermore, the teacher stated that the students had difficulties in some activities
and discussing some topics because they had not encountered argumentation-based activities before,
they had not seen the laboratory and laboratory materials before, and they had difficulties due to the
distraction of the students' attention in some long-lasting experiments.

Regarding the hesitation of some of the students in classroom discussions, the teacher said: "The
problem | encountered at the beginning was this: Some of the students were a bit hesitant at first and
didn’t want to talk or comment because it is a method they don’t know at all. They were surprised when
they saw the evidence cards, and they were surprised when we asked them why. When we asked them
why you think so, can you present different information in a poster study, can you bring a different
perspective to a different study or a different question, they were initially surprised. However, when they
realized that the subjects we covered weren't actually difficult subjects that they couldn't understand,
they naturally started to become more active.” The teacher stated that when the lessons were taught in
a different way from what the students were used to, they were hesitant at first, but then they started to
actively participate in the lesson.

Regarding the fact that some students in the group were more active and some stayed passive in
the group work of the argumentation-based activities, the teacher commented the following: "The most
challenging thing for us was that some students in the group were more active and some remained
inactive. For instance, during group work, some students wanted to remain passive role in the group.
Initially, we encountered such problems. We tried to include them in the process. Then they realised that
the guestions were not of a kind they could not answer. Since the subject we were dealing with was not
so difficult that they could not understand it, naturally, the child gradually started to be active in
individual and group work." Consequently, the teacher stated that she tried to solve the problem arising
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from the fact that some students were active while others were passive by actively involving the passive
students in the lesson.

The teacher stated the following regarding the fact that the students had never seen a laboratory
and laboratory materials before. "Since the laboratory and materials are limited in our school
environment and our school is a primary and secondary school together, we naturally can't use the
laboratory. With this teaching method, children naturally encountered materials they had never seen
before, leading to initial difficulties. ” In this context, the teacher explained that because the students had
never seen or used the school's laboratory before, they initially encountered difficulties when they saw
these materials in each lesson and used them through hands-on activities and experiences.

Discussion, Conclusion and Suggestions

After implementing argumentation-based teaching in Social Studies and Science courses, the
students who were interviewed expressed that the activities conducted in both subjects were enjoyable.
They noted that these activities created a discussion environment in the classroom, encouraged viewing
topics from different perspectives, and led to a better understanding of the subjects. Furthermore, it was
stated by the students that conducting experiments in the activities in the Science lesson revealed an
awareness of the lessons. It can be said that the students think this way due to the fact that different
activities were carried out in both lessons, that they couldn't predict that they would have so much fun
in the lessons, that they could express their own thoughts in the classroom environment without
hesitation, that they could think and question by looking at a subject from different perspectives instead
of looking at it from a single point of view, and that they could put forward the elements of
argumentation such as claim, data, reason, warrant and rebuttal.

The finding that students generally expressed same opinions in both courses suggests that
argumentation-based teaching activities can be applied in both Social Studies and Science lessons.
Furthermore, Yazicioglu and Alkan (2019) and Yilmaz Ozcan and Tabak (2019) have maintained that
argumentation-based teaching can be used in the primary school Social Studies curriculum.

When the students' opinions about the aspects of the Social Studies and Science lesson that they
enjoyed and found difficult were analyzed, it was discovered that the students enjoyed the fact that the
lesson's argumentation-based teaching was engaging, that the activities were remarkable, that it fostered
a discussion environment in the classroom, that the subjects were discussed from different perspectives,
and that there were a variety of activities. On the other hand, they found difficulties in the activity
process when their group members did not contribute much to the discussion, when they found it
difficult to convince their peers, and when they were unable to come to a decision. Furthermore,
differently from the Social Studies lesson in the Science lesson, the students stated that while they liked
the fact that they did the experiments themselves, they had difficulty in guessing some of the
experiments. In general, when the opinions of the students about the argumentation-based activities
carried out in Social Studies and Science lessons were analyzed, the students expressed more opinions
about what they liked.

The students' reasons for liking the activities may be attributed to the fact that, unlike before
when lessons were only taught from the textbook, experiments in the book were assigned as homework,
and students merely copied them into their notebooks, this time they had all the experimental materials
in front of them throughout the teaching process and were given the opportunity to conduct each
experiment themselves.

The reasons for the students’ difficulty in the activities can be expressed as the reluctance of
some students in the group to participate in the lesson and not helping their groupmate in group work
consisting of three people. Furthermore, it can be said that it is due to the inability to make a decision
about the subject in some activities and to rebut the opinion of the other side in the discussion
environment.

The implementation of argumentation-based teaching in Social Studies and Science lessons
provided a difference in students' opinions, enhancing the enjoyment of the lesson, facilitating the
exploration of varied perspectives, fostering classroom discussions, and ultimately promoting enduring
knowledge and improved understanding of the subjects. In addition to these, learning to conduct
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experiments in the Science lesson also revealed a difference in the students' thoughts. When analyzed
in general, it was determined that the number of differences in students' thoughts in the Social Studies
lesson was less than in the Science lesson. Furthermore, it was revealed that the differences between the
lessons conducted using argumentation-based teaching activities and the lessons conducted by the
teacher before the implementation were more than the similarities. This suggests that when lessons are
taught using diverse methods and techniques with appropriate materials, students' opinions may change,
and there can be significant shifts in their attitudes towards liking or disliking the subject.

When the teacher's opinion about the argumentation-based teaching process in Social Studies
and Science courses was taken, it was analyzed under the titles of “changes in students", “changes in
teacher” and “difficulties in the implementation process.” Regarding the "changes in the students", the
teacher stated that the students were initially surprised, became more active in the lessons, gained
different perspectives, and had more fun in the Social Studies and Science lessons. The teacher noted
that the implementation of argumentation-based activities led to the initiation of critical thinking and
classroom discussions. She observed an increase in class participation, with even previously disengaged
students beginning to participate. The teacher highlighted that learning through classroom discussions
became more prevalent, resulting in lasting learning. Furthermore, she emphasized that in this process,
students were placed in the forefront while the teacher took a more supportive role. This result is similar
to the result that argumentation-based teaching increases conceptual understanding (Hohenshell &
Hand, 2006; Kabatas Memis, 2014). It can be said that argumentation-based teaching provides the
development of students' argumentation skills as well as their academic achievements and contributes
to the development of skills such as critical thinking, decision making and problem solving. These
results obtained that some skills would develop in addition to argumentation skills are similar to the
results of studies conducted by Jiménez-Aleixandre and Puig (2011), Knight and McNeill (2015), Felton
and Kuhn (2001), Gillies and Khan (2009), Siegel (1999) and Torun (2015).

In terms of ""changes in the teacher", the primary school teacher stated that the teaching applied
in the classroom improved her, she learnt a new teaching method, motivated herself, realized her
misconceptions and eliminated her misconceptions. Despite being an experienced teacher, it can be said
that the teacher faced some challenges due to encountering a different method compared to the
traditional approach she was accustomed to. In addition, it was found that some concepts were not
sufficiently understood by the teacher, and it can be said that the implemented instructional process
provided an opportunity to identify these gaps. In Science class, it is observed that misconceptions
among teachers and pre-service teachers are frequent regarding concepts such as mass (Giines, Dilek,
Demir, Hoplan & Celikoglu, 2010; Kirtak Ad & Kocakiilah, 2013), volume (Celik, 2013; Ecevit &
Simsek, 2017; Karsh & Ayas, 2013), heat-temperature (Cetin, 2017; Gokulu, 2015; Kaptan & Korkmaz,
2001; Ura & Basaran Ugur, 2021) and heat exchange (Uyanik & Serin, 2016). Additionally, it has been
noted that the teacher also encountered difficulties with some of these concepts.

In the section titled "difficulties in the implementation process"”, the primary school teacher
revealed that some students were hesitant in class discussions, some students were more active in the
group, while others were more passive. In addition, the teacher stated that students had difficulties in
some activities and discussing some topics because they hadn't encountered argumentation-based
activities before, and that there were difficulties due to not seeing the laboratory and laboratory materials
before. The emergence of this situation can be said to be due to problems such as students’ encountering
such a teaching for the first time, the lack of materials in the public school, the distraction of the students’
attention in the event that some experiments last longer than the estimated time. In their study,
Sogukpinar and Giindogdu (2020) stated that there were deficiencies such as lack of experimental
materials, inadequate physical conditions in the laboratory environment, and crowded classrooms in the
Science course. Similarly, Uluginar, Dogan, and Kaya (2008) stated that primary school teachers were
uneasy about experiments in the Science course and that there were problems in terms of equipment
although there were laboratories in their schools. In line with the results obtained in the study, the
following suggestions were given:

» The research enabled students to work with each other and discuss their ideas. In this
context, argumentation-based teaching can be used frequently in lessons since it provides
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peer teaching and group work as well as the use of claim, data, reason, warrant and rebuttal
which are the elements of argumentation.

» In Social Studies and Science lessons, which are described as verbal and numerical, students
had the opportunity to discuss different ideas by evaluating the subject from different
perspectives. In this respect, argumentation-based activities that will prepare an
environment for students to express their own thoughts can be applied in lessons.

» Various research can be designed to reveal the effect of argumentation-based teaching
activities on the development of students' skills such as decision-making, critical thinking
and problem solving.

» Since argumentation-based teaching enables students to look at social issues from different
perspectives, argumentation-based teaching can be used in research on social issues.

» The number of activities related to argumentation in Social Studies and Science textbooks
can be increased.
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Oz

Anahtar Kelimeler

Argilimantasyon temelli Ogretimle dersin islenmesi, Ogrencilerin sorgulayip
tartigabilmesi, yeni fikirler {iretebilmesi ve farkli disiincelere saygiyla
yaklasabilmesi son derece onemlidir. Argiimantasyon temelli 6gretimle ilgili
¢aligmalarin 6zellikle fen bilimleri alaninda daha yogunken, sosyal bilimlerde
daha az olmasi, farkli felsefi diisiincelere sahip iki farkli derste uygulanabilecek
etkinliklerin hazirlanabilmesi biiyiik bir dneme sahiptir. Calismanin amaci ilkokul
dordiincti sinif 6grencilerinin ve simif 6gretmeninin Sosyal Bilgiler ve Fen
Bilimleri derslerinde uygulanan argiimantasyon temelli &gretime iliskin
diisiincelerini tespit etmektir. Sosyal Bilgiler ve Fen Bilimleri dersinde
argimantasyon temelli Ogretim siireci nitel arastirma yOntemlerinden
fenomenoloji kullamlarak gergeklestirilmistir. Arastirmanin ¢alisma grubunu
arglimantasyon temelli 6gretime katilan 9 6grenci ve 6gretimi gerceklestiren sinif
Ogretmeni olusturmustur. Caligmadaki veri toplama araci olarak Sosyal Bilgiler ve
Fen Bilimleri dersine ait yar1 yapilandirilmis 6grenci ve 6gretmen gériisme formu,
dgrenci giinliigii ve 6gretmen giinliigii kullanilmigtir. Ogrenci goriislerinden elde
edilen veriler goriismelerden ve 6grenci giinliiklerinden alintilarla desteklenmistir.
Ogrenciler argiimantasyon temelli Ogretim ile islenen derslerin eglenceli
oldugunu, eglendikleri i¢in boyle bir egitimi begendiklerini, arkadaslarinin
tartigmaya katilmadigi igin zorlandiklarini belirtmislerdir. Ayrica 6grenciler
derslerin sikiciliktan kurtuldugunu, konuyu farkli acilardan diisiindiiklerini ve
yanlig bildiklerinin dogrusunu 6grendiklerin ifade etmigslerdir. Ayrica Sosyal
Bilgiler ve Fen Bilimleri derslerinde argiimantasyon temelli 6gretim siirecine
iligkin simif 6gretmeni “6grencilerde meydana gelen degisimler”, “6gretmende
meydana gelen degisimler”, “uygulama siirecinde karsilagilan zorluklar”
kategorilerinde siirece iligkin goriisiinii ortaya koymustur.
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Giris

Egitim sistemlerinde meydana gelen degisimler sonucunda, giinlimiizde Ogrencilerin
bilgilerinin yaninda becerilerinin de gelistirildigi bir birey olarak yetismeleri amaglanmistir. Ogretim
programlar1 da bilginin yaninda becerinin kazandirildig1 ¢agdas 6gretim yontem ve tekniklerine uygun
bir sekilde diizenlenmistir. Boylece 21. yiizyilda beceri gelisiminin daha ¢ok 6n plana ¢iktig1 bir egitim
siireci olusturulmaya calisiimustir. flkokul diizeyinde yer alan Sosyal Bilgiler ve Fen Bilimleri
programlarinda da bu becerilere yer verildigi goriilmektedir. Sosyal Bilgiler dersi 6gretim programi
incelendiginde girisimcilik, arastirma, iletisim, gézlem, yenilik¢i diistinme, elestirel diisiinme, karar
verme, is birligi gibi toplam yirmi yedi becerinin kazandirilmasi amaglanmaktadir (Milli Egitim
Bakanligi [MEB], 2018a). Fen Bilimleri dersi 6gretim programinda ise beceriler bilimsel siireg
becerileri, yasam becerileri, miihendislik ve tasarim becerileri olmak iizere {i¢ temel alanda yer
almaktadir (MEB, 2018b). Sosyal Bilgiler ve Fen Bilimleri dersi 6gretim programlarinda da goriildiigii
iizere beceriler farkli sekillerde de verilse 6grencilerin bu becerileri kazanmalar1 amaglanmaktadir. 21.
ylizy1l becerilerini kullanarak giinliik yasamlarinda karsilasilabilecek sorunlara yonelik, konuyu farkli
bakis acilarindan incelemelerine olanak saglayan, sinif icinde arkadaslari ve &gretmeni ile
tartisabilecekleri, herhangi bir konu hakkinda kanitlar1 kullanabilen, sorgulayabilen, problem ¢6zebilme,
elestirel diisiinme, karar verme gibi diisiinme becerilerine sahip olabilmelerini saglayacak Sosyal
Bilgilerde kullanilabilecek yontemlerden biri de arglimantasyon temelli 6gretimdir (Akaydin ve
Kabapinar, 2021). Fen Bilimleri dersi 6gretim programinda is birligine dayali, problem ¢6zme,
arglimantasyon gibi Ogrenciyi temel alan 6grenme ortamlarinda derslerin yiiriitiilmesi gerektigi
belirtilmistir (MEB, 2018b). Bu baglamlarda diistiniildiigiinde Sosyal Bilgiler ve Fen Bilimleri
programlarinin  Ogrencilerin  diislincelerini  agik¢ca ifade ederek  gerekgeleriyle  birlikte
paylasabilmelerine, farkli diisiinen arkadaglarinin diisiincelerini ¢iiriitebilmek amagl karsit arglimanlari
gelistirmelerine olanak saglamakta oldugu soylenebilir.

Argiimantasyon kavrami, Aristoteles’in ikna etme sanatina dayandirilmaktadir (Freeley ve
Steinberg, 2005; Rottenberg ve Winchell, 2012). Diger bir ad1 bilimsel tartigma olan argiimantasyon
kavrami sosyal ve biligsel siireclerden yararlanmaktadir (van Eemeren, Grootendorst ve Henkemans,
1996) ve bu siiregte amag kendi diisiincesinden farkli diisiinen diger kisileri ¢liriitiictiler ile kendi bakis
acisina kabul ettirmektir (van Eemeren ve Grootendorst, 2004). Benzer bir sekilde Chen, Hand ve Park
(2016) argiimantasyonu, &grencilerin bilimsel okuryazar olmalarina yardimei olmak igin gereken,
fikirleri olusturma ve elestiri yapma siirecinde kritik unsurlar olarak tanimlamistir. Argiimantasyon
kavrami, Toulmin (2003) tarafindan ise “The Uses of Argument” adli kitabinda belirli bir iddianin veri,
gerekee, destekleyici ve ¢iiriitiicli kullanma siireci olarak ifade edilmistir. Boylece 6grenci herhangi bir
konu hakkinda iddiasin1 ve karsi diisiincede olan kisinin iddiasin1 tanimlayarak olasi ciiriitiiciilerle
konuyu farkli bakis agilarindan inceleyebilmekte ve tartisabilmektedir (Higde ve Aktamis, 2017). Zohar
ve Nemet (2002) ise insanlarin gilinliik yasamlarinda argiiman irettiklerini ve argiimantasyon
becerilerini kullandiklarin1 belirtmistir. Bu baglamda argiimantasyon temelli dgretim Ogrencilerin
elestirel diisiinme, problem ¢6zme, argiimantasyon becerisi gibi becerilerini gelistirmelerini sagladigi
ve bu siiregte 6grencilerin konu hakkinda diisiincelerini nasil ifade edeceklerini, karsit diisiincede olan
arkadaslarinin  diigiincelerine kars1 argiiman iretebileceklerini 6grenmelerine olanak sagladig
sOylenebilir.

Argiimantasyon temelli 6gretimin, 6grencilerin giindelik yasamda karsilagabilecekleri sorunlari
cozebilmelerinde, sosyal yasamda yer edinebilmelerinde, konuya iliskin neden sonug iliskisini
kurmalarinda elestirel ve bilimsel yaklasimlarin kullanilmasi agisindan biiyiik bir 6nem arz ettigi ifade
edilmistir (Y1lmaz Ozcan ve Tabak, 2019). Sadler (2006) argiimantasyon ile dgrencilerin aktif bir
katilim sagladigini, argiiman ve karar verme becerilerinin gelistigini belirtmistir. Chen ve She (2012)
ise benzer sekilde argiimantasyon ile Ogrencilerin konuya iliskin farkli bakis agilarn ile
yaklasabileceklerini ve iletisim becerilerinin gelisecegini ifade etmistir. Mercer (2009) egitimin en
onemli amagclarindan birinin  Ogrencilerin  argiimantasyon becerisini gelistirmek oldugunu,
ogretmenlerin 6grencilerinin bu gelisimine katkida bulunmalarinin gerektigini ve 6grencilerin dili bir
tartisma araci olarak kullanmalarinin gelistirilmesi gerektigini ifade ederek, 6grencilerin bireysel
entelektiiel yeteneklerinin  gelismesine arglimantasyonun yardimeci olacagini  belirtmistir.
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Argilimantasyon temelli 6gretimin gergeklestirildigi simiflarda akademik basarmin arttigi, elestirel
diisiinme, karar verme ve argiimantasyon becerilerinin gelistigi ortaya konmustur (Cavagnetto, 2010;
Felton ve Kuhn, 2001; Nussbaum, 2011).

Argiimantasyon, toplumsal sorunlarin anlagilmasinda yardimei bir siireg olabilir. GDO (genetigi
degistirilmis organizmalar) gibi toplumu yakindan ilgilendiren konularin 6gretiminde argiimantasyon
temelli 0gretim kullanilabilir ve bdylece bilim bir amag olmak yerine, 6grencinin toplumsal sorunlari
anlamasina yardimci olacak bir arag haline gelir ve iist diizey diisiinme siireci, epistemoloji, vatandaslik
egitimi ve sosyobilimsel konular tizerine yogunlasir (Erduran ve Jiménez-Aleixandre, 2007). Nusshaum
(2002) da arglimantasyon yonteminin kullanimi ile dgrencilerin iist diizey diisiinme becerilerinin
gelisecegini belirterek gog, tarihsel olaylar gibi toplumsal konular tizerinde de bu yontemin kullanilarak
Ogrencilerin diisiinme becerilerinin artabilecegini belirtmistir. Arglimantasyon temelli 6gretim ile
ogrenciler bir konu hakkinda sadece kitapta yazili olanlar1 okumaktan ziyade konuya iligkin farkli bakis
acilarmi diigiinebilir, bir konuya iliskin neden-sonug iliskisini belirtebilir, ¢ikarim yapabilir, bir
problemle karsilastiginda ¢6ziim yolunu tartisarak bulmayr O6grenir. Buradan yola ¢ikarak
arglimantasyon temelli 6gretim sadece Fen bilimleri dersinde degil toplumla dogrudan iligkilendirilen
konular1 iceren Sosyal Bilgiler dersinde de kullamilabilmektedir. Ornegin kiiresel 1sinma, aglk,
kaynaklarin tiikenmesi gibi bir¢ok sosyobilimsel konular Sosyal Bilgiler ve Fen Bilimleri dersinde yer
almaktadir. Bu konularin sinif igerisinde tartigilarak Ogrencilerin diislincelerini kanitlar 1s18inda
savunabilmesi, diislincelerini gerekgeler ve destekleyiciler ile savunabilmesi ve karsit diisiincedeki
arkadaglarinin diisiincelerini ¢iiriitebilmesi, argiimantasyon becerilerinin gelisimi agisindan biiylik bir
Onem arz etmektedir.

Arglimantasyon temelli 6gretimle ilgili alan yazin incelendiginde caligmalarin fen bilimleri
alaninda yogunken, sosyal bilimler alaninda azinlikta oldugu gézlemlenmektedir (Demir ve Oguz Hagat,
2018; Torun ve Sahin, 2016; Yazicioglu ve Alkan, 2019). Sosyal Bilgiler dersinin, sosyal bilimler
alaninin i¢inde insani ve toplumu temel alan sosyal ve hayatin i¢indeki konularin yer almasindan dolay1
sadece fen bilimleri alanindaki konularin degil sosyal bilimler alanindaki konularin da argiimantasyon
temelli Ogretimle islenebilecegi diisiiniilmektedir. Bu baglamda Sosyal Bilgiler dersinde sadece
ortadgretim diizeyinde degil ilkokul diizeyinde de argiimantasyon temelli &gretimle islenilmesi
onemlidir. Ciinkii argiimantasyon temelli 6gretimin kullanimina yonelik alan yazin incelendiginde daha
¢ok Fen Bilimleri dersinde ve ortaokul 6grencilerine uygulanildig1 gézlemlenmistir. Sosyal Bilgiler ve
Fen Bilimleri derslerinin konularina 6zgii farkli niteliklerin kazandirilmasi gerektigi ve bazi farkliliklar
oldugu sdylenebilir. Ozellikle ilkdgretimin ilk kademesi olan ilkokulda becerilerin kazandiriimast biiyiik
bir 6nem arz etmektedir. Ogretmenin bir bilgiyi dogrudan vermesi, sadece bilgi diizeyinde kalmas: ve
bilginin s6zel olarak ifade edilmesi yerine, 6gretmenin bu beceri ve degerleri 6grencilerine aktarabilmesi
ve Ogrencilerin de gergek yasamlarinda bunlar1 yansitabilmesi biiyiik bir 6nem arz etmektedir. Bu
dogrultuda felsefi, uygulama ve disiplin alanlar1 agisindan iki farkli alan olan Sosyal Bilgiler ve Fen
Bilimleri dersinde arglimantasyon temelli dgretimin uygulanmasi ne gibi benzerlik ve farkliliklar
oldugunu ortaya ¢ikarmasi agisindan alana katki saglayacag diisiiniilmektedir. Ayrica gecmiste yapilan
caligmalar géz onilinde bulunduruldugunda, argiimantasyon temelli d6gretim siirecinde uygulamanin
dogurdugu sonuglarla beraber, argiimantasyon temelli O0gretimin farkli felsefelere ait iki derste
kullanimina iligkin 6grenci ve oOgretmen goriislerini de ortaya koyan kapsamli bir calismaya
rastlanmamistir. Buradan hareketle arastirmanin amaci, Sosyal Bilgiler ve Fen Bilimleri dersinde
arglimantasyon temelli 6gretim uygulamasi yapilan ilkokul dérdiincii sinif 6grencilerinin ve uygulayici
olan simif 6gretmeninin siire¢ hakkindaki goriislerini belirlemektir. Bu ama¢ dogrultusunda arastirma
sorular1 agagidaki sekilde olusturulmustur.

1. Sosyal Bilgiler ve Fen Bilimleri dersinde gergeklestirilen argiimantasyon temelli 6gretime
iligkin &grencilerin goriisleri nasildir?

2. Sosyal Bilgiler ve Fen Bilimleri dersinde uygulayici olan sinif §gretmeninin argiimantasyon
temelli 6gretime iligkin goriisii nasildir?
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Yontem

Calismanin bu bdliimiinde, aragtirmanin modeli, katilimcilar, veri toplama araci, verilerin
toplanmasi ve analizi basliklar yer almaktadir.

Arastirma Modeli

Sosyal Bilgiler ve Fen Bilimleri dersinde argiimantasyon temelli 6gretim yapilan ilkokul
dordiincii simif Ggrencilerinin ve uygulayict olan smif Ogretmeninin siire¢ hakkindaki goriislerini
incelemeyi amaclayan bu arastirmada, nitel arastirma yaklagimlarindan fenomenoloji (olgubilim) deseni
benimsenmistir. Fenomenoloji deseni Ersoy (2019) tarafindan bireylerin olgusu iizerine odaklanan,
deneyimlerin anlamlarii tamimlamayir amaglayan bir arasgtirma deseni olarak belirtilmis ve
fenomenolojinin, fenomene iliskin deneyimleri sorgulayarak deneyimin 6ziine ulagsmaya calistigim
ifade etmistir. Fenomenolojinin deneyimin ortaya ¢ikardigi anlamlara dayandigi, herhangi bir insan
deneyimini ele alan konularin fenomenolojide kullanilacagi belirtilmistir (van Manen, 2014). Bu
baglamda fenomenoloji arastirma tiirlinden yorumlayict fenomenoloji tiirlinde desenlenmistir.
Yorumlayici1 fenomenoloji katilimcilarin ayrintili deneyimlerine yer verir ve amag¢ deneyim ve
anlatilarda gizlenen anlamlara ulasmaktir (Ersoy, 2019).

Kattlimcilar

Fenomenoloji arastirmalarinda veri kaynaklarinin aragtirmanin odaklandig1 olguyu yasayan ve
bu olguyu yansitabilecek birey ya da gruplardan olusmasi ve amag¢ dogrultusunda veri kaynaklari ile
gozlem ya da goriismelerin yapilmasi gerekmektedir (Yildirim ve Simsek, 2013). Creswell (2013)
tarafindan da fenomeni biitiin yonleriyle deneyimlemis bireyler ile ¢alisilan, ¢aligma grubunun 3-4 kisi
ile 10-15 kisi arasinda degisen heterojen bir grubun olmasi gerektigi ifade edilmistir. Bu dogrultuda
aragtirmanin katilimeilar1 6grenciler ve dgretmen olmak iizere iki gruptan olusmaktadir. Ogrencilerin
se¢iminde amagli 6rnekleme yontemlerinden maksimum cesitlilik 6rnekleme kullanilmigtir. Maksimum
cesitlilik 6rnekleme yonteminde farkli 6zellik ya da dlgiit dikkate alinarak maksimum bilgi elde edilir
(Patton, 2014). Bu dogrultuda akademik basaris1 yliksek, orta ve diisiik diizeyde yer alan ii¢ gruptan ticer
Ogrenci olmak iizere 5 kiz, 4 erkek toplam dokuz ilkokul dordiincii smif Ggrencisi secilmistir.
Ogrencilerin belirlenmesi uygulayici olan simf dgretmeni tarafindan yapilmistir. Smif &gretmeni
Ogrencileri belirlerken, cinsiyet esitligine, sinif i¢i ve donem sonu genel degerlendirmeye, 6gretim
esnasinda derse en ¢ok ve en az katilan 6grencileri dikkate alarak diisiik, orta ve yiiksek akademik bilgiye
sahip olmak {izere heterojen bir grup olusturmustur. Katilimcilarin kimliginin gizli tutulmasi amaciyla
gercek isimleri yerine arastirmaci tarafindan kodlama yapilmistir. Aragtirma siirecine katilan ve
uygulayici olan sinif 6gretmeninin uygulama siireci sonunda goriisii alimmigtir. Goriisli alinan 6gretmen,
38 yasinda, kadin, sinif 6gretmenligi lisans egitimi almig ve 17 yillik mesleki deneyime sahiptir. Ayrica
sinif 6gretmenin bu uygulamalari gerceklestirebilmesi i¢in arastirmaci tarafindan argiimantasyon temelli
ogretim ile ilgili egitim verilmistir.

Veri Toplama Aract

Arastirmada veri toplama araci olarak Sosyal Bilgiler ve Fen Bilimleri dersi ayr1 olmak iizere
Ogrencilere uygulanan yar1 yapilandirilmis goriisme formlar1 ve uygulayici olan simif dgretmenine
uygulanan yar1 yapilandirilmig goriisme formlar ile 6grenciler ve 6gretmen tarafindan tutulan yari
yapilandirilmis glinliikler kullanilmistir. Arastirmacilar tarafindan hazirlanan yar1 yapilandirilmisg
goriisme formlar1 formlarinin amaci, Sosyal Bilgiler ve Fen Bilimleri derslerinde argiimantasyon temelli
etkinliklerin nasil gerceklestigine yonelik uygulamaya katilan 6grencilerin goriistinii ve uygulayici olan
Ogretmenin goriisiinii almaktir.

Gorligme formlarinin hazirlanma siirecinde alan yazin taramasi yapilarak Sosyal Bilgiler ve Fen
Bilimlerine yonelik 6grenci goriisme formu ve 6gretmen goriisme formunun taslagi olusturulmustur.
Formlarda yer alan sorular hazirlandiktan sonra sorulara yonelik uzman goriisleri (3 tane argliimantasyon
temelli egitim iizerine ¢aligan 6gretim iyesi, 2 tane sinif 6gretmeni ve 1 dil uzmani) alinmigtir. Alinan
uzman goriisleri dogrultusunda hazirlanan yar1 yapilandirilmis 6grenci goriisme formu ve dgretmen
goriisme formu katilimeilar disinda yer alan ilkokul doérdiincii sinif 6grencileri (3 6grenci) ve sinif
ogretmenleri (2 sinif 6gretmeni) ile anlagilma durumuna belirlemeye yonelik 6n uygulama yapilmustir.
Formlarda yer alan sorularin en son hali Tablo 1 ve Tablo 2’de yer almaktadir.
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Tablo 1. Sosyal Bilgiler ve Fen Bilimleri dersine ait yar1 yapilandirilnig 6grenci goriisme formu sorulart

Sosyal Bilgiler

Fen Bilimleri

1. Sosyal Bilgiler dersini islerken, yapmaktan en zevk
aldigin ve en zorlandigin etkinlikler hangisidir?
Nedenlerini agiklayiniz.

2. Sosyal Bilgiler dersindeki yapilan grup
caligmalarinda ve siif i¢indeki tartismalarda
zorlandin m1? Eger zorlandiysan hangi kisimlarda
zorlandin?

3. Sosyal Bilgiler dersinde grup ¢aligmalarinizda,
farkli goriiglere sahip olan grup arkadaglariniz
oldugunda nasil karara vardiniz?

4. Sosyal Bilgiler dersindeki kullandigimiz
arglimantasyon temelli 6gretimi (bilimsel tartismay1)
diger initelerde ya da derslerde kullanilmasi ile ilgili
diistincelerin nelerdir? Agiklayimiz.

5. “Uretim, Dagitim ve Tiiketim” iinitesinin
islenisiyle daha onceki {initelerin iglenisini
karsilastirir misin? Farkliliklar1 nelerdir?
Benzerlikleri nelerdir?

6. Sosyal Bilgiler dersinde her bir deneyin sizin
tarafinizdan uygulamali bir sekilde yapilmasi
hakkinda ne digiiniiyorsun? Agiklaymiz.

7. Sosyal Bilgiler dersinde sunulan kanit kartlari,
etkinlikler ve sorular diisiincelerinde farklilik
meydana getiriyor mu? Agiklayiniz.

1. Fen Bilimleri dersini islerken, yapmaktan en zevk
aldigin ve en zorlandigin etkinlikler hangisidir?
Nedenlerini agiklayiniz.

2. Fen Bilimleri dersindeki yapilan grup
caligmalarinda ve sinif i¢indeki tartismalarda
zorlandin m1? Eger zorlandiysan hangi kisimlarda
zorlandin?

3. Fen Bilimleri dersinde grup ¢alismalarinizda, farkl
goriislere sahip olan grup arkadaslariniz oldugunda
nasil karara vardiniz?

4. Fen Bilimleri dersindeki kullandigimiz
arglimantasyon temelli 6gretimi (bilimsel tartigmay1)
diger tinitelerde ya da derslerde kullanilmasi ile ilgili
diisiincelerin nelerdir? Agiklaymiz.

5. “Maddenin Ozellikleri” {initesinin islenisiyle daha
onceki initelerin islenigini kargilastirir misin?
Farkliliklar1 nelerdir? Benzerlikleri nelerdir?

6. Fen Bilimleri dersinde de kamit kartlarindan yola
¢ikarak smif i¢inde tartisma ortami saglanilmasi
hakkinda ne diisliniiyorsun? Ag¢iklayiniz.

7. Fen Bilimleri dersinde sunulan kanit kartlari,
etkinlikler ve sorular diisiincelerinde farklilik
meydana getiriyor mu? Ag¢iklaymiz.

Tablo 2. Sosyal Bilgiler ve Fen Bilimleri dersine ait yar1 yapilandirilmis 6gretmen goriisme formu sorulart

Sosyal Bilgiler

Fen Bilimleri

1. Sosyal Bilgiler dersinin se¢ilmis {initelerinde,
uygulama Oncesinde ve sonrasinda Ogrencilerinizde
herhangi bir degisim gozlemlediniz mi? Size gore
yapilan uygulama, 6grenciler lizerinde ne gibi etkiler
birakmustir? Agiklaymiz.

2. Sosyal Bilgiler dersini argiimantasyon temelli
O0gretim  kullanarak islemek size neler katt1?
Aciklaymiz.

3. Argiimantasyon temelli 6gretimi Sosyal Bilgiler
dersinde uygularken, uygulama siirecinde sizce ne gibi
farkliliklar olmustur? Agiklayiniz.

4. Sosyal Bilgiler dersinde argiimantasyon temelli
Ogretimi uygulayan bir 6gretmen ne gibi sorunlarla
kars1 karstya gelebilir?

5. Argiimantasyon temelli 6gretimi Sosyal Bilgiler
dersinde rahatlikla uygulanilabilir mi? Sizce iistiinliik
ve sinirliliklar neler olabilir? Agiklayimiz.

6. Sosyal Bilgiler dersinde argiimantasyon temelli
ogretimi sinifinizda uygulayan biri olarak siireci
degerlendirdiginizde ne sdylersiniz? Bu siirece iligkin
bir puanlama yapacak olsaniz ka¢ puan verirdiniz? (1-
10 arasinda)

7. Yaptigimiz bu ¢alismay1 daha etkin bir sekilde nasil
gergeklestirebiliriz? Bu duruma iliskin ne tiir
oOnerileriniz bulunmaktadir? Ac¢iklaymiz.

1. Fen Bilimleri dersinin segilmis iinitelerinde,
uygulama Oncesinde ve sonrasinda Ogrencilerinizde
herhangi bir degisim gdzlemlediniz mi? Size gore
yapilan uygulama, 6grenciler lizerinde ne gibi etkiler
birakmustir? Agiklaymiz.

2. Fen Bilimleri dersini arglimantasyon temelli
Ogretim kullanarak islemek size neler Kkatt1?
Aciklaymiz.

3. Argiimantasyon temelli Ogretimi Fen Bilimleri
dersinde uygularken, uygulama siirecinde sizce ne gibi
farkliliklar olmustur? Agiklayiniz.

4. Fen Bilimleri dersinde argiimantasyon temelli
Ogretimi uygulayan bir 6gretmen ne gibi sorunlarla
kars1 karsiya gelebilir?

5. Argiimantasyon temelli Ogretimi Fen Bilimleri
dersinde rahatlikla uygulanilabilir mi? Sizce iistiinliik
ve sinirliliklar neler olabilir? Ag¢iklaymiz.

6. Fen Bilimleri dersinde argiimantasyon temelli
ogretimi sinifinizda uygulayan biri olarak siireci
degerlendirdiginizde ne sdylersiniz? Bu siirece iligkin
bir puanlama yapacak olsaniz ka¢ puan verirdiniz? (1-
10 arasinda)

7. Yaptigimiz bu ¢aligmay1 daha etkin bir sekilde nasil
gergeklestirebiliriz? Bu duruma iliskin ne tiir
onerileriniz bulunmaktadir? A¢iklaymiz.
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Ogrenciler tarafindan tutulan giinliikler yar1 yapilandirilmis olarak hazirlanmustir. Ogrencilerin
Sosyal Bilgiler ve Fen Bilimleri dersinde argiimantasyon temelli etkinlikleri kullanmaya iliskin
duygulari, diigiinceleri, uygulama siirecine iliskin begendikleri ve begenmedikleri durumlar: tuttuklari
giinliiklere yansitmalari istenmistir. Ogrencilerin giinliikleri nasil yazacagna iliskin uygulama siirecinin
basinda O&grencilere bilgilendirme yapilmistir. Yari1 yapilandirilmis olarak hazirlanan 6grenci
giinliigiinde 6grencilerden etkinlik siirecindeki duygu ve diisiinceler, etkinlige iliskin oneriler, etkinlige
eklenmesini ya da etkinlikten c¢ikarilmasini istedikleri kisim, etkinliklerin &grenmeye Kkatkisi,
Ogrenilenlerden ne kadarini hatirladiklari, etkinlikte hoslarina giden ve gitmeyen bdliimler, etkinligin
rahatsiz edici ve begendikleri yeri ile ilgili agiklama yapmalar1 beklenmektedir.

Arglimantasyon temelli etkinlik uygulamasimi gergeklestiren 6gretmen biitiin etkinlik siirecine
yonelik her etkinlikten sonra giinliik tutmustur. Ogretmen tarafindan tutulan giinliikler; etkinlige iligkin
duygu ve diisiinceleri, etkinligin 6grenmeye olan katkisini, 6grencilerin hosuna giden ve gitmeyen
boliimleri, etkinligin smif i¢erisinde uygulama durumunu ve etkinligin gelistirilmesi gereken boliimleri
icermektedir.

Verilerin Toplanmast ve Analizi

Arastirma verilerini toplama siireci Sosyal Bilgiler ve Fen Bilimlerinde gergeklestirilen
arglimantasyon temelli 6gretim siirecini ve sonrasini kapsamaktadir. Uygulama siirecinde veriler yari
yapilandirilmig 6grenci giinliikleri, uygulayici 6gretmen giinliikleri, uygulama sonrasinda 6grenci ve
Ogretmen goriisme formu ile toplanmistir. Sosyal Bilgiler ve Fen Bilimleri derslerinde gergeklestirilen
biitiin etkinlikler i¢in her bir &grencinin giinliik tutmalar1 istenmis olup bu durum ogrencilere
hatirlatilmis ve giinliikleri kayit altinda tutabilecekleri bir dosya hazirlamalar: istenmistir. Etkinliklere
iligkin tutulan 6grenci giinliikleri uygulamalarin sonunda &grencilerden toplanmustir.

Fenomonolojik arastirmalarda veri analizi, yasantilar1 ve goriinmeyenin arkasindaki gérmeyi
amacladigindan igerik analizinde verinin kavramsallastirilmasi ve olguyu tanimlayabilecek temalarin
ortaya ¢ikarilmasi amac¢lanmaktadir (Yildirim ve Simsek, 2013). Argiimantasyon temelli 6gretim ile
gerceklestirilen Sosyal Bilgiler ve Fen Bilimleri dersinde 6grencilerin 6grenme siirecine iliskin duygu
ve diisiinceleri, derslerin iglenis sekillerinde daha onceki islenen derslerle herhangi bir farkin olup
olmadigi, iglenen derslerde en ¢ok hangi etkinlikleri begendiklerini ve zorlandiklarini tespit etmeye
yonelik agik uglu yedi soru analiz edilmistir. Ogrencilerin sorulara verdikleri yamitlar ile kodlar,
kategoriler ve temalar olusturulmus, veriler sayisallastirilarak tablolar halinde sunulmustur. Verilerden
elde edilen tablolarin yorumlanmasindan sonra temalar1 temsil edecek alintilar verilerek 6grenci
yanitlarindan kesitler sunulmustur. Ogrenci yar1 yapilandirilmig goriisme formunda yer alan acik uglu
sorularin verileri bir bagka uzman arastirmaci tarafindan kodlanmig, kodlamalar karsilagtirilmis ve
kodlayici giivenirlik degeri 0,87 olarak bulunmustur.

Sosyal Bilgiler ve Fen Bilimleri dersinde arglimantasyon temelli 6gretimi gerceklestiren sinif
ogretmeninin uygulamanin olumlu ve olumsuz yonleri, gelistirilmesi gereken bdoliimleri, egitime
yansimalarini, uygulama siirecinde ortaya ¢ikan sorunlari ortaya koymak amaciyla agik uglu yedi soru
analiz edilmistir. Ogretmenin verdigi yamtlarda adi gizli tutulmus ve “Ogretmen” kodu verilmistir.
Ogretmene yonlendirilen sorular igerik analizi kullanilarak ¢dziimlenmis, verilen yamitlar dogrultusunda
kodlar, kategoriler ve temalar olusturulmustur. Verilerden elde edilen bulgularin yorumlanmasinda
dgretmenin yanitlarindan kesitlere yer verilmistir. Ogretmen yar1 yapilandirilmis goriisme formunda yer
alan acik uc¢lu sorularin verileri bir bagka uzman arastirmaci tarafindan kodlanmus, kodlamalar
karsilagtirilmig ve kodlayici giivenirlik degeri 0,92 olarak belirlenmistir.

Bulgular

Aragtirmanin “Sosyal Bilgiler ve Fen Bilimleri dersinde gerceklestirilen argiimantasyon temelli
ogretime iligkin dgrencilerin goriisleri nasildir?” alt problemine yonelik bulgular asagida sunulmustur.
Ogrenci goriislerinden elde edilen bulgular, goriismelerden ve Ogrenci giinliiklerinden alintilarla
desteklenmistir. Arglimantasyon temelli 6gretimle islenen derslere yonelik 6grencilerin gorisleri Tablo
3’te yer almaktadir.
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Tablo 3. Argiimantasyon temelli 6gretimle iglenen derslere yonelik 6grenci goriisleri
Sosyal Bilgiler Fen Bilimleri
Kategori f Kategori f
Eglenceli olmasi 9 Eglenceli olmast 9
Smif i¢inde tartigma ortaminin olmasi 9 Smifiginde tartisma ortaminin olmasi 9
Konularin farkli bakis acilartyla 9  Konularn farkli bakis agilartyla 9
diigiiniilmesi diigiiniilmesi
Konularin daha iyi anlasilmasi 7  Deneylerin yapilmasi 9
Yeni bilgilerin 6grenilmesi 6 Konularin daha iyi anlagilmasi 7
Ders kitabinin sikici olmast 5  Yeni bilgilerin 6grenilmesi 6
Yanlis bilgilerin dogrusunu 6grenme 3 Ders kitabinin sikict olmast 5
Derse kars1 ilginin artmast 3 Yanls bilgilerin dogrusunu 6grenme 3
Dersin daha verimli gegmesi 2 Derse kars1 ilginin artmast 3
Sosyal Bilgiler dersini sevmeye 1 Deney malzemelerini 6grenme 2
baglama
Dersin daha verimli gegmesi 2
Fen Bilimleri dersini sevmeye baglama 2
Toplam 54 Toplam 66

Tablo 3’e¢ gore argiimantasyon temelli 6gretimle islenen derslere yonelik 6grenciler Sosyal
Bilgiler dersi icin 54, Fen Bilimleri dersi icin 66 goriis belirtmislerdir. Ogrencilerin argiimantasyon
temelli 6gretimle islenen Sosyal Bilgiler dersine yonelik goriisleri incelendiginde, 6grencilerin tamami
dersin eglenceli oldugunu, sinif iginde tartisma ortaminin yer aldigini, konularin farkli bakis agilariyla
diisiiniildiigiinii, 7’si bu yontemle konularin daha iyi anlasildigini, 6’s1 yeni bilgilerin 6grenildigini, 5’
ders kitaplarmin sikict oldugunu, 3’ yanlis bildiklerinin dogrusunu 6grendiklerini ve derse karsi
ilgilerinin arttiklarini, 2’si dersin daha verimli gectigini, 1’1 ise dersi sevmeye bagladigini ifade etmistir.

Arglimantasyon temelli 6gretime yonelik goriisler incelendiginde Sosyal Bilgiler dersi ile Fen
Bilimleri dersine yonelik goriiglerin, ¢ogu kategoride ayni oldugu fakat bazi ifadelerdeki goris
sayilarmin farkli oldugu ve farkli kategorilerin ortaya ¢iktigi gézlemlenmistir. Fen Bilimleri dersine
yonelik 6grencilerin goriigleri incelendiginde, Sosyal Bilgiler dersinden ayri olarak 6grencilerin tamami
deneylerin yapildigini, 2’si deney malzemelerini 6grendigini, 2’si Fen Bilimleri dersini sevmeye
bagladigini ifade etmistir.

Sosyal Bilgiler ve Fen Bilimleri dersine yonelik 6grenci goriislerinde ortak kategorilerden biri
olan derslerin eglenceli olmasina ydnelik goriis belirten dgrencilerden 022: “Mesela Fendeki deneyleri
yapmak giizeldi. Onlarin sonuglarin gozlemlemek, mesela buzla suyu karistirmak derecelerini 6l¢met,
demir tozunu miknatisla ¢cekmek, elemek, siizmek bunlar: yapmak ¢ok eglenceliydi, ¢ok giizeldi hi¢ boyle
seyler yapmamustik daha once ve bunlari yapmak ¢ok eglenceli oldu. ” diyerek dersin eglenceli oldugunu
belirtmistir.

Smif iginde tartisma ortaminin olmasina yonelik 020 kodlu dgrenci “Simif icindeki tartisma
ortami iyi oldu ¢iinkii tartisma ortaminda hem arkadaslarimizdan yeni bilgiler 6greniyoruz hem de
birbirimizi ciiriitiiyoruz olaylara farkli yonlerden bakiyoruz yani katkisi oluyor.” diyerek smif i¢cinde
tartisma ortaminin olmasinin onlart olumlu yonde etkiledigini, konular1 farkli bakis acilariyla
diisiinebildiklerini ve yeni bilgiler 6grendiklerini belirtmistir. Ayrica O20 “Ders kitaplarindan isleyince
bu kadar zevkli olmuyordu. Etkinliklerle isleyince daha zevkli oldu béyle daha iyi anlyyoruz konular:.
Ctiriitmelerde, tartismalarda daha yeni bilgiler 6greniyoruz. Dersi boyle islemek daha iyi oluyor.”
seklinde goriisiinii belirtirken; O1 kodlu 6grenci “Normal ders islemekten daha ivi oldu ¢iinkii konuyu
daha iyi anladik daha iyi kavradik.” seklinde derslerin bu 6gretim ile islendiginde konularin daha iyi
anlagildigini belirtmistir.

Ders kitabinin sikic1 olmasi ile ilgili 023 kodlu 6grenci “Ders daha eglenceli oldu. Onceden
kitaptan isliyorduk ve sikiciydi ama simdi dersler ¢ok giizel sizin dersleri kimse kacurmak istemiyor.”
diyerek konularin ders kitabindan islendiginde sikildigmi ifade etmistir. O22 kodlu Ogrenci de
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“Onceden fen ve sosyalde cok fazla yazi yazdigimiz icin hi¢ sevmiyordum keske bu dersler olmasa
dedigim giinler oldu ciinkii sayfalar dolusu bir tinite dolusu vazilar yaziyorduk nerdeyse ama simdi ¢cok
eglenceli artik diistincelerim degisti artik iki dersi de cok seviyorum diistincelerim degisti.” diyerek
Sosyal Bilgiler ve Fen Bilimleri dersini sevmeye basladigini, derslere karsi diisiincesinin degistigini
ifade etmistir. Sosyal Bilgiler ve Fen Bilimleri dersindeki konularda yanlig 6grendikleri diisiincelerin
dogrusunu dgrendiklerine iliskin 024 kodlu dgrenci “Tartisarak yanhs bildiklerimizin dogrusunu
ogrendik. ” seklinde goriisiinii ifade etmistir. 023 kodlu 6grenci ise “Fen bilimleri ve Sosyal bilgiler
dersine karsi ilgim degisti 6nceden bu kadar giizel eglenceli olacagini diigiinmiiyordum ama sonradan
Fen Bilimleri dersi ve Sosyal Bilgiler dersi ¢ok giizel gegti.” diyerek Fen Bilimleri ve Sosyal Bilgiler
dersine yonelik ilgisinin arttigini ifade etmistir.

Argiimantasyon temelli 6gretim ile islenen Sosyal Bilgiler ve Fen Bilimleri derslerinde
Ogrencilerin hangi bolimleri daha c¢ok begendiklerine, hangi boliimlerde zorlandiklarina yonelik
goriislere Tablo 4’te yer verilmistir. Bu veriler Sosyal Bilgiler ve Fen Bilimleri dersindeki 6grenci
giinliiklerinden elde edilen alintilarla desteklenmistir.

Tablo 4. Argiimantasyon temelli 6gretimle islenen derslerde hangi bolimlerin begenildigine ve zorlanildigina
yonelik dgrenci goriisleri
Tema Kategori
Eglenceli olmasi
Etkinliklerin dikkat ¢ekici olmasi

Smif iginde tartigma ortaminin olmasi

Konularin farkli bakis agilariyla ele alinmast
Farkli etkinliklerin yapilmast
Kanit kartlarindan yararlanarak diisiinceleri ifade etme
Daha kalic1 olmast
Begenme Konularin daha iyi anlagilmasi
nedenleri  Yeni bilgilerin 6grenilmesi
Ders kitabinin sikict olmasi
Yanlis bilgilerin dogrusunu 6grenme
Fikirlerin ¢ekinmeden sdylenmeye baglanmast
Sosyal Dersin daha verimli gegmesi
Bilgiler Etkinliklerin motive edici olmasi

N NN W WO OO N N N 00 O © O© O -

Empati kurarak ne yapacagini diistinme
Toplam

(o]
[e¢]

Grup arkadagimin/arkadaglarimin tartismaya ¢ok katilmamasi
Grup arkadasimi/arkadaslarimi ikna etmekte zorlanma
Karar verememe

Zorlanma Smifigi tartismalarda diger gruplari ¢iiriitememe

nedenleri  Yanls diisiindiigiimiizde diger gruplari giiriitememe
[lk tartigmalarda zorlanma
Bazi etkinliklerde diisiindiiklerimin tam ters ¢ikmasi
Destekleyici bulamama
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Toplam
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Tablo 4. Argiimantasyon temelli dgretimle islenen derslerde hangi boliimlerin begenildigine ve zorlanildigina
yonelik 6grenci goriisleri (Devami)
Tema Kategori 4]
Eglenceli olmasi
Etkinliklerin dikkat ¢ekici olmasi

Smif i¢inde tartigma ortaminin olmasi

Konularin farkli bakis agilartyla ele alinmast
Deneyleri 6grencilerin yapmast
Farkl1 etkinliklerin yapilmas1
Konularin daha iyi anlasilmasi
Kanit kartlarindan yararlanarak diisiinceleri ifade etme
Begenme Daha kalic1 olmasi
nedenleri  Deneylerin tahmin edilerek gozlemlenmesi
Yeni bilgilerin 6grenilmesi
Ders kitabinin sikict olmasi
Yanlis bilgilerin dogrusunu 6grenme
Fikirlerin ¢ekinmeden sdylenmeye baglanmast
Etkinliklerin motive edici olmasi

Deney malzemelerini 6grenme

N DN W W oo o0 N N N 00O o o o o

Dersin daha verimli gegmesi

Fen Toplam 103
Bilimleri

[¢;]

Grup arkadasimin/arkadaglarimin tartismaya g¢ok
katilmamasi

Karar verememe
Grup arkadasimi/arkadaslarimi ikna edememe
Bazi deneyleri tahmin edememe

Smif i¢i tartismalarda diger gruplari ¢iiriitememe
Zorlanma

®  Yanlis distindiiglimiizde diger gruplar ciiriitememe
nedenleri ¥ s g get gruplan ¢

I1k tartismalarda zorlanma

Yanlis bildigim i¢in bazi deneylerde zorlanma

Daha once hi¢ deney yapmama

Bazen kendi diisiincemi savunamama

Bazi etkinliklerde diisiindiiklerimin tam ters ¢ikmast
Destekleyici bulamama

R e T T = = = = T CRRYJY)

N
o

Toplam
Genel Toplam 225

Tablo 4’te yer alan veriler incelendiginde, 6grencilerin argiimantasyon temelli 6gretimle islenen
derslerde hangi bolimleri begendikleri ve zorlandiklar ile ilgili Sosyal Bilgiler dersine iliskin
belirttikleri goriis sayis1 102, Fen Bilimleri dersine iliskin belirttikleri goriis sayist 123 olmak iizere
toplam 225 goriis belirtildigi tespit edilmistir. Ogrencilerin Sosyal Bilgiler dersine yonelik begendikleri
goriis sayist 88, zorlandiklar1 goriis sayisi 14; Fen Bilimleri dersine yonelik begendikleri goriis sayisi
103, zorlandiklar1 goriis sayisi ise 20°dir.

Arglimantasyon temelli 6gretimle islenen Sosyal Bilgiler dersine yonelik 6grencilerin hangi
boliimleri begendiklerine iligkin goriisleri nedenleri ile alindiginda 6grencilerin tamam dersin eglenceli
olmasini, etkinliklerin dikkat ¢ekici olmasini, sinif i¢cinde tartisma ortami olmasini, konularin farkli
bakis agilariyla ele alinmasini ifade etmiglerdir. Gorligmeye katilan 6grencilerden 8’1 farkli etkinliklerin
yapilmasindan, 7’si kanit kartlarindan yararlanarak diigiincelerini ifade etmelerinden, daha kalici
olmasindan ve konularin daha iyi anlasiimasindan dolay1 begendiklerini ifade etmislerdir. Ogrencilerin
6’s1 yeni bilgilerin 6grenilmesinden, 5’1 ders kitabinin sikici olmasindan, 3’ yanlis bilgilerin dogrusunu

177



Birsen Berfu AKAYDIN, Yiicel KABAPINAR,

Egitim Kuram ve Uygulama Arastirmalar Dergisi 2024, Cilt 10, Say1 2, 169-192 Filiz KABAPINAR

ogrenmelerinden, fikirlerin ¢ekinmeden sdylenmeye baslanmasindan, 2’si dersin daha verimli
gegmesinden ve etkinliklerin onlar1 motive edici olmasindan, empati kurarak ne yapacagini
diisiinmesinden dolay1 begendigini ifade etmistir.

Arglimantasyon temelli 6gretimle islenen Sosyal Bilgiler ve Fen Bilimleri derslere yonelik
ogrencilerin hangi boliimleri begendiklerine iligkin goriisleri nedenleri ile alindiginda goriiglerin ¢ogu
kategoride ayn1 oldugu fakat bunlara ek olarak Fen Bilimleri dersine ait bazi kategorilerin ortaya ¢iktigi
gozlemlenmistir. Fen Bilimleri dersine yonelik dgrencilerin goriisleri incelendiginde, Sosyal Bilgiler
dersinden ayri olarak grencilerin tamami deneyleri kendilerinin yapmalarindan, 6’s1 deneylerin tahmin
edilerek gozlemlenmesinden, 2’si deney malzemelerini 6grenmesinden dolayr begendiklerini ifade
etmislerdir.

Sosyal Bilgiler ve Fen Bilimleri dersinde hangi bdoliimlerin begenildigine yonelik 6grenci
goriislerinde ortak kategorilerden biri olan eglenceli olmasi, yeni bilgilerin 6grenilmesi ve kanit
kartlarindan yararlanarak diisiincelerini ifade etmeye yonelik goriis belirten 6grencilerden O18: “Hem
eglenceli oldu eglendik hem de yeni bilgiler 6grendik tartisarak. Ayrica destekleyiciler igin diisiincemizi
gerekgelendirmek icin kanit kartlarindan yola ¢ikmayr bunlar hosuma gitti.” seklinde diislincesini
belirtmistir. Etkinliklerin motive edici olmasina iliskin O7 kodlu 6grenci “Bilgi acisindan gelistirdi.
Bence tiim etkinliklerde bana giizel eglenceli geldi etkinlikler sadece ders degil baska acidan da giizel
geldi mesela bize bilgi katti bir de bu etkinlikleri goriince sorular yani etkinlikler bizi motive etti yani
ben bu etkinligi yapabilirim diye, bizi diistindiirmeyi sagladi. ” seklinde diisiincesini belirtmistir.

Ayrica Sosyal Bilgiler dersine yonelik empati kurarak ne yapacagini diisinme hakkinda O9
kodlu 6grenci, giinliigiinde etkinliklerdeki kisilerin yerine kendimizi koyarak mantikli diistiniip etkinlik
yapiyoruz diyerek empati kurarak ne yapacagin diisiindiigiinii, diislincelerini gerekgelendirdiklerini ve
birbirlerinin diigiincelerini giiriitmeye ¢aligtiklarini ifade etmistir.

i

Benzer sekilde O13 kodlu 6grenci de etkinliklerdeki kisilerin yerine koyarak ne yapacagimizi
distindiik ve calismalarda ¢ok gelistik diyerek empati kurduklarmi ve gelisme kaydettiklerini

belirtmistir.
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Fen Bilimleri dersinde hangi boéliimlerin begenildigine yonelik 6grenci goriislerinde
kategorilerden biri olan deneyleri dgrencilerin yapmasina iliskin 020 kodlu 6grenci “Tiim malzemeleri
direkt kendimiz yapip deneyleri yapmak hosuma gitti. Deneyleri tek tek yapinca daha iyi ogreniyoruz,
daha rahat 6greniyoruz, keyif altyoruz.” seklinde diisiincesini belirtmistir. Deneylerin tahmin edilerek
gozlemlenmesine iliskin O18 kodlu 6grenci “Deneyleri once tahmin etmek, sonra yapmak, gozlemlemek
cok hosuma gitti.” seklinde diisiincesini ifade ederken, daha kalic1 olmasina iliskin O13 kodlu &grenci
ise “Dersi boyle islemek ¢ok hosuma gitti boylece aklimizda daha iyi kaldi.” diyerek konularin boyle
islendiginde daha kalic1 oldugunu ifade etmistir.
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Argiimantasyon temelli 6gretimle islenen Sosyal Bilgiler dersine yonelik hangi boliimlerde
zorlandiklarina  iliskin ~ Ogrencilerin  goriisleri  nedenleri  incelendiginde 5’1 grup
arkadasinin/arkadaglarinin tartismaya katilmamasindan, 2’si grup arkadasini/arkadaslarii ikna etmekte
zorlanmasindan ve karar verememesinden goriisiinii belirtmislerdir. Gérlismeye katilan 6grencilerden
I’i smuf i¢i tartigmalarda diger gruplar ciiriitememesinden, yanlis diisiindiigiinde diger gruplar
glriitememesinden, ilk tartismalarda zorlanmasindan, bazi etkinliklerdeki diisiincelerinin tersi
cikmasindan ve destekleyici bulamamasindan dolay1 zorlandigini ifade etmistir.

Argiimantasyon temelli Ogretimle islenen Sosyal Bilgiler ve Fen Bilimleri derslerinde
Ogrencilerin hangi boliimlerde zorlandiklarina iligkin goriisleri incelendiginde ortaya c¢ikan birgok
kategorinin ayni1 oldugu fakat Fen Bilimleri dersine ait baz1 kategorilerdeki goriislerin sayisinin farkli
oldugu ve bazi kategorilerin ortaya ¢iktigi gézlemlenmistir. Fen Bilimleri dersine yonelik dgrencilerin
goriigleri incelendiginde, 0grencilerin 3’ii karar vermede zorlandiklarimi ifade etmislerdir. Sosyal
Bilgiler dersindeki etkinliklerde 2 O6grenci zorlanitken Fen Bilimlerinde 3 6grenci bu noktada
zorlandigini ifade etmistir. Ayrica d6grencilerden 2’si bazi deneyleri tahmin edememelerinden, 1’1 bazi
deneylerde yanlis bildiginden, daha once hi¢ deney yapmamasindan ve kendi diisiincelerini
savunamamasindan dolay1 zorlandigini belirtmistir.

Sosyal Bilgiler dersinde hangi boéliimlerin zorlanildigina yonelik 6grenci goriislerinde grup
arkadagmin/arkadaslarinin tartismaya katilmamasina yonelik goriis belirten dgrencilerden 022: “Grup
calismalarinda digerlerinin _fikirlerini belirtmemesi etkinliklerde beni biraz zorladi.” seklinde
zorlandig1 noktay: belirtmistir. Grup arkadasini/arkadaslarini ikna etmekte zorlanmasina iliskin 024
kodlu 6grenci “Grup arkadaslarimla ortak karar verirken bazen zorlandim.” diyerek diisiincesini ifade
etmistir. Karar vermeye iliskin 023 kodlu 6grenci “Bazi etkinliklerde hangi diisiincenin dogru oldugunu
secip karar vermede zorlandim.” seklinde diislincesini belirterek karar verme asamasinda zorlandigini
soylemistir. Ilk tartismalarda zorlanmaya iliskin ise O18 kodlu dgrenci “Ilk baslarda tartismalarda
zorlanmistim daha once hi¢ boyle bir sey yapmadigim icin ama sonra alistim.” diyerek bu tiir
etkinliklerle ilk defa karsilagmasindan Gtiirii zorlandigini daha sonra tartismalara alistigini belirtmistir.

Fen Bilimleri dersinde hangi bdliimlerin zorlanildigina yonelik 6grenci goriislerinde grup
arkadasinin/arkadaslarinin tartismaya katilmamasina yénelik gériis belirten dgrencilerden 020: “Grup
arkadasim O23 hicbir sey yapmadi. O yiizden sikayetciyim.” seklinde diisiincesini belirtirken yanlis
diisiindiigiinden diger gruplar ciiriitememeye iliskin O20: “Yanhs diisiindiiysek ciiriitmekte zorlandik.
Ciinkii yanlis diistindiigiimiiz icin karsi tarafi ciirtitemiyoruz onlar bizi ciiriitiiyor.” seklinde zorlandig
kisimlart ifade etmistir.

Gergeklestirilen yar1 yapilandirilmis goriisme sonucunda argiimantasyon temelli 6gretim ile
islenen Sosyal Bilgiler ve Fen Bilimleri derslerine yonelik diistincelerinde farklilik meydana gelme
durumuna iligkin gortislerine Tablo 5’te yer verilmistir. Ortaya ¢ikan analiz sonuglar1 Sosyal Bilgiler ve
Fen Bilimleri dersindeki 6grenci giinliiklerinden elde edilen alintilarla desteklenmistir.
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Tablo 5. Argiimantasyon temelli 6gretimin uygulandigi derslerde 6grencilerin diistincelerinde farklilik meydana
gelmesine iligkin goriisler
Ders tiirii Kategori Say1 (f)
Onceden sikictyd. 9

Bir konu hakkinda farkli agilardan diisiinmemi sagladi.
Sinif i¢inde tartigmay1 6grendim.
Dersi boyle igleyince konular daha kalici oluyor.
Konular1 boyle ¢ok daha iyi kavradim.
Kitapta yazilanlarin disinda farkl bilgiler 6grendim.
Diistincemi ¢ekinmeden sdylemeye basladim.
Sosyal Dersin farkl: etkinliklerle iglenebilecegini fark ettim.
Bilgiler  Yanls bildiklerimin dogrusunu 6grendim.
Derse kars1 ilgim artt.
Sosyal Bilgiler dersine karsi diisiincelerim degisti.
Dersi boyle iglemek bizi motive etti.
Konu hakkinda karar vermemi gelistirdi.

Burada 6grendiklerimi diger derslere uygulamaya bagladim.

P P P NN W W W WWw-N-N-N o

Kendi diisiincelerimi ifade etmeyi 6grendim.
Toplam

(3]
-

Onceden sikiciyd.

Bir konu hakkinda farkli agilardan diisiinmemi sagladi.

Sinif i¢inde tartigmay1 6grendim.

Dersi boyle isleyince konular daha kalict oluyor.

Konular1 boyle ¢ok daha iyi kavradim.

Deney yapmay1 6grendim.

Kitapta yazilanlarin disinda farkl bilgiler 6grendim.

Fen Bilimleri dersine kars1 diisiincelerim degisti.

Fen Diisiincemi ¢ekinmeden sdylemeye bagladim.

Bilimleri  Dersin farkli etkinliklerle islenebilecegini fark ettim.

Yanlis bildiklerimin dogrusunu 6grendim.

Derse karsi ilgim artti.

Dersi boyle iglemek bizi motive etti.

Deney malzemelerini 6grendim.

Konu hakkinda karar vermemi gelistirdi.

Burada 6grendiklerimi diger derslere uygulamaya basladim.

P P P NN W W WWwwWwoO NN N o oo

Kendi diigiincelerimi ifade etmeyi 6grendim.
Toplam

~
o

Tablo 5’te goriildiigii lizere, 6grencilerin argiimantasyon temelli 6gretimle islenen derslere karsi
diisiincelerinde farklilik meydana gelmesine iliskin belirttikleri goriis sayist Sosyal Bilgiler dersine
yonelik 61, Fen Bilimleri dersine yonelik 70 olmak {izere toplam 131 goriis oldugu tespit edilmistir.

Ogrencilerin  argiimantasyon temelli Ogretimle islenen Sosyal Bilgiler dersine karst
diistincelerinde farklilik meydana gelmesine yonelik goriisleri incelendiginde, 6grencilerin tamanu
dersin 6nceden sikici oldugunu, dersin boyle islenerek konuyu farkli agilardan diisiinmelerini
sagladigini ifade etmistir. Ogrencilerin 7’si sinif iginde tartismayr 6grendigini, konularm daha kalici
oldugunu, daha iyi kavradigimi, 3’1 kitapta yazilan bilgiler disinda farkli bilgileri 6grendigini,
diisiincelerini  smif iginde ¢ekinmeden ifade etmeye basladigini, dersin farkli etkinliklerle
islenebilecegini fark ettigini, yanls bildiklerinin dogrusunu 6grendigini, derse karsi ilgisinin arttigini,
2’si Sosyal Bilgiler dersine kars1 diisiincelerinin degistigini, dersin boyle islenmesinin onlart motive
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ettigini, 1’1 konu hakkinda karar vermesini gelistirdigini, 6grendigi bilgileri diger derslere uygulamaya
bagladigini, kendi diislincesini ifade etmeyi 6grendigini belirtmistir.

Gortisler incelendiginde Sosyal Bilgiler ve Fen Bilimleri dersine kars1 diisiincelerinde farklilik
meydana gelmesine yonelik 6grenci goriislerinin ¢ogu kategoride ayni oldugu fakat bir kategorideki
gortis sayisimin farkli oldugu ve farkli kategorilerin ortaya ¢iktigi gozlemlenmistir. Fen Bilimleri dersine
yonelik 6grencilerin goriisleri incelendiginde, Sosyal Bilgiler dersinden ayri olarak dgrencilerin 6’s1
deney yapmay1 6grendigini, 3’ii Fen Bilimleri dersine karsi diisiincelerinin degistigini, 2’si deney
malzemelerini 6grendigini ifade etmistir. Sosyal Bilgiler dersine karsi diisiincelerinin degistigini ifade
eden 6grenci sayisi 2 iken; Fen Bilimleri dersine karsi diisiincelerinin degistigini ifade eden 6grenci
sayis1 3’tlr.

Kategorilere iliskin baz1 6rnekler 6grencilerin alintilarindan verilmistir. Ornegin derslerin
onceden sikici olmasina iliskin O13 kodlu 6grenci “Mesela nceden Sosyal bilgiler dersi énceden
stkiciydi bu kadar eglenceli degildi ama sonradan Sosyal bilgiler ve Fen Bilimleri dersinde cok eglendim
deney yaparak kanmit kartlarini inceleyerek ders islemek eglenceli geciyordu.” seklinde diislincesini
ifade etmistir.

022 kodlu dgrenci de dgrenci giinliigiinde Fen Bilimleri dersindeki kamit kartlarii ve kanit
kartlarindan yola ¢ikarak tartismayr cok sevdigini, bu tiir etkinliklerin ¢ok eglenceli oldugunu
belirtmistir.

Bugiinkii (lm'slc.}'upllﬁlun‘l etKinliklerden en ¢ok suniar: begendim;

B e A s S S o

< CRA

Ogrenciler, daha onceden derslerin sikict oldugunu, argiimantasyon temelli Ogretimle
islendikten sonra dersleri boyle islemenin daha zevkli ve eglenceli oldugunu ifade etmislerdir. Bu goriise
iliskin, 022 kodlu ogrenci “Derslerin daha eglenceli olabilecegi bir farklilik getirdi. Eskiden sadece
slayt izleyip deftere yazi yaziyorduk yani stkicrydi ama simdi daha eglenceli bir sekilde zevk alarak
isliyoruz. ” seklinde goriisiinii belirtmistir.

Fen Bilimleri dersinin daha 6nceden sikici olmasina, konularin kalici olmasina ve Fen Bilimleri
dersine kars1 diisiincelerinin degismesine iliskin 024 kodlu ogrenci “Diisiincelerim degisti. Fen
Bilimleri dersini ben hep sikici olarak bilmisimdir ama bu iiniteyi boyle isleyip etkinlikler yapinca artik
fen bilimlerini ¢ok sevivorum. Onceden zor gelivordu sitkiliyyordum simdi ise hep etkinlik yapiyoruz soru
cevap yapworuz onlar cok eglenceli oluyor. Bunda da kanit kartlari vardi. Konular birbirivle
baglantiliydr mesela onlarda vaptigim bir etkinlik hemen aklima geliyor va da sinavlarda ben etkinligi
hic aklima getirmezdim hemen isaretler gecerdim ama hemen etkinlikler aklima geliyor nasil yaptigimiz
aklima geliyor ¢cok giizeldi. ” seklinde diislincesini ifade etmistir.

Konuyu farkli bakis agilarindan diisiinme ve kendi diisiincesini ifade etmesine yonelik O18
kodlu 6grenci “Evet farklilik getirdi mesela énceden kendi diisiincelerimle ilgili ciimle kuramiyordum
simdi konu ile ilgili tiim farkli yonlerinden bakarak ciimle kuruyorum. Nasil toparlayacagimi 6grendim
mesela diisiincelerimi.” diyerek derslerin argiimantasyon temelli Ogretimle islenmesiyle kendi
diistincelerini ifade etmeyi 6grendigini, herhangi bir konuyu farkli bakis acilarryla diisiinebildigini ve
ifade edebildigini belirtmistir.

Ogrencilerin simif iginde tartismayi ve farkli bilgileri 6grenmesine iliskin O1: “Etkinlikler ¢ok
hosuma gitti. Beni gelistirdi. Tartisma yapmak nedir onu ogrendim. Tartismayr biliyordum ama
argiimantasyonu_bilmiyordum. Konularda daha boyle kitapta yazilanlarin haricinde degisik seyler
ogrendik fen de de oyle.” seklinde diisiincesini belirtmistir.

Konular1 daha iyi kavrama ve Sosyal Bilgiler ve Fen Bilimleri dersine karsi diisiincenin
degismesi ile ilgili O13 kodlu 6grenci “Fen Bilimleri ve Sosyal Bilgiler dersine karsi diisiincemi
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degistirdi onceden bu kadar giizel eglenceli olacagini diisiinmiiyordum ama sonradan Fen Bilimleri
dersi ve Sosyal Bilgiler dersi ¢ok giizel gecti. Onceden bu kadar deneyler yapacagimizi kanit
kartlarimizi olacagini sanmiyordum konular: bu kadar iyi anlayacagimizi, eglenecegimizi sanmiyordum
ama sonradan konulari iyi anlayinca eglenince anladim.” seklinde diisiincesini belirtmistir. Ayrica
daha 6nce ornek verildigi iizere 022 kodlu dgrenci de “Onceden fen ve sosyalde cok fazla yazi
yazdigimiz icin hic sevmiyordum keske bu dersler olmasa dedigim giinler oldu ciinkii sayfalar dolusu
bir iinite dolusu vazilar yazivorduk nerdeyse ama simdi cok eglenceli artik diistincelerim degisti artik
iki dersi de cok sevivorum diistincelerim degisti.” diyerek Sosyal Bilgiler ve Fen Bilimleri dersini
sevmeye bagladigini, derslere karsi diisiincesinin degistigini ifade etmistir. Bu diigiincelerini 6grenci
giinliiklerinde de ifade eden bazi ogrencﬂerm yazmis olduklar diiglinceler asagida verilmistir:

Val sk il

Ve

013 kodlu 6grenci Sosyal Bilgiler dersinin bu kadar giizel gegecegini tahmin etmedigini, simf
icinde tartismaktan ¢ok zevk aldigim, derslerin eglenceli ve keyifli gectigini belirtmistir. 022 kodlu
ogrenci de diisiincelerinin degismesine yonelik dnceden Fen Bilimleri dersinin sadece kitaplardan ve
slaytlardan ibaret oldugunu diigiiniirken, bu kadar ¢ok deneyin smif iginde uygulamali olarak
yapilabilecegini ve tartisilabilecegini, bu kadar eglenceli olabilecegini diisiinmedigini, aslinda Fen
Bilimleri dersinin ¢ok giizel bir ders oldugunu giinliigiine yazmustir.
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Ogrencilerin deney malzemelerini 6grenmesine, dersin kalict olmasina ve konuyu farkli bakis
acilarindan diistinmeyi saglamasina iliskin O18: “Fen Bilimleri dersinde beni gelistirdi, hi¢ gérmedigim
maddeleri ogrendim. Mesela naftalini 6grendim. Yeni ve onemli konular ogrendim. Mesela atiklarin
¢op olmadigini 6grendim. Daha kalict oldu. Artik etkinliklerde sadece bir gériise degil diger goriislere
de balivorum diisiiniiyorum.” diyerek Fen Bilimleri dersinde kullandiklar1 deney malzemelerini
ogrendigini, dersin daha kalici oldugunu ve farkli goriisleri de sorguladigini belirtmistir.

Ogrencilerin yanlis bildiklerinin dogrusunu 6grenmesine iliskin O24: “Mesela ben atiklar geri
doniistiiriilemez diye biliyordum yanlis oldugunu égrendim, bilmedigim seyleri 6grendim. Bir tartisma
bir konu varsa nedenlerivle diisiinmeye calistyorum bircok acidan diistintivorum benim icin daha kolay

oluyor. ” diyerek yanlis bildigi bilgilerin dogrusunu 6grendigini ve herhangi bir tartisma oldugunda
konuyu farkli bakis agilariyla diisiindiigiinii ifade etmistir. Diisiincelerini ¢ekinmeden ifade etmeye
baslamalarma iliskin O24 kodlu 6grenci “Onceden herkes fikrini soylemiyordu simdi herkes fikrini
belirtiyor. Ben de belirtiyorum.” diyerek konu hakkinda diisiindiiklerini sinif i¢inde ¢ekinmeden ifade
ettiklerini belirtmistir.

Argiimantasyon temelli 6gretim ile islenen Sosyal Bilgiler ve Fen Bilimleri derslerindeki
iinitelerin iglenisi ile diger {initelerin islenisi arasindaki farklilik ve benzerliklerin durumuna iliskin
gortisler Tablo 6’da yer almuistir. Analiz sonucunda elde edilen sonuglar Sosyal Bilgiler ve Fen Bilimleri
dersindeki 6grenci giinliiklerinden elde edilen alintilarla desteklenmistir.
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Tablo 6. Arglimantasyon temelli 6gretimle islenen iinitelerin islenisiyle diger iinitelerin islenisleri arasindaki
benzerlik ve farkliliklara iligskin 6grenci goriisleri
Ders tiirti Tema Kategori Say1 (f)

Ogretmenimiz de bazen fotokopi veriyordu. 1
Toplam
Kitaptan isleyince boyle zevkli olmuyor.

Benzerlikleri

Konuyu farkli agilardan diistinmiiyorduk.
Onceden smif iginde tartismiyorduk.
Ogretmenimizle boyle farkli etkinlikler yapmiyorduk.
Ogretmen bazen egitim portallarindan acip deftere yazdirtyordu.
Sosyal Onceden kitaptan isliyorduk.
Bilgiler Konuyu boyle daha iyi kavradik.
Farkliliklart
Kant kartlar1 kullanmiyorduk.
Bilgiler boyle daha kalici oluyor.
Ogretmen bilgileri dogrudan anlatiyordu.

Dersler boyle daha verimli gegti.

P N W N NN N0 00O O Y

Onceden fikrimizi bu kadar belirtmiyorduk.
Toplam
Genel Toplam
Bu etkinliklere benzer farkli etkinlikler az da olsa kitapta var.

~N o~
o

Benzerlikleri Ogretmenimiz de bazen fotokopi veriyordu.
Toplam

Kitaptan isleyince boyle zevkli olmuyor.
Konuyu farkli agilardan diisiinmiiyorduk.
Onceden smif iginde tartismiyorduk.
Onceden deney yapmiyorduk.
Ogretmenimizle boyle farkli etkinlikler yapmiyorduk.
Fen Ogretmen bazen egitim portallarindan acip deftere yazdiriyordu.

Bilimleri ~ . o
. ! Onceden kitaptan igliyorduk.

Farkiliklan Konuyu boéyle daha iyi kavradik.

Kanit kartlar1 kullanmiyorduk.

Bilgiler boyle daha kalici oluyor.

Ogretmen bilgileri dogrudan anlatiyordu.
Dersler boyle daha verimli gegti.

Onceden deney malzemelerini bilmiyordum.

Onceden fikrimizi bu kadar belirtmiyorduk.
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Toplam
Genel Toplam 90

Tablo 6’da elde edilen bulgular incelendiginde, 6grencilerin arglimantasyon temelli 6gretimle
islenen tinitelerle diger tinitelerin islenisi arasindaki benzerlik ve farkliliklara iliskin goriis sayisi; Sosyal
Bilgiler dersine yonelik benzerlik 1, farklilik 77 olmak iizere 78 goris, Fen Bilimleri dersine yonelik
benzerlik 2, farklilik 88 olmak iizere 90 goriis olmak iizere toplamda 168 goriis tespit edilmistir.

Ogrencilerin argiimantasyon temelli gretimle islenen Sosyal Bilgiler dersindeki iinite ile diger
iinitelerin islenisi bakimindan benzerliklerine ve farkliliklarina yonelik goriisleri incelendiginde
benzerlik temasinda sadece bir 6grenci sinif 6gretmeninin de arada fotokopi verdigini belirtmis, onun
disinda 6grencilerin tamami iinitelerin islenis sekilleri bakimindan herhangi bir benzerlik olmadigin
ifade etmistir. Unitelerin islenis bigimlerindeki farkliliklara yonelik &grencilerin  goriisleri
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incelendiginde, 6grencilerin tamamu kitaptan isleyince bu kadar zevkli olmadigini, daha 6nce konuyu
farkli agilardan diistinmediklerini, 6ncesinde sinif ortaminda tartismanin olmadigini, 8’1 bu tiir farkli
etkinliklerin daha 6nce yapilmadigini, sinif 6gretmeninin 6nceden egitim portallarindaki bazi bilgileri
deftere yazdirdigini, 7°si derslerin 6nceden kitaptan islenildigini, konuyu arglimantasyon temelli
Ogretimle daha iyi kavradiklarini, onceden kanit kartlarini kullanmadiklarini, derslerin bdyle
islendiginde bilgilerin daha kalic1 oldugunu, 3’1 6gretmenin 6nceden bilgileri dogrudan anlattigin, 2’si
derslerin artik daha verimli gegtigini, 1’1 6nceden fikirlerini bu kadar belirtmediklerini ifade etmistir.

Sosyal Bilgiler ve Fen Bilimleri dersindeki bu {initelerin islenisiyle diger iinitelerin islenisleri
arasindaki benzerlik ve farkliliklara iliskin 6grenci goriislerinin ¢ogu kategoride ayni oldugu fakat ek
olarak bazi kategorilerin ortaya ¢iktigi gdzlemlenmistir. Ornegin Fen Bilimleri dersinde benzerlik
acisindan 6grencilerden 1’1 Fen Bilimleri kitabinda da bu etkinliklere benzer farkli etkinliklerin az da
olsa oldugunu ifade etmis; farklilik agisindan ise 6grencilerin tamami dnceden deney yapmadiklarini,
2’si ise Onceden deney malzemelerini bilmedigini belirtmistir.

Sosyal Bilgiler dersindeki iinitelerin islenisine yonelik benzerlik ile ilgili sinif 6gretmeninin
bazen fotokopi vermesine iliskin O13 kodlu 6grenci “Sosyal Bilgilerde ee tabii bu kadar ¢ok etkinlik
yapmyorduk biz. Normalde kitap iizerinden gidebiliyorduk 6gretmen birkac yerden fotokopi ¢cekiyordu.
Onun disinda benzerlik yoktu hic.” diyerek tek benzer yaninin verilen fotokopiler oldugunu belirtmistir.

Fen Bilimleri dersindeki iinitelerin islenisine yonelik benzerlikle ilgili, bu tiir farkli etkinliklere
benzer etkinliklerin ders kitabinda da olmasma iliskin 020 kodlu 6grenci “Mesela Fen Bilimleri
kitabinda da yine boyle degisik etkinlikler var ama bunlar kadar giizel degil bunda biraz benzerlik var.”
diyerek farkli etkinlik diye adlandirdig1 etkinliklerin benzer sekilde ders kitabinda da yer aldigini, fakat
tinitedeki islenilen etkinliklerin daha giizel oldugunu ifade etmistir.

Sosyal Bilgiler ve Fen Bilimleri dersine yonelik 6grencilerin argiimantasyon temelli 6gretimle
islenen fiinitelerle diger {initelerin islenisi arasindaki farkliliklara iliskin goriislerinde ortak
kategorilerden biri olan kitaptan igleyince boyle zevkli olmamasina iligskin goriis belirten 6grencilerden
024: “Cok zevkliydi bence onceden derste soz alamiyorduk ama simdi herkes fikrini séyleyebilivor
herkes birbirinin fikrinden bir seyler iiretebiliyor ...." diyerek ders kitaplarindan isleyince neden zevk
almazken derslerin bu sekilde islendiginde eglendigini nedenleriyle agiklamis, 6nceden derste bu kadar
s0z alamazken su anda herkesin fikirlerini ¢gekinmeden soylediklerini ifade etmistir.

Onceden smnif iginde tartismanin olmamasma iliskin goriis belirten &grencilerden 022:
“Tartismalarda farkliliklar oldu biz gercek tartismanin ne oldugunu anladik tamamen gercek bir sekilde
gerekgelerle savunmalarla, ciiriitiiciilerle tartismalar yaptik ve gercekten ¢ok eglenceliydi. Oncekilerde
de tartisma vardr ama onceden ¢iiriitiiciimiiz, destekleyicimiz yoktu.” diyerek tartigmanin ne oldugunu
ogrendiklerini ve derslerin eglenceli gectigini belirtmistir.

Ogretmenin egitim portallarindan acip deftere yazdirmasima iliskin goriis belirten dgrencilerden
023: “Onceden ogretmen video aciyordu, defiere yazdiriyordu, kitaptan isliyorduk. Bazen Kitaptaki
sorulart soruyordu ama sizinle bir¢ok etkinlikler yaptik.” diyerek 6gretmeninin 6nceden bazi egitim
portallarindan video izlettirerek bunlar1 deftere yazdirdigini, ders kitaplarindan iglediklerini simdi ise
farkli etkinliklerle islendigini ifade etmistir.

Konularm 6nceden kitaptan islenmesine iliskin goriis belirten dgrencilerden O7: “Mesela sark
etkinlikleri yaptik ¢cok eglendik. Onun disinda konular ayniydi ama konulari isleyis sekliniz farkliydi.
Fen Bilimlerinde de diger tiniteleri hep kitaptan islivorduk sizinle siirekli deney yaptik ve bundan zevk
aldim.” diyerek konularin ayni olmasina ragmen derslerde farkli etkinlikler ve deneyler yaptiklarini,
derslerden zevk aldigimi ifade etmistir.

Onceden kanit kartlarinin kullanilmamasina ve bilgilerin bdylece daha kalic1 olmasina iliskin
goriis belirten dgrencilerden O24: “Sosyal Bilgiler dersinde kanit kartlarindan, etkinliklerden yola
¢tkarak bilgileri bulduk ama onceden kullanmiyorduk, ogretmenimiz yaptiginda ovle vazip okuyup
geciyorduk. Anliyorduk yani ama simdi bana onlari sorsaniz cevaplayamam unutmusumdur ama
bunlart unutmadim.” diyerek diger initelerin iglenis sekillerinde 6grendiklerini unuttuklarini, daha
onceden kanit kartlarni kullanmadiklarini, dersi bdyle islediklerinde ise etkinliklerden yola c¢ikarak
ulastiklar1 bilgilerin daha kalic1 oldugunu ifade etmistir. Konunun daha iyi kavranmasina yonelik goriis
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belirten 6grencilerden O1: “Normal ders islemekten daha iyi oldu ciinkii konuyu daha ivi anladik daha
ivi kavradik.” diyerek diislincesini ifade etmistir.

Fen Bilimleri dersinde 6grencilerin daha 6nce deney yapmamalarina iligkin goriis belirten
Ogrencilerden 023: “Ogretmenimizle diger iinitelerde deney yapmamustik. Sizinle deneyler yaptik,
etkinlikler yaptik malzemelerle. Diger iinitelerde deney yapmiyoruz sadece kitapta deney varsa evde
vapin diyordu ya da tahtayva nasil yapildigini ciziyordu sonra da deftere yazdirtyordu. Siz bize renkli
etkinlik kagitlar: getiriyorsunuz, deneylerin malzemelerini getiriyorsunuz, deneyler yapiyoruz. Onceden
deney yapmiyorduk. ” diyerek iinitelerin 6nceki islenis sekliyle “Maddenin Ozellikleri” iinitesinin islenis
seklini kargilastirmig ve daha 6nce hi¢ deney yapmadiklarini, deneyleri sinif 6gretmeninin 6dev olarak
verdigini ya da nasil yapildigim tahtada gizerek anlattigini ifade etmistir. Benzer sekilde O7 kodlu
ogrenci “Sizinle deneylerin hepsini géziiniiziin éntinde biz yaptik digerlerini 6gretmen bize odev
veriyordu velimiz yaptiriyordu.” derken O1 kodlu 6grenci de “Farkliliklar var. Eger sizle islemeseydik
hi¢_deney yapmadan diiz ilerliyorduk ama sizinle deneyleri yaptik gorerek ogrendik.” diyerek
diistincesini ifade etmistir.

Onceden farkli etkinliklerin yapilmamasina iliskin goriis belirten O13 kodlu 6grenci
“Ogretmenim biz Fen Bilimleri dersini deneyler yaparak érnekler vererek kanit kartlarina goz atarak
sorulart cevapladik, sinif icerisinde tartistik, mesela tahmin ettik gozlemlerimizi yaptik tahminle
gozlemimizi karsilastirdik. Onceden bovyle etkinlikler yapmiyorduk.” diyerek 6nceden sinif i¢inde bu tiir
farkli etkinlikler yapmadiklarini, “Maddenin Ozellikleri” iinitesinde ise dersi nasil islediklerini
aciklamistir.

Aragtirmanin “Sosyal Bilgiler ve Fen Bilimleri dersinde uygulayici olan sinif dgretmeninin
arglimantasyon temelli 0gretime iliskin gorlisii nasildir?” alt problemine yonelik bulgular asagida
sunulmustur. Sosyal Bilgiler ve Fen Bilimleri derslerinde argiimantasyon temelli 6gretim siirecine
iligkin uygulayic1 simif dgretmeninin goriisii, yar1 yapilandirilmig goriisme formundan ve 6gretmen
giinliigiinden yararlanilarak ortaya konulmaya calisilmustir. Ilk olarak Ogretmenin argiimantasyon
temelli 6gretimdeki siirece iligkin diisiincelerini tespit edebilmek amaciyla yar1 yapilandirilmig gériisme
gergeklestirilmis ve Ogretmen goriisiinden elde edilen veriler 6gretmen giinliigiinden alintilarla
desteklenmis ve uygulayici Ogretmeninin goriisleri “Ogrencilerde meydana gelen degisimler”,
“6gretmende meydana gelen degisimler”, “uygulama siirecinde karsilagilan zorluklar” olmak iizere iig
kategori altinda toplanmistir. Bu ortaya ¢ikan kategoriler dogrultusunda goriismedeki kesitlere ve
paralel olarak 6gretmen giinliigiinden alintilara asagida yer verilmistir.

Ogrencilerde meydana gelen degisimler kategorisinde sinif dgretmeni, Sosyal Bilgiler ve Fen
Bilimleri dersinde 6grencilerin ilk baglarda sasirdiklarini, derslerde daha aktif olduklarini, farkli bakis
acilar1 kazandiklarini, derslerde daha c¢ok eglendiklerini ifade etmistir. Bunun yaninda elestirel
diisiinmenin ve sinif icinde tartigmanin bagladigini, derse katilmin arttigini, derse katilmayan
ogrencilerin de katilmaya basladigini, sinif iginde tartisarak 6grenimin oldugunu, kalici 6grenmenin
meydana geldigini, 6grencinin 6n planda olup 6gretmenin geri planda oldugunu ifade etmistir. Bunlara
ek olarak ayrica 6grencilerin Fen Bilimleri dersinde yer alan deney malzemelerini ilk defa gordiiklerini
ve oOgrendiklerini, bu dogrultuda deney yapmayi oOgrendiklerini, deneylerle soyut kavramlari
somutlagtirdiklarini, kavram yanilgisi olan 6grencilerin dogrusunu 6grendiklerini, deneylerle daha kalici
oldugunu, yaparak yasayarak 6grendiklerini ifade etmistir. Bu kategoriye iliskin bazi alintilara agagida
yer verilmistir.

Ornegin siif gretmeni, dgrencilerin ilk basta sasirmalari ile ilgili “Dersi genelde sunus yoluyla
isledigim icin dersleri boyle isleyince ilk defa karsilagtiklar: icin saswrdilar.” seklinde ifade ederken
ogrencilerin elestirel diisiinmeye baslamalar ile ilgili “Argiimantasyon temelli ogretimle ogrenciler
sorgulamaya ve elestirmeye bagsladilar. Oncelikle elestirmeyi 6grendi ogrenci. Fikir ciiriitmeyi grendi
mesela miinazaradan da biliyorlardi ama Sosyal Bilgilerdeki ve Fen Bilimlerindeki bu yontemle fikir
clirtitmeyi ogrendi, karsi tarafa mantikli cevap vermeyi 6grendi onu gelistirdi.” diyerek 6grencilerin
sinif igindeki konular1 elestirel diisiinmeye basladiklarini belirtmistir.

Sinif 6gretmeni, 6grencilerin derse katilimlarinin artmasi ile ilgili olarak “Neredeyse her
ogrenci derse katilmava basladi, diisiincelerini ifade etmeye basladi. Kendine giiveni olmayan
dgrencilerde ciddi anlamda kendine giiven, ben de yapabilirim ben de konusabilirim basladi.” diyerek
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ogrencilerin sinif igerisinde ¢ekinmeden diisiincelerini paylasmaya basladiklarini ve derse katilimlarinin
arttigini belirtmistir.

Uygulayici sinif 6gretmeni 6grencilerde kalict 6grenme meydana gelmesine iligkin “Konudaki
bilgiler ogrencilere dogrudan verilmek yerine farkl etkinliklerle islendi. O yiizden de bilgiler kalict
oldu. Mesela bundan bir ay sonra sorsaniz o etkinliklerin hepsini hatirlarlar. Ciinkii izledikleri videolar,
sarkilar, kanit kartlar, tartismalarimi saglayan farkl etkinlikler hepsinin dikkatini cekti, ilk dnce
saswrdilar ama dersler dolu dolu gecti ve kazanmimlar gercekten amacina ulast:.” ifadesini belirtmistir.
Afiglerle ilgili giizel tirlinlerin ortaya ¢iktigini agagida giinliigiinde yer alan ifade belirtmektedir.
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Derse katilmayan 6grencilerin katilmaya baslamast ile ilgili olarak “Onceden ilgisiz kalirken
ilerleyen derslerde ya tamam ben de yanlis olsa da diisiincemi séylemek istiyorum diyen égrencinin
parmaklar: daha coktu havada. Bireysel calismalarda cok ciddi gelismeler gordiigiimiiz ogrenciler
oldu. ” diyerek derse katilmayan dgrencilerin de ilerleyen zamanlarda derslere katilmaya basladiklarint
belirtmistir.

Smif 6gretmeni Fen Bilimleri dersine yonelik “Ogrencilerde meydana gelen degisimler”
kategorisinde yer alan deney malzemelerini ilk defa gérmeleri ile ilgili “Cocuk daha once hi¢ gérmedigi
belki de havatinda bir daha éniine gelmeyecek laboratuvar malzemeleri gérdii. Ornegin laboratuvarda
kullanilan miknatislary gordii. Mesela biz daha once Aydinlanma Teknolojisi iinitesinde miknatislart
anlatmistik ama ¢ocuklara bir sekilde getirip de gosterememistik, deney anlaminda yaptiramamigstik. Bu
demir tozundan tutundan da o toplu igneler, ataglar, miknatis hangilerini ¢eker hangilerini ¢cekmez,
maddenin ozellikleri neler, kati, sivi gaz bunlarin hepsini gordii.” diyerek deney malzemelerini daha
once hi¢ gormediklerini, boylece deney malzemelerini gordiiklerini, 6grendiklerini ve ilk defa deney
yaptiklarini belirtmistir.

Deneylerle soyut kavramlarin somutlastiriimasina yonelik “Ozellikle cocugun en ¢ok zorlandig
hacim konusuydu. Hacim konusu soyut bir konu oldugu icin yaptigimiz deneyler, deney malzemelerinin
cocugun kafasinda somutlastirmasini_sagladi.” diyerek ogrencilerin soyut kavramlari deneyler
yardimiyla somutlagtirdigini belirtmistir. Sinif 6gretmeninin goriismede ortaya koydugu diisiincesini
giinliikte agsagidaki yazdigi ifade desteklemektedir.
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Ogretmende meydana gelen degisimler Kategorisinde simif 6gretmeni, farkli yontemleri sinif
icinde uygulamasinin kendisini gelistirdigini, yeni bir 6gretim yontemini 6grendigini, kendisini motive
ettigini, kendisinde olan kavram yanilgilarinin farkina vardigim1 ve kavram yanilgilarin1 giderdigini
ifade etmistir.

Ogretmenin farkli yontemleri simf iginde uygulamasmn kendisini gelistirdigine ydnelik
“Onceden dersi daha cok sunus yoluyla anlatiyordum. Sadece anlatan bir 6gretmen, soru cevap
yontemini kullanan kismen beyin firtinasint kullanan bir 6gretmendim. Artik bovle olmayacagim. Farkl
vontemleri derslerde nasil kullanabilecegimi gordiim. Bu da beni gelistirdi.” diyerek genellikle dersi
sunus yoluyla isledigini, baz1 teknikleri ise kismen kullanirken argiimantasyon temelli 6gretim ile sinif
igerisinde farkli yontemlerin kullanimina iligkin bilgi sahibi oldugunu ifade etmistir. Sinif ortaminda
yeni bir dgretim yontemi 6grenmesine iliskin “Yeni bir ogretim yontem égrendim mesela. Bu saatten
sonra ben 6gretmenlik yasantimda bunu diger derslerde de kullanacagim. Ayrica sadece 4. sinifta da
degil 1. sinifta da bu yapilabilir. Okuma yazmaya gegtikten sonra daha basit kazanimlar, daha basit
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konularda kanit kartlariyla birlikte 1. sinifta bunlar: dgrencilere verebilirsiniz.” seklinde bir diisiince
ortaya koymustur.

Smif 6gretmeni egitim Ogretim siirecinde simif igerisinde Ogretimi gergeklestirirken bazi
konularda kavram yanilgilarinin farkina vardigimi ve kavram yanilgilarimi giderdigine iliskin “Bazi
konularda bende de bilgi eksikligi varmis, vanlis diistintivormusum onu fark ettim. Kiitle hacim
konusunda hani bu bovle degil diyerek dogrusunu ogrendim, birtakim soru isaretlerini kafamda
netlestirdim ve eksigimi tamamladim.” seklinde diisiincesini belirtmistir.

Uygulama siirecinde karsilasilan zorluklar kategorisinde sinif 6gretmeni, bazi 6grencilerin
smif i¢i tartigmalarinda ¢ekindiklerini, grup igerisinde baz1 d6grencilerin daha aktif olurken bazilarinin
daha pasif oldugunu ifade etmistir. Ayrica 6gretmen, 6grencilerin daha Once argiimantasyon temelli
etkinliklerle karsilasmamalar1 nedeniyle bazi etkinliklerde ve bazi konulari tartisirken zorlandiklarina,
daha once laboratuvar ve laboratuvar malzemelerini gormemelerinden ve uzun siiren bazi deneylerde
ogrencilerin dikkatinin dagilmasindan kaynakl zorluklar yasadiklarini ifade etmistir.

Smif 6gretmeni 6grencilerin bazilarinin siif i¢i tartismalarda ¢ekinmelerine iliskin “Benim en
basta karsilastigim sitkinti suydu: Bazi 6grenciler ilk basta biraz cekindiler ve ilk defa dersi béyle
isledikleri icin konusmak, yorum yapmak istemediler. Ciinkii hi¢ bilmedikleri bir yontem. Kanit
kartlarim gordiiler sasirdilar, ¢iinkiileri sorduk bir sasirdilar. Neden boyle diisiiniiyorsun acaba sen bir
tane afis ¢calismasinda farkl bilgileri ortaya sunabilir misin, farkl bir ¢alisma ya da farkl bir soruya
farkli bir bakis agis1 getirebilir misin? dedigimizde dnce sasirdilar daha sonra isledigimiz konularin
aslinda anlayamayacaklari bir zorlukta konu olmadiginmi fark ettiklerinde dogal olarak yavas yavas aktif
olmaya basladilar.” seklinde goriis belirtmistir. Ogretmen derslerin dgrencilerin alismus olduklarindan
farkli bir sekilde islendiginde ilk baglarda gekindiklerini, daha sonra aktif olarak derse katilmaya
basladiklarini ifade etmistir.

Uygulanan arglimantasyon temelli etkinliklerin grup calismalarinda grupta yer alan bazi
Ogrencilerin daha aktif olup bazilarinin pasif kalmasina iliskin “Grup icerisinde bazilarinin daha aktif
olup bazilarimin pasif kalmasi bizim en zorlandigumiz seydi. Mesela grup calismalarinda bazi 6grenciler
grupta pasif kalmak istedi. Baslangicta bu tarz sorunlaria karsilastik. Onlari da stirece dahil etmeye
calistik. Sonra onlar da bakti ki sorular aslinda cevaplayamavacag tiirden degil. Isledigimiz konu
aslinda _anlayamayacagi boyutta bir zorlukta konu olmadigi icin dogal olarak cocuk yavas yavas
bireysel ve grup calismalarinda aktif olmaya basladi.” diyerek bazi Ogrenciler aktif iken bazi
Ogrencilerin pasif olmasindan kaynaklanan sorunda pasif olan 6grencileri derse aktif sekilde katarak
sorunu ¢ozmeye ¢alistigini soylemistir.

Smif Ogretmeni Ogrencilerin daha oOnce hi¢ laboratuvar ve laboratuvar malzemeleri
gormemelerine iliskin “Okul ortamimizda laboratuvar ve malzemeler kisith oldugu ic¢in ve okulumuz
ilkokul ve ortaokul birlikte oldugu icin dogal olarak laboratuvari kullanamiyoruz. Bu ogretim yontemi
ile dogal olarak c¢ocuklar omiirlerinde gérmedikleri malzemeleri burada gordiiler ve ilk basta
zorlanduar.” diyerek Ogrencilerin okuldaki laboratuvari1 daha oOnce hi¢ gormediklerini ve
kullanmadiklari i¢in bu malzemeleri her bir derste gorerek, yaparak yasayarak yaptiklarinda ilk baglarda

zorlandiklarini belirtmistir.

Tartisma, Sonuc ve Oneriler

Arglimantasyon temelli 0gretimin Sosyal Bilgiler ve Fen Bilimleri dersinde uygulanmasi
sonrasinda goriisleri alman Ogrenciler her iki ders iginde gerceklestirilen uygulamalarin eglenceli
oldugunu, smif i¢inde tartisma ortami yarattigini, konulara farkli bakis acilari ile bakmay1 sagladigini
ve konularin daha iyi anlagildigim ifade etmislerdir. Ayrica Fen Bilimleri dersinde yer alan etkinliklerde
deneylerin yapilmasinin derslere yonelik bir farkindalik ortaya koydugu ogrenciler tarafindan ifade
edilmistir. Ogrencilerin boyle diisinmesinde her iki derste de birbirinden farkli etkinliklerin yapilmast,
derslerde bu kadar egleneceklerini tahmin edememeleri, kendi diisiincelerini ¢ekinmeden simif
ortaminda ifade edebilmeleri, bir konuya tek bir agidan bakmak yerine farkli bakis agilarindan bakarak
diisiinmeleri ve sorgulayabilmeleri, argiimantasyonun 6geleri olan iddia, veri, gerekce, destekleyici ve
clirtitiicti 6gelerini ortaya koyabilmelerinden kaynakli oldugu sdylenebilir.
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Her iki ders i¢in de Ogrencilerin genel olarak ayni ifadelerde bulunmalari, argiimantasyon
temelli 6gretim etkinliklerinin hem Sosyal Bilgiler hem de Fen Bilimleri dersinde uygulanabileceginin
bir gdstergesi olabilir. Yazicioglu ve Alkan (2019) ile Yilmaz Ozcan ve Tabak (2019) da benzer bir
sekilde ilkokul diizeyindeki Sosyal Bilgiler dersinde arglimantasyon temelli &gretimin
kullanilabilecegini ifade etmislerdir.

Arglimantasyon temelli 6gretim ile gerceklestirilen Sosyal Bilgiler ve Fen Bilimleri dersinde
hangi boliimlerin begenildigine ve zorlanildigina yonelik 6grenci goriisleri alindiginda, 6grenciler
Sosyal Bilgiler ve Fen Bilimleri dersinde yapilan argiimantasyon temelli 6gretimin eglenceli olmasini,
etkinliklerin dikkat ¢ekici olmasini, smif i¢inde tartigma ortami yaratmasini, konularin farkli bakis
acilar ile ele alinmasini ve farklh etkinliklerin yer almasini begenirken, grup arkadaslarinin tartigmaya
cok katilmamasi, grup arkadaglarini ikna etmede zorlanma ve karar verememe durumlarinda etkinlik
stirecinde zorlandiklarini ortaya koymuslardir. Ayrica 6grenciler Fen Bilimleri dersinde Sosyal Bilgiler
dersinden farkli olmak fizere; deneyleri kendilerinin yapmalarini begenirken, bazi deneyleri tahmin
etmede zorlandiklarimi ifade etmislerdir. Genel olarak Sosyal Bilgiler ve Fen Bilimleri dersinde
gerceklestirilen argiimantasyon temelli etkinliklere iliskin G&grencilerin goriisleri incelendiginde,
ogrenciler begendiklerine yonelik daha fazla goriis belirtmislerdir.

Ogrencilerin etkinlikleri begenme nedenleri nceden derslerin sadece ders kitabindan islenmesi,
kitaptaki deneylerin ev 6devi olarak verilmesi ve bunlarin deftere yazdirilmasindan ziyade 6gretim
boyunca tiim deney malzemelerinin 6nlerinde olmasi ve her bir deneyi kendilerinin yapmalarina olanak
saglanmasindan kaynakli olabilir.

Ogrencilerin etkinliklerde zorlanma nedenleri ise ii¢ kisiden olusan grup calismalarinda gruptaki
bazi 6grencilerin derse katilimda isteksiz olmasi ve grup arkadasina yardim etmemesi, bazi etkinliklerde
yer alan konuya iliskin karar verememe ve tartisma ortaminda karsi tarafin diislincesini
clirlitememesinden kaynakli oldugu s6ylenebilir.

Sosyal Bilgiler ve Fen Bilimleri dersinde yapilan argiimantasyon temelli 6gretim, dersin daha
eglenceli olmasi, konuyu farkli bakis agilariyla diigiinmeyi saglama, sinif i¢inde tartismay1 6grenme,
konularin kalic1 olmasi ve daha iyi kavranilmasi durumlarinda 6grencilerin diistincelerinde bir farklilik
ortaya ¢ikarmistir. Bunlarin yaninda Fen Bilimleri dersinde deney yapmay1 6grenmeleri de 6grencilerin
diistincelerinde bir farklilik ortaya ¢ikarmistir. Genel olarak incelendiginde, Sosyal Bilgiler dersinde
ogrencilerin diislincelerinde ortaya ¢ikan farklilik sayilar1 Fen Bilimleri dersine gore daha az oldugu
belirlenmistir. Ayrica argiimantasyon temelli 6gretim etkinlikleri kullanilarak yapilan dersler ile
uygulama oncesinde 6gretmen tarafindan yapilan dersler arasindaki farkliliklarin benzerliklerden daha
fazla oldugu ortaya ¢ikmistir. Bunun nedeni olarak derslerin farkli yontem ve tekniklerle, uygun
materyallerle kullanimi saglandiginda 6grencilerin diisiincelerinde farklilik meydana gelebilecegi, dersi
sevme-sevmeme gibi diisiincelerde 6nemli degismeler meydana gelebilecegi sdylenebilir.

Sosyal Bilgiler ve Fen Bilimleri derslerinde argiimantasyon temelli 6gretim siirecine iligkin sinif
Ogretmeninin goriisii alindiginda “6grencilerde meydana gelen degisimler”, “Ggretmende meydana
gelen degisimler”, “uygulama silirecinde karsilasilan zorluklar” bagliklar1 altinda incelenmistir.
“Ogrencilerde meydana gelen degisimler” olarak sinif 6gretmeni, Sosyal Bilgiler ve Fen Bilimleri
dersinde 6grencilerin ilk baslarda sasirdiklarini, derslerde daha aktif olduklarini, farkli bakis agilari
kazandiklarini ve derslerde daha gok eglendiklerini ifade etmistir. Ogretmen, argiimantasyon temelli
etkinliklerin uygulanmasiyla elestirel diislinmenin ve sinif i¢inde tartismanin bagladigini, derse katilimin
arttigini, derse katilmayan ogrencilerin de katilmaya basladigini, sinif icinde tartisarak 6grenimin
oldugunu, kalici 6grenmenin meydana geldigini, 6grencinin 6n planda olup 6gretmenin geri planda
oldugunu belirtmistir. Elde edilen bu sonug¢ arglimantasyon temelli 6gretimin kavramsal anlamay1
arttirmasi sonucu ile benzerlik tasimaktadir (Hohenshell ve Hand 2006; Kabatas Memis, 2014).
Arglimantasyon temelli Ogretimle Ogrencilerin akademik basarilari yaninda argiimantasyon
becerilerinin gelisimini saglamakta ve elestirel diislinme, karar verme, problem ¢6zme gibi becerilerinin
gelismesine de katki sagladigi sdylenebilir. Arglimantasyon becerilerinin yaninda bazi becerilerin de
gelisecegine yonelik elde edilen bu sonuglar Jiménez-Aleixandre ve Puig (2011), Knight ve McNeill
(2015), Felton ve Kuhn (2001), Gillies ve Khan (2009), Siegel (1999) ve Torun (2015) tarafindan
yapilan ¢aligmalarin sonuglariyla benzerlik gdstermektedir.
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“Ogretmende meydana gelen degisimler” olarak sinif 6gretmeni, simif i¢inde uygulanan
ogretimin kendisini gelistirdigini, yeni bir d6gretim yontemini 6grendigini, kendisini motive ettigini,
kendisinde olan kavram yanilgilarinin farkina vardigini ve kavram yanilgilarmi giderdigini ifade
etmistir. Sinif 6gretmeninin deneyimli bir 6gretmen olmasimna ragmen geleneksel yontemle dersi
islemesinden dolay1 farkli bir yontemle karsilasmasindan kaynakli bazi zorluklar yasadigi ifade
edilebilir. Bunun yaninda 6gretmen tarafindan bazi kavramlarin yeteri kadar bilinmedigi ortaya ¢ikmis
olup uygulanan 6gretim siirecinin bunlar1 belirlemesine imkan sagladig1 sdylenebilir. Fen Bilimleri
dersinde kiitle (Giines, Dilek, Demir, Hoplan ve Celikoglu, 2010; Kirtak Ad ve Kocakiilah, 2013), hacim
(Celik, 2013; Ecevit ve Simsek, 2017; Karsh ve Ayas, 2013), 1s1-sicaklik (Cetin, 2017; Gokulu, 2015;
Kaptan ve Korkmaz, 2001; Ural ve Basaran Ugur, 2021), 1s1 aligverisi (Uyanik ve Serin, 2016) gibi
konularda 6gretmenlerin ve 6gretmen adaylarinin kavram yanilgilarinin sik oldugu goriilmekle birlikte
uygulayici olan sinif 6gretmeninin de bu kavramlarda bazilarinda zorlandiklar1 goriillmektedir.

Smif 6gretmeni “uygulama siirecinde karsilagilan zorluklar” bagligi altinda, bazi 6grencilerin
sinif ici tartismalarinda ¢ekindiklerini, grup igerisinde baz1 6grencilerin daha aktif olurken bazilarinin
daha pasif oldugunu ortaya koymustur. Ayrica 6gretmen, 6grencilerin daha dnce argiimantasyon temelli
etkinliklerle karsilagmamalar1 nedeniyle bazi etkinliklerde ve bazi konular tartisirken zorlandiklarini,
daha 6nce laboratuvar ve laboratuvar malzemelerini gérmemelerinden kaynakli zorluklar yagandigin
belirtmistir. Bu durumun ortaya ¢ikmasi, 6grencilerin bdyle bir 6gretimle ilk defa karsilagsmalari, devlet
okulunda olan malzeme yetersizligi, bazi deneylerin tahmin edilen siireden daha uzun siirmesinde
kaynaklanan diger derse sarkmasi durumunda Ogrencilerin dikkatinin dagilmasi gibi sorunlardan
kaynakli oldugu soylenebilir. Sogukpinar ve Giindogdu (2020) yapmis olduklari c¢alismalarinda Fen
Bilimleri dersinde deney malzemelerinin eksik olmasi, laboratuvar ortamindaki fiziki sartlarin
yetersizligi, siiflarin kalabalik olmasi gibi eksikliklerin oldugunu ifade etmislerdir. Benzer bir sekilde
Ulugimar, Dogan ve Kaya (2008) smif ogretmenlerinin Fen Bilimleri dersinde deneylerle ilgili
tedirginlik yasadiklarini, bulunduklari okullarda laboratuvar olmasina ragmen donanim agisindan
sorunlarin oldugunu belirtmislerdir. Arastirmada elde edilen sonuglar dogrultusunda asagidaki
onerilerde bulunulmustur.

» Arastirma 6grencilerin birbiri ile ¢alismasina, fikirlerini tartigmasina imkan saglamigtir. Bu
baglamda ¢ocuklarin argiiman Ogelerinden olan iddia, veri, gerekge, destekleyici ve
clirtitiicii kullaniminin yaninda akran 6gretimi ve grup ¢aligmasini da saglamasindan dolay1
arglimantasyon temelli 6gretim derslerin igerisinde siklikla kullanilabilir.

» Sozel ve sayisal olarak betimlenen Sosyal Bilgiler ve Fen Bilimleri dersinde 6grenciler
konuyu farkli bakis agilar1 ile degerlendirerek farkli diigiinceleri tartisabilme olanaklar
bulmuslardir. Bu dogrultuda &grencilerin kendi diislincelerini ifade etmelerine ortam
hazirlayacak argiimantasyon temelli etkinlikler derslerde uygulanabilir.

» Argiimantasyon temelli 6gretim etkinliklerinin 6grencilerin karar verme, elestirel diigiinme,
problem ¢bézme gibi becerilerinin gelisimine etkisini ortaya ¢ikaracak farkli aragtirmalar
tasarlanabilir.

» Argiimantasyon temelli 6gretim ile dgrencilerin toplumsal konulara hakkinda farkli bakis
acilar ile bakabilmelerine olanak sagladigindan argiimantasyon temelli 6gretim toplumsal
konular {izerine yapilan arastirmalarda kullanilabilir.

» Sosyal Bilgiler ve Fen Bilimleri ders kitaplarindaki argiimantasyon ile ilgili etkinliklerin
sayisi arttirilabilir.
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Introduction

Education has always been seen as an important element to train individuals who have the
knowledge and skills needed in societies and who will adapt to the developments and changes that occur
over time (Yiksel, 2010). The importance of brain power is increasing day by day for human beings
who have passed from the industrial age to the information age. The aim of education systems is to use
brain power in the best way and to reveal new information (Yiiksel, Kaya, Urhan & Sefik, 2019). It is
seen that the level of development of a society increases depending on the increase in its knowledge
level (Erden, 2017). In the information age, societies need individuals who had good mathematics
education. Mathematics education develops the ability to solve a problem, to produce alternative
solutions to that problem and to develop the ability to interpret (Aydin, 2003). Raising individuals who
are suitable for the purpose of education systems depends on the quality of curricula (Yiiksel, 2010).
Changes in science and technology have also affected education systems and countries have developed
new curricula in accordance with the needs of the time (Aktas, 2013). In our country, as a result of the
curriculum development study, changes are made and continue to be made in curricula from time to
time (Baki, 2020). In the press release for the 2017 curriculum change, the Board of Education (Turkish:
Talim ve Terbiye Kurulu-TTKB) stated that, while making this change, they also took into consideration
educational plans, international exams such as the Trends in International Mathematics and Science
Study (TIMSS) and the Programme for International Student Assessment (PISA), reports prepared by
various institutions, and scientific research on the subject. The first mathematics curriculum in Tirkiye
was prepared in 1927 (Keskin, 2019). The curriculum, which is still in use in the 2023-2024 academic
year, was put into practice in 2018.

The Ministry of National Education (MoNE) revised all curricula in 2017, and the mathematics
curriculum was revised again, the number of learning outcomes, the content of some learning outcomes,
the order in which some subjects were taught were changed and some subjects were removed from the
curriculum. With this revised curriculum, it is aimed to raise individuals who can produce and use
knowledge, find solutions to the problems they face, have high self-confidence and are beneficial to
society. The curriculum is arranged in a simple and understandable way in a way of taking individual
differences into consideration while conveying information. In this curriculum, certain subjects and
learning outcomes at different grade levels are given with a spiral structure, while subjects and learning
outcomes that are not arranged in a spiral structure are also included (MoNE, 2018).

Secondary education 11th and 12th grade mathematics curriculum is applied in Anatolian high
schools that take students with LGS (Turkish: Liselere Giris Sinavi-High School Entrance Examination)
and Anatolian High Schools and Social Sciences High Schools that take students with secondary school
grade point average (MoNE, 2018). Secondary school mathematics curriculum 11th and 12th grade
subjects and outcomes cover the mathematics subjects and outcomes in the Field Proficiency Test
(Turkish: Alan Yeterlilik Testi-AYT), which is the second stage of the Higher Education Institutions
Examination (Turkish: Yiiksek6gretim Kurumlarit Sinavi-YKS). When the data of the YKS exam in
recent years are evaluated, it is seen that the average correct answer of 40 mathematics questions in the
AYT exam was 9.96 in 2020, 6.19 in 2021, 7.72 in 2022, and 7.20 in 2023 (OSYM,
2020;2021;2022;2023). In the based on light of these data, it was determined that the number of
mathematics correct answers of students who graduated from high school and entered the university
exam was between 15% and 25% of the questions in the mathematics test. This situation makes it
necessary to investigate how effective and efficient this curriculum is. In addition, the Ministry of
National Education (2018) stated that it will make the necessary revisions in the mathematics curriculum
according to the results of the research on the curriculum. In the literature review, it was seen that there
were many evaluation studies related to the curriculum, but no evaluation was made specifically for the
Secondary Education 11th and 12th grade mathematics curriculum. Curriculum evaluation is the
decision about the suitability, effectiveness and success of the prepared curriculum by using scientific
research techniques (Usun, 2016). Curriculum evaluation studies provide guidance for those who make
decisions about the continuation, improvement, modification or termination of the curriculum
(Fitzpatrick, Sanders, & Worthen, 2019). In this context, different approaches and opinions on
curriculum evaluation have emerged and different curriculum evaluation models have been developed
(Demirel, 2021). In this study, Stufflebeam context, input, process and product evaluation model was
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used. Stufflebeam (1971) in this model, evaluation is done in four parts: context, input, process and
product. It is also called CIPP evaluation model (Stufflebeam, 1971). CIPP consists of the initials
Context (C), Input (1), Process (P), Product (P).

Contextual evaluation investigates whether the curriculum to be evaluated responds to the needs,
and what the needs and problems of the curriculum implementers are (Fitzpatrick et al., 2019). In
addition, a situation analysis of the curriculum is also conducted (Ornstein & Hunkins, 2017).

Input assessment collects information about the resources used to achieve the objectives and
how these resources are used. Process evaluation provides information about the implementation phase
of the curriculum. It provides information about the deficiencies in the implementation phase of the
planned curriculum and how the planned activities are carried out (Ornstein & Hunkins, 2017). Product
evaluation investigates now compatible the product resulting from the program is with the expected
result. It provides information to decision makers about the future of the curriculum (continuation,
modification or abolition) (Fitzpatrick et al., 2019).

The evaluation of the secondary school 11th and 12th grade mathematics curriculum according
to Stufflebeam context, input, process and product model is considered important in terms of examining
the curriculum in a multidimensional way. It has been seen that there are many thesis and articles about
the 2018 mathematics curriculum (Cil, Kuzu & Simsek, 2019; Demir, 2021; Onal, 2020; Biger, 2019;
Yalc¢ikaya, 2018; Ave, Erik¢i & Ok, 2021). In the existing studies, it was observed that there was no
evaluation specific to 11th and 12th grades. Curriculum evaluation is considered important in terms of
obtaining the opinions of groups that are not involved in the curriculum preparation process. (Fitzpatrick,
Sanders, & Worthen, 2019). In this study, since it was aimed to evaluate the Secondary Education 11th
and 12th grade Mathematics Curriculum, which was put into practice in 2018, according to Stufflebeam
(CIPP) model with the dimensions of context, input, process and product, answers to the following
problems were sought.

1) What is the level of teachers' opinions about the context, input, process and product
dimensions of the curriculum?

2) What are the opinions of teachers about the context, input, process and dimension of the
curriculum?

3) What are the views of 11th grade students about the process and product dimensions of the
curriculum?

4) What is the level of 12th grade students' views on the process and product dimension of the
curriculum?

Method

In this study, mixed method was used in which qualitative and quantitative research methods
were used together. In mixed research, the complementarity of qualitative and quantitative data
strengthens the study (Usun, 2016). In addition, a simultaneous design in which quantitative and
gualitative data are of equal importance was used. In this study, a questionnaire was applied to teachers
and a scale was applied to students to obtain quantitative data. Semi-structured interviews were
conducted with teachers to obtain qualitative data. Semi-structured interviews, which are highly
preferred in qualitative research, allow the researcher to update the questions and be more flexible during
the interview (S6nmez & Alacapinar, 2011). The questionnaire applied to the teachers in the study was
prepared by the researcher by taking expert opinion after conducting a literature review. The scale for
evaluating the high school mathematics curriculum prepared by (Keskin, 2019) with the CIPP model in
the process and product dimensions was applied to the students. The qualitative data of the study was
obtained from semi-structured interviews conducted by the researcher with teachers within the
framework of the CIPP model.

Study group

The population of the study was determined as high school students in Tiirkiye. The sample of
the study consists of 180 students taking 11th and 12th grade mathematics courses in the 2022-2023
academic year and 50 mathematics teachers. The sample of the study was determined by purposive

195



Journal of Education, Theory and Practical Research 2024, Vol 10, Issue 2, 195-209  Secil BILGIN, Derya GOGEBAKAN YILDIZ

sampling in which the most appropriate groups were selected for the purpose of the research (Bastiirk
& Tastepe, 2013). While determining these groups, attention was paid to have students and teachers
from different school types. This was planned to collect more accurate data about the curriculum. The
school types participating in the study were determined to be Anatolian High Schools and Social
Sciences High Schools. Science High Schools were excluded from the study because they follow the
Science High School Mathematics Curriculum.

There were 30 female and 60 male students in Grade 11 and 65 female and 25 male students
in Grade 12 participating in the survey. There were Anatolian high school that accepts students by exam
30, 30 Anatolian High School and 30 Social Sciences High School students in Grades 11 and 12,
totalling 90 students. Of these students, 48 students in 11th grade are equal weight and 42 students in
numerical department, 54 students in 12th grade are equal weight and 36 students in numerical
department.

Table 1. Demographic characteristics of the teachers
Demographic Characteristics

Gender Female 23
Male 27
1-5 years None
6-10 years 2
Professional Seniority 11-15 years 8
16-20 years 7
21-25 years 20
25 and above 13
Faculty of Education 33
Graduated faculty Science and Literature 17
Other None
Bachelor's degree 35
Education Status Master's Degree 14
Doctorate 1
Anatolian High School accepts students by exam 10
School Type Anatolian High School 36
Social Sciences High School 4
Class Level You Teach 11th grade 12
12th grade 4
11 and 12th grade 34

As seen in the table, 46% of the researched group are female and 54% are male teachers. In
addition, 66% of the group consisted of teachers with over 20 years of experience, 66% were
graduates of the faculty of education, and 30% were teachers with master's and doctoral degrees.

The demographic characteristics of the teachers who participated in the interview are given
below.
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Table 2. Demographic characteristics of the interviewed teachers

Teacher Gender Professional Graduated Educational Status  School Type
Seniority Faculty
(years)
T1 Female 21-25 Science and  Bachelor's degree  Anatolian High
literature School
T2 Male 6-10 Science and  Bachelor's degree  Anatolian High
literature School
T3 Female 21-25 Science and  Bachelor's degree  Anatolian
literature Vocational High
School
T4 Male 21-25 Science and  Bachelor's degree  Anatolian High
literature School accepts
students by exam
T5 Female 21-25 Faculty of Bachelor's degree  Social Sciences
Education High School
T6 Male 21-25 Science and  Bachelor's degree  Anatolian
literature Vocational High
School
T7 Male 25 and Faculty of Bachelor's degree  Social Sciences
above Education High School
T8 Male 21-25 Science and  Bachelor's degree  Social Sciences
literature High School
T9 Female 25and Faculty of Bachelor's degree  Social Sciences
above Education High School
T10 Female 21-25 Science and  Bachelor's degree  Anatolian High
literature School
T11 Male 11-15 Faculty of Master's Degree Anatolian High
Education School accepts
students by exam
T12 Female 11-15 Science and  Master's Degree Anatolian
literature Vocational High
School

The table shows the data about the gender, professional seniority, graduated faculty, educational
status, school type and class level of the teachers who participated in the interview.

Data Collection Process

The data of the study were collected face-to-face by the researcher in September-December
during the 2022-2023 academic year. Permission was obtained from Manisa Directorate of National
Education for the research. The schools were visited, and the scale was applied to the students in
appropriate classes. Scale applications were completed in approximately 20 minutes. For the teacher
questionnaire and interviews, teachers were interviewed, and appointments were made for their
convenience. The questionnaire was completed in approximately 10 minutes and the interviews in 20-
25 minutes. Teachers were informed that the questionnaire and interviews were for the 11th and 12th
grade curriculum and that participation was voluntary. Permission was obtained from the teachers to
record the interviews, and the interviews were conducted using a recording device. The interviews of
the two teachers who did not give permission were conducted by taking notes.

Data Collection Tool

Secondary Education 11th and 12th Grade Mathematics Curriculum Evaluation Teacher
Survey

Before preparing the teacher survey, the literature was reviewed and similar studies on the
subject and the data collection tools of these studies (Akozbek, 2008; Abat 2016; Onal, 2020; Keskin,
2019) and the Secondary Mathematics Curriculum were examined. 43-items survey including context,
input, process and product dimensions are developed by the researcher. The opinions of three
mathematics teachers and one curriculum and instruction expert were taken for the content and face
validity of the survey. As a result of the evaluations, a 35-item survey was created. The context
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dimension of the survey consists of 13 items (1, 2, 3,4, 5,6, 7, 8, 9, 10, 11, 12, 13); the input dimension
consists of 7 items (14, 15, 16, 17, 18, 19, 20); the process dimension consists of 7 items (21, 22, 23, 24,
25, 26, 27); and the product dimension consists of 8 items (28, 29, 30, 31, 32, 32, 33, 34, 35).

The teacher survey consists of two parts. The first part includes the Personal Information Form
to measure gender, professional seniority, graduated faculty, educational status, type of school, and
grade level. The second part is the Teacher Survey for the Evaluation of Secondary School 11th and
12th Grade Mathematics Curriculum, which consists of 35 items in 5-point Likert type.

Scale for Students' Evaluation of High School Mathematics Curriculum in Process and Product
Dimension with CIPP Model

For the students, the scale developed by Keskin (2019) to evaluate the high school mathematics
program in the process and product dimensions with the CIPP model was used. The scale consists of 24
items in 5-point Likert type. The first part of the scale includes the Personal Information Form in which
the students' gender, school type, grade level, and the field from which they will take the university
entrance exam are obtained, and the second part includes items related to the process and product
dimensions. The scale consists of 24 items, 11 items for the process dimension and 13 items for the
product dimension. The eigenvalue of the process sub-dimension is 3.95, the variance explained by it is
36%, and the Cronbach Alpha reliability coefficient is .81. The eigenvalue of the product sub-dimension
is 7.05, the variance explained by it is 50% and the Cronbach Alpha reliability coefficient is .92.

Semi-structured Interview Form

The gqualitative data of the study were obtained from semi-structured interviews with teachers.
Interview is a technique of getting ideas about a subject. Semi-structured interviews provide the
flexibility to change the questions during the interview (Sonmez & Alacapinar, 2011). For the semi-
structured interview form, the researcher examined similar studies (Abat 2016; Keskin, 2019; Tekalmaz,
2019), the Secondary Mathematics Curriculum (MoNE, 2018) and created an 11-question interview
form within the scope of the CIPP model in parallel with the questions in the teacher survey. For this
interview form, a program evaluation expert and four mathematics teachers were consulted, and it was
determined that the questions were appropriate. The interview form was finalized.

Data analysis

SPSS 25 program was used in the analysis of quantitative data. The Cronbach Alpha reliability
coefficient of the questionnaire, in which teachers' opinions about the Secondary 11th and 12th grade
Mathematics Curriculum were taken, was found to be .938. In addition, Cronbach Alpha value for the
context dimension of the questionnaire was .846; for the input dimension was .678; for the process
dimension was .826, and for the product dimension was .908. It was seen that the reliability of the
questionnaire was high in sub-dimensions.

In the Analysis of the Scale for Students' Evaluation of High School Mathematics Curriculum
in Process and Product Dimension with CIPP Model, Cronbach Alpha value was found to be .94. In
addition, normality analysis of the scale was performed to determine the use of parametric or
nonparametric tests in data analysis. As a result of the analyses, it was seen that the mean test score of
the scale was -.388 and kurtosis was -.284 in the 11th grade. In 12th grade, the skewness value was -
478 and kurtosis value was -.219. Since these values were between -2 and +2, it was accepted that the
data were normally distributed (George & Mallery, 2010) and it was decided to conduct parametric tests.

The value ranges used in the interpretation of the arithmetic mean of the scores obtained from
the items in the questionnaire in which the teachers' opinions about the Secondary School 11th and 12th
grade Mathematics Curriculum and the "Scale for Students' Evaluation of the High School Mathematics
Curriculum in the Process and Product Dimension with the CIPP Model" are 1.00-1.79 (Strongly
Disagree), 1.80-2.59 (Disagree), 2.60-3.39 (Moderately Agree), 3.40-4.19 (Agree), 4.20-5.00 (Strongly
Agree).

Content analysis and descriptive analysis techniques were used together to analyze the
qualitative data. For content analysis, codes and categories were created and presented in tables. In
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descriptive analysis, teachers' opinions about the questions were directly quoted. The interviews with
the teachers were transcribed as data.

Findings

In the study evaluating the 2018 Secondary Mathematics 11th and 12th Grade Curriculum, the
Teacher Questionnaire for Evaluating the Secondary Mathematics 11th and 12th Grade Curriculum was
applied to teachers and the Scale for Evaluating the High School Mathematics Curriculum in the Process
and Product Dimension with the CIPP Model was applied to students. Additionally, semi-structured
interviews were conducted with teachers. Quantitative and qualitative research findings are presented
below.

Findings on Evaluation in Context Dimension

The question of what the level of teachers’ views on the context dimension of the 11th and 12th
grade mathematics curriculum were investigated and the findings are presented in Table 3.

Table 3. Teachers' views on context dimension

Item Items related to the context dimension N X Sd

1 Mathematics curriculum meets the mathematics education needs 50 3.48 .81
of students

2 The mathematics curriculum enables students to make 50 3.38 .88
connections between mathematics and other subjects

3 Weekly class hours (duration) are sufficient for the 50 350 .93
implementation of the mathematics curriculum.

4 The outcomes of the curriculum form the basis for students' 50 3.42 .78
future mathematics experiences.

5 The time allocated in the curriculum according to the level of 50 322 .91
difficulty and ease of the subjects is sufficient.

6 The curriculum prepares students for central exams. 50 3.22 .76

7 The curriculum is designed in accordance with the individual 50 258 .70
differences of the students.

8 The conceptual information contained in the curriculum is 50 380 .64
sufficient.

9 The curriculum is designed taking into account students' prior 50 3.64 .80
learning.

10 In the curriculum, the subjects are arranged from simple to 50 3.64 .94
difficult and as a continuation of each other.

11 Recommended resources for the implementation of the 50 3.60 .83
curriculum are available.

12 The spiral structure of some topics in the curriculum facilitates 50 3.38 .78
learning.

13 The curriculum has features that will help students gain 50 3.28 .70
mathematical thinking skills.

It was seen that the mean of the items belonging to the context dimension of the Secondary
Mathematics Curriculum was X=3.39 (between 2.60-3.39-Moderately Agree). The item that the teachers
agreed with the most in the items related to the context dimension in the questionnaire was "The
conceptual information contained in the curriculum is sufficient. X =3.80 (between 3.40-4.19-Agree), the
item they agree with the least is "The curriculum was created in accordance with the individual
differences of the students." X =2.58 (1.80-2.59-Disagree).

Regarding the question of what the teachers' views are on the context dimension of the 11th and
12th grade mathematics curriculum, the findings obtained from the following questions asked to the
teachers are given in Table 4.

1) Are the school facilities (physical environment, resource supply, smart board, number of
students, etc.) suitable for the implementation of the curriculum?

2) What is your opinion on the adequacy of the topics in the curriculum for the 11th and 12th
grade level?
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Table 4. Teacher interview findings on the context dimension

Theme  Category Code Teachers
Physical Suitable T1,T2,T3, T4, T5,T6, T7, T8,
environment T9,T10,T11,T12
Source and material ~ Sufficient T1,T3,T4,T5,T6, T7, T8, T9,
T10,T11, T12
Context Insufficient T2
Smart board Available T1,T2,T3,T4,T5, T6,T7, T8,
T9, T10, T11, T12
Suitable for level T1,T2,T3,T5,T6, T7, T8,
T10,T11
Topics Should be simplified T12, T6

Should be combined T7,T9

Shouldn't have been T4
simplified

Teachers stated that the physical environment is suitable for implementing the curriculum,
resources and smart boards are available. T5: "It is suitable, we do not have any problems." One of the
teachers stated that the subjects in the 11th and 12th grade curriculum were sufficient and appropriate
for the level as follows. T1: "The curriculum of 11 and 12 is good. We don’t have time problems, and
the children understand it."

Findings Related to Evaluation in Input Dimension

The question “What is the level of teachers' opinions on the input dimension of the 11th and
12th grade mathematics curriculum?” was investigated, and the findings are presented in Table 5.

Table 5. Teachers' views on the input dimension

Item Items Related to Input Dimension N X sd

14 The learning outcomes of the curriculum are at an achievable level. 50 3.66 .66

15 The time allocated to learning outcomes in the program is 50 3.48 .81
sufficient.

16 Learning outcomes of in the curriculum are related to each other. 50 374 .72

17 Students' attitudes towards the course are positive. 50 2.90 .76

18 Students' level of readiness is sufficient for the implementation of 50 2.78 .89
the curriculum.
19.  The topics in the curriculum are of interest to students. 50 2.86 .70

20.  Teachers are adequately equipped to implement the curriculum. 50 4.04 .88

The mean of the input dimension of the teachers' views on the 11th and 12th grade Mathematics
Curriculum was X=3.35 (between 2.60-3.39-Moderately Agree). In the opinions of the teachers about
the input dimension, the opinion they agree with the most is "Teachers are sufficiently equipment to
implement the curriculum. X=4,04 (3.40-4.19-Agree) and the least agreed opinion was "Students'
readiness levels are sufficient for the implementation of the curriculum. X=2,78 (between 2.60-3.39-
Moderately Agree).

Regarding the question of what the teachers' views are on the input dimension of the 11th and
12th grade mathematics curriculum, the findings obtained from the questions asked to investigate this
are given in Table 6.

1) What do you think about the appropriateness of the objectives in the curriculum according
the level and readiness level of the students?

2) What do you think about the time allocated to the subjects for the implementation of the
curriculum and the weekly course hours?

3) Do you find the textbook sufficient to implement the curriculum? Do you use different books
as a source?

4) What are the positive and negative aspects of the curriculum?
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Tablo 6. Teacher interview findings on the input dimension

Theme Category Code Teachers
Suitable for level T5,T8, T9, T10,
T11
Learning Spiral structure is not T4,T6
Outcome suitable
Readiness is adequate T2
Readiness is not enough T3,T6, T7, T8, T9,
T12
The learning outcomes of T1, T2
Turkish/Mathematics and

The Science/Mathematics
fields should be separate

For 12th graders Enough T1,T2, T3, T4, T5,
T7,T8,T9, T10,
T11
Duration Insufficient ~ T6, T12
INPUT For 11th grade Enough T1,T2,T4,T7, T8,
T10, T11
Insufficient T3, T5,T6,T9, T12
Theoretically enough T1,T4,T5,T10
Textbook Insufficient in terms of T2, T3, T4,T5,T7,
question types T11,T12
Theoretical and question T9,T10
type is enough
Positive Curriculum simplification T1,T5, T8, T11,
aspects of T12
the
curriculum
Negative Spiral system T2, T3, T4, T6,T7,
aspects of T8
the
program
Geometry not being a separate course T6, T11
Inability to relate to daily life T5

One teacher stated that the learning outcomes were appropriate for the level, but the students'
readiness was insufficient as follows. T8: "Although the learning outcomes are appropriate, readiness
varies according to the students' work. They cannot transfer what they learned in 10th grade to 11th
grade, sometimes they forget, they may need a short repetition. Readiness is weak.

Teachers stated that the time allocated to implement the curriculum is sufficient, but the Social
Sciences High School 11th grade mathematics course durations are 5 hours per week, while in other
high schools it is 6 hours per week. One teacher's views on the subject are as follows. T9: "Normally 6
hours is enough, but in 11th grades we have 5 hours and other schools have 6 hours, then, it is not
enough, an hour is missing, we teach the same curriculum, they teach 6 hours, we teach 5 hours, "the
course time has to be increased to 6 hours.”

They stated that the textbook was prepared theoretically well, but it was insufficient in terms of
question types. The opinions of a teacher on the subject are as follows. T4: "The textbook is theoretically
adequate, they give the definitions, formulas very well, they give the proofs, and | use them a lot. In
logarithm, it does not only give the property, but it also gives the reason why it is so, it is very good."

Teachers stated that the negative aspects of the curriculum were that the subjects were given in
a spiral system, that geometry was not a separate course, that the subjects could not be associated with
daily life, and that the same curriculum was applied for every student. They found the simplification of
the curriculum positive.
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Some of the teachers' opinions about the positive and negative aspects of the curriculum are
presented below.

T3: "The spiral structure is sometimes not positive for our students. They come to a certain topic
and leave it halfway, and when they see it again next year, they have forgotten that topic and we have
to go back to the beginning again, and | honestly do not see this as very positive for our students."

T8: "The simplification of the curriculum was good, at least the students started to think about
the subjects more deeply and logically. In other words, they try to learn the core of the subject rather
than memorizing. When there was a lot of information, we always tried to memorize, so it is good that
it was simplified...."

Findings Obtained from Teachers’ Views on Process Dimension

The question "What is the level of teachers' views on the process dimension of the 11th and 12th
grade mathematics curriculum?" was investigated and the findings are presented in Table 7.

Table 7. Teachers' views on the process dimension

Item Items related to the process dimension N X Sd

21 In the implementation of the curriculum, students actively 50 338 .78
participate in the lessons.

22 Information and communication technologies are used in the 50 392 .66
implementation of the curriculum.

23 The curriculum is student-centered. 50 354 .79

24 During the implementation of the curriculum, sufficient 50 326 .94

practice and exercise solutions are made for each subject.
25 Different learning and teaching techniques are applied during 50 358 .83
the implementation of the curriculum.

26 While implementing the curriculum, activities are associated 50 354 .73
with real life problems.

27 The curriculum is implemented in cooperation with the 50 394 74
teachers.

It was seen that the mean of the teachers' opinions about the process dimension of the 11th and
12th grade mathematics curriculum was X=3.59 (3.40-4.19-Agree). The opinion that the teachers agree
with the most is "The curriculum is implemented in cooperation with the teachers of the department.
X=3.94, (3.40-4.19-Agree), and the least agreed opinion was "There are enough practice and exercise
solutions for each subject while the curriculum is being implemented. X=3.26 (between 2.60-3.39 -
Moderately Agree).

To investigate the question “What are the teachers' views on the process dimension of the 11th
and 12th grade mathematics curriculum?”, semi-structured interviews were conducted with teachers and
the following questions were asked.

1) What are the problems you encounter at implementing the curriculum? What would you
suggest overcoming these problems?

2) Do you make changes while implementing the curriculum? If so, can you explain what kind
of changes they are?

3) Do you use information and communication technologies while implementing the
curriculum? Can you explain how you use them?

The findings obtained from the interviews are presented in Table 8.
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Table 8. Findings from the interviews on the process dimension

Theme  Category Code Teachers
Problems Abstractness of the subjects T2,T11
Experienced Inadequacy of readiness levels T1,T3,T11
Spiral education T4,T6,T12
Changes made Early completion of 12th grade T1,T2,T11
subjects
Process Repetition old topics T4,T5,T6
Use of Using the smart board T1,T2, T3, T4, T5, T6,
information and T7,T8,T9, T11,T12
communication ~ Dynamic math software or digital T4,T12,T11
technology tools
Using the z book T3, T5

Using the EBA and OGM materials

T5,T6, T10, T12

As problems encountered during the implementation of the curriculum, it was stated that 11th
and 12th grade mathematics topics were more abstract than the lower grades, students' readiness was
not sufficient and there were problems due to the spiral system. When teachers were asked about the
changes they made while implementing the curriculum, they stated that they completed the 12th grade
subjects early due to the university exam, and that they had to repeat the subjects in the lower grades
because the parts of the subjects in the lower grades were forgotten due to the spiral system. Teachers
stated that they used the smart board and EBA (Turkish: Egitim Bilisim Agi- Educatiin Information
Network) materials while implementing the curriculum. The opinions of some teachers are as follows.

T12: "The fact that the curriculum is given in a spiral disrupts the integrity of the subject. Since
students forget most of the subjects they learned a year ago, they have difficulty in
acquiring the follow-up learning outcomes."

T5: "No, we do not make changes, we apply the order in the curriculum. But I revise old topics
to remind them."

Findings Obtained from Students' Views on Process Dimension

1) In order to evaluate the program in the process dimension, their opinions were taken
with the scale applied to the students.

2) What is the level of 11th grade students' views on the process dimension of the 11th
grade mathematics curriculum?

What is the level of 12th grade students' views on the process dimension of the 12th grade
mathematics curriculum? The questions were investigated, and the findings are presented below.

Table 9. Arithmetic mean and standard deviation values of 11th and 12th grade students' level of participation in
the items in the process dimension

GRADE 11 GRADE 12
Item Items Related to Process Dimension N X Sd N X Sd

1 | actively participate in mathematics lessons 90 350 1.10 90 3.62 1.11
2 I interact with my teacher in math class 90 3.68 1.12 90 3.83 1.07
3 'r;r;e activities in mathematics lessons interest 90 323 128 90 336 1.14
4 I can e_asny apply _the_ knqwle_dge I have 90 274 130 90 277 1.22

learned in mathematics in daily life
5 The teacher takes_ class participation into 90 406 95 90 398 108

account when grading.
6 The concepts in mathematics course are

discussed with their historical development. %0 261 128 90 280 130
7 Mathematics is taught through inquiry and 90 297 140 90 3.06 124

discovery
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Table 9. Arithmetic mean and standard deviation values of 11th and 12th grade students' level of participation in
the items in the process dimension (Continued)

GRADE 11 GRADE 12
Item Items Related to Process Dimension N X Sd N X Sd
8. | ask my teache_r without hesitation what | do 90 398 115 90 4.02 1.12
not understand in class
9. In mathem.atlcs, we are provided to reach 90 360 126 90 3.66 1.12
generalizations based on sample problems.
10 | associate my existing knowledge in
mathematics with the new information I learn 90 350 1.30 90 3.60 1.12
in the lesson
11 I can express my results in mathematical 90 314 128 90 341 115
language

11th grade students' mean agreement with the views on the process dimension was X=3.36
(between 2.60-3.39-Moderately Agree). 11th grade students' opinions on the process dimension of the
mathematics curriculum, the opinion they agree with the most is "The teacher takes participation in the
lesson into consideration when giving grades. X=4.06 (3.40-4.19-Agree). The opinion that they agree
with the least is "The concepts in the mathematics course are handled together with their historical
development. X=2.61 (between 2.60-3.39-Moderately Agree).

The 12th grade students' mean agreement with the views on the process dimension was X=3.46
(3.40-4.19-Agree). In 12th grade students' opinions on the process dimension of the mathematics
curriculum, it was determined that the opinion they agreed with the most was "I ask my teacher without
hesitation about the places | do not understand in the lesson." X=4.02 (3.40-4.19, Agree), and the opinion
they agreed with the least was "I can apply the information | learned in mathematics lessons in daily
life." X=2.77 (between 2.60-3.39-Moderately Agree).

Findings Obtained from Teachers’ Views on Product Dimension

To evaluate the curriculum in the product dimension, a questionnaire was applied to the teachers
and interviews were conducted.

The question 'What is the level of teachers' opinions on the product dimension of the 11th and
12th grade Mathematics Program?' was investigated, and the findings are presented in Table 10.

Table 10. Teachers' views on the product dimension

Item  Views on the Product Dimension N X Sd
28 STkhitlalscurrlculum provides students with mathematical thinking 50 348 76
29 The curriculum contributes to students' problem-solving skills. 50 3.48 .76
30 The curriculum develops students' analytical thinking skills. 50 3.52 .76
31 The curriculum forms the basis for students' subsequent
. . 50 378 .76
mathematics learning.
32 ,IAt th_e end of the curriculum, students have achieved all the 50 334 .80
earning outcomes.
33. The curriculum enables students to achieve the desired success 50 324 89
in central exams.
34. The curriculum provides students with mathematical skills
. ; 50 3.18 .87
that they can apply in real life.
35. Students can benefit from their achievements in other 50 330 97
courses.

The mean of the product dimension of the teachers' views on the 11th and 12th grade
mathematics curriculum was X=3.42 (3.40-4.19-Agree). In the opinions of the teachers about the
product dimension, the opinion they agree with the most is “The curriculum forms the basis for students'
next mathematics learning. X=3.78 (3.40-4.19, Agree), and the least agreed opinion was “The program
provides students with mathematical skills that they can apply in real life. X=3.18 (between 2.60-3.39-
Moderately Agree).
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To investigate the question, 'What are the opinions of teachers about the product dimension of
the 11th and 12th grade mathematics curriculum?', interviews were conducted with the teachers, and the
following questions were asked.

1) What are your views on the 11th and 12th grade mathematics curriculum in terms of preparing
students for central exams?

2) What are your suggestions for improving the 11th and 12th grade mathematics curriculum?

The findings obtained from the interview questions related to the product dimension are
presented in Table 11.

Table 11. Findings from the interviews on the product dimension
Theme Category Code Teachers

Enough T1,T2,T3, T4, T5,T6, T9, T11, T12
Central

PRODUCT exams Insuff!c!ent T8,
Preparation Insufficient for next T7,T9

generation questions

11th and 12th grade Mathematics Curriculum is sufficient to prepare students for central exams:
T4: "When the curriculum is fully implemented, it is sufficient for students, of course it meets all the
subjects that will appear in the exams...... but normally when we look at it in terms of learning outcomes,
when we look at it in terms of resources, it is sufficient for preparation for exams."

As suggestions for the improvement of the curriculum, teachers suggested that the spiral
structure should be revised, the subjects should be associated with daily life, the resources of the
Ministry of National Education should be increased, the course hours should be equal in all kinds of
schools, and the subjects at the undergraduate level should be removed. Some of the teachers' opinions
are as follows: T1: "I think that if there is subject integrity, if it is given from the simplest to the end of
the subject, it will sit better in the child..." T11: "Embodiment can be done. Since not all students are at
the same level, some parts of the curriculum are too academic.

Findings Obtained from Students' Views on Product Dimension

In order to investigate the questions “What is the level of 11th grade students' views on the
product dimension of the 11th grade Mathematics Curriculum?” and “What is the level of 12th grade
students' views on the product dimension of the 12th grade Mathematics Curriculum?” the scale was
applied to the students and the following findings were obtained.

Table 12. Arithmetic mean and standard deviation values of students' level of participation in the items of the
product dimension

11 GRADE 12 GRADE
Item Items Related to Product Dimension N X Sd N X Sd
12 What | learn in math class is the basis for the 90 396 123 90 394 1.00
next math class
13 My mferencg-makmg skills have improved 90 331 127 90 351 115
in mathematics lessons
14 My problem-solving skills in mathematics

. 90 348 122 90 355 1.30
have improved.

15 I learned enough math at school 90 344 132 90 350 1.19

16 | believe that | will be successful in national
selection exams with what | have learned in 90 286 129 90 312 134
mathematics

17 I use the language of mathematics correctly
and effectively with what | have learned in 90 3.00 1.27 90 3.36 1.08
mathematics lessons

18 My interest in mathematics increased with 90 338 140 90 317 131
the mathematics course
19 I can easily access the documents | need

about mathematics 9 362 125 90 375 116
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Table 12. Arithmetic mean and standard deviation values of students' level of participation in the items of the
product dimension (Continued)

11 GRADE 12 GRADE

Item Items Related to Product Dimension N X Sd N X Sd

20 | believe that I will be successful in 90 330 134 90 335 1.4
mathematics even after math class

21 What_ | Igarned in mathematics contributed 90 255 123 90 290 1.36
to daily life

22 The knowledge | Iea}rned in mat.herr_]atlcs 90 238 121 90 276 1.38
enabled me to contribute to social life

23 I use the knowledge | gained in mathematics 90 288 134 90 342 119
in other courses

24 Mathematics course positively affects my

. 90 3.07 140 90 342 1.23
success in other courses at school

11th grade students' mean agreement with the views on the product dimension was X=3.17
(between 2.60-3.39-Moderately Agree). The opinion that 11th grade secondary school students agree
with the most in the product dimension of the Mathematics Curriculum is “What | learned in the
mathematics lesson is the basis for the next mathematics lesson. X=3.96 (3.40-4.19,-Agree) and the least
agreed opinion was “What I learned in the mathematics course contributed to social life. X=2.38
(between 1.80-2.59-Disagree).

The 12th grade students' average of the product dimension (X=3.36) was found to be
"Moderately agree". It was determined that the most agreed opinion of the 12th grade secondary school
students on the product dimension of the Mathematics Curriculum was "What | learned in the
mathematics course is the basis for the next mathematics course” (X=3.94) and the least agreed opinion
was "The information | learned in the mathematics course enabled me to contribute to social life"
(X=2.76).

Discussion, Conclusion and Suggestions

In the study in which the 11th and 12th grade mathematics curriculum was evaluated, teachers'
views on the items in the context dimension were examined. In the quantitative dimension of the study,
it was seen that the teachers' participation in the context-level opinions was positive. Interviews with
teachers supported this view. As a result, it was stated that the program related to the context dimension
was sufficient in terms of subject and conceptual knowledge and appropriate for the level, and that the
physical conditions for the implementation of the program were sufficient. Onal (2018) concluded that
the theoretical knowledge in the 9th grade mathematics curriculum is sufficient. In a similar study, Abat
(2016) stated that the environmental issue is suitable for the implementation of the program. In their
study evaluating the secondary school mathematics curriculum, Ojimba, Gogo and Simeon (2022)
concluded that the amount and quality of resources available did not contribute significantly to the
implementation of the curriculum. Teachers stated that the curriculum does not take individual
differences into account. As a matter of fact, in the 2018 Secondary Mathematics Curriculum, it is stated
that individuals have differences arising from environment, heredity and culture and that the curriculum
is structured by considering differences (MoNE, 2018). It is thought that the reason for this difference
between the curriculum and the teachers' opinions is that teachers apply the curriculum in the most
appropriate way to the general without taking individual differences into account in order to complete
the curriculum within the specified time.

When the level of teachers' participation in the items related to the input dimension was
examined, it was seen that the participation was at a moderate level. It was determined that teachers had
sufficient equipment in the implementation of the program. Dursun and Dede (2004) stated that teacher's
being equipped is the level of field knowledge, pedagogical knowledge and general culture knowledge.
In their study where Quadriah, Wicaksono et al. (2022) evaluated the mathematics curriculum in primary
school with the CIPP model, they said that the learning objectives in terms of input dimension, students,
teachers and materials, were in good condition. In addition, from the findings obtained from quantitative
and qualitative data, it was concluded that students' readiness levels were not sufficient for the
implementation of the 11th and 12th grade mathematics curriculum. In particular, it was determined that
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the lower grade levels of the topics in the spiral structure were forgotten and had to be repeated every
time. Yal¢inkaya (2018) concluded in her study that one of the most common problems faced by teachers
during the implementation of the curriculum was the low level of students' readiness. In addition,
teachers stated that the time allocated for the learning outcomes was sufficient. However, in the findings
obtained from qualitative data, teachers stated that the same curriculum in 11th grades is applied 5 hours
a week in Social Sciences High Schools and 6 hours a week in Anatolian High Schools. In 11th grades,
it was determined that the time allocated to the program was different. According to the findings
obtained from qualitative data, it was concluded that the textbook is theoretically good, but the number
and type of questions are low. Similar to this study, Temizkalp (2019) found that the textbook was liked
by teachers, but the number of exercises was low.

In the interviews with the teachers, their opinions on the positive and negative aspects of the
program were obtained. It was concluded that the negative aspects of the curriculum are that some
subjects are structured with a spiral system, geometry is not given as a separate course, and the same
curriculum is applied to every student. Eroglu (2019) stated in his study that the spiral system approach
was prominent in the mathematics curriculum at all grade levels and due to this situation, the subjects
were frequently divided, and it was necessary to go back to the beginning each time. The result of this
study is in parallel with the result of Eroglu (2019). It was concluded that teachers see the simplification
of the curriculum as a positive aspect.

When the level of participation of the teachers to the items related to the process dimension was
examined, it was seen that the level of participation was at the level of “agree” and the level of
participation of the students to the opinions was at a medium level. According to the findings obtained
from the quantitative data in the process dimension, it was concluded that the curriculum was carried
out in cooperation with the teachers of the department. This result is in line with the curriculum. As a
matter of fact, in the MoNE (2018) curriculum, it is stated that while preparing teaching materials,
mathematics department teachers should cooperate among themselves and with the teachers of other
departments. Since it is necessary to prepare and implement common departmental exams in the process
of evaluating students in schools, it is thought that the joint action of departmental teachers leads to this
result. According to the findings obtained from qualitative data, it was concluded that teachers actively
used the smart board during the implementation of the program and benefited from EBA and OGM
(Turkish: Ortadgretim Genel Miidiirligii- General Directorate of Secondary Education) materials. In the
MoNE (2018) curriculum, it is stated to benefit from information and communication technologies. In
similar studies conducted by Biger (2020) and Oziidogru (2016), it was determined that teachers used
smart boards and computer-aided instruction applications during the lesson process. In the findings
obtained from quantitative data, teachers stated that they could not make enough practice solutions for
the subjects. In the findings obtained from qualitative data, it was concluded that teachers had to make
flashbacks to remind the previous learning outcomes due to the insufficient readiness of the students,
the abstract nature of the subjects and the spiral system. For this reason, it is thought that in order to
complete the subjects on time, they could not make enough activity and exercise solutions suitable for
the level of each student.

According to the findings obtained from 11th grade students, it was concluded that teachers took
into account the participation in the lesson while evaluating students. In addition, in the opinions of the
teachers, it was determined that they made student-centered practices while implementing the
curriculum. The 2018 mathematics curriculum states that the education process takes place with the
participation of the teacher and the student. The result was found to be compatible with the curriculum.
In a similar study, Oziidogru (2016) found that the curriculum was student-centered, but teachers
implemented the curriculum in a teacher-centered manner. In their study where they evaluated the upper
secondary school mathematics curriculum in Nigeria, Zalmon, Ojimba and Adauko (2020) found that
the use of traditional and innovative teaching methods while implementing the curriculum did not
contribute to the advancement of the mathematics curriculum. In addition, in their study where
Ghahrouie and Nourabadi (2019) evaluated the teaching methods recommended for the sixth-grade
mathematics course according to teachers' opinions, they found that there was a moderate level of
interest in the teaching methods. It was found that 11th and 12th grade students can communicate easily
with their teachers, ask questions to the teacher without hesitation, and interact with the teacher in the
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lesson. It is thought that this result may be due to the fact that 12th grade students are more interested in
the mathematics course because they are in the university preparation process and ask where they do not
understand. Ayten and Hayirsever (2019) concluded in their study that teachers are interested in their
students and that students communicate easily with their teachers, which is similar to this study. In the
findings obtained from 11th grade students' opinions, it was concluded that teachers did not emphasize
the historical development of concepts in mathematics lessons. The reason why the history of
mathematics is not covered in the lessons is the anxiety of not being able to train due to the intensity of
the program, not being asked in central exams, and the student's lack of motivation (Yildiz & Baki,
2016). It was concluded that 11th and 12th grade students could not apply the information they learned
in mathematics lessons to daily life. This result may be due to the fact that 11th and 12th grade subjects
are abstract and therefore difficult to apply to daily life. When the teachers' level of agreement with the
items related to the product dimension was examined, it was seen that the level of agreement was at the
level of “agree”. When the findings obtained from teachers and students were analyzed, it was concluded
that the information learned in the course formed the basis for the next course. The subjects in the
curriculum are interrelated and complementary to each other. This result was found compatible with the
curriculum.

Teachers and students said that the curriculum laid the foundation for their next learning. The
findings obtained from teachers and students support each other. Missing or unlearned knowledge in
mathematics makes it difficult to learn new knowledge. Each learning outcome and topic is the
foundation for the next mathematics topics. These views shared by students and teachers show that the
topics in the curriculum are interrelated and are a continuation of each other. In addition, it was
concluded that the knowledge learned in the mathematics course does not contribute to social life and
daily life. It is thought that this result may be due to the fact that 11th and 12th grade subjects are more
abstract and cannot be applied in daily life. Learning mathematics by associating it with daily life is
effective for students to love mathematics and be successful (Ilgar & Giilten ;2013). According to the
gualitative and quantitative findings obtained from the teachers, it was concluded that the program
prepares students for the central exams. However, this conclusion is not supported by the fact that the
average score of the students in the 40-question mathematics test in the AYT exam, which includes 11th
and 12th grade subjects, has been seven net in the last three years (OSYM, 2021, 2022, 2023).

The following suggestions were presented to improve the 11th and 12th grade mathematics
curriculum.

1) Topics that can be learned at university level such as limits, derivatives and integrals can be
reviewed.

2) Students can be enabled to concretize and use mathematics by including activities related to
daily life.

3) MoNE resources can be increased, and equal time should be allocated to the curriculum in
all types of schools.

4) The curriculum can be arranged in accordance with individual differences.
5) It should be ensured that similar studies are carried out after the curriculum changes.
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Introduction

Humans express their feelings, thoughts, and pursuits with words and shape their world with
these words. Therefore, language skills play a key role in people’s self-discovery, integration with their
society, interaction with their environment, and transferring their culture to future generations (Ceran &
Deniz, 2015; Bastug, 2021). Reading, one of the basic language skills, has grown in importance with
the transition from oral culture to written culture. In today’s society, advances in science and technology
have led to a rapid expansion in the accumulation of human knowledge, leading to an increase in the
volume of printed and electronic resources (Yildiz, 2013). This situation has exposed people to an
overwhelming influx of information, making it essential for them to read, analyze, comprehend, and use
information efficiently. In this context, reading skills have become a key asset for accessing the vast and
diverse information sources available in the modern information age (Akyol, 2011). Indeed, research
has reported that reading skills not only shape people’s academic life but also influence their social,
cultural, and economic lives (Martinez & Fernandez, 2010; Strickland et al., 2013; Vorhaus et al., 2011).
Thus, it can be said that reading skills are an integral part of human life.

Reading is a skill that influences every aspect of life, from the simplest daily activities to the
most complex scientific, social, and economic endeavors (Ozgelik, 2011). Given the significance of this
skill in shaping human life, it is essential to clarify what reading truly entails. The literature is full of a
wide range of conceptual definitions. The lack of consensus on the definition of reading stems from the
fact that it encompasses multiple components. Despite this complexity, the various definitions can be
summarized into two distinct categories based on their chronological order. The first category includes
earlier definitions, which primarily describe reading in terms of letter-sound correspondence, decoding,
and word recognition skills (LaBerge & Samuels, 1974; Logan, 1988). Over time, it became evident
that these definitions were insufficient as they focused on the phonological and mechanical aspects of
reading. In contrast, recent definitions in the second category incorporate not only phonological skills
but also skills such as integrating background knowledge into the text, possessing a certain level of
vocabulary, being familiar with the structure of the language, gathering textual clues, and making
inferences while remaining faithful to the context (Elleman & Oslund, 2019; Kintsch, 1998; NRP, 2000).
This shift indicates that contemporary definitions of reading include the phonological component but
put greater emphasis on the comprehension component of reading. Accordingly, reading can be defined
as the process by which the reader extracts meaning from written language through participation and
interaction (Armbruster et al., 2001; Snow, 2002). This definition illustrates that “reading” and
“comprehension” are not separate concepts but are interconnected in a cause-and-effect relationship.
Reading comprehension is both a sub-component of the reading process and its ultimate purpose
(Gambrell et al., 2002; NRP, 2000). Indeed, people read to understand, and they seek to comprehend
what they read (Demirel, 1999; Smith et al., 2021).

Reading comprehension plays a crucial role in lifelong learning and self-development (Giines,
2011). Therefore, reading comprehension stands out as one of the most critical skills that can be
cultivated during school years. Reading instruction in the early years of schooling is focused on teaching
students how to read (Chall, 1983). However, once students start middle school, they are expected to
read with the purpose of learning (Fang, 2008). A student’s ability to learn through reading depends on
their fluency in reading the text, and their ability to gather textual clues, integrate identified keywords
with their background knowledge, and make inferences while remaining faithful to the context of the
text (Bastug, 2021; Sweet & Snow, 2003). In other words, proficiency in reading comprehension is
essential for learning. Numerous studies in the literature also highlight the impact of reading
comprehension skills on academic achievement (Ates, 2008; Bastug, 2014; Bloom, 2012). Furthermore,
research has demonstrated that reading comprehension affects performance not only in Turkish language
classes but also in other subjects such as Mathematics, Science and Technology, and Social Studies
(Akay, 2004; Aksoy & Doymus, 2014; Bayat et al., 2014; Goktas & Giirbiiztiirk, 2012; Gilingor, 2009;
Keskin & Bastug, 2010; Oluk & Basonciil, 2009; Yazici, 2006). Thus, it can be said that reading
comprehension skills play a decisive role in students’ overall academic achievement.

One of the most significant indicators of academic achievement in schools is the high school
entrance exam, which is also called the system of transition to high school (henceforth LGS as its
Turkish acronym). LGS is a central exam administered annually by the Ministry of National Education
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(MEB in Turkish acronym) to eighth-grade students across the country. The primary objective of this
exam is to identify students eligible for admission to selective high schools, using academic performance
in specific subjects as a benchmark. The exam includes questions from subjects including Turkish,
Revolution History of the Republic of Tiirkiye and Kemalism, Religious Culture and Ethics, Foreign
Language (English), Mathematics, and Science. The questions are aimed at assessing students’ skills in
reading comprehension, interpretation, inference, problem-solving, analysis, critical thinking, science
process skills, and similar competencies (MEB, 2023). Given the nature of the questions in the LGS, it
seems that reading comprehension is relatively important for success in the exam. Indeed, the literature
contains studies that support this view (Aksoy, 2017; Ceran & Deniz, 2015; Yildiz et al., 2019).
However, the extent to which reading comprehension predicts exam success remains a matter of
curiosity. This study aimed to explore the effect of fifth-grade students’ reading comprehension skills
on their LGS success in the eighth grade. This study is believed to contribute both to satisfying this
curiosity and to expanding the relevant literature. The longitudinal design of the study would help
establish a causal relationship between reading comprehension and exam success and generate more
reliable predictions (Cohen et al., 2018). Furthermore, it has been observed that students in our country
perform poorly in both international (PISA, PIRLS, TIMSS) and national central exams (LGS, ABIDE
[Monitoring and Assessment of Academic Skills]). As a result, the findings of this study are expected
to help elucidate the role of reading comprehension in education curricula and discover any curricular
issues. In this context, the study will seek to answer the following questions:

1) Is there a relationship between middle school fifth and seventh grade students’ reading
comprehension skills and their LGS scores at the end of eighth grade?

2) To what extent do middle school fifth and seventh grade students’ reading comprehension
skills predict their LGS scores at the end of eighth grade?

Method

The study used a longitudinal correlational survey design, which is a quantitative research
method. The reason for choosing the correlational survey design was that it helps examine the
relationship and predictive power between two or more variables (Karasar, 2014). Data in survey studies
can be collected in a cross-sectional, retrospective, or longitudinal manner (Biiyiikoztiirk et al., 2018).
In this study, data on students’ reading comprehension skills were collected during four different
periods: in the fall and spring semesters of their fifth and seventh grades. In this regard, the current study
gualifies as a longitudinal study.

Study group

This study was carried out in 67 middle schools in 23 different cities, which are the branches of
a private school company affiliated with the Ministry of National Education. Students attending these
schools in the 2019-2020 academic year were included in the study based on the following inclusion
criteria:

e Speaking Turkish as a native language,

e Not being diagnosed with any physical (e.g., vision or hearing impairment) or cognitive
disability, and

e Being enrolled in the fifth grade of middle school.

Consent forms were obtained from the parents of eligible students who volunteered to
participate in the study. The study process was initiated with 2029 students. However, there was a loss
of participants due to health problems (especially related to the COVID-19 pandemic and its side
effects), absenteeism, moving, school change, and withdrawal. The final sample consisted of 986
students studying in 46 middle schools in 17 cities. The sample was relatively homogenous with 531
male and 455 female students coming from a middle-class socioeconomic background. The age range
was 11 to 12 years during the study.
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Data Collection Tool

This study assessed participants’ reading comprehension skills and subject knowledge (LGS
scores). Below is given information about the measurement tools used in the study.

Reading Comprehension Test: The reading comprehension skills of the participants were
measured using reading comprehension tests designed by the researchers. A total of six reading
comprehension tests were prepared for each grade level (5th, 6th, and 7th grades) for the fall and spring
semesters. However, the tests prepared for the 6th-grade fall and spring semesters could not be
administered due to the COVID-19 pandemic. Information on the tests is presented in the table below.

Table 1. Information on the Reading Comprehension Tests

Number of Number of
Tests
Texts Items
5th Grade Reading Comprehension Test (Fall Semester) 2 10
5th Grade Reading Comprehension Test (Spring Semester) 2 10
7th Grade Reading Comprehension Test (Fall Semester) 2 10
7th Grade Reading Comprehension Test (Spring Semester) 2 10

As seen in Table 1, the reading comprehension tests prepared separately for the fall and spring
semesters of each grade consisted of two texts and 10 questions related to these texts. Information about
the designing process of the tests is described below.

The development of the reading comprehension tests began with the creation of appropriate
reading texts and reading comprehension questions based on these texts. The prepared tests were
subsequently subjected to expert review to ensure validity. The Lawshe method (1975) was used to
determine the content validity of the tests. Accordingly, the suitability of each item in the tests was
evaluated by a panel of eight experts. Based on the evaluation results, content validity ratios were first
calculated, followed by the calculation of content validity indices. The results showed that the content
validity ratios for the items in the fifth- and seventh grade reading comprehension tests (for both
semesters) ranged from 0.75 to 1. The content validity index for the fifth grade reading comprehension
tests (for both semesters) was found to be 0.90, while the content validity index for the seventh grade
reading comprehension tests (for both semesters) was determined to be 0.975. These results show that
the fifth- and seventh grade reading comprehension tests (for both semesters) have adequate content
validity (Ayre & Scally, 2014). Following the confirmation of content validity, a pilot study was
conducted to determine the item discrimination and reliability of the tests. These pilot tests were
administered to distinct sample groups of 600 individuals for each test. To assess item discrimination,
item-total correlations were calculated, and the top/upper 27% and the bottom/lower 27% groups were
compared. Tables 2 and 3 present the analysis results.
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Table 2. Item-Total Correlation

Item-Total Item-Total
Tests Items em o.a Tests Items em o'a
Correlation Correlation
Item 1 310 Item1 454
Item 2 .399 Item 2 507
o 3 _ Item 3 400 cEn 2~ Item 3 520
52 % lems 276 S22 ltems 385
SRS IR o 5 2
Xz g ltemb 373 x g 5 Item 5 458
£23  rems 380 825 lems 428
O 5T O s =
é §$ Item 7 374 é g 3 Item 7 .561
o 5 Item 8 .348 oINS Y Item 8 401
Item 9 387 Item 9 544
Item 10 .293 Item 10 400
Item 1 .503 Item 1 547
Item 2 499 Item 2 AT75
o 3 Item 3 546 o8 ~ Item 3 495
SF o = F g
T 2 Item 4 457 T n Item 4 579
© o 8 e o 2
x'a c Item 5 450 % a5 Item 5 443
[
223  ltems 598 §25  lems 529
® 5% O 5=
p %—@ Item 7 438 p %—(% Item 7 483
SIS Item 8 565 ~ 8= Item 8 .529
Item 9 .614 Item 9 476
Item 10 251 Item 10 .498

As seen in Table 2, the item-total correlations for the items in the reading comprehension tests
ranged between 0.251 and 0.614. This result indicates that some items have a low level (.00 to .30),
while others have a moderate level (.30 to .70) of statistically significant positive item-total correlations
(Biiytikoztiirk, 2006). To determine the discriminative power of the items included in the tests, an
independent samples t-test was conducted. Table 3 shows the analysis results.

Table 3. T-Test Values of the Upper 27% and the Lower 27% Groups

— Levene’s Test

Tests Groups n X SD F—p t p

5th-Grade Reading Upper 27% 162 885.94 15.47

Comprehension Test (Fall . 128.207 .000 30.035.000

Semester) Lower 27% 162 593.12123.11

5th-Grade Reading Upper 27% 162 888.71 15.99

Comprehension Test (Spring . 49.981 .000 29.906 .000

Semester) Lower 27% 162 817.58 25.70

7th-Grade Reading Upper 27% 162 900.00 0.00

Comprehension Test (Fall . 271.713 .000 24.352.000

Semester) Lower 27% 162 571.70171.59

7th-Grade Reading Upper 27% 162 899.81 1.35

Comprehension Test (Spring 326.359 .000 26.017 .000
Lower 27% 162 845.79 26.39

Semester)

As seen in Table 3, there were statistically significant differences between the lower and upper
groups. This result indicates that the items in the reading comprehension tests are able to discriminate
between high-scoring and low-scoring students.

Cronbach’s alpha, Spearman-Brown, and Guttman split-half coefficients were calculated to
determine the reliability levels of the reading comprehension tests. The results are presented in Table 4.
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Table 4. Reliability Values for the Reading Comprehension Tests

Cronbach’s Spearman- Guttman

Tests ?fulTe?: Alpha Brown Split-Half

Coefficient Coefficient Coefficient
5th-Grade Reading Comprehension Test (Fall Semester) 10 .675 .644 .644
5th-Grade Reading Comprehension Test (Spring Semester) 10 .786 764 748
7th-Grade Reading Comprehension Test (Fall Semester) 10 .788 .825 .824
Tth-Grade Reading Comprehension Test (Spring Semester 10 .783 .839 .809

As seen in Table 4, the Cronbach’s alpha values of the reading comprehension tests ranged
between .675 and .788. This result shows that the tests are reliable. The internal consistencies of the
reading comprehension tests were also calculated using the Sperman-Brown and Guttman split-half
coefficients. These results show that the 5th-grade reading comprehension tests are sufficiently reliable,
while the 7th-grade reading comprehension tests are well reliable. Taken together, these results indicate
that the measurements obtained from the tests developed to measure reading comprehension skills are
valid and reliable.

LGS Exam Scores: The high school entrance exam in Tiirkiye is conducted by the Ministry of
National Education to place students who want to enter high schools that accept students by exam. This
exam is administered to eighth-grade students once a year. The LGS exam consists of 90 questions
grouped under two main sections: verbal and numerical test sections. The verbal test section consists of
50 questions, including 20 in Turkish, 10 in Revolution History of the Republic of Tiirkiye and
Kemalism, 10 in Religious Culture and Ethics, and 10 in Foreign Language (English). The numerical
test section consists of 40 questions, including 20 in Mathematics and 20 in Science.

Data Collection Process

Ethical approval was obtained from the Institutional Ethics Committee of the Istanbul
University-Cerrahpasa, Istanbul, Tiirkiye. All participants and their parents gave informed consent.

In this longitudinal study, students’ reading comprehension skills were measured during the fall
(last week of December) and spring semesters (last week of May) of the 2019-2020 and 2021-2022
academic years, when the participants were in the fifth and seventh grades, respectively. Due to the
COVID-19 pandemic, no data on reading comprehension skills were collected during the 2020-2021
academic year, when the students were in the sixth grade. Consequently, the participants’ reading
comprehension skills were tracked longitudinally at four different points: the fall and spring semesters
of the fifth and seventh grades. The assessment procedures at these four points were parallel in terms of
time.

Before the implementation phase, the administrators at the headquarters of the private school
company with which the middle schools are affiliated informed school principals, vice principals, and
relevant teachers about the purpose, content, and criteria of the study. Each middle school, following
this briefing, sent to the headquarters a list of students who met the inclusion criteria and whose
participation was approved by their parents. Subsequently, the headquarters shared the measurement
schedule and guidelines for the implementation with the school principals and vice principals. Each
principal made the necessary arrangements within their respective schools accordingly. The
measurements were conducted simultaneously across all participating middle schools during the last
week of December and May of each academic year, on the same day and class hour. The tests were
administered under the supervision of teachers assigned by the school principals. Before administering
the reading comprehension test, the supervising teachers informed students about the purpose of the
tests and the rules they were expected to follow during the session. The reading comprehension tests
were administered in a single 40-minute session in students” own schools and classrooms. After the test,
each supervising teacher digitally entered the test scores into the headquarters database on the same day.
The data were then forwarded to the researchers in compliance with the personal data protection law.
The students’ LGS exam scores were sent electronically to the researchers after approval from the
parents and school administrators was obtained.
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Data analysis

The data analysis phase of the study began with the transfer of the collected data on participants’
reading comprehension skills and LGS exam scores into the SPSS software. Before commencing the
data analysis, a thorough review was conducted to ensure that the data were within the defined
parameters and free from errors. Subsequently, the mean scores from the reading comprehension tests
administered during the fall and spring semesters for each grade (5th and 7th grades) were calculated.
These average scores were then used to begin the analysis process. In the first stage of analysis, the
Kolmogorov-Smirnov test was used to check the normality of the data. In the second stage, the Pearson
correlation coefficient was calculated to identify whether there was a significant relationship between
students’ reading comprehension scores and their LGS exam scores. In the final stage, a regression
analysis was performed to determine whether reading comprehension skills could predict students’ LGS
exam scores.

Findings

In this section, the findings regarding the sub-problems of the research are presented in tables
in line with the data obtained from the data collection tools.

Findings Regarding the Normality Test

A normality test was carried out to determine the normality of the data. The results are presented
in Table 5.

Table 5. Findings Regarding the Normality Test
Kolmogorov-

Measures Smirnov X Median Skewness Kurtosis
Statistic df p

5th-Grade Reading
Comprehension Tests
7th-Grade Reading
Comprehension Tests

High School Entrance Exam
(LGS)

104 986.000785.14 802,50  -0.933 0.592

149 986.000810.06 825,00 -1.238 1.421

126 986.000418.69 30,00 -1.006 0.396

Because the number of participants was over 50, the Kolmogorov-Smirnov normality test was
used. The analysis results showed that the reading comprehension test scores and LGS exam scores did
not have a normal distribution (p < .05). Therefore, the data were examined using the other assumptions
of normal distribution, namely the closeness of the mean median, and the kurtosis-skewness values. The
skewness and kurtosis values fell within the range of -1.50 to +1.50, indicating that the distribution did
not deviate excessively from normality (Tabachnick & Fidell, 2013). Thus, statistical methods based on
the normal distribution assumption were used in the data analysis.

Findings Regarding Correlation Analysis

The Pearson correlation coefficient was calculated to identify whether there was a significant
relationship between students’ reading comprehension scores (the independent variables) and their LGS
exam scores (the dependent variable). The results are presented in Tables 6 and 7.

Table 6. Correlation Analysis Results for Students’ 5th-Grade Reading Comprehension Test Scores and LGS
Exam Scores

5th-Grade Reading

. High School
Measures Comprehension igh Schoo
Entrance Exam
Tests
5th-Grade Reading r 1 561**
Comprehension Tests p .000
High School Entrance Exam r 561** 1
(LGS) p .000
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According to the results of the correlation analysis, there was a statistically significant moderate
positive correlation between fifth-grade students’ reading comprehension test scores and their LGS
exam scores (r = .561, p =.000, p < .05).

Table 7. Correlation Analysis Results for Students’ 7th-Grade Reading Comprehension Test Scores and LGS
Exam Scores

7th Grade Reading

Measures Comprehension High School
Entrance Exam
Tests
7th Grade Reading Comprehension T 1 586**
Tests D 000
.586** 1

High School Entrance Exam (LGS) 000

According to the results of the correlation analysis, there was also a statistically significant
moderate positive correlation between seventh-grade students’ reading comprehension test scores and
their LGS exam scores (r = .586, p =.000, p < .05).

Findings Regarding Regression Analysis

Simple linear regression analysis was used to determine the predictive power of the fifth and
seventh grade reading comprehension test scores for LGS exam scores. The results are shown in Table
8.

Tablo 8. Results of Simple Linear Regression Analysis on the Effect of 5th and 7" Grade Reading Comprehension
Test Scores on LGS Exam Scores

. Standard
Variable B Error B t p VIF
Fixed 1308 13581 9.604 000
5th-Grade Reading 21.27 1.00
Comprehension Tests 0.366 0.017 561 6 000 0
R=.561 R?=314 F (1,985)=452.683 p=.000 Durbin Watson =1.911
Fixed 92.030 14.468 6.361 .000
7th-Grade Reading 22.70 1.00
Comprehension Tests 0.403 0.018 586 6 000 0
R=.586 R?=.343 F (1,985)=515.546  p=.000  Durbin Watson = 2.009

As a result of the regression analysis, it is seen that there is a moderately significant relationship
between the reading comprehension test scores of the students in the fifth (R=.561; R?>=.314; p<.05) and
seventh (R=.586; R?=.343; p<.05) grades and their LGS exam scores. The reading comprehension test
score in the fifth grade explains 31% of the variance in the LGS exam score, while the reading
comprehension test score in the seventh grade explains 34% of the variance in the LGS exam score.
According to the results of the regression analysis, the regression equations regarding the prediction of
the LGS exam score by the reading comprehension test scores in the fifth and seventh grades are given
below separately.

High School Entrance Exam (LGS) = 131.662+ .366 * 5th Grade Reading Comprehension
High School Entrance Exam (LGS) = 92.030+ .403 * 7th Grade Reading Comprehension

According to these results, students' reading comprehension skills in the fifth and seventh grades
are an important variable that predicts and explains their LGS exam scores. The contribution of both
independent variables to the regression model is positive.

Discussion, Conclusion and Suggestions

This study set out to explore the role of reading comprehension skills in LGS exam success from
a longitudinal perspective. In this section, the findings are discussed in detail in the context of relevant
studies in the literature.
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In line with the main purpose of the study, the first stage examined whether there is a relationship
between the reading comprehension skills of fifth-grade students and their LGS exam scores at the end
of eighth grade. In the second stage, the extent to which students’ reading comprehension skills predict
their LGS exam scores was investigated longitudinally. In this context, the data on reading
comprehension skills were collected using the reading comprehension tests administered to the same
group of students during the fall and spring semesters of the fifth and seventh grades. The scores on the
LGS exam taken at the end of eighth grade were accessed with the consent of the parents and school
administrators. The analysis results showed a statistically significant moderate positive correlation
between students’ reading comprehension test scores in the fifth and seventh grades and their LGS exam
scores. Additionally, reading comprehension skills in the fifth grade explained 31% of the variance in
LGS exam scores, and reading comprehension skills in the seventh grade explained 34% of the variance
in LGS exam scores. These findings suggest that reading comprehension skills serve as a prerequisite
for academic success which is measured by students’ performance on the LGS exam. Considering that
the LGS exam includes questions from various subjects such as Turkish, Mathematics, and Science, it
becomes evident that reading comprehension skills are crucial not only for success in Turkish but also
for overall academic achievement in other subjects. The present results are consistent with earlier studies
(Aksoy, 2017; Ceran & Deniz, 2015; Karakus-Aktan, 2019; Kizgin & Bastug, 2020; Obali, 2009;
Ozgelik, 2011; Yildiz et al., 2019).

Reading comprehension has historically been and continues to be one of the primary means of
learning (Akyol, 2011). Particularly in today’s society, where human life increasingly relies on
information from various printed and electronic sources, the importance of reading comprehension has
grown significantly (Zeffiro & Eden, 2000). In this context, success in social, cultural, economic, and
academic fields is dependent on an individual’s proficiency in reading comprehension. Numerous
studies in the literature highlight the relationship between reading comprehension skills and academic
success (Giildenoglu, 2008; Hulme & Snowling, 2011; Rasinski et al., 2005; Yilmaz, 2011). The impact
of reading comprehension on academic success can be attributed to the role that written language plays
in the learning environment. Given that most formal educational activities in schools are conducted
using written materials (Doyle, 1983; Sahin, 2015), students must be proficient in reading
comprehension across all subjects. Materials such as textbooks, notebooks, and periodicals constitute a
significant portion of learning resources in schools, and they contain much information and concepts
about the world. Middle school students are expected to access this information and these concepts
through written language. In other words, they are expected to read to learn (Chall, 1983). Therefore,
middle school students must be independent readers who are capable of extracting meaning from written
material without the assistance of parents, peers, or teachers. This requires fluent reading, analyzing
what is read, integrating concepts identified through analysis with background knowledge, and making
inferences consistent with the context of the text. These skills enable students to reach meaning in the
reading process and enjoy reading, thus allowing them to be exposed to more written material
(Stanovich, 2009). Increased amount of reading enhances vocabulary, enriches conceptual
understanding, and develops prior knowledge and experience, thereby facilitating the learning of
information and content in written materials (Allington, 1977; Cunningham & Stanovich, 1997; NRP,
2000; Riedel, 2007; Stanovich, 2000). Academic success, as an outcome of learning, was examined in
this study through LGS exam scores. Like most learning resources in schools, the LGS exam also
contains long and detailed texts filled with information and concepts. Therefore, students’ desired
performance on the LGS exam, a written assessment tool, depends on their reading comprehension
skills. This view is supported by the present finding that reading comprehension measures taken during
middle school predict 31% to 34% of LGS exam scores.

In conclusion, the findings of the study reveal that students’ reading comprehension skills at the
beginning of middle school affect their future academic success. This underscores the critical importance
of reading comprehension skills in students’ academic lives. Based on the findings of this study, the
following recommendations are offered:

This longitudinal study found that reading comprehension skills predict one-third of academic
success. The study examined students’ total scores on the LGS exam as an indicator of academic success.
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Future research could investigate in more detail how and to what extent reading comprehension skills
impact different subjects covered in the LGS exam content.

The findings of this study highlight the importance of students’ proficiency in reading
comprehension to learn and demonstrate their learning. Therefore, it is recommended that teachers
periodically assess reading comprehension skills throughout middle school to ensure learning is
guaranteed.

Given the role of reading comprehension in academic success, it is suggested that teachers
utilize diverse sources focused on reading comprehension skills, enrich course content in terms of
reading comprehension, and employ reading comprehension intervention programs when necessary.
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Anahtar Kelimeler

Bu aragtirmanin amaci, besinci sinifa devam eden 6grencilerin okudugunu anlama
becerilerinin ayni grubun sekizinci smiftaki ulusal merkezi sinav bagarilari
tizerindeki etkisini belirlemektedir. Aragtirma nicel aragtirma yontemlerinden
iligkisel tarama modeli ile boylamsal olarak yiiriitilmiistiir. Arastirmanin ¢alisma
grubunu, 6zel bir okulun 17 farkli ildeki 46 ortaokulunda 6grenim goéren 986
ogrenci olusturmaktadir. 531°i erkek 455’1 kiz dgrencilerden olusan katilimcilar
nispeten homojen bir dagilim sergilemekle birlikte orta sosyoekonomik diizeyde
yer almaktadir. Katilimcilarin besinci ve yedinci siniftaki okudugunu anlama
becerilerine iligkin veriler “Okudugunu Anlama Testi” araciligiyla elde edilmistir.
Ogrencilerin altinci simiftaki okudugunu anlama becerilerine iliskin veriler Covid-
19 salgim nedeniyle toplanamamustir. Ogrencilerin sekizinci sinif sonunda
girdikleri LGS sinavina iliskin puanlari ise okul yonetimi araciligtyla alinmistir.
Verilerin analizinde betimsel istatistikler, korelasyon ve regresyon analizi
kullanilmistir. Bulgular, 6grencilerin besinci ve yedinci smiftaki okudugunu
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anlama becerilerinin LGS puanlarmm 6nemli bir yordayicisi oldugunu
gbstermistir. Ogrencilerin ortaokulun baslangic donemlerindeki okudugunu
anlama becerilerinin onlarin gelecekteki akademik basarilarini etkiledigi sonucuna
ulasilmugtir.

Okuma
Okudugunu anlama
Akademik basari
Boylamsal

Makale Hakkinda

Gonderim Tarihi: 04.08.2024
Kabul Tarihi: 29.08.2024
E-Yaym Tarihi: 31.08.2024

! Dr., Doga Koleji, Ortaokul Koordinatérii, Tiirkiye, cigdem.mollaibrahim@dogakoleji.k12.tr, https://orcid.org/0009-0000-2846-5748

2 Dr., Rega Anaokulu, Kurum Miidiirii, Tiirkiye, brkoncu01@gmail.com, https://orcid.org/0000-0002-5706-0448

3 Prof. Dr., Yildiz Teknik Universitesi, Egitim Fakiiltesi, Tiirkiye, muhammet.bastug@vyildiz.edu.tr, https://orcid.org/0000-0002-5949-6966

210


https://orcid.org/0009-0000-2846-5748
https://orcid.org/0000-0002-5706-0448
mailto:muhammet.bastug@yildiz.edu.tr
https://orcid.org/0000-0002-5949-6966

Gigdem MOLLAIBRAHIMOGLU

Egitim Kuram ve Uygulama Arastirmalar1 Dergisi 2024, Cilt 10, Say1 2, 210-221 Burak ONCU, Muhammet BASTUG

Giris

Insan duygularini, diisiincelerini ve ugraglarim1 kelimelerle ifade eden diinyasini da bu
kelimelerle bigimlendiren bir varliktir. Dolayisiyla insanin kendisini kesfetmesinde, iiyesi oldugu
toplumla biitiinlesmesinde, yasadigi cevreyle etkilesim kurmasinda ve kiiltiiriinii gelecek nesillere
aktarmasinda dil becerileri 6nemli bir yer tutmaktadir (Bastug, 2021; Ceran ve Deniz, 2015). Temel dil
becerilerinden biri olan okuma ise insanlarin sozlii kiiltiirden yazili kiiltiire gecisiyle birlikte dnem
kazanmaya baslamistir. Giiniimiiz toplumunda bilim ve teknoloji alanindaki ilerlemeler insanoglunun
bilgi birikiminde hizli bir biiylimeye yol acarak basili ve elektronik formdaki kaynaklarin sayica
artmasina neden olmustur (Yildiz, 2013). Bu durum insanin bir tiir bilgi yagmuruna maruz kalmasina
sebep olarak onun bilgiyi okumasini, analiz etmesini, anlamasini ve verimli bir sekilde kullanilmasini
zorunlu kilmistir. Bu baglamda okuma becerisi modern bilgi ¢agindaki insan igin genis ve zengin bilgi
kaynaklarina ulagsma agisindan anahtar bir beceri haline gelmistir (Akyol, 2011). Nitekim literatiirdeki
aragtirmalar okuma becerisinin bireyin akademik hayatinin yami sira sosyal, kiiltlirel ve ekonomik
yasamina da yon verdigini ortaya ¢ikarmistir (Martinez ve Fernandez, 2010; Strickland, Boon ve
Spencer, 2013; Vorhaus, Litster, Frearson ve Johnson, 2011). Buradan hareketle okuma becerisinin,
insan hayatinin ayrilmaz bir parcasi oldugu soylenebilir.

Okuma, giinliik hayatin en basit etkinliklerinden en karmasik bilimsel, toplumsal ve ekonomik
etkinliklerine kadar her alanda etkili olan bir beceridir (Ozgelik, 2011). Dolayisiyla insan hayatin
sekillendirme noktasinda bu denli 6neme sahip olan bir becerinin tam olarak neyi ifade ettigini
aciklamak gerekmektedir. Okumanin kavramsal agidan tanimi incelendiginde literatiirde ¢ok sayida
aciklama yer aldig1 goriilmektedir. Okumanin tanimi noktasinda fikir birligine varilamamasi, kendi
icerisinde birden fazla bileseni barindirmasindan kaynaklanmaktadir. Tiim bu karmasaya ragmen
bugiine kadar yapilmis olan tanimlari zaman g¢izelgesi bakimindan iki ayri1 kategoride 6zetlemek
miimkiindiir. Birinci kategori olarak gecmis donemdeki tanimlar ele alindiginda okumanin daha ¢ok
harf-ses iliskisi kurma, dekode etme ve kelime tanima becerileri izerinden ifade edildigi goriilmektedir
(LaBerge ve Samuels, 1974; Logan, 1988). Bu tanimlarin okumanin daha ¢ok seslendirme ve mekanik
yoniine vurgu yapmasindan dolay1 zamanla yeterli olmadig1 anlasilmustir. Ikinci kategori olarak yakin
donemdeki tanimlara bakilirsa okumanin seslendirme becerisine ek olarak artalan bilgisini metne
entegre etme, belli diizeyde kelime dagarcigina sahip olma, dilin yapisina agina olma, metin igi ipuglarini
toplama, baglama sadik kalarak ¢ikarimda bulunma gibi beceriler iizerinden ifade edildigi goriilmektedir
(Elleman ve Oslund, 2019; Kintsch, 1998; NRP, 2000). Buradan hareketle giincel tanimlarin okumanin
sesletim yoniinii de kapsayarak anlam boyutunu daha ¢ok 6n plana ¢ikardigi sdylenebilir. Tiim bu
bilgiler 1s181nda okuma; okurun yazil dilden katilim ve etkilesim yoluyla anlam ¢ikarma siireci olarak
ifade edilebilir (Armbruster, Lehr, Osborn ve Adler, 2001; Snow, 2002). Bu tanim bize “okuma” ve
“anlama” kavramlarinin sanilanin aksine iki ayr1 kavram olmadigimmi ve birbirlerine neden-sonug
iligkisiyle bagl olduklarini gostermektedir. Okudugunu anlama okuma siirecinin hem bir alt boyutu hem
de bu siirecin nedenini olusturmaktadir (Gambrell, Morrow ve Pennington, 2002; NRP, 2000). Nitekim
insan anlamak i¢in okumakta, okudugunu da anlamak istemektedir (Demirel, 1999; Smith, Snow, Serry
ve Hammond, 2021).

Okudugunu anlama bireyin yasam boyu 6grenmesinde ve kendini gelistiren bir insan olmasinda
olduk¢a 6nemli bir role sahiptir (Giines, 2011). Bu baglamda okul yillarinda bireye kazandirilabilecek
kritik becerilerin baginda okudugunu anlama gelmektedir. Okuma, okulun baslangi¢ yillarinda daha ¢ok
ogrencilere okumay1 6gretmek amaciyla yaptirilmaktadir (Chall, 1983). Ancak ortaokula gelindigi ise
ogrencilerden daha ¢ok bir seyleri 6grenmek amaciyla okuma yapmalar1 beklenmektedir (Fang, 2008).
Bireyin okuma araciligiyla bir seyler 6grenebilmesi metni akict okumasina, metin i¢i ipuglarin
toplamasina, belirledigi anahtar kelimeleri kendi artalan bilgisiyle birlestirmesine ve sonrasinda metnin
baglamina sadik kalarak ¢ikarimda bulunmasina baghdir (Bastug, 2021; Sweet ve Snow, 2003). Baska
bir deyisle 6grenmek i¢in okudugunu anlama becerisinde yetkin olmak sarttir. Nitekim literatiirde yer
alan birgok calisma da okudugunu anlama becerisinin akademik basariyi etkiledigini belirtmistir (Ates,
2008; Bastug, 2014; Bloom, 2012). Buna ek olarak okudugunu anlamanin bireyin sadece Tiirkce
dersinde degil, ders ayrimina gitmeksizin Matematik, Fen ve Teknoloji, Sosyal Bilgiler gibi diger
derslerdeki basarisini da etkiledigi aragtirmalarca ortaya konmustur (Akay, 2004; Aksoy ve Doymus,
2014; Bayat, Sekercioglu ve Bakir, 2014; Goktas ve Girbuztiirk, 2012; Giingor, 2009; Keskin ve
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Bastug, 2010; Oluk ve Basonciil, 2009; Yazici, 2006). Buradan hareketle okudugunu anlama becerisinin
bireyin okul basaris1 {izerinde belirleyici bir rol oynadigi sdylenebilir. Okullarda akademik basariy1
somutlastiran en onemli gostergelerden biri de Liselere Gegis Sistemi (LGS) siavidir.

LGS smavi Milli Egitim Bakanligi tarafindan sekizinci simif 6grencilerine yilda bir kez es
zamanlt uygulanan merkezi bir sinavdir. Bu simavin temel amaci sinavla dgrenci alan liselere girmek
isteyen Ogrencileri belirlemek ve bu iglem sirasinda belirlenen bazi derslerdeki akademik basariy1 dlgiit
olarak kullanmaktir. Sinavda Tiirkge, T.C. inkilap Tarihi ve Atatiirkgiiliik, Din Kiiltiirii ve Ahlak Bilgisi,
Yabanci Dil (Ingilizce), Matematik ve Fen Bilimleri derslerinden, konu ve kazanimlara gore dgrencinin
okudugunu anlama, yorumlama, sonug¢ ¢ikarma, problem ¢dzme, analiz yapma, elestirel diisiinme,
bilimsel siire¢ ve benzeri becerilerini 6l¢ecek nitelikte sorular yoneltilmektedir (MEB, 2023). LGS’de
yer alan sorularin niteligi goz 6niine alindiginda okudugunu anlama becerisinin sinav basarisinda goérece
onem arz ettigi disiiniilebilir. Nitekim ilgili literatiirde bu diigiinceyi destekleyen arastirmalar da yer
almaktadir (Aksoy, 2017; Ceran ve Deniz, 2015; Yildiz ve digerleri, 2019). Ancak okudugunu
anlamanin sinav basarisini ne diizeyde ongérdiigli merak konusu olmaya devam etmektedir. Bu nedenle
mevcut arastirmanin hem bu merakin giderilmesine hem de ilgili literatiiriin genislemesine katki
saglayacagi diisiiniilmektedir. Ayrica ¢aligmanin boylamsal olarak yiriitiilmesi okudugunu anlama ile
sinav basarist arasinda nedensel bir iligski olusturmak ve giivenilir 6ngoriilerde bulunmak i¢in fayda
saglayacaktir (Cohen, Manion ve Morrison, 2018). Buna ek olarak tilkemizdeki &grencilerin hem
uluslararas1 (PISA, PIRLS, TIMMS) hem de ulusal merkezi siavlarda (LGS, ABIDE) diisiik diizeyde
performans sergiledikleri goriilmektedir. Dolayisiyla mevcut arastirma sonuglarinin okudugunu
anlamanin egitim-6gretim programindaki yerinin anlasilmasina ve programdaki sorunlarin giin yiiziine
¢ikmasina yardimer olacagr diisiiniilmektedir. Bu baglamda arastirma kapsaminda asagidaki sorulara
yanit aranacaktir:

1. Ortaokul besinci ve yedinci sinifa devam eden 6grencilerin okudugunu anlama becerileri
ile sekizinci sinif sonunda girdikleri LGS sinav puanlari arasinda bir iliski var midir?

2. Ortaokul besinci ve yedinci siifa devam eden 6grencilerin okudugunu anlama becerileri
sekizinci siif sonunda girdikleri LGS smav puanlarin1 yordama diizeyi nedir?

Yontem

Besinci sinifa devam eden 6grencilerin okudugunu anlama becerilerinin ayni1 grubun sekizinci
siniftaki ulusal merkezi sinav basarilar1 iizerindeki etkisini belirlemeyi amaglayan bu ¢alisma, nicel
arastirma yontemlerinden iliskisel tarama modeli ile boylamsal olarak yiiriitiilmiistiir. iki ya da daha
fazla degisken arasindaki iliski ve yordama diizeyini incelemeye olanak tanimasi (Karasar, 2014)
nedeniyle bu calismada iligkisel tarama modeli tercih edilmistir. Tarama modellerinde veriler; anlik,
gecmise doniik, kesitsel ya da boylamsal olarak toplanabilmektedir (Biiyiikoztiirk, Cokluk ve Kokli,
2018). Bu ¢alismada ayni1 ¢aligma grubunda yer alan 6grencilerin okudugunu anlama becerilerine iliskin
veriler besinci ve yedinci siniflarinin giiz ve bahar donemlerinde olmak iizere dort farkli zaman
diliminde toplanmistir. Bu bakimdan mevcut ¢aligma boylamsal arastirma niteligi tasimaktadir.

Calisma Grubu

Arastirmaya Milli Egitim Bakanligi’na bagli 6zel bir okula ait 23 farkli ilde yer alan 67 ortaokul
dahil edilmistir. 2019-2020 egitim 6gretim yilinda bu okullarda &grenim goéren Ogrencilerden
arastirmaya dahil edilme o6n kosullarini saglayanlar calismaya davet edilmistir. Arastirma igin
ogrencilerde aranan 6n kosul 6zellikler;

e Ogrencinin ana dilinin Tiirkge olmast,

e Ogrencinin fiziksel (gdrme, isitme kayb1 vb.) ve zihinsel acidan herhangi bir yetersizlik
tanis1 almamis olmasi,

e Ortaokul besinci sinifa devam ediyor olmasidir.

Yukarida belirtilen kriterlere uygun oldugu tespit edilen goniillii 6grencilerin ebeveynlerinden
onam formu alinmig ve 2029 6grenci ile arastirma siireci baglatilmistir. Ancak siirecte yasanan saglik
sorunlart (Covid-19 ve yan etkileri basta olmak {izere), devamsizlik, tasinma, okul degisikligi ve
caligmadan ¢ekilme gibi nedenlerden dolay katilime1 kaybi yasanmustir. Son durumda 17 farkli ilde yer
alan 46 ortaokulda 6grenim goren 986 6grenci aragtirmanin ¢alisma grubunu olusturmustur. Bu ¢alisma
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grubunda yer alan katilimcilar, nispeten homojen bir dagilim sergilemekle birlikte orta sosyoekonomik
diizeyde yer almaktadir. 531’1 erkek 455’1 kiz 6grencilerden olusan katilimcilarin aragtirmanin basladigi
donemki yaslari 11 ile 12 arasinda degismektedir.

Veri Toplama Aract

Bu arastirmada katilimeilarin okudugunu anlama becerileri ve alan bilgileri (LGS puanlart)
degerlendirilmistir. Bu dogrultuda arastirma kapsaminda kullanilan 6lgme araglarina iligkin bilgiler
asagidaki boliimde sunulmustur.

Okudugunu Anlama Testi: Arastirmada yer alan katilimcilarin okudugunu anlama becerileri
“Okudugunu Anlama Testi” araciligiyla belirlenmistir. Calismada her bir sinif seviyesinin (5., 6. ve 7.
simif) gliz ve bahar donemleri igin birbirinden farkli toplam alt1 adet “Okudugunu Anlama Testi”
hazirlanmigtir. 6. simnifin giiz ve bahar donemleri i¢in hazirlanan okudugunu anlama testleri Covid-19
salgini nedeniyle calismada kullanilamamistir. Aragtirmada kullanilan testlere iligskin bilgiler asagidaki
tabloda sunulmustur.

Tablo 1. Okudugunu Anlama Testlerine Iliskin Bilgiler

Testler Metin Sayisi Madde Sayisi
5. Sinif Okudugunu Anlama Testi (1. Donem) 2 10
5. Sinif Okudugunu Anlama Testi (2. Dénem) 2 10
7. Sinif Okudugunu Anlama Testi (1. Dénem) 2 10
7. Sinif Okudugunu Anlama Testi (2. Dénem) 2 10

Tablo 1’de goriilldiigii tizere her bir simif seviyesinin giiz ve bahar donemi i¢in ayri ayri
hazirlanmig olan okudugunu anlama testleri; iki metinden ve bu metinlere iliskin 10 sorudan meydana
gelmektedir. Bu testlerin gelistirilme siirecine iliskin bilgilere ise agagidaki boliimde yer verilmistir.

Okudugunu anlama testlerinin gelistirilmesine amaca uygun metinlerin ve bu metinlere doniik
okudugunu anlama sorularinin yazimiyla baglanmistir. Hazirlanan testler daha sonra gegerlik ¢alismasi
dahilinde uzman goriisiine sunulmustur. Testlerinin kapsam gegerligini belirlemek amaciyla Lawshe
(1975) tarafindan gelistirilen Lawshe tekniginden yararlanilmistir. Bu dogrultuda testlerdeki her bir
maddenin uygunlugu sekiz kisilik bir uzman grubu tarafindan degerlendirilmistir. Degerlendirme
sonuclarindan hareketle 6nce kapsam gecerlik oranlari sonrasinda ise kapsam gegerlik indeksleri
hesaplanmigtir. Gergeklestirilen islemler sonucunda 5. ve 7. sinif okudugunu anlama testlerindeki (1. de
2. donem) maddelerin kapsam gecgerlik oranlarmin 0,75-1 arasinda degistikleri gézlenmistir. 5. sinif
okudugunu anlama testlerinin (1. de 2. dénem) kapsam gecerlik indeksinin 0,90 oldugu, 7. smif
okudugunu anlama testlerinin (1. de 2. donem) kapsam gegerlik indekslerinin ise 0,975 oldugu sonucuna
ulastlmistir. Bu bulgularin timii 5. ve 7. siif okudugunu anlama testlerinin (1. de 2. donem) kapsam
gecerligini sagladigim1 gostermektedir (Ayre ve Scally, 2014). Kapsam gegerliginin saglanmasinin
ardindan testlerin madde ayirt ediciligini ve glivenirliklerini belirlemek iizere pilot uygulama
gergeklestirilmistir. Bu uygulamalar her bir test igin birbirinden farkli 600’er kisiden olusan ¢aligma
gruplariyla yiriitillmistiir. Testlerin madde ayirt ediciliklerini ortaya koymak igin madde-toplam
korelasyonu ve %27’lik alt-list grup karsilagtirmalar1 yapilmistir. Bu analizlere iliskin sonuglar tablo 2
ve tablo 3’te sunulmustur.
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Tablo 2. Madde-Toplam Puan Korelasyonlari

Madde  Madde-Toplam Puan Madde  Madde-Toplam Puan
Testler Numarasi Korelasyonu Testler Numarasi Korelasyonu
Madde 1 310 Madde 1 454
g Madde 2 399 g Madde 2 507
= _ Madde3 400 = _ Madde3 520
< g < g
z 8 Madde 4 276 s 9 Madde 4 .385
,§D R Madde5 373 B ] Madde5 458
E ? Madde 6 .380 E ? Madde 6 428
e E) Madde 7 374 S § Madde 7 561
% Madde 8 348 Ué} Madde 8 401
“ Madde 9 .387 “ Madde 9 .544
Madde 10 293 Madde 10 .400
Madde 1 503 Madde 1 547
g Madde 2 499 % Madde 2 475
g z Madde 3 546 E 2 Madde 3 495
z 2 Madde4 457 = 2 Madde4 .579
g}) &  Madde5 450 ,ozo &  Madde5 443
S = Madde6 598 2o Madde 6 529
§ E Madde 7 438 § Eg Madde 7 483
= Madde 8 565 g Madde 8 .529
7 Madde 9 614 ¢ Madde 9 476
Madde 10 251 Madde 10 .498

Tablo 2 incelendiginde okudugunu anlama testlerinde yer alan maddelere iliskin madde-toplam
korelasyonlarinin 0,251-0,614 arasinda degistigi goriilmektedir. Bu bulgu bir kisim maddenin diisiik
diizeyde (.00-.30) bir kismimnin ise orta diizeyde (.30-.70) pozitif yonlii istatistiksel agidan anlamli
madde-toplam korelasyonuna sahip oldugunu ifade etmektedir (Biiyiikoztiirk, 2006). Testlerde yer alan
maddelerin ayirt edicilik giiciinii belirlemek amaciyla bagimsiz 6rneklem t testi uygulanmistir. Analize
iliskin sonuglar tablo 3’te sunulmustur.

Tablo 3. Alt — Ust %27°lik Gruplar T-testi Sonuglart

Levene Test

Testler Gruplar n X S.S = 0 p

5. Smuf Okudugunu Anlama Ust Grup 162 885,94 15,47 128,207 0,00030,035 0,000
Testi (1. Donem) Alt Grup 162 593,12 123,11

5. Simif Okudugunu Anlama Ust Grup 162 888,71 15,99 49,981 0,00029,906 0,000
Testi (2. Dénem) Alt Grup 162 817,58 25,70

7. Smmf Okudugunu Anlama  Ust Grup 162 900,00 0,00 271,713 0,000 24.352 0,000
Testi (1. Dénem) Alt Grup 162 571,70 171,59

7. Smuif Okudugunu Anlama Ust Grup 162 899,81 1,35 326,359 0,000 26,017 0,000
Testi (2. Dénem) Alt Grup 162 845,79 26,39

Tablo 3 incelendiginde alt ve {ist gruplar arasinda istatistiksel agidan anlaml bir farklilagma
oldugu goriilmektedir. Bu bulgu okudugunu anlama testlerinde yer alan maddelerin ayirt edici oldugunu

ifade etmektedir.

Okudugunu anlama testlerinin giivenirlik diizeylerini belirlemek i¢in Cronbach Alfa, Spearman-
Brown ve Guttman Split-Half katsayilart hesaplanmustir. Elde edilen sonuglar tablo 4’te sunulmustur.

214



Gigdem MOLLAIBRAHIMOGLU

Egitim Kuram ve Uygulama Arastirmalar1 Dergisi 2024, Cilt 10, Say1 2, 210-221 Burak ONCU, Muhammet BASTUG

Tablo 4. Okudugunu Anlama Testlerine iliskin Giivenirlik Degerleri

Guttman
Cronbach Spearman- .
Madde Split-
Testler Alfa Brown
Sayist Katsayis1 Katsayisi Half
Y y Katsayisi
5. Siif Okudugunu Anlama Testi (1. Dénem) 10 675 644 644
5. Siif Okudugunu Anlama Testi (2. Dénem) 10 .786 164 748
7. Stmf Okudugunu Anlama Testi (1. Dénem) 10 .788 825 824
7. Stmf Okudugunu Anlama Testi (2. Dénem) 10 .783 839 .809

Tablo 4 incelendiginde okudugunu anlama testlerinin Cronbach Alfa degerlerinin 0,675-0,788
degerleri arasinda degistigi goriillmektedir. Bu bulgu testlerin olduk¢a giivenilir oldugunu
gostermektedir. Buna ek olarak okudugunu anlama testlerinin i¢ tutarliliklar1 Sperman-Brown ve
Guttman Split-Half katsayilar1 tarafindan da ele alinmigtir. Bu bulgular da 5. simif okudugunu anlama
testlerinin yeterli diizeyde giivenilir oldugunu, 7. Simif okudugunu anlama testlerinin ise iyi diizeyde
giivenilir oldugunu gdstermektedir. Bu sonuglarin tiimii birlikte degerlendirildiginde okudugunu anlama
becerilerini 6lgmek amaciyla gelistirilen testlerden elde edilen 6lgiimlerin gegerli ve giivenilir oldugu

sOylenebilir.

LGS Sinav Puani: Tirkiye’de Liselere Gegis Sistemi (LGS) sinavi Milli Egitim Bakanligi
tarafindan smavla Ogrenci alan liselere girmek isteyen Ogrencileri yerlestirmek amaciyla
gercgeklestirilmektedir. Bu sinav yilda bir kez sekizinci sinif 6grencilerine uygulanmaktadir. LGS sinavi
sozel ve sayisal boliim olmak iizere iki ana kategoriden olugsmaktadir. S6zel boliim 20 tane Tiirkge, 10
tane T.C. Inkilap Tarihi ve Atatiirkgiiliik, 10 tane Din Kiiltiirii ve Ahlak Bilgisi ve 10 tane Yabanc1 Dil
(Ingilizce) olmak iizere toplam 50 sorudan olusmaktadir. Sayisal boliim ise 20 tane Matematik ve 20
tane Fen Bilimleri olmak iizere toplam 40 sorudan olusmaktadir. Ogrencilere sinav kapsaminda toplam
90 soru yoneltilmektedir.

Verilerin Toplanmast

Aragtirmanin veri toplama siirecine ¢aligmanin yiiriitiilebilmesi igin gerekli olan resmi kurum
izinleri ve ailelerin ¢gocuklarinin aragtirmaya katilimlarina izin verdiklerine dair yazili onamlar1 alinarak
baglanmistir. Aragtirmanin verileri ¢alismanin katilime1 kriterlerini karsilayan ve aragtirmaya gontilli
olarak katilmak isteyen 6grencilerden toplanmigtir. Arastirma siiresince aile ve ¢gocuklarinin ¢alismadan
¢ekilme haklart sakli tutulmustur.

Boylamsal olarak gercgeklestirilen arastirmada okudugunu anlama becerisine iligkin
uygulamalar katilimcilarin besinci ve yedinci sinifta olduklar1 2019-2020 ve 2021-2022 egitim 6gretim
yillarinin giiz (Aralik aymin son haftasi) ve bahar donemlerinde (Mayis ayinin son haftasi) yapilmistir.
Ogrencilerin altinc1 simifta yer aldiklar1 2020-2021 egitim 6gretim yilinda Covid-19 nedeniyle
okudugunu anlama becerisine iliskin veri toplanamamistir. Sonug olarak katilimeilar okudugunu anlama
becerisi agisindan besinci ve yedinci sinifin giiz ve bahar donemleri olmak iizere dort farkli noktada
boylamsal olarak izlenmistir. Bu dort noktada gerceklestirilen uygulama iglemleri zaman bakimindan
birbirine paralellik gostermektedir.

Uygulama 6ncesinde aragtirma dahilinde bulunan ortaokullarin bagl oldugu genel merkezdeki
yoneticiler ¢alismanin amaci, igerigi ve kriterleri noktasinda okul miidiirlerini, miidiir yardimcilarini ve
ilgili kademe Ogretmenlerini bilgilendirmistir. Her bir ortaokul bu bilgilendirme dogrultusunda
aragtirma kriterlerini karsilayan, aileleri tarafindan onay verilmis goniillii 6grencilerin listesini genel
merkeze gondermistir. Ardindan 6l¢iim uygulamasina iliskin takvimle birlikte uygulamada dikkat
edilecek husus ve kurallar genel merkez tarafindan okul miidiir ve yardimcilariyla paylasilmistir. Her
bir okul miidiirii bu dogrultuda kendi okulu igerisindeki diizenlemeleri yerine getirmistir. Olgiim
uygulamast her egitim 6gretim yilinin aralik ve mayis aylarinin son haftasinda arastirma dahilindeki tiim
ortaokullarda ayni giin ve ders saatinde es zamanli olarak gerceklestirilmistir. Uygulama, okul miidiirleri
tarafindan gorevlendirilen Ogretmenlerin gozetiminde gergeklestirilmistir. Gozetmen Ogretmenler
okudugunu anlama testi 6ncesinde uygulamanin amact ve oturum boyunca uymalar1 gereken kurallar
hakkinda 6grencilere agiklama yapmistir. Okudugunu anlama testinin uygulamasi 6grencilerin kendi
okul ve siniflari igerisinde tek oturumda 40 dakikalik bir siirede gerceklestirilmistir. Uygulama sonrasi
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her sinav gozetmeni, test sonuglarini ayni giin genel merkezin veri tabanina dijital olarak islemistir.
Veriler, kisisel verileri koruma kanununa uygun sekilde arastirmacilara ulastirilmistir. Ogrencilerin LGS
sinav sonu¢ ve puanlar ise veliler ve okul yoneticilerinin onay1 alindiktan sonra arastirmacilara
elektronik ortamda iletilmistir.

Verilerin Analizi

Aragtirmanin veri analizine katilimcilarin okudugunu anlama becerisine ve LGS sinavi
sonuclarina iliskin toplanan verilerin “Statistical Packages for the Social Sciences” SPSS programina
aktarimiyla baglanmistir. Verilerin analiz siirecine baslamadan 6nce arastirma boyunca elde edilen
verilerin belirlenen sinirlar i¢inde olup olmadigi, iginde hatalar olup olmadigi kontrol edilmistir.
Ardimndan her sinmif diizeyinin (5. ve 7. Smif) giiz ve bahar déneminde okudugunu anlama testinden alinan
puanlarin ortalamasi hesaplanmistir. Daha sonra bu puanlar {izerinden analiz islemlerine baslanmis ve
birinci asamada verilerin normal dagilimdan gelip gelmedigini incelemek igin Kolmogrov-Smirnov
normallik testi gerceklestirilmistir. Ikinci asamada dgrencilerin okudugunu anlama becerisi puanlar ile
LGS sinavi puanlar1 arasinda anlamli bir iligskinin olup olmadigini saptamak i¢in Pearson Korelasyon
Katsayist hesaplanmistir. Son asamada ise okudugunu anlama becerisinin dgrencilerin LGS sinavi
puanlarini yordayip yordamadigini tespit etmek amaciyla regresyon analizi kullanilmigtir.

Bulgular

Bu boliimde arastirmanin alt problemlerine iliskin bulgular, veri toplama araglarindan elde
edilen veriler dogrultusunda tablolar halinde sunulmustur.

Normallik Testine Iliskin Bulgular

Aragtirmadaki katilimcilardan elde edilen verilerin normal dagilim sergileyip sergilemedigini
belirlemek {izere normallik testine bagvurulmus ve sonuglar1 Tablo 5°te sunulmustur.

Tablo 5. Normallik Testine liskin Sonuglar

Kolmogorov-
Smirnova X Median Skewness Kurtosis
Statistic df p
5. Sinif Okudugunu Anlama 0,104 986 0,000 785,14 802.50 -0,933 0,592
Testi Puani '
7. Sinif Okudugunu Anlama 0,149 986 0,000 810,06 goz 5y  -1,238 1,421
Testi Puani '
LGS Sinav Puani 0,126 986 0,000 418,69 3749  -1,006 0,396

Verilerin dagilimini incelemek i¢in katilimci sayis1 50’ nin lizerinde oldugundan normal dagilim
analizlerinden Kolmogorov-Smirnov analizi yapilmistir. Gergeklestirilen analiz sonucunda okudugunu
anlama testi puanlari ile LGS siav puanlarinin normal dagilim sergilemedigi (p<0,05) tespit edilmistir.
Bu nedenle elde edilen veriler normal dagilimin diger varsayimlari olan ortalama-medyanin birbirine
yakinligi ve basiklik-carpiklik degerlerinin -1,50 ile +1,50 arasinda olmasi nedeniyle dagilimin normal
dagilimdan asir1 derecede sapmadigi tespit edilmistir (Tabachnick ve Fidell, 2013). Bu bilgiler 1s1ginda
verilerin analizi i¢in normal dagilim varsayimina dayali istatistiksel yontemler kullanilmistir.

Korelasyon Analizine Iliskin Bulgular

Aragtirmanin bagimsiz degiskeni olan okudugunu anlama testi puani ile bagimli degiskeni olan
LGS smav puani arasinda anlamli bir iligski olup olmadigini belirlemek amaciyla Pearson Korelasyon
Katsayis1 hesaplanmis ve sonuglari tablo 6’da sunulmustur.
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Tablo 6. Ogrencilerin 5. ve 7. Simf Okudugunu Anlama Testi Puanlar1 ile LGS Sinav Puanlar1 Arasindaki Tliski
Analizi Sonuglari

5. Siif Okudugunu LGS Simav
Anlama Testi Puam Puam
5. Siif Okudugunu Anlama Testi Puani r 1 ,561**
p ,000
LGS Sinav Puam r ,561** 1
p ,000
7. Simif Okudugunu LGS Sinav
Anlama Testi Puam Puan
7. Smif Okudugunu Anlama Testi Puani r 1 ,586**
p ,000
LGS Sinav Puani r ,586** 1
p ,000

Ogrencilerin besinci ve yedinci siniftaki okudugunu anlama testi puanlari ile LGS smav puanlari
arasinda anlamli bir iligki olup olmadigin1 belirlemek i¢in Pearson korelasyon kat sayisi incelenmistir.
Yapilan korelasyon analizi sonucuna gore besinci (r=0,561, p=0,000, p<0,05) ve yedinci simiftaki
okudugunu anlama testi puanlar1 ile LGS sinav puanlari arasinda istatiksel agidan pozitif yonlii orta
diizeyde anlaml bir iligki oldugu belirlenmistir (r=0,586, p=0,000, p<0,05).

Regresyon Analizine Iliskin Bulgular

Besinci ve yedinci simif okudugunu anlama testi puanlarinin LGS smnav puam {izerindeki
yordayiciligini belirlemek amaciyla basit dogrusal regresyon analizi uygulanmis ve sonuglar1 Tablo 7°de
gosterilmistir.

Tablo 7. Ogrencilerin 5. ve 7. Simf Okudugunu Anlama Testi Puanlarinin LGS Sinav Puanlar1 Uzerindeki Etkisine
Iliskin Basit Dogrusal Regresyon Analizi Sonuglar

. Standart
Degisken B Hata B t p VIF
Sabit 131662 13581 9.694 0,000
5. Smif Okudugunu 0,366 0017 0561 21276 0,000 1,000

Anlama Testi Puani
R=0,561 R?=0,314 F(1,985)= 452,683 p=0,000 Durbin Watson = 1,911
Sabit 92,030 14,468 6,361 0,000

7. Simf Okudugunmu 0,403 0018 0586 22,706 0,000 1,000
Anlama Testi Puani

R=0,586 R?=0,343 F(1,985)= 515,546 p=0,000 Durbin Watson = 2,009

Gergeklestirilen regresyon analizi sonucunda 6grencilerin besinci (R=0,561; R2=0,314; p<0,05)
ve yedinci siniftaki okudugunu anlama testi puanlarinin LGS sinav puanlarinin iizerinde orta diizeyde
anlamli bir iliski oldugu goriilmektedir (R=0,586; R2=0,343; p<0,05). Besinci simiftaki okudugunu
anlama testi puan1 LGS sinav puanindaki varyansin %31’ini agiklarken yedinci siniftaki okudugunu
anlama testi puani ise LGS smav puanindaki varyansin %34’iinii agiklamaktadir. Regresyon analizi
sonucuna goére LGS sinav puanmin besinci ve yedinci smiftaki okudugunu anlama testi puanlari
tarafindan yordanmasina iligskin regresyon esitlikleri ayr1 ayri olacak sekilde asagida verilmistir.

LGS Smav Puani= 131,662+ (0,366)* 5. Smif Okudugunu Anlama Testi Puani
LGS Simav Puani= 92,030+ (0,403)* 7. Simf Okudugunu Anlama Testi Puanm

Bu sonuglara gore 6grencilerin besinci ve yedinci simiftaki okudugunu anlama becerileri onlarin
LGS smav puanlarin1 yordayan ve agiklayan énemli bir degiskendir. Her iki bagimsiz degiskenin de
olusturulan regresyon modeline katkisi pozitif yonliidiir.
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Tartisma, Sonuc ve Oneriler

Calismanin bu boliimiinde arastirmanin genel amaci olan LGS sinav basarisindaki okudugunu
anlama becerilerinin roliinii boylamsal acidan belirlemeye doniik bulgular literatiirde yer alan ilgili
caligmalarla ayrintili olarak tartisilmustur.

Aragtirmanin  genel amaci dogrultusunda birinci asamada, besinci sinifa devam eden
ogrencilerin okudugunu anlama becerileri ile ayn1 6grenci grubunun sekizinci sinif sonunda girdikleri
LGS sinav puanlar arasinda bir iliskinin olup olmadig1 ele alinmustir. Ikinci asamada ise dgrencilerin
okudugunu anlama becerilerinin LGS sinav puanlarin1 yordama diizeyi boylamsal a¢idan incelenmistir.
Bu baglamda ayni ¢aligsma grubunda yer alan 6grencilerin okudugunu anlama becerilerine iliskin veriler
“Okudugunu Anlama Testi” araciligiyla besinci ve yedinci sinifin giiz ve bahar donemlerinde
toplanmustir. Ogrencilerin sekizinci simif sonunda girdikleri LGS simavina iliskin puanlarina ise veli ve
okul yoneticilerinin onaylar1 dogrultusunda erisilmistir. Daha sonra toplanan bu veriler iizerinden
incelemeye gidilmistir. Gergeklestirilen analizler sonucunda 6grencilerin besinci ve yedinci siniftaki
okudugunu anlama testi puanlar1 ile LGS sinav puanlar1 arasinda istatiksel agidan pozitif yonlii orta
diizeyde anlamli bir iliski oldugu tespit edilmistir. Buna ek olarak 6grencilerin LGS siav puanlarinin
%31’inin besinci siniftaki okudugunu anlama becerileri tarafindan %34’iiniin ise yedinci siniftaki
okudugunu anlama becerileri tarafindan agiklanabilecegi sonucuna ulasilmistir. Elde edilen bu bulgular
1s181nda okudugunu anlama becerisinin akademik basarinin bir gostergesi olan LGS sinav basarisi
acisindan onkosul niteligi tasidigi sOylenebilir. Ayrica LGS sinavinda 6grencilere Tiirkge, Matematik,
Fen Bilimleri gibi birgok farkli branstan soru yoneltildigi disiiniildiigiinde okudugunu anlama
becerisinin sadece Tiirkge dersinin degil diger derslerdeki akademik basari i¢in de 6nemli oldugu
anlagilmaktadir. Nitekim literatiirde yer alan bir ¢ok c¢aligmada mevcut arastirmada elde edilen
sonuglarla tutarlilik gostermektedir (Aksoy, 2017; Ceran ve Deniz, 2015; Karakus-Aktan, 2019; Kizgin
ve Bastug, 2020; Obali, 2009; Ozgelik, 2011; Yildiz ve digerleri, 2019).

Okudugunu anlama becerisi gegmiste oldugu gibi giiniimiizde de 6grenmenin basat yollarindan
biri olmaya devam etmektedir (Akyol, 2011). Ozellikle giiniimiiz toplumunda insan hayatinin giderek
artan sayidaki basili ve elektronik kaynaklardaki bilgilere bagimli hale gelmesi okudugunu anlama
becerisinin Oonemini artirmaktadir (Zeffiro ve Eden, 2000). Bu baglamda bireyin sosyal, kiiltiirel,
ekonomik alanlarin yani sira akademik alanda da basarili olmasi okudugunu anlama becerisindeki
yetkinligine baglidir. Nitekim alanyazinda yiiriitiilen bir¢ok ¢alisma da okudugunu anlama becerisi ile
akademik basar1 arasindaki iliskiyi vurgulamaktadir (Giildenoglu, 2008; Hulme ve Snowling, 2011;
Rasinski ve digerleri, 2005; Yilmaz, 2011). Okudugunu anlama becerisinin akademik basar {izerinde
etkili olmasi yazili dilin 6grenme ortaminda oynadigi rol ile agiklanabilir. Okullardaki formal egitim
caligmalarinin ¢ogunlukla yazili materyallerle yiiriitiilmesi (Doyle, 1983; Sahin, 2015) ders ayrim
gbzetmeksizin okudugunu anlama becerisinde mahir olmay1 zorunlu kilmaktadir. Ders kitaplari, defter,
dergi gibi materyaller okullardaki 6grenme kaynaklarinin biiylik bir béliimiinii olusturmaktadir. Bu tiir
basili/yazili lriinler igerisinde diinyaya iliskin bir¢ok bilgi ve kavrami barindirmaktadir. Ortaokul
diizeyindeki 6grencilerden de yazili dil araciligiyla bu bilgi ve kavramlara ulagmalar1 istenmektedir.
Bagka bir deyisle 6grenmek i¢in okuma yapmalar1 beklenmektedir (Chall, 1983). Bu baglamda ortaokul
diizeyindeki 6grencilerin okuma becerileri bakimindan bagimsiz bir okur olmasi gereklidir. Bagimsiz
bir okur olabilmek; anne, baba, akran ya da 6gretmenin herhangi bir destegine ihtiya¢ duymadan bireyin
tek basina yazili materyalden anlam ¢ikarabilmesini ifade etmektir. Bunun i¢in bireyin karsilagtigi
metinleri akict okumasi, okuduklarini analiz etmesi, analiz sonucu belirledigi kavramlar1 artalan
bilgisiyle birlestirmesi ve metnin baglamina sadik kalarak ¢ikarimda bulunmasi gereklidir. Bu beceriler
bireyin okuma siirecinde anlama ulagsmasini saglayarak okumadan zevk almalarina dolayisiyla daha
fazla yazili materyale maruz kalmalarina olanak tanimaktadir (Stanovich, 2009). Bireyin okuma
miktarinin artmasi; kelime hazinesinin genislemesine, kavram diinyasinin zenginlesmesine, 6n bilgi ve
deneyiminin gelismesini saglayarak yazili materyallerdeki bilgi ve igerigin Ogrenilmesini
kolaylastirmaktadir (Allington, 1977; Cunningham ve Stanovich, 1997; NRP, 2000; Riedel, 2007;
Stanovich, 2000). Ogrenmenin bir ¢iktis1 olan akademik basar1 bu arastirmada LGS sinav puanlari
aracihigiyla ele alinmistir. LGS smavi da okullardaki 6grenme kaynaklarinin ¢ogunda oldugu gibi
iceriginde bilgi ve kavramlarla donatilmis uzun ve detayli metinler barindirmaktadir. Dolayisiyla yazih
bir 6lgme araci olan LGS sinavinda &grencilerin 6grenmelerine iliskin istendik diizeyde performans
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sergilemelerini okudugunu anlama becerilerine baglidir. Nitekim mevcut arastirmada, ortaokul
siresince gergeklestirilmis okudugunu anlama oSlglimlerinin LGS sinav puanlarimin %31-%34 {inii
yordamasi bu diislinceyi destekler niteliktedir.

Sonug olarak arastirmada elde edilen bulgular 6grencilerin ortaokulun baslangi¢c dénemlerindeki
okudugunu anlama becerilerinin onlarin gelecekteki akademik basarilarin1 etkiledigini ortaya
koymustur. Bu durum okudugunu anlama becerisinin 6grencilerin akademik hayatlari agisindan kritik
bir beceri oldugunu dogrulamaktadir. Mevcut arastirmada ulasilan bulgulardan hareketle asagidaki
onerilerde bulunulmustur;

Bu galigmada boylamsal bir perspektifle okudugunu anlama becerisinin akademik bagarinin iigte
birini yordadig1 tespit edilmistir. Arasgtirmada akademik basarinin bir gostergesi olarak §grencilerin
Liselere Gegis Sinavindaki toplam puanlar1 incelenmistir. Gelecek calismalarda okudugunu anlama
becerisinin LGS simavi iceriginde bulunan farkli disiplinleri nasil ve ne oranda etkiledigini ayrintili bir
sekilde arastirilmasi Onerilebilir.

Mevcut aragtirma sonuglar1 6grencilerin 6grenebilmesi ve 6grendiklerini sergileyebilmesi i¢in
okudugunu anlama becerisinde yetkin olmalarinin 6nemli oldugunu vurgulamaktadir. Buradan hareketle
Ogretmenlerin, ortaokul siiresince periyodik olarak okudugunu anlama becerilerini 6lgmesi 6grenmenin
garanti altina alinmasi i¢in Onerilebilir.

Okudugunu anlamanin akademik bagaridaki roliinden hareketle 6grenmenin gerceklesebilmesi
icin dgretmenlerin okudugunu anlama becerisine doniik programlardan faydalanmalari, ders igeriklerini
anlama becerileri bakimindan zenginlestirmeleri ve gerekli durumlarda okudugunu anlama miidahale
programlarini ise kosmalar1 6nerilebilir.
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