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ABSTRACT

The purpose of this study is to examine the impact of peritextual elements on the
reading comprehension skills of second and third grade primary school students.
This research was conducted using a quasi-experimental design, which one of the
quantitative research methods. The study group consists of 60 second and third grade
primary school students attending a public school in the Dilovas: district of Kocaeli
province. For determining level of the student in reading, comprehension questions
were developed based on the “The Informal Reading Inventory”, which was adapted
into Turkish by Akyol (2005) referring to Haris and Spay (1990), Ekwall and Shanker
(1988) and May (1986). For both second and third grade levels, comprehension
questions for each text included four basic comprehension questions and one in-
depth comprehension question. According to the findings, the data obtained from
third grade students indicate that peritextual elements have positive effects on
reading comprehension skills. Peritextual elements did not produce any significant
difference in the reading comprehension skills of second grade primary school
students.

Keywords: Peritextual elements, reading comprehension, enhancement of reading
comprehension.

defined as all the components deliberately developed by

publishers and authors to facilitate a child’s comprehension of
the text in a cohesive manner (Genette, 1997). Reading
comprehension is a fundamental language skill that requires
constructing meaning from reading material and grasping details, a
skill that should be developed in children from primary education
onward (Rose et al., 2010). Reading comprehension is a complex
skill that can be enhanced, and in which the reader's abilities play a
crucial role (Garcia & Cain, 2014). Every element that contributes to
the development and facilitation of this complex skill is of great
importance.

P eritextual elements in illustrated children's books can be

The concept of peritext, developed by Genette (1997), refers to
features that influence a reader's decision to read a book (Gok et al.,
2021). The front cover, back cover, inside front and back covers,
binding, dust jacket, and the pages containing information on the
publisher, author, illustrator, and editor, along with the
acknowledgments and dedication pages, are all defined as
peritextual elements (Genette, 1997; Genette & Maclean, 1991; Gok
et al., 2021). One significant benefit of peritextual elements is that
they facilitate readers' comprehension of the text (Martinez et al.,
2016). Peritextual elements are frequently utilized in prediction
activities, which are an integral part of interactive read-aloud
sessions and a pre-reading comprehension strategy (C6gmen, 2008).
Pre-reading prediction activities also have a considerable impact on
reading comprehension (Aslan & Yilar, 2011; Ates, 2013;
Giildenoglu & Kargin, 2012; Oczkus, 2006, 2010), as students who



make predictions listen to the book more attentively and continuously question the accuracy of their predictions
(Cogmen, 2008; Giildenoglu & Kargin, 2012; Oczkus, 2006, 2010). Additionally, through read-aloud activities involving
peritextual elements, students come to recognize that these elements also serve as sources of information (Gross &
Latham, 2017). Another important benefit of peritextual elements is that they provide background knowledge for
students who lack prior knowledge (Moss, 2005).

Birke and Christ (2013), starting from the view that every item that the individual can make meaning is a text,
states that we should consider peritext elements as a text before, during and after reading while planning the teaching
process. Research on the inclusion of environmental textual elements in instruction is relatively scarce (Birke and Christ,
2013), indicating that there is a need to investigate the effects of incorporating textual elements in oral reading activities
on reading comprehension. This study has been planned to address this need. According to Latham and Gross (2020),
peritextual elements facilitate meaning-making and enhance reading comprehension skills. Therefore, the purpose of
this research is to examine the impact of peritextual elements on the reading comprehension skills of second and third
grade primary school students. In line with this purpose, the following questions will be addressed:

1. Do peritextual elements significantly affect the reading comprehension skills of second grade primary school
students?

2. Do peritextual elements significantly affect the reading comprehension skills of third grade primary school
students?

Method
Model

This study, which examines the impact of peritextual elements on reading comprehension, was conducted using a quasi-
experimental design, one of the quantitative research methods. During the research process, the control group
participants were given texts that were entirely stripped of peritextual elements, printed in plain typeface, and
transferred from a digital format to paper. In contrast, the experimental group participants read the same texts in printed
books containing peritextual elements. In this study, peritextual elements serve as the independent variable, while
reading comprehension is the dependent variable. Experimental research aims to observe how systematic changes in the
independent variable affect the dependent variable (Karasar, 2012). Due to the inability to randomly assign participants
to groups (Biiytikoztiirk et al., 2017) and the partially controllable nature of the groups (Singh, 2007, p. 67), the current
study was conducted using a quasi-experimental design rather than a fully experimental one.

Participants

To determine the appropriate tests for comparing the groups' pre-test reading comprehension data, the normality of the
data was first examined. Skewness and Kurtosis values were considered for assessing normality. Skewness and Kurtosis
values within the *+ 2 range indicate a normal distribution (George & Mallery, 2001). Accordingly, the reading
comprehension scores of the second grade participants showed a normal distribution (Zskew=.875, Zkurtosis=.523). The
reading comprehension scores of the third grade participants also showed a normal distribution (Zskew=.03, Zkurtosis=
-1.54). However, due to the smaller sample size of the third grade participants, the normality test results were not taken
into account. In line with this, an Independent Samples T-Test was applied to compare the reading comprehension of the
second grade students from two different classes, and a Mann-Whitney U test was used for comparing the third grade
students’ reading comprehension.

Tools

In the data collection process for the second grade participants, the text titled Ik Riiya (The First Dream) and the
corresponding comprehension questions, which were indicated by Akyol and Sever (2019) to be suitable for the second
grade level, were used to determine the equivalency of the groups. During the implementation process, the storybook
Sopa ile Tas (The Stick and the Stone) and its related comprehension questions, deemed appropriate for the second grade
level by a panel of five experts (three specializing in primary education and two primary school teachers) were
employed.

For the third grade participants, the text titled Catlak Kova (The Cracked Pot) and the related comprehension
questions, recommended by Akyol et al. (2014) as suitable for the third grade level, were used to assess group
equivalency. In the implementation process, the storybook Fare ile Dag (The Mouse and the Mountain) and its
comprehension questions, selected based on expert opinions, were utilized.

Throughout the research process, the comprehension questions were developed based on the Informal Reading
Inventory, which was adapted into Turkish by Akyol (2003) from Harris and Spay (1990), Ekwall and Shanker (1988),
and May (1986). For both the second and third grade levels, all comprehension assessments included four basic
comprehension questions and one in-depth comprehension question for each text.
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Data Collection

The research data in this study are drawn from three main sources: The Preschool Program (2013a), The Activity Book -
1 (MoNE, 2013b), and The Activity Book — 2 (MoNE, 2019), all prepared by MoNE as a part of the curriculum.

During the implementation process of the study, the texts Sopa ile Tas (The Stick and the Stone) for the second
grade level and Fare ile Dag (The Mouse and the Mountain) for the third grade level, selected based on expert opinions,
were used. For both grade levels, the control group was given texts that were entirely stripped of peritextual elements,
printed in plain typeface from a digital format to paper, and presented to students at their respective grade levels.
Meanwhile, the experimental group participants read the same text in a printed book that included peritextual elements.
There was no time limit imposed on either group for reading the text. Participants were instructed to read the text
carefully. Once participants indicated that they had finished reading, comprehension questions were administered. This
process enabled the collection of the study's data.

In this study, peritextual elements served as the independent variable, while reading comprehension was the
dependent variable. To determine the experimental and control groups, equivalency tests were administered to the
students. Classes consisting of students with equivalent reading comprehension skills were randomly assigned as the
experimental and control groups. In experimental studies, the manipulation of the independent variable is observed to
determine its effect on the dependent variable. Accordingly, peritextual elements in the picture books Sopa ile Tas and
Fare ile Dag were manipulated.

Peritextual elements were removed from the books' texts, which were then rewritten in plain font in a digital
format and printed on A4-size paper. These printed sheets contained the original texts of the books, with only the
peritextual elements removed. The control group received the texts without peritextual elements and was instructed to
read them carefully. Once they confirmed they had finished reading, the texts were collected, and comprehension
questions were administered.

For the experimental group, the original picture books containing peritextual elements were used. Participants
were asked to read the book attentively. Upon completing the reading, the same comprehension questions given to the
control group were administered to measure their comprehension skills.

Data Analysis

The participants’ answers to the reading comprehension questions were evaluated according to the scoring suggested in
the Informal Reading Inventory. Simple comprehension questions were scored in three categories: not answered at all (0
points), half answered (1 point), and fully answered (2 points). The answers to the in-depth comprehension questions
were evaluated in four categories: not answered at all (0 points), half answered (1 point), expected but incomplete (2
points), complete and effective (3 points). The lowest score of the student in the total of these questions is 0, while the
highest score is 11 (Ekwall & Shanker, 1988; as cited in Akyol, 2003). In order to ensure rater reliability, two classroom
teachers were asked to score the questions. Pearson Product Moment Correlation coefficient between the raters was
calculated as .95.

The normality assumption of the data was checked and the statistical analysis was decided. Tabachnick and Fidell
(2013) state that the Kurtosis and Skewness values should be between -1.5 and +1.5 in order to say that the data show
normal distribution. Since the data of the research were within the specified ranges, it was assumed that the data of the
research were normally distributed. However, since the number of students in the third grade experimental and control
groups was not sufficient, normality data were not taken into consideration.

Experimental Process / Process

The study was carried out during the 2023-2024 academic year. Initially, the materials to be used in the study were
selected. In the next phase, texts for the level determination test were identified, and reading comprehension tests were
developed to facilitate the selection of groups. Following this, an application was submitted to the Scientific Research
and Publication Ethics Committee to obtain approval that there were no ethical concerns related to the study. Once the
necessary permissions were obtained, the reading comprehension tests prepared by the researchers were administered.
Analysis of the reading comprehension data revealed statistical equivalence between both the second and third grade
groups. Therefore, the level determination test served as the study’s pre-test. After this step, the experimental and control
groups were formed. For each student participating in the study, a signed parental consent form was obtained. After
securing the required permissions, the implementation phase of the study began. For this phase, Sopa ile Tag was used
for the second grade level and Fare ile Dag for the third grade level. Versions of these texts without peritextual elements
were prepared for the control groups. This step constitutes the manipulation phase, which is essential in experimental
research by design. The final step in the experimental procedure was the administration of the reading comprehension
tests on the texts as a post-test.

The Effect of Peritextual Elements on Primary School Students’ Reading Comprehension Skills 3



Ethical Statement

It was decided in the meeting held by the Diizce University Scientific Research and Publication Ethics Committee on
October 24, 2023, with decision number 2023/183, that there are no ethical concerns regarding the conduct of this
research.

Findings

The findings show that the posttest reading comprehension scores of the third grade experimental and control group
students show a significant difference (D=20, Z=-2.482, p<.05). In addition, the mean comprehension scores indicate a
significant difference in favour of the experimental group. On the other hand, there was no significant difference
between the second grade experimental and control group students in terms of posttest reading comprehension scores
(t=-.835, p>.05). However, when the mean comprehension scores are analysed, it is seen that the mean scores of the
experimental group (M=3.75, SD=.72) and the control group (M=3.15, SD= 0.72) are quite close to each other.

When interpreting these results, it is inconclusive whether the peritextual elements have an effect on reading
comprehension. The lack of a significant difference between the second grade groups suggests that any intervention
might not have been impactful, possibly due to the control group also encountering peritextual elements present in the
structure of Turkish textbooks. Conversely, the lack of similar results in the third grade, where a significant difference
was found, may be attributed to the small number of participants.

Conclusion and Discussion

This study aimed to examine the impact of peritextual elements on the reading comprehension skills of second and third
grade primary school students. The findings indicate that there is no significant difference in the reading comprehension
abilities of second grade students regarding peritextual elements. This result contradicts Aslan and Yilar's (2023) study,
which reported that comprehensive reading with peritextual elements enhances reading comprehension skills. One of
the reasons for the lack of a significant effect of subtextual elements on simple and inferential comprehension skills at the
second grade level may be that second grade students spend all their mental efforts on reading the written text rather
than paying attention to the subtextual elements when they read within the specified time frame. If they were asked to
read without a time limit, they could focus on the subtextual elements in addition to reading the text. Since third graders
are more fluent readers than second graders, they may have had the opportunity to complete the written text in a shorter
time and focus on the subtextual elements. Therefore, it is expected that there is a significant difference in third grade
students.

Conversely, the data obtained from third grade students suggest that peritextual elements have positive effects on
reading comprehension skills. A review of the literature indicates that this finding is consistent with widespread effects.
Peritexts represent elements that semantically support and complete the main written text from beginning to end
(Aksoz, 2018). These supplementary elements enable students to engage in visual reading and enhance their
understanding and questioning skills (Aslan & Yilar, 2022).

Previous studies indicate that reading with attention to peritextual elements improves reading comprehension
(Gross & Latham, 2017; Latham & Gross, 2020; Lui, 2021; Martinez et al., 2016), and the data obtained from this study
with third grade students align with these findings. Furthermore, it has been reported that peritextual elements also
enhance reading motivation (Aslan & Yilar, 2011, 2023) and provide prior knowledge (Moss, 2005). However, despite all
these reported positive effects, comprehensive reading involving peritextual elements is not given the necessary value in
classrooms (Martinez et al., 2016).

Based on the results of the current study and the literature, the following recommendations can be made:

Future similar studies are encouraged to be conducted with a broader scope involving students of different ages
and grade levels.

It is recommended that textbook authors and illustrators enrich the texts in Turkish textbooks with peritextual
elements, as this will help teachers make the comprehensive reading process more effective. Additionally, given that
peritextual elements do not significantly impact second grade students' reading comprehension skills, it is suggested that
classroom teachers plan and implement activities that emphasize peritextual elements in pre-reading tasks.

Peritextual elements may affect the comprehension skills of students at different reading levels differently. They
could make the reading and comprehension process more efficient for students with varying anxiety levels regarding
reading. Therefore, researchers are encouraged to conduct similar studies with student groups at different reading and
comprehension levels.
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oz

Calismanin amaci, yan metinsel unsurlarin ilkokul ikinci ve tgiinci smf
ogrencilerinin okudugunu anlama becerisine etkisini incelemektir. Bu aragtirma nicel
aragtirma desenlerinden yar1 deneysel desenle gerceklestirilmistir. Arastirmanin
galigma grubunu Kocaeli ilinin Dilovasi ilgesinde bir devlet okulunda 6grenim goren
60 ilkokul ikinci ve tigiincii sinif 6grencisi olugturmaktadir. Aragtirma siireci boyunca
kullanilan anlama sorular1 olusturulurken Yanlis Analiz Envanteri temel alinmistir.
Ikinci sinif seviyesi ve iigiincii simif seviyesinde kullanilan tiim &lgme araglarina
yonelik anlama sorulari, her bir metin igin 4 basit 1 derinlemesine anlama sorusu
seklindedir. Elde edilen bulgulara gore, yan metinsel unsurlarin ilkokul ikinci sinif
ogrencilerinin  okudugunu anlama becerilerinde herhangi bir anlamli farklilik
olusturmadigl yorumu yapilabilir. Ote yandan iigiincii simif 6grencilerinden elde
edilen veriler neticesinde ise yan metinsel unsurlarin okudugunu anlama becerisi
tizerinde olumlu etkilerinin oldugu séylenebilmektedir.

Anahtar kelimeler: Yan metinsel unsurlar, okudugunu anlama, okudugunu
anlamanin gelistirilmesi.

sekilde yayinevleri ve yazarlar tarafindan olusturulan

baglayic1 bir sekilde gocugun metni anlamasini kolaylas-
tiracak unsurlarin tamami olarak tanimlanabilir (Genette, 1997).
Okudugunu anlama, okuma materyalinden anlam g¢ikarmay: ve
detaylar1 kavramay gerektiren ve ilk6gretimden itibaren ¢ocuklara
kazandirilmas: gereken temel bir dil becerisidir (Rose vd., 2010).
Okudugunu anlama gelistirilebilen ve gelisiminde okuyucunun
yeteneklerinin etkili oldugu karmagik bir beceridir (Garcia ve Cain,
2014). Bu karmagik beceriyi gelistirecek ve kolaylagtiracak her unsur
olduk¢a 6nemlidir.

R esimli ¢ocuk kitaplarindaki yan metinsel unsurlar, kasith bir

Uzun zamandir anlama becerisini gelistirebilecek ve
kolaylastirabilecek unsurlardan biri olarak kabul edilen paratekstler,
metinle alakali olan tiim unsurlari kapsamaktadir. Metinle alakali bu
unsurlar yan metinsel unsurlar (peritekst) ve epitekst olarak ikiye
ayrilmaktadir. Bu ayrimda metne olan uzaklik etkili olmustur. Yan
metinsel unsurlar, metinle alakali olup metne atifta bulunan
unsurlarin timidir (Genette, 1997) ve metnin etrafinda yer aldig:
i¢cin metne yakin olan unsurlar1 temsil etmektedir. Epitekst olarak
adlandirilan unsurlar ise yan metinsel unsurlar gibi metinle oldukga
iligkilidir, ancak okuyucu tarafindan arastirip bulunmas:
gerekmektedir. Kitap satis sitelerinde yer alan kullanici yorumlari,
elestiri yazilary, afisler veya sinema filmleri gibi kitap ile iligkili olan
ancak kitap ile fiziksel olarak ayni ortamda bulunmayan unsurlar
epitekstlere 6rnek olarak verilebilir.

Genette (1997) tarafindan gelistirilen yan metin kavrami,
okuyucunun kitab: okuyup okumamaya karar vermesinde etkili olan
ozelliklerdir (Gok vd., 2021). Bir kitabin 6n yuizi, arka ylzi, on ve
arka i¢ kapaklar, cilt, tozluk, yayinevi, yazar, cizer ve editor



bilgilerinin bulundugu sayfa, tesekkiir ve ithaf sayfalarinin tamami yan metinsel unsurlar olarak tanimlanmaktadir
(Genette, 1997; Genette ve Maclean, 1991; Gok vd., 2021). Gross ve Latham (2017), Genette (1997) tarafindan bildirilen
bu yan metinsel unsurlar1 kategorize etmistir. Bu dogrultuda tiretim, tanitim, gezinme, metin ici, tamamlayici ve belgesel
Ogeler olmak {izere alti kategori olusturulmustur (Aslan ve Yilar, 2011). Siniflandirilan bu yan metinsel unsurlar
deneyimi organize etme ve okuyucuyu harekete gecirmeye hizmet eden araglardir (Higonnet, 1990). Bunun diginda yan
metinsel unsurlarin birgok islevi mevcuttur. Ilk ve en énemli islevi ise bir resimli gocuk kitabinin estetik agidan géze hos
gelecek sekilde goriinmesi ve yazarin amacina hizmet etmesidir (Genette, 1997). Birke ve Christ (2013) yan metinsel
unsurlarin islevlerini yorumlayici, ticari ve gezinme olmak iizere lige ayirmaktadir. Yorumlayici islev; baslik, kapak
gorseli gibi unsurlar1 metni anlamaya hizmet edecek sekilde kullanmay gerektirmektedir. Ticari iglem; fiyat, barkod gibi
unsurlarin satin alma kararini etkilemesidir. Son olarak gezinme islevi ise sayfa numaralar1 gibi yonlendirme
unsurlarinin metni okumak i¢in organize edilmesidir (Birke ve Christ, 2013; Gross ve Latham, 2017).

Yan metinsel unsurlar yer verilen bu iglevleri sayesinde bir¢ok fayda saglamaktadir. Yan metinsel unsurlarin kitabin
satin alinmasinda oldukga etkili oldugu yorumu yapilabilir. Ciinkii 6zellikle gocuklarin kitap ile ilk karsilastiklar: nokta
yan metinsel unsurlaridir. Bir diger 6nemli faydasi, okuyucularin metni anlamasini kolaylastirmasidir (Martinez vd.,
2016). Ciinkii 6zellikle etkilesimli sesli okuma uygulamalarinin énemli bir parcas: ve ayni zamanda okuma 6ncesi ise
kosulan anlama stratejilerinden biri olan tahmin (Cogmen, 2008) ¢alismalarinda siklikla yan metinsel unsurlardan
faydalanilmaktadir. Okuma 6ncesi yapilan tahmin ¢aligmalari da okudugunu anlama {izerinde oldukea etkilidir (Aslan
ve Yilar, 2011; Ates, 2013; Giildenoglu ve Kargin, 2012; Oczkus, 2006, 2010). Ciinkii tahminde bulunan &grenciler
mevcut kitab1 daha dikkatli dinlemektedirler. Bunun yani sira irettikleri tahminlerin siirekli dogrulugunu
sorgulamaktadirlar (Cogmen, 2008; Giildenoglu ve Kargin, 2012; Oczkus, 2006, 2010). Ayrica yan metinsel unsurlara yer
verilen sesli okuma etkinlikleriyle 6grenciler yan metinsel unsurlarin da birer bilgi kaynagi oldugunun farkina
varmaktadirlar (Gross ve Latham, 2017). Tium bunlar diginda 6nemli bir faydasi da on bilgi eksikligi olan 6grencilere 6n
bilgi saglamasidir (Moss, 2005). Bilindigi gibi 6n bilgi, okudugunu anlamayi kolaylastiran (Abdelaal ve Sase, 2014; Chi
vd., 1981; Cakici, 2011; Kendeou ve Broek, 2007; McNamara vd., 2004; Recht ve Leslie, 1988) ve anlamanin en 6nemli
yordayicisi olan bir degiskendir (Cromley ve Azevedo, 2007; McNamara ve Kintsch, 1996). Ciinkii 6n bilgi okuyucunun
metinden aldig bilgileri yorumlamasini kolaylastirmaktadir (Butterfuss vd., 2020).

Bireyin anlam kurabildigi her 6ge bir metindir goriisiinden yola ¢ikan Birke ve Christ (2013), 6gretim siirecini
planlarken okuma Oncesi, esnasi ve sonrasida yan metinsel unsurlar1 da bir metin olarak ele almamiz gerektigini
ifade etmektedir. Dolayistyla yan metinsel unsurlarin 6gretime dahil edilmesine yonelik oldukga az arastirma mevcuttur
(Birke ve Christ, 2013). Alan yazinda yer alan galigmalar genellikle yan metinsel unsurlarin déahil edildigi okuma
etkinliklerinin elegtirel diigiinme becerisine ve okuma tutumuna olan etkisine odaklanmaktadir (Aslan, 2022; Aslan ve
Yilar, 2022; Ates, 2013). Alan yazin incelendiginde, Aslan (2022) tarafindan ilkokul dérdiincii siif 6grencilerin
katilimiyla gerceklestirilen ¢aliyma disinda yan metinsel unsurlarin okudugunu anlama becerisine olan etkisinin
aragtirildigr herhangi bir ¢alismaya ulagilamamigstir. Bu durum da yan metinsel unsurlarin sesli okuma etkinliklerine
dahil edilmesinin okudugunu anlama iizerindeki etkilerinin sorgulanmas: ihtiyacim1 dogurmaktadir. Bu ihtiyagtan
hareketle mevcut ¢alisma planlanmistir. Ciinkii Latham ve Grossa (2020) gore yan metinsel unsurlar anlam kurmay:
kolaylastirmakta ve okudugunu anlama becerisini gelistirmektedir. Dolayisiyla arastirmanin amaci, yan metinsel
unsurlarin ilkokul ikinci ve tigiincli sinif 6grencilerinin okudugunu anlama becerisine olan etkisini incelemektir. Bu
amag¢ dogrultusunda agagida yer alan sorulara yanit aranacaktir:

1. Yan metinsel unsurlar ilkokul ikinci sinif 6grencilerinin okudugunu anlama becerisini anlamli olarak
etkilemekte midir?

2. Yan metinsel unsurlar ilkokul #¢iincii simif &grencilerinin okudugunu anlama becerisini anlamli olarak
etkilemekte midir?

Yontem
Arastirmanin Modeli

Yan metinsel unsurlarin okudugunu anlamaya etkisini inceleyen bu arastirma nicel aragtirma desenlerinden yari
deneysel desenle gerceklestirilmistir. Arastirma siirecinde kontrol grubu katilimcilarina, yan metinsel unsurlarindan
tamamiyla arindirilmig, dik temel harflerle dijital ortamda yazilarak kagida aktarilmis metinler sunulurken deney grubu
katilimcilarina ayni metnin yan metinsel unsurlariyla birlikte bulundugu basili kitap okutulmustur. Bu ¢aligmada yan
metinsel unsurlar aragtirmanin bagimsiz degiskenini, okudugunu anlama ise bagimli degiskeni olusturmaktadir.
Deneysel arastirmalar, bagimsiz degiskendeki sistemli degistirmelerin bagimli degiskeni nasil etkiledigini gérmeyi
hedeflemektedir (Karasar, 2012). Gruplarin segkisiz atama yoluyla olusturulamamasi (Biytkoztirk vd., 2017) ve
gruplarin kismen kontrol edilebilir olmasi (Singh, 2007) sebebiyle mevcut aragtirma deneysel desenlerden yar1 deneysel
desen ile gerceklestirilmistir.

Calisma Grubu

Aragtirmanin Orneklemini Kocaeli ilinin Dilovasi ilcesinde bir devlet okulunda 6grenim goéren 60 ilkokul ikinci ve
tgiincil sinif 6grencisi olusturmaktadir. Arastirma ilk yazarinin gorev yapmakta oldugu okulda yiiriitiilmesinden dolay:
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aragtirmada 6rneklem se¢cme yontemlerinden kolay ulagilabilir 6rnekleme yontemi tercih edilmistir. Arastirmaya ilkokul
ikinci siniftan katilan 6grenci sayisi 40, tigtincii siniftan katilan 6grenci sayisi ise 20'dir.

Tablo 1

Aragtirmamn Calisma Grubuna Ait Cinsiyet Verileri

Sube Kiz Erkek Toplam
Ikinci Sinif 23 17 40
Ugiincii Smif 8 12 20
Toplam 31 29 60

Aragtirmaya ilkokul ikinci siniftan katilan égrencilerin %57.5i kiz iken %42.5’1 erkektir. Ugiincii siniftan katilan
ogrencilerin ise %4071 kiz, %601 erkektir. Arastirmada gruplarin 6n test okudugunu anlama verilerini karsilagtirmak
adina kullanilacak testlere karar vermek igin ilk olarak verilerin normalligi incelenmistir. Verilerin normalligi i¢in ise
carpiklik ve basiklik degerleri dikkate alinmistir. Degiskenlere ait carpiklik ve basiklik degerlerinin + 2 araliginda yer
almasi normal dagilima isarettir (George ve Mallery, 2001). Bu dogrultuda, arastirmaya ilkokul ikinci siniftan katilan
ogrencilerin okudugunu anlama puanlarinin normal dagilim gosterdigi goriilmektedir (Z¢arp=.875, Zbas=.523).
Aragtirmaya ilkokul figiincti siniftan katilan 6grencilerin okudugunu anlama puanlarinin da normal dagilim gosterdigi
goriilmektedir (Z¢arp=.03, Zbas= -1.54). Ancak ilkokul ii¢iincii sinifta yer alan katilimcilarin sayisal yonden az olmasi
sebebiyle normallik testi sonuglar1 dikkate alinmamistir. Bu dogrultuda, arastirmaya iki farkli siniftan katilan ikinci sinif
ogrencilerini okudugunu anlama yéniinden karsilagtirmak icin Bagimsiz Orneklem T-Testi, tiglincii sinif 6grencilerini
okudugunu anlama yonitinden karsilagtirmak icin ise Mann Whitney U testi uygulanmistir. Katilimcilarin 6n test
okudugunu anlama durumlari tablo 2 ve tablo 3’te sunulmustur.

Tablo 2
Ikinci Simif Ogrencilerinin On-Test Denklik Durumlari, T-Testi Analizi

Uygulama 6ncesi anlama puanlari n x ss t p
Kontrol grubu 20 4.60 .639 -.078 .938
Deney grubu 20 4.65

Tablo 2 incelendiginde, arastirmanin ikinci simif &grencilerinin 6n test anlama puanlari anlamli farklilik
gostermemektedir (t=-.078, p>.05). Bu noktadan hareketle, okudugunu anlama becerisi yéniinden denk oldugu goriilen
ilkokul ikinci sinif 6grencilerinin yer aldig: subeler deney ve kontrol grubu olarak rastgele bir sekilde atanmustir.

Tablo 3
Uciincii Smif Ogrencilerinin On-Test Denklik Durumlari, Mann Whitney U Testi

Uygulama 6ncesi anlama puanlari n Sira Ort. U Z p
Kontrol grubu 10 9.90 44.100 -.464 .684
Deney grubu 10 11.10
Toplam 20

Tablo 3 incelendiginde, arastirmanin {i¢lincii sinif 6grencilerinin 6n test anlama puanlari anlaml farklilik
gostermemektedir (D=20, Z=-.464 p>.05). Bu noktadan hareketle, okudugunu anlama becerisi yoniinden denk oldugu
goriilen ilkokul tgiincti sinif 6grencilerinin yer aldigi subeler deney ve kontrol grubu olarak rastgele bir sekilde
atanmugtir.

Veri Toplama Araglar1

Aragtirmanin ikinci sinif katilimcilarina yonelik veri toplama siirecinde denklik durumlarini belirlemek igin Akyol ve
Sever (2019) tarafindan ikinci sinif seviyesine uygun oldugu belirtilen “Ilk Riiya” baslikli metin ve bu metne yonelik
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anlama sorularindan yararlanilmigtir. Uygulama siirecinde ise tigii sinif egitimi alan uzmani ve ikisi sinif 6gretmeni
olmak tizere bes uzman tarafindan ikinci smnif seviyesine uygun oldugu yoniinde goriis alinan Sopa ile Tag hikaye kitab:
ve hikayeye yonelik anlama sorular: kullanilmistir.

Aragtirmanin tgiincii sinif seviyesi katilimcilarina yonelik veri toplama siirecinde denklik durumlarin: belirlemek
i¢in Akyol vd., (2014) tarafindan tigiincii sinif seviyesine uygun oldugu belirtilen Catlak Kova baglikli metin ve bu metne
yonelik anlama sorular1 kullanilmigtir. Uygulama siirecinde ise yine uzman goriisleri dogrultusunda belirlenen Fare ile
Dag hikaye kitabi1 ve bu kitabin metnine yonelik sorulardan yararlanilmigtir.

Aragtirma stireci boyunca kullanilan anlama sorular1 olusturulurken Akyol'un (2003) Haris ve Spay (1990), Ekwall
ve Shanker (1988) ve Mayden (1986) yararlanarak Tiirkgeye uyarladigi Yanls Analiz Envanteri temel alimmistir. Ikinci
sinif seviyesi ve tigtincii sinif seviyesinde kullanilan tiim 6l¢me araglarina yonelik anlama sorulari, her bir metin icin 4
basit 1 derinlemesine anlama sorusu seklindedir.

Verilerin Toplanmasi

Aragtirmanin uygulama siirecinde uzman goriisleri dogrultusunda belirlenen, ikinci sinif seviyesinde Sopa ile Tas,
tgiincii sinif seviyesinde Fare ile Dag metni kullanilmistir. Her iki sinif seviyesinde de kontrol grubu 6grencilerine sinif
seviyelerine uygun metinler yan metinsel unsurlarindan tamamiyla arindirilmis, dik temel harflerle dijital ortamda
yazilarak kagida aktarilmis metinler sunulurken, deney grubu katilimcilarina ayni metnin yan metinsel unsurlariyla
birlikte bulundugu basili kitap okutulmustur. Her iki grup icin de metni okumalarini kisitlayacak bir siire verilmemistir.
Katilmcilardan metni dikkatlice okumalari istenmistir. Katiimcilar metin okuma siirecini tamamladiklarinm
belirttiklerinde anlama sorular1 6grencilere sunulmustur. Béylece arastirmanin verileri elde edilmistir.

Verilerin Analizi

Katilimcilarin okudugunu anlama sorularina verdikleri cevaplar Yanlis Analiz Envanterinde onerilen puanlamaya gore
degerlendirilmistir. Basit anlama sorularinda hig¢ cevaplanmayan (0 puan), yar1 cevaplanan (1 puan), tam cevaplanan (2
puan) seklinde {i¢ kategoride puanlanmistir. Derinlemesine anlama sorularina verilen cevap; hi¢ cevaplanmayan (0
puan), yari cevaplanan (1 puan), beklenen ama eksik olan (2 puan), tam ve etkili olan (3 puan) seklinde dért kategoride
degerlendirilmistir. Ogrencinin bu sorular toplaminda alacagi en diisiik puan 0 iken en yiiksek puan 11'dir (Ekwall ve
Shanker, 1988; aktaran, Akyol, 2003). Puanlayic1 giivenirligi saglamak i¢in 2 sinif 6gretmeninden puanlama yapmalari
istenmistir. Puanlayicilar aras1 Pearson Momentler Carpim Korelasyon katsayist .95 olarak hesaplanmustir.

Aragtirmanin verilerinin normallik varsayimi kontrol edilerek yapilacak istatistiksel analize karar verilmistir.
Tabachnick ve Fidell (2013) verilerin normal dagilim gosterdigini soyleyebilmek icin basiklik ve ¢arpiklik degerlerinin
-1,5 ve +1,5 arasinda olmasi gerektigini ifade etmektedir. Arastirmanin verilerini belirtilen araliklarda olmas: nedeniyle
aragtirmanin verilerinin normal dagildigi varsayilmistir. Ancak {¢lincti sinif deney ve kontrol grubunu olusturan
ogrencilerin sayis1 yeterli olmadigi icin normallik verileri dikkate alinmamustir.

Deneysel Islem

Aragtirmada yan metinsel unsurlar bagimsiz degisken, okudugunu anlama ise bagimli degiskendir. Deney ve kontrol
grubu belirleme isleminde 6grencilere denklik testleri uygulanmistir. Okudugunu anlama becerisi yoniinden denk
oldugu goriilen 6grencilerin yer aldig1 subeler deney ve kontrol grubu olarak rastgele bir sekilde atanmistir. Deneysel
caligmalarda bagimsiz degiskenin manipiile edilmesinin bagimli degiskeni nasil etkiledigi gozlemlenmeye
caligilmaktadir. Bu dogrultuda Sopa ile Tag ve Fare ile Dag isimli resimli ¢ocuk kitaplarinda yer alan yan metinsel
unsurlar manipiile edilmistir.

Kitaplarda bulunan yan metinsel unsurlar metinden armndirilmistir. Yan metinsel unsurlardan arindirilan kitap
dijital ortamda dik temel yazi fontlarinda tekrar yazilarak a4 boyutunda kégitlara basilmigtir. Basilan kéagitlardaki
metinler kitabin orijinal metinleridir. Yalnizca resimli ¢ocuk kitaplarinda yer alan yan metinsel unsurlardan
arindirilmigtir. Kontrol grubu katilimcilarina olusturulan yan metinsel unsurlar1 icermeyen metin verilmis ve dikkatlice
okumalar1 istenmistir. Katilimcilar metni tamamen okuduklarini belirttiklerinde katilimcilardan metin alinmis ve
anlama sorular1 verilmistir.

Deney grubu 6grencileri i¢in ise yan metinsel unsurlar1 iceren orijinal resimli ¢ocuk kitaplar1 kullanilmistir.
Katilimcilardan kitabr dikkatli bir gekilde okumalar: istenmistir. Katilimcilar kitap okuma siirecini tamamladiklarinda
kontrol grubu 6grencilerine sorulan anlama sorularinin aynisi sorularak anlama becerileri 6l¢iilmistiir.

Aragtirmanin deneysel siireci agagida yer alan deneysel islem basamaklarina gore gerceklestirilmistir.

1.  Aragtirma 2023-2024 egitim/6gretim yilinda gergeklestirilmistir. ilk olarak ¢alismada kullanilacak
materyaller belirlenmistir. Sonraki agamada ise gruplarin belirlenmesi i¢in diizey belirleme testinde kullanilacak
metinlerin belirlenmesi ve okudugunu anlama testlerinin gelistirilmesi iglemleri tamamlanmistir. Bu iglemin
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ardindan aragtirmanin etik agidan herhangi bir sakincasinin bulunmadigina dair izinler i¢in Bilimsel Aragtirma ve
Yayin Etigi Kurulu'na bagvurulmustur.

2. Gerekli izinlerin alinmasiyla birlikte aragtirmacilar tarafindan hazirlanan okudugunu anlama testleri
uygulanmustir.

3. Okudugunu anlama verilerinin analizleri sonucu hem ikinci sinif hem de iigiincii sinif gruplar: arasinda
istatistiksel olarak denklik oldugu tespit edilmistir. Dolayisiyla uygulanan diizey belirleme testi ¢alismanin 6n test
verilerini olusturmustur. Bu islemin ardindan deney ve kontrol gruplar: olusturulmustur.

4. Aragtirmaya katilan 6grencilerin her biri i¢in ebeveynlerinden 1slak imzali “veli onam formu” alinmistir.

5.  GereKkli izinlerin alimmasimnin ardindan aragtirmanin uygulama siirecine baslanmistir. Bu siire¢ i¢in ikinci
sinif seviyesinde Sopa ile Tas, tigiincii sinif seviyesinde ise Fare ile Dag metni kullanilmigtir. Bahsi gegen bu
metinlerin, kontrol gruplarinda uygulanacak versiyonlar: i¢in yan metinsel unsurlardan arindirilmis halleri
hazirlanmistir. Yapilan bu islem ise dogasi geregi deneysel aragtirmalarda var olmasi gereken manipiilasyon
basamagini olugturmaktadir.

6. Calismanin deneysel islem basamaklarinin sonuncusu ise okunan metinlere yonelik okudugunu anlama
testlerinin son test olarak uygulanmasidir.

Etik Beyan

Bu aragtirmanin gergeklegtirilmesinde etik agisindan herhangi bir sakinca olmadigi Diizce Universitesi Bilimsel
Aragtirma ve Yayin Etigi Kurulu tarafindan 24.10.2023 tarihinde gerceklestirilen toplantida 2023/183 karar numaras ile
karara baglanmistir.

Bulgular

Yan metinsel unsurlarin ilkokul ikinci ve #¢lincii siif 6grencilerinin okudugunu anlama becerisine olan etkisini
incelemek amaciyla gerceklestirilen bu ¢aliymada son test verilerinin normal dagilim gostermesi sonucu deney ve
kontrol gruplarini karsilagtirmak adina Bagimsiz Orneklem T-Testi uygulanmistir. Ancak ilkokul iigiincii sinifta yer alan
katilimcilarin sayisal yonden az olmasi sebebiyle normallik testi sonuglari dikkate alinmamustir ve dgiincii sinif
ogrencilerini okudugunu anlama yéniinden karsilastirmak icin Mann Whitney U testi uygulanmustir.

Tablo 4

Ikinci Sinif Seviyesi Katiimcilarin Anlama Puanlarinin Karsilagtirilmasi, T-Testi Analizi

Anlama Puanlar1 n x ss t p
Kontrol grubu 20 3.15 719 -.835 409
Deney grubu 20 3.75

Tablo 5

Ugiincii Sinif Seviyesi Katilimcilarin Son-Test Anlama Puanlarimn Kargilastirilmasi, Mann Whitney U Testi

Uygulama 6ncesi anlama puanlar1 n Sira Ort. U Z p
Kontrol grubu 10 7.25 17.500 -2.482 .013
Deney grubu 10 13.75

Toplam 20

Tablo 4 ve 5 incelendiginde, ikinci sinif deney ve kontrol grubu 6grencilerinin son test okudugunu anlama puanlari
anlamli farklilik gostermemektedir (¢=.-835, p>.05). Ote yandan deney (M=3.75, ss=.72) ve kontrol grubu (M=3.15,
ss=.72) 6grencilerinin anlama puanlarinin ortalamalar1 incelendiginde, gruplarin puan ortalamalarinin birbirine oldukg¢a
yakin oldugu goriilmektedir. Ugiincii simif deney ve kontrol grubu égrencilerinin son test okudugunu anlama puanlari
ise anlamli farklilik gdstermektedir (D=20, Z=-2.482 p<.05). Ote yandan deney ve kontrol grubu dgrencilerinin anlama
puanlarinin ortalamalar1 incelendiginde, deney grubu lehine ciddi bir fark mevcuttur. Elde edilen bu veriler birlikte
yorumlandiginda yan metinsel unsurlarin okudugunu anlama tzerindeki etkisi hakkinda kesin bir yargiya
varilamamaktadir. Ciinkii ikinci sinif deney ve kontrol gruplar1 arasinda anlaml bir fark olusmamistir. Bu durum
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herhangi bir miidahalenin yapilmadi kontrol grubunun da Tiirk¢e ders kitaplarinin yapisi geregi yan metinsel unsurlara
deginmesinden kaynaklaniyor olabilir. Ote yandan gruplar arasinda anlamli fark olusan ii¢iincii sinifta ise benzer bir
sonucun elde edilememesi katilimcr sayisinin azhifindan kaynaklaniyor olabilir.

Sonug ve Tartigma

Yan metinsel unsurlarin ilkokul ikinci ve {i¢lincti simif 6grencilerinin okudugunu anlama becerisine olan etkisini
incelemek amaciyla gergeklestirilen bu ¢alismadan elde edilen bulgulara gore, yan metinsel unsurlarin ilkokul ikinci sinif
ogrencilerinin okudugunu anlama becerilerine herhangi bir anlaml etkisinin olmadig1 gorillmektedir. Elde edilen bu
sonu¢ literatiirde yer alan ve yan metinsel unsurlarla gerceklestirilen okumanin okudugunu anlama becerisini
gelistirdigini bildiren Aslan ve Yilarn (2023) aligmasiyla ortiismemektedir. Ikinci sinif seviyesinde yan metinsel
unsurlarin basit ve ¢ikarimsal anlama becerisine anlamli bir etkisi olmamasinin bir nedeni olarak, ikinci sinif
ogrencilerinin belirlenen siire ¢ercevesinde okuma yaptiklarinda yan metinsel unsurlara dikkat etmekten ziyade tim
zihinsel gabalarini yazili metni okumaya harcamalar1 gosterilebilir. Bir siire kisitlamasi yapilmaksizin okumalar talep
edilse metni okumanin diginda yan metinsel unsulara da odaklanabilirler. Ugiincii sinuflar ise ikinci siniflara nazaran
daha akic1 okuyucular olduklari i¢in daha kisa siirede yazili metni tamamlayip yan metinsel unsurlara odaklanacak firsat
bulmus olabilirler. Dolayisiyla ti¢tincti sinif 6grencilerinde anlamli farkin olusmasi beklendik bir durumdur.

Ote yandan tgiincii sinif 6grencilerinden elde edilen veriler neticesinde ise yan metinsel unsurlarin okudugunu
anlama becerisi tizerinde olumlu etkileri oldugu séylenebilmektedir. Alan yazin incelendiginde elde edilen bu sonug
yaygin bir etkidir. Ciinkii yan metin, yazili olan asil metni baslangicindan bitisine kadar anlamsal olarak destekleyen ve
tamamlayan 6geleri temsil eder (Aks6z, 2018). Bu tamamlayici 6geler 6grencilerin gorsel okumalar yapmasina, anlama
ve sorgulama becerilerinin gelismesine neden olmaktadir (Aslan ve Yilar, 2022). Ciinkii yan metinsel unsurlar
okuyucularin metinle ilgilenip ilgilenmeyeceklerine karar verdikleri en 6nemli gosterge konumundadir (Gross ve
Latham, 2017). Bu sebeple bir¢ok aragtirmaci yan metinsel unsularin etkilerini arastirmaktadir (Aslan ve Yilar, 2011;
Gross ve Latham, 2017; Higonnet, 1990; Martinez vd., 2016).

Yapilan caligmalar yan metinsel unsurlara dikkat edilerek yapilan okumanin okudugunu anlamay: (Gross ve
Latham, 2017; Latham ve Gross, 2020; Lui, 2021; Martinez vd., 2016) gelistirdigi yoniindedir ve mevcut ¢alismanin
tigiincii sinif 6grencilerinin katilimiyla saglanan verileri, bu ¢aligmalarin bulgulariyla paralellik gostermektedir. Ote
yandan yine yapilan ¢alismalar yan metinsel unsurlarin okuma motivasyonunu (Aslan ve Yilar, 2011, 2023) gelistirme ve
6n bilgi saglama gibi (Moss, 2005) faydalarinin da oldugu raporlanmistir. Tim bu olumlu etkilerin temelinde okuma
oncesi yapilan tahmin ¢aligmalari yer aliyor olabilir. Ciinkii tahminde bulunan 6grenciler mevcut kitabi daha dikkatli
dinlemektedirler. Bunun yani sira irettiklerin tahminlerin siirekli dogrulugunu sorgulamaktadirlar (C6gmen, 2008;
Giildenoglu ve Kargin, 2012; Oczkus, 2006, 2010). Bir diger ifadeyle, 6grencilere yan metinsel unsurlar1 géz oniinde
bulundurarak tahminler yapmalarina izin vermek metni derinlemesine anlamalarinin 6niinii agan bir uygulamadir
(Martinez vd., 2016). Ancak raporlanan tiim bu olumlu etkilerine ragmen yan metinsel unsurlarin dahil edildigi etrafl
okuma iglemine siniflarda gereken deger verilmemektedir (Martinez vd., 2016).

Bu degerin verilmeme nedenlerinin basinda Tiirk egitim sistemi ¢atist altindaki siniflarda resimli ¢ocuk kitaplarina
gerektigi kadar yer verilmemesi geliyor olabilir. Bilindigi tizere resimli ¢ocuk kitaplar yan metinsel unsurlar bakimindan
oldukga zengindir (Akbulut, 2020). Resimli ¢ocuk kitaplarinin ana materyal oldugu etkilesimli okuma, karsilikli 6gretim
gibi anlama ve okuryazarlik becerileri iizerinde olduk¢a etkili olan yaklasimlarda, yan metinsel unsurlar oldukga
onemlidir. Cinkil kitabin kapagindan, adindan, kullanilan renklerden, kime ithaf edildigine kadar bir¢ok yan metinsel
unsur tahmin siirecine dahil edilmektedir. Dolayisiyla ders kitaplarinda yan metinsel unsurlara yer verilmesi kadar
Ogretmenlerin de yan metinsel unsurlar: etkili bir sekilde 6gretim siirecine dahil edecek strateji ve yaklagimlar: etkili
kullanma konusunda kendilerini gelistirmeleri 6nem arz etmektedir.

Mevcut ¢alismada ulasilan sonuglar ve literatiir 15181nda su dnerilere yer verilebilir:

Gelecekteki benzer arastirmalar igin farkli yas ve sinif diizeyinde yer alan ogrencilerle daha genis ¢apta
aragtirmalarin gerceklestirilmesi aragtirmacilara 6nerilmektedir.

Ogretmenlerin etrafli okuma siirecini daha etkili hale getirmesini saglayacag icin Tiirkge ders kitaplarinda yer alan
metinlerin yan metinsel unsurlar tarafindan daha zengin hale getirilmesi ders kitab1 yazar ve ¢izerlerine 6nerilmektedir.
Ote yandan yan metinsel unsurlarin ikinci siif $grencilerinin okudugunu anlama becerileri iizerinde anlamli bir
etkisinin var olmamasindan yola ¢ikarak, sinif 6gretmenlerinin metin 6ncesi etkinliklerde yan metinsel unsurlara vurgu
yapacak ¢aligmalar1 planlamalar1 ve uygulamalar1 6nerilmektedir.

Yan metinsel unsurlar farkli okuma seviyesinde yer alan ogrencilerin anlama becerilerini farkli diizeyde
etkileyebilir. Yan metinsel unsurlar okuma ve okudugunu anlama becerisinde endise diizeyinde yer alan 6grenciler i¢in
stireci daha verimli hale getirebilir. Dolayisiyla benzer ¢aligmalarin farkli okuma ve okudugunu anlama diizeyinde yer
alan 6grenci gruplariyla gerceklestirilmesi aragtirmacilara 6nerilmektedir.
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ABSTRACT

In this study, the effects of the recorded read-aloud method on bilingual high school
students' fluent reading skills (reading speed, reading accuracy) were investigated.
The research was conducted in an A-B design, one of the single-subject research
designs. Three students, two students in the ninth grade and one student in the 12th
grade, who were studying in a high school in Ardahan, participated in the study. All
three students were bilingual. In the study, which lasted for 6 weeks (18 sessions), the
recorded read-aloud method applied to the study group was evaluated through
graphs. Texts selected from the Turkish textbooks prepared by the Ministry of
National Education for grades 1-8 were used to determine the reading speed and
accuracy of the students at the beginning and after the intervention. Their reading
alouds at the beginning and after the intervention were recorded, and their reading
accuracy and reading speed were analyzed. After the first author listened to the audio
recordings, the second author checked all of the analyses to detect possible errors. As
a result of this study, 2 students improved from 1st grade reading level to 4th grade
reading level. A great increase was achieved in their reading speed and reading
accuracy. The 3rd student continued to read at the Ist-grade level. However, at the
end of 6 weeks, an increase was observed in reading speed and reading accuracy. In
addition, all three students immediately realized their reading errors at the end of the
process and started to correct these errors by making turns during reading.

Keywords: Reading fluency, bilingualism, recorded oral reading, reading speed,
reading accuracy.

due to its strong connection with academic achievement

(Bastug, 2022). It refers to reading with appropriate speed,
accuracy, and expression. Fluent readers recognize words
automatically, whereas those who lack fluency often struggle with
decoding, which limits their comprehension (Akyol & Kodan, 2016;
Rasinski, 2010; Rasinski et al., 2006).

Reading fluency consists of three key components: accuracy,
speed, and prosody. Accuracy, the foundation of fluent reading,
involves correctly decoding words. When readers cannot read
accurately, they also tend to struggle with comprehension and
prosody (Akyol et al., 2023; Bastug, 2022). Reading speed, measured
by the number of words read correctly per minute, is another critical
factor. However, focusing too much on accuracy can reduce reading
speed and negatively affect understanding (Akyol et al, 2023;
Bastug, 2022). Prosody—intonation, rhythm, and pausing—was
incorporated later into the concept of reading fluency and is now
recognized as an important dimension that also contributes to
comprehension (Akyol et al., 2023; Altundal & Bilge, 2023; Bastug,
2022; Rupley et al., 2020).

The development of reading skills can vary significantly
between monolingual and bilingual students (Luft Baker et al,
2023). In this study, bilingualism is defined as the ability to

R eading fluency has become a central focus in recent years



understand two languages (Saunders, 1982, as cited in Bican, 2017). Bilingual students often face additional challenges in
developing reading fluency, especially if they begin school without sufficient exposure to the language of instruction.
Research in Tiirkiye has shown that many bilingual students start school without knowing Turkish, and teachers are
often unprepared to meet their needs (Asrag, 2009; Kosan, 2015; Goziikiigiik, 2015). These early challenges contribute to
a persistent gap between monolingual and bilingual students in both reading fluency and comprehension (Babayigit,
2014; Bayat, 2017; Kiziltas, 2019).

One method for supporting the development of reading fluency is recorded oral reading (Kasten & Yildirim, 2011).
In this approach, students listen to an audio recording of a text while following along with the printed version. Then,
they read along with the recording, and finally, they read the text independently. This method helps students model
fluent reading, and when adjusted to the learner’s pace, it can be particularly effective. The quality of the audio—
especially pronunciation—is crucial for its success (Kasten & Yildirim, 2011; Rasinski, 2010).

Although many studies have focused on improving reading fluency at the primary and secondary school levels
(Akyol & Kodan, 2016; Kodan & Akyol, 2018; Sezer, 2021), research involving high school students is still limited
(Cetinkaya, Ates, & Yildirim, 2016; Rasinski et al., 2016). Furthermore, few studies have specifically examined bilingual
students or integrated technology-based methods into fluency instruction (Altundal & Bilge, 2023; Kiziltas, 2019). This
study aims to fill that gap by investigating the effect of the recorded oral reading method—a technology-supported
approach—on improving reading fluency among bilingual high school students with reading difficulties.For this
purpose, the research question was determined as follows:

L. What is the effect of the recorded read-aloud method on the fluent reading skills (speed and accuracy) of
bilingual high school students who cannot read fluently?

Method
Model

In this study, it was aimed to determine the effect of recorded read-aloud method on reading speed and correct reading
percentages of high school students. Three high school students constituted the study group. Firstly, the initial levels of
the participants' reading accuracy and speed were determined, and then a 6-week application process was carried out.
After the implementation process, the final measurements of the students' reading accuracy and speed were made. As a
result, the study was conducted in A-B design, one of the single-subject research designs. In A-B designs, data should be
collected at least three times before the implementation. In this design, where threats to internal validity cannot be fully
prevented, designs such as A-B-A-B are generally used for rapidly changing target skills (Fraenkel et al., 2012). However,
since the reading skill is not expected to decline rapidly after stopping the intervention and it is not possible to repeat the
intervention process accordingly, the study was conducted in the A-B design.

Participants

In this study, the participants were three students studying in a high school in the center of Ardahan province in the
2023-2024 academic year. Criterion sampling was used in the selection of the students (Biiyiikoztiirk et al., 2023). The
selection criterion for the students was that they had difficulty in reading fluency despite having no physical or mental
disabilities, and that they knew—at least understood—another language at a native level besides Turkish. All of the
students belong to families from low socio-economic backgrounds, and all of them are bilingual. One of the students can
speak Kurdish as his mother tongue, while the other two cannot but can understand it. Therefore, the students can be
considered bilingual.

The participants consisted of 4 students who were recommended to participate in the study by the literature
teacher of their high school. Reading activities were carried out with the students from the 1st to the 8th grades with
texts approved by the Ministry of National Education, and data were collected about their reading speed and reading
accuracy. It was observed that the reading speed and reading accuracy of one student were better than the other subjects,
and this student was not included in the study. As a result, the subjects of the study consisted of 9th grade (2
participants) and 12th grade (1 participant) students.

Tools

In order to determine the starting level of the students in the study group, texts selected from the Turkish textbooks
prepared by the Turkish Ministry of National Education for grades 1-8 were used. It was paid attention that the students
had not seen the selected texts before. The reason for presenting the 1st-8th grade texts to the students is to determine at
what grade level they can read. Thus, it was decided with which grade level texts the students would be intervened.

Data Collection

During the data collection process, firstly, the texts were read to the students for one minute in order to determine the
level of the students. Audio recordings were taken during reading. Then, these recordings were listened and the reading
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accuracy and reading speeds of the students were determined. Based on these results, the grade level of the students was
determined based on the criteria of Akyol et al. (2023). Similarly, the data related to the final assessment were analysed
using the same texts and the same assessment process. In the interim assessments, measurements were made with texts
selected from the textbooks, taking into account the reading levels of the students. Since the development of students'
reading skills differed in the intervention processes carried out at certain intervals, texts (1st grade text, 2nd grade text,
etc.) were given according to their reading development in the level determination in the interim assessments.
Accordingly, in the first interim assessment, all students were assessed with a first-grade text, while in the second interim
assessment, two students were read a second-grade text and one student was read a first-grade text. In the third interim
assessment, two students were assessed with the 3rd grade texts and the other student read the 1st grade text. In the last
interim assessment, two students read a 4th grade text and the other student read a 1st grade text.

Data Analysis

In the analysis of reading fluency data, counting the number of misread words is a simple process by nature. For this
reason, in recent years, the number of studies in reading fluency literature in which inter-rater reliability is not sought in
reading fluency has been increasing (Akyol & Bastug, 2015; Altundal & Bilge, 2023; Bilge, 2023; Bilge & Kalenderoglu,
2022; Rasinski et al., 2005; 2017; Yildirim et al., 2017). Considering this situation, rater reliability was not sought in this
study. However, after the first author listened to all the audio recordings, the second author checked all the analyses to
detect possible errors. The first author is a teacher who took a fluent reading course at master's degree. The second
author is an academic who has a PhD in fluent reading.

Process

Before starting the intervention, the texts to be used were carefully selected. To determine the students’ reading level,
students read texts from grades 1 to 8 and their performances were evaluated. Based on these evaluations, it was found
that all three students were reading at a 1st-grade level. Therefore, the intervention began with Ist-grade texts. As the
students improved, the grade level of the texts was adjusted weekly to match their progress.

The intervention was conducted three days a week, one lesson per day, over a six-week period. During exam weeks,
when regular sessions were likely to be disrupted, the sessions were moved to the evenings and held in a quiet room at
the girls’ dormitory where the students stayed. All three students fully participated throughout the study. At school, an
empty classroom was used; in the dormitory, a quiet and private space was arranged.

Before each session, the students were briefed about the process. Then, they were given the selected text and asked to
examine it. The audio recordings of the texts had been pre-recorded, and each was played three times while students
followed along silently, using their fingers to track the words. In the next stage, students read the text aloud in sync with
the audio, twice in total. Playback speed was adjusted (0.75x or 0.50x) based on their needs. When students felt ready,
one-minute reading samples were recorded. Additionally, in each session, a separate text was played for listening.

Interim assessments were planned based on observations. After five sessions, the first evaluation was conducted. Two
students (both 9th graders) progressed to the 2nd-grade level. One had reached 99% reading accuracy, and the other
95.1%, which the researchers considered close enough to independent reading. Moving them to 2nd-grade texts was also
seen as a motivational strategy. The third student (a 12th grader), whose progress was slower, continued working with
Ist-grade texts individually.

After this point, eight more sessions were conducted. The first two students worked with 2nd-grade texts, while the third
continued with 1st-grade texts. Subsequent evaluations showed that the first two students were ready for 3rd-grade texts.
However, the third student was still at the frustration level (Akyol et al., 2023), so the same 1st-grade materials were
used.

Another interim evaluation was conducted after three more sessions, and then 4th-grade texts were introduced to the
first and second students. The third student, who remained at the frustration level (Akyol et al., 2023), continued with
Ist-grade texts. After three additional sessions, the final assessment was completed. Results showed that the first two
students had reached instructional or independent levels on the 4th-grade texts, while the third student remained
borderline instructional but still within the frustration range, even with the 1st-grade texts.

Ethical Statement

The ethics committee permission for this study was given by the decision of the Kafkas University Social and Human
Sciences Scientific Research and Publication Ethics Committee dated 24.11.2023 and numbered E- 40360.

Findings

All three students read at the level of frustration in texts at all grade levels at the beginning. The 1st student's reading
accuracy initially ranged between 72.2% and 90.7%. The 2nd student's reading accuracy ranged between 53.4% and 84%,
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and the 3rd student's accuracy ranged between 52.3% and 71.6%. In the post-intervention measurements, the 1st
student's accuracy varied between 90.9% and 98.7%, while the 2nd student's accuracy varied between 73.8% and 100%.
The 3rd student's accuracy was between 67.3% and 92.9%.

After the intervention, the Ist student read the 1st, 3rd, 4th, and 7th grade texts independently, the 2nd, 5th, and
6th grade texts instructionally, and the 8th grade text at the level of frustration (90.9%). The 2nd student read the 1st and
2nd grade texts independently, the 3rd and 4th grade texts at the instructional level, and the 5th-8th grade texts at the
frustration level. While the 3rd student read the 1st-grade text at the instructional level, she could not exceed the level of
frustration in the remaining texts. However, it was observed that the correct reading rate increased.

In reading speed, the 1st student read at most 73 words in one minute at the beginning level. This speed shows that
the student could pass to the 4th-grade level in the fastest reading (Akyol et al., 2023). The second student read 64 words
the fastest. This speed shows that the student could reach the speeds of 3rd graders in the fastest reading. The third
student's fastest reading at the beginning level was 38 words. This speed shows that the student could exceed the 2nd-
grade level. The first student read 83 words at the fastest speed, while the second student read 79 words and the third
student read 53 words. These speed levels show that they were able to pass the 5th, 4th, and 3rd grade levels, respectively.

An examination of the students’ lowest reading speeds at the initial stage revealed that the first student read 51
words per minute, the second 41 words, and the third 20 words. These figures correspond to approximate reading
fluency levels of 3rd, 2nd, and 1st grade, respectively. In the final assessment, the lowest reading speeds were recorded as
70 words for the first student, 48 for the second, and 33 for the third, aligning with the 4th, 2nd, and 2nd grade
benchmarks, respectively. Overall, the data indicate that the first student demonstrated a steady and consistent
improvement. While the second and third students exhibited some fluctuations, both showed gains in reading speed
compared to their initial performance levels.

Conclusion and Discussion

The aim of this study, which was designed as a single-subject research, was to examine the effect of the recorded read-
aloud method on the reading speed and reading accuracy of bilingual high school students with reading difficulties. As a
result of the 6-week, 3-days-a-week, one-class-hour intervention, it was aimed to increase the students' reading accuracy
and reading speed.

The recorded read-aloud method was able to improve students' fluent reading skills during the 6-week study.
While the 1st and 2nd students who participated in the study started to read 4th-grade texts at the instructional level in
terms of accuracy, the 3rd student remained at the level of frustration in 1st-grade texts. In terms of speed, while the first
student was able to read 73 words per minute in the pre-assessments, she was able to read 83 words in the post-
assessments; the second student was able to read 79 words from 64 words; and the third student was able to read 53
words from 38 words. The slowest reading speeds of the students were also analyzed. While the slowest reading speed of
the first student was 51 words in the pre-assessment, it was 70 words in the post-assessment. In the second student, this
number increased from 41 words to 48 words; in the third student, it increased from 20 words to 33 words. Therefore,
there were improvements in both the speed and accuracy of the students. However, these improvements did not bring
students to the level they should be.

It is difficult for poor readers to recognize and correct their reading errors (Akyol, 2013). While listening to the
audio recordings in the last applications, it was seen that the students realized that they made mistakes during reading,
went back, and corrected the words they misread. This shows that students cared about reading accuracy, started to
realize their mistakes, and improved their fluent reading skills.

In addition, it is noteworthy that there are errors such as skipping, adding, reversing, pronunciation mistakes, and
pausing. The reason for these mistakes is usually carelessness and rushing to read fast. The reasons for pronunciation
errors are mostly due to dialect differences (Akyol, 2013; Duran & Sezgin, 2012; Yiiksel, 2010). Since the students
participating in this study are bilingual, they may frequently make pronunciation errors. Therefore, it can be stated that
students' pronunciation differences due to their bilingualism have an effect on their fluent reading calculations.

Many studies have been conducted, and many methods have been tried to improve reading fluency (Akyol &
Kodan, 2016; Duran & Sezgin, 2012; Sahin & Melanlioglu, 2021). In these studies, fluency development methods have
been proven to work, but it is seen that these methods are generally tested on monolingual students, and the information
on the effect of the recorded read-aloud method is limited.

The development of monolingual and bilingual students' reading skills differs from each other (Luft Baker et al.,
2023). One of the reasons for this difference is that bilingual students have not heard the second language until they
come to school, and teachers do not know how to help these students (Asrag, 2009; Kosan, 2015). Due to this gap in
bilingual students' education, the difference between monolingual and bilingual students' reading fluency and reading
comprehension starts to widen in the early years. Classroom teachers state that bilingual students have great difficulty
even in the most basic step of reading and writing, such as feeling and recognizing the sound (Goziikiigiik, 2015). In the
following grade levels, the difference in reading skills between monolingual and bilingual students becomes clearer
(Kiziltas, 2019). However, studies on how reading fluency development methods affect bilingual students are limited. For
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example, Altundal and Bilge (2023) found that students' fluent reading skills improved in their echo reading study with
bilingual students. In another study conducted abroad, it was observed that bilingual students benefited from reading
fluency development methods as much as monolingual students (Yeganeh, 2013). The difference in effect between these
methods is remarkable. As a matter of fact, fluent reading skills improve more in studies conducted in single-subject
designs (Maki & Hammerschmidt-Snidarich, 2022). Therefore, studying with bilingual students one-to-one or in small
groups is beneficial for students.

As a result, the recorded read-aloud method had an effect on bilingual high school students with reading
difficulties in a short time. However, it is understood that longer-term studies should be carried out in order to bring the
students who are in high school and have fluent reading skills at primary school level to their own grade level. In this
study, six-week and three-hour sessions per week could bring the students up to the fourth-grade level. Therefore, the
students could not reach their own levels in 18 sessions. One of the possible reasons for this is that the initial level of the
students is very low. In the pre-assessment, students read even the first-grade texts at the level of frustration. Although
the students who participated in the experiment were in high school, the fact that they could not even read first-grade-
level texts before the application can be seen as the biggest obstacle for them to achieve high school-level reading skills in
such a short time. In spite of this, while students 1 and 2 made significant progress, student 3 lagged behind the others in
terms of grade level, even though he made progress. One of the possible reasons for this is that the student is probably a
special student even though he/she has no diagnosis. It was observed that the student had difficulty in recognizing letters
and sounds. The student's lack of interest in reading activities during the intervention process may also have led to
insufficient development of reading skills.

Suggestions

Based on the results of the study, it is possible to make some suggestions. Reading fluency improvement studies
were conducted to a limited extent on participants older than middle school students. Therefore, it is recommended that
more fluency research be conducted with high school students and/or adults with reading difficulties. In addition, due to
the limited number of studies on the fluent reading skills of bilingual students in Turkey, there is very limited
information on the developmental processes of these students' fluent reading skills and how effective fluency
development activities are on bilingual students' reading skills. Therefore, it is recommended that researchers conduct
longitudinal studies to determine how bilingual and monolingual students develop in terms of fluent reading skills.
Longitudinal studies can expand our knowledge about the effect of the second language factor on reading fluency by
revealing how monolingual and bilingual students differ or resemble in terms of development in reading skills. This
information can provide valuable information for studies to be conducted on the development of reading skills.

In addition, a comparative study of the effects of reading fluency development methods and techniques on
monolingual and bilingual students may reveal how these methods and techniques are effective according to the
language factor (monolingualism and bilingualism). Determining how fluency development methods and techniques
affect the fluent reading skills of bilingual students in the early years of primary school and in older age groups (such as
high school) may also provide useful insights. This is because of the potential for students' bilingualism at younger ages
to vary qualitatively as they get older. For example, the effect of the activities to improve fluent reading skills of some
students when they come to primary school without knowing Turkish may differ from the effect on fluent reading skills
of the same students in high school years when they have a better command of Turkish. Therefore, testing the effects of
fluent reading methods on the development of fluent reading skills of bilingual students studying at different grade levels
can expand our knowledge on this subject.

In this study, which was conducted in a single-subject design, it is not possible to control the effect of the method.
By observing the development of the control group with a quasi-experimental design, the effect of recorded read-alouds
can be seen more clearly, free from many errors. It is also recommended to test the effect of recorded reading aloud with
younger age groups.

Since it is seen that conducting studies with single-subject designs is more effective (Maki & Hammerschmidt-
Snidarich, 2022), it is understood that it would be more beneficial to work with students one-on-one as much as
possible. Therefore, it is recommended that teachers work one-to-one to help their students who cannot read fluently. In
cases where this is not possible, it is also possible to work with small groups.

Limitations

This study has certain limitations. One of the most important limitations of the study is that it was conducted in an
A-B design, one of the single-subject research designs. For this reason, the effect of the recorded read-aloud method
could not be seen by controlling other conditions. In future studies, it can be more reliably demonstrated that students'
fluent reading skills are caused by the experiment.

Another limitation of the study is the intervention period. In this study, students were studied for 6 weeks. Longer
interventions may reveal different information about the effect of recorded read-alouds.
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Bu aragtirmada kaydedilmis sesli okuma yonteminin iki dilli lise 6grencilerinin akici
okuma becerileri (okuma hizi, dogru okuma) iizerindeki etkilerini gérmek
amaclanmigtir. Arastirma tek denekli aragtirma desenlerinden A-B tasariminda
ylirGitilmiistir. Arastirmaya Ardahanda bir lisede egitim goren ve dokuzuncu sinifa
devam eden iki; 12. sinifa devam eden bir 6grenci olmak tizere ti¢ 6grenci katilmistir.
Ogrencilerin iicii de iki dillidir. Kaydedilmis sesli okuma ile 6 hafta (18 seans) siiren
¢alismada ¢alisma grubuna uygulanan kaydedilmis sesli okuma yonteminin etkisi
grafikler tizerinden degerlendirilmistir. Calisilacak 6grencilerin baslangigtaki ve
miidahale sonrasindaki okuma hizlar1 ve dogruluklarini tespit etmek igin 1-8. siniflar
igin Milli Egitim Bakanlig1 tarafindan hazirlanan Tiirk¢e ders kitaplarindan segilen
metinler kullanilmistir. Baslangictaki ve miidahale sonrasindaki sesli okumalar: kayit
altina alinmig ve okuma dogruluklari ve okuma hizlar1 ¢oziimlenmistir. Ses
kayitlarini birinci yazar dinledikten sonra ikinci yazar gézden kagmasi muhtemel
hatalarin tespiti igin ¢oziimlemelerin tamamini kontrol etmistir. Bu ¢aligmanin
sonucunda 2 6grenci 1. simf diizeyinde okuma seviyesinden 4. siif diizeyine
yiikselmigtir. Okuma hizlarinda ve okuma dogruluklarinda biiyiikk bir artis
saglanmustir. 3. 6grenci ise 1. sinif diizeyinde okumaya devam etmistir. Ancak 6 hafta
sonunda okuma hizinda ve okuma dogrulugunda artig goriilmistiir. Ayrica ig
Ogrenci de siireg sonunda okuma hatalarin1 hemen fark edip okuma sirasinda
doniisler yaparak bu hatalarini diizeltmeye baslamislardir.

Anahtar kelimeler: Akici okuma, iki dillilik, kaydedilmis sesli okuma, okuma hizi,
dogru okuma.

grencilerin basarilarinin belirlenmesi ve bir ist egitim

kurumlarinda nitelikli okullara yerlestirilmesi merkezi

olarak yapilan smnavlara bagldir. Merkezi sinavlarda
hazirlanan sorular1 ¢ozebilmek i¢in okudugunu anlama becerisine
ihtiya¢ duyulmaktadir (Sivkin vd., 2020). Ayrica Ogrencilerin
matematik testlerindeki sozel problemlerdeki bagarilari da okuma
anlama ile baglantihidir (Tatar ve Soylu, 2006). Okudugunu anlama
i¢in akict okumanin 6n sart oldugu kabul edilmektedir (National
Reading Panel 2000). Bu sebeple akici okuma akademik
6grenmelerin ve bagarinin temeli olarak goriilebilir.

Akademik bagariya olan katkisi sebebiyle akici okuma son
yillarda egiticilerin dikkatini ¢ekmektedir. Akici okuma belirli bir
hiz ve dogrulukla ve metinde gecen anlami yansitan bir
seslendirmeyle otomatik olarak okumaktir (Bastug, 2022). Akici
okuyanlar kelimeleri otomatik olarak tanirlar. Ancak akici okuya-
mayanlar gayretlerinin ¢ogunu kelimeyi ¢6zmeye harcarlar ¢iinki
kelimeleri otomatik olarak taniyamazlar (Akyol ve Kodan 2016;
Rasinski 2010; Rasinski vd. 2006). Bu da akici okuyamayanlarin
okuduklarini anlamalar1 6niinde engeller teskil eder.

Akict okumanin boyutlar: agiklanirken ve tanimi yapilirken
otomatiklesme kavramindan ¢okc¢a bahsedilmektedir. Akici okuma
otomatiklikle alakalidir ve otomatiklesme teorisine dayanmaktadir.
Otomatiklesme teorisi bir¢ok becerinin edinilmesinde beceriyi

*Bu ¢aligma 3. Uluslararasi Sosyal Bilimler Kongresinde 6zet bildiri olarak sunulmustur



basamaklandirmay1 ve ¢ok kez tekrar yapmay1 temel almaktadir (LaBerge ve Samuels, 1974). Kisacasi otomatiklesme
teorisinin oziinde yeterince pratik yapilarak baglangic agamasindan uzmanlik agamasina gecis vardir. Ogrenci yaptigi
tekrarlardan sonra istenilen beceriyi daha az zamanda ve daha az ¢aba ile yapabilecek duruma gelir. Bu baglamda
ditsiintildiigiinde akict okumada otomatiklesmenin saglanmast igin tekrarli okumalar yapmak 6nemlidir (Bastug 2022;
Rasinski vd. 2006; Rupley vd., 2020).

Akic1 okumanin ilk basamagi dogruluktur. Dogru okuma kelimelerin miimkiin mertebe hatasiz okunmasini ifade
etmektedir. Dogru okuma bir bakima kod ¢6zme isidir. Okuyucular otomatik bir bigimde kodu ¢6zebilmeli ve akiciigin
diger boyutlarina da enerji harcayabilmelidirler (Rasinski, 2010; Rasinski vd. 2006). Akici okumanin 6n sart: olarak
kabul edilen dogru okumada kelime hatasiz bir sekilde taninmalidir. Aksi halde okuyucunun metni anlamasi zorlagabilir.
Dogru okuma prozodi boyutu i¢in de hayati 6nem tasimaktadir. Dogru okuyamayan kisilerin prozodik okuma yapmasi
beklenmemektedir (Akyol vd., 2023; Bastug., 2022).

Akict okumanin bir diger boyutu okuma hizidir. Okuma hizi okuyucunun dakikada kag¢ kelimeyi dogru
okudugunu ifade eder. Okumada hiz boyutunun 6nemi biiyiiktiir ¢iinkii okuyucunun akict okuyor ya da okuyamiyor
olmasina bakilirken okuma hiz1 da dikkate alinmaktadir. Bu sebeple, okuyucularin dogru okuma boyutuna gereginden
fazla takilip okuma hizlarimi distirmemeleri gerekmektedir. Aksi takdirde diisitk hizda okuduklar: i¢in okuduklarini
daha az anlayabilirler (Akyol vd., 2023; Bastug., 2022).

Akic1 okumanin son boyutu prozodidir. Bu boyut akici okumaya sonradan dahil edilmis ve uzun yillar ihmal
edilmistir. Prozodi okumanin daha ritmik ve akustik olarak yapilmasidir ve tonlama, duraklama, ritim ile dogrudan
iliskilidir. Bu sebeple okumada prozodiye dikkat etmek gerekmektedir. Bunun yani sira okumada anlamay: etkileyen
diger bir boyutun prozodi oldugu kabul edilmektedir (Akyol vd., 2023; Altundal ve Bilge, 2023; Bastug, 2022; Rupley vd.,
2020).

Okuma becerisinin gelisimi 6grencilerin tek dillilik-iki dillilik durumlarindan etkilenmektedir (Luft Baker vd.,
2023). Bican (2017) iki dilliligin her alanda farkli tanimlandigini ve arastirmacilarin kendi alanlarmna gore tanim
secebileceklerini ifade etmektedir. Bu c¢aligma kapsaminda iki dili de anlayabilen 6grenciler iki dilli olarak kabul
edilmigtir (Saunders, 1982'den akt: Bican, 2017). Iki dilli 6grencilerdeki okuma becerisi gelisiminin tek dillilerden farkl:
olmasinin sonucunda akici okuma becerisinin gelisimi 6grenciler arasinda dalgalanma gostermektedir. Tek dilli
Ogrencilere kiyasla iki dilli 6grencilerin akici okuma becerisini edinme siireclerinde daha ¢ok zorlandiklar:
bilinmektedir. Bunun sebeplerinden birisi 6grencilerin okula gelene kadar Tiirk¢e bilmemeleri veya Tiirk¢eye yeterince
maruz kalmamalaridir. Nitekim Tiirkiyede yapilan arastirmalar 6grencilerden kimilerinin okula Tiirk¢eyi bilmeden
basladiklarini ve 6gretmenlerin bu tiir 6grencilere destek olma konusunda yeterli donanima sahip olmadiklarin: ortaya
koymusgtur (Asrag, 2009; Kosan, 2015). Ogretmenlerin Tiirkgeyi bilmeyen 6grencilere ilk okuma yazma siirecindeki
temel bilgi ve becerilerin aktarilmasinda dahi ¢ok zorlandiklarini ifade etmeleri (Goziikiigiik, 2015) okullarda iki dilli
ogrencilere okuma yazma becerilerinin kazandirilmasinda énemli giigliiklerin yasandigini ortaya koymaktadir. ilk
okuma yazma siirecinde baglayan bu aksakliklarin tek dilli ve iki dilli 6grencilerin akici okuma ve okudugunu anlama
becerileri arasindaki farkin ¢ok olmast ve uzun yillar kapanmamasi ile sonuglandig: goriilmektedir (Babayigit, 2014;
Bayat, 2017; Kiziltas, 2019). Bu nedenle, iki dilli 6grencilerin akici okuma becerilerinin daha fazla destege ihtiya¢ oldugu
anlagilmaktadir.

Akic1 okumanin gelistirilmesi ile ilgili pek ¢ok yontem ortaya konmustur. Otomatiklesme teorisine dayanan akici
okumanin gelistirilmesinde tekrar esastir. Dolayisiyla akici okuma becerisini gelistirmek icin tavsiye edilen yontemlerin
ortak ozelligi tekrara dayanmalaridir. Bu yontemlerin okuma gii¢liigii geken 6grencilerin okuma becerilerini gelistirdigi
bilinmektedir (Bastug, 2022; Kinikli, 2019).

Akic1 okuma becerisini gelistirme yontemlerinden birisi kaydedilmis sesli okumadir (Kasten ve Yildirim, 2011).
Kaydedilmis sesli okuma yontemi 6grencilere ses kaseti gibi materyallere kaydedilmis metnin dinletilmesine dayanan bir
yontemdir. Bu yontemde 6grenciler kaydedilen metni dinlerken 6niindeki basili materyalden metni takip eder. Daha
sonra Ogrenciler takip ettikleri metni ses kaydu ile es giidiimlii olarak okurlar. En son asamada ise 6grenciler kendilerini
hazir hissettiklerinde metni bagimsiz bir bicimde okurlar. Bu yontem ile, dinlenen metin ile es giidiimlii olarak okumalar
yapildigindan 6grenciler daha akici okuyabilmektedirler. Akici okuyamayan kisiler bu yontem sayesinde okuma
becerilerini gelistirirken akic1 okuyanlar da bu yontemle daha basarili hale gelebilmektedirler. Bu yontemin en 6nemli
noktalarindan biri de ses kayit hizinin okuyucuya goére ayarlanmasidir. Bu dikkat edilmesi gereken bir husustur. Ayrica
kayith materyalin seslendirmesinin kaliteli olmasi, telaffuz vb. hatalarin olmamasi gerekir. Bu yontem kaydedilmis
kitaplarin hazirlanip okunmasi seklinde de goriilebilmektedir. Bu agidan 6nemli, kullanilmaya deger ve basariyr da
artiran bir yontemdir (Kasten ve Yildirim, 2011; Rasinski, 2010).

Akic1 okumada hiz ve dogrulugu gelistirmeyi hedefleyen pek ¢ok calisma bulunmaktadir. Bu ¢aligmalar genellikle
ortaokul ve ilkokul diizeyinde yapilmistir (Akyol ve Kodan, 2016; Kodan ve Akyol 2018; Sezer, 2021). Caligmalarda
kullanilan yéntemlerin ilkokul 6grencilerinin (Akyol ve Ketenoglu Kayabasi, 2018; Duran ve Sezgin, 2012; Ozkara 2010;
Kuruoglu ve Sen 2018; Tosun, 2018) ve ortaokul 6grencilerinin akict okuma becerilerini gelistirdigi tespit edilmistir
(Beydogan, 2012; Dag, 2010; Kuruoglu ve Sen 2018; Yilmaz, 2008). Yurt disinda da Tiirkiyede de lise ve/veya daha st
seviyedeki O6grencilerle yapilan ¢alismalar olduk¢a sinirhidir (Cetinkaya, Ates ve Yildirim, 2016; Rasinski vd., 2016).
Ayrica akici okuma konusunda iki dillilik degiskeni nadiren ele alinmistir (Altundal ve Bilge, 2023; Kiziltag, 2019). Bu
aragtirmalarda genellikle teknoloji destegine dayanan yontemlere yer verilmemistir. Dolayisiyla, teknoloji destekli
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caligmalarin akici okuma becerisini gelistirmeye olan katkisina dair bilginin diger yontemlere gore daha sinirli oldugu
ifade edilebilir. Bu ¢alismada teknoloji destekli yontemlerden biri olan kaydedilmis sesli okuma yonteminin okuma
glclugii ceken iki dilli lise 6grencilerindeki etkisini belirlemek amaclanmustir. Bu amagla arastirma sorusu asagidaki
sekilde belirlenmistir:

1-Kaydedilmis sesli okuma yonteminin akic1 okuyamayan iki dilli lise 6grencilerinin akici okuma becerilerine (hiz
ve dogruluk) etkisi nedir?

Yontem
Arastirmanin Modeli

Bu arastirmada kaydedilmis sesli okuma yonteminin lise 6grencilerinde okuma hizina ve dogru okuma yiizdelerine
etkisini belirlemek amaglanmistir. Calismada ii¢ lise 6grencisi ¢aligma grubunu olugturmustur. Oncelikle katilimcilarin
okuma dogruluklar1 ve hizlarina ait baglangic seviyeleri tespit edilmis ardindan 6 haftalik uygulama siireci
gerceklestirilmistir. Uygulama siirecinin ardindan o6grencilerin okuma dogruluklart ve hizlarinin nihai ol¢timleri
yapimistir. Sonu¢ olarak aragtirma tek denekli arastirma desenlerinden A-B tasariminda yiriitilmiistir. A-B
tasarimlarinda uygulamadan &nce en az ii¢ kez veri toplanmalidir. I¢ gecerlilige dair tehditlerin tam olarak
engellenemedigi bu desende genelde hizli degisebilen hedef beceriler icin A-B-A-B gibi tasarimlar kullanilmaktadir
(Fraenkel vd., 2012). Ancak okuma becerisinin miidahaleyi kestikten sonra hizla gerilemesinin beklenmemesi ve
miidahale siirecinin buna bagl olarak tekrar yapilmasimin pek miimkiin olmamasi nedeniyle ¢aliyma A-B tasariminda
yuritilmustiir.

Calisma Grubu

Bu aragtirmada katilimcilar 2023-2024 egitim 6gretim yilinda Ardahan ili merkezinde bulunan bir lisede egitim goren {i¢
ogrencidir. Ogrencilerin se¢ciminde 6l¢iit drnekleme kullanilmugtir (Bityiikoztiirk vd., 2023). Ogrenciler segilirken fiziksel
ve zihinsel olarak bir engele sahip olmadiklar1 hilde akici okumada zorluk yasamalarina ve Tiirk¢e haricindeki bir dili
ana dili seviyesinde biliyor (en azindan anlayabiliyor) olmalarina dikkat edilmistir. Ogrencilerin tamamu diigiik
sosyoekonomik seviyeden ailelere mensuptur ve hepsi de iki dillidir. Ogrencilerden birisi Kiirtceyi ana dili olarak
konugabiliyorken diger ikisi konusamamakta ancak anlayabilmektedir. Dolayisiyla 6grenciler iki dilli olarak kabul
edilebilir.

Katilimcilar okuduklar: lisenin edebiyat 6gretmeni tarafindan caligmaya katilmalari Onerilen 4 6grenciden
olugmustur. Ogrencilerle 1. siniftan 8. sinifa kadar MEB onayli metinlerle okuma ¢alismalari yapilarak okuma hizlar1 ve
okuma dogruluklar: hakkinda veri toplanmustir. Bir 6grencinin okuma hizinin ve okuma dogrulugunun diger deneklere
gore daha iyi oldugu goriilmiis ve bu 6grenci ¢alismaya dahil edilmemistir. Sonug olarak ¢alismanin denekleri 9. simif (2
kisi) ve 12. sinuf (1 kisi) 6grencilerinden olusmustur.

Katilimcilardan biri (9. sinif) 13 yagindadir. ilkokulu ve ortaokulu Ardahan’a bagli kdy okulunda okumustur ve 5
¢ocuklu bir ailenin 3. ¢ocugudur. Katilimcinin ailesi ¢ift¢idir. Evlerinde kendisine ait bir ¢alisma odasinin olmadigins,
dede ve ninenin de bulundugu genis bir ailede yasadigini belirtmistir. Okudugu meslek lisesinde yatili olarak
kalmaktadir.

Diger katiimcr (9. sinif) da 13 yasindadir. Ug ¢ocuklu bir ailenin ikinci ¢ocugudur. Aile ciftgilikle gecim
saglamaktadir. Ogrenci ilkokul ve ortaokulu Ardahan’a bagli kdy okulunda tamamlamistir. Bu siirecte yatili okulda
okumamis, dedesinin de dahil oldugu genis ailesiyle birlikte yasamistir. Katilimei ortaokul ve ilkokul doneminde
kendisine ait bir odasinin olmadigini belirtmistir. Katilimcr okudugu meslek lisesinde yatili olarak kalmaktadir.

3. katilimer ise (12. sinif) 17 yagindadir. 6 ¢ocuklu bir ailenin en kiictigiidiir. Ailesi ¢iftgilikle gecim saglamaktadir.
[lkokul ve ortaokulu Istanbulda okumustur. Katilimci bu siiregte yatili okumamis, ailesi ile birlikte yasamistir ve kendine
ait bir ¢alisma odasinin oldugunu belirtmektedir.

Veri Toplama Araglar1

Caligma grubundaki 6grencilerin baslangi¢ seviyelerini belirlemek amaciyla 1-8. siuflar i¢in Milli Egitim Bakanlhig:
tarafindan hazirlanan Tiirkce ders kitaplarindan segilen metinler kullanilmistir. Secilen metinleri 6grencilerin daha 6nce
gérmemis olmalarina dikkat edilmigtir. Ogrencilere 1-8. sinif metinlerinin sunulmasinin sebebi égrencilerin kaginci sinif
seviyesinde okuyabildiklerini tespit etmektir. Boylece, 6grencilere hangi sinif seviyesindeki metinlerle mudahale
gerceklestirilecegine karar verilmistir.

Tablo 1de oOgrencilerin akici okumalarinin uygulama Oncesi ve uygulama sonrasinda tespitinde kullanilan
metinlere yer verilmistir. Metinler 1-8. sinif seviyelerindedir ve 176-697 kelime arasinda degismektedir. Metinlerin
tiirleri cogunlukla hikaye iken bir adet deneme tiirii metin de kullanilmistir.
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Tablo 1
On Test Asamasinda Kullanilan Metinler

Sinif Seviyesi Metin Ad1 Kelime Sayist Metnin Tiirii Kaynak
1.simif Odam Lokanta 176 Hikaye Civelek vd., 2021
2.smif Kirmizi Domatesin Yolculugu 269 Hikaye Erdal, 2021
3.smif Gogmen Kusg 218 Hikaye Celtik, 2018
4. simf Giil Agac1 Cay Bahgesinden Hacivat Karag6z’e 470 Hikaye Atasei, 2019
S.smuf Eskiciyle Para Babasi 371 Hikaye Sevim, 2022
6.smif Cocuklar Babalar1 Hakkinda Ne Diisiiniirler? 332 Deneme Yavuz ve Kahraman, 2019
7.simf Ana Issiz Kalinca 697 Hikaye Kir vd., 2018
8.smif Iyimserlik ve Kétiimserlik Uzerine 494 Hikaye Eselioglu vd., 2021

Ogrencilerin okuma dogruluklarina ve okuma hizinin seviyesine karar verilirken Akyol vd. (2023)’iin kistaslart
esas alinmistir. Buna gore, %92'den daha diisiik seviyede okunan bir metnin endise seviyesinde okundugu ve 6grenci igin
zor bir metin olduguna; %92-%98 arasinda dogrulukla okunan bir metnin 6gretim seviyesinde oldugu ve 6grencinin
seviyesine uygun olduguna; %98 iizerinde dogrulukla okunan bir metnin bagimsiz seviyede okundugu ve 6grenci igin
¢ok kolay olduguna karar verilmistir. Caligmada verilerin toplandig1 dénem itibariyle Akyol vd. (2023)%e gore 2. siniflar
dakikada en az 30 kelime okumalidir. Bu sayilar 3. simiflar i¢in 50 kelime iken 8. sinifa dogru sirasiyla 70, 80, 90, 100 ve
110 kelimedir. Ogrencilerin okuma hizlar1 degerlendirilirken bu kistaslar esas alinmustir.

Verilerin Toplanmasi

Aragtirma kapsaminda 6grenciler ile ¢alisilacag icin etik kurul izni ve Ardahan 11 Milli Egitim Miidiirliigiinden gereken
izinler alinmigtir. Verilerin toplanmas: siirecinde oncelikle 6grencilerin seviyesini belirlemek amaciyla metinler
ogrencilere birer dakika boyunca okutulmustur. Okuma sirasinda ses kayitlari alinmistir. Daha sonra bu kayitlar
dinlenerek 6grencilerin akici okuma oranlar1 ve okuma hizlari belirlenmistir. Bu sonuglara bakilarak o6grencilerin
kaginct sinif seviyesinde okuduklar1 Akyol vd.nin (2023) olgiitleri esas alinarak belirlenmistir. Benzer sekilde, son
degerlendirmeye iligkin veriler de ayn1 metinler kullanilarak ve ayni degerlendirme siireci isletilerek incelenmistir. Ara
degerlendirmelerde ise 6grencilerin okuma seviyeleri gz 6niine alinarak, ders kitaplarindan secilen metinlerle 6l¢timler
yapilmustir. Belli araliklarla yapilan miidahale siireglerinde 6grencilerin okuma becerilerinin gelisimleri farklilagti: i¢in,
ara degerlendirmelerdeki seviye tespitinde okuma gelisimlerine gore metinler (1. sinif metni, 2. sinif metni vs.)
verilmistir. Buna gore, ilk ara degerlendirmede biitiin 6grenciler birinci sinif metni ile degerlendirilmisken ikinci ara
degerlendirmede iki 6grenciye 2. sinif, bir grenciye 1. sinif metni okutulmustur. Ugiincii ara degerlendirmede iki
ogrenci 3. siif metinleri ile degerlendirilmis, diger 6grenci yine 1. sinif metnini okumustur. Son ara degerlendirmede iki
6grenci 4. sinif metni okurken diger 6grenci yine 1. sinif metni okumustur.

Verilerin Analizi

Akic1 okumanin degerlendirilmesinde hatali okunan kelimelerin sayim1 dogasi geregi basit bir islemdir. Bu nedenle, son
yillarda akici okuma literatiiriinde akici okumada puanlayicilar arasi giivenilirligin aranmadigl ¢alismalarin sayist
artmaktadir (Akyol ve Bastug, 2015; Altundal ve Bilge, 2023; Bilge, 2023; Bilge ve Kalenderoglu, 2022; Rasinski vd., 2005;
2017; Yildirim vd., 2017). Bu durum g6z 6niinde bulundurularak bu ¢alismada puanlayici giivenilirligi aranmamustir.
Ancak biitiin ses kayitlarini birinci yazar dinledikten sonra ikinci yazar gozden ka¢masi muhtemel hatalarin tespiti igin
¢oztimlemelerin tamamini kontrol etmigtir. Birinci yazar yiiksek lisansta akict okuma dersi almis bir 6gretmendir. Tkinci
yazar akici okuma alaninda doktora yapmis bir akademisyendir.

Uygulama

Ogrencilerle miidahale siirecine baglanmadan &nce, miidahale siirecinde kullanilacak metinlere karar verilmistir.
Ogrencilerin kaginci sinuf seviyesinde olduguna karar vermek icin 1-8. simiflar icin segilen metinler ogrencilere
okutulmus ve 6n degerlendirme yapilmistir. Bu degerlendirmeler sonucunda ii¢ 6grencinin de 1. simuf diizeyinde
okuyabildigi goriilmistiir. Bu sebeple, ¢caligmaya 1. sinif metinleri ile baglanmigtir. Kullanilacak metinlerin hangi sinif
seviyelerinden olacagi Ogrencilerin gelisimlerine gore haftalik olarak tekrar tekrar giincellenmistir. Uygulamanin
haftanin 3 giinil ve giinliik bir ders saati yapilmasina karar verilmistir. Caligmanin aksayacag: diisiiniildiigi sinav
haftalarinda ise uygulamalar okuldan sonra 6grencilerin kaldig1 kiz yurdunda aksam saatlerinde yapilmistir. Calisma
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toplamda 6 hafta siirmiistiir. 3 6grenci de ¢aligmaya eksiksiz olarak katilmigtir. Caligmalar sessiz bir ortamda yapilmistir.
Bu kapsamda okulda yapilan ¢aligmalarda ders saatlerinde bos bir sinif kullanilmigtir. Yurtta yapilan ¢alismalarda ise bos
ve sessiz bir oda kullanilmistir.

Uygulamaya baglamadan 6nce ogrenciler uygulama hakkinda bilgilendirilmistir. Daha sonra, segilen metin
ogrencilere verilmis ve kontrol etmeleri istenmistir. Miidahalelerde kullanilacak metinlerin ses kayitlar: hazir alinmistir
ve bu metinler dgrencilere 3 kere dinletilmistir. Ogrencilerin bu sirada metni takip etmeleri istenmistir. Ogrenciler metni
parmakla takip etmislerdir. Sonraki asamada kaydedilen metin acilmis ve 6grencilerin yiiksek sesle ses kaydi ile es
gidiimlii olarak metni okumalar: istenmigtir. 2 kere de 6grenciler metni bu sekilde yiiksek sesle okumuslardir. Bu
asamada kaydedilen metnin oynatma hizi &grencilere goére ayarlanmistir (0.75x-0.50x). Bu agsamadan sonra ise
ogrenciler metni okumaya devam etmis ve kendilerini hazir hissettiklerinde bir dakikalik okuma kayitlar1 alinmustir.
Ayrica yapilan her uygulamada 6grencilere bir metin dinletilmistir.

Calismanin basinda ogrenciler ayni seviyede olduklar: i¢in grup hélinde ayni metinlerle calisgitlmistir. Calisma
stiresince yapilan ara degerlendirmelere iliskin bulgular Tablo 2'de verilmistir.

Tablo 2

Uygulama Siiresince Yapilan Ara Degerlendirmelere Ait Betimleyici Istatistikler

1. ara degerlendirme 2. ara degerlendirme 3. ara degerlendirme 4. ara degerlendirme
1.6grenci 101 - %99 90 - %96.8 99 - %99 100 - %99
2.08renci 97 - %95,1 72 - %96 85 - %97.7 74 - %96.01
3.0grenci 49 - %79 53 - %91,37 58 - %84.05 53 - %91.37

Miidahale siirecinde aragtirmacilar ara degerlendirme yapip yapmamaya gozlemlerle karar vermistir. Buna gore,
okumalarinda belli bir iyilesme fark edildikten sonra 6grencilerin hepsine ara degerlendirmeler yapilarak bir st sinif
seviyesindeki metinlerle calisilip ¢aligilmamasina karar verilmistir. {lk ara degerlendirme 5 uygulama seansindan sonra
yapilmustir. Ara degerlendirme sonrast 6grencilerden ikisi (9. siniflar) 2. sinif seviyesine ge¢mislerdir. 1.6grenci birinci
sinif seviyesindeki metinlerde %99 dogruluk seviyesine ulagsmisken 2. 6grenci %95,1 dogruluk seviyesine ulagmustir.
Burada aragtirmacilar dogru okuma oranini bagimsiz okuma seviyesine ¢ok yakin bulduklar: i¢in 6grencinin 2. sinif
metinleri ile ¢aligmaya devam etmesini uygun goérmiislerdir. Bunun sebeplerinden birisi 6grenciyi motive etmektir. Bu
nedenle iki 6grenci ile 2. sinif metinleri ile devam edilmistir. Diger 6grencinin (12. sinif) seviyesi iki 6grenci kadar
ilerleyemedigi i¢in bu 6grenci ile tek ¢alisilmaya devam edilmistir.

Bu agamadan sonra 8 uygulama seansi daha yapilmistir. Bu uygulamalarda 1. ve 2. 6grencilerle 2. sinif metinleri ile
caligilmisken 3. 6grencide 1. sinif metinleri ile devam edilmistir. 8 uygulama seans: sonrasinda 1 ve 2. 6grencilere 2. sinif
metni iizerinden bir degerlendirme yapilmis 3. 6grenciye ise 1. sinif metni {izerinden bir degerlendirme yapilmuistir.

Bu degerlendirmelerden sonra 1 ve 2. 6grenci ile 3. sinif metinleri ile ¢alisilmaya devam edilmistir. 3. 6grencinin
hél4 endise seviyesinde olmasi sebebiyle (Akyol vd. 2023) 1. sinif metinleri ile ¢aligmaya devam edilmistir. 3 uygulama
seans! yapildiktan sonra yeniden bir ara degerlendirme yapilmistir. Bu ara degerlendirme 1 ve 2. 6grenci i¢in 3. siif
metni izerinden yapilmisken 3. 6grenci igin 1. sinif metni {izerinden yapilmistir.

Daha sonraki asamada ise 1 ve 2. 6grenci ile 4. sinif metinleri ile ¢aliglmaya devam edilmis. 3. 6grencinin héla
endise seviyesinde olmasi sebebiyle (Akyol vd. 2023) 1. sinif metinleri ile calismaya devam edilmistir. 3 uygulama sonra
yapilan son degerlendirme 1 ve 2. 6grenci i¢in 4. stnif metni tizerinden yapilmigken 3. 6grenci i¢in ise 1. stnif metni
tizerinden yapilmigtir. Yapilan son ara degerlendirme sonuglarinda 1 ve 2. 6grencilerin 4. sinif metinlerinde 6gretim ve
bagimsiz seviyesinde olduklar1 goriiliirken 3. 6grencinin 1. simif metninde 6gretim seviyesi sinirinda ancak endise
seviyesinde oldugu anlagilmaktadir.

Etik Beyan

Bu ¢alismada “Yiitksekogretim Kurumlar: Bilimsel Aragtirma ve Yayin Etigi Yonergesi” kapsaminda belirtilen kurallara
uyulmus, “Bilimsel Arastirma ve Yayin Etigine Aykir1 Eylemler” baghg: altinda belirtilen eylemlerden kaginilmistir.
Yazarlar arasinda cikar catigmasi yoktur, tim yazarlar caligmaya katki saglamistir. Caligmanin etik kurul izni, Kafkas
Universitesi Sosyal ve Beseri Bilimler Bilimsel Aragtirma ve Yayin Etigi Kurulu'nun 24.11.2023 tarihli E- 40360 sayili
karari ile verilmistir.

Bulgular

Bu béliimde aragtirmanin bulgularina yer verilmistir. Sekil 1 ve Sekil 2'de 6grencilerin okuma dogruluklarina ve okuma
hizlarina ait baglangi¢ degerleri ve uygulama sonucundaki nihai degerler sunulmustur.
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Sekil 1

Ogrencilerin 1-8. Metinlerine Ait Okuma Dogruluklarinin (%) Baslangi¢
Degerleri ve Uygulama Sonrast Nihai Degerleri
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Baslangi¢ seviyelerine bakildiginda 6grencilerin tigiiniin de bitiin sinif seviyelerindeki metinlerde endise
seviyesinde okuduklar1 goriilmektedir. 1. 6grencinin okuma dogrulugu baslangigta %72,2 ile %90,7 arasinda
degismektedir. 2. 6grencinin okuma dogrulugu %53,4 ile %84, arasinda; 3. 6grencinin dogrulugu %52,3 ile %71,6
arasinda degismistir. Miidahale sonrasi Ol¢climlerde 1. Ogrenci %90,9-%98,7 arasinda degismisken 2. Ogrencinin
dogrulugu %73,8 ile %100 arasinda farklilagmistir. 3. 6grencinin dogrulugu ise %67,3-%92,9 arasindadir.

Miidahalenin ardindan 1. 6grenci 1,3,4 ve 7. sinif metinlerini bagimsiz, 2,5 ve 6. sinif metinlerini 6gretim, 8. sinif
metnini endise (%90,9) seviyesinde okumustur. 2. 6grenci 1. ve 2. sinif metinlerini bagimsiz, 3 ve 4. sinif metinlerini
Ogretim, 5-8. sinif metinlerini endise seviyesinde okumustur. 3. 6grenci ise 1. sinif metnini 6gretim seviyesinde
okumusken kalan metinlerde endise seviyesini asamamigstir. Ancak dogru okuma orani artig yasadigi

gozlemlenmektedir.

Sekil 2de 6grencilerin uygulama 6ncesi ve sonrasindaki nihai okuma hizlar1 gosterilmistir.

Sekil 2

Ogrencilerin 1-8. Metinlerine Ait Okuma Hizlarimin Baslangi¢ Degerleri
ve Uygulama Sonrasi Nihai Degerleri
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Sekil 2de goriilldiigi tizere 1. 6grenci baslangi¢ seviyesinde bir dakikada en ¢ok 73 kelime okumusgtur. Bu hiz
ogrencinin en hizli okumasinda 4. sinif seviyesine gegebildigini gostermektedir (Akyol vd., 2023). Ikinci 6grenci en hizl
64 kelime okumustur. Bu hiz 6grencinin en hizli okumasinda 3. smiflarin hizlarma erigebildigini gostermektedir.
Ugiincii 6grencinin baglangic seviyesindeki en hizli okumasi 38 kelimedir. Bu hiz 6grencinin 2. sinif seviyesini
agabildigini gostermektedir. Son ol¢iimlere bakildiginda birinci 6grenci en hizl 83 kelime okumusken ikinci 6grenci 79,
ticlincli 6grenci 53 kelime okumustur. Bu hiz seviyeleri sirasiyla 5. sinif, 4. sinif ve 3. sif seviyesini gegebildiklerini
gostermektedir.

Ogrencilerin en yavag okumalarina bakildiginda baglangig seviyelerinde birinci dgrenci 51 kelime, ikinci 6grenci
41, tglinct 6grenci 20 kelime okumustur. Bu seviyeler sirasiyla 3, 2 ve 1. smif seviyelerine denk gelmektedir. Son
ol¢timlerde en yavas okumalara bakildiginda birinci 6grenci 70, ikinci 6grenci 48, iigiincii 6grenci 33 kelime okumugtur.
Bu huzlar sirasiyla 4, 2 ve 2. sinif barajlarina denk gelmektedir. Genel olarak bakildiginda 6zellikle 1. 6grencinin tutarli
bir gelisme gosterdigi, 2. ve 3. 6grencilerde dalgalanmalar olsa da baslangi¢ seviyelerine gore daha hizli okuduklar:
goriilmektedir.

Sonug ve Tartigma

Tek denekli arastirma olarak tasarlanan bu ¢alismanin hedefi kaydedilmis sesli okuma yénteminin okuma giicliigii ceken
iki dilli lise 6grencilerinin okuma hizlarina ve okuma dogruluklarina etkisinin incelenmesidir. 6 hafta boyunca haftada 3
giin birer ders saati gerceklestirilen uygulamalar sonucunda 6grencilerin dogru okuma oranlarinin ve okuma hizlarimin
artirlmast amaglanmugtir. Ogrencilerin baslangig seviyeleri ile nihai seviyeleri arasindaki farklar grafikler iizerinde
gosterilmistir.

Caligmanin sonuglarma gore 6 haftalik ¢alisma siiresince kaydedilmis sesli okuma y6nteminin 6grencilerin akici
okuma becerisini gelistirebildigi anlagilmistir. Caligmaya katilan 1. ve 2. 6grenci dogrulukta 4. sinif metinlerini 6gretim
seviyesinde okuyabilmeye baglamisken 3. 6grenci 1. sinif metinlerinde endige seviyesinde kalmistir. Hiz agisindan
bakildiginda birinci 6grenci 6n degerlendirmelerde dakikada 73 kelime okuyabiliyorken son degerlendirmelerde 83
kelimeye; ikinci 6grenci 64 kelimeden 79 kelimeye; tigiincii 6grenci 38 kelimeden 53 kelimeye ¢ikabilmistir. Ogrencilerin
en yavas okuma hizlari da incelenmistir. Birinci 6grencinin 6n degerlendirmedeki en yavas okuma hizi 51 iken son
degerlendirmede 70 kelime olmugtur. Ikinci 6grencide bu say1 41 kelimeden 48 kelimeye; {iglincii 6grencide 20
kelimeden 33 kelimeye ¢ikmustir. Dolayisiyla 6grencilerin hizlarinda da dogruluklarinda da gelismeler olmustur. Ancak
bu gelisimler 6grencileri olmalar: gereken seviyeye getirememistir.

Zayif okuyucularin okuma hatalarini fark edip diizeltmeleri zordur (Akyol, 2013) Ancak son uygulamalarda
ogrencilerin okumalarinda bir durum dikkat ¢ekmistir. Son uygulamalardaki ses kayitlar1 dinlenirken &grencilerin
okuma sirasinda hata yaptiklarini fark edip geri dondiikleri ve yanlis okuduklar kelimeleri diizelttikleri goriilmiistiir. Bu
da 6grencilerin okuma dogrulugunu 6nemsediklerini, hatalarini fark etmeye bagladiklarini ve akici okuma becerilerini
gelistirdiklerini gostermektedir.

Bunun yani sira 6grencilerin yaptiklar: okuma yanlislarina bakildiginda genelde atlayip gecme, ekleme yapma, ters
cevirme, telaffuz hatalar1 ve duraklama gibi hatalar oldugu dikkat ¢ekmektedir. Bu hatalarin nedeni genelde dikkatsizlik
ve hizli okumak i¢in acele etmektir. Telaffuz hatalarinin sebepleri ise daha ¢ok sive farkliliklarindan kaynaklanmaktadir
(Akyol, 2013; Duran ve Sezgin, 2012; Yiiksel, 2010). Bu ¢alismaya katilan 6grenciler iki dilli olduklar i¢in sik sik telaffuz
hatalarina diisebilmektedir. Dolayisiyla 6grencilerin iki dillilikleri sebebiyle telaffuz farkliliklari yasamalarinin akici
okuma hesaplamalarinda etkiye sahip oldugu ifade edilebilir.

Akic1 okuma becerisinin geligtirilmesi amaciyla pek ¢ok ¢alisma yapilmis ve pek cok yontem denenmistir (Akyol
ve Kodan, 2016; Duran ve Sezgin, 2012; Sahin ve Melanlioglu, 2021). Yapilan bu ¢aligmalarda akici okumayi gelistirme
yontemlerinin ise yaradigi kanitlanmustir fakat bu yontemlerin genelde tek dilli 6grenciler tizerinde denendigi ve
kaydedilmis sesli okuma yonteminin etkisine dair bilginin sinirli oldugu goriilmektedir.

Tek dilli ve iki dilli 6grencilerin okuma becerilerinin gelisimi birbirinden farklilagmaktadir (Luft Baker vd., 2023).
Bu farklilasmanin sebeplerinden birisi iki dilli 6grencilerin ikinci dili okula gelene kadar duymamis olmalari ve
ogretmenlerin bu égrencilere nasil yardimc olacaklarini bilmemeleridir (Asrag, 2009; Kosan, 2015). Iki dilli 6grencilerin
egitimlerinde bu agik nedeniyle tek dilli ve iki dilli 6grencilerin akici okuma ve okudugunu anlamalar1 arasindaki fark
heniiz ilk yillarda agilmaya baglamaktadir. Sinif 6gretmenlerinin iki dilli 6grencilerde sesi hissetme ve tanima gibi okuma
ve yazmanin en temel basamaginda bile ¢ok zorlandiklarini ifade ettikleri goriilmektedir (Goziikiigiik, 2015). Ilerleyen
sinif seviyelerinde tek dilli ve iki dilli 6grenciler arasindaki okuma becerisi farki daha da netlesmektedir (Kiziltas, 2019).
Ancak akici okumay: gelistirme yontemlerinin iki dilli 6grencilerde nasil etki ettigine dair ¢aligmalar sinirhidir. Ornegin
Altundal ve Bilge (2023) iki dilli 6grencilerle yaptiklar1 yankilayici okuma calismasinda 6grencilerin akici okuma
becerilerinin gelistigini tespit etmistir. Yurtdisinda yapilan bir baska ¢alismada iki dilli 6grencilerin akici okumay1
gelistirme yontemlerinden tek dilliler kadar faydalandig: goriilmiistiir (Yeganeh, 2013). Bu yontemler arasinda etki farki
ise dikkat cekicidir. Nitekim tek denekli desenlerde yapilan ¢aligmalarda 6grencilerin akici okuma becerilerinin daha ¢ok
gelistigi goriilmektedir (Maki ve Hammerschmidt-Snidarich, 2022). Dolayisiyla, iki dilli 6grencilerle yapilacak
calismalarda birebir veya kiigiik gruplarla ¢alisiimasinin 6grencilere faydali oldugu ifade edilebilir.
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Sonug olarak, kaydedilmis sesli okuma yonteminin okuma giicliigii ¢eken iki dilli lise 6grencilerinde kisa siirede
etki ettigi sdylenebilir. Fakat lisede olup ilkokul seviyesinde akici okuma becerisine sahip olan 6grencilerin kendi sinif
seviyelerine ¢ikartilmalar1 icin daha uzun siireli ¢aligmalarin yapilmas: gerektigi anlagilmaktadir. Bu ¢alismada alti
haftalik ve haftada tiger saatlik uygulamalarin 6grencileri dordiincii sinif seviyesine kadar ¢ikarabildigi tespit edilmistir.
Dolayisiyla ogrencilerin kendi seviyelerine 18 seansta gelemedigi goriilmiistiir. Bunun muhtemel sebeplerinden birisi
ogrencilerin baslangi¢ seviyelerinin ¢ok diisiik olmasidir. Zira dgrenciler 6n degerlendirmede 1. sinif metinlerini dahi
endise seviyesinde okumuslardir (bkz. $ekil 1-2). Deneye katilan 6grenciler lisede olmasina ragmen uygulama
oncesinde birinci smif seviyesindeki metinleri bile okuyamiyor olmalari bu kadar kisa siirede lise seviyesinde okuma
becerisini elde etmeleri icin en biiyiik engel olarak goriilebilir. Buna ragmen ozellikle 1 ve 2. 6grenci 6nemli ilerleme
kaydetmisken 3. 6grenci gelisim gosterse de sinif seviyesi agisindan digerlerine gore geride kalmistir. Bunun muhtemel
sebeplerinden birisi tanist olmasa da 6grencinin muhtemelen 6zel 6grenci olmasidir. ilgili 6grencinin harfleri ve sesleri
tanimakta zorlandig1 gozlemlenmistir. Ogrencinin miidahale siirecinde okuma faaliyetlerine yonelik ilgisiz olmasi da
okuma becerisinin yeterince gelismemesine yol agmais olabilir.

Oneriler

Calismanin sonuglarindan yola ¢ikarak bazi 6nerilerde bulunmak miimkiindiir. Akici okumay: gelistirme ¢aligmalar:
ortaokul 6grencilerinden daha biiyiik yas grubundaki katilimcilar iizerinde sinirli dlglide yiiriitilmiistiir. Bu nedenle,
okuma giigliigii geken lise 6grencileri ve/veya yetiskinler ile ilgili daha fazla akic1 okuma arastirmasi yapilmasi tavsiye
edilmektedir. Bunun yani sira, iilkemizde iki dilli 6grencilerin akict okuma becerileri ile ilgili yapilan ¢aliyma sayisinin
sinurlilis sebebiyle bu 6grencilerin akici okuma becerilerinin gelisim stiregleri ve akici okumayi gelistirme faaliyetlerinin
iki dilli 6grencilerin okuma becerileri tizerinde ne kadar etkili oldugu gibi konularda oldukg¢a sinirli bilgi bulunmaktadir.
Dolayisiyla, arastirmacilara oncelikle iki dilli ve tek dilli 6grencilerin akici okuma becerisi agisindan nasil gelisim
gosterdiklerini tespit etmeye yonelik boylamsal ¢aligmalar yapmalari 6nerilmektedir. Boylamsal ¢aligmalar tek dilli ve iki
dilli 6grencilerin okuma becerisinde gelisim acisindan nasil farklilik veya benzerlik gosterdigini ortaya koyarak ikinci dil
faktoriiniin akici okuma becerisi tizerindeki etkisine dair bilgimizi genisletebilir. Bu bilgi okuma becerisinin
gelistirilmesi konusunda yiiriitiilecek ¢aligmalar icin olduk¢a kiymetli bilgiler sunabilir. Ayrica, akict okumay1 gelistirme
yontem ve tekniklerinin tek dilli ve iki dilli 6grenciler tizerindeki etkisinin karsilagtirmali olarak ele alinmasi bu yontem
ve tekniklerin dil faktériine gore (tek dillilik ve iki dillilik) nasil tesir gésterdigini ortaya koyabilir. Akici okumay:
gelistirme yontem ve tekniklerinin ilkokulun ilk yillarinda ve (lise gibi) daha biiyiik yas gruplarinda okuyan iki dilli
ogrencilerin akici okuma becerilerine nasil etki ettiginin tespiti de faydali i¢gériiler sunabilir. Bunun sebebi, 6grencilerin
kiictik yaslardaki iki dillilik durumlarinin ilerleyen yaslara dogru nitelik olarak farklilik gosterme potansiyelidir. Mesela,
kimi 6grencilerin Tiirkgeyi bilmeden ilkokula geldigi zamanda akici okuma becerilerini gelistirme ¢alismalarinin etkisi
ile ayn1 Ogrencilerin Tiirk¢eye daha hakim oldugu lise yillarinda akici okuma becerilerine etkisi farklilagabilir. Bu
nedenle, farkli simif seviyelerinde okuyan iki dilli 6grencilerin akici okuma becerilerinin gelistirilmesinde akici okuma
yontemlerinin etkilerinin sinanmasi bu konudaki bilgimizi genisletebilir.

Tek denekli desende yiiriitiilen bu ¢alismada yontemin etkisinin kontrol edilmesi miimkiin degildir. Yar1 deney
desenleri ile kontrol grubundaki gelisimin de gozlemlenmesi ile kaydedilmis sesli okumanin etkisi pek ¢ok hatadan
arinmus bir gekilde daha net goriilebilir. Ayrica daha kiigiik yas gruplar: ile kaydedilmis sesli okumanin etkisinin test
edilmesi de tavsiye edilmektedir.

Calismalarin tek denekli desenlerle yiirtitiilmesinin daha ¢ok etkili oldugu (Maki ve Hammerschmidt-Snidarich,
2022) goriildagi icin o6grencilerle miimkiin mertebe birebir ¢alisilmasinin daha faydali olacagi anlagilmaktadur.
Dolayisiyla 6gretmenlere akici okuyamayan Ogrencilerine yardim etme hususunda birebir caliyma yapmalari
onerilmektedir. Bunun miimkiin olmadig1 durumlarda kiigtik gruplarla calisilmas: da miimkiindiir.

Sinirhiliklar

Bu caligma belli sinirliliklara sahiptir. Calismanin en 6nemli sinirliliklarindan birisi tek denekli aragtirmalardan A-
B deseninde yiiriitiilmiis olmasidir. Bu sebeple kaydedilmis sesli okuma yonteminin etkisi diger sartlar kontrol altina
alinarak goriilememistir. Ileriki ¢aligmalarda deney yapilarak ogrencilerin akici okuma becerilerinin deneyden
kaynaklandig daha giivenilir bir sekilde ortaya konabilir.

Caligmanin bir diger sinirliligi miidahale siiresidir. Bu galismada 6grencilerle 6 hafta boyunca ¢alisilmistir. Daha
uzun siireli miidahalelerin yapilmasi kaydedilmis sesli okumanin etkisi hakkinda farkl bilgiler ortaya koyabilir.
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ABSTRACT

The aim of this study is to reveal the relationship between gifted students' attitudes
towards Turkish lesson, listening and speaking anxiety, and the predictive status of
listening and speaking anxiety towards attitudes towards Turkish lesson. For this
purpose, 466 gifted students studying in the 6th and 7th grades of secondary school
in the 2023 -2024 academic year were selected as the sample. In the study based on
the relational screening model of the quantitative research method, "Attitude Scale
towards Turkish Lesson", "Anxiety Scale for Listening" and "Anxiety Scale for
Speaking" were used as data collection tools. Pearson product-moment correlation
coefficient was calculated to reveal the relationship between the variables in the study.
Multiple linear regression analysis was performed to determine the predictive power
of listening anxiety and speaking anxiety on attitude towards Turkish lesson.
According to the results of the analysis, there is a relationship between the
participants' listening anxiety, speaking anxiety and attitudes towards Turkish lesson.
In addition, listening and speaking anxieties predicted their attitudes towards Turkish
lesson. Based on these results, it was concluded that differentiated Turkish teaching
practices for gifted middle school students are important in transforming their
attitudes towards Turkish lesson and listening and speaking anxieties into positive
ones.

Keywords: Gifted students, attitude towards Turkish lesson, listening anxiety,
speaking anxiety

ifted children show different developmental characteristics

than their peers with normal development (Gottfried et al.,

1994). These include having superior characteristics in one
or more of many different areas such as intellectual, creative, artistic,
leadership, or having the potential to reflect these characteristics
(Gagne, 2013; Renzulli, 1978). The National Association for Gifted
Children (NAGC, 2010) states that gifted children generally have an
intense sense of curiosity and a great passion for learning, which
leads them to constantly seek knowledge. Their intense intrinsic
motivation in their field(s) of interest enables them to specialize in
these fields and gain deep knowledge in these subjects (Colangelo, et
al., 2004). Therefore, it is possible to state that it is important to
guide these children in line with their abilities and interests.
Original thinking skills help them develop multiple alternatives in
solving the problems they face and discover new ways of solving
problems, thus contributing to the development of their creativity
(Runco & Acar, 2012). For this reason, it is possible to state that they
are more likely to make extraordinary discoveries and discover
different ways in the subjects they are interested in. With their
leadership qualities, they often assume important roles in guiding
and inspiring their peers in the groups they are in, and in main-
taining the unity of the group in a positive way (Davis & Rimm,
2016). In other words, in addition to their curiosity and passion for
knowledge, their social and emotional characteristics also affect the
way they establish and maintain relationships (Pfeiffer, 2015).



Moreover, gifted children's developed emotional intelligence has an important place in contributing to their deep
empathy with others and managing their social skills (Pfeiffer, 2015). Despite these advanced multifaceted characteristics
of gifted children, their characteristics such as perfectionism and high sensitivity may cause them to experience high
levels of anxiety and problems in social relationships (Kearney & Silverman, 2020). Therefore, it is very important to
provide a comprehensive differentiated education by taking into account both their positive and negative developmental
characteristics (Assouline, et al,, 2015; Colangelo & Davis, 2003). As a result, it is important to understand the
multifaceted nature of gifted children, to provide them with an appropriate educational environment and to encourage
their development in order to support their development and provide them with the education they need. At the same
time, their possible perfectionism and high sensitivity may prevent them from communicating, expressing themselves or
understanding others. Therefore, in order to prevent such problems, educators and individuals responsible for the
education of gifted children should support the development of their language, communication and social skills through
nurturing and supportive approaches.

Gifted children show interest in language at an earlier age than their peers. This interest leads to a more rapid
development of their vocabulary (Bonds & Bonds, 1983), and their tendency to use it/their speaking skills begin at an
earlier age (Renzulli, 1978). During speaking, they reflect their verbal reasoning skills by using more complex words and
language expressions at a much higher level (Freeman & McIntosh, 2022; Baker, 2017; Davis & Rimm, 2016; Freeman,
2001). In addition, their interest in reading enables them to acquire reading at an earlier age (Assouline et al., 2015).
Their ability to understand and retain complex language structures makes them very good listeners (Miller, 2020). For
this reason, it is possible to state that providing them with rich environmental stimuli from an early age can be an
important factor in enabling these potentials to emerge. These advanced skills in language development enable them to
learn other languages faster and better than their peers (Schneider et al., 2021). Therefore, since their language
development is more advanced than their peers, they can establish social relationships with older children or adults and
have deeper and more intellectual discussions (Davis & Rimm, 2016). Being subjected to conventional/ordinary
education in the same classrooms with their peers with normal development can negatively affect these skills. By taking
these characteristics into consideration, gifted children can be provided with differentiated educational environments
and they can be enabled to reach high-level experiences and achievements by using their advanced language skills
unlimitedly (Freeman & Mclntosh, 2022; Assouline et al., 2015). However, one of the issues that should be taken into
consideration besides all these is their sensitivity and perfectionism. Because of this, they are likely to experience various
problems in communication (Hewitt & Flett, 2019). In addition, since their language development is more advanced
than their peers, they may have problems communicating with them and may tend to isolate themselves socially over
time (Zhang, et al,, 2021). They may experience anxiety about communicating due to the pressures they experience in
expressing their thoughts, and this may cause them to withdraw (Wang & Rinn, 2022). In addition, the fact that they
have much more advanced language skills than their peers also means that they are physically equal to their friends but
linguistically more advanced. Although they are socially and emotionally similar to their peers, the fact that they are
mentally/linguistically more advanced makes their social and emotional communication and adaptation more difficult
(Pfeiffer, 2015). This situation may affect their interest in language and thus their social and communication skills.
Research reveals that gifted children should be supported socio-emotionally in order to prevent/resolve the problems
they experience/may experience due to their asynchronous development (Saranli, 2017). Thus, these children can be
supported socio-emotionally as well as academically.

The high-level awareness of gifted children is often seen in their listening skills. In some cases, they may
experience anxiety and stress because they think that they will miss important details of the information they listen to or
that they may not be able to give appropriate answers to the questions that will be asked to them during listening
(Kearney & Silverman, 2020). In addition, setting unrealistically high goals for themselves during listening causes them
to experience listening anxiety (Hewitt & Flett, 2019). Being obsessed with details during listening and over-analyzing
what they listen to may prevent them from focusing on the speaker, which may cause them to experience anxiety during
listening (Zhang et al., 2021). Their preference for environments with mutual interaction may cause discomfort in
passive listening environments, which may lead to increased listening anxiety (Davis & Rimm, 2016). Their sensitivity to
criticism may cause them to fear being judged in their environment. This situation causes their social, communication,
and collaboration skills to be negatively affected (Wang et al., 2022; Bostick, 2021). Similarly, they may experience
anxiety during speaking because they are afraid of being judged. Especially when they speak in public, they may become
anxious because they are afraid of being criticized and negatively evaluated, which may cause them to experience
communication problems (Hewitt & Flett, 2019). This situation actually stems from the fact that they are very sensitive
to criticism. In addition, they expect a high level of performance from their own work and create high expectations for
themselves, which causes them to experience high anxiety in this regard (Zhang, et al., 2021; Kearney & Silverman,
2020). In order to prevent these negative situations that these children's detail-oriented, deep thinking and high self-
expectations may bring with them, it is important to support them in all aspects and meet their needs. Because these
situations can cause severe anxiety in children. Due to these anxieties, their heart rhythms increase, they have difficulty
focusing on the subject, etc. It can also cause them to have problems in public speaking (Bostick, 2021). In other words,
these anxieties can affect them not only psychologically but also physically. In addition, these anxieties may prevent
them from reflecting their academic achievements and socializing (Wang et al., 2022; Kearney & Silverman, 2020). For
this reason, it is important to determine the sensitivities of gifted children in terms of listening and speaking skills, to
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create appropriate educational environments especially for the educational levels they are in, and to support their
development.

The cognitive development of gifted children affects the development of their language skills. These advanced
abilities in language lead to the need for differentiation of their Turkish lessons. However, in Tiirkiye, only Science and
Art Centers (BILSEM) plan education in accordance with the developmental characteristics of gifted children.
According to the personality and developmental characteristics of the students, progressive trainings are offered from
primary school to high school in the form of adaptation, support, making individual talents aware (BYF), developing
special talents (OYG), and projects (Science and Art Centers Directive, 2019; Science and Art Centers Directive, 2023).
In this process, although Turkish lessons are given according to the needs and abilities of students, these trainings
outside the formal education system may be insufficient to meet the needs of students for this course. The
communication problem between BILSEMs and the schools where the children are educated may also cause the
planning for the Turkish lesson of the students to be insufficient, and the fact that the Turkish lesson activities are not
updated regularly may reduce the quality of this lesson (Sahin, 2020). Oguz (2020) examined how gifted students
perceive the Turkish lesson and Turkish teachers through metaphors. In the study, it was determined that students had
both positive and negative emotional states in general and as a result, it was determined that students needed
differentiated Turkish lessons. According to Boyraz's (2024) study, speaking and writing concerns predict the attitudes of
gifted students towards Turkish lessons. Therefore, it can be stated that students' attitudes towards Turkish are very
important for them to express themselves. According to Ozcan, Sallabas, and Akgiil's (2023) study, differentiated and
enriched Turkish lesson practices offered to gifted students directly affect their achievement. This result shows the
importance of presenting content appropriate to the needs of students. Turkish lesson is not just a lesson. It also has an
important place in understanding all other courses and developing social and communication skills. When we look at
the language development characteristics of gifted children, they are actually very interested in language from a very
early age (Ozcan, 2022). However, studies conducted in Tiirkiye to obtain the opinions of gifted children about the
Turkish lesson show that they have negative thoughts about the Turkish lesson (Oguz, 2020). In addition, it is seen that
differentiated Turkish lessons specific to them are quite limited (Ozcan, 2022; Ozcan, Sallabag, & Akgiil, 2022; Islekeller
Bozca, 2017). In order to reveal solutions to these problems, it is important to determine the attitudes of these children
towards Turkish lessons and to reveal the predictive value of their anxiety in listening and speaking skills, which are the
first two skills acquired. Because these results will also serve as important resources for action plans or programs to be
developed. Based on this situation, the aim of this study is to determine the relationship between the attitudes of gifted
6th and 7th grade students towards Turkish lesson, their listening anxiety and their speaking anxiety. At the same time, it
was aimed to determine the predictive status of listening and speaking anxieties towards attitudes towards Turkish
lesson. In this context, the research questions were determined as follows:

1. Is there a relationship between gifted students' attitudes towards Turkish lesson, listening anxiety and speaking
anxiety?

2. Do listening anxiety and speaking anxiety of gifted students predict their attitudes towards Turkish lesson?

Method
Model

This study, which aims to determine whether 6th and 7th grade gifted students' listening and speaking anxieties predict
their attitudes towards Turkish lesson and the relationship between listening and speaking anxieties and their attitudes
towards Turkish lesson, is based on correlational research design. Correlational studies are studies in which the
relationships between two or more variables are examined without intervening in these variables in any way. In
correlational research, it is aimed to reveal whether the variables determined in correlational research change together or
not, and if there is a change together, how it is realized. Correlational studies are divided into two as exploratory and
predictive. In predictive correlational research, on which the current study is based, the relationships between variables
are examined and the other is predicted based on one of the variables (Fraenkel, Wallen, & Hyun, 2012; Bityiikoztirk et
al., 2010). Therefore, in this study, the predictive correlational research design was utilized since it was aimed to
determine the predictive status of the participants' listening and speaking anxieties and their attitudes towards the
Turkish lesson.

Population and Sample

The population of the study consists of 6th and 7th grade students studying at Science and Art Centers (BILSEM) in
Tiirkiye in the 2023-2024 academic year. The sample consists of 6th and 7th grade students attending BILSEMs in
Istanbul, Tekirdag, Van, Mus, Bitlis and Diyarbakir. The number of 6th grade students is 248. 141 of them are girls and
107 of them are boys; the number of students attending the 7th grade is 218. Of these, 124 are female and 94 are male.
The total number of participants in the study is 466. Purposive sampling was used to determine the sample of the study.
Purposive sampling is a non-probability sampling approach. In order to achieve the best result in the research in
accordance with the determined purpose, the research group that meets certain criteria is determined and the study is
conducted with this group (Fraenkel, Wallen, & Hyun, 2012; Biyiikoztiirk et al., 2010). In this study, the criterion
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sampling approach of purposive sampling was followed. In this context, the criteria for sampling are as follows: Being a
BILSEM student, attending the 6th or 7th grade, attending BILSEM regularly. Data were obtained from 466 students who
met these criteria.

In Tarkiye, gifted children are identified by the Ministry of National Education (MoNE) through IQ tests. Children
who are above a certain IQ level in one of the fields of art, music and general intellectual ability receive education in
BILSEMs on certain days and hours outside of formal education hours. Data were collected from the study groups
determined in accordance with ethical permission.

Tools

Within the scope of this study, the Attitude Towards Turkish Lesson Scale developed by Unal and Kose (2014), the
Speaking Anxiety Scale developed by Giindiiz and Demir (2021) to determine the speaking anxiety of speaking students,
and the Speaking Anxiety Scale developed by Melanlioglu (2013) to determine the listening anxiety of students were
used to reveal the predictive role of listening and speaking anxiety in the attitudes of gifted students towards Turkish
lesson. Detailed information about the scales is given in subheadings.

Attitude Scale Towards Turkish Lesson

The scale was developed by Unal and Kése (2014) to determine the attitudes of middle school children towards Turkish
lesson. The 5-point Likert-type scale consists of a total of 27 items and 3 sub-dimensions. Of these items, 19 are positive
and 8 are negative. In the current study, these 8 items were reverse coded when analyzed. The highest score that can be
obtained from the scale is 135 and the lowest score is 27. The overall reliability coefficient of the scale is .92, and the sub-
dimensions are as follows: Interest and Affection towards the Lesson (ELA) .93, Negative Attitudes towards the Lesson
(NEA) .84, and Activities towards the Lesson (ADE) .73.

Speaking Anxiety Scale

The scale was developed by Giindiiz and Demir (2021) to measure the speaking anxiety of middle school students. The
scale is 5-point Likert type. It consists of 21 items and 3 (cognitive, physical, emotional) sub-dimensions. The highest
score that can be obtained from the scale is 105 and the lowest score is 21. EFA, CFA, equivalent forms, and test-retest
applications of the scale were conducted. The reliability coefficient with equivalent forms was .50 and test-retest was .78.
As a result of the evaluations, it was determined that the scale is a valid and reliable measurement tool.

In the literature review conducted within the scope of the current research, no concepts such as "cognitive anxiety,
physical anxiety, emotional anxiety" were found. Therefore, it was concluded that these concepts do not exist in the
literature. In addition, no explanation was given for these concepts given as sub-dimension names in the article of the
developed ACT.

If a scientific term is to be produced, it should be ensured that (1) the literature is first examined/screened, (2) the
adequacy of the measurement tool to measure the features specified in the literature (in the original terminology of the
science) is evaluated, and (3) information is produced with the original concepts of the literature according to the
suitability. Since there was no explanation about conceptualization in the scale development process, a literature review
was conducted again and in line with the expert opinion received, it was decided to qualify these concepts in the
research as follows: "physical indicators of anxiety, cognitive indicators of anxiety, emotional indicators of anxiety

Listening Anxiety Scale

The scale was developed by Melanlioglu (2013). The 5-point Likert-type scale consists of 37 items and 5 sub-
dimensions. The highest score that can be obtained from the scale is 185 and the lowest score is 37. The chronba alpha
reliability coefficient of the scale is .92. The internal consistency coefficients of the sub-dimensions are between .68-.81.
In general, the scale was found to be valid and reliable in measuring listening anxiety of middle school students.

Data Collection

Before starting the study, ethical permission was obtained from Istanbul 29 Mayis University Scientific Research Ethics
Committee. After ethical permission was obtained, interviews were conducted with the schools and data were collected
after obtaining permission from the schools, families and children. A total of 466 6th and 7th grade students voluntarily
participated in the study.

Data Analysis

In order to decide on the analyses to be used in the analysis of the data obtained, the normality of the data was
examined. As a result of the normality analysis (Table 1), it was determined that the data were normally distributed.
Therefore, it was decided to conduct parametric analyses. Correlation coefficient was used to determine the relationship
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between the participants' attitudes towards Turkish lesson, listening anxiety and speaking anxiety, and multiple linear
regression analysis was used to reveal the predictive status of listening anxiety and speaking anxiety towards Turkish
lesson. The aforementioned analyses were carried out with SPSS 20. package program.

Ethical Statement

It was decided at the meeting of the Scientific Research Ethics Committee of the Istanbul 29 Mayis University on
06.05.2024 that there was no inconvenience in conducting this research and it was communicated to the researcher with
the letter numbered 2024.05.

Findings
Table 1
Normality Distribution Test for Attitudes Towards Turkish Lesson, Listening Anxiety and Speaking Anxiety
Kolmogorov
Variables Smirnov n p X Min. Max. Skewness Kurtosis

6th grade

Attitude towards Turkish lesson .05 248 .200 2.68 2.05 3.52 17 .08

Listening anxiety .04 248 .200 3.04 2.38 3.92 34 41

Speaking anxiety .07 248 .008 2.69 2.05 3.52 32 -.06
7th grade

Attitude towards Turkish lesson 05 248 200 267 1.85 3.67 17 -02

Listening anxiety .04 248 .200 2.84 2,51 443 -11 -48

Speaking anxiety .07 248 .008 3.27 1.86 3.62 .18 -19

X : average, Min.: Minimum, Max.: Maximum

Table 1 shows the distribution of the data obtained. When the sample groups are over fifty, Kolmogorov-Smirnov is
used for normality analysis. The number of both groups participating in the study is above the given value. In normal
distributions, the kurtosis-skewness values of the data are in the range of -2.0, +2.0 (George & Mallery, 2019).

Table 2

Correlation Analysis on the Relationship between Attitudes Towards Turkish Lesson, Listening Anxiety and Speaking
Anxiety

DIS DIOT DYE YT DD DI DIF DSO DE DK BI FI DU KK
DIS 1
DIOT 435" 1
DYE 461" 364 1
TYT .760™ .769™ 514 1
DD -186™ -.071 =202 -113 1
DI -.045 103 -129 .073 379 1
DIF .049 .022 =218 185 247 367 1
DSO .203™ .204™ -.055 264 199 344 514 1
DE 042 .041 -012 .063 09 406 248 294 1
DK .003 .067 =211 132 558 742 788 697 545 1
BI .011 -.026 122 -.093 .009 .069 - 168"  -.036 .082 -.033 1
FI 407" 541 524 566 -155F  -.092 -075 105 -029  -.080 154" 1
DU 279 .300™ =283 527 064 187 424 243 074 319  -275% -181™ 1
KK .072 -012 -016 -.001 -.006 .062 13 143" 104 108 753" 071 .005 1

***talics 7th grade **p<,01; *p<

Table 2 shows the relationship between the scale scores. Accordingly, statistically significant and positive
relationships were obtained between interest and love for the lesson and negative attitudes towards the lesson (r=.267),
activities towards the lesson (r=.293), and the general attitude towards Turkish lesson (r= .646) in 6th grade (p<.01).
Statistically significant and positive relationships were obtained between interest and love for the lesson and perception

The Predictive Role of Listening and Speaking Anxiety in Gifted Students’ Attitudes Towards Turkish Lesson 33



towards listening (r=.208) (p<.01). Statistically significant and positive correlations were obtained between the activities
for the lesson and attitude towards Turkish lesson (r= .452) and emotional indicators of anxiety in speaking (r= .271)
(p<.01). A statistically significant and positive relationship was obtained between attitude towards Turkish lesson and
cognitive indicators of anxiety in speaking (r=.199) and emotional indicators of anxiety in speaking (r=.608) (p<.01). A
statistically significant and positive relationship was found between listening anxiety and evaluation of listening (r=
.531), monitoring the listening process (r=.719), individual differences in listening (r=.541), focusing after listening (r=
.359), listening barriers (r=.449) (p<.01).

In 7th grade, statistically significant and positive relationships were found between interest and love for the lesson
and negative attitudes towards the lesson (r= .435), activities towards the lesson (r= .461), and overall attitude towards
Turkish lesson (r=.760) (p<.01). Similarly, statistically significant and positive correlations were obtained between interest
and love for the lesson and focusing after listening (r=.203) (p<.01). Statistically significant and positive relationships
were obtained between interest and love for the lesson and physical indicators of anxiety in speaking (r= .407) and
emotional indicators of anxiety in speaking (r= .279) (p<.01). Statistically significant and positive relationships were
obtained between negative attitudes towards the lesson and focusing after listening (r=.204), physical indicators of anxiety
in speaking (r= .541) and emotional indicators of anxiety in speaking (r=.300) (p<.01). A statistically significant and
positive correlation was found between lesson-oriented activities and attitude towards Turkish lesson (r=.514) (p<.01).

A statistically significant and positive correlation was found between the general attitude towards Turkish lesson
and physical indicators of anxiety in speaking (r= .566) and emotional indicators of anxiety in speaking (r=.527) (p<.01).
A statistically significant and positive relationship was obtained between listening evaluation and monitoring the
listening process (r=.379), individual differences in listening (r=.247), focusing after listening (r=.199), listening barriers
(r=.558) (p<.01). A statistically significant and positive relationship was obtained between monitoring the listening
process and emotional indicators of anxiety in speaking (r= .187) (p<.01). A statistically significant and positive
relationship was obtained between individual differences in listening and emotional indicators of speaking anxiety (r=
424) (p<.01). A statistically significant and positive correlation was obtained between general speaking anxiety and
physical indicators of speaking anxiety (r=.753) (p<.01).

Table 3
Multiple Connection Problem Table for Listening Anxiety and Speaking Anxiety

Variables Tolerance VIF
6th grade
Speaking anxiety 1.00 1.00
Listening anxiety 1.00 1.00
7th grade
Speaking anxiety A1 1.01
Listening anxiety 11 1.01

According to Table 3, the VIF value for each of the scores obtained from the listening anxiety and speaking anxiety scales
for Turkish lesson is less than 10 and the tolerance value is greater than .10 and there is no multicollinearity problem.
This result shows that there is not a very high correlation (>.90) between the scale scores.

Table 4
Predictability of Listening Anxiety in Groups' Attitudes Towards Turkish Lesson

Variables B Standard Error B t p
6th grade
Fixed 1.93 23 8.29 .000
Listening anxiety .18 .05 .08 3.19 .002
Speaking anxiety 07 .06 20 1.26 207
7th grade
Fixed 2.32 .26 8.98 .000
Listening anxiety 12 .06 13 1.96 .005
Speaking anxiety -.01 .06 -.02 -23 .081
6th grade F; 4;=14.66; p<.001 7th grade F, 4,=24.93; p<.001
R=.05;R’=.04 R=.02;R’=.01

As indicated in Table 4, the multiple linear regression model tested for the prediction of listening anxiety and
speaking anxiety scores on attitude towards Turkish lesson in 6th graders is statistically significant (F(5.85)=14.66,
p<.001). Listening anxiety scores explain 4% of the variability in attitude towards Turkish lesson (although the rate is low,
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it shows that it has an effect). Listening anxiety scores (B=.18, t=3.19, p<.01) significantly predicted students' attitudes
towards Turkish lesson. An increase of 1 unit in listening anxiety scores leads to an increase of .18 units in students'
attitudes towards Turkish lesson. f3 is the standard regression coeflicient and indicates the degree of importance of the
variable in the model. The regression equation for attitude towards Turkish lesson scores is as follows: Attitude towards
Turkish lesson=1.93+.18%listening anxiety.

In 7th grade, the multiple linear regression model tested for the prediction of listening anxiety and speaking anxiety
scores on attitude towards Turkish lesson is statistically significant (F(1,92)=24.93, p<.001). A very low rate of 1% of the
variability in attitude towards Turkish lesson is explained by listening anxiety scores. Listening anxiety scores (B=.12,
t=1.96, p<.01) significantly predict students' attitudes towards Turkish lesson. An increase of 1 unit in listening anxiety
scores leads to an increase of .12 units in students' attitudes towards Turkish lesson. The regression equation for attitude
towards Turkish lesson is as follows: Attitude towards Turkish lesson=2.32+.12%listening anxiety.

Table 5
Multiple Connection Problem Table for Listening Anxiety
Variables Tolerance VIF
6th grade
Evaluating listening 95 1.05
Monitoring the listening process 89 1.12
Individual differences in listening 95 1.05
Focusing on post-listening 99 1.01
Listening barriers 96 1.04
7th grade
Evaluating listening 84 1.19
Monitoring the listening process 67 148
Individual differences in listening 60 1.66
Focusing on post-listening 61 1.65
Listening barriers 80 124

In Table 5, the VIF value for each of the scores obtained from the listening anxiety and speaking anxiety scales for
Turkish lesson is less than 10 and the tolerance value is greater than .10 and there is no multicollinearity problem. This
result shows that there is not a very high correlation (r>.90) between the scale scores.

Table 6
Predictability of Listening Anxiety in Groups' Attitudes Towards Turkish Lesson
Variables B Standard Error B t p
6th grade
Fixed 2.11 .18 11.82 .000
Evaluating listening .03 .03 .06 98 .326
Monitoring the listening process .07 .03 13 2.04 043
Individual differences in listening .05 04 .09 1.40 162
Focusing on post-listening .05 .03 .10 1.60 .110
Listening barriers -.01 .03 -.03 -45 .655
7th grade
Fixed 2.37 .20 12.03 .000
Evaluating listening -12 04 -19 2275 .006
Monitoring the listening process .03 .06 04 .57 571
Individual differences in listening .04 04 07 .85 .395
Focusing on post-listening 14 .05 25 3.01 .003
Listening barriers -.01 .04 -.02 -35 724
6th grade F, ,,=14.66 p<.001 7th grade Fi,4=24.93 p< 001
R=.05;R’=.03 R=.10; R'=.08

As seen in Table 6, the multiple linear regression model tested for the prediction of the scores of monitoring the

listening process, which is the sub-dimension of listening anxiety in 6th graders, on the attitude towards Turkish lesson
is statistically significant (F(;4¢,=14.66, p<.001). 3% of the variability in attitude scores towards Turkish lesson is

explained by the scores of the listening process monitoring sub-dimension. The scores of monitoring the listening process
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(B= .07, t=2.04, p<.01) significantly predicted students' attitudes towards Turkish lesson. A 1- unit increase in the scores
of the sub-dimension of monitoring the listening process provides a .03-unit increase in students' attitudes towards
Turkish lesson. The regression equation for attitude towards Turkish lesson scores is as follows: Attitude towards Turkish
lesson=2.11+.07*monitoring the listening process.

In 7th grade, the multiple linear regression model tested for the prediction of the scores of listening evaluation and
focusing after listening, which are the sub-dimensions of listening anxiety, on the attitude towards Turkish lesson i
statistically significant (F,g4=24.93, p<.001). 08% of the variability in attitude scores towards Turkish lesson is explained
by the scores of the sub-dimensions of evaluating listening and focusing on post-listening. The scores of evaluating
listening (B=-.12, t=-2.75, p<.01) and focusing after listening (B=-.14, t=3.01, p<.01) significantly predict students'
attitudes towards Turkish lesson. An increase of 1 unit in the scores of the sub-dimension of evaluating listening and
focusing after listening provides an increase of .08 units in the students' attitude scores towards the Turkish lesson. The
regression equation for attitude towards Turkish lesson scores is as follows: Attitude towards Turkish
lesson=2.37+-.12%evaluating listening+. 14*focusing after listening.

Table 7
Multiple Connection Problem Table for Speaking Anxiety

Variables Tolerance VIF
6th grade
Cognitive indicators of anxiety 94 1.00
Physical indicators of anxiety 99
Emotional indicators of anxiety 94 1.00
7th grade
Cognitive indicators of anxiety 91
Physical indicators of anxiety 96 101
Emotional indicators of anxiety 90 1.01

In Table 7, the VIF value for each of the scores obtained from the sub-dimensions of the speaking anxiety scale is
less than 10 and the tolerance value is greater than .10, indicating that there is no multicollinearity problem (r>.90).

Table 8
Predictability of Speaking Anxiety in Groups' Attitudes Towards Turkish Lesson
Variables B Standard Error B t p
6th grade
Fixed 1.82 12 14.86 .000
Cognitive indicators of anxiety _01 04 _01 24 807
Physical indicators of anxiety 29 02 .60 11.87 .000
Emotional indicators of anxiety 04 03 07 1.32 188
7th grade
Fixed .75 11 6.63 .000
Cognitive indicators of anxiety _01 02 _02 -56 575
Physical indicators of anxiety 32 01 .69 18.88 .000
Emotional indicators of anxiety 39 02 64 17.29 .000
6th grade F,q ,=14.66 p<.001 7th grade F,;,=24.93 p<.001
R=37;R’=.36 R=73 K'=72

In Table 8, the multiple linear regression model tested for the prediction of the scores of cognitive anxiety in speaking,
physical anxiety in speaking and emotional anxiety in speaking, which are the sub-dimensions of speaking anxiety, on
the attitude scores towards Turkish lesson is statistically significant (F(ys 65 =14.66, p<.001). A very high proportion, i.e.
36%, of the variability in attitude scores towards Turkish lesson is explained by the physical anxiety in speaking sub-
dimension score. Physical anxiety in speaking (B=.29, t=11.87, p<.001) scores significantly predicted 6th grade students'
attitudes towards Turkish lesson. Physical anxiety in speaking scores explain .29% of the variability in attitude towards
Turkish lesson. Physical anxiety in speaking (B=.07, t=2,04, p<.001) scores significantly affect 6th grade students'
attitudes towards Turkish lesson. A 1-unit increase in the physical anxiety in speaking score provides a .07-unit increase
in 6th grade students' attitudes towards Turkish lesson. A 1-unit increase in the physical anxiety in speaking sub-
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dimension score leads to a .29-unit increase in 6th grade students' attitudes towards Turkish lesson. f3 is the standard
regression coeflicient and indicates the degree of importance of the variable in the model. In 6th graders, physical anxiety
sub-dimension has the highest effect on attitudes towards Turkish lesson. The regression equation for attitude towards
Turkish lesson scores is as follows: Attitude towards Turkish lesson=1.82+.29*physical anxiety in speaking.

At the 7th grade level, the multiple linear regression model tested for the prediction of the scores of cognitive anxiety in
speaking, physical anxiety in speaking and emotional anxiety in speaking, which are the sub-dimensions of speaking
anxiety, on the attitude towards Turkish lesson is statistically significant (F(193.07=6.72, p<.001). The scores of physical
anxieties in speaking and emotional anxiety in speaking sub-dimensions explain 72% of the variability in the attitude
towards Turkish lesson scores. Physical anxiety in speaking (B=.32, t=18.88, p<.001) and emotional anxiety in speaking
(B=.39, t=17.29, p<.001) scores significantly predict 7th grade students' attitudes towards Turkish lesson. An increase of
1 unit in each of the scores of physical anxiety in speaking and emotional anxiety in speaking leads to increases of .32
and .39 units in students' attitudes towards Turkish lesson, respectively. The regression equation for 7th graders' attitudes
towards Turkish lesson is as follows: Attitude towards Turkish lesson=.75+.29*physical anxiety in speaking+.39*emotional
anxiety in speaking.

Conclusion and Discussion

This study focused on determining the relationship between listening anxiety, speaking anxiety and attitudes towards
Turkish lesson and the predictive status of listening anxiety and speaking anxiety towards attitudes towards Turkish
lesson of 6th and 7th grade students attending BILSEMs. According to the data obtained from the 6th grade students
who participated in the study, there is a significant relationship between the negative attitudes of the students towards
the Turkish lesson and their interest and love for the lesson and their approaches to the activities carried out for the
lesson. As their interest and love for the lesson increased, their perceptions towards listening also increased. It was
determined that there was a significant relationship between the activities for the lesson, attitudes towards the Turkish
lesson and emotional indicators of anxiety in speaking, cognitive indicators of anxiety in speaking and emotional
indicators of anxiety in speaking. Similarly, there was a significant relationship between listening anxiety and evaluation
of listening, monitoring the listening process, individual differences in listening, focusing after listening, and listening
barriers. In addition, there is a statistically significant relationship between interest and love for the lesson and negative
attitudes towards the lesson, activities towards the lesson, attitude towards Turkish lesson in general, between love and
focusing after listening, and between love and physical and emotional indicators of anxiety in speaking. Similarly, there
is a statistically significant relationship between negative attitudes towards the course and focusing after listening,
physical indicators of anxiety in speaking and emotional indicators of anxiety in speaking. There is a significant
relationship between lesson activities and attitude towards Turkish lesson. There is a significant relationship between the
general attitude towards Turkish lesson and physical and emotional indicators of anxiety in speaking, between
monitoring the listening process and emotional indicators of anxiety in speaking, between individual differences in
listening and emotional indicators of anxiety in speaking, and between general anxiety in speaking and physical
indicators of anxiety in speaking. These results show that listening and speaking anxieties affect attitudes towards
Turkish lesson in both participant groups. Considering the developmental levels of the sample group, it is seen that they
are in adolescence. In particular, it is known that individuals' perceptions about their physical characteristics begin with
adolescence (Harris, 1987). It can be stated that the anxiety that students will experience about their physical
characteristics during the speaking may also affect their attitudes towards the Turkish lesson. It is seen that as the
participants’ interest and love for the course increases, their listening and speaking anxieties are also positively affected.
Therefore, it can be stated that as attitudes towards Turkish lesson improve, students become less anxious in listening
and speaking. As a matter of fact, in the study conducted by Boyraz (2024), it was determined that the speaking and
writing anxieties of gifted students had a predictive feature in their academic anxiety. It is possible to state that this
situation supports the current research. Emotion and consciousness, in other words, cognition are two basic elements
that are interconnected (Smith & Kosslyn, 2014). Here, the increase in the age level of the students suggests the
possibility that it may affect them to be more emotionally dominant in the speaking process. In fact, emotions affect us
at many points such as decision-making, behavior management, and reasoning (Winter, 2018; Goleman, 2010). In the
6th grade, the emotional dimension in speaking did not affect the attitude towards the Turkish lesson, but the fact that
there is a relationship between them in the 7th grade may also be related to the level of consciousness. Studies reveal that
as the age level increases, there is an increase in emotion regulation (Atalay & Ozyiirek, 2021). From this point of view,
the increase in students' ability to regulate their emotions during speaking may also positively affect their attitudes
towards the Turkish lesson. It is possible to state that positive perceptions towards listening, which is the first language
skill acquired (Giines, 2014), affect students' perceptions towards language. Vandergift (2004) states that if students are
aware of metacognitive actions such as planning-monitoring and evaluation during listening, they can be more
successful in making sense of the text. It can be stated that the sub-dimensions of the listening anxiety scale actually
focus on students' metacognitive awareness. It can be stated that students' metacognitive awareness in their listening
anxiety (i.e., being aware of their own anxiety and seeking ways to overcome it) positively affects their attitudes towards
Turkish lesson and therefore language. It was determined that individual differences in listening affected speaking
anxiety. This result also shows the importance of taking individual differences into consideration in Turkish language
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teaching. In general, gifted children show different developmental characteristics than their peers. It shows that these
results should be taken into account in language teaching and differentiated language teaching activities should be
carried out (Ozcan, 2023; Islekeller Bozca, 2017). According to the results of the study, it was determined that the
listening anxiety of the participants in both groups predicted their attitudes towards Turkish lesson. In 6th graders, the
sub- dimensions of monitoring the listening process, in 7th graders, the sub-dimensions of evaluating listening and
focusing on post-listening predicted the attitude towards the Turkish lesson. In 6th grade, physical indicators of
speaking, and in 7th grade, physical and emotional indicators of speaking sub-dimensions predicted attitude towards
Turkish lesson. According to Horwitz, Horwitz, and Cope (1986), middle school is a critical period in terms of anxiety.
The anxieties in this period affect their attitudes towards language and thus their success in the learning process
(Mitchell & Florance, 1998). Failures in learning leave them with a sense of inadequacy over time. Bandura (2003) states
that the belief that students with low self-efficacy are unsuccessful causes them to resist learning (as cited in Merrotsy,
2013). This low self-efficacy causes students to experience great anxiety about speaking. Since these excessive anxieties
increase the risk of making mistakes during speaking, it may cause students to avoid speaking and lose their self-esteem
over time (Crookall & Oxford, 1991). Considering the fact that the participants are in early adolescence and that their
anxiety levels are likely to be high during this period, it can be stated that they may face similar risks during listening.
Melanlioglu (2013) states that the negativities experienced in the listening process may cause students to have negative
attitudes towards listening over time. It is possible to state that these negative attitudes can naturally turn into negative
attitudes towards the Turkish lesson directly affect other language skills. As a matter of fact, in the results of this
research, it was determined that there was a relationship between students' listening and speaking concerns and their
attitudes towards Turkish lesson. The fact that the sample group is a special group makes these results more important.
Because gifted children often acquire language much earlier than their peers (Allington, 2002). With schooling, they are
subjected to the same education as their peers with normal development. Therefore, they may experience problems in
accessing the differentiated educational environments they need (Friedman & Lee, 1996; Borland, 2005; Kelemen, 2010).
In addition, the children between the ages of 11-13 selected as the sample are in adolescence. In this period, the way they
communicate with their peers and the educational conditions offered to them can affect their attitudes towards Turkish
lessons and their listening and speaking concerns. Providing an appropriate education to these students is only possible
by knowing their characteristics. Providing differentiated education for language, which forms the basis of the whole
education process and provides communication, is possible by knowing the relationship between these skills of the
students and their influence on each other. The research was limited to listening and speaking concerns, attitudes
towards Turkish lesson and 6th and 7th grades. It is important to conduct more comprehensive research in terms of the
quality of research on this subject. In addition, investigating the effect of affective approaches towards other language
skills on attitudes towards Turkish lesson can provide important data. In addition to quantitative research, supporting
the studies in this field with qualitative data by conducting interviews with stakeholders such as teachers, students and
parents can provide more explanatory results.
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oz

Bu aragtirmanin amaci 6zel yetenekli 6grencilerin Tiirk¢e dersine yonelik tutumlars,
dinleme ve konusma kaygilar1 arasindaki iliskiyi, dinleme ve konusma kaygilarinin
Tiirkge dersine yonelik tutumunu yordama durumunu ortaya koymaktir. Bu amag
dogrultusunda 2023-2024 egitim-6gretim yilinda ortaokul 6. ve 7. sifta egitim
gormekte olan 466 Ozel yetenekli 6grenci orneklem olarak belirlenmistir. Nicel
aragtirma yonteminin iligkisel tarama modeline dayanan galiymada veri “Tiirk¢e

dersine yénelik Tutum Olgegi”, “Dinlemeye Yonelik Kaygi Olgegi” ve “Konusmaya

ey

Yonelik Kaygi Olcegi” veri toplama araglari olarak kullanidmistir. Aragtirmadaki
degiskenler arasindaki iligkiyi ortaya koymak i¢in pearson momentler ¢arpim
korelasyonu katsayis1 hesaplanmigtir. Dinleme kaygisi ve konusma kaygisinin Tiirkge
dersine yonelik tutumun yordayiciigini belirlemek amaciyla g¢oklu dogrusal
regresyon analizi yapilmistir. Yapilan analiz sonuglarina gore katilimcilarin dinleme
kaygilari, konusma kaygilar1 ve Tiirkge dersine yonelik tutumlar1 arasinda iligki
vardir. Ayrica dinleme ve konusma kaygilar1 Tiirkge dersine yonelik tutumlarini
yordamaktadir. Bu sonuglardan hareketle 6zel yetenekli ortaokul Ogrencilerine
yonelik farklilagtirilmig Tiirkge 6gretim uygulamalarinin yapilmasi onlarin Tiirkge
dersine yonelik tutumlarinda ve dinleme ile konusma kaygilarnin olumluya
doniistiiriilmesinde 6nemli oldugu sonucuna varilmugtir.

Anahtar kelimeler: 6zel yetenekli 6grenciler, Tiirkge dersine yonelik tutum, dinleme
kaygisi, konugma kaygisi

zel yetenekli ¢ocuklar normal gelisim gosteren

akranlarindan daha farkli ozellikler gelisim ozellikleri

gostermektedirler (Gottfried vd., 1994). Bunlar arasinda
entelektiiel, yaratici, sanatsal, liderlik gibi birgok farkli alanin birinde
veya birkacinda dstiin Ozelliklere sahip olmalari veya bunlan
yansitacak potansiyelde olmalari yer almaktadir (Gagne, 2013;
Renzulli, 1978). Ulusal Ustiin Yetenekli Cocuklar Dernegi (NAGC,
2010) o6zel yetenekli cocuklarin genellikle yogun merak duygusuna
ve oOgrenmeye iliskin biyitkk bir tutkuya sahip olduklari, bu
ozelliklerinin de onlar: siirekli bilgi arayisina sevk ettigini belirtir.
Ilgi duyduklari alanda/alanlardaki yogun igsel motivasyonlar:
onlarin bu alanlarda uzmanlagmalarini ve bu konularda derin bilgi
sahibi olmalarini saglar (Colangelo, vd., 2004). Bu nedenle bu
g¢ocuklarin yetenekleri ve ilgi alanlar1 dogrultusunda
yonlendirilmelerinin 6nemli oldugunu ifade etmek mimkiindir.
Ozgiin diisiinme becerileri karsilastiklar1 sorunlar1 ¢ézmede birden
fazla alternatifler gelistirmelerine ve problemleri ¢6zmede yeni
yollar kesfetmelerine ve dolayisiyla yaraticiliklarinin gelismesinde
onemli katkilar saglar (Runco ve Acar, 2012). Bu nedenle ilgi
duyduklar1 konularda siradis1 kesifler yapma, farkli yollar kesfetme
olasiliklarinin daha yiiksek oldugunu belirtmek miimkiindiir. Sahip
olduklar1 liderlik ozellikleriyle ¢ogu zaman ig¢inde bulunduklar:
gruplardaki akranlarini yonlendirmede, onlara ilham olmada,
grubun birlikteliginin olumlu bir sekilde devam etmesinde 6nemli
gorevler tstlenmektedirler (Davis ve Rimm, 2016). Yani bilgiye kars1
olan bu merak ve tutkularinin yani sira sosyal ve duygusal 6zellikleri



de iliski kurma ve iligkiyi stirdlirme bi¢imlerini etkilemektedir (Pfeiffer, 2015). Ayrica 6zel yetenekli ¢ocuklarin gelismis
duygusal zeka o6zellikleri onlarin bagkalariyla derinlemesine empati kurmalarina katki saglamada ve sosyal becerilerini
yonetmede Snemli bir yere sahiptir (Pfeiffer, 2015). Ozel yetenekli ¢ocuklarin ifade edilen bu gelimis ¢ok yonlii
ozelliklerine ragmen miikemmeliyetcilik ve yiiksek hassasiyet gibi 6zellikleri onlarin yiiksek diizeyde kayg: yasamalarina
ve sosyal iligkilerde sorunlar yasamalarina neden olabilmektedir (Kearney ve Silverman, 2020). Bu nedenle onlarin hem
olumlu hem olumsuz gelisim 6zellikleri dikkate alinarak kapsamli bir farklilastirilmis egitimin saglanmasi olduk¢a
onemli goriilmektedir (Assouline, vd., 2015; Colangelo ve Davis, 2003). Sonug olarak, o6zel yetenekli ¢ocuklarin
gelisimlerini desteklemek ve ihtiya¢ duyduklar1 egitime erigmelerini saglamak i¢in onlarin ¢ok yonlii dogalarini
anlamak, onlara uygun egitim ortami saglamak ve onlarin gelisimlerini tesvik etmek 6nemlidir. Onlarin kendilerini ifade
edebilecekleri ortamlara erigmeleri ayni zamanda olasi mitkemmeliyet¢ilik 6zelliklerinin ve yiiksek hassasiyete sahip
olmalar iletisim kurmalarinda, kendilerini ifade etmelerinde veya karsilarindaki bireyleri anlama isteklerinin 6niine
gecebilir. Bu nedenle bu tiir sorularin yasanmasimi engellemek igin egitimcilerin ve 6zel yetenekli cocuklarin
egitiminden sorumlu bireylerin besleyici ve destekleyici yaklagimlarla onlarin dil, iletisim ve sosyal becerilerinin
gelisimlerini desteklemeleri gerekmektedir.

Ozel yetenekli ¢ocuklar akranlarina gore dile daha erken yaslarda ilgi gostermektedirler. Bu ilgi, kelime
dagarciklarinin daha hizl bir sekilde gelismesini saglarken (Bonds ve Bonds, 1983) bunlar1 kullanmaya kars1 egilimleri/
konugma becerileri de daha erken yaslarda (Renzulli, 1978) baslamaktadir. Konusma sirasinda ¢ok daha ileri diizeyde,
¢ok daha karmagik kelimeler ve dil ifadeleri kullanarak sozel muhakeme becerilerini yansitirlar (Freeman ve McIntosh,
2022; Baker, 2017; Davis ve Rimm, 2016; Freeman, 2001). Ayrica okumaya kars: olan ilgileri okumay1 da daha erken
yaslarda edinmelerini saglar (Assouline vd., 2015). Karmagik dil yapilarini anlama ve akilda tutmadaki becerileri olduk¢a
iyi dinleyiciler olmalarini saglar (Miller, 2020). Bu nedenle erken yaslardan itibaren zengin cevresel uyaranlarin
kendilerine sunulmasi bu potansiyellerinin ortaya ¢ikmasini saglamada 6nemli bir etken olabilecegini ifade etmek
miimkindir. Dilde gelisimindeki bu ileri diizey becerileri onlarin diger dilleri de akranlarina gére daha hizli ve iyi bir
sekilde 6grenmelerini saglar (Schneider vd., 2021). Bu nedenle dil gelisimleri akranlarina gére daha ileri diizeyde oldugu
i¢in kendilerinden biiyiik ¢ocuklarla veya yetiskinlerle sosyal iliskiler kurabilirler, daha derin ve entelektiiel tartismalar
yapabilirler (Davis ve Rimm, 2016). Normal gelisim gosteren akranlariyla ayni siniflarda alisilmig/siradan egitime tabi
tutulmalar1 bu becerilerini olumsuz etkileyebilmektedir. Bu ozellikler dikkate alinarak ozel yetenekli ¢ocuklara
farklilagtirilmis egitim ortamlar1 saglanabilir ve sahip olduklari gelismis bu dil becerilerini sinirsizca kullanarak st
diizey deneyimlere, bagarilara ulagmalar1 saglanabilir (Freeman ve Mclntosh, 2022; Assouline vd., 2015). Fakat biitiin
bunlarin yaninda dikkate alinmasi gereken hususlardan biri sahip olduklari hassasiyetleri, miikemmeliyetcilik
ozellikleridir. Bu durumlari nedeniyle iletisimde ¢esitli sorunlar yasama olasiliklar: var (Hewitt ve Flett, 2019). Ayrica dil
gelisimleri akranlarina gore daha ileri diizeyde oldugu i¢in onlarla iletisim kurma sorunu yasayabilir ve zaman i¢inde
kendilerini sosyal olarak izole etme egilimi gosterebilirler (Zhang, vd., 2021). Disiincelerini ifade etmede yasadiklar1
baskilar nedeniyle iletisim kurma kaygisi yasayabilmekte ve bu durum onlarin kendilerini geri ¢ekmelerine neden
olabilmektedir (Wang ve Rinn, 2022). Ayrica yagitlarindan ¢ok daha ileri diizeyde dil becerilerine sahip olmalar1 ayni
zamanda onlarin fiziksel olarak arkadaslariyla es fakat dilsel olarak daha ileri olmalar1 anlamina da gelmektedir. Sosyal
ve duygusal olarak akranlariyla benzer o6zelliklerde olmalarina ragmen zihinsel/dilsel anlamda daha ileri olmalar:
onlarin sosyal, duygusal iletisimlerini, uyumlarini da zorlagtirmaktadir (Pfeiffer, 2015). Bu durum onlarin dile kars1 olan
ilgilerini, dolayisiyla sosyal ve iletisim becerilerini de etkileyebilmektedir. Arastirmalar 6zel yetenekli gocuklarin bu
asenkron gelisimlerinden dolay1 yasadiklari/yasayabilecekleri sorunlarin énlenmesi/¢éziimlenmesi i¢in sosyo-duygusal
acidan desteklenmesi gerektigini ortaya koymaktadir (Saranli, 2017). Béylece bu ¢ocuklar akademik basarinin yani sira
sosyo-duygusal agidan da desteklenmis olurlar.

Ozel yetenekli ¢ocuklarin iist diizey farkindaliklar1 ¢ogu zaman dinleme becerilerinde de goriilmektedir. Bazi
durumlarda dinledikleri bilgilerin 6nemli ayrintilarini kagiracaklarini diistindiiklerinden veya dinleme esnasinda onlara
sorulacak sorulara uygun yanitlar1 veremeyebileceklerinden dolay: kaygilanip stres yasayabilmektedirler (Kearney ve
Silverman, 2020). Ayrica dinleme sirasinda kendilerine gergek¢i olmayan yiiksek hedefler belirlemeleri onlarin dinleme
kaygis1 yasamalarina neden olur (Hewitt ve Flett, 2019). Dinleme esnasinda detaylara takilmalari, agir1 diizeyde
dinlediklerini analiz etmeleri konugmaciya odaklanmalarini engelleyebilir ve bu da dinleme sirasinda kaygi
yagsamalarina neden olabilir (Zhang vd., 2021). Karsilikli etkilesimin oldugu ortamlar: tercih etmeleri pasif dinleme
ortamlarinda rahatsizlifa neden olmasi dinleme kaygilarinin artmasma neden olabilir (Davis ve Rimm, 2016).
Elestirilere kargi hassasiyetleri icinde bulunduklari ortamda yargilanmaktan korkmalarina neden olabilir. Bu durum
onlarin sosyal, iletisim, is birligi gibi bir¢ok farkli becerilerinin olumsuz etkilenmesine neden olur (Wang vd., 2022;
Bostick, 2021). Benzer sekilde konugma sirasinda da yargilanmaktan korktuklar: i¢in kayg: yasayabilmektedirler.
Ozellikle topluluk oniinde konustuklarinda elestirilmekten, olumsuz degerlendirilmekten korktuklari icin
kaygilanabilmekteler ve bu da onlarin iletisim sorunlar1 yasamalarina neden olabilmektedir (Hewitt ve Flett, 2019). Bu
durum aslinda onlarin elestirilere karst ¢ok hassas olmalarindan ileri gelir. Ayrica kendi yaptiklarindan st diizey
performans beklemeleri, kendilerine karsi yiiksek beklentiler olusturmalari onlarin bu konuda yiiksek kaygilar
yasamalarina sebep olur (Zhang, vd., 2021; Kearney ve Silverman, 2020). Bu ¢ocuklarin detayci, derin diisiinme, yiiksek
0z beklentilerinin beraberinden getirebilecegi bu olumsuz durumlarin o6niine gegilebilmesi i¢in tiim yonleriyle
desteklenmeleri ve ihtiyaglarinin karsilanmas: énemlidir. Ciinkii bu durumlar ¢ocuklarda ileri diizeyde kaygilara sebep
olabilmektedir. Bu kaygilardan dolay1 kalp ritimlerinin artirmasi, konuya odaklanmakta giiglitk yasamalar1 vb. nedenler
de onlarin topluluk kargisinda konusmakta sorun yagamalarina neden olabilmektedir (Bostick, 2021). Yani aslinda bu
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kaygilar sadece psikolojik degil fiziksel olarak da onlar1 etkileyebilmektedir. Ayrica bu kaygilar akademik bagarilarini
yansitmalarina, sosyallesmelerine engel olabilmektedir (Wang vd., 2022; Kearney ve Silverman, 2020). Bu nedenle 6zel
yetenekli ¢ocuklarin dinleme ve konusma becerileri konusundaki hassasiyetlerinin belirlenmesi ve ozellikle
bulunduklar: egitim kademelerine kendilerine uygun egitim ortamlarinin olusturulmasi, gelisimlerinin desteklenmesi
énemlidir.

Ozel yetenekli ¢ocuklarin biligsel gelisimleri dil becerilerinin de gelisimini etkilemektedir. Dildeki bu ileri diizey
yetenekleri onlarin Tiirkge derslerinin de farklilastirilmasina iliskin ihtiyaglar1 dogurmaktadir. Fakat Tiirkiyede sadece
Bilim ve Sanat Merkezlerinde (BILSEM) 6zel yetenekli cocuklarin gelisim ozelliklerine uygun egitimler planlanmaktadir.
Ogrencilerin kisilik ve gelisim 6zelliklerine gore ilkokuldan liseye kadar uyum, destek, bireysel yetenekleri fark ettirme
(BYF), ozel yetenekleri gelistirme (OYG), proje seklinde asamali egitimler sunulmaktadir Bilim ve Sanat Merkezleri
Yonergesi, 2019; Bilim ve Sanat Merkezleri Yonergesi, 2023). Bu siiregte 6grencilerin ihtiyaglarina ve yetenek alanlarina
gore Tiirkge dersleri verilse de 6rgiin egitim sistemi disinda olan bu egitimler 6grencilerin bu derse yonelik ihtiyaglarini
kargilamada yetersiz kalabilmektedir. BILSEM’lerle ¢ocuklarin egitim gordiikleri okullar arasindaki iletisim sorunu da
ogrencilerin Tirkce dersine yonelik yapilan planlamalarin yetersiz kalmasina, yapilan Tiirk¢e dersi etkinliklerinin
diizenli bir sekilde giincellenmemesi bu dersin niteligini diigiirebilmektedir (Sahin, 2020). Oguz (2020) &zel yetenekli
ogrencilerin Tiirkce dersini ve Tiirkge Ogretmenlerini nasil algiladiklarini metaforlar araciligiyla incelemistir.
Aragtirmada genel olarak 6grencilerin hem olumlu hem olumsuz duygu durumlarina sahip olduklar: belirlenmis ve
sonug¢ olarak Ogrencilerin farklilastirilmis Tiirkge derslerine ihtiya¢ duyduklari belirlenmistir. Boyrazi (2024)
aragtirmasina goére Ozel yetenekli Ogrencilerin Tiirk¢e dersine yonelik tutumlarimi konusma ve yazma kaygilar
yordamaktadir. Dolayisiyla 6grencilerin Tiirk¢eye olan tutumlarr onlarin kendilerini ifade etmelerinde olduk¢a 6nemli
oldugu ifade edilebilir. Ozcan, Sallabag ve Akgiilin (2023) arastirmasina gore ozel yetenekli 6grencilere sunulan
farklilagtirilmis, zenginlestirilmis Tiirk¢e dersi uygulamalar1 onlarin basarilarini dogrudan etkilemektedir. Bu sonug
ogrencilerin ihtiyaglarina uygun igeriklerin sunulmasinin énemini gostermektedir. Tiirk¢e dersi sadece bir ders degildir.
Ayni zamanda diger biitiin derslerin anlagilmasinda, sosyal ve iletisim becerilerinin gelistirilmesinde énemli bir yere
sahiptir. Ozel yetenekli ¢ocuklarin dil gelisim 6zelliklerine bakildiginda aslinda ¢ok erken yaglardan itibaren dile oldukga
ilgilidirler (Ozcan, 2022). Fakat Tiirkiyede 6zel yetenekli ¢ocuklarin Tiirke dersine iliskin goriislerinin alinmasina
yonelik yapilan arastirmalarda Tiirk¢e dersine yonelik olumsuz diisiincelere sahip olduklar1 goriilmektedir (Oguz, 2020).
Ayrica yine yapilan arastirmalar kendilerine ozgii farklilastirilmis Tiirkge derslerinin olduk¢a sinirli oldugu
goriilmektedir (Ozcan, 2022; Ozcan, Sallabas ve Akgiil, 2022; Islekeller Bozca, 2017). Bu sorunlara yonelik ¢éziimlerin
ortaya konulabilmesi i¢in bu ¢ocuklarin Tiirk¢e dersine yonelik tutumlarinin belirlenmesi, ilk kazanilan iki beceri olan
dinleme ve konusma becerileri kaygilarinin yordayiciiginin ortaya konulmasi 6nemlidir. Ciinkii bu sonuglar ayni
zamanda gergeklestirilecek eylem planlar1 veya gelistirilecek programlar icin olduk¢a 6nemli kaynak gérevi iistlenecektir.
Bu durumdan hareketle bu aragtirmanin amaci 6zel yetenekli 6. ve 7. siif 6grencilerinin Tiirk¢e dersine yo6nelik
tutumlari, dinleme kaygilar1 ve konusma kaygilar1 arasindaki iligkiyi belirlemektir. Ayni zamanda dinleme ve konusma
kaygilarinin Tiirk¢e dersine yonelik tutumlarini yordama durumunun belirlenmesi amaglanmistir. Bu baglamda
aragtirmanin sorulari su sekilde belirlenmistir:

1. Ozel yetenekli 6grencilerin Tiirkge dersine yonelik tutumlari, dinleme kaygilar1 ve konusma kaygilar1 arasinda
iligki var midir?

2. Ozel yetenekli dgrencilerin dinleme kaygilar1 ve konugma kaygilari Tiirkce dersine yonelik tutumlarini
yordamakta midir?

Yontem
Model

6. ve 7. sinifa 6zel yetenekli 6grencilerin dinleme ve konugma kaygilarinin Tiirkce dersine yonelik tutumlarini yordama
durumlarinin ve dinleme ile konusma kaygilariyla Tiirk¢e dersine yonelik tutumlar: arasindaki iligkinin belirlenmesini
amaglayan bu ¢alisma korelasyonel arastirmalar desenine dayanmaktadir. Korelasyonel arastirmalar iki ya da daha faza
degisken arasindaki iligkilerin herhangi bir sekilde bu degiskenlere miidahale edilmeden incelendigi arastirmalardir.
Korelasyonel arastirmalarda belirlenen degiskenlerin birlikte degisip degismedikleri, birlikte degisim varsa bunlarin nasil
gerceklestiginin ortaya konulmasi amac¢lanmaktadir. Korelasyonel arastirmalar kesfedici ve yordayici olmak tizere ikiye
ayrilmaktadir. Mevcut arastirmanin dayandifi yordayici korelasyonel arasgtirmalarda degiskenler arasindaki iligkiler
incelenerek degiskenlerin birinden yola ¢ikarak digeri yordanmaya calisilir (Fraenkel, Wallen ve Hyun, 2012;
Biyiikoztiirk vd., 2010). Dolayisiyla bu aragtirmada da katilimcilarin dinleme ve konusma kaygilarinin Tiirkce dersine
yonelik tutumlarinin yordama durumunun belirlenmesi amaglandig i¢in yordayici korelasyonel arastirma deseninden
yararlanilmistir.

Evren ve Orneklem

Aragtirmanin evrenini 2023-2024 egitim-6gretim yilinda Tiirkiyedeki Bilim ve Sanat Merkezlerinde (BILSEM) egitim
gormekte olan 6. ve 7. sumf 6grencileri olugturmaktadir. Orneklemi ise Istanbul, Tekirdag, Van, Mus, Bitlis ve Diyarbakir
illerinde bulunan BILSEM’lerdeki 6. ve 7. sinifa devam eden Ogrenciler olusturmaktadir. 6. smifa devam eden

Ozel Yetenekli Ogrencilerin Tiirkce Dersine Yonelik Tutumlarinda Dinleme ve Konusma Kaygilarinn... 41



ogrencilerin sayis1 248dir. Bunlarin 1411 kiz, 107’si erkek; 7. sinifa devam eden 6grencilerin sayis1 218dir. Bunlarin 124t
kiz, 94’0 erkektir. Aragtirmadaki toplam katilimci sayis1 466dir. Arastirmanin drnekleminin belirlenmesi i¢in amagh
orneklemeden yararlanilmistir. Amach 6rnekleme olasilikli olmayan bir 6rnekleme yaklagimidir. Belirlenen amaca
uygun olarak arastirmada en iyi sonuca ulagmak icin belirli 6lgiitleri karsilayan arastirma grubu belirlenir ve ¢alisma
belirlenen bu grupla yiriitilir (Fraenkel, Wallen ve Hyun, 2012; Biytikoztiirk vd., 2010). Bu aragtirmada da amach
orneklemenin olgiit 6rnekleme yaklagimina uygun hareket edilmistir. Bu baglamda 6rneklemin 6lgiitleri su sekildedir:
BILSEM 6grencisi olmak, 6. veya 7. sinifa devam ediyor olmak, BILSEM'e diizenli bir sekilde devam ediyor olmak. Bu
olgiitleri karsilayan 466 6grenciden veriler elde edilmistir.

Tiirkiyede 6zel yetenekli ¢cocuklar Milli Egitim Bakanligi (MEB) tarafindan IQ testleriyle tanilanmaktadir. Resim,
miizik ve genel zihinsel yetenek alanlarinin birinde belirli bir IQ seviyesi tizerinde olan ¢ocuklar 6rgiin egitim saatleri
diginda kalan belirli giin ve saatlerde BILSEM’lerde egitim gormektedirler. Bu galigma grubuna karar verildikten sonra
Istanbul 29 Mayis Universitesi Bilimsel Aragtirma ve Yayin Etigi Kurulu'ndan (toplant: tarihi: 06.05.2024 toplant1 sayist:
2024/05) etik izin alinmigtir. Etik izin dogrultusunda belirlenen ¢alisma gruplarindan veriler toplanmugtir.

Veri Toplama Araglar1

Bu arastirma kapsaminda ozel yetenekli 6grencilerin Tiirkge dersine yonelik tutumlarinda dinleme ve konusma
kaygilarinin yordayici roliinii ortaya koymak amactyla Unal ve Kose (2014) tarafindan geligtirilen Tiirkge Dersine
Yonelik Tutum Olgegi, Giindiiz ve Demir (2021) tarafindan konusma 6grencilerin konusma kaygilarini belirlemek
amaciyla gelistirilen Konugsma Kaygist Olgegi ve Melanlioglu (2013) tarafindan 6grencilerin dinleme kaygilarini
belirlemek amaciyla gelistirilen Konugma Kaygist Olgegi kullanilmustir. Olgeklere iliskin detayl bilgiler alt bashiklar
halinde verilmistir.

Tiirkce Dersine Yonelik Tutum Olgegi (TDTO)

Olgek ortaokul diizeyindeki ¢ocuklarin Tiirk¢e dersine ydnelik tutumlarini belirlemek amaciyla Unal ve Kose (2014)
tarafindan gelistirilmistir. 5’li likert tipi olan 6l¢ek toplam 27 madde ve 3 alt boyuttan olugsmaktadir. Bu maddelerin 19’u
olumlu, 8’ olumsuzdur. Mevcut arastirma kapsaminda bu 8 madde analiz edilirken ters kodlanmistir. Olgekten
alinabilecek en yiiksek puan 135 en diisiik puan ise 274dir. Olgegin genelinde giivenirlik katsayis1 .92, alt boyutlarda ise
sirayla Derse Yonelik ilgi ve Sevgi (DYIS) .93, Derse iligkin Olumsuz Tutumlar (DIOT) .84, Derse Yonelik Etkinlikler
(DYE) .73 seklindedir.

Konusma Kaygisi Olgegi (KKO)

Olgek Giindiiz ve Demir (2021) tarafindan ortaokul diizeyindeki 6grencilerin konusma kaygilarini 6lgmek amacryla
geligtirilmigtir. Olgek 51 likert tipidir. 21 madde ve 3 (bilissel, fiziksel, duygusal) alt boyuttan olusmaktadir. Olgekten
alinabilecek en yiiksek puan 105 en digiik puan ise 21dir. Olgegin AFA, DFA, es deger formlar, test tekrar test
uygulamalar1 yapilmistir. Es deger formlarla giivenirlik katsayisi .50, test tekrar test .78 olarak belirlenmistir.
Degerlendirmeler sonucunda 6lgegin gegerli ve giivenilir bir 6l¢me araci oldugu belirlenmistir.

Mevcut arastirma kapsaminda yapilan literatiir taramasinda “biligsel kaygi, fiziksel kaygi, duygusal kaygr” seklinde
kavramlara rastlanmamistir. Dolayisiyla alan yazinda bu kavramlarin bulunmadigi sonucuna ulasimistir. Ayrica
geligtirilen KKO’niin makalesinde alt boyut isimleri olarak verilen bu kavramlara iliskin herhangi bir agiklama da
yapilmamuigtir.

Bilimsel bir terim {retilecekse (1) oncelikle alan yazinin incelenmesi/taranmasi, (2) 6l¢me aracinin alan yazinda
(bilimin kendi orijinal terminolojisinde) belirtilen o6zellikleri 6l¢me yeterliginin degerlendirilmesi, (3) uygunluk
durumuna gore alan yazinin orijinal kavramlaryla bilgi tiretilmesi saglanmalidir. Ifade edilen 6lgek gelistirme siirecinde
kavramsallagtirmayla ilgili bir agiklama olmadig1 icin yeniden literatiir taramasi yapilmis ve alinan uzman goriisii
dogrultusunda bu kavramlarin arastirmada su sekilde nitelendirilmesine karar verilmistir: “kayginin fiziksel gostergeleri,
kayginin biligsel gostergeleri, kayginin duygusal gostergeleri

Dinleme Kaygis1 Olcegi (DKO)

Olgek Melanlioglu (2013) tarafindan geligtirilmistir. 5’li likert tipi olan 6lgek 37 madde ve 5 alt boyuttan olugmaktadir.
Olgekten alinabilecek en yiiksek puan 185, en diisitk puan 37dir. Ol¢egin Cronbah alfa giivenirlik katsayis1.92dir. Alt
boyutlarin i¢ tutarlilik katsayilariysa .68-.81 arasindadir. Genel olarak 6l¢egin ortaokul diizeyindeki 6grencilerin dinleme
kaygilarini 6lgmede gegerli ve giivenilir oldugu belirlenmistir.

Verilerin Toplanmasi

Aragtirmaya baglamadan 6nce etik izin alinmigtir. Etik izin alindiktan sonra belirlenen okullarla gériismeler yapilmus,
okullardan, ailelerden ve ¢ocuklardan izin alinarak veriler toplanmistir. Aragtirmaya goniillii olarak toplam 466 altinci ve
yedinci siif 6grencisi katilmigtir.
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Verilerin Analizi

Elde edilen verilerin analizinde kullanilacak analizlere karar vermek i¢in verilerin normalligine bakilmigstir. Normallik
analizi sonucunda (Tablo 1) verilerin normal dagildig belirlenmistir. Bu nedenle parametrik analizlerin yapilmasina
karar verilmistir. Katilimcilarin Tiirk¢e dersine yonelik tutumlari, dinleme kaygilar1 ve konusma kaygilar1 arasindaki
iliskiyi belirlemek i¢in korelasyon katsayisi, dinleme kaygisi ve konusma kaygisinin Tiirkge dersini yordama durumunu
ortaya koymak igin de ¢oklu dogrusal regresyon analizi yapilmasina karar verilmistir. Belirtilen analizler SPSS 20. paket
programiyla gerceklestirilmistir.

Etik Beyan

Bu aragtirmanin yiiriitiilmesinde herhangi bir sakinca olmadig1 Istanbul 29 Mayis Universitesi Bilimsel Aragtirma Etigi
Kurulu'nun 06.05.2024 tarihli toplantisinda karara baglanmis ve 2024.05 sayili yaziyla arastirmaciya iletilmistir.

Bulgular
Tablo 1
Tiirkge Dersine Yonelik Tutumlar, Dinleme Kaygist ve Konusma Kaygisina Iliskin Normallik Dagilim Testi
Kolmogorov
Degiskenler Smirnov n p X Min. Max. Carpiklik Basiklik

6. Siuf

Tiirkge dersi tutumu 05 248 200 268 2.05 3.52 17 08

Dinleme kaygist 04 248 200 3.04 2.38 3.92 34 41

Konusma kaygist 07 248 .008 2.69 2.05 352 32 -06
7. Siuf

Tiirkge dersi tutumu 05 248 200 267 185 3.67 17 -02

Dinleme kaygist 04 248 200 2.84 251 443 -11 -48

.07 248 .008 3.27 1.86 3.62 .18 -.19

Konusma kaygisi

X : ortalama, Min.: Minimum, Maks.: Maksimum

Tablo 1de elde edilen verilerin dagilimi verilmistir. Orneklem gruplari ellinin {izerinde oldugu durumlarda
normallik analizleri i¢in Kolmogorov-Smirnov yapilmaktadir. Caligmaya katilan her iki grubun sayisi verilen degerin
tizerindedir. Normal dagilimlarda verilerin basiklik-carpiklik degerleri-2.0, +2.0 araligindadir (George ve Mallery,

2019).

Tablo 2

Tiirkge Dersine Yonelik Tutumlar, Dinleme Kaygist ve Konusma Kaygisi Arasindaki Iliskiye Yonelik Korelasyon Analizi
DIS DIOT DYE TYT DD DI DIF DSO DE DK BI FI DU KK

DIS 1

DIOT 435 1

DYE 461 364 1

TYT .760™ 769 S14 1

DD -186™ -071 -.202* -113 1

DI -.045 103 -129 .073 379 1

DIF .049 022 =218 185 247 367 1

DSO 203 204 -.055 2647 199 344 5147 1

DE .042 .041 -.012 .063 09 406 248" 294 1

DK .003 .067 =21 32 558 742 788 697 545 1

BI .011 -.026 22 -.093 .009 .069 - 168" -.036 .082 -.033 1

FI 407 541 524 566" - 155 -.092 =075 105 -.029 -.080 154° 1

DU 279 .300™ =283 527 064 187 4247 243 074 3197 275 - 18I 1

KK .072 -012 -016 -.001 -.006 .062 13 143" 104 108 753" 071 .005 1

***italikler 7. sinif **p<,01; *p<,05

Tablo 2de 6lgek puanlari arasindaki iligki verilmistir. Buna gore 6. siniflarda derse yonelik ilgi ve sevgiyle derse
iliskin olumsuz tutumlar (r=.267), derse yonelik etkinlikler (r=.293), Tiirkge dersine yonelik tutumun geneli (r=.646)
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arasinda istatiksel olarak anlamli ve pozitif yonde iliskiler elde edilmistir (p<.01). Derse yonelik ilgi ve sevgi ile
dinlemeye yonelik alg1 (r=.208) arasinda istatiksel olarak anlaml ve pozitif yonde iliskiler elde edilmistir (p<.01). Derse
yonelik etkinliklerle Tiirk¢e dersine yonelik tutum (r=.452) ve konusmada kayginin duygusal gostergeleri (r=.271)
arasinda istatiksel olarak anlamli ve pozitif yonde iliski elde edilmistir (p<.01). Tiirk¢e dersine yonelik tutumla
konugmada kayginin biligsel gostergeleri (r=.199) ve konugmada kayginin duygusal gostergeleri (r=.608) arasinda
istatiksel olarak anlamli ve pozitif yonde iliski elde edilmistir (p<.01). Dinleme kaygisiyla dinlemeyi degerlendirme
(r=.531), dinleme siirecini izleme (r=.719), dinlemede bireysel farkliliklar (r=.541) dinleme sonrasina odaklanma
(r=.359) dinleme engelleri (r=.449) arasinda istatiksel olarak anlamli ve pozitif yonde iliski elde edilmistir (p<.01).

7. siniflarda derse yonelik ilgi ve sevgi ile derse iliskin olumsuz tutumlar (r=.435), derse yonelik etkinlikler
(r=.461), Tlirkce dersine yonelik tutumun geneli (r=.760) arasinda istatiksel olarak anlamli ve pozitif yonde iliskiler elde
edilmistir (p<.01). Benzer sekilde derse yonelik ilgi ve sevgi ile dinleme sonrasina odaklanma (r=.203) arasinda istatiksel
olarak anlamli ve pozitif yonde iliskiler elde edilmistir (p<.01). Derse yonelik ilgi ve sevgi ile konusmada kayginin
fiziksel gostergeleri (r=.407) ve konusmada kayginin duygusal gostergeleri (r=.279) arasinda istatiksel olarak anlamli ve
pozitif yonde iliskiler elde edilmistir (p<.01). Derse iliskin olumsuz tutumlar ile dinleme sonrasina odaklanma (r=.204),
konusmada kayginin fiziksel gostergeleri (r=.541) ve konugsmada kayginin duygusal gostergeleri (r=.300) arasinda
istatiksel olarak anlamli ve pozitif yonde iliskiler elde edilmistir (p<.01). Derse yonelik etkinliklerle Tiirk¢e dersine
yonelik tutum (r=.514) arasinda istatiksel olarak anlaml ve pozitif yonde iliski elde edilmistir (p<.01).

Tiirkce dersine yonelik tutumun geneliyle konusmada kayginin fiziksel gostergeleri (r=.566) ve konusmada
kayginin duygusal gostergeleri (r=.527) arasinda istatiksel olarak anlaml ve pozitif yonde iliski elde edilmistir (p<.01).
Dinlemeyi degerlendirmeyle dinleme siirecini izleme (r=.379) dinlemede bireysel farkliliklar (r=.247) dinleme sonrasina
odaklanma (r=.199), dinleme engelleri (r=.558) arasinda istatiksel olarak anlamli ve pozitif yonde iliski elde edilmistir
(p<.01). Dinleme siirecini izlemeyle konusmada kaygimnin duygusal gostergeleri (r=.187) arasinda istatiksel olarak
anlaml ve pozitif yonde iliski elde edilmistir (p<.01). Dinlemede bireysel farkliliklarla konusmada kayginin duygusal
gostergeleri (r=.424) arasinda istatiksel olarak anlamli ve pozitif yonde iliski elde edilmistir (p<.01). Konusma kaygisinin
geneliyle konusmada kayginin fiziksel gostergeleri (r=.753) arasinda istatiksel olarak anlaml ve pozitif yonde iliski elde
edilmigtir (p<.01).

Tablo 3
Dinleme Kaygist ve Konusma Kaygisina Iliskin Coklu Baglant: Problemi Tablosu

Degiskenler Tolerans VIF

6. simif
Konugma kaygisi 1.00 1.00
Dinleme kaygist 1.00 1.00

7. simf
Konugma kaygist 11 1.01
Dinleme kaygisi 11 1.01

Tablo 3% gore Tiirkge dersine yonelik, dinleme kaygisi ve konusma kaygist 6lceklerinden elde edilen puanlarin her
biri i¢cin VIF degeri 10dan kii¢lik ve tolerans degeriyse .10dan biityiikk olup ¢oklu baglant1 problemi yoktur. Bu sonug
olgek puanlari arasinda ¢ok yiiksek diizeyde (r>.90) iliski olmadigini gostermektedir.

Tablo 4
Gruplarin Tiirkge Dersine Yonelik Tutumlarinda Dinleme Kaygis: ve Konusma Kaygisinin Yordayicilign

Degiskenler B Standart Hata B t p
6. siuf
Sabit 1.93 23 8.29 .000
Dinleme kaygisi .18 .05 .08 3.19 .002
Konugma kaygust 07 06 20 126 207
7. siuf
Sabit 2.32 .26 8.98 .000
Dinleme kaygisi 12 .06 13 1.96 .005
Konusma kaygisi -.01 .06 -.02 -23 .081
6. smif F; 4;=14.66; p<.001 7. smif F; 5, =24.93; p<.001
R=.05;R'=.04 R=.02;R'=.01

Tablo 4te belirtildigi gibi 6. siiflarda dinleme kaygisiyla konusma kaygisi puanlarinin Tiirk¢e dersine yonelik
tutum puanlarini yordamasina iliskin test edilen ¢oklu dogrusal regresyon modeli istatistiksel olarak anlamlidir
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(F(5.85=14.66, p<.001). Tirrk¢e dersine yonelik tutum puanindaki degiskenligin %4’ dinleme kaygis1 puanlariyla
a¢iklanir (oran diisiik olsa da etkisi oldugunu gésterir). Dinleme kaygis1 (B=.18, t=3.19, p<.01) puanlar1 6grencilerin
Tiirkge dersine yonelik tutum puanlarint anlamli bir $ekilde yordamaktadir. Dinleme kaygisi puanlarindaki 1 birimlik
artis 6grencilerin Tiirkce dersine yonelik tutum puanlarinda .18 birimlik artis saglar. B ise standart regresyon katsayisi
olup degiskenin modeldeki etkisine iligkin 6nem derecesini gosterir. Tiirk¢e dersine yonelik tutum puanlari i¢in kurulan
regresyon denklemi soyledir: Tiirkce dersine yonelik tutum=1.93+.18%*dinleme kaygisi.

7. siuflarda dinleme kaygisiyla konusma kaygis: puanlarinin Tiirkge dersine yonelik tutum puanlarini yordamasina
iliskin test edilen ¢oklu dogrusal regresyon modeli istatistiksel olarak anlamlidir (F(1.92=24.93, p<.001). Tiirk¢e dersine
yonelik tutum puanindaki degiskenligin olduk¢a diisiik bir oran olan %1’i dinleme kaygisi puanlariyla agiklanir.
Dinleme kaygist (B=.12, t=1.96, p<.01) puanlar1 6grencilerin Tiirk¢e dersine yonelik tutumlarini anlaml bir ekilde
yordamaktadir. Dinleme kaygis1 puanlarindaki 1 birimlik artis 6grencilerin Tiirk¢e dersine yonelik tutum puanlarinda
.12 birimlik artis saglar. Tiirk¢e dersine yonelik tutum puanlar: icin kurulan regresyon denklemi soyledir: Tiirkge dersine
yonelik tutum=2.32+.12*dinleme kaygis:.

Tablo 5
Dinleme Kaygisina Iliskin Coklu Baglant: Problemi Tablosu
Degiskenler Tolerans VIF
6. Sinif
Dinlemeyi degerlendirme 95 1.05
Dinleme siirecini izleme 89 1.12
Dinlemede bireysel farkliliklar 95 1.05
Dinleme sonrasina odaklanma 99 1.01
Dinleme engelleri 96 1.04
7. siuf
Dinlemeyi degerlendirme 34 1.19
Dinleme siirecini izleme 67 148
Dinlemede bireysel farkliliklar 60 1.66
Dinleme sonrasina odaklanma 61 1.65
Dinleme engelleri .80 124

Tablo 5’te Tiirk¢e dersine yonelik, dinleme kaygist ve konusma kaygisi 6lgeklerinden elde edilen puanlarin her biri
i¢cin VIF degeri 10dan kiigiik ve tolerans degeriyse .10dan biiyiik olup ¢oklu baglant: problemi yoktur. Bu sonug¢ 6lgek
puanlari arasinda ¢ok yiiksek diizeyde (r>.90) iliski olmadigini gostermektedir.

Tablo 6
Gruplarin Tiirkge Dersine Yonelik Tutumlarinda Dinleme Kaygisinin Yordayicilig:
Degiskenler B Standart Hata B t p
6. stmf
Sabit 211 18 11.82 .000
Dinlemeyi degerlendirme .03 .03 .06 98 .326
Dinleme siirecini izleme .07 .03 .13 2.04 .043
Dinlemede bireysel farkliliklar .05 .04 .09 1.40 162
Dinleme sonrasina odaklanma .05 .03 .10 1.60 .110
Dinleme engelleri -01 .03 -.03 -45 .655
7. simf
Sabit 2.37 .20 12.03 .000
Dinlemeyi degerlendirme -12 .04 -19 -2.75 .006
Dinleme siirecini izleme .03 .06 .04 .57 571
Dinlemede bireysel farkliliklar .04 .04 .07 .85 395
Dinleme sonrasina odaklanma .14 .05 25 3.01 .003
Dinleme engelleri -01 .04 -.02 -35 724
6. siuf }27(2A64):14.66p<.001 7. stmf 12(4‘38):2493 p<.001
R=.05;R'=.03 R=.10; R =.08

Tablo 6da goriildagii gibi 6. siniflarda dinleme kaygisinin alt boyutu olan dinleme siirecini izleme puanlarinin
Tiirkge dersine yonelik tutum puanlarini yordamasina iliskin test edilen ¢oklu dogrusal regresyon modeli istatiksel

Ozel Yetenekli Ogrencilerin Tiirkge Dersine Yonelik Tutumlarinda Dinleme ve Konusma Kaygilarinin... 45



olarak anlamlidir (F(1464=14.66, p<.001). Tiirk¢e dersine yonelik tutum puanlarindaki degiskenligin %3’ii dinleme
slirecini izleme alt boyutunun puanlariyla agiklanir. Dinleme siirecini izleme (B=.07, t=2.04, p<.01) puanlar1 6grencilerin
Tiirkge dersine yonelik tutumlarini anlamli sekilde yordamaktadir. Dinleme siirecini izleme alt boyutu puanlarindaki 1
birimlik artig 6grencilerin Tiirk¢e dersine yonelik tutum puanlarinda .03 birimlik artis saglar. Tiirkge dersine yonelik
tutum puanlart i¢in kurulan regresyon denklemi soyledir: Tiirkce dersine yonelik tutum=2.11+.07*dinleme siirecini
izleme.

7. smiflarda dinleme kaygisinin alt boyutu olan dinlemeyi degerlendirme ve dinleme sonrasina odaklanma
puanlarinin Tiirkce dersine yonelik tutum puanlarini yordamasina iligkin test edilen ¢oklu dogrusal regresyon modeli
istatiksel olarak anlamlidir (F(4.88=24.93, p<.001). Tiirk¢e dersine yonelik tutum puanlarindaki degiskenligin %08’
dinlemeyi degerlendirme ve dinleme sonrasina odaklanma alt boyutlarimin puanlariyla agiklanir. Dinlemeyi
degerlendirme (B=-.12, t=-2.75, p<.01), dinleme sonrasina odaklanma (B=-.14, t=3.01, p<.01) puanlar1 6grencilerin
Tiirkge dersine yonelik tutumlarimi anlaml sekilde yordamaktadir. Dinlemeyi degerlendirme ve dinleme sonrasina
odaklanma alt boyutu puanlarindaki 1 birimlik artis 6grencilerin Tiirk¢e dersine yonelik tutum puanlarinda .08 birimlik
artig saglar. Tiirkge dersine yonelik tutum puanlari i¢in kurulan regresyon denklemi sdyledir: Tiirkge dersine yonelik
tutum=2.37+-.12*dinlemeyi degerlendirme+.14*dinleme sonrasina odaklanma.

Tablo 7
Konusma Kaygisina Iliskin Coklu Baglant: Problemi Tablosu

Degiskenler Tolerans VIF
6. siif
Kayginin biligsel gostergeleri 94 1.00
Kayginin fiziksel gostergeleri 99
Kayginin duygusal gostergeleri 94 1.00
7. suuf
Kayginin biligsel gostergeleri 91
Kayginin fiziksel gostergeleri 96 1.01
Kayginin duygusal gostergeleri 90 1.01

Tablo 7'de konusma kaygis1 6l¢eginin alt boyutlarindan elde edilen puanlarin her biri i¢cin VIF degeri 10dan kiigiik,
tolerans degeriyse .10dan biiyiik olmasi ¢oklu baglant1 problemi olmadigini gostermektedir (r>.90).

Tablo 8
Gruplarin Tiirkge Dersine Yonelik Tutumlarimda Konusma Kaygisinin Yordayiciligi
Degiskenler B Standart Hata B t p
6. stuf
Sabit 1.82 12 14.86 .000
Kayginin biligsel gostergeleri -01 04 -01 -24 .807
Kayginin fiziksel gostergeleri 29 02 60 11.87 .000
Kayginin duygusal gostergeleri 04 03 07 1.32 .188
7. smuf
Sabit .75 11 6.63 .000
Kayginin biligsel gostergeleri -01 02 -.02 -.56 .575
Kayginin fiziksel gostergeleri 32 01 69 18.88 .000
Kayginin duygusal gostergeleri 39 02 64 17.29 .000
6. SlnlfFS48_66)=l4.66 P<.001 7. suuf F(593_07,=24.93 p<.001
R=.37;R =36 R=.73; R'=.72

Tablo 8’de konusma kaygisinin alt boyutlar1 olan konusmada bilissel kaygi, konusmada fiziksel kaygi ve
konusmada duygusal kaygi puanlarinin Tiirk¢e dersine yonelik tutum puanlarini yordamasina iliskin test edilen ¢oklu
dogrusal regresyon modeli istatistiksel olarak anlamlidir (Fses=14.66, p<.001). Tiirkge dersine yonelik tutum
puanlarindaki degiskenligin oldukga yiiksek bir orani yani %36’s1 konusmada fiziksel kaygi alt boyut puani ile
aciklanir. Konusmada fiziksel kaygi (B=.29, =11.87, p<.001) puanlar1 6. simif 6grencilerinin Tiirk¢e dersine yonelik
tutumlarini anlamli sekilde yordamaktadir. Tiirkce dersine yonelik tutum puanlarindaki degiskenligin %.29’u
konusmada fiziksel kaygi puanlar ile agiklanir. Konugmada fiziksel kaygt (B=.07, =2,04, p<.001) puanlar1 6. sinif
ogrencilerinin Tiirkge dersine yonelik tutumlarini anlamli bir sekilde etkilemektedir. Konusmada fiziksel kaygi
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puaninda olan 1 birimlik artig 6. sinif 6grencilerinin Tiirkge dersine yonelik tutumlarinda .07 birimlik artis saglar.
Konusmada fiziksel kaygi alt boyutu puanindaki 1 birimlik artis 6. smif &grencilerinin Tiirk¢e dersine yonelik
tutumlarinda .29 birimlik artis saglar. 3 ise standart regresyon katsayis1 olup degiskenin modeldeki etkisine iliskin 6nem
derecesini gosterir. 6. siniflarda Tiirkge dersine yonelik tutumu en ¢ok etkileyen konusmada fiziksel kaygi alt
boyutudur. Tiirk¢e dersine yonelik tutum puanlarn icin kurulan regresyon denklemi soyledir: Tiirkce dersine yénelik
tutum=1.82+.29*konusmada fiziksel kaygi.

7. smif diizeyinde konusma kaygisinin alt boyutlari olan konugsmada bilissel kaygi, konusmada fiziksel kaygt ve
konusmada duygusal kaygi puanlarinin Tiirkge dersine yonelik tutum puanlarini yordamasina iliskin test edilen ¢oklu
dogrusal regresyon modeli istatistiksel olarak anlamlidir (F(193.07=6.72, p<.001). Tiirkce dersine yonelik tutum
puanlarindaki degiskenligin %72’si konugmada fiziksel kaygi ve konusmada duygusal kayg alt boyutlarinin puanlariyla
aciklanir. Konusmada fiziksel kaygi (B=.32, =18.88, p<.001), konusmada duygusal kaygi (B=.39, =17.29, p<.001)
puanlart 7. smif 6grencilerinin Tiirk¢e dersine yonelik tutumlarint anlmli bir sekilde yordamaktadir. Konugmada fiziksel
kaygi ve konusmada duygusal kaygi puanlarinin her birinde olan 1 birimlik artig 6grencilerin Tiirk¢e dersine yonelik
tutum puanlarinda sirasiyla .32 ve .39 birimlik artislar saglar. 7. siniflarin Tiirkge dersine yonelik tutum puanlari igin
kurulan regresyon denklemi soyledir: Tiirk¢ce dersine yonelik tutum= .75+.29*konusmada fiziksel
kaygi+.39*konusmada duygusal kaygi.

Sonug ve Tartigma

Bu aragtirma BILSEM lerde egitim gormekte olan 6. ve 7. sinifa devam dgrencilerin dinleme kaygilari, konusma kaygilari
ve Tiirk¢e dersine yonelik tutumlar: arasindaki iliskiyi, dinleme kaygilarinin ve konusma kaygilariin Tiirk¢e dersine
yonelik tutumlarini yordama durumunu belirlemeye odaklanmustir. Arastirmaya katilan 6. sinif 6grencilerinden elde
edilen verilere gore 6grencilerin Tiirk¢e dersine yonelik olumsuz tutumlariyla derse yonelik ilgi ve sevgi, derse yonelik
yapilan etkinliklere iliskin yaklasimlar1 arasinda anlaml iligki vardir. Derse yonelik ilgi ve sevgileri arttik¢a dinlemeye
yonelik algilarinda da artis gozlenmistir. Derse yonelik etkinliklerle Tiirk¢e dersine yonelik tutumla konusmada kayginin
duygusal gostergeleri, konusmada kayginin biligsel gostergeleri ve konusmada kayginin duygusal gostergeleri arasinda
anlamli iligki oldugu belirlenmistir. Benzer sekilde dinleme kaygisiyla dinlemeyi degerlendirme, dinleme siirecini izleme,
dinlemede bireysel farkliliklar, dinleme sonrasina odaklanma, dinleme engelleri arasinda anlaml iligki belirlenmistir.
Ayrica 7. siniflarda derse yonelik ilgi ve sevgi ile derse iliskin olumsuz tutumlar, derse yonelik etkinlikler, Tiirk¢e dersine
yonelik tutumun geneli arasinda ve sevgi ile dinleme sonrasina odaklanma arasinda ve sevgi ile konugsmada kayginin
fiziksel ve duygusal gostergeleri arasinda istatiksel olarak anlaml: iliski vardir. Benzer sekilde derse iliskin olumsuz
tutumlar ile dinleme sonrasina odaklanma, konusmada kayginin fiziksel ve konusmada kayginin duygusal gostergeleri
arasinda anlaml iliski vardir. Derse yonelik etkinliklerle Tiirk¢e dersine yonelik tutum arasinda anlamli iligki vardr.
Tiirkge dersine yonelik tutumun geneliyle konusmada kayginin fiziksel ve konusmada kayginin duygusal gostergeleri
arasinda, dinleme siirecini izlemeyle konusmada kayginin duygusal gostergeleri arasinda, dinlemede bireysel
farkliliklarla konusmada kayginin duygusal gostergeleri arasinda, konusma kaygisinin geneliyle konusmada kayginin
fiziksel gostergeleri arasinda anlaml iligki elde edilmistir. Bu sonuglar her iki katilimcr grubunda da dinleme ve
konusma kaygilarinin Tiirkge dersine yonelik tutumlarini etkiledigini gostermektedir. Belirlenen 6rneklem grubunun
gelisim diizeyleri de dikkate alindiginda ergenlik déneminde olduklari goriilmektedir. Ozellikle bireylerin fiziksel
ozelliklerine iligkin algilar1 ergenlik dénemiyle birlikte basladigi (Harris, 1987) bilinmektedir. Ogrencilerin konusma
sirasinda fiziksel ozellikleriyle ilgili yagayacaklar: kaygr onlarin Tiirk¢e dersine yonelik tutumlarini da etkileyebilecegi
ifade edilebilir. Katilimcilarin derse yonelik ilgi ve sevgileri arttik¢a dinleme ve konusma kaygilarinin da olumlu
etkilendigi gériilmektedir. Dolayistyla Tiirkge dersine yonelik tutumlar gelistikge 6grencilerin dinlemede ve konusmada
daha az kaygilandiklar: ifade edilebilir. Nitekim Boyraz (2024) tarafindan yapilan ¢alismada 6zel yetenekli 6grencilerin
konusma ve yazma kaygilarinin akademik kaygilarinda yordayici 6zellige sahip oldugu belirlenmistir. Bu durum mevcut
aragtirmay1 destekler nitelikte oldugunu belirtmek miimkiindiir. Duygu ile bilin¢ diger bir ifadeyle bilis birbiriyle
baglantis1 olan iki temel unsurdur (Smith ve Kosslyn, 2014). Burada 6grencilerin yas diizeylerindeki artig onlarin
duygusal anlamda da konusma siirecine daha hakim olmalarin etkileyebilme olasiligini diisiindiirmektedir. Aslinda
duygular karar verme, davranislar1 yonetme, akil yiiriitme (Winter, 2018; Goleman, 2010) gibi bir¢ok noktada bizi
etkilemektedir. 6. siniflarda konugsmada duygusal boyut Tiirk¢e dersine y6nelik tutumu etkilemedigi halde 7. siniflarda
bunlar arasinda iligkinin olmasi biling diizeyiyle de iliskilendirilebilir. Arastirmalar yas diizeyi arttikga duygu
diizenlemede de artis oldugunu ortaya koymaktadir (Atalay ve Ozyiirek, 2021). Bu durumdan hareketle &grencilerin
konugma sirasinda duygularini diizenleme becerilerindeki artis onlarin Tiirk¢e dersine yonelik tutumlarini da olumlu
etkileyebilecegini diisiindiirmektedir. Ik kazanilan dil becerisi olan dinlemeye (Giines, 2014) yénelik olumlu algilarin
ogrencilerin dile yonelik algilarini etkiledigini belirtmek miimkiindiir. Vandergift (2004) dinleme sirasinda 6grencilerin
planlama-izleme, degerlendirme gibi tstbiligsel eylemlerin bilincinde olmalar1 hilinde metni anlamlandirmada daha
basarili olabileceklerini ifade etmektedir. Dinleme kaygisi 6l¢eginin alt boyutlarinda aslinda 6grencilerin {stbiligsel
farkindaliklarina odaklanildig: ifade edilebilir. Ogrencilerin dinleme kaygilarindaki iistbilissel farkindaliklar1 (yani kendi
kaygi durumlarinin bilincinde olup bunun tstesinden gelmenin yollarini aramalar1) onlarin Tiirkce dersine, dolayisiyla
dile yonelik tutumlarina da olumlu sekilde etki ettigi ifade edilebilir. Dinlemede bireysel farkliliklarin konusma kaygisini
etkiledigi belirlenmistir. Bu sonu¢ ayni zamanda Tirkce Ogretiminde bireysel farkliliklarin dikkate alinmasi
gerekliliginin onemini de gostermektedir. Ozel yetenekli ¢ocuklar genel olarak akranlarindan daha farkli gelisim
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ozellikleri gostermektedirler. Bu sonuglarin dil 6gretiminde dikkate alinarak farklilastirilmis dil 6gretim etkinliklerinin
yapilmast gerektigini gostermektedir (Ozcan, 2023; Islekeller Bozca, 2017). Arastirma sonuglarina gére her iki gruptaki
katilmcilarin dinleme kaygilar1 onlarin Tiirkce dersine yonelik tutumlarini yordadigi belirlenmistir. 6. smiflarda
dinleme siirecini izleme, 7. siniflarda dinlemeyi degerlendirme ve dinleme sonrasina odaklanma alt boyutlar1 Tiirkge
dersine yonelik tutumu yordamaktadir. 6. siniflarda konusmanin fiziksel gostergeleri, 7. siniflarda konusmanin fiziksel
ve duygusal gostergeleri alt boyutlar1 Tiirkce dersine yonelik tutumu yordamaktadir. Horwitz, Horwitz ve Cope’ye (1986)
gore ortaokul dénemi kaygi agisindan kritik bir donemdir. Bu donemdeki kaygilar onlarin dile yonelik tutumlarini ve
dolayisiyla 6grenme siirecindeki bagarilarini etkilemektedir (Mitchell ve Florance, 1998). Ogrenmedeki bagarisizliklar
zamanla onlar1 yetersizlik duygusuyla kars: karsiya birakir. Bandura (2003) disiik 6z yeterligi olan 6grencilerin bagarisiz
olduklarina olan inanglar1 6grenmeye diren¢ gostermelerine neden oldugunu belirtir (akt. Merrotsy, 2013). Bu diisiik 6z
yeterlik Ogrencilerin konugma konusunda da biiyikk kaygilar yagamalarina sebep olmaktadir. Bu asir1 kaygilar
Ogrencilerin konusma sirasinda hata yapma risklerini artirdigindan zamanla konusmaktan uzak durmalarina, benlik
saygilarini kaybetmelerine neden olabilmektedir (Crookall ve Oxford, 1991). Katilimcilarin ergenligin baslarinda
olmalari, bu donemlerde kaygi diizeylerinin de yiiksek olma olasiliklar1 dikkate alindiginda dinleme sirasinda da benzer
risklerle karsi karsiya olabilecekleri ifade edilebilir. Melanlioglu (2013) dinleme siirecinde yasanan olumsuzluklarin
zamanla 6grencilerin dinlemeye karst olumsuz tutuma sahip olmalarina neden olabilecegini belirtmektedir. Bu olumsuz
tutumlar dogal olarak Tiirk¢e dersine yonelik olumsuz tutuma doniigebilecegini belirtmek miimkiindir. Ciinki egitim
sirasinda dille iletisim kurulmaktadir. Herhangi bir dil becerisine yonelik gelisecek bir tutum diger dil becerilerini de
dogrudan etkileyebilir. Nitekim bu arastirma sonuglarinda da 6grencilerin dinleme ve konusma kaygilariyla Tiirkge
dersine yonelik tutumlar1 arasinda iliski oldugu belirlenmistir. Orneklem grubunun 6zel bir grup olmasi bu sonuglari
daha 6nemli bir héle getirmektedir. Clinkii 6zel yetenekli ¢ocuklar ¢ogu zaman dili akranlarindan ¢ok daha erken
edinirler (Allington, 2002). Okullagmayla birlikte normal gelisim gosteren akranlariyla benzer egitime tabi tutulurlar. Bu
nedenle ihtiyaglar1 olan farklilagtirilmis egitim ortamlarina erismede sorunlar yasayabilmektedirler (Friedman ve Lee,
1996; Borland, 2005; Kelemen, 2010). Ayrica Orneklem olarak segilen 11-13 yas araligindaki ¢ocuklar ergenlik
donemindedirler. Bu dénemde akranlariyla aralarindaki iletisim bi¢imleri, onlara sunulan egitim kosullar1 Tiirk¢e
dersine yonelik tutumlarini, dinleme ve konusma kaygilarinmi etkileyebilmektedir. Bu 6grencilere uygun bir egitimin
sunulabilmesi onlarin bu 6zelliklerinin bilinmesiyle miimkiindiir. Biitiin egitim siirecinin temelini olusturan, iletigimi
saglayan dile yonelik farkhilagtirilmis egitimlerin sunulmasi 6grencilerin bu becerileri arasindaki iligki, bunlarin
birbirlerini etkileme durumlarinin bilinmesiyle miimkiindiir. Arastirma dinleme ve konusma kaygilari, Tiirk¢e dersine
yonelik tutum ve 6. ve 7. smiflarla sinirlandirilmigtir. Daha genis kapsamli arastirmalarin yapilmasi bu konudaki
aragtirmalarin niteligi acisindan 6nemlidir. Ayrica diger dil becerilerine yonelik duyussal yaklasimlarin Tiirk¢e dersine
yonelik tutuma etkisinin arastirilmasi dnemli verilerin ortaya konulmasini saglayabilir. Nicel aragtirmalarin yan1 sira
Ogretmen, 6grenci, veli gibi paydaslarla gortismeler yapilarak bu alandaki ¢alismalarin nitel verilerle desteklenmesi daha
aciklayici sonuglarin elde edilmesini saglayabilir.
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ABSTRACT

The study aims to examine the effects of the 7E model on attitudes toward Turkish
language courses, boredom, reading comprehension, and creative writing skills. This
study used an explanatory sequential mixed design. The study group was a secondary
school selected with the typical sampling method from the central district of Bolu.
One of the two classes determined to be equal in academic success was randomly
assigned as the experimental group and the other as the control group. For six weeks,
Turkish lessons were taught according to the 7E model in the experimental group
and according to the teaching activities in the regular school program and Turkish
course book in the control group. The study used reading comprehension tests,
creative writing evaluations, attitudes towards Turkish courses, and boredom scales
for pre- and post-tests. Semi-structured student and teacher interview forms
prepared by the researchers were used for qualitative data. Pre-test and post-test were
applied to both groups before the application, and data were evaluated with "Two-
Factor Variance Analysis for Mixed Measurements." In addition, teacher and student
observations and opinions were obtained at the end of the application; these
interviews were evaluated with content analysis by two field experts. In the study,
while there was a significant difference in favor of the experimental group in creative
writing skills, in the interest and desire dimension in the attitude scale towards the
Turkish course, and in the boredom scale, no significant difference was found in
other variables. In the teacher and student interviews, the teacher stated that the
behavior of the students who avoided reading and writing activities and were
disinterested in the course developed positively. The students interviewed also stated
the same situation; they said that the reading and writing activities were more
enjoyable, their interest and desire towards the course increased, and their boredom
in the course decreased.

Keywords: Constructivist 7E model, reading comprehension, writing skills, attitude
toward Turkish lessons.

ccording to the constructivist approach, reading is a process

in which a person integrates the information in the text

with their prior knowledge and reinterprets it in their mind.
In the process of understanding what they read, people compare
their previous knowledge with new information and restructure the
new information they have acquired together with the previous ones
in their minds. In this process, the reader organizes the information
in his mind while operating cognitive processes such as
understanding, analyzing, associating, questioning, and evaluating
and reaches a new synthesis by establishing internal and external
connections with what they read. Those who can independently
continue these cognitive processing processes are good readers, and
these readers can understand the text correctly. Those who do not
know how to operate these cognitive processes may have problems
understanding the text correctly. National and international ABIDE,
PIRLS, PISA, etc. exams are conducted in our country to diagnose
these problems.

According to the PISA 2022 report, Turkey ranks 36th among
81 countries in reading skills performance. It ranks 30th among 36



OECD countries participating in the exam. While the average score of OECD countries in reading skills is 476, Turkey's
score is 456. Again, 2% of students in Turkey can score at the 5th and 6th proficiency levels. This rate is 7% in OECD
countries (MEB, 2022a). Although our country exceeded the average of 81 participating countries, it performed below
the average of OECD countries. In order to develop reading comprehension skills, students need to be taught different
reading techniques and comprehension strategies, such as cognitive awareness. During reading studies, it may be
beneficial to ensure that students progress by constructing the meaning deeply instead of understanding only the
superficial information in the text by using different methods and techniques.

Aric1 and Tagkin (2019) state that reading skills are closely related to other language skills. Because the knowledge
and experiences gained through receptive language skills are transformed into productive language skills such as
speaking and writing. It is known that writing skills develop more slowly than reading and other language skills. This
situation can cause students to have a negative attitude towards writing skills and have an adverse effect on the
development of creative writing skills. However, students doing many writing exercises, actively participating in the
writing process, breaking down any prejudices they may have against writing, and developing a positive attitude towards
the lesson and writing with different techniques can help develop this skill (Karadag & Maden, 2013; MEB, 2022b).
Creative writing skills can be defined as students' ability to express their feelings and thoughts with a new text and
produce a new product with an original fictional structure. Creative writing activities aim to help the student gain a
critical perspective, expand their imagination, process the language skillfully and freely, and break down and combine
what is in their mind (analysis-synthesis) (Kapar Kuvang, 2008). Therefore, it can be said that creativity ability will
develop through creative writing activities.

Preparing students for learning in affective and cognitive learning areas is important for success in Turkish lessons,
as in other areas, and ultimately for the development of language skills such as reading and writing skills. Because
humans do not only consist of cognition and body; they form a whole with cognition, body, and emotions (Gémleksiz &
Kan, 2012). Apart from this, boredom is another affective feature that is effective in course success and learning. Muis et
al. (2015) emphasized that boredom negatively affects success in education and learning. Carrying out activities that
arouse students' interest and curiosity in Turkish lessons can positively affect this situation. Again, the effects of different
teaching models on language skills can be examined to determine students' attitudes toward Turkish lessons and
positively develop them.

Constructivist theorists such as Piaget, Vygotsky, Glasersfeld, etc., who began to study how individuals learn
information in the early 20th century, have become interested in how individuals construct information in their minds
over time. The constructivist approach argues that individuals construct information on their prior knowledge and is
interested in how individuals construct information (Yildizlar, 2018). In other words, it is interested in how individuals
learn rather than what they learn. Some teaching models have been developed using the constructivist approach: 3E, 4E,
5E, 7E, etc. Other models are a continuation of 3E and have emerged with the development of the 3E model (Bybee et al.,
2006). The 7E model consists of the stages of 1. Excite, 2. Explore, 3. Explain, 4. Elaborate, 5. Extend, 6. Exchange, and 7.
Evaluate (Ozmen, 2004; Kanli, 2007).

When looking at the results of middle school students in standard exams such as LGS and PISA, it is seen that their
reading comprehension levels are not at the desired level. In addition, studies have indicated that middle school students
have problems such as not being able to express themselves and not being willing to write due to their lack of reading
habits and writing skills (Aydin, 2022; Tiirkyillmaz & Kalenderoglu, 2025). In the education process, methods in which
students are active come to the fore, but traditional methods that are grammar-oriented, rote-learning, and product-
oriented are still used. Teaching activities prepared according to 7E can enable the integrated development of language
skills in Turkish lessons. This study sought ways to develop reading and writing skills in this way. In addition, the active
participation of students in lessons and the change in their attitudes toward them were examined, and the following
questions were answered:

1. Is there a significant difference between the experimental and control group students' pre-test and post-test
mean scores on the Turkish course reading comprehension scale?

2. Is there a significant difference between the experimental and control group students' pre- test and post-test
mean scores on the Turkish course creative writing scale?

3. Is there a significant difference between the experimental and control group students' pre- test and post-test
mean scores on the Turkish course attitude scale?

4. Is there a significant difference between the experimental and control group students' pre- test and post-test
mean scores on the boredom scale?

5. What are the observations and opinions of the participant students and the implementing teacher regarding the
7E model?

Method
Model

This study used the explanatory sequential mixed design, one of the mixed research designs where the quantitative
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approach is dominant and supported by the qualitative approach. The quantitative dimension of the study was the quasi-
experimental method with pre- and post-test control groups, and the qualitative dimension was interviews. Qualitative
data were collected to explain, interpret, and support the quantitative data and better describe the application's
functionality. As is known, in the explanatory sequential mixed design, qualitative data can be collected and examined
after the end of the experiment (Creswell & Creswell, 2018).

In the study, before the Turkish lesson plans prepared according to the 7E model were applied to the experimental
group, pre-tests were administered to both the experimental and control groups in the first week. Then, a theme was
taught according to the lesson plans prepared according to the 7E model in the experimental group for six weeks, while
the lessons continued to be taught according to the general program in the control group. Post-tests were administered
to both groups the following week. At the end of the applications, interviews were conducted with six volunteer students
and the implementing teacher from the experimental group about the model.

Participants

For the experimental process, a school in the central district of Bolu was selected according to the typical case sampling
method from purposeful sampling. According to Yildirnm and Simsek (2018), the typical sampling method is the
sampling method used in the selection of schools that do not exhibit extraordinary features and are considered mediocre
in terms of physical and student profile. After the school selection, the 2023-2024 academic year 5th-grade Turkish
course grade point averages of the students studying in the three branches where the research will be conducted were
examined, and it was decided which branches would be the experimental and control groups. In addition, the
socioeconomic level, gender, number, etc., of the students were also taken into consideration. The two branches with the
closest grade point averages from the three branches were selected for the research. One of these branches was randomly
determined as the experimental (Branch C) group and the other as the control (Branch A) group. The application was
completed in the first semester of the 2024-2025 academic year. The mean Turkish course grade point average of the
students in the experimental group was 75.82, and its standard deviation was 12.34, while the mean score of the students
in the control group was 74.69, and its standard deviation was 13.94. In order to determine whether the difference
between the mean scores of the students in the experimental and control groups was significant, no significant difference
was found between the students as a result of the unrelated samples t-test [t(63) = .35, p>.05]. Accordingly, it can be said
that both groups were equivalent. The semi-structured interview form prepared for the qualitative data was applied to a
teacher (female) who entered the class in the experimental and control groups and 3 female and 3 male students in the
experimental group, who were determined by the teacher and volunteered to have different academic achievements.

Tools

Attitude Scale Towards Turkish Course

It is a 21-item scale prepared by Kapar-Kuvang (2008). The scale includes three factors: "Dimension of Negative Feelings
Regarding Turkish Course,” "Dimension of Interest and Desire," and "Dimension of Use in Life." The expression "I
completely agree" is evaluated as 5 points, "I agree” as 4 points, "I am undecided" as 3 points, "I disagree" as 2 points, and
"I completely disagree" as 1 point. The critical Alpha value required for the acceptability of the reliability coefficient of
the scale is .70 and above (Cronbach, 1951); according to the results of the measurements obtained from the study, the
Cronbach Alpha reliability coefficient was found to be .92. The power of the scale used to test this situation was
analyzed. It was seen that the scale had a predictive power of .25 with small difficulty.

Reading Comprehension Test

This test, prepared by Karatay (2014) for middle school students, consists of 23 multiple-choice questions on two reading
texts. The exam is graded out of 100. The KR-20 reliability coefficient of the test was found to be .71.

Creative Writing Evaluation Scale

This scale, prepared by Karatay (2020), evaluates four features related to written expression: originality/creativity, style,
text structure, spelling, punctuation, and presentation dimensions. The scale consists of 16 items. These items are scored
as 5 (good/developed), 3 (average/developing), and 1 (weak/needs improvement).

Boredom Scale

This scale, adapted to Turkish by Eren (2016), consists of a single item. The scale has a 10-point Likert-type response
format ranging from not at all (0) to a lot (9). Since the measurement tool consists of a single item, reliability analyses
could not be performed (Aytekin-Yiiksel, 2019).

The Effect of 7E Teaching Model on Reading, Writing Skills and Attitudes Towards Turkish Course 53



Semi-Structured Teacher Interview Form

Interview questions consist of four questions regarding 7E. Researchers created questions by obtaining expert opinions
to determine the positive and negative aspects of the activities prepared with the 7E model, whether they made a
difference in students' attitudes towards Turkish lessons and participation in the lesson, reading and writing skills and
success, and whether they made a difference in the teacher's course operation. The teacher was asked the interview
questions, and guiding questions were used to obtain detailed information about the subject.

Semi-Structured Student Interview Form

Interview questions consist of four questions regarding 7E. Researchers created questions by obtaining expert opinions
to determine the positive and negative aspects of the course activities prepared with the 7E model, whether they made a
difference in students' attitudes towards Turkish language lessons and participation in the lessons, reading and writing
skills, and success. Interview questions were asked to students, and guiding questions were also used to obtain detailed
information about the subject.

Data Collection

The research was conducted in the fall semester of the 2024-2025 academic year. According to this model, a theme was
selected from the Turkish textbook for the implementation phase, and teaching activities were carried out in 6 weeks.
One week was also allocated for the implementation of data collection tools for the students and the collection of
participants' opinions, and the research was carried out over a total of 8 weeks. In the control group, lessons were
conducted using the activities in the current program and according to the textbook. In contrast, the Turkish course
program and activities prepared by the researchers according to the 7E model were used in the experimental group. The
scales were applied as a pre-test before the study and as a post-test at the end of the study. At the end of the teaching
process, interviews were conducted with the teachers and students about the implementation activities.

Data Analysis

First of all, the normality distribution of the data in the study was examined and it was seen that the data was normally
distributed. For this, the data's mode, median, and mean were examined initially, followed by the skewness and kurtosis.
The view of George and Mallery (2010) that values between +2.0 can be accepted in skewness and kurtosis was taken as
the basis for normality. Therefore, whether there was a significant difference between the results of the attitude scale
towards the Turkish language course, boredom scale, reading comprehension, and creative writing evaluation scale
applied to the experimental and control group students before and after the application was evaluated with the help of
"Two-Way Analysis of Variance for Mixed Measurements," which was used in comparing the differences between the
results of two measurements made at intervals in two different groups according to the groups.

Two field experts evaluated the students' products related to written expression separately, and the harmony
between them was examined using Cohen's Kappa analysis. As a result of the analysis, Cohen's Kappa coefficient was
found to be 90%, and the analyses were made by taking the evaluations' averages. Two field experts read and analyzed
the interviews using the content analysis technique; similar data were brought together within the same concept and
theme framework. Then, the two field experts came together, checked the themes that emerged, and reached a consensus
on common themes. While presenting the participants' opinions, the codes "Ul" were used for a single teacher; "KI,
K2..." were used for the students.

Experimental Process

Before starting the study, the implementing teacher was given the necessary information about the 7E model. The lesson
plans prepared by the 7E model, which were presented to the opinions of three field experts, were finalized before the
opinion of the implementing teacher was taken. The implementing teacher was informed that the lessons would be
taught with the plans prepared according to the 7E model in the experimental group, and the lessons would be taught
according to the activities in the Turkish textbook in the control group. Pre-tests were applied to both groups before
starting the practices. The lessons were taught according to the 7E model in the experimental group for six weeks. The
topics were determined within the scope of the theme of "Virtues." Approximately one and a half weeks, 9 lesson hours,
were allocated to each topic. The practice activities were planned for six weeks:

Week 1: The topic of "Cooperation and Solidarity" was discussed, and first of all, students were asked to comment
on visuals and videos related to the topic. Papers with visuals related to the topic were distributed to the class, and they
were asked to write in any style they wanted, to read what they wrote first to their desk mates and then to the class if they
wanted. Then, students were divided into mixed groups. Group members were asked to share the tasks (writer, visualizer,
researcher, organizer, etc.), prepare an impressive poster about cooperation and solidarity, and present it to the class.

Week 2: As a continuation of the first topic, a previously determined text was read in class on the subject, questions
were asked to help students reach superficial and deep meanings in the text, and students were asked to create a story
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map using templates given to groups. Students were also asked to prepare thought-provoking questions about the text
and ask each other. The prepared posters were evaluated by the class and hung on the classroom board. Then, the subject
of "Goodness" was discussed, and students were first asked to comment on visuals and videos related to the subject.
Students were asked to listen to a story about goodness. They were asked to think that they were in the shoes of the hero
and to rewrite the story.

Week 3: Students were divided into groups as in the first topic. Task sharing was done, and students were asked to
prepare a social activity project about kindness that included writing - for example, writing letters to earthquake victims
or helping those in need. Then, the students were asked to draw a story map, create questions, and ask each other using
the templates given by reading a previously determined text on the topic. Students were asked to introduce their projects
to each other in class.

Week 4: The topic of "Honesty" was discussed, and students were asked to comment on the visuals and videos
related to the "Honesty Canteen Project” news. Students were asked to complete a story with an introductory sentence on
honesty and to read what they wrote to their classmates first and then to the class if they wanted to. As in the previous
ones, students were divided into groups and were asked to prepare a social activity project similar to the "Honesty
Canteen Project" by sharing the tasks.

Week 5: Students were asked questions that would help them understand the surface and deep meaning of the text,
and students were asked to create a story map using templates given to groups. Students were asked to present their
projects to the class. Then, the topic of "Friendship" was discussed, and students were asked to comment on visuals and
videos related to "Friendship." A joke by Nasreddin Hodja was read to the students. Students were asked to rewrite the
joke by changing the place, time, and people in the joke and read what they wrote to their desk mates first and then to
the class if they wanted to.

Week 6: As in previous studies, students were divided into groups, tasks were shared, and students were asked to
prepare an impressive poster about "Friendship" that included writing and presenting it to the class. A previously
determined text on the subject was read in class, and questions were asked to help students reach superficial and deep
meanings. Students were asked to draw a story map using templates given to the groups. Students were also asked to
prepare thought-provoking questions about the text and ask them to each other. The prepared posters were evaluated by
the class and hung on the school board.

After the teaching activities related to this theme were completed, post-tests were applied to both groups, and
semi-structured interview questions prepared by the researchers about the application were asked to six students with
good, medium, and low achievement levels in the experimental group determined by the teacher. Similarly, the teacher
was asked semi-structured interview questions prepared by the researchers, and his/her opinion about the application
was obtained.

Ethical Statement

In this research, the rules stated in the "Higher Education Institutions Scientific Research and Publication Ethics
Directive" were followed, and behaviors listed under "Actions Contrary to Scientific Research and Publication Ethics"
were avoided. There is no conflict of interest among the authors; all authors contributed to the study. Ethics committee
approval was obtained from the Bolu Abant izzet Baysal University Social Sciences Human Research Ethics Committee
with the decision numbered 2024/207 and dated 04.06.2024.

Findings
Findings Related to the First Research Question

In solving this question, the scores obtained from the reading comprehension test were compared to those obtained to
monitor the development of reading comprehension skills of the experimental and control group students. As a result of
the two-factor analysis of variance for mixed measures conducted to determine whether being in the group using the 7E
model had a significant effect on reading comprehension test scores, the group-measurement common effect showed
that the score increase of the group using the 7E model was not significantly different from the other group [F(1-63) =
.18, p>.05]. In this case, using the 7E model did not significantly effect reading comprehension success.

Findings Related to the Second Research Question

In solving this question, the scores obtained from the creative writing assessment scale were compared to those of the
experimental and control group students, who were used to monitor the development of writing skills. As a result of the
two-factor analysis of variance for mixed measures conducted to determine whether being in the group using the 7E
model had a significant effect on writing scores, the group-measurement common effect showed that the score increase
of the group using the 7E model was significantly different from the other group [F(1-63) = 35.46, p<.05]. In this case, it
can be concluded that using the 7E model has a significant effect on creative writing success.
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Findings Related to the Third Research Question

In solving this question, the comparison of the scores of the experimental and control group students on the attitude
scale towards the Turkish course, which was used to monitor the development of their attitudes towards the Turkish
course, was used. As a result of the two-factor analysis of variance for mixed measurements conducted to determine
whether being in the group using the 7E model had a significant effect on the interest and desire dimension scores of the
attitude scale towards the Turkish course, the group-measurement common effect showed that the score increase of the
group using the 7E model was significantly different from the other group [F(1-63) = 5.39, p<.05]. In this case, it can be
concluded that using the 7E model had a significant effect on the interest and desire dimension of the Turkish course.
No significant difference was found in the total scores of the attitude scale towards the Turkish course.

Findings Related to the Fourth Research Question

In solving this question, the scores of the experimental and control group students were compared using the boredom
scale used to monitor boredom in Turkish lessons. As a result of the two-factor analysis of variance for mixed measures
conducted to determine whether being in the group using the 7E model had a significant effect on boredom scores in
Turkish lessons, the group-measurement common effect showed that the score increase in the group using the 7E model
was significantly different from the other group [F(1.63) = 4.52, p<.05]. In this case, it can be concluded that using the 7E
model had a significant effect on boredom in Turkish lessons.

Findings Related to the Fifth Research Question

Increasing Interest and Desire to Learn Turkish Lessons

Five students (K1, K2, K3, K4, and K5) stated that their interest and desire for the lesson increased with this model
compared to the previous one and participated more. In contrast, one student (K6) said there was no change in his
interest and desire for the lesson. One student (K4) stated that the subjects attracted his attention more with this model,
and one student (K5) stated that he wanted the lessons to be conducted like this all the time. The implementing teacher
also supported the statements of the five students and stated that the lessons were more enjoyable for him and his
students and that, for this reason, his and his students’ motivation for the lesson increased. He also stated that the
situation of the students who were previously bored with the lesson had improved positively.

Participation in Turkish Class and Fulfillment of Learning Activities

Five students (K1, K2, K3, K4, and K6) stated that the most important difference the model made for them in the class
was the increase in their participation in the class and that while they had previously avoided reading and writing
activities, they enjoyed doing these tasks in the classes taught with this model. Four students (K1, K4, K5, and K6) stated
that they understood the class better, and three students (K4, K5, and K6) said that while they did not like Turkish class
before, they now like it thanks to this model. Two students (K2 and K3) reported difficulty answering questions about
reading texts. However, in the classes taught with this model, it became easier for them to interpret, think, and reason
about the subject. They also stated that their brainstorming discussions and conversations about the subjects increased
as a class. The implementing teacher stated that students' participation, interest, and desire in the class increased thanks
to the sharing, display, and presentation of the products produced through projects and collaborative tasks in the class
and that seeing these products motivated him. He stated that he observed that his students who avoided answering
questions about the text answered the questions willingly and correctly with this model and that students who did not
like writing tasks now enjoyed doing the writing task.

Negative Aspects of the Model

While two students (K2 and K3) stated that there were no negative aspects of the model, four students (K1, K4, K5, and
K6) stated that some students had problems with meeting times and locations when tasks such as projects and
collaborative group work were extended outside of class. The implementing teacher also stated the same situation. One
student (K4) said that the activities should be easier.

Conclusion and Discussion

This study examined the effects of Turkish lessons conducted according to the 7E model on students' reading
comprehension, creative writing skills, and attitudes toward Turkish lessons. In a ten-week study conducted before this
study, Altun-Alkan (2024) concluded that the constructivist learning reading apprenticeship model was effective in
middle school students' reading comprehension and summarizing skills. Unlike this study, Giineyli (2007) found that
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lessons conducted with the constructivist approach increased students' reading comprehension power. It can be said that
the fourteen-week nature of his study and the six-week nature of this study caused the findings to be different.
According to the reading comprehension test conducted after the Turkish lessons conducted according to the 7E model
in this study, although there was no significant difference between the pre-post test scores of the experimental group
students, it was observed that their averages (+3.64 points) increased slightly towards the better. An improvement was
observed in the student's reading comprehension scores, but it can be said that it was insufficient for a significant
improvement in practice. Despite this, in this method, students stated that they found the activities and texts interesting,
their interest and desire to read, and their participation in the lesson increased, compared to the traditional learning
method, and the teacher's opinion also supports this. The results in the Turkish text and the discussion based on these
results can be presented in a shortened form.

In previous studies, Ates (2017) found that secondary school students' success in Turkish lessons increased due to
activities carried out with the 7E model. Giineyli (2007) found that lessons with a constructivist approach increased
students' written expression power. In this study, it was observed that the creative writing skills of the experimental
group students improved significantly both in the pre-test and in the post-test compared to the control group. The
students interviewed supported this finding and stated that their interest and desire to write and participate in the lesson
increased, they found the lesson more enjoyable, and they liked it. The teacher's opinion also supports this. This
situation is thought to be supported by factors such as the students in the 7E content receiving peer support through
collaborative work.

In the study where Kadioglu (2020) examined students' attitudes in Turkish lessons according to the 5E model, no
difference was found between the experimental and control group students. This study found no significant difference
between the participants' pre- and post-tests and the experimental-control group's post-tests regarding Turkish lesson
attitude, negative attitude, and usage in life dimensions. However, a significant difference was found in the interest and
desire dimension. A significant difference was also found in the boredom scale, which supported this situation. In the
interviews, the students stated that they were more enthusiastic about the lesson and experienced less boredom, thanks
to this model. The course teacher also stated that he observed this situation in the students. The reason why some
dimensions in the Turkish lesson attitude scale were not significant may be due to the lack of sufficient time to acquire
the habit.

Future studies can examine the effects of the constructivist model on student success in other language skills at
different grade levels. The six-week period in this study is not sufficient for the development of all skills. Turkish lessons
need to be planned with this understanding and observed for longer periods of time. With longer-term lesson designs
that will be made by extending the period, the effects of the 7E model on different affective dimensions, such as self-
sufficiency, anxiety, and attitude in language skills, can be examined. In addition, the permanence of its effect on four
language skills can be investigated.
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Caligmanin amaci 7E modelinin Tiirk¢e dersine yonelik tutuma, can sikintisina,
okudugunu anlamaya ve yaratici yazma becerisine etkilerini incelemektir. Bu
¢alismada agimlayici sirali karma desen kullanilmigtir. Calisma grubu Bolu Merkez
ilgesinden tipik 6rnekleme yontemi ile segilen bir ortaokuldur. Akademik basarilarina
bakilarak denk oldugu belirlenen iki subeden biri deney biri kontrol grubu olarak
rastgele atanmigtir. Alt1 hafta boyunca deney grubunda Tiirkge dersleri 7E modeline
gore, kontrol grubunda ise normal okul programi ve Tiirkge ders kitabindaki 6gretim
etkinliklerine gore islenmistir. Arastirmada 6n ve son test i¢in okudugunu anlama
testi, yaratic1 yazmay1 degerlendirme, Tiirkge dersine yonelik tutum ve can sikintisi
olgegi kullanilmustir. Nitel veriler i¢in aragtirmacilar tarafindan hazirlanan yari
yapilandirilmig 6grenci ve 6gretmen goriisme formlar: kullanilmustir. Her iki gruba
da uygulama oncesi 6n ve uygulama sonrasi son test uygulanmus, veriler “Karigtk
Olgiimler I¢in Iki Faktérlii Varyans Analizi” ile degerlendirilmistir. Ayrica uygulama
sonunda 6gretmen, 6grenci gozlem ve goriislerine de bagvurulmus; bu goriismeler iki
alan uzmani tarafindan igerik analizi ile degerlendirilmistir. Arastirmada yaratici
yazma becerisinde, Tiirkge dersine yonelik tutum 6lgeginde ilgi ve istek boyutunda ve
can sikintisi Olgeginde deney grubu lehine anlamli fark bulunurken diger
degiskenlerde anlamli fark bulunamamigtir. Ogretmen ve dgrenci goriismelerinde
Ogretmen; 6grencilerden okuma ve yazma ¢aligmalarindan kaginan, derse ilgisiz olan
ogrencilerin bu davraniglarinin olumlu yonde gelistigini belirtmistir. Ayni durumu
goriisiilen 6grenciler de belirtmis; okuma ve yazma etkinliklerinin daha eglenceli
gegtigini, derse kars ilgi ve isteklerinin arttigini, dersteki can sikintilarinin azaldigini
soylemislerdir.

Anahtar kelimeler: Yapilandirmaci 7E modeli, okudugunu anlama, yazma becerisi,
Tiirkge dersine yonelik tutum .

kuma; yapilandirmaci yaklasima gore kisinin 6n bilgileriyle

metindeki bilgileri biitiinlestirdigi, zihninde yeniden

anlamlandirdig: bir siiregtir. Okudugunu anlama siirecinde
kisi yeni bilgilerle 6nceki bilgilerini karsilastirir ve edindigi yeni
bilgileri Oncekilerle birlikte zihninde yeniden yapilandirir. Bu
slirecte okuyucu bilgileri zihninde diizenlerken anlama, ¢6ziimleme,
iligkilendirme, sorgulama, degerlendirme gibi bilissel siiregleri isletir
ve okuduklariyla i¢-dis baglantilar kurarak yeni bir senteze ulagir. Bu
biligsel iglemleme siireglerini bagimsiz stirdiirebilenler iyi
okuyuculardir ve bu okuyucular metni dogru anlayabilir. Bu biligsel
sliregleri isletmeyi bilmeyenler metni dogru anlamakta sorunlar
yasayabilir. Bu sorunlar1 tanilamaya yonelik ulusal ve uluslararas:
ABIDE, PIRLS, PISA vb. siavlar iilkemizde yapilmaktadir.

PISA 2022 raporuna gore okuma becerileri performansinda 81
iilke icinde Tirkiye 36. siradadir. Smava katilan 36 OECD iilkesi
arasinda ise 30. Siradadir. OECD iilkelerin okuma becerileri
alanindaki puan ortalamasi 476 iken Tiirkiyeninki 456 puandir.
Yine Tiirkiyedeki 6grencilerin %2’si 5. ve 6. yeterlik diizeyinde puan
alabilirken bu oran OECD iilkelerinde %7dir (Milli Egitim
Bakanlig1 [MEB], 2022a). Ulkemiz katilimc 81 iilkenin ortalamasini
gecebilse de OECD iilkelerinin ortalamas: altinda bir performans



gostermistir. Okudugunu anlama becerisinin gelistirilmesi i¢in 6grencilere farkli okuma tekniklerinin ve biligsel
farkindalik olarak anlama stratejilerinin 6gretilmesi gerekir. Okuma ¢aligmalar: sirasinda farkli yontem ve tekniklerin
kullanim ile 6grencilerin sadece metindeki yiizeysel bilgiyi anlamasi yerine anlami derinden inga ederek ilerlemesinin
saglanmasi yararli olabilir. Boylelikle bilgiyi kendi kendine anlam semasina yerlestirebilen ve anlayarak igsellestiren
ogrenciler yetistirilebilir (Altun Alkan, 2024; Giirer, 2021; Yilmaz, 2025).

Arici ve Taskin (2019) okuma becerisinin diger dil becerileriyle yakin iligkide bulundugunu belirtir. Ciinkii alic1 dil
becerileri ile kazanilan bilgi ve deneyimler, konusma ve yazma gibi iiretici dil becerilerine déniisiir. Yazma becerisinin
okuma ve diger dil becerilerine gore daha yavas gelistigi bilinir. Bu durum, 6grencilerde yazma becerisine karsi olumsuz
bir tutum takinmaya ve yaratici yazma becerilerinin gelisiminde olumsuz etkiye neden olabilmektedir. Fakat
ogrencilerin bol yazma aligtirmalari yapmasi, yazma siirecine etkin katilmasi, yazmaya kargi varsa onyargilarinin
kirilmasi, farkli tekniklerle derse ve yazmaya karst olumlu tutum gelistirmesi bu becerinin gelismesini saglayabilir
(Karadag ve Maden, 2013; MEB, 2022b). Bilindigi gibi yaraticilik; 21. yy. i¢in gerekli becerilerdendir ve yaratic1 yazma da
yaraticilik yetenegi ile dogrudan ilgilidir. Yaratic1 yazma becerisi, 6grencinin kendine ait duygu, diisiincelerini yeni bir
metinle ortaya koyabilmesi; 6zgiin bir kurgu yapisiyla ortaya yeni bir tiriin ¢ikarabilmesi yetenegi olarak tanimlanabilir.
Yaratict yazma etkinlikleriyle 6grencinin elestirel bakis acis1 kazanmasi, hayal giiciiniin genislemesi, dili ustaca ve
Ozgiirce isleyebilmesi, zihnindekileri pargalayip birlestirebilmesi (analiz-sentez) hedeflenir (Kapar Kuvang, 2008).
Dolayisiyla yaraticilik yeteneginin yaratici yazma etkinlikleriyle gelisecegi sdylenebilir.

Ogrencilerin biligsel 6grenme alanlar1 kadar duyugsal égrenme alanlarinin da égrenmeye hazirlanmasi, diger
alanlarda oldugu gibi Tiirk¢e dersi basarist ve nihayetinde okuma ve yazma becerileri gibi dil becerilerinin gelisimi i¢in
de 6nemlidir. Ciinkii insan sadece bilis ve bedenden meydana gelmez; bilis, beden ve duygulariyla bir biitiin olusturur
(Gomleksiz ve Kan, 2012). Ogrencilerin duyugsal 6grenmelerini duygu, his ve deger gibi gesitli etmenler olusturur
(Reigeluth, 1999). Bunlardan biri de tutumdur. Tiirk¢e dersi gibi dil derslerinde tutum vb. duyugsal degiskenlerin
ogrenmede ve dersteki basarida etkili oldugu arastirmacilar tarafindan da belirtilir (Gardner vd., 2004). Bunun diginda
ders basarisi ve 6grenmede etkili olan diger bir duyussal 6zellik ise can sikintisidir. Muis vd. (2015), can sikintisinin
egitimdeki basartyl, 6grenmeyi olumsuz etkiledigine vurgu yapmiglardir. Tiirkge derslerinde o6grencilerin ilgi ve
meraklarini uyandiric etkinliklerin yapilmasi bu duruma olumlu etki edebilir. Yine 6grencilerin Tiirkce derslerine kars:
tutumlarinin belirlenebilmesi ve olumlu yonde gelistirilebilmesi igin farkli 6gretim modellerinin dil becerilerine etkileri
incelenebilir.

Yirminci yiizyll baslarinda bireylerin bilgiyi nasil 6grendikleri ile ilgili galigmaya baslayan Piaget, Vygotsky,
Glasersfeld vb. gibi yapilandirmaci kuramcilar zamanla bireylerin bilgiyi zihinlerinde nasil insa ettikleriyle
ilgilenmislerdir. Yapilandirmaci yaklagim bireyin bilgiyi kendi 6nbilgileri tizerine insa ettigini savunur ve bilgiyi bireyin
nasil yapilandirdigr ile ilgilenir (Yildizlar, 2018). Yani bireyin ne Ogrendiginden ¢ok nasil 6grendigi ile ilgilenir.
Yapilandirmaci yaklagimdan yararlanilarak ortaya ¢ikarilan 6gretim modelleri vardir: 3E, 4E, 5E, 7E gibi. Diger modeller
3E’nin devami niteligindedir ve 3E modelinin gelistirilmesiyle ortaya ¢ikmistir (Bybee vd., 2006). 7E modeli 1. merak
uyandirma (Excite), 2. kesfetme (Explore), 3. agiklama (Explain), 4. genisletme (Elaborate), 5. kapsamina alma-
iligkilendirme (Extend), 6. paylasma (Exchange) ve 7. degerlendirme (Evaluate) asamalarindan olusur (Ozmen, 2004;
Kanly, 2007). 7E modeli ile Tiirkge dersi i¢cin deneysel ¢alisma yapan Ates, (2017) modelin &grenci basar1 ve 6grenme
kaliciliklarinda etkili oldugunu séylemistir.  Fen derslerinde 7E kullanilarak yapilan ¢alismalarda bu modelin
ogrencilerin elestirel diisiinme becerilerini gelistirdigi (Mecit, 2006), geleneksel ders islenisinden daha etkili oldugu
(Avcioglu, 2008; Demirezen, 2010; Kanli, 2007), kavram yanilgilarinin giderilmesinde etkili oldugu (Demirezen ve
Yagbasan, 2013), Ingilizce ve edebiyat derslerinde kalic1 6grenmeye katki sagladigi (Koksal, 2014; Ozdemir ve Okten,
2020), dgrencilerin Ingilizce dersine yénelik olumlu tutumlarini artirdigi (Kéksal, 2014), grencilerin Tiirkge, Ingilizce
ve fen bilgisi derslerinde akademik basarilarini olumlu etkiledigi (Ates, 2017; Avcioglu, 2008; Celik ve Ozbek, 2013;
Cepni vd., 2001; Eisenkraft, 2003; Génen ve Kocakaya, 2010; Kanli, 2007; Kanli ve Yagbasan, 2008; Koksal, 2014; Ozbek
vd., 2012; Sornsakda vd., 2009; Turgut vd.,2013) gibi olumlu sonuglar bulgulanmistir.

Ortaokul o6grencilerinin LGS, PISA gibi ortak yapilan sinavlardaki sonuglarina bakilarak okuma anlama
diizeylerinin istenen diizeyde olmadigi goriilmektedir. Ayrica yapilan galigmalarda ortaokul 6grencilerinin yazma
becerilerinde okuma aligkanliklarinin olmamasindan da kaynakli kendilerini ifade edememe, yazmada isteksizlik gibi
sorunlar oldugu belirtilmistir (Aydin, 2022; Tiirkyillmaz ve Kalenderoglu, 2025). Yaratici yazma becerilerinin okuma ve
yazma gibi dilsel becerilerle iligkili oldugu ve ayrica dilsel becerileri gelisen 6grencilerin yaratici yazma becerilerinin de
gelistigi bilinmektedir (Dolmaz ve Kaya, 2018). Okuma, yazma gibi dilsel becerileri gelismeyen 6grencilerin yaratici
yazma becerilerinin de gelismeyecegi soylenebilir. Tiirk¢e dersine yonelik tutumun olumlu olmasinin dil becerilerinin
gelisimini olumlu yonde etkiledigi bilinmektedir (Tirkben ve Giilbegen, 2021). Egitim siirecinde 6grencilerin etkin
oldugu yontemler 6n plana ¢ikmaktadir fakat dilbilgisi agirlikli, ezberci, iiriin odakli geleneksel yontemler halen
kullanilmaktadir. 7E’ye gore hazirlanan o6gretim etkinlikleri, Tiirk¢e dersinde dil becerilerini biitiinlesik olarak
gelistirmeye olanak saglayabilir. Bu ¢alismada okuma ve yazma becerilerinin bu yolla gelistirilmesi i¢in yollar aranmistir.
Bunun yaninda 6grencilerin derslere etkin katilimi ve ona karsi tutumlarinin da degisimi incelenmis ve su sorulara
cevap aranmuisgtir:

1. Deney ve kontrol grubu 6grencilerinin Tiirk¢e dersi okudugunu anlama 6l¢egi 6n ve son test puan ortalamalari
arasinda anlaml bir fark var midir?
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2. Deney ve kontrol grubu 6grencilerinin Tiirk¢e dersi yaratict yazma Olgegi on ve son test puan ortalamalar
arasinda anlaml bir fark var midir?

3. Deney ve kontrol grubu 6grencilerinin Tiirk¢e dersi tutum 6l¢egi 6n ve son test puan ortalamalar1 arasinda
anlamli bir fark var midir?

4. Deney ve kontrol grubu 6grencilerinin can sikintis1 6l¢cegi 6n ve son test puan ortalamalar1 arasinda anlaml bir
fark var midir?

5. Katilimcr 6grencilerin ve uygulayici 6gretmenin 7E modeli ile ilgili gozlem ve goriisleri nelerdir?

Yontem
Model

Bu caligmada nicel yaklagimin baskin oldugu ve nitel yaklagimla desteklendigi karma arastirma tasarimlarindan
acimlayict sirali karma desen kullanilmigtir. Caligmanin nicel boyutunu 6n ve son test kontrol gruplu yar1 deneysel
yontem, nitel boyutunu ise goriismeler olusturmustur. Nitel veriler nicel verileri agiklamak, yorumlamak, desteklemek ve
uygulamanin islevselligini daha iyi betimlemek amaciyla yapilmistir. Bilindigi gibi agimlayici sirali karma desende nitel
veriler deney bitiminden sonra toplanabilmekte ve incelenebilmektedir (Creswell ve Creswell, 2018).

Calismada 7E modeline gore hazirlanan Tiirk¢e ders planlar1 deney grubuna uygulanmadan 6nce hem deney hem
de kontrol grubuna ilk hafta 6n testler yapilmigstir. Sonra bir tema alt1 hafta boyunca deney grubunda 7E modeline gore
hazirlanan ders planlarina gore islenmis, kontrol grubunda ise genel programa gore dersler islenmeye devam edilmistir.
Sonraki hafta ise her iki gruba son testler uygulanmistir. Uygulamalar sonunda deney grubundan alt1 géniillii 6grenci ve
uygulayict 6gretmenle modelle ilgili gériigmeler yapilmistir.

Calisma Grubu

Deneysel islem icin amagsal 6rneklemelerden tipik durum 6rnekleme yontemine gére Bolu merkez ilgesindeki bir okul
belirlenmistir. Yildirim ve Simseke (2018) gore tipik 6rnekleme yontemi, sira digt 6zellik gostermeyen, fiziksel ve 6grenci
profili bakimindan vasat kabul edilen okullarin segiminde kullanilan 6rnekleme yontemidir. Okul se¢iminden sonra
aragtirma yapilacak ii¢ subede okuyan ogrencilerin 5. sinif Tiirkce dersi 2023-2024 egitim-6gretim yil sonu not
ortalamalarina bakilarak deney ve kontrol grubunun hangi subeler olacagina karar verilmistir. Ayrica 6grencilerin
sosyoekonomik diizey, cinsiyet, say1 vb. durumlari da dikkate alinmigtir. Ug subeden not ortalamalari birbirine en yakin
olan iki sube arastirma i¢in secilmistir (Tablo 1). Raslantisal olarak bu subelerden biri deney (C subesi) biri kontrol (A
subesi) grubu olarak belirlenmistir. Uygulama 2024-2025 egitim-6gretim yil1 1. donem yapilmistir.

Tablo 1
Deney ve Kontrol Grubu Ogrencilerinin Not Ortalamalarina Iliskin Karsilagtirma

Gruplar n X ss t sd p
Deney 33 75.82 12.34 .35 63 73
Kontrol 32 74.69 13.94

Tablo 1 incelendiginde deney grubundaki 6grencilerin Tiirk¢e dersi not ortalama puanlarinin ortalamasi 75.82 ve
standart sapmasi 12.34 iken, kontrol grubundaki 6grencilerin ortalama puanlarinin ortalamasi 74.69 standart sapmasi
13.94’tiir. Deney ve kontrol grubundaki 6grencilerin puanlarinin ortalamalar: arasindaki farkin anlaml olup olmadigini
belirlemek amaciyla yapilan iliskisiz Orneklemler t-testi sonucunda o&grenciler arasinda anlamli bir farklilik
bulunmamustir [f(3)=.35, p>.05]. Buna gore her iki grubun birbirine denk oldugu soylenebilir. Nitel veriler i¢in
hazirlanan yar1 yapilandirilmis gériisme formu ise deney ve kontrol grubunda derse giren bir 6gretmene (kadin); deney
grubunda 6gretmenin belirledigi ve goniillii, akademik basarilar1 birbirinden farkli olan 3 kiz, 3 erkek 6grenciye
uygulanmustir.

Veri Toplama Araglar1

Tiirkce Dersine Yonelik Tutum Olgegi (TDYTO)
Kapar-Kuvang (2008) tarafindan hazirlanmis, 21 maddelik bir 6lgektir. Olgekte “Tiirkge Dersine Iliskin Olumsuz

Duygular Boyutu”, “Ilgi ve Istek Boyutu”, “Yasamda Kullanma Boyutu” yer almaktadir. Olgekte “Tamamen katiliyorum”
ifadesi 5 puan, “katiliyorum” ifadesi 4 puan, “kararsizim” ifadesi 3 puan, “katilmiyorum” ifadesi 2 puan ve “hi¢

katilmiyorum” ifadesi 1 puan olarak degerlendirilmistir. Ol¢egin giivenirlik katsayisinin kabul edilebilirligi i¢in istenen
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kritik Alpha degeri .70 ve {izeridir (Cronbach, 1951); calismadan elde edilen ol¢iimlerin sonuglarina goére Cronbach
Alpha giivenirlik katsayis1 .92 olarak bulunmustur. Kullanilan élgegin bu durumu test etme giicii analiz edildi ve élgegin
.25 kiiciik giiglitkte yordama giiciine sahip oldugu goriildii.

Okudugunu Anlama Testi (OAT)

Karatay (2014) tarafindan ortaokul 6grencileri icin hazirlanan bu test, iki okuma metniyle ilgili 23 maddelik goktan
se¢cmeli sorudan olugmaktadir. Sinav 100 iizerinden degerlendirilmektedir. Testin KR-20 giivenirlik katsayisi .71
bulunmustur.

Yaratict Yazmay: Degerlendirme Olgegi (YYDO)

Karatay (2020) tarafindan hazirlanan bu &lgekle yazili anlatimla ilgili dort ozellik; 6zgiinliik/yaraticilik, @islup, metin
yapisi, yazim, noktalama ve sunum boyutlar1 degerlendirilmektedir. Olcek 16 maddeden olusmaktadir. Bu maddeler 5
(iyi/gelismis), 3 (orta/gelisiyor), 1 (zayif/gelistirilmeli) seklinde puanlanmaktadir.

Can Sikintis1 Olgegi (CSO)

Eren (2016) tarafindan Tiirkgeye uyarlanan bu 6lcek, tek maddeden olugmaktadir. Olgek, hi¢c (0) ile cok fazla (9)
arasinda uzanan 10’lu Likert tipi cevap formatina sahiptir. Olgme araci tek maddeden olustugu igin giivenirligine iliskin
analizler gergeklestirilememistir (Aytekin-Yiiksel, 2019).

Yar1 Yapilandirilmis Ogretmen Goriisme Formu

Gorlisme sorular1 7E’ye yonelik dort sorudan olugsmaktadir. Sorular; 7E modeli ile hazirlanan etkinliklerin olumlu ve
olumsuz yénlerini, dgrencilerin Tiirkge dersine yonelik tutum ve derse katilimlarinda, okuma ve yazma edimi ve
basarilarinda farklilik olusturup olusturmadigini ayrica 6gretmenin ders isleyisinde degisiklik olusturup olusturmadigini
belirlemeye yonelik uzman goriisii alinarak arastirmacilar tarafindan olusturulmustur. Goriisme sorular1 6gretmene
sorulmus, konuyla ilgili ayrintili bilgi almak i¢in yonlendirici sorulara bagvurulmugtur. Sorular:

1. 7E modeline gore yapilan Tiirk¢e ders ve etkinliklerin okuma, yazma becerileri kazandirmada olumlu yonleri
nelerdir? Neden boyle diisiiniiyorsunuz?

2. 7E modeline gore yapilan Tiirkce ders ve etkinliklerin okuma, yazma becerileri kazandirmada eksik yoénleri
(begenmediginiz) var mi1 varsa nelerdir? Neden boyle diistintiyorsunuz?

3. Tiirkge derslerinizi 7E modeliyle planlamak ders isleyisinizde ve dgrencilere dil becerileri kazandirmada sizin
i¢in bir farklilik olusturdu mu? Neden béyle disiiniiyorsunuz?

4. 7E modeline gore yapilan dersler ve etkinlikler 6grencilerinizde (ilgi, istek, derse ve etkinliklere katilim, yasamda
kullanma, olumsuz tutum) ve sizde 6nceki derslerinize gore bir farklilik olugturdu mu? Neden béyle diisiiniiyorsunuz?

Yar: Yapilandirilmis Ogrenci Goriisme Formu

Gorlisme sorular1 7E’ye yonelik dort sorudan olusmaktadir. Sorular; 7E modeli ile hazirlanan ders etkinliklerinin olumlu
ve olumsuz yonlerini, 6grencilerin Tiirk¢e dersine yonelik tutum ve derse katilimlarinda, okuma ve yazma edimlerinde
ve basarilarinda farklilik olugturup olusturmadigini belirlemeye yonelik uzman goriisii alinarak aragtirmacilar tarafindan
olusturulmugstur. Goriisme sorular1 6grencilere sorulmus, konuyla ilgili ayrintili bilgi almak i¢in yonlendirici sorulara da
basvurulmustur. Sorular:

1. 7E modeline gore yapilan Tiirk¢e ders ve etkinliklerinin okuma ve yazma becerilerinizin gelisiminde katkilar:
oldu mu olduysa ne gibi katkilar1 oldu? Neden boyle diistintiyorsunuz?

2. 7E modeline gore yapilan Tiirk¢e ders ve etkinliklerinin okuma ve yazma becerilerinizin gelisiminde olumsuz,
eksik yonleri var m1 varsa bunlar nelerdir? Neden boyle diisiiniiyorsunuz?

3. Tirkge derslerinizin 7E modeliyle planlanmasi ders isleyisinizde ve dil becerilerinizde bir farklilik olusturdu mu?
Neden boyle diistintiyorsunuz?

4. 7E modeline gore yapilan dersler ve etkinlikler sizde 6nceki derslerinize gore bir farkhilik (ilgi, istek, derse ve
etkinliklere katilim, yasamda kullanma, olumsuz tutum) olusturdu mu? Neden béyle diistinityorsunuz?

Verilerin Toplanmasi

Aragtirma, 2024-2025 egitim-6gretim yilinin sonbahar déneminde yiiriitiilmiistiir. Uygulama agamasi i¢in Tiirkge ders
kitabindan bir tema segilerek 6gretim etkinlikleri bu modele gore 6 haftada gergeklestirilmistir. Ogrencilere veri toplama
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araglarinin uygulanmasi ve katilimcilarin goriislerinin alinmasi i¢in de birer hafta ayrilmig, arastirma toplamda 8 haftada
gergeklestirilmistir. Kontrol grubunda, dersler mevcut programdaki etkinliklerle ve ders kitabina gore yiiriitlilmiis,
deney grubunda ise aragtirmacilar tarafindan 7E modeline gore hazirlanan Tiirk¢e ders programi ve etkinlikleri
kullanilmigtir. Caligma 6ncesi lgekler 6n test olarak, calisma bitiminde de son test olarak uygulanmistir. Ogretim
slirecinin sonunda 6gretmen ve 6grencilerle uygulama etkinlikleri hakkinda gériismeler yapilmstir.

Verilerin Analizi

Oncelikle aragtirmadaki verilerin normallik dagilimina bakilmis ve verilerin normal dagildigi gériilmiistiir. Bunun igin
once verilerin mod, medyan ve ortalamasina sonrasinda ¢arpiklik ve basikligina bakilmistir. Carpiklik ve basiklikta
George ve Mallerynin (2010) +2.0 arasindaki degerlerin kabul edilebilecegi goriisii normallik i¢in baz alinmstir.
Bundan dolay1 deney ve kontrol grubu &6grencilerine uygulama o6ncesinde ve sonrasinda uygulanan Tiirk¢e dersine
yonelik tutum 6lgegi, can sikintisi 6lcegi, okudugunu anlama ve yaratict yazmayi degerlendirme 6l¢egi sonuglar arasinda
anlamli bir fark olup olmadigi, farkli iki grupta aralikli olarak yapilan iki 6l¢iimiin sonuglari arasindaki farklarin
gruplara gore birbiriyle karsilastirlmasinda kullanilan “Karigik Olgiimler i¢in Iki Yonlii Varyans Analizi” yardimryla
degerlendirilmistir.

Yazili anlatimla ilgili 6grencilerin triinleri iki alan uzmani tarafindan ayr1 degerlendirilmis ve aralarindaki uyuma
Coher’in Kappa analizi ile bakilmistir. Analiz sonucu Cohen’in Kappa katsayist %90 bulunmugstur ve degerlendirmelerin
ortalamalar1 aliarak analizler yapilmistir. Gortismeler iki alan uzmani tarafindan okunmus, igerik analizi teknigiyle
¢6ztimlenmis; birbirine benzeyen veriler ayni kavram ve tema ¢ergevesinde bir araya getirilmistir. Daha sonra iki alan
uzmani bir araya gelerek, elde ettikleri temalar1 kontrol ederek ortak temalara ulasmistir. Katiimcilarin goriisleri
sunulurken tek 6gretmen icin “U1”; 6grenciler i¢in “K1, K2...” kodlar1 kullanilmigtir.

Deneysel Uygulama

Caligmaya baglamadan once uygulayict 6gretmene 7E modeli ile ilgili gerekli bilgiler verilmistir. U¢ alan uzmaninin
goriislerine sunularak hazirlanan 7E modeline uygun ders planlarina son hali verilmeden uygulayic1 6gretmenin goriisii
de alinmistir. Uygulayic1 6gretmene gerekli bilgilendirmeler yapilarak deney grubunda 7E modeline gore hazirlanan
planlarla dersleri isleyecegi, kontrol grubunda ise Tiirk¢e ders kitabindaki etkinliklere gore dersleri isleyecegi bilgisi
verilmistir. Uygulamalara baslamadan 6nce iki gruba on testler uygulanmistir. Alti hafta boyunca dersler deney
grubunda 7E modeline gore islenmistir. Konular “Erdemler” temas: kapsaminda belirlenmistir. Her konuya yaklagik bir
buguk hafta, 9 ders saati ayrilmistir. Uygulama etkinlikleri alt1 hafta olarak planlanmigtir:

1. Hafta: “Yardimlagma ve dayanisma” konusu ele alinmis, 6ncelikle konu ile ilgili gorseller ve videolar tizerinden
ogrencilerin yorum yapmasi istenmistir. Konuyla ilgili gorseller bulunan kagitlar sinifa dagitilarak istedikleri tiirde bir
yazi yazmalari, yazdiklarini o6nce sira arkadaglarina sonra isteyenlerin sinifa okumalari istenmigtir. Sonrasinda 6grenciler
karigik gruplara ayrilmigtir. Grup {yelerinin gorevleri paylasarak (yazici, gorselci, arastirmaci, diizenleyici vb.)
yardimlagma ve dayanisma ile ilgili etkileyici bir afis hazirlamalar1 ve sinifa sunmalari istenmistir.

2. Hafta: ilk konunun devami olarak sinifta konu ile ilgili 6nceden belirlenen metin okunmus, metin {izerinde
ogrencilerin yiizeysel ve derin anlama ulagmalarini saglayan sorular sorulmus, gruplara verilen sablonlara 6grencilerin
hikaye haritas ¢ikarmalar1 istenmistir. Ogrencilerin de metinle ilgili diisiindiiriicii sorular hazirlamalar1 ve birbirlerine
sormalar1 istenmigtir. Hazirlanan afisler sinifca degerlendirilerek sinif panosuna asilmistir. Daha sonra “Iyilik” konusu
ele alinmg, 6ncelikle konu ile ilgili gorseller ve videolar iizerinden dgrencilerin yorum yapmast istenmistir. Ogrencilere
iyilikle ilgili belirlenen bir masal dinletilmistir. Bu masal kahramaninin yerine gectiklerini diisiinmeleri ve masali
yeniden yazmalari istenmistir.

3. Hafta: Ik konudaki gibi 6grenciler gruplara ayrilmis, gérev paylagimi yapilarak iceriginde yazma bulunan
iyilikle ilgili bir sosyal etkinlik projesi hazirlamalar1 6grencilerden istenmistir. Ornegin depremzede 6grencilere mektup
yazma veya ihtiya¢ sahiplerine yardimda bulunma. Sonra konu ile ilgili 6nceden belirlenen metin okunarak verilen
sablonlara 6grencilerin grup olarak hikéye haritas: ¢ikarmalari, sorular olusturmas: ve birbirlerine sormalari istenmistir.
Ogrencilerin projelerini sinifta birbirlerine tanitmalar1 istenmistir.

4. Hafta: “Diriistlik” konusu ele alinmis, “Durstliik Kantini Projesi” haberiyle ilgili gorseller ve videolar
tizerinden 6grencilerin yorum yapmasi istenmistir. Ogrencilere diiriistliik konulu giris ctimlesi verilen bir 6ykiyi
tamamlamalari, yazdiklarini once sira arkadaglarina sonra isteyenlerin sinifa okumalari istenmigtir. Oncekiler gibi
ogrenciler gruplara ayrilmis ve gérev paylasimi yaparak “Diiriistliik Kantini Projesi” ile benzer bir sosyal etkinlik projesi
hazirlamalari istenmistir.

5. Hafta: Konu ile ilgili 6nceden belirlenen metin okunarak o6grencilere metnin yiizey ve derin anlamina
ulagmalarini saglayan sorular sorulmus, gruplara verilen sablonlara 6grencilerin hikéye haritasi ¢ikarmalar: istenmistir.
Ogrencilerin hazirladiklar projeleri sinifa sunmalar istenmistir. Daha sonra “Dostluk” konusu ele alinmis, “Dostluk” ile
ilgili gorseller ve videolar iizerinden dgrencilerin yorum yapmasi istenmistir. Ogrencilere Nasrettin Hocanin bir fikras
okunmugtur. Fikradaki yer, zaman ve kisileri degistirerek 6grencilerden fikray: tekrar yazmalari, yazdiklarini 6nce sira
arkadaslarina sonra isteyenlerin sinifa okumalar1 istenmistir.
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6. Hafta: Onceki caligmalardaki gibi 6grenciler gruplara ayrilmig, gorev paylagimi yapilarak iceriginde yazma
bulunan “Dostluk” ile ilgili etkileyici bir afis hazirlamalar1 ve sinifa sunmalar1 6grencilerden istenmistir. Sinifta konu ile
ilgili 6nceden belirlenen metin okunarak metin tizerinde 6grencilerin yiizeysel ve derin anlama ulagmalarini saglayan
sorular sorulmus, gruplara verilen sablonlara dgrencilerin hikdye haritasi ¢ikarmalari istenmigtir. Ogrencilerin de
metinle ilgili diigindiirici sorular hazirlamalari ve birbirlerine sormalar1 istenmistir. Hazirlanan afisler sinifca
degerlendirilerek okul panosuna asilmustir.

Bu tema ile ilgili 6gretim etkinlikleri bitince her iki gruba son testler uygulanmis ve 6gretmenin belirledigi deney
grubunda bulunan iyi, orta, zayif basar1 diizeylerindeki alt1 6grenciye uygulama hakkinda arasgtirmacilar tarafindan
hazirlanan yar1 yapilandirilmig gériisme sorulari sorulmustur. Ayni sekilde 6gretmene de arastirmacilar tarafindan
hazirlanan yar1 yapilandirilmis goriigme sorulari sorularak uygulama hakkinda goriisii alinmagtir.

Etik Beyan

Bu aragtirmada “Yiiksekogretim Kurumlar: Bilimsel Aragtirma ve Yayin Etigi Yonergesi® kapsaminda ifade edilen
kurallar cercevesinde hareket edilmis, “Bilimsel Arastirma ve Yaymn Etigine Aykiri Eylemler” bashginda yer alan
davraniglardan uzak durulmustur. Yazarlar arasinda ¢ikar ¢atigmasi bulunmamaktadir, ¢aligmaya tiim yazarlar katk:
saglamistir. Bolu Abant Izzet Baysal Universitesi Sosyal Bilimlerde Insan Aragtirmalari Etik Kurulu Bagkanligrndan
2024/207 say1 numarali, 04.06.2024 tarihli karariyla etik kurul onay1 alinmugtir.

Bulgular
Birinci Arastirma Sorusuna iliskin Bulgular

Bu sorunun ¢6ziimlenmesinde deney ve kontrol grubu 6grencilerinin okudugunu anlama becerilerinin gelisimini
izlemek i¢in kullanilan okudugunu anlama testinden aldiklar1 puanlarin karsilagtirilmasindan yararlanilmigtir. Bununla
ilgili sonuglar Tablo 2'de verilmistir.

Tablo 2

Okudugunu anlama basarisi on ve son test sonuglar:

On Test Son Test
Gruplar n X ss n X ss F p
Deney Grubu 33 42,00 17,30 33 45,64 17,68 18 .68
Kontrol Grubu 32 41,81 15,89 32 43,84 14,75

Tablo 2 incelendiginde 7E modeli kullanilan grupta olmanin okudugunu anlama test puanlari iizerinde anlaml bir
etkisinin olup olmadigini belirlemek amaciyla yapilan karigik 6l¢timler i¢in iki faktorlii varyans analizi sonucunda, grup-
Olgiim ortak etkisi, 7E modeli kullanilan grubun puan artis1 diger gruba gére anlaml farklilik olmadigini gostermistir
[F-63) = .18, p>.05]. Bu durumda 7E modeli kullanmanin okudugunu anlama basarisi tizerinde anlaml bir etkisinin
olmadig1 sonucuna varilabilir.

ikinci Arastirma Sorusuna iliskin Bulgular

Bu sorunun ¢éziimlenmesinde deney ve kontrol grubu &grencilerinin yazma becerilerinin gelisimini izlemek igin
kullanilan YYDOden aldiklar1 puanlarin kargilagtirilmasindan yararlanilmigtir. Bununla ilgili sonuglar Tablo 3’te
verilmistir.

Tablo 3

Yaratici yazma 6n ve son test sonuglar

On Test Son Test
Gruplar n X ss n X ss F P
Deney Grubu 33 37,61 12,31 33 69,48 13,82 35.46 .00
Kontrol Grubu 32 40,84 12,87 32 48,44 13,74
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Tablo 3 incelendiginde 7E modeli kullanilan grupta olmanin yazma puanlari {izerinde anlaml bir etkisinin olup
olmadigini belirlemek amaciyla yapilan karigik 6lgtimler icin iki faktorlii varyans analizi sonucunda, grup-6l¢tim ortak
etkisi, 7E modeli kullanilan grubun puan artiginin diger gruba gore anlamli farklilik oldugunu gostermistir [F(1.63) =
35.46, p<.05]. Bu durumda 7E modeli kullanmanin yaratict yazma basarisi iizerinde anlamli bir etkisinin oldugu
sonucuna varilabilir.

Ugiincii Aragtirma Sorusuna Iligkin Bulgular

Bu sorunun ¢éziimlenmesinde deney ve kontrol grubu 6grencilerinin Tiirkce dersine yonelik tutumlarinin gelisimini
izlemek i¢in kullanilan TDYTOden aldiklari puanlarin karsilastirilmasindan yararlanilmistir. Bununla ilgili sonuglar
Tablo 4’te verilmistir.

Tablo 4

Tiirkge dersi tutum 6n ve son test sonuglari

On Test Son Test
Boyutlar Gruplar n X s n X s§ F )4

Olumsuz tutum Deney 33 30,55 6,53 33 31,58 5,80 .01 .94
Kontrol 32 31,63 7,01 32 32,81 5,03

Yasamda kullanma Deney 33 21,12 5,18 33 22,88 5,27 A5 .50
Kontrol 32 21,09 5,95 32 21,59 4,37

Ilgi ve istek Deney 33 24,48 5,44 33 27,21 5,51 5.39 .02
Kontrol 32 27,22 6,15 32 25,25 5,12

Toplam Deney 33 76,15 15,87 33 81,67 13,68 .92 .34
Kontrol 32 79,94 17,28 32 79,66 13,11

Tablo 4 incelendiginde 7E modeli kullanilan grupta olmanin TDYTO olumsuz tutum boyutu puanlari iizerinde
anlamli bir etkisinin olup olmadigini belirlemek amaciyla yapilan karisik olgiimler igin iki faktorlii varyans analizi
sonucunda, grup-6lgiim ortak etkisi, 7E modeli kullanilan grubun puan artiginin diger gruba gére anlamh farklilik
olmadigini géstermistir [F(1.63) = .01, p>.05]. Bu durumda 7E modeli kullanmanin Tiirkge dersi olumsuz tutum boyutu
tizerinde anlamli bir etkisinin olmadig1 sonucuna varilabilir.

Tablo 4 incelendiginde 7E modeli kullanilan grupta olmanin TDYTO yasamda kullanma boyutu puanlari iizerinde
anlamli bir etkisinin olup olmadigini belirlemek amaciyla yapilan karisik olgiimler i¢in iki faktorlii varyans analizi
sonucunda, grup-6lgiim ortak etkisi, 7E modeli kullanilan grubun puan artiginin diger gruba gére anlamh farklilik
olmadigini gostermistir [F.63) = .45, p>.05]. Bu durumda 7E modeli kullanmanin Tiirk¢e dersi yasamda kullanma
boyutu iizerinde anlaml bir etkisinin olmadig1 sonucuna varilabilir.

Tablo 4 incelendiginde 7E modeli kullanilan grupta olmanin TDYTO ilgi ve istek boyutu puanlari iizerinde
anlamli bir etkisinin olup olmadigini belirlemek amaciyla yapilan karisik olgiimler igin iki faktorlii varyans analizi
sonucunda, grup-6lgiim ortak etkisi, 7E modeli kullanilan grubun puan artiginin diger gruba gére anlamh farklilik
oldugunu goéstermistir [F.63) = 5.39, p<.05]. Bu durumda 7E modeli kullanmanin Tiirkge dersi ilgi ve istek boyutu
tizerinde anlamli bir etkisinin oldugu sonucuna varilabilir.

Tablo 4 incelendiginde 7E modeli kullanilan grupta olmanin TDYTO toplam puanlari iizerinde anlamli bir
etkisinin olup olmadigini belirlemek amaciyla yapilan karigik 6l¢timler i¢in iki faktorlii varyans analizi sonucunda, grup-
oOlgiim ortak etkisi, 7E modeli kullanilan grubun puan artiginin diger gruba gére anlamli farklilik olmadigini gostermistir
[Fa-63) = .92, p>.05]. Bu durumda 7E modeli kullanmanin TDYTO toplam puanlari tizerinde anlaml bir etkisinin
olmadi81 sonucuna varilabilir.

Dérdiincii Aragtirma Sorusuna iliskin Bulgular

Bu sorunun ¢6ziimlenmesinde deney ve kontrol grubu 6grencilerinin Tiirkge dersine yonelik can sikintilarini izlemek
icin kullanilan CSOden aldiklar1 puanlarin kargilagtirilmasindan yararlanilmistir. Tablo 5 incelendiginde 7E modeli
kullanilan grupta olmanin Tiirk¢e dersi can sikintisi puanlar: tizerinde anlamli bir etkisinin olup olmadigin: belirlemek
amaciyla yapilan karigik olgiimler igin iki faktorlii varyans analizi sonucunda, grup-ol¢iim ortak etkisi, 7E modeli
kullanilan grubun puan artisginin diger gruba gore anlamli farklilik oldugunu géstermistir [Fi.¢3 = 4.52, p<.05]. Bu
durumda 7E modeli kullanmanin Tiirk¢e dersi can sikintilar1 izerinde anlamli bir etkisinin oldugu sonucuna varilabilir.
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Tablo 5

Can sikintist 6n ve son test sonuglari

On Test Son Test
Gruplar n X SS n )'e S8 F P
Deney Grubu 33 421 2,46 33 2,91 2,05 4.52 .04
Kontrol Grubu 32 2,91 3,06 32 3,63 2,85

Besinci Aragtirma Sorusuna iligskin Bulgular

Bu sorunun ¢éziimlenmesinde katilimc1 68renciler ve uygulayici 6gretmenle yapilan gériismelerin igerik analizinden
elde edilen bulgulardan yararlanilmistir. Uygulama hakkindaki goriisler, ti¢ tema altinda sunulmustur.

Tiirkce Dersine Karst Ilgiyi ve Ogrenme Istegini Artirma

Bes 0grenci (K1, K2, K3, K4 ve K5) oncekine gore bu modelle derse kars: ilgi ve isteklerinin arttigini, derse daha ¢ok
katildiklarini belirtirken bir 6grenci (K6) derse kars1 ilgi ve isteginde bir degisikligin olmadigini s6ylemistir. Bir 6grenci
(K4) konularin bu modelle daha ¢ok ilgisini ¢ektigini, bir 6grenci de (K5) derslerin hep boyle islenmesini istedigini
belirtmistir. Uygulayici 6gretmen de bes 6grencinin ifadelerini destekleyerek derslerin kendisi ve 6grencileri i¢in daha
zevkli ve eglenceli gectigini bu sebeple kendisinin ve 6grencilerinin derse karst motivasyonlarinin arttigini belirtmistir.
Ayrica daha 6nce dersten sikilan égrencilerin durumunun olumlu ydnde gelistigini belirtmistir. Tiirkge dersine y6nelik
ilgi ve isteginin arttigini belirten 6grencilerden K3: “Bu modelin basamaklarinda grup calismalar1 ve isbirligi icinde
Ogrenmemiz okuma ve yazma ¢aligmalarinda senkronize olmamizi sagliyor. Bu da etkinliklerin daha eglenceli ve
stkilmadan yapmamiza olanak taniyor. Eskiden Tiirkge derslerinde ¢ok sikilirdim. Ozellikle yazma ve okuma gérevleri
bana zor gelirdi ve bu dersi sevmezdim. Simdi sikilmiyorum ve seviyorum”” demistir. U1: “Ogrencilerin derse katilimi1 ve
ilgisi artt1. Baz1 6grenciler derse kars1 ¢ok ilgisizdi onlar1 derse giidillemekte zorluk yasiyordum. Fakat bu sekilde dersleri
isledigimizde bu 8grencilerin derse ilgi ve isteklerinin arttigini gordiim. Ilgili olanlarda daha fazla derse motive oldular”
demistir.

Tiirkce Dersine Katilma ve Ogrenme Etkinliklerini Yerine Getirme

Bes 6grenci (K1, K2, K3, K4 ve K6) modelin derste kendilerinde olusturdugu en 6nemli farkin ders katilimlarinin
artmasi oldugunu, daha 6nce okuma ve yazma ¢aligmalarindan kacinirken bu modelle islenen derslerde bu gorevleri
zevkle yaptiklarini sdylemistir. Dort 6grenci (K1, K4, K5 ve K6) dersi daha iyi anladiklarini, ti¢ 6grenci (K4, K5 ve K6)
Tiirkge dersini 6nceden sevmezken bu model sayesinde artik sevdiklerini séylemislerdir. iki 6grenci (K2 ve K3) 6nceden
okuma metinleri ile ilgili sorular1 cevaplamada zorlandiklarini bu modelle islenen derslerde yorumlamalarinin, konuyla
ilgili distinmelerinin, akil yirttmelerinin kolaylastigini bildirmistir. Ayrica sinifca konular hakkinda beyin firtinasi
yaparak tartismalarinin, sohbetlerinin arttigini belirtmistir. Uygulayici 6gretmen sinifta proje, isbirlikli gorevler vb. ile
ortaya c¢ikan driinlerin sinifta paylagilmasi, sergilenmesi, sunulmasi sayesinde oOgrencilerin derse katilim, ilgi ve
isteklerinin arttigini, bu drtinlerin somut olarak gériilmesinin kendisini de ayni sekilde motive ettigini belirtmistir.
Ogrencilerinden metinle ilgili sorulari cevaplamaktan kaginanlarin bu modelle sorulara istekli ve dogru cevap
verdiklerini, yazma gorevlerini sevmeyen ogrencilerin artik yazma gorevini severek yaptiklarini gozlemledigini
belirtmistir. Ogrencilerden K2: “Derste okuma metinleri ile ilgili sorular1 cevaplamaktan ¢ekiniyordum yanlis cevap
veririm diye. Bu sekilde ders islerken gorsel ve videolar hakkinda yorumlar yapmamiz, farkli yazma etkinlikleri
yapmamiz ve bunlar1 birbirimize okumamiz, metin hakkinda birlikte soru hazirlayip grup olarak sinifa sormamiz, konu
hakkinda aragtirmalar yapip sunum yapmamiz beni derse daha ¢ok katti. Etkinlikleri yaparken zevk alarak yaptim?”
demistir. Ul: “Derse ¢ok ilgisiz ve bu yiizden okuma, yazma gorevlerinden kaginan 6grenciler bu gorevlere istekle
katilmaya, istekle katilanlar ise daha istekli katilmaya bagladirlar. Bu durumda 7E modelinin basamaklar1 icinde
ogrencilerin isbirligi yapmasi, 6grenme sorumlulugunu almalar1 ve birbirleriyle etkilesime girmesinin biiyiik pay1 var
bence.” demistir.

Modelin Olumsuz Yonleri

Iki 6grenci (K2 ve K3) modelle ilgili higbir olumsuz durumun olmadigini séylerken dért égrenci (K1, K4, K5 ve K6)
proje, isbirlikli grup ¢alismalar1 gibi gorevlerin ders disina sarkmasi durumunda bazi 6grencilerin bulugma saati ve yeri
konusunda sorun yasadiklarini belirtmisgtir. Ayni1 durumu uygulayict 6gretmen de belirtmistir. Bir 6grenci (K4)
etkinliklerin daha kolay olmasi gerektigini soylemistir. Ogrencilerden K5: “Baz1 grup ¢aligmalarimiz igin ders siiresi
yetmiyordu. Ornegin arastirma yapmamiz gerekiyordu. Bu nedenle okul diginda toplanmamiz gerekiyordu. Ama bazi
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arkadaglar bulusmaya gelemiyordu veya unutuyordu. Bir diger olumsuz durum ise bulusma i¢in yer konusunda sikint1
gekiyorduk” demistir. Ul: “Her konuda grup c¢aligmasinin olmasi nedeniyle bazi 6grenciler 6zellikle hafta sonu
bulugmakta sorun yasad: ve bunu bana da bildirdiler” demistir.

Sonug ve Tartisma

Bu ¢alismada 7E modeline gore yapilan Tiirkge derslerinin 6grencilerin okudugunu anlama, yaratici yazma becerileri ve
Tiirkge dersi tutumlarina etkisi incelenmigtir. Bu ¢alismadan 6nce yapilan ¢alismalardan Altun-Alkan (2024), on haftalik
galigmasinda yapilandirmaci 6grenme okuma g¢irakligi modelinin ortaokul 6grencilerinin okudugunu anlama ve
Ozetleme becerilerinde etkili oldugu sonucuna ulagmistir. Gililen vd. (2015) yapilandirmaci yaklagimin ortaokul
ogrencilerinin fen dersi basarilarini arttirdigini belirtmistir. Demirezen ve Yagbasan (2013) da ayni sekilde 7E modelinin
ortadgretim fen derslerinde; Ozdemir ve Okten (2020) Tiirk dili ve edebiyat1 dersinde 6grenci basarisini arttirdigini
bulmugtur. Fakat Demirezen ve Yagbasan'n ¢aligmalarinda basit elektrikle ilgili 6grencilerin kavram yanilgilarimin
birgok konuda kontrol grubuna gore iyi olmakla beraber bazi konularda kavramsal degisimin gerceklesmedigi
bulunmugstur. Bazi konularda degisimin zor olmasi ve 6grencilerin degisime direngli olmasi bu duruma neden olarak
gosterilmistir. Yine Ates ve Polat'n (2005) elektrik konusunda 3E modeline gore yaptiklar: ¢alismada da Demirezen ve
Yagbasan'la benzer sonuglar bulunmus ve ayni nedenler (bazi konularda degisimin zor olmasi ve 6grencilerin degisime
direngli olmasi) ileri sliriilmiistiir. Giin (2011), yapilandirmaci egitim modeliyle yapilan Tiirk¢e derslerinin okuma
becerilerinin gelismesinde 6grencilerin oniindeki en biiyiik engelin etkinliklerin ve metinlerin ilgi ¢ekici olmamasina
baglamistir. Giineyli (2007) bu ¢aliymadan farkli olarak yapilandirmaci yaklagimla yapilan derslerin 6grencilerin
okudugunu anlama gilicint arttirdigini bulmugtur. Onun ¢aligmasinin on dort hafta olmast ile bu ¢aligmanin alt1 hafta
olmasinin bulgularin farkli olmasina neden oldugu soylenebilir. Bu ¢aligmada 7E modeline gore iglenen Tiirk¢e
derslerinden sonra yapilan okudugunu anlama testine gére deney grubu 6grencilerinin 6n-son test puanlar1 arasinda
anlaml fark bulunmamakla beraber ortalamalarinin (+3.64 puan) iyiye dogru bir miktar artti1 (Tablo 2) gériilmiistiir.
Ogrencilerin okudugunu anlama puanlarinda iyilesme gozlemlenmistir fakat uygulamada anlamli bir iyilesmenin olmasi
i¢in yeterli olmadig1 s6ylenebilir. Buna ragmen geleneksel 6grenme yontemine gére bu yoéntemde 6grenciler, yapilan
etkinlik ve metinleri ilgi ¢ekici bulduklarini, okuma ilgi ve isteklerinin ve derse katilimlarin arttigini belirtmistir,
Ogretmenin goriisii de bunu desteklemektedir.

Onceki caligmalarda Ates, (2017) 7E modeli ile yapilan etkinlikler sonucu ortaokul 6grencilerinin Tiirk¢e dersi
bagarilarinin arttigini bulmustur. Avcioglu (2008) ve Demirezen (2010) bu modelin ortadgretim 6grencilerinin fen
derslerindeki basarilarina; Kanli (2007) fen bilgisi 6gretmen adaylarinin 7E modelinin bilimsel siire¢ becerilerinin
gelisimine ve kavramsal bagarilarina anlamsal katki sagladigini bulgulamistir. Giineyli (2007) yapilandirmact yaklasimla
yapilan derslerin 6grencilerin yazili anlatim giiciinii arttirdigini bulmugtur. Kadan (2020) ve Yigit (2011) 5E modelinin
Tiirkgeyi yabanci dil olarak 6grenenlerin yazma becerilerini gelistirdigini bulmustur. Seger ve Toy (2020), ¢aligmalarinda
5E 6grenme modelinin ortadgretim 6grencilerinin yazma becerilerini gelistirdigini vurgulamistir. Bu ¢alismada da
deney grubu 6grencilerinin yaratict yazma becerilerinin hem 6n teste gére hem de son testte kontrol grubuna gére
anlamli derecede iyilestigi goriilmiistiir. Goériigme yapilan 6grenciler de bu bulguyu destekleyerek yazma ilgi ve
isteklerinin, derse katilma isteklerinin arttigini, dersi daha zevkli, eglenceli gordiiklerini ve sevdiklerini belirtmistir,
Ogretmenin goriisit de bunu desteklemektedir. Bu durumu 7E igeriginde yer alan 6grencilerin isbirlikli ¢alismalarla
akran destegi almalar1 gibi faktorlerin destekledigi diisiiniilmektedir. Okullarda bundan 6&nceki uygulamalarda dil
becerilerinin birbirinden bagimsiz etkinliklerle gelistirilmesi, bu modelde dil becerilerinin birlikte ele alinmasi,
okumada yapilan 6gretim etkinliklerinin konusma, dinleme ve yazmaya hazirlik ve temel olusturmas: gibi olumlu
aktarimlarla tretici dil becerisi yazmanin hem beceri hem de tutum olarak gelistigi soylenebilir. 7E yapilandirmaci
ogrenme modelinde ders tasarimi birbirinden bagimsiz pargalar degil, biitiin 6gretim siireci birbirini tamamlayacak
sekilde tasarlanir ve bu model 6grencilerin anlamli 6grenme yasantilar1 edinmelerini saglar.

Koksal'in (2014) 7E modeli ortaokul dgrencilerinin Ingilizce dersindeki tutumuna; Norwood (2019), 5E modelinin
ortaokul 6grencilerinin fen dersine yonelik tutumlarina etkisini arastirdigi calismasinda deney grubu 6grencilerinin
derse karsi tutumlarinda bu modelin olumlu etkisi oldugunu bulmustur. Turgut ve Giirbiiz (2011) ise 8. sinif
ogrencilerinin fen dersine yonelik tutumlarini 5E modelinin olumlu yonde gelistirmedigini bulmugtur. Kadioglu'nun
(2020) 5E modeline gore 6grencilerin Tiirkce derslerindeki tutumunu inceledigi calismada deney ve kontrol grubu
ogrencileri arasinda farklilik bulunmamistir. Bu ¢aliymada da katilimcilarin 6n ve son testleri ile deney-kontrol grubu
son testleri arasinda Tiirkge dersi tutum, olumsuz tutum ile yasamda kullanma boyutlar1 arasinda anlamli fark
bulunamamus fakat ilgi ve istek boyutunda anlaml fark bulunmustur. Can sikintisi 6lgeginde de anlamli fark bulunmus
ve bu durumu desteklemistir. Yapilan goriismelerde de Ogrenciler bu model sayesinde derse karsi daha istekli
olduklarini, daha az can sikintis1 yagadiklarini belirtmislerdir. Ders 6gretmeni de 0Ogrencilerde bu durumu
gozlemledigini belirtmistir. TDTOdeki bazi boyutlarin anlamli gtkmama nedeni aligkanlik edinmek icin yeterli bir siire
olmadigindan kaynaklanmis olabilir. Tiirk¢e dersine yonelik tutumu belirlemek i¢in kullanilan 6lgek durumu yordamada
kiciik giiclitkte ve yiiksek diizeyde giivenilir oldugu belirlenmistir. Fakat uygulamanin bir temayla ve alti haftalik
uygulama caligmalariyla sinirli olmasi bu durumun nedeni olabilir. Bunu simamak i¢in daha uzun siireli uygulamalara
ihtiyag vardir.

Bundan sonraki ¢alismalarda yapilandirmaci modelinin farkli sinif seviyelerinde, diger dil becerilerinde 6grenci
basarisindaki etkileri incelenebilir. Bu ¢alismadaki alt1 haftalik stirecin biitiin becerilerde etkili olmasi i¢in yeterli oldugu
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soylenemez. Tiirkce derslerinin bu anlayisla planlanarak daha uzun siire gézlemlenmesine ihtiyag vardir. Siire uzatilarak
yapilacak daha uzun soluklu ders tasarimlari ile 7E modelinin dil becerilerinde 6z yeterlilik, kayg: ve tutum gibi farkli
duyussal boyutlardaki etkisi incelenebilir. Ayrica dort dil becerisindeki etkisinin kalicilig1 aragtirilabilir.
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ABSTRACT

The aim of this study was to examine the relationship between emotional autonomy;,
which is effective in the development of self-confidence and independent decision-
making ability in students, and speech anxiety. This study was conducted with the
relational research model, one of the quantitative research designs. In the study, it
was tried to determine whether there is a change in the speech anxiety of middle
school students depending on their emotional autonomy. The relationship between
middle school students' emotional autonomy and their speech anxiety was examined
by exploratory correlation analysis. Simple linear regression analysis was used to
determine whether middle school students' emotional autonomy is a predictor of
their speaking anxiety. The study group of the research consisted of 318 eighth grade
students who were determined by purposive sampling method and who were
studying in four different secondary schools in Bursa in the 2021-2022 academic
year. The data were collected through the Emotional Autonomy Scale (EAS)
developed by Steinberg and Silverberg (1986) and adapted into Turkish by Deniz et
al. (2013) and the Speech Anxiety Scales developed by Giindiiz and Demir (2020). As
a result of the research, middle school students’ general emotional autonomy and
speech anxiety were found to be at a moderate level. There was a significant and
negative relationship between emotional autonomy and speech anxiety, emotional
autonomy was found to be a predictor of speaking anxiety. According to the results of
the analysis, emotional autonomy explains 1% of the change in speaking anxiety.

Keywords: Speaking skill, anxiety, speaking anxiety, emotional autonomy.

peech is the most prominent verbal behavior that

distinguishes humans from other living things. Based on the

ability to think, humans express their thoughts through speech
behavior. On the other hand, it is a necessity for humans to
communicate with their stakeholders to internalize the society they
live in. Because the main interaction tool that enables the exchange
of feelings and thoughts between the people who make up the
society is speech. In this respect, speech is not only a means of
communication but also a skill that heals and develops people in
emotional, mental and social aspects.

In the literature, speaking behavior is considered as one of the
factors that make an individual's school and business life successful
or unsuccessful (Temizyiirek et al., 2007), an activity that affects and
directs one's education, business and private life (Ozbay, 2007), and
the key to success in private and business life by making oneself
noticed (Kemiksiz, 2021). It is even expressed as a competence that
makes life understandable by enabling people to create and organize
things and to comprehend life better (Kirchner, 1995) and serves
various purposes such as obtaining information, forming thoughts
and opinions, making agreements and persuasion (Ammelburg,
2003).



Children come to school having acquired the ability to speak. However, this skill, which is carried to the school
environment, is generally raw, immature and has many local characteristics (Temizkan, 2013). Speaking skill, which is
primarily effective in the teaching process, especially in terms of interactions between teachers and students, also
assumes a central function in terms of the development of the individual. According to Kurudayioglu (2011),
information exchange, explanation, narration and evaluation activities between teacher and student are mostly carried
out through speaking behavior. According to Aktas and Giindiiz (2004), this skill forms the basis of Turkish education,
that is, the source of two basic skills such as reading and writing.

Considering these effects on human life, the timely acquisition and development of speaking skills is extremely
important. The development of this skill is possible with an effective speaking education. Speaking education is carried
out in formal education institutions within the scope of the Turkish course according to the Turkish Course Curriculum
(Ministry of National Education [MoNE], 2019). Developing students' speaking skills, using Turkish consciously,
accurately and carefully in accordance with the rules of speaking, expressing their feelings and thoughts and their
opinions or theses on a subject orally in an effective and understandable way are among the specific objectives of the
Turkish Course Teaching Program (MoNE, 2019) for speaking skills. One of the key competencies identified by the
program is communication in the mother tongue. One of the objectives within the scope of this competency is for
students to be able to express concepts, thoughts, opinions, feelings and facts verbally. One of the most common
emotional states experienced by students who want to realize this goal is speaking anxiety.

Speech Anxiety

Speech is the most effective way for people to communicate with their environment (Giines, 2016), a form of behavior
that enables people to understand and communicate with other people (Temizyiirek et al, 2007), an audio
communication tool that people use to transfer their thoughts and emotions to their environment (Unal & Ozden, 2019),
a psychomotor ability in which mind and muscle power come into play, the most effective tool that provides
understanding between people (Calp, 2010), a physical and mental process that enables the agreed signs and sounds to
create meaning in the mind of the other person and turn into a message (Erdem, 2014), a wide-dimensional, highly
complex communication whole that starts from the person himself, reaches his environment, and covers his listeners
(Karadag, 2003).

The main purpose of speaking is to convey the thought, the message, to the other person in a fully comprehensible
way. In the process of speaking, depending on different reasons, situations may be encountered in which the targeted
purpose-message cannot be transferred to the other party in a healthy way. This problem can be caused by physiological
and sociological factors, and the psychological characteristics of the individual can also cause the aforementioned
situation in the speaking process. The psychological characteristics of the individual are his/her affective reactions to
speech. According to Golpinar et al. (2018), situation indicators such as motivation, attitude, self-efficacy and anxiety
towards speaking constitute the affective dimension of speaking.

One of the concepts that philosophy and psychology borrow from each other is anxiety (Demircan, 2017;
Kierkegaard, 2006). For this reason, within the framework of the concept of anxiety, different definitions or explanations
are encountered rather than consensus (May, 2021). The concept of anxiety is frequently used in psychology to explain
the psychological change or development that people undergo. For example, Freud evaluates anxiety as a function of the
ego. Freud's evaluation has taken anxiety out of the boundaries of biology and placed it at the center of psychology
(Manav, 2011). So much so that in the Freudian model, it is recommended that anxiety be fed by the analyst for the
treatment of the person (Rogers, 2022). In the philosophical approach, the feeling of anxiety is included as a blueprint for
transforming the meaninglessness into meaningfulness (Cevizci, 2005). According to Dag (1999), in daily life in Turkey,
anxiety is mostly used instead of worry. When psychologists' views on anxiety are examined, it is understood that
anxiety negatively affects learning, threatens self-esteem, and causes focusing problems in children when it is intense
(Jalongo & Hirsh, 2010). For example, May (2021: 43) emphasizes that anxiety as a problem is at the center of learning
theory.

On the other hand, anxiety is considered as both a positive and negative emotional state. (M. Schab, 2016; May,
2021). According to Ersevim (2005), the fact that it disturbs thoughts causes anxiety to be seen as a negative emotional
state, while the fact that it stimulates the person, directs the person to be happy and successful, and is effective in
character and personality development enables anxiety to be evaluated as a positive emotional state. Giindiiz (2020), on
the other hand, sees anxiety as a normal and vital emotion of human beings and emphasizes that disruption of anxiety
balance leads to some problems in a person's life.

Ellis (1994) draws attention to three types of anxiety. Anxiety can be caused by personality, situation and event.
Anxiety caused by the character and affective structure of a person is personality anxiety; anxiety caused by negative
affective reactions developed against a certain situation is situation-induced anxiety; anxiety caused by the feeling of
powerlessness felt in the face of certain events is event-induced anxiety. Although speaking anxiety is considered as state
anxiety (G6lpinar et al., 2018), it should not be ignored that a person's character and affective structure can also lead to
reservations about speaking (Saleci, 2023; May, 2021).

The positive or negative effects of anxiety on the individual are mostly related to the degree of anxiety experienced
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by the individual. Accordingly, those with high levels of anxiety have difficulty in controlling their emotions, while those
with low levels have difficulty in motivating themselves to learn. Therefore, it is recommended by experts to keep the
degree of anxiety within normal limits (Akalin & Adigiizel, 2020). For this reason, it is important to examine the nature
of the factors affecting the degree of anxiety of students in the education process (Saleci, 2023; Brewer, 2021; May, 2021;
Schaub, 2019; Dacey et al, 2018; Demircan, 2017; M. Schab, 2016; Kierkegaard, 2006).

According to Burkovik (2009), the fact that the anxiety experienced by the individual is within acceptable limits
positively affects him/her to make healthy decisions and to improve his/her performance by taking strength from these
decisions. Speaking anxiety is one of the affective reactions developed against speaking. Depending on this reaction,
anxiety can be manifested with various symptoms during the speaking process. These symptoms are explained by
situations such as the individual's avoidance of speaking, excitement, inability to express himself/herself adequately,
blushing, sweating, and accelerated heartbeat (Glindiiz, 2020; Kesapli & Cift¢i, 2017; Yildirim, 2015).

Although it gives physical symptoms, the source of anxiety is mostly psychological factors (Rogers, 2022; Solomon,
2016; Kierkegaard, 2006). Students' anxiety about speaking can be directed towards individuals, or it can be seen as
student behavior that avoids taking the floor and participating in speaking activities during the lesson. According to
Topguoglu Unal and Dege¢ (2012), students' avoidance of speaking is due to lack of self-confidence, fear of negative
reactions and ridicule, and excitement. In speech training, teachers usually take into account the physical and cognitive
dimensions of speaking, which leads to ignoring the affective dimensions that negatively affect speaking skills. This
situation leads to the inability to find solutions to the factors that negatively affect the development of speaking skills, as
well as the reinforcement of the belief that students are inadequate in speaking skills. Being aware of students' affective
characteristics is beneficial for both the educational process and personality development. In the context of speaking
anxiety, one of the affective effects affecting speaking skills is thought to be emotional autonomy (May, 2021; Santrock,
2012).

Emotional Autonomy

Adolescence is one of the most important periods in an individual's development. Adolescence is considered to be a
critical threshold as many physical, mental and psychological changes occur (Santrock, 2012; Solomon, 2016; Weinhaus
& Friedman, 2020). Developing a healthy identity and achieving an acceptable position in society are among the most
critical stages of this period (May, 2021). In this context, the development of an individual's sense of autonomy and,
accordingly, gaining autonomy is considered an important developmental stage (Santrock, 2012).

According to Peterson et al. (2003), the changes that individuals experience during adolescence enable them to be
accepted by their peers, to separate from their parents, to gain identity, to cope with their anxieties and to mature. The
middle school age, which is the transition period from childhood to adulthood, can be seen as the period when the
individual takes the first steps towards autonomy in terms of identity acquisition. At the same time, this is a period in
which the individual begins to separate from his/her parents and gradually begins to declare his/her autonomy. Akman
et al. (2008) see the development of autonomy as one of the important factors for socialization, adaptation to society and
becoming a healthy adult. According to Noom et al. (2001), emotional autonomy is considered very important for
identity development. During adolescence, the individual's ability to experience a healthy autonomy process depends
primarily on gaining emotional autonomy.

Emotional autonomy, which is explained as the individual's realization of the ability to make decisions on his/her
own by becoming independent from the family (Blos (1979) as cited in Fozio-Thielk, 2015; Sessa & Steinberg, 1991), is a
concept that forms the focus of explanations about adolescence (Beyers & Goossens, 1999). Emotional autonomy can be
defined as the process of gaining emotional independence from parents and peers (Steinberg & Silverberg, 1986;
Steinberg, 2007). Noom et al. (2001) state that emotional autonomy is gained through the development of adolescents'
self-confidence in defining their own goals apart from their parents and peers.

Steinberg and Silverberg (1986) found that the emotional autonomy of adolescents between the ages of 10-16
improved with age. The process of gaining emotional autonomy is an important process for both the individual and
society. Individuals with high levels of emotional autonomy are expected to be able to behave as independent
individuals. In this respect, students with emotional autonomy can act independently from their families and make free
decisions.

When the symptoms of speaking anxiety are considered, it can be shown that the main factor causing anxiety
before or during the speech is the lack of self-confidence in students or the lack of full development of students' will to
make free decisions. According to Ergiin (2009), when speaking, a person chooses the most appropriate words and
sentences according to the situation and intention. It is understood that the person makes an intellectual plan and choice
from the pauses he/she makes while speaking. The selection of the most appropriate words and phrases during speech,
the ability to make an intellectual planning, and the ability to select and express the appropriate ones from this
intellectual planning are related to the individual's ability to make decisions autonomously. Especially in the middle
school age, individuals who have not become emotionally independent from their families have difficulties in the
decision-making process. It is observed that when students are asked for their opinions on any subject outside the
classroom, they cannot express their thoughts comfortably and resort to consulting their families even on a simple issue
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that requires a decision. It can be said that this situation has a negative impact on students' speaking skills.

In the Turkish Language Teaching Program (MoNE, 2019) , various achievements related to speaking skills have
been determined. However, the program draws an ideal speech picture that is free from problems. This approach in the
program carries a deficiency for the identification and elimination of psychological problems that may be encountered in
the process of developing speaking skills. It is left to Turkish teachers to overcome the deficiencies in the program during
the teaching process.

According to Ozbay and Barutcu (2013), psychological problems that are based on lack of knowledge and self-
confidence and that arise in the speaking process can be evaluated as a result of longer and more detailed examinations
than physiological problems that can be observed with a small cross-section in daily life. In particular, problems in the
process of developing speaking skills can lead to communication problems and permanent language problems that can
deeply affect an individual's social life. For this reason, it is extremely important to identify the problems that may hinder
the development of students' speaking skills in a timely manner and to take the necessary measures. This study aims to
contribute to the reduction of speech anxiety, which is one of the psychological problems encountered in the process of
developing speaking skills of middle school students. For this purpose, the relationship between emotional autonomy;,
which is effective in the development of self-confidence and independent decision-making ability in students, and
speech anxiety was examined. In line with the aforementioned purpose, answers to the following questions were sought:

1. Is there a relationship between middle school students' emotional autonomy and their speech anxiety?

2. Is middle school students' emotional autonomy a predictor of their speech anxiety?

Method
Model

This study was conducted with the relational research model, one of the quantitative research designs. According to
Karasar (2020), relational research models are explained as research models that aim to determine the existence and/or
degree of change between two or more variables. In this study, it was tried to determine the relationship between middle
school students' emotional autonomy and speech anxiety and whether there is a change in middle school students'
speech anxiety depending on emotional autonomy. For this, correlational research method was used. According to
Fraenkel et al. (2011), correlational research can be divided into two as exploratory and predictive correlation research.

In order to analyze and try to understand the relationships between variables (Biiyiikoztiirk et al., 2016), the
relationship between middle school students' emotional autonomy and speech anxiety was examined by exploratory
correlation analysis. According to Fraenkel et al. (2011), in predictive correlation studies, based on the relationships
between variables, one of the variables is used to predict the other. Regression analysis was used to determine whether
middle school students' emotional autonomy was a predictor of their speaking anxiety.

Study Group

The study group of the research consists of 318 eighth grade students studying in four different secondary schools in
Bursa in the 2021-2022 academic year. These schools were determined by clustered random sampling method (Fraenkel
etal., 2011).

Tools

The data were collected with the Emotional Autonomy Scale (EAS) developed by Steinberg and Silverberg (1986) and
adapted into Turkish by Deniz et al. (2013) and the Speech Anxiety Scale (SAAS) developed by Giindiiz and Demir
(2020).

Emotional Autonomy Scale (EAS)

Developed by Steinberg and Silverberg (1986) and adapted into Turkish by Deniz et al. (2013), the SLO consists of three
dimensions: “Non-idealization, Independence, Individualization”. The three-dimensional structure of the ATS was tested
with confirmatory factor analysis, and according to the results of the analysis; (RMSEA= .068, RMR= .062, GFI= .93,
AGFI= .90, CFI= .93, NNFI= .91), (x%/sd (317.43/74)=4.29; p<.01) The three-dimensional structure adapted to Turkish
was confirmed. In order to determine the reliability of the model adapted to Turkish, Cronbach’s alpha internal
consistency coefticient was calculated as .79, indicating that the SLO is reliable.

The validity of the model adapted into Turkish by Deniz et al. (2013) for this study was further examined by the
first level confirmatory factor analysis conducted by the researchers. As a result of the analysis, items 7 and 10 in the
Individualization sub-dimension were removed from the scale because they did not have significant ¢ values. Again, the
error variances were combined by modifying items 6 and 14 in the Individualization sub-dimension. According to the
results of the analysis conducted after these procedures, the ratios of the observed variables explaining the latent
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variables were between .47 and .68 for the non-idealization sub-dimension, between .24 and .63 for the independence
sub-dimension, between .26 and .71 for the individuation sub-dimension, and all items had significant ¢ values in
explaining the latent variables.

In addition, the fit index values obtained as a result of CFA were (x2/sd (114,30/49) = 2,3; p<.01), (RMSA =.065,
SRMR=.055, CFI=.91, GFI=.94, IFI=.91, AGFI=.91). According to Giirbiiz and Sahin (2016); x%sd value of 3 or less
indicates that the model shows a good fit, SRMR value below .08, RMSA below .08, CFI, GFI, IFI and AGFI values above
.90 indicate that the model has an acceptable fit. As a result of the CFA, it was revealed that the three-dimensional
structure of the Turkish adapted version of the SLT was confirmed and that the SLT was valid for the study group of this
research.According to all these data obtained, as a result of CFA, the construct validity of the three-dimensional SLO
consisting of a total of 12 items (ml, m3, m8, m11, m13), 4 items (m2, m4, m5, m9), 3 items (m6, m12, m14) and 3
items (m6, m12, m14) in the Non-Idealization sub-dimension was confirmed.

Speech Anxiety Scale (SAS)

Developed by Giindiiz and Demir (2020) and validity and reliability study was conducted, the CQS consists of a total of
21 items with cognitive, physical and emotional dimensions. The construct validity of the CQS was examined by
confirmatory factor analysis, and according to the results obtained from the analysis (x°=303.23, sd=1.639,
RMSEA=.038, NFI=.97, NNFI=.98, GFI=.94, AGFI=.92, CFI=.99, SRMR=.043). The overall Cronbach's Alpha value of
the scale was .90 and the bi-half reliability result was .86. The test-retest value of the scale was r=.78 and the equivalent
form reliability value was r=.50. When all these data are evaluated, it can be said that the RQS is valid and reliable for this
study.

Data Collection

The data of the study were collected from 8th grade students studying in four different secondary schools in Bursa in the
2021-2022 academic year. Students were informed by the researcher before the implementation of the DDO and KKO.
The scales were administered to the students by the researcher on different days in separate 40-minute sessions in the
classroom environment in the schools.

Data Analysis

In order to determine the emotional autonomy levels of middle school students, the data obtained with the EAS were
analyzed in terms of arithmetic mean and standard deviation values. The 12-item scale used to determine the emotional
autonomy levels of the study group was graded on a four-point Likert scale (not at all suitable for me, not suitable for me,
suitable for me, completely suitable for me). In this respect, there are three intervals in the scale. The interval values to be
considered in the interpretation of the scores obtained from the scale are given in Table 1.

Table 1
Interval Values of the Arithmetic Mean Score of the IDS
Score range” Emotional autonomy level
1.00 - 1.75 Low level
1.76 - 2.50 Medium level
2.51-3.25 High level
3.26 - 4.00 Very high level

(*) (3/4=0.75)

In order to determine the speaking anxiety levels of the middle school students, the data obtained with the PPE
were analyzed in terms of arithmetic mean and standard deviation values. The 21-item scale used to determine the
speech anxiety levels of the study group was graded on a five-point Likert scale. The interval values used in the
interpretation of the scores obtained from the scale are given in Table 2.

The relationship between middle school students' emotional autonomy and their speaking anxiety was examined
using simple linear correlation analysis. Simple linear regression analysis was conducted to determine whether
emotional autonomy is a predictor of middle school students' speaking anxiety. The predictability of middle school
students' speaking anxiety levels depending on the level of emotional autonomy was examined.
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Table 2
Interval Values of Arithmetic Mean Score of PPE

Score range* Speech anxiety level
1.00 - 1.80 Very low
1.81-2.60 Low
2.61-3.40 Middle
3.41-4.20 High
4.21-5.00 Very High

(*) (4/5=0.80)

Ethical Statement

In this study, the rules specified in the "Directive on Scientific Research and Publication Ethics of Higher Education
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study. The ethics committee permission of this study was granted by the Bursa Uludag University Social and Human
Sciences Ethics Committee at its meeting on November 26, 2021 with the decision number 2021/10.

Findings

The data related to the simple linear correlation analysis of middle school students' emotional autonomy and speaking
anxiety are given in Table 3.

Table 3
Simple Linear Correlation Relationship between SLO and PPE
Dimensions n (1) 2) 3) (4) (5) 6) (7) (8)
(1) Emotional autonomy 304 1
(2) Non-idealization 304 323" 1
(3) Independence 304 258 496" 1
(4) Individualization 304 648 .852™ .760™ 1
(5) Cognitive 304 -.090 .037 .019 916 1
(6) Physical 304 -.1217 .018 .006 -.033 929 1
(7) Emotional 304 -.108 .029 .020 -.017 750" .894™ 1
(8) Speech anxiety 304 -.138" -.031 -.030 -0.80 .635™ 834" 672 1

*¥*p<.01 *p< .05

When Table 3 is examined, it is seen that there is a significant and negative relationship between emotional
autonomy and speaking anxiety (rzos= .-138; p<.05). There is also a significant and negative relationship between the
physical dimension of speaking anxiety and emotional autonomy ((304)= ,-121; p<.05). There is no significant correlation
between the other sub-dimensions that make up the SCA and the PPE. According to these results, it can be said that
there is a negative change between middle school students' emotional autonomy and their speaking anxiety. In other
words, as the emotional autonomy of middle school students increases, their speaking anxiety decreases or as their
emotional autonomy decreases, their speaking anxiety increases. The data related to the simple linear regression analysis
of middle school students' emotional autonomy and speech anxiety are given in Table 4.

Table 4

Simple Linear Regression Analysis between Emotional Autonomy and Speech Anxiety

Speech Anxiety B SHB B t p
Fixed 3.615 .206 17.520 .000
Emotional Autonomy -214 .089 -.138 -2.418 .016

n=304, R=-.138, R?=.019, F=5.849, p<.05
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As a result of the simple linear regression analysis to determine the extent to which emotional autonomy
determines speaking anxiety, a significant relationship was observed between emotional autonomy and speaking anxiety
(R=-.138, R?=.019), and it was determined that emotional autonomy is a predictor of speaking anxiety (F(1-302=5.849,
p<.05). Emotional autonomy explains 1% of the change in speaking anxiety. The significance test of the coefficient of the
predictor variable in the regression equation (B=-.214) also shows that emotional autonomy is a significant predictor.
According to the regression analysis results, the regression equation predicting speaking anxiety is (Speaking
Anxiety=(-.214 x emotional autonomy level) + 3.615).

Based on the results of the analysis, it can be said that increasing the emotional autonomy levels of middle school
students will contribute to the decrease in the speaking anxiety levels of students with high speaking anxiety.

Conclusion and Discussion

There has been a tremendous increase in the number of studies and interest in the problem of anxiety and the areas it
represents. One of the areas where the interest in the problem of anxiety is observed is speech anxiety. Speaking anxiety
has been the subject of many studies from different perspectives. In some studies, it has been determined that secondary
school students generally have low levels of speaking anxiety (Akalin & Adigiizel, 2020; Kavruk & Deniz, 2015) and that
gender (Akaln & Adigiizel, 2020; Kavruk & Deniz, 2015), income level (Akalin & Adigiizel, 2020; Kavruk & Deniz,
2015), television and internet use (Akalin & Adigiizel, 2020), and number of siblings (Akalin & Adigiizel, 2020) affect
this. In the studies conducted by Kesapli and Cifci (2017) and Yildirim (2015), it was determined that the anxiety level of
secondary school students was very weak towards the immediate environment, moderate during the lesson, weak in-
school, weak out-of-class, and general weak. Giindiiz and Demir (2022), on the other hand, evaluated the defects of
middle school students arising from themselves as a factor that increases their speech anxiety.

Different results were found in the studies conducted on secondary school students. In the study conducted by
Gedik (2015), the speaking anxiety of secondary school students did not differ according to gender, while it differed
according to the study conducted by Sevim and Gedik (2014). The same situation is also the case for school type.
According to Gedik (2015), speaking anxiety of secondary school students differs according to school type, while it does
not differ according to Sevim and Gedik (2014). The reasons for such contradictory findings can be explained under
several headings. For example, demographic characteristics such as the size, age group, socioeconomic levels, and
cultural contexts of the sample groups used in the studies may affect the findings.

On the other hand, there are also studies examining the effect of various methods and techniques on speaking
anxiety (Asan, 2019; Aydogan, 2019; Bulut, 2015; Demirci, 2019; Hasirci, 2018; Kardas & Akin, 2019; Kardas & Sahin,
2016; Katranci & Kugdemir, 2015; Kemiksiz & Giines, 2017; Ozdemir, 2018; Sarikaya, 2020; Tiizemen, 2016). In these
studies, the effects of microteaching, oral expression, academic conflict, drama, direct instruction, peer and teacher
feedback, prepared speaking, educational game, concept map, 5E learning model and speaking training on speaking
anxiety were discussed.

In the literature, it is seen that there are also studies examining the relationship between speaking anxiety and some
variables (Aysel Arslan et al., 2019; Aysel Arslan, 2018; Baki & Kahveci, 2017; Golpinar et al., 2018; Giindiiz, 2020; Kartal,
2019; Ozdemir, 2019). In their study, Golpinar et al. (2018) revealed that there is a negative relationship between
speaking anxiety and speaking success, and that speaking anxiety negatively affects speaking success. In other studies,
the relationship between speaking anxiety and effective speaking skills, academic self-efficacy, self-efficacy, life skills,
attitude towards teaching profession, cultural intelligence and emotional intelligence were measured. In the literature,
there is no study examining the relationship between emotional autonomy and speaking anxiety. This study differs from
other studies on speaking anxiety in terms of the topic addressed. In this respect, it is thought that this study will
contribute to the literature. In this study, which examined the relationship between middle school students' emotional
autonomy and speech anxiety levels, the following results were obtained:

According to the arithmetic mean and standard deviation scores obtained with the AAS, it was determined that the
general emotional autonomy levels of secondary school students were medium, and high in the sub-dimensions of

emotional autonomy, namely "non-idealization", "independence" and "individuation".

According to the arithmetic mean and standard deviation scores obtained with the SDQ, it was determined that
the general speaking anxiety levels of secondary school students were at a moderate level. This result of the study differs
from the studies conducted by Akalin and Adigiizel (2020) and Kavruk and Deniz (2015). While the anxiety level of
middle school students was generally at a low level in the related studies, it was at a medium level in this study. On the
other hand, it was found that middle school students' cognitive speaking anxiety levels and physical speaking anxiety
levels were at a medium level, while their emotional speaking anxiety levels were at a high level.

It was determined that there was a significant relationship between middle school students’ emotional autonomy
and their speech anxiety. As a result of the correlation analysis, the correlation coeflicient (r(z04) =.-138) was found to be
significant at p<.05 level. A significant and negative relationship was also found between the physical dimension of
speech anxiety and emotional autonomy (r(os)= ,-121; p<.05). Accordingly, it was concluded that there was a significant
and negative relationship between middle school students' emotional autonomy and their speech anxiety. These results
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show that when middle school students' emotional autonomy increases, their speaking anxiety decreases or when their
emotional autonomy decreases, their speaking anxiety increases.

Another result of the study is that emotional autonomy is a predictor of speaking anxiety. According to the
regression analysis, a significant relationship was found between the predictor variable emotional autonomy and the
predicted variable speech anxiety. The significance test (R=-.138, R2=.019) and the coeflicient of the predictor variable in
the regression equation (B=-.214) obtained as a result of the analysis show this relationship. Emotional autonomy
explains 1% of the change in speaking anxiety. The results of the regression model revealed that a 1-unit increase in the
emotional autonomy scores of middle school students caused a 0.214 point decrease in their speaking anxiety scores.

Based on the results of this study, it can be said that psychological characteristics are one of the factors affecting the
development of speaking skills. It would be useful to include activities and practices that improve students' emotional
autonomy in order to prevent speaking anxiety, which negatively affects the development of speaking skills, or to reduce
the high level of speaking anxiety.

Considering that emotional autonomy develops between the ages of 10-16, it should be considered that the middle
school level is of critical importance for the individual. On the other hand, the development of an individual's emotional
autonomy depends not only on school life, but also on some characteristics that he/she should develop in relation to his/
her family and social environment. In this respect, school-family cooperation should be ensured in the process of
developing middle school students' speaking skills, and families should be supported by psychological counseling and
guidance services in schools on issues that will contribute to the development of students' emotional autonomy.
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Bu calismanin amaci, 6grencilerde ozgiiven ve bagimsiz karar verebilme yetisinin
gelismesinde etkili olan duygusal 6zerklik ile konusma kaygis1 arasindaki iligkiyi
incelemektir. Bu aragtirma, nicel aragtirma desenlerinden iliskisel aragtirma modeli
ile yiritilmistiir. Arastirmada, duygusal o6zerkliklerine bagli olarak ortaokul
ogrencilerinin  konugma kaygisinda bir degisimin olup olmadigi belirlenmeye
galisgtlmigtir. Ortaokul 6grencilerinin duygusal o6zerklikleri ile konusma kaygilari
arasindaki iliski kegfedici korelasyon analiziyle incelenmistir. Ortaokul 6grencilerinin
duygusal 6zerkliginin, konugma kaygilarmin bir yordayicisi olup olmadigin
belirlemek i¢in basit dogrusal regresyon analizi yapilmistir. Aragtirmanin ¢aligma
grubunu amagli érnekleme yontemi ile belirlenen ve 2021-2022 egitim 6gretim
yilinda Bursadaki dort farkli ortaokulda 6grenim gérmekte olan 318 sekizinci sinif
ogrencisi olusturmaktadir. Arastirmanin verileri Steinberg ve Silverberg (1986)
tarafindan gelistirilen Deniz vd. (2013) tarafindan Tiirk¢eye uyarlanan Duygusal
Ozerklik Olgegi (DOO) ile Giindiiz ve Demir (2020) tarafindan gelistirilen Konusma
Kaygist Olgekleri aracihigiyla toplanmistir. Aragtirma sonucunda ortaokul
ogrencilerinin genel duygusal ozerklik ve konusma kaygisi orta diizey olarak
saptanmugtir. Duygusal 6zerklik ile konusma kaygisi arasinda anlaml ve negatif yonlii
bir iligkinin oldugu, duygusal 6zerkligin konusma kaygisinin bir yordayicis1 oldugu
belirlenmistir. Analiz sonuglarina goére duygusal ozerklik konugma kaygisindaki
degisimin %1’ini agiklamaktadur.

Anahtar kelimeler: Konugsma becerisi, kaygi, konusma kaygisi, duygusal 6zerklik.

onusma, insani diger canlilardan ayiran en belirgin sozel
davranistir. Insan sahip oldugu diisiinme yetisine dayanarak
diisiindiiklerini konusma davranist aracihigryla disa vurur.
Diger yandan icinde yasadigi toplumu icsellestirebilmesi icin
insanin paydaslariyla iletisim kurmasi da bir zorunluluktur. Ciinki
toplumu olusturan insanlar arasindaki duygu ve diistince aligverigini
saglayan baslica etkilesim araci konusmadir. Bu yoniiyle konugma
yalnizca bir iletisim arac1 olmasinin Gtesinde duygusal, zihinsel ve
sosyal agilardan da insani sagaltan ve gelistiren bir beceri sayilabilir.

Alanyazinda da konusma davranisi bireyin okul ve is hayatini
basarili ya da basarisiz kilan etmenlerden biri (Temizyiirek vd.,
2007), insanin egitim, is ve Ozel yagamini etkileyen ve yonlendiren
bir faaliyet (Ozbay, 2007) ve 6zel hayatta ve is hayatinda kisinin
kendisini fark ettirerek bagarili olabilmesinin anahtar1 (Kemiksiz,
2021) olarak degerlendirilmektedir. Hatta insanin bir seyler
yaratmasini1 ve diizene sokmasini, yasami daha iyi kavramasini
saglayarak yasami anlasilir kilan (Kirchner, 1995) bilgi edinme,
distince ve goriis olusturma, anlasma, ikna etme gibi c¢esitli
amaglara hizmet eden (Ammelburg, 2003) bir yetkinlik olarak da
ifade edilmektedir.



Cocuklar okula konusma becerisini kazanmis olarak gelirler. Ancak okul ortamina tagiman bu beceri, genelde ham,
olgunlagmamig ve yerel 6zelliklerin ¢ok¢a bulundugu bir yapidadir (Temizkan, 2013). Ogretim siirecinde &zellikle
Ogretmen ve Ogrenci arasindaki etkilesimler agisindan birinci derecede etkili olan konusma becerisi, bireyin gelisimi
acisindan da merkezi bir islev istlenir. Kurudayiogluna (2011) gére 6gretmen-6grenci arasindaki bilgi aligverisi,
aciklama, anlatma ve degerlendirme faaliyetleri en ¢ok konusma davranisi araciligiyla gerceklestirilir. Aktag ve Giindiize
(2004) gore ise bu beceri; Tiirk¢e egitiminin temelini, yani okuma ve yazma gibi iki temel becerinin kaynagini olugturur.

Insan hayatindaki bu etkileri goz 6niinde bulunduruldugunda, konusma becerisinin zamaninda edinimi ve
gelistirilmesi son derece 6nemlidir. Bu becerinin gelistirilebilmesi etkili bir konusma egitimiyle miimkiindiir. Konusma
egitimi, 6rgiin egitim kurumlarinda Tiirkge dersi kapsaminda Tiirkge Dersi Ogretim Programr’na (Milli Egitim Bakanlig
[MEB], 2019) gére yiiriitiilmektedir. Ogrencilerin konusma becerisinin gelistirilmesi, Tiirkgeyi konusma kurallarina
uygun olarak bilingli, dogru ve 6zenli kullanmalari, duygu ve diisiinceleri ile bir konudaki goriislerini veya tezlerini sozlii
olarak etkili ve anlagilir bicimde ifade etmelerinin saglanmasi Tiirkge Dersi Ogretim Programrnin (MEB, 2019)
konusma becerisine yonelik 6zel amaglarindandir. Programin belirledigi anahtar yetkinliklerden biri de ana dilinde
iletisimdir. Bu yetkinlik kapsamindaki hedeflerden biri de 6grencilerin kavram, diigiince, goriis, duygu ve olgular1 sozlii
olarak ifade edebilmeleridir. S6z konusu hedefi gerceklestirmek isteyen Ogrencilerin en fazla deneyimledigi kaygi
durumlarindan biri de konusma kaygisidir.

Konusma Kaygisi

Konugma; insanlarin ¢evresiyle iletisim kurmasinin en etkili yolu (Giines, 2016), insanin diger insanlarla anlasabilmesini
ve haberlesmesini saglayan bir davranis bi¢imi (Temizyiirek vd., 2007), insanin diisiince ve duygularini gevresine
aktarmada kullandig sesli iletisim arac1 (Unal ve Ozden, 2019), zihin ve kas giiciiniin devreye girdigi psikomotor bir
yetenek, insanlar arasinda anlagmayi saglayan en etkili ara¢ (Calp, 2010), mutabik kalinan isaretlerin ve seslerin
karsidakinin zihninde anlam olusturmasini, mesaja doniismesini saglayan fiziksel ve zihinsel bir siire¢ (Erdem, 2014),
kisinin kendisinden baslayan, ¢evresine ulasan, dinleyicilerini kapsayan genis boyutlu, olduk¢a karmagsik bir iletigim
bitiinti (Karadag, 2003) olarak ifade edilmektedir.

Konugmanin temel amaci dislincenin, iletinin, tam olarak anlagilir bir sekilde karsidakine aktarilmasidir.
Konugma siirecinde farkli nedenlere bagl olarak hedeflenen amacin-iletinin karsi tarafa saglikli bir bicimde
aktarilabilmesinin gerceklesmedigi durumlarla karsilagilabilmektedir. Bu sorun fizyolojik, sosyolojik etmenlerden
kaynaklanabildigi gibi bireyin psikolojik 6zellikleri de konusma siirecinde anilan durumla karsilagilmasina neden
olabilmektedir. Bireyin psikolojik ozellikleri onun konusmaya karsi gosterdigi duyussal tepkilerdir. Golpmar vd.ne
(2018) gore konugmaya yonelik giidii, tutum, ozyeterlik ve kaygi gibi durum belirticiler konugsmanin duyusgsal boyutunu
olusturmaktadir.

Felsefe ve psikolojinin birbiriyle 6diingleserek kullandigi kavramlardan biri de kaygidir (Demircan, 2017;
Kierkegaard, 2006). Bu nedenle kayg: kavrami ¢ercevesinde uzlagidan daha ¢ok farkli tanimlamalar ya da a¢iklamalarla
karsilagilmaktadir (May, 2021). Kayg: kavrami, insanin gegirdigi ruhsal degisim ya da gelisimi a¢iklamak i¢in psikolojide
siklikla kullanilir. Ornegin Freud, kaygiyr egonun bir islevi olarak degerlendirir. Freud’'un s6z konusu degerlendirmesi
kaygiy1 biyolojinin sinirlarindan ¢ekerek psikolojinin odagina yerlegtirmistir (Manav, 2011). Oyle ki Freudgu modelde
kisinin tedavisi igin analist tarafindan kayginin beslenmesi onerilir (Rogers, 2022). Felsefi yaklagimda ise insanin igine
diistigt anlamsizligl anlamli héle doniistiirmenin bir taslag: olarak kaygi duygusuna yer verilir (Cevizci, 2005). Daga
(1999) gore Tiirkiyede giinliik hayatta kaygi daha ¢ok endise yerine kullanilmaktadir. Psikologlarin kayg: hakkindaki
gorisleri incelendiginde; kayginin 6grenmeyi olumsuz yonde etkiledigi, benlik saygisini tehdit ettigi, yogun oldugunda
cocuklarda odaklanma sorununa neden oldugu (Jalongo ve Hirsh, 2010) anlagilmaktadir. Ornegin May (2021: 43)
kayginin bir problem olarak 6grenme teorisinin odagina yerlestigini vurgular.

Diger yandan kaygi hem olumlu hem de olumsuz bir duygu durumu olarak degerlendirilmektedir. (M. Schab,
2016; May, 2021). Ersevime (2005) gore diisiinceleri rahatsiz etmesi kayginin olumsuz bir duygu durumu olarak
goriilmesine yol agarken; Kisiyi uyarmasi, mutlu ve bagarili olmaya yonlendirmesi, karakter ve kisilik gelisiminde etkili
olmasi ise kayginin olumlu bir duygu durumu olarak degerlendirilmesini saglamaktadir. Giindiiz (2020) ise kaygiy1
insanin normal ve hayati bir duygusu olarak gérmekte ve kaygi dengesinin bozulmasinin kisinin yasaminda kimi
problemlere yol a¢tigina vurguda bulunmaktadir.

Ellis (1994) kayginin ii¢ tiiriine dikkat ¢ekmektedir. Kaygy; kisilik, durum ve olay kaynakli olabilir. Insanin
karakteri ve duyugsal yapisindan kaynakli kayg, kisilik kaygisi; belli bir duruma kars: gelistirilen olumsuz duyussal
tepkilerden kaynakli kaygi, durum kaynakli kaygy; belirli olaylar karsisinda hissedilen giigsiizlitk duygusuna bagli olusan
kaygi, olay kaynakli kaygidir. Her ne kadar konusma kaygisi, durumluk kayg: (Golpinar vd., 2018) olarak degerlendirilse
de kisinin karakteri ve duyugsal yapisinin da konusma konusunda ¢ekincelere yol agabilecegi g6z ardi edilmemelidir
(Saleci, 2023; May, 2021).

Kayginin kisiye etkisinin olumlu veya olumsuz olmasi, daha c¢ok kisinin yasadigi kayginin derecesiyle
iliskilendirilmektedir. Buna gore kaygi derecesi yiiksek olanlar duygularini kontrol etmekte giicliik ¢ekerken diisiik
derecede olanlar ise 6grenmeye giidillenmekte zorluk cekerler. Dolayisiyla kaygi derecesinin normal sinirlarda
seyretmesi uzmanlar tarafindan onerilen bir durumdur (Akalin ve Adigiizel, 2020). Bu nedenle egitim-6gretim
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stirecinde 6grencilerin kaygi derecesine etkileyen faktorlerin dogasini incelemek 6nemli goriilmektedir (Saleci, 2023;
Brewer, 2021; May, 2021; Schaub, 2019; Dacey vd, 2018; Demircan, 2017; M. Schab, 2016; Kierkegaard, 2006).

Burkovike (2009) gore bireyin deneyimledigi kayginin kabul edilebilir sinirlarda olmasi onun saglikli kararlar
almasma ve bu kararlarindan gii¢ alarak da performansini iyilestirmesine olumlu yonde etkiler. Konusma kaygis,
konugmaya kars1 gelistirilen duyussal tepkilerden biridir. Bu tepkiye bagli olarak kaygi, konusma siirecinde gesitli
belirtilerle ortaya ¢ikabilmektedir. Bu belirtiler; bireyin konugmaktan kaginmasi, heyecanlanmasi, kendisini yeterince
ifade edememesi, yiiziiniin kizarmasi, terlemesi, kalp atiglarinin hizlanmasi (Giindiiz, 2020; Kesapl ve Ciftci, 2017;
Yildirim, 2015) gibi durumlarla agiklanmaktadir.

Her ne kadar fiziksel olarak belirti verse de kayginin kaynag1 daha ¢ok psikolojik faktorlerdir (Rogers, 2022;
Solomon, 2016; Kierkegaard, 2006). Ogrencilerin konusma ile ilgili kaygilari kisilere yonelik olabilecegi gibi, ders
esnasinda soz almaktan, konusma etkinliklerine katilmaktan kaginan 6grenci davranisi olarak da goriilebilir. Topcuoglu
Unal ve Degege (2012) gore ogrencilerin konugmaktan kaginmasi dzgiiven eksikligi, olumsuz tepkilerden ve alay
edilmekten ¢ekinme ve heyecanlanma nedenlerinden kaynaklanmaktadir. Konusma egitiminde 6gretmenlerin genellikle
konusmanin fiziksel ve biligsel boyutlarin: dikkate almasi, konusma becerisini olumsuz etkileyen duyussal boyutlarin géz
ard1 edilmesini dogurmaktadir. Bu durum, konugma becerisinin gelistirilmesini olumsuz etkileyen etmenlere ¢6ziim
bulunamamasina neden oldugu gibi 6grencilerin konusma becerisinde yetersiz oldugu inancinin da pekismesine yol
agmaktadir. Ogrencilerin duyussal 6zelliklerinin farkinda olunmasi hem egitim siireci hem de kisilik gelisimi agisindan
faydalidir. Konusma kaygist baglaminda, konusma becerisini etkileyen duyugsal etkilerden birinin de duygusal 6zerklik
oldugu disiintilmektedir (May, 2021; Santrock, 2012).

Duygusal Ozerklik

Bireyin gelisiminde en 6nemli dénemlerden biri ergenliktir. Fiziksel, zihinsel ve psikolojik yonlerden bir¢ok degisim
yasandig1 i¢in ergenlik donemi kritik bir esik olarak kabul edilir (Santrock, 2012; Solomon, 2016; Weinhaus ve
Friedman, 2020). Saglikli bir kimlik gelistirme ve toplum i¢inde kabul edilebilir bir konuma gelebilme bu dénemin en
kritik agamalarindandir (May, 2021). Bu baglamda bireyin 6zerklik duygusunun gelismesi ve buna bagli olarak da
ozerklik kazanmasi 6nemli bir gelisim asamasi olarak degerlendirilir (Santrock, 2012).

Peterson vd.ne (2003) gore bireyin ergenlik déneminde yasadig1 degisimler, yasitlar: tarafindan kabul edilmesini,
anne babadan ayrismasini, kimlik kazanmasini, kaygilariyla bas edebilmesini ve olgunlagmasini saglamaktadir.
Cocukluktan yetiskinlige gecis donemi olan ortaokul ¢agi bireyin kimlik kazanimi agisindan 6zerklige ilk adimlarini
att1g1 donem olarak goriilebilir. Ayni zamanda bu dénem bireyin anne babasindan ayrigmaya basladigi, 6zerkligini yavas
yavas ilan etmeye basladig1 bir donemdir. Akman vd. (2008) sosyallesme, topluma uyum saglama, saglikli bir yetiskin
olabilme igin 6zerklik gelisimini énemli etmenlerden biri olarak gérmektedir. Noom vd.ne (2001) gére de duygusal
ozerklik kimlik gelisimi acisindan ¢ok 6nemli gorillmektedir. Ergenlik déneminde bireyin saglikli bir 6zerklik siireci
yasayabilmesi 6ncelikle duygusal yonden 6zerklik kazanabilmesine baglhdir.

Bireyin aileden bagimsizlasarak kendi kendine karar verebilme becerisini yasama gegirmesi olarak agiklanan
(Blosdan (1979) aktaran Fozio-Thielk, 2015; Sessa ve Steinberg, 1991) duygusal 6zerklik, ergenlikle ilgili agiklamalarin
odagini olusturan (Beyers ve Goossens, 1999) bir kavramdir. Duygusal 6zerklik éncelikle ana-baba ve akranlardan
duygusal yonden bagimsizlik kazanmaya baslama siireci (Steinberg ve Silverberg, 1986; Steinberg, 2007) olarak ifade
edilebilir. Noom vd. (2001) duygusal 6zerkligin, ergenlerin kendi amaglarini ana-baba ve akranlar1 disinda tanimlama
konusunda kendilerine olan giivenlerinin gelismesiyle kazanildigini ifade etmektedir.

Steinberg ve Silverberg (1986), 10-16 yas arasindaki ergenlerin duygusal 6zerkliginin yas ile gelisme gosterdigini
belirlemistir. Duygusal 6zerklik kazanma siireci hem birey hem toplum agisindan énemli bir siirectir. Duygusal 6zerkligi
yiiksek diizeyde olan bireylerin bagimsiz bir birey olarak davranabilmesi beklenmektedir. Bu agidan duygusal 6zerklige
sahip olan 6grenciler ailelerinden bagimsiz hareket edebilmekle birlikte 6zgiir kararlar da verebilmektedir.

Konusma kaygisinin kendisini gosterdigi belirtiler goz oniine alindiginda, konusma Oncesi ya da konusma
sirasinda kaygiya neden olan ana etmenin, 6grencilerde ozgiiven eksikligi veya 6grencilerin 6zgiir karar verebilme
iradesinin tam olarak gelismemesi gosterilebilir. Ergiine (2009) gore kisi konusurken duruma ve niyetine gére en uygun
kelime ve ctimleleri seger. Kisinin konugurken yapti1 duraksamalardan, diisiinsel bir plan ve secim yaptig1 anlagilir.
Konugma esnasinda en uygun sozciik ve sozciik gruplarinin se¢imi, diistinsel bir planlama yapilabilmesi ve bu diistinsel
planlamanin igerisinden kullanima uygun olanlarin segilerek ifade edilebilmesi bireyin 6zerk olarak karar verebilme
yetisiyle iliskilidir. Ozellikle ortaokul ¢aginda ailesinden duygusal anlamda bagimsizlasamamis bireylerin karar verme
siirecinde zorluklar yasadigi goriilmektedir. Ogrencilere ders diginda herhangi bir konuda fikirleri soruldugunda
diigiincelerini rahatca ifade edemedikleri, karar gerektiren basit bir konuda bile ailelerine danigma yoluna basvurduklari
gozlemlenmektedir. Bu durumun 6grencilerin konusma becerisine olumsuz etkide bulundugu séylenebilir.

Tiirkge Ogretim Programrnda (MEB, 2019), konusma becerisini ilgilendiren gesitli kazanimlar belirlenmistir.
Ancak program, problemden armnmus, ideal bir konusma tablosu ¢izmektedir. Programdaki bu yaklasim, konusma
becerisinin gelistirilmesi siirecinde karsilasilabilecek psikolojik problemlerin tespitine ve giderilmesine yonelik bir
eksiklik tagimaktadir. Ogretim siirecinde programdaki eksikliklerin giderilmesi ise Tiirkge dgretmenlerine birakilmistir.
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Ozbay ve Barutcu’ya (2013) gore bilgi ve ozgiiven eksikligine dayanan ve konugma siirecinde ortaya cikan
psikolojik problemler, giinliik yasamdaki kiigiik bir kesitle gozlemlenebilen fizyolojik problemlere gore daha uzun ve
detayli incelemeler neticesinde degerlendirilebilmektedir. Ozellikle konusma becerisinin gelistirilmesi siirecinde
yaganacak sorunlar, bireyin sosyal yasamini derinden etkileyebilecek iletisim sorunlarina ve kalici dil problemlerine yol
acabilir. Bu nedenle 6grencilerin konusma becerisinin gelisimine engel olabilecek sorunlarin zamaninda tespit edilmesi
ve gerekli onlemlerin alinmasi son derece onemlidir. Bu arastirma ile ortaokul 6grencilerinin konusma becerisinin
gelistirilmesi siirecinde kargilagilan psikolojik sorunlardan biri olan konusma kaygisinin diisiiriilmesi i¢in katk: sunmak
amaclanmistir. Bunun igin de 6grencilerde 6zgiiven ve bagimsiz karar verebilme yetisinin gelismesinde etkili olan
duygusal ozerklik ile konusma kaygisi arasindaki iligki incelenmistir. Anilan ama¢ dogrultusunda su sorulara yanit
aranmuistir:

1. Ortaokul 6grencilerinin duygusal 6zerklikleri ile konusma kaygilar1 arasinda iliski var midir?

2. Ortaokul 6grencilerinin duygusal 6zerkligi, konusma kaygilarinin bir yordayicis1 midir?

Yontem
Model

Bu aragtirma, nicel arastirma desenlerinden iligkisel aragtirma modeli ile yiirtitillmistiir. Karasar’a (2020) gore iliskisel
aragtirma modelleri, iki ve daha ¢ok sayidaki degisken arasinda birlikte degisimin varligini ve/veya derecesini
belirlemeyi amaglayan aragtirma modelleri olarak agiklanmaktadir. Bu aragtirmada da ortaokul 6grencilerinin duygusal
ozerklikleri ile konugma kaygilar: arasindaki iligki ve duygusal 6zerklige bagl olarak ortaokul égrencilerinin konusma
kaygisinda bir degisimin olup olmadigi belirlenmeye ¢alisilmistir. Bunun igin korelasyonel arastirma ydntemi
kullanilmistir. Fraenkel vd.ne (2011) gore korelasyonel arastirmalar kesfedici ve yordayici korelasyon arastirmasi olarak
ikiye ayrilabilir.

Degiskenler arasindaki iliskileri ¢oziimleyerek anlamaya calismak i¢in (Biytkoztirk vd., 2016), ortaokul
ogrencilerinin duygusal 6zerklikleri ile konusma kaygilar: arasindaki iliski kesfedici korelasyon analizi ile incelenmistir.
Fraenkel vd.ne (2011) goére yordayici korelasyon arastirmalarinda degiskenler arasindaki iliskilerden hareketle
degiskenlerden birinden yola gikilarak digeri yordanmaya galisilir. Ortaokul &grencilerinin duygusal ozerkliginin,
konusma kaygilarinin bir yordayicisi olup olmadigini belirlemek i¢in ise regresyon analizi yapilmustr.

Calisma Grubu

Aragtirmanin ¢alisma grubunu, 2021-2022 egitim 6gretim yilinda Bursa ilindeki dért farkli ortaokulda 6grenim
gormekte olan 318 sekizinci sinif 6grencisi olusturmaktadir. Bu okullar kiimelenmis tesadiifi 6rnekleme yontemi ile
belirlenmistir (Fraenkel vd., 2011).

Veri Toplama Araglar1

Aragtirmanin verileri Steinberg ve Silverberg (1986) tarafindan gelistirilen, Deniz vd. (2013) tarafindan Tiirkceye
uyarlanan Duygusal Ozerklik Olgegi (DOO) ile Giindiiz ve Demir (2020) tarafindan gelistirilen Konugma Kaygist Olgegi
(KKO) ile toplanmustir.

Duygusal Ozerklik Olgegi (DOO)

Steinberg ve Silverberg (1986) tarafindan gelistirilen ve Deniz vd. (2013) tarafindan Tiirkgeye uyarlanan DOO
“Ideallestirmeme, Bagimsizlik, Bireylesme” olmak iizere {i¢ boyuttan olusmaktadir. DOOniin ii¢ boyutlu yapist
dogrulayici faktdr analizi ile test edilmis, analiz sonuglarina gore; (RMSEA=.068, RMR=.062, GFI=.93, AGFI=.90,
CFI=.93, NNFI=91), (x%/sd (317.43/74)=4.29; p<.01) Tiirk¢eye uyarlanmig ii¢ boyutlu yapr dogrulanmuistir. Tiirk¢eye
uyarlanan modelin giivenirligini belirlemek igin .79 olarak hesaplanan Cronbach Alfa i¢ tutarlik katsayist DOO'niin
giivenilir oldugunu gostermektedir.

Deniz vd. (2013) tarafindan Tiirk¢eye uyarlanan modelin bu arastirma i¢in gegerliligi aragtirmacilar tarafindan
yapilan birinci diizey dogrulayici faktor analizi ile ayrica incelenmistir. Yapilan analiz sonucunda Bireylesme alt
boyutunda bulunan 7. ve 10. maddeler manidar t degerine sahip olmadig: i¢in dl¢ekten ¢ikarilmistir. Yine Bireylesme alt
boyutunda bulunan 6. ve 14. maddeler arasinda modifikasyon yapilarak hata varyanslar: birlestirilmistir. Bu islemlerden
sonra yapilan analiz sonucuna gore gozlenen degiskenlerin ortiik degiskenleri agiklama oranlary; ideallestirmeme alt
boyutu i¢in .47 ile .68, bagimsizlik alt boyutu i¢in .24 ile .63, bireylesme alt boyutu i¢in .26 ile .71 arasinda oldugu, tiim
maddelerin 6rtitk degiskenleri aciklamada manidar t degerine sahip oldugu gérilmiistiir.

Ayrica, DFA sonucunda elde edilen uyum indeksi degerlerinin; (x2/sd (114,30/49) = 2,3; p<.01), (RMSA =.065,
SRMR=.055, CFI=.91, GFI=.94, IFI=.91, AGFI=.91) oldugu gériilmektedir. Giirbliz ve $ahine (2016) gore; x2/sd
degerinin 3 ve altinda olmas: modelin iyi bir uyum gosterdigine, SRMR degerinin .08’in, RMSAnin .08’in altinda, CFI,
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GFI, IFI ve AGFI degerlerinin .90’1n iizerinde olmasinin modelin kabul edilebilir uyuma sahip olduguna isarettir. DFA
sonucunda, DOO'niin Tiirkgeye uyarlanan ii¢ boyutlu yapisinin dogrulandigi ve bu aragtirmanin ¢alisma grubu
agisindan DOO'niin gegerli oldugu ortaya konulmustur.

Elde edilen biitiin bu verilere gore, DFA sonucunda Ideallestirmeme alt boyutu 5 madde (m1, m3, m8, m11, m13),
Bagimsizlik alt boyutu 4 madde (m2, m4, m5, m9), Bireylesme alt boyutu 3 madde (m6, m12, m14) olmak iizere toplam
12 maddeden olusan ii¢ boyutlu DOO’niin yap1 gegerliligi dogrulanmustir.

Konusma Kaygisi Olgegi (KKO)

Giindiiz ve Demir (2020) tarafindan gelistirilerek gecerlik ve giivenirlik caligmasi yapilan KKO; biligsel, fiziksel ve
duygusal boyutlara sahip toplam 21 maddeden olusmaktadir. KKO'niin yap: gegerligi, dogrulayici faktor analizi ile
incelenmis, analiz sonucunda elde edilen sonuglara gore (x*=303.23, sd=1.639, RMSEA=.038, NFI=.97, NNFI=.98,
GFI=.94, AGFI=.92, CFI=.99, SRMR=.043) dogrulanmistir. Olgegin genel Cronbach’s Alpha degeri .90 ve iki yari
giivenirlik sonucu .86 olarak bulunmustur. Olgegin test-tekrar test degeri r=.78, es deger form giivenirlik degeri r=.50dir.
Biitiin bu veriler degerlendirildiginde bu arastirma i¢in KKO'niin gegerli ve giivenilir oldugu séylenebilir.

Verilerin Toplanmasi

Aragtirmanin verileri 2021-2022 egitim 6gretim yilinda Bursa ilindeki dort farkli ortaokulda 6grenim goéren 8. sinif
ogrencilerinden toplanmigtir. DDO ve KKO uygulamast dncesinde arastirmaci tarafindan grenciler bilgilendirilmistir.
Olgekler aragtirmaci tarafindan, farkli giinlerde, ayr1 ayr1 40’ar dakikalik oturumlar héalinde okullardaki sinif ortaminda
ogrencilere uygulanmistir.

Verilerin Analizi

Ortaokul 6grencilerinin duygusal 6zerklik diizeylerini belirlemek i¢in DDO ile elde edilen veriler aritmetik ortalama ve
standart sapma degerleri acisindan incelenmistir. Caliyma grubunun duygusal 6zerklik diizeylerini belirlemek i¢in
kullanilan 12 maddelik 6lgek, dortlii Likert tipinde (bana hi¢ uygun degil, bana uygun degil, bana uygun, bana tamamen
uygun) derecelendirilmistir. Bu bakimdan 6lgekte ii¢ aralik yer almaktadir. Olgekten elde edilen puanlarin
yorumlanmasinda dikkate alinacak aralik degerleri Tablo 1de verilmistir.

Tablo 1
DDO Aritmetik Ortalama Puani Aralik Degerleri
Puan aralig1’ Duygusal 6zerklik diizeyi
1.00 - 1.75 Diisiik diizey
1.76 - 2.50 Orta diizey
2.51-3.25 Yiiksek diizey
3.26 - 4.00 Cok yiiksek diizey

*(3/4=0.75)

Ortaokul dgrencilerinin konugma kaygi diizeylerini belirmek igin ise KKO ile elde edilen veriler aritmetik ortalama
ve standart sapma degerleri agisindan incelenmistir. Caligma grubunun konusma kaygi diizeylerini belirlemek igin
kullanilan 21 maddelik 6lgek, besli Likert tipinde derecelendirilmistir. Olgekten elde edilen puanlarin yorumlanmasinda
kullanilan aralik degerleri Tablo 2'de verilmistir.

Tablo 2
KKO Aritmetik Ortalama Puani Aralik Degerleri
Puan aralig1* Konusma kayg: diizeyi
1.00 - 1.80 Cok diisiik
1.81 -2.60 Diisiik
2.61 -3.40 Orta
3.41-4.20 Yiiksek
4.21-5.00 Cok yiiksek

*(4/5=0.80)
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Ortaokul 6grencilerinin duygusal 6zerklikleri ile konusma kaygilar: arasindaki iliski basit dogrusal korelasyon
analizi ile incelenmistir. Duygusal 6zerkligin, ortaokul &grencilerinin konusma kaygilarinin bir yordayicist olup
olmadigini belirlemek icin ise basit dogrusal regresyon analizi yapilmistir. Duygusal 6zerklik diizeyine bagl olarak
ortaokul 6grencilerinin konusma kaygi diizeylerinin 6ngoriilebilirligi incelenmistir.

Etik Beyan

Bu ¢aliymada “Yiiksekogretim Kurumlar: Bilimsel Arastirma ve Yayimn Etigi Yonergesi” kapsaminda belirtilen kurallara
uyulmus, “Bilimsel Arastirma ve Yayin Etigine Aykir1 Eylemler” bagligi altinda belirtilen eylemlerden kaginilmigtir.
Yazarlar arasinda ¢ikar ¢atigmasi yoktur, tiim yazarlar ¢aligmaya katk: saglamigtir.

Bu ¢aligmanin etik kurul izni Bursa Uludag Universitesi Sosyal ve Begeri Bilimler Etik Kurulu'nun 26 Kasim 2021
tarihli toplantisinda 2021/10 karar sayusi ile verilmistir.

Bulgular

Ortaokul o6grencilerinin duygusal ozerklikleri ile konugma kaygilarina yonelik yapilan basit dogrusal korelasyon
analizine iligkin veriler Tablo 3’te verilmistir.

Tablo 3
DOO ve KKO Basit Dogrusal Korelasyon Iliskisi
Boyutlar n 1 @) 3) 4) ©) (6) @) ®)
(1) Duygusal 6zerklik 304 1
(2) Ideallestirmeme 304 323" 1
(3) Bagimsizlik 304 258" .496™ 1
(4) Bireylesme 304 .648™ .852" 760" 1
(5) Biligsel 304 -.090 .037 .019 916 1
(6) Fiziksel 304 - 1217 .018 .006 -.033 929" 1
(7) Duygusal 304 -.108 029 .020 -.017 .750™ .894™ 1
(8) Konugma kaygist 304 -.138" -.031 -.030 -0.80 635 .834™ 672" 1

p<.01%p< .05

Tablo 3 incelendiginde, duygusal 6zerklik ile konusma kaygisi arasinda anlamli ve negatif yonli bir iliskinin
oldugu goriilmektedir (r(04) =.-138; p<.05). Konugma kaygisinin fiziksel boyutu ile duygusal 6zerklik arasinda da anlaml
ve negatif yonlii bir iliski bulunmaktadir (rzos) =.-121; p<.05). DDO ve KKO'ii olusturan diger alt boyutlar arasinda ise
anlaml bir iliski bulunmamaktadir. Elde edilen bu sonuglara gore, ortaokul 6grencilerinin duygusal 6zerklikleri ile
konugma kaygilar1 arasinda negatif yonlii bir degisimin oldugu soylenebilir. Diger bir ifadeyle ortaokul 6grencilerinin
duygusal ozerklikleri arttik¢a konusma kaygilar: azalmakta ya da duygusal 6zerklikleri azaldik¢a konusma kaygilar:
artmaktadir.

Ortaokul 6grencilerinin duygusal 6zerkligi ile konusma kaygisina yonelik basit dogrusal regresyon analizine iliskin
veriler Tablo 4’te verilmistir.

Tablo 4
Duygusal Ozerklik ile Konusma Kaygisi Arasindaki Basit Dogrusal Regresyon Analizi

Konusma kaygis B SHB B t P
Sabit 3.615 .206 17.520 .000
Duygusal Ozerklik -214 .089 -.138 -2.418 016

n=304, R=-.138, R?=.019, F=5.849, p<.05
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Duygusal 6zerkligin konusma kaygisin1 ne kadar belirledigini tespit etmek icin yapilan basit dogrusal regresyon
analizi sonucunda, duygusal &zerklik ile konusma kaygisi arasinda anlamli bir iliski gézlenmis (R=-.138, R2=.019),
duygusal 6zerkligin konusma kaygisinin bir yordayicist oldugu belirlenmistir (F(1-302)=5.849, p<.05). Duygusal 6zerklik
konugma kaygisindaki degisimin %1’ini agiklamaktadir. Yordayici degiskenin regresyon denklemine esas kat sayisinin
(B=-.214) anlamlilik testi de duygusal 6zerkligin anlamli bir yordayici oldugunu gostermektedir. Regresyon analizi
sonucuna gore, konusma kaygisini yordayan regresyon denklemi (Konusma Kaygisi=(-.214 x duygusal ézerklik diizeyi) +
3.615) seklindedir.

Analiz sonucunda ulasilan sonuglardan hareketle, ortaokul o6grencilerinin duygusal 6zerklik diizeylerinin
yiikseltilmesinin, konusma kaygisi yiiksek olan 6grencilerin konusma kaygi diizeylerinin diismesine katki saglayacag:
sOylenebilir.

Sonug ve Tartigma

Kaygi problemi ve temsil ettigi alanlara ilgide ve ¢alisma sayisinda muazzam bir artis gozlemlenmektedir. Kayg:
problemine gosterilen ilginin gozlemlendigi alanlardan biri de konusma kaygisidir. Konusma kaygisinin farkls agilardan
bir¢ok arastirmaya konu edildigi goriilmektedir. Bazi arastirmalarda ortaokul 6grencilerinin genel olarak konusma kaygi
diizeylerinin diisiik oldugu (Akalin ve Adigiizel, 2020; Kavruk ve Deniz, 2015) ve bunu da cinsiyetin (Akalin ve
Adigiizel, 2020; Kavruk ve Deniz, 2015), gelir diizeyinin (Akalin ve Adigiizel, 2020; Kavruk ve Deniz, 2015), televizyon
ve internet kullaniminin (Akalin ve Adigiizel, 2020), kardes sayisinin (Akalin ve Adigiizel, 2020) etkiledigi belirlenmistir.
Kesapli ve Cifci (2017) ile Yildirim (2015) tarafindan yapilan ¢aligmalarda ortaokul 6grencilerinin kayg: diizeyinin yakin
gevreye yonelik cok zayif, ders esnasinda orta, okul ici ders dis1 zayif, genel zayif olarak tespit edilmistir. Giindiiz ve
Demir (2022) ise ortaokul 6grencilerinin kendilerinden kaynaklanan kusurlarini onlarin konusma kaygilarini artirici bir
faktor olarak degerlendirmektedir.

Ortaogretim 6grencilerine yonelik yapilan arastirmalarda ise farkli sonuglara ulagilmistir. Gedik (2015) tarafindan
yapilan arastirmada ortadgretim 6grencilerinin konusma kaygilari cinsiyete gore farklilik gostermezken, Sevim ve Gedik
(2014) tarafindan yapilan arastirmaya gore farklihik gostermektedir. Ayni durum okul tiirii i¢cin de s6z konusudur.
Gedike (2015) gore ortadgretim Ogrencilerinin konugma kaygilar1 okul tiiriine gore farklilik gosterirken, Sevim ve
GediKe (2014) gore farkliik gdstermemektedir. Bu tiir ¢eligkili bulgularin nedenleri birka¢ baglikta aciklanabilir.
Ornegin, caligmalarda kullamilan 6rneklem gruplarinin biyiikliigii, yas grubu, sosyoekonomik diizeyleri, kiiltiirel
baglamlari gibi demografik 6zellikler bulgular: etkileyebilir.

Diger yandan ¢esitli yontem ve tekniklerin konusma kaygisina etkisinin incelendigi arastirmalar da mevcuttur
(Asan, 2019; Aydogan, 2019; Bulut, 2015; Demirci, 2019; Hasirci, 2018; Kardas ve Akin, 2019; Kardas ve Sahin, 2016;
Katranct ve Kugdemir, 2015; Kemiksiz ve Giines, 2017; Ozdemir, 2018; Sarikaya, 2020; Tiizemen, 2016). Bu
aragtirmalarda da mikro 6gretim, sozlii anlatim, akademik celiski, drama, dogrudan 6gretim, akran ve 6gretmen geri
bildirimi, hazirlikli konusma, egitsel oyun, kavram haritasi, 5E 6grenme modeli ve konusma egitiminin konusma
kaygisina etkisi ele alinmigtir.

Alanyazinda konusma kaygisinin birtakim degiskenlerle iliskisinin incelendigi arastirmalarin da (Aysel Arslan vd.,
2019; Aysel Arslan, 2018; Baki ve Kahveci, 2017; Golpinar vd., 2018; Giindiiz, 2020; Kartal, 2019; Ozdemir, 2019) oldugu
goriilmektedir. Golpinar vd. (2018), yaptiklar1 aragtirmada konusma kaygisi ile konusma bagarisi arasinda negatif yonlii
bir iliski oldugunu, konusma kaygisinin konusma basarisini olumsuz yonde etkiledigini ortaya koymuslardir. Diger
aragtirmalarda da konusma kaygisi ile etkili konugma becerisi, akademik 6z yeterlik, 6z-yeterlik, yasam becerileri,
ogretmenlik meslegine yonelik tutum, kiltiirel zekd ve duygusal zeka arasindaki iliski ol¢tilmistiir. Alanyazinda
duygusal 6zerklik ile konugma kaygisi arasindaki iliskinin incelendigi herhangi bir ¢aligmaya rastlanmamistir. Bu
arastirma ele alinan konu itibarryla konusma kaygisina yonelik yapilan diger aragtirmalardan farklilik gostermektedir. Bu
yonilyle bu arastirmanin alanyazina katki saglayacag: diisiiniilmektedir. Ortaokul 6grencilerinin duygusal 6zerklikleri ile
konusma kayg: diizeyleri arasindaki iliskinin incelendigi bu arastirmada su sonuglara ulagilmistir:

DDO ile elde edilen aritmetik ortalama ve standart sapma puanlarina gore ortaokul 6grencilerinin genel duygusal
ozerklik diizeylerinin orta, duygusal ozerkligin alt boyutlar: olan “ideallestirmeme”, “bagimsizhik” ve “bireylesme”
boyutlarinda ise yiiksek oldugu belirlenmistir.

KKO ile elde edilen aritmetik ortalama ve standart sapma puanlarina gére ortaokul 6grencilerinin genel konugma
kaygisi diizeylerinin orta diizeyde oldugu tespit edilmigtir. Aragtirmanin bu sonucu, Akalin ve Adigiizel (2020) ile
Kavruk ve Deniz’in (2015) yapmis olduklari aragtirmalara gore farklilik gostermektedir. 1lgili aragtirmalarda ortaokul
ogrencilerinin kayg: diizeyi genel olarak diisiik diizeyde iken bu arastirmada orta diizeydedir. Diger yandan ortaokul
6grencilerinin biligsel konugma kayg: diizeyleri ile fiziksel konusma kayg: diizeyleri orta diizeyde, duygusal konusma
kayg1 diizeylerinin ise yiiksek diizeyde oldugu saptanmustir.

Ortaokul Ogrencilerinin duygusal ozerklikleri ile konusma kaygilari arasinda anlamli bir iliski oldugu tespit
edilmistir. Yapilan korelasyon analizi sonucunda korelasyon katsayisi rzoq=.-138, p<.05 diizeyinde anlamli olarak
bulunmugtur. Konusma kaygisinin fiziksel boyutu ile duygusal 6zerklik arasinda da anlaml ve negatif yonlii bir iliski
belirlenmistir (r@osy =.-121; p<.05). Buna gore ortaokul 6grencilerinin duygusal &zerklikleri ile konusma kaygilar
arasinda anlamli ve negatif yonlii bir iliski bulundugu sonucuna ulagilmistir. Bu sonuglar, ortaokul 6grencilerinin
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duygusal 6zerklikleri arttiginda konugma kaygilarinin azaldigini ya da duygusal ozerklikleri azaldiginda konusma
kaygilarinin arttigini gostermektedir.

Arastirmanin diger bir sonucu da duygusal 6zerkligin konusma kaygisinin bir yordayicisi oldugudur. Yapilan
regresyon analizine gore yordayan degisken duygusal 6zerklik ile yordanan degisken konusma kaygisi arasinda anlaml
bir iligki tespit edilmistir. Analiz sonucunda elde edilen (R=-.138, R?=.019) ve yordayic1 degiskenin regresyon
denklemine esas kat sayisinin (B=-.214) anlamlilik testi bu iligskiyi gostermektedir. Duygusal ozerklik konusma
kaygisindaki degisimin %1’ini agiklamaktadir. Regresyon modeli sonuglar1 ortaokul 6grencilerinin duygusal 6zerklik
puanlarindaki 1 birimlik artisin, konugma kaygisi puanlarinda 0.214 puanlik azalisa neden oldugunu ortaya koymustur.

Bu aragtirmada ulagilan sonuglardan hareketle, psikolojik 6zelliklerin konusma becerisinin gelisimini etkileyen
faktorlerden biri oldugu soylenebilir. Konusma becerisinin gelisimini olumsuz etkileyen konusma kaygisinin
onlenebilmesi veya yliksek konusma kaygisi diizeyinin diisiiriilebilmesi a¢isindan 6grencilerin duygusal 6zerkliklerini
gelistirici etkinlik ve uygulamalara yer verilmesi yararl1 olacaktir.

Duygusal o6zerkligin 10-16 yas araliginda gelistigi géz onitinde bulunduruldugunda birey agisindan ortaokul
kademesinin kritik 6neme sahip oldugu diisiiniilmelidir. Diger yandan bireyin duygusal 6zerkliginin gelisimi yalnizca
okul yasantisina degil, aile ve sosyal cevresiyle iliskili olarak gelistirmesi gereken bazi ozelliklere baglidir. Bu agidan
ortaokul 6grencilerinin konugsma becerisinin gelistirilme siirecinde okul-aile is birligi saglanmali, okullarda bulunan
psikolojik danigma ve rehberlik hizmeti servisleri tarafindan ailelere, 6grencilerin duygusal 6zerkliklerinin gelisimine
katki saglayacak konularda destek saglanmalidir.
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ABSTRACT

The aim of the research is to determine the status of higher-order thinking skills in
Turkish education in line with the opinions of Turkish teachers. The study was
designed with a descriptive qualitative research design, which is among the
qualitative approaches. The participants of the study consisted of eighteen Turkish
teachers working in the Ministry of National Education. The data were collected
through semi-structured interview questions. The data obtained were analyzed by
descriptive analysis method. In this direction, positive and negative opinions on the
status of higher order thinking skills in Turkish education were examined in four
different categories: textbook, curriculum, student and teacher. As a result of the
research, it was determined that Turkish teachers generally had negative opinions
about the status of higher-order thinking skills in Turkish education, they found the
textbooks, curriculum, students and teachers inadequate or deficient in teaching
higher-order thinking skills, and they encountered many problems throughout the
process.

Keywords: Turkish education, Turkish teachers, higher order thinking skills.

he emergence of thinking skills is parallel to the history of

humanity. Thinking, which is one of the most basic qualities

that distinguish human beings from other living things, is
defined by Ciiceloglu (1993) from a holistic perspective and
explained as a cognitive process that human beings carry out
actively, systematically and purposefully, while Semerci (2003), by
including the social and functional aspects of the relevant concept,
explains this ancient skill as a supportive element for social and
individual development that allows people to live a more
comfortable life, to have awareness, to solve the problems they face
more easily and with appropriate methods. When the definitions of
thinking are evaluated from a holistic perspective, it is seen that it
corresponds to a cognitive process and emerges in line with a
conscious effort.

Especially with the social changes brought about by rapid
technological developments, expectations from education systems
have changed, and individuals who memorize and accept
information as it is, raised by the behaviorist approach, have become
unable to keep up with society. Instead, it has become necessary to
raise individuals who think quickly and effectively, make decisions,
question information instead of accepting and using it as it is, access
information, distinguish between useful and useless information,
have problem-solving skills, and adapt their knowledge to new
situations (Ziilfikar Deniz & Sahin Kiirsad, 2023).

Since thinking skills cover mental abilities at various levels and
contents, it is seen that many classifications have been made
regarding these skills. When the classifications were investigated, it
was found that thinking skills are generally divided into two main



categories as low-level and high-level (Beyer, 1984; Anderson & Krathwohl, 2001). There are different taxonomies in the

literature regarding the classification of learning objectives (Anderson & Krathwohl, 2001; Bloom et al., 1956; Haladyna,
1997; Quellmalz, 1991), but among the taxonomies, the Revised Bloom Taxonomy stands out more in terms of
acceptance (Biiyiikalan Filiz & Yildirim, 2019; Cer¢i, 2018; McMillan, 2015; Nitko & Brookhart, 2016). The cognitive
domain levels of the Revised Bloom's Taxonomy are divided into six different headings: remembering, understanding,
applying, analyzing, evaluating and creating. In order to reach more advanced learning levels such as analyzing,
evaluating and creating in the taxonomy, the use of higher order thinking skills is necessary.

Ustiinoglu (2006) defines higher-order thinking skills as the process of defining, analyzing and analyzing the
problem in a problem situation different from the rote learning approach in the traditional education process, while
Barak (2010) explains it as a complex way of thinking that can produce multiple solutions.

Based on the need for new individual characteristics with high-level thinking skills, the development of high-level
thinking skills has become one of the main goals of education. In this direction, it can be said that courses for developing
skills in the mother tongue, such as Turkish, are one of the main pillars of the education to be offered to develop
thinking skills. The main reason for this situation is that language is the main element of thinking activity and a means
of communication (Ozdemir, 2020). In the Secondary School Turkish Curriculum, in accordance with the general trend
of the Ministry of National Education's curricula, an approach has been put forward to support students to grow up as
individuals who use their mother tongue effectively, have a mature identity and character, and have high level thinking
skills. In this direction, raising students who can criticize, question, present original ideas, think analytically in the face
of facts and have awareness is among the goals of the Turkish course (MEB, 2024).

When the studies on higher-order thinking skills in Turkish education are examined, it is seen that the studies
generally focus on activities in textbooks, achievements in the curriculum and Turkish exams. In the studies conducted,
it was observed that the gains in the Turkish curriculum did not include enough higher-order thinking skills (Aslan &
Atik, 2018; Biiyiikalan Filiz & Yildirim, 2019; Cergi, 2018, S6ylemez, 2018), while the activities in Turkish textbooks were
found to be predominantly devoid of relevant skills (Eroglu, 2019; Oluk¢u & Yildiz, 2022; Sarikaya, 2021; Sarikaya,
Yayan, & Yamag, 2023; Sezgin & Gedikoglu flhan, 2019). In addition, similar results were encountered in the
examinations conducted for Turkish course exams and it was seen that the questions were of a nature to reveal lower
level thinking skills according to the Renewed Bloom Taxonomy (Aydin & Uggun, 2020; Kanik Uysal, 2022; Karatay &
Dilekgi, 2019). This situation has been one of the important problems in the field and has found its place in the studies of
researchers for many years.

When the studies on higher-order thinking skills are examined in general, it is determined that higher-order
thinking skills have an important place in the personal and social lives of individuals; they provide superior benefits to
students in all elements of teaching, from textbooks to curricula, from classroom activities to exams. In this respect, it is
seen that there is a need to support related skills. The fact that the studies conducted in Turkish education on the subject
mostly focus on the activities in the textbooks and the learning outcomes in the curricula and do not refer to teachers'
opinions reveals the importance and necessity of this research. Unlike previous studies in the field, this study aims to
determine the status of higher order thinking skills in Turkish education in line with the opinions of Turkish teachers. In
line with this purpose, an answer to the question “What are the positive and negative opinions of teachers about the
status of higher order thinking skills in Turkish education?” was sought.

Method
Model

This study was designed with a descriptive qualitative research design, which is one of the qualitative approaches.
Descriptive qualitative research design aims to comprehensively summarize specific events experienced by an individual
or a community (Lambert, 2012). The design acknowledges the nature of the problem identified, the different
experiences of the participants, and presents the data obtained at the end of the research in a way that directly conveys
the terminology used in the research question (Bradshaw, 2017). In this respect, focusing on the views of Turkish
teachers based on their experiences reveals the necessity of the relevant design and why it was chosen as the research
design.

Participants

The participants of this study consisted of 18 Turkish teachers who were determined by criterion sampling method,
which is one of the purposeful sampling methods. Participants were included in the study on a voluntary basis. In
determining the number of participants, the adequacy of the data obtained, that is, the saturation point, was taken as a
basis. Criterion sampling method is the inclusion of units that meet the criteria determined by the researcher (Creswell
& Plano Clark, 2014). Accordingly, data were collected only from Turkish teachers working in the Ministry of National
Education. The fact that the teachers working in the MoNE are based on the Turkish Language Teaching Program and
use Turkish textbooks is important for determining the opinions on the relevant issues within the scope of the research
and reveals the necessity of the relevant criterion. Information about the participants is given in the table below.
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Tools

The data of the study were collected through semi-structured interview questions. The content of the relevant questions
consisted of eight questions that would allow the evaluation of higher order thinking skills in the context of students,
teachers, textbooks and curriculum. The questions prepared by the researcher were finalized in line with the opinions of
three academicians with expertise in the field of Turkish education and applied to the participants. The related questions
are as follows:

1. How do you evaluate Turkish textbooks in terms of developing students' higher-order thinking skills?
2. What are your views on the Turkish Curriculum in terms of higher order thinking skills?
3. What are your opinions about students in terms of higher order thinking skills?

4. How do you evaluate Turkish teachers in terms of teaching higher order thinking skills?

Data Collection

Before the interviews to collect the data, an interview protocol was sent to the participants and in line with the responses
received, time planning was made with the teachers and the schools were visited. Accordingly, most of the interviews
were conducted face-to-face during lunch breaks and school dismissal times, while four participants were interviewed
online. The interviews lasted 45 minutes on average. It is important that the interview environment is quiet both for the
quality of communication and for better analysis of the audio recordings. Based on this importance, the interviews were
conducted sometimes in the teachers' room, sometimes in the library and empty classrooms, depending on the
environment. After the audio recordings obtained from the interviews were transcribed by the researcher, they were sent
back to the teachers to confirm the accuracy of the data and possible additions.

Data Analysis

The data of the study were analyzed by descriptive analysis method. Descriptive analysis is a qualitative data analysis
method that means examining and evaluating the data according to the themes identified before the research (Yildirim
& Simgek, 2018). The aim of this analysis is to present the collected data to the reader in an organized and evaluated
manner. At the same time, this type of analysis also conveys important information about the general trend thanks to the
holistic perspective it offers to the reader (Cohen, Manion, & Morrison, 2007; Miles & Huberman, 1994). In the analysis
of the data, four main themes, namely textbook, curriculum, student and teacher, were first identified before starting the
research. Then, two different categories consisting of positive opinions and negative opinions were added to the themes
determined based on the literature research. The audio recordings of the data obtained as a result of the interviews were
transcribed. The transcribed data were then coded according to the themes and categories. The reporting of the data was
supported by direct quotations and the opinions of the participants were expressed as “O1, 02, 03..”.

Validity and Reliability

Reporting the data obtained in qualitative research in detail and stating how the results were reached are among the
criteria of validity. In addition, it is important for validity to give direct quotations from the participants of the research
and to explain the results reached in line with these quotations (LeCompte & Goetz, 1982; Merriam, 2013; Yildirim &
Simsek, 2018). In this direction, in order to ensure the internal validity of the research, sample verbatim quotations from
the collected data were included. To ensure external validity, the analysis process and the data obtained were explained in
detail. In order to ensure the reliability of the research, after participant confirmation, the analyses conducted in the
research were examined and verified by three different academics and two Turkish teachers who have expertise in the
field of Turkish education.

Ethical Statement

In this study, all rules specified in the “Directive on Scientific Research and Publication Ethics of Higher Education
Institutions” were followed. None of the actions specified under the second section of the Directive, “Actions Contrary to
Scientific Research and Publication Ethics”, were performed. The ethics committee permission of the study was granted
by Istanbul Aydin University Educational Sciences Ethics Committee at its meeting dated 15.05.2024 and numbered
2024-04.

Findings
Findings Related to Students

In this section, Turkish teachers' views on students in terms of higher order thinking skills are analyzed. When the data
are analyzed, it is seen that Turkish teachers have predominantly negative opinions about students in terms of higher
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order thinking skills. It was determined that various factors such as superficiality of ideas, lack of originality and sense of
inquiry, inability to move away from rote memorization, prior learning, attention span, friends and family environment
negatively affect students' higher order thinking skills. In line with the opinions obtained, it can be said that the student's
social environment such as family and friends, cognitive and psychological substructure such as focusing, or prior
learning in previous academic life have an impact on higher order thinking skills and thus the related process consists of
a multidimensional structure. In addition, the contribution of social media to critical thinking skills should not be
ignored.

Findings Related to Teachers

In this section, Turkish teachers' views on teachers in terms of higher order thinking skills are analyzed. When the data
are analyzed, it is seen that Turkish teachers have negative opinions about teachers in terms of higher order thinking
skills. The main bases of the negative views expressed by the teachers are the anxiety of completing the curriculum,
dependence on textbooks, inability to create original activities, exam-oriented approach of parents, time planning,
traditional teaching approach, classroom management, lack of training and professional fatigue. In line with the data
obtained, it can be said that various factors such as teachers' competencies in the field and educational sciences as well as
the environment and the content of the curriculum have a significant impact on the teaching of higher order thinking
skills.

Findings Related to Turkish Textbooks

In this section, the status of Turkish teachers' higher-order thinking skills in secondary school Turkish textbooks is
analyzed. When the data are analyzed, it is seen that Turkish teachers have predominantly negative opinions about
Turkish textbooks in terms of higher order thinking skills. The superficiality of the activities, the fact that more than one
thinking skill is given at once, the unbalanced distribution of language skills and the lack of space for different thinking
skills constitute the main basis of the negative opinions expressed by the teachers. In addition, teachers stated that
creative writing and case study activities had a positive effect on the process. In line with the data obtained, it can be said
that the content of the activities in the textbooks has a fundamental effect on the teaching of higher order thinking skills.

Findings Related to the Curriculum

In this section, Turkish teachers' views on the Turkish Language Teaching Program in terms of teaching higher order
thinking skills are examined. When the data are examined, it is seen that Turkish teachers have negative opinions about
the Turkish Curriculum in terms of higher order thinking skills. Curriculum content, realism of the curriculum, lack of
sample activities and curriculum literacy constitute the main basis of the negative opinions of the teachers. In line with
the data obtained, it can be said that the problems experienced by the teachers in classroom practices are related to the
content of the curriculum in general, such as the intensity of learning outcomes, realism and concrete examples, and the
level of curriculum literacy is low.

Conclusion and Discussion

As a result of the data obtained from the study; it is understood that Turkish textbooks, Turkish Curriculum, teachers
and students are quite inadequate in terms of higher order thinking skills and there are many problems due to various
reasons.

When the opinions of Turkish teachers on Turkish textbooks in terms of teaching higher-order thinking skills are
analyzed, it is noteworthy that the textbooks are seen as insufficient in terms of the relevant skills and almost all of the
Turkish teachers participating in the study expressed negative opinions. Although there are opinions that some activities
contribute to empathic thinking skills and creative writing activities are effective, the general opinion is the opposite. In
particular, the superficiality of the activities in the textbooks, giving multiple thinking skills at once, unbalanced
distribution of language skills and repetition and not including different high-level thinking skills are among the most
prominent and recurring problems. In line with the data obtained, it is seen that the activity contents in the textbooks
have an important share in the teaching of higher order thinking skills. When studies on the subject were investigated, it
was concluded that Turkish textbooks at the secondary school level are extremely inadequate in teaching higher-order
thinking skills, and more than half of the activities in the textbooks do not include elements related to higher-order
thinking skills at all (Eroglu, 2019; Oluk¢u & Yildiz, 2022; Sarikaya, 2021; Sarikaya, Yayan, & Yamag, 2023; Sezgin &
Gedikoglu Ilhan, 2019). In this direction, it can be said that the relevant studies support the results of the research.

When the opinions of Turkish teachers on the 2024 Turkish Lesson Curriculum were examined in terms of
teaching higher order thinking skills, it was found that a significant portion of the teachers who participated in the
research stated that they had no idea about the curriculum, while the teachers who expressed an opinion found the
curriculum inadequate. While the lack of sample lesson plans and activities in the program is seen as the main
deficiency, the intensity of the curriculum and the lack of applicability of the program constitute the other factors of
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negative opinions. In line with the data obtained, it can be said that especially the problems experienced by the teacher in
classroom practices are related to the content of the curriculum in general terms such as the intensity of the learning
outcomes, realism and providing concrete examples, and the level of curriculum literacy is low. When the studies on the
subject are examined, it is concluded that the acquisitions in the Turkish curriculum mainly address low-level thinking
skills and that the curriculum is insufficient in terms of teaching high-level thinking skills (Aslan & Atik, 2018;
Biiyiikalan Filiz & Yildirim, 2019; Soylemez, 2018). In addition, in Cergi's (2018) study, it was stated that higher-order
thinking skills have an unbalanced distribution on the gains, and there are differences in the gains related to
comprehension and expression skills. From this point of view, it is seen that the problems identified in the literature
support the views reached in the research.

When the opinions of Turkish teachers regarding teacher competencies in terms of teaching higher-order thinking
skills are analyzed, it is determined that almost all of the participants see teachers as inadequate. Inability to create
activities related to the teaching of higher-order thinking skills, commitment to the traditional teaching approach and
lack of training on higher-order thinking skills within the scope of both university and post-service in-service training
are among the factors that reveal negative opinions, while the exam-oriented approach and pressure of parents, time
planning, classroom management and professional fatigue are seen as other problems that negatively affect the teaching
of higher-order thinking. In line with the data obtained, it can be said that various factors such as teachers' competencies
in the field and educational sciences as well as the environment and the content of the curriculum have a significant
effect on the teaching of higher order thinking skills. When the studies on the subject are examined, it is seen that the
studies are mostly aimed at examining the exams prepared by teachers and are similar to the results obtained in this
study. In related studies, it is concluded that the exams prepared by Turkish teachers mostly address lower level thinking
skills (Aydin & Uggun, 2020; Kanik Uysal, 2022; Karatay & Dilekei, 2019). In this respect, it can be said that the results
obtained overlap with the data of the study.

When the opinions of Turkish teachers regarding student competencies in terms of higher-order thinking skills are
examined, it is determined that the majority of students find higher-order thinking skills inadequate. Although some
teachers state that students have critical thinking skills due to social media, a large portion of the participants stated that
students have difficulty in abstract thinking and have superficial ideas, their attention span is very short, they cannot
produce original ideas, their previous learning is insufficient, their family environment is not supportive, they cannot get
away from the rote-learning mentality, and peer bullying negatively affects higher-order thinking skills. In line with the
opinions, it can be said that the student's social environment such as family and friends, cognitive and psychological
infrastructure such as focusing, or prior learning in their previous academic life have an effect on higher-order thinking
skills, and a multidimensional process should be taken into consideration for the development of relevant skills.

When the obtained data is examined in general, it is seen that Turkish teachers have a generally negative view on
the status of higher-order thinking skills in Turkish education and encounter many problems on the basis of students,
teachers, textbooks and curriculum.
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oz

Arastirmada, Tirkge 6gretmenlerinin gorisleri dogrultusunda tst diizey disinme
becerilerinin Tiirkge egitimindeki durumunu belirlemek amaglanmaktadir. Caligma,
nitel yaklagimlar arasinda yer alan betimleyici nitel arastirma deseni ile
tasarlanmigtir. Aragtirmanin katilmeilarmi Milli Egitim Bakanliginda galisan on
sekiz Tiirkge 6gretmeni olusturmaktadir. Aragtirmanin verileri yar1 yapilandirilmig
goriisme sorular: ile toplanmigtir. Elde edilen veriler, betimsel analiz yontemiyle
incelenmistir. Bu dogrultuda iist diizey diisiinme becerilerinin Tiirkge egitimindeki
durumuna iliskin olumlu ve olumsuz goriisler; ders kitabi, 6gretim programi, 6grenci
ve Ogretmen olmak ftizere dort farkli kategoride incelenmistir. Arastirmanin
sonucunda st diizey diisiinme becerilerinin Tiirkge egitimindeki durumuna iligkin
Tiirkge Ogretmenlerinin genel olarak olumsuz gorise sahip olduklari, st diizey
diisiinme becerilerinin 6gretimine iliskin ders kitaplarini, 6gretim programini,
ogrencileri ve Ogretmenleri yetersiz veya eksik bulduklari ve siire¢ boyunca g¢ok
saylda sorunla kargilastiklar: tespit edilmistir.

Anahtar kelimeler: Tiirkge egitimi, Tiirkge Ogretmenleri, tst diizey disiinme
becerileri.

paralellik gostermektedir. Insani diger canlilardan ayiran en

temel niteliklerden biri olan diisiinme, Ciiceloglu (1993)
tarafindan biitiinciil bir bakis agisiyla tanimlanarak insanin aktif,
sistemli ve amaca yonelik olarak yiiriittiigii biligsel bir siire¢ seklinde
aciklanirken Semerci (2003) ilgili kavramin toplumsal ve islevsel
yonlerini de isin igine katarak bu kadim beceriyi, insanlarin daha
konforlu bir yasam siirmelerine, farkindalik sahibi olmalarina,
kargilastiklar1 sorunlar1 daha rahat ve uygun yontemlerle
¢ozmelerine imkan taniyan, sosyal ve bireysel gelismelerine
destekleyici bir unsur olarak agiklamaktadir. Diistinme ile ilgili
yapilan tanimlar biitiinciil bir bakis agisiyla degerlendirildiginde
ozellikle biligsel bir siirece karsilik geldigi ve bilingli bir ¢aba
dogrultusunda ortaya ¢iktig1 goriilmektedir.

D isinme becerisinin ortaya ¢ikigl, insanlik tarihi ile

Cagdas diilnyanin ve yasam tarzinin ortaya ¢ikardigi ihtiyaclar,
giiniimiiz bireylerinin belli diisiinme becerilerine sahip olmasini da
gerekli kilmaktadir. Ogrenme-6gretme siireclerinde aligilagelmis
sekilde bilginin dogrudan aktarilmasi yerine diisiinmeyi 6grenme,
diisiinme becerilerine sahip olma gibi beceriler 6nem kazanmigtir
(Unveren Kapanadze, 2018). Ozellikle hizli teknolojik gelismelerin
beraberinde getirdigi toplumsal degisimlerle egitim sistemlerinden
beklentiler degismis, davranisci yaklagimin yetistirdigi; ezberleyen,
bilgiyi oldugu gibi kabul eden bireyler, topluma ayak
uyduramayacak héle gelmistir. Bunun yerine hizl ve etkili diisiinen,
karar verebilen, bilgiyi oldugu gibi kabul edip kullanmak yerine onu
sorgulayan, bilgiye ulasabilen, faydali ve faydasiz bilgiyi ayirt
edebilen, problem ¢b6zme becerisine sahip, bilgilerini yeni
durumlara uyarlayabilen bireyler yetistirmek gereksinim haline
gelmistir (Zilfikar Deniz ve $ahin Kiirsad, 2023).



Diisiinme becerileri gesitli kademelerde ve igerikteki zihinsel yetenekleri kapsadig: i¢in bu becerilere iliskin ¢ok
sayida siniflamanin yapildig gorilmektedir. Yapilan siniflamalar arastirildiginda diisiinme becerilerinin genel olarak alt
diizey ve {ist diizey olmak iizere iki temel basliga ayrildig: tespit edilmistir (Beyer, 1984; Anderson ve Krathwohl, 2001).
Literatiirde 6grenme hedeflerinin de siniflandirilmasina iliskin birbirinden farkli taksonomiler bulunmakta (Anderson
ve Krathwohl, 2001; Bloom vd., 1956; Haladyna, 1997; Quellmalz, 1991) fakat olusturulan taksonomiler icinde
Yenilenmis Bloom Taksonomisi, kabul gorme agisindan daha fazla 6n plana ¢ikmaktadir (Biiyiikalan Filiz ve Yildirim,
2019; Cergi, 2018; McMillan, 2015; Nitko ve Brookhart, 2016). Yenilenmis Bloom Taksonomisi’nin bilissel alan diizeyleri;
hatirlama, anlama, uygulama, ¢oziimleme, degerlendirme ve yaratma olarak alti farkli baghga ayrilmaktadir.
Taksonomideki ¢oziimleme, degerlendirme ve yaratma gibi daha gelismis 6grenme diizeylerine ulagabilmek adina st
diizey diisiinme becerilerinin kullanimi gereklidir. Ders kitaplari, 6gretim programlar: ve siav sorulari olusturulurken
ilgili taksonomiden yararlanilmaktadir (Kanik Uysal, 2022).

Ust diizey diisiinme becerileri kendi icinde birbirinden farkli siniflamaya sahip olsa da genel anlamda bireyin
diistinme siirecine yonelik farkindalik sahibi olmasi, siireci yonetebilmesi ve gerekli gordiigii takdirde miidahale
edebilmesini kapsayan diisiinme tiirlerine karsilik gelmektedir. Diisiinme eylemini diigiinme ve ne sekilde diistindiigiini
takip etme faaliyetlerini icermektedir. Bireyin biligsel siire¢lerinin nasil calistigini algilayarak ilgili stirecleri kontrol altina
almasini ve daha etkili bir 6grenme igin tiim siireci tekrar diizenleyip nitelikli sekilde hayata ge¢irmesini amaglamaktadir
(Giines, 2012). Ustiinoglu (2006), iist diizey diisitnme becerisini geleneksel egitim siirecindeki ezberci yaklagimdan farklt
olarak kargilagilan bir problem durumunda problemi tanimlayabilme, analiz ve ¢oziimleme yapabilme siireci olarak
tanimlarken Barak (2010), birden ¢ok ¢6ziim tiretebilen karmagik diistinme sekli olarak aciklamaktadir.

Ust diizey diisiinme becerilerine sahip yeni birey ozelliklerine iliskin ihtiyagtan hareketle iist diizey diisiinme
becerilerinin gelistirilmesi egitimin esas amaglarindan biri olmugtur. Bu dogrultuda Tiirk¢e gibi ana dilinde beceri
gelistirmeye yonelik derslerin, diisiinme becerilerini gelistirmeye iliskin sunulacak egitimin asil dayanaklarindan biri
oldugu séylenebilir. Bu durumun temel nedeni dilin, diisiinme faaliyetinin esas unsuru ve iletisim araci olmasindan
kaynaklanmaktadir (Ozdemir, 2020). Ortaokul Tiirk¢e Dersi Ogretim Programrnda, Milli Egitim Bakanhigi gretim
programlarinin genel egilimine uygun sekilde, ana dilini etkin kullanan, olgun bir kimlik ve karaktere sahip, iist diizey
diisiinme becerileri yiiksek bireyler olarak yetismelerine destek verecek bir yaklasim ortaya konulmustur. Bu dogrultuda
elestirebilen, sorgulayan, Ozgiin fikirler sunabilen, olgular kargisinda analitik diigiinebilen ve farkindalik sahibi
ogrenciler yetistirebilmek Tiirk¢e dersinin hedefleri arasinda yer almaktadir (MEB, 2024).

Tiirkce egitiminde iist diizey diisiinme becerilerine iligkin aragtirmalar incelendiginde ¢alismalarin genel olarak
ders kitaplarindaki etkinlikler, 6gretim programindaki kazanimlar ve Tiirk¢e smavlari ekseninde yogunlastig:
goriilmektedir. Yapilan aragtirmalarda, Tiirk¢e dersi 6gretim programindaki kazanimlarda st diizey disiinme
becerilerine yeteri kadar yer verilmedigi goriiliirken (Aslan ve Atik, 2018; Biiyiikalan Filiz ve Yildirim, 2019; Cergi, 2018,
Soylemez, 2018) Tiirk¢e ders kitaplarindaki etkinliklerin de agirlikli olarak ilgili becerilerden yoksun oldugu tespit
edilmistir (Eroglu, 2019; Oluk¢u ve Yildiz, 2022; Sarikaya, 2021; Sarikaya, Yayan ve Yamag, 2023; Sezgin ve Gedikoglu
[lhan, 2019). Ayrica Tiirkge dersi sinavlarina yonelik yapilan incelemelerde de benzer sonuglarla karsilagilmis ve
sorularin Yenilenen Bloom Taksonomisine gére daha diisiik diizeyli diisiinme becerilerini ortaya ¢itkaracak mahiyette
oldugu goriillmiistiir (Aydin ve Uggun, 2020; Kanik Uysal, 2022; Karatay ve Dilekei, 2019). Bu durum alandaki 6nemli
sorunlardan biri olarak uzun yillardir aragtirmacilarin ¢aligmalarinda kendine yer bulmugtur.

Ust diizey diisiinme becerilerine iliskin caligmalar genel olarak incelendiginde bireylerin kisisel ve sosyal hayatinda
tst diizey diisiinme becerilerinin 6nemli bir yere sahip oldugu; ders kitaplarindan 6gretim programlarina, siif ici
etkinliklerden sinavlara kadar 6gretimin tiim 6gelerinde 6grenciye tistiin yarar sagladig: tespit edilmektedir. Bu agidan
ilgili yetilerin desteklenmesinin bir ihtiyag oldugu goriilmektedir. Konuya iligkin Tiirk¢e egitiminde yapilan ¢aligmalarin
daha ¢ok ders kitaplarindaki etkinlikler ve ogretim programlarindaki kazanimlara yogunlasmasi ve Ogretmen
goriislerine bagvurulmamasi; bu arastirmanin 6nemini ve gerekliligini ortaya ¢ikarmaktadir.

Aragtirmada Onceki c¢aligmalardan farkli olarak Tiirkge O6gretmenlerinin gorisleri dogrultusunda tst diizey
diigiinme becerilerinin Tiirkge egitimindeki durumunu belirlemek amaglanmaktadir. Bu amag dogrultusunda “Ust diizey
diisiinme becerilerinin Tiirk¢e egitimindeki durumuna iliskin 6gretmenlerin olumlu ve olumsuz gérisleri nelerdir?”
sorusuna cevap aranmistir.

Yontem
Model

Bu aragtirma, nitel yaklagimlar arasinda yer alan betimleyici nitel arastirma deseni ile tasarlanmigtir. Betimleyici nitel
aragtirma deseninde, birey veya bir topluluk tarafindan tecriibe edilen belirli olaylarin kapsamli bir sekilde 6zetlenmesi
amaglamaktadir (Lambert, 2012). Ilgili desen, tespit edilen problemin dogasini, katilimcilarin sahip oldugu farkl
tecriibeleri kabul etmektedir ve aragtirma sonunda elde edilen verileri arastirma sorusunda kullanilan terminolojiyi
dogrudan aktaracak bicimde sunmaktadir (Bradshaw, 2017). Bu dogrultuda, ¢alismada Tiirkce Ogretmenlerinin
tecriibelerinden hareketle goriislerine odaklanilmas: ilgili desenin gerekliligini ve nigin arastirmanin deseni olarak
secildigini ortaya ¢ikarmaktadir.
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Calisma Grubu

Bu arastirmanin katilimcilari, amagli 6rnekleme yontemlerinden biri olan 6lgiit 6rnekleme yontemi ile belirlenmis 18
Tiirkge 6gretmeninden olusmaktadir. Katilmcilar ¢aligmaya goniilliik esas1 dikkate alinarak dahil edilmistir. Katilimer
sayisinin tespit edilmesinde elde edilen verilerin yeterliligi yani doyum noktas: esas alinmustir.

Olgiit 6rnekleme yontemi, aragtirmaci tarafindan belirlenen olgiitlere uygun birimlerin aragtirma kapsamina
katilmasidir (Creswell ve Plano Clark, 2014). Bu dogrultuda arastirmada yalnizca Milli Egitim Bakanliginda ¢aligan
Tiirkge dgretmenlerinden veri toplanmigtir. MEBde ¢aligan 6gretmenlerin Tiirkge Dersi Ogretim Programrni esas
almasi, Tiirkge ders kitaplarini kullanmasi ve aragtirma kapsaminda ilgili hususlara yonelik goriislerin tespit edilmesi i¢in
onem tasimakta ve ilgili Olclitin gerekliligini ortaya koymaktadir. Katilimcilara ait bilgiler asagidaki tabloda yer
almaktadir.

Tablo 1
Arastirmamn Katilimcilarina Ait Bilgiler
Demografik 6zellik n %
Cinsiyet
Erkek 7 39
Kadin 11 61

Ogretmenlik Tecriibesi

1-3y1l 7 39
4-9y1l 6 33
10 y1l ve tizeri 5 28

Tablo 1 incelendiginde arastirmaya katilan Tiirkge 6gretmenlerinin %61’inin kadin, %39’unun erkek oldugu;
%39unun 1-3 yil arasi, %33’tntin 4-9 yil arasi, %28inin 10 yil ve lzeri 6gretmenlik tecriibesine sahip oldugu
goriilmektedir.

Veri Toplama Araglar1

Arastirmanin verileri yar1 yapilandirilmis gériigme sorulari ile toplanmistir. Ilgili sorularin igerigi, iist diizey diigiinme
becerilerinin 6grenci, 6gretmen, ders kitab1 ve 6gretim programi baglaminda degerlendirilmesine imkan tanryacak
mahiyette sekiz sorudan olusturulmustur. Aragtirmaci tarafindan hazirlanan sorular, Tiirkce egitimi alaninda uzmanlhiga
sahip ii¢ akademisyenden alinan goriisler dogrultusunda son halini almis ve katiimcilara uygulanmistir. {lgili sorular
sunlardir:

1. Tirkge ders kitaplarini, Ogrencilerin {ist diizey diigiinme becerilerini gelistirmesi agisindan nasil
degerlendiriyorsunuz?

2. Ust diizey diisiinme becerileri agisindan Tiirkge Dersi Ogretim Programr'na iliskin goriisleriniz nelerdir?
3. Ust diizey diisitnme becerileri agisindan dgrencilere iliskin goriisleriniz nelerdir?

4. Tiirkge 6gretmenlerini {ist diizey diigiinme becerilerinin 6gretimi acisindan nasil degerlendiriyorsunuz?

Verilerin Toplanmasi

Verileri toplamak iizere gerceklestirilen goriismelerden 6nce katilimcilara goriisme protokolii gonderilmis ve gelen
yanitlar dogrultusunda 6gretmenler ile zaman planlamasi yapilarak okullara gidilmistir. Bu dogrultuda goriismelerin
bityiik bir cogunlugu 6gle aralarinda ve okul ¢ikis vakitlerinde yiiz yiize gerceklestirilirken dért katilimei ile ¢evrim igi
goriisme yapilmistir. Goriigmeler ortalama 45 dakika stirmiistiir. Goriigme ortaminin sessiz olmasi, hem iletisim kalitesi
hem de alinacak ses kaydinin daha iyi analiz edilebilmesi adina 6nem arz etmektedir. Bu 6énemden hareketle goriigmeler,
ortamin durumuna bagl olarak kimi zaman Ogretmenler odasinda kimi zaman kiitiiphanede ve bos smiflarda
gerceklestirilmistir. Goriismelerden elde edilen ses kayitlar: arastirmaci tarafindan yaziya gegirildikten sonra verilerin
dogrulugu ve olas1 ekleme durumlari i¢in tekrar 6gretmenlere gonderilerek katilimai teyidine bagvurulmustur.

Verilerin Analizi

Aragtirmanin verileri, betimsel analiz yontemi ile incelenmistir. Betimsel analiz, verilerin arastirma oncesinde tespit
edilen temalara gore incelenmesi ve degerlendirilmesi anlamina gelen nitel veri analizi yontemidir (Yildirim ve Simgek,
2018). Bu analizde hedef, toplanan verileri organize etmis ve degerlendirmis bir sekilde okurun karsisina ¢ikarmaktir.
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Ayni zamanda ilgili analiz tiirti, okura sundugu biitiinciil bakis acis1 sayesinde genel egilime iliskin de énemli bilgiler
aktarmaktadir (Cohen, Manion ve Morrison, 2007; Miles ve Huberman, 1994). Verilerin analizinde aragtirmaya
baslamadan once ilk olarak ders kitabi, 6gretim programi, Ogrenci ve Ogretmen olmak iizere dort ana tema
belirlenmistir. Daha sonra alanyazin aragtirmalari esas alinarak tespit edilen temalara; olumlu goriis ve olumsuz goriisten
olusan iki farkli kategori eklenmistir. Goriigmeler sonucunda elde edilen verilere ait ses kayitlar1 yaziya gecirilmistir.
Ardindan yaziya gegirilen veriler, temalara ve kategorilere gore kodlanmigstir. Verilerin raporlanmasi dogrudan alintilarla
desteklenmis ve katilimcilara ait goriisler “O1, 02, O3...” seklinde aktarilmgtir.

Gegerlik ve Giivenirlik

Nitel aragtirmalarda elde edilen verilerin detayli olarak raporlanmasi, sonuglara nasil ulagildiginin belirtilmesi, gegerligin
olgiitlerindendir. Ayrica aragtirmanin katilimcilarindan dogrudan alintilar vermek ve bu alintilar dogrultusunda ulasilan
sonuglar1 agiklamak gegerlik icin 6nemlidir (LeCompte ve Goetz, 1982; Merriam, 2013; Yildirim ve $imsek, 2018). Bu
dogrultuda aragtirmanin i¢ gecerligini saglamak amaciyla toplanan verilerden 6rnek birebir alintilara yer verilmistir. Dig
gecerligin saglanmasi i¢in analiz siireci ve elde edilen veriler ayrintili olarak agiklanmistir. Arastirmanin giivenirligini
saglamak amaciyla katiimci teyidine basvurulduktan sonra aragtirmada gergeklestirilen analizler, Tiirke egitimi
alaninda uzmanliga sahip ii¢ farkli akademisyen ve iki Tiirk¢e 6gretmeni tarafindan incelenmis ve dogrulanmastir.

Etik Beyan

Bu galismada “Yiiksekogretim Kurumlar: Bilimsel Aragtirma ve Yayin Etigi Yonergesi” kapsaminda uyulmas: belirtilen
tim kurallara uyulmustur. Yonergenin ikinci boliimii olan “Bilimsel Arastirma ve Yayin Etigine Aykir1 Eylemler” bashig
altinda belirtilen eylemlerden hicbiri gerceklestirilmemistir. Calismanin etik kurul izni Istanbul Aydin Universitesi
Egitim Bilimleri Etik Kurulu'nun 15.05.2024 tarihli ve 2024-04 say1li toplantisinda verilmistir.

Bulgular

Bu boliimde arastirmanin problemi dogrultusunda elde edilen veriler tablolara aktarilmis ve 6gretmen goriislerine dair
ornekler sunulmustur.

Ogrencilere iliskin Bulgular

Bu boliimde Tiirk¢e Ogretmenlerinin, iist diizey diisiinme becerileri agisindan ogrencilere yonelik goriisleri
incelenmistir.

Tablo 2
Ust Diizey Diigiinme Becerileri A¢isindan Ogretmenlerin Ogrencilere Iliskin Goriigleri
Tema Kategori Dogrudan alint1
Ust diizey diisiinme Yiizeysel fikirler “Cevaplar genelde genelgecer oluyor, derin diisiinmede ¢ok zorlanyorlar” (016)

becerileri agisindan
ogrenciden kaynaklanan

Ll Ozgiin olamama “Yaraticiliktan uzaklar, birbirlerini veya sosyal medyada gérdiikleri seyleri tekrarliyorlar” (O9)
sinurliliklar

Sorgulama eksikligi “Genelde gelen her bilgiyi dogru kabul ediyorlar, arka plamm irdelemiyorlar”(01)
Odaklanma siresi “Ogrenciler elestiremiyor ¢iinkii odaklanamiyorlar. Odaklanma siireleri cok kisa” (013)

Ezberci zihniyet “Cocugu diisiindiirmeye de sevk etsem en kisa yoldan sonuca ulasmaya ¢alistyor, ugrasmak
istemiyor” (O11)

Akran zorbalig “Cocuklar elestirmekten, fikirlerini agiklamaktan kaginiyor. Arkadaglarinin  tepkilerinden
gekinebiliyorlar” (O11)

flkokul 8gretimi “flkokulda herhangi bir iist diizey diisinme becerisi ile tamsmayan ya da ¢ok az yeterlilikteki
dgrenciler, ortaokulda eksikliklerini giderememektedir”(07)

Aile ortamu “Ailedeki duyarhilik, evdeki yaklasim okula olumlu yanstyor” (09)
Ust diizey diisiinme
becerileri agisindan Sosyal medyanin “Elestirel diisiinmeye yatkinlar ¢iinkii sosyal medya aliskanhiklar: oldugu icin olumsuz elestiri
ogrencilerin giglii yonleri  katkis yapma kaslari oldukga geliskin.”(O6)
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Tablo 2 incelendiginde iist diizey diisiinme becerileri agisindan Tiirk¢e 6gretmenlerinin 6grencilere iligkin agirlikh
olarak olumsuz goriise sahip oldugu goriilmektedir. Fikirlerin yiizeyselligi, 6zgiinligiin ve sorgulama anlayisinin
eksikligi, ezberci zihniyetten uzaklagamama, 6n 6grenme, dikkat siiresi, arkadas ve aile ortamu gibi ¢esitli faktorlerin
ogrencilerin iist diizey diisiinme becerilerini olumsuz yonde etkiledigine iliskin goriisler tespit edilmistir. Elde edilen
gorisler dogrultusunda 6grencinin aile ve arkadaglar: gibi sosyal ¢evresinin, odaklanma gibi bilissel ve psikolojik alt
yapisinin veya onceki akademik hayatindaki 6n 6grenmelerinin iist diizey diisiinme becerileri tizerinde etkisi oldugu ve
boylece ilgili siirecin ¢ok boyutlu bir yapidan olustugu séylenebilir. Ayrica konuya iliskin olumlu goriiste belirtilen sosyal
medyanin elestirel diisiinme becerisine olan katkisi, goz ard1 edilmemelidir.

Ogretmenlere iliskin Bulgular
Bu boéliimde Tiirkge Ogretmenlerinin, iist diizey diiglinme becerileri acgisindan &gretmenlere iliskin goriisleri
incelenmistir.

Tablo 3
Ust Diizey Diisiinme Becerilerinin Ogretimi Agisindan Ogretmenlerin Ogretmenlere Iliskin Gériigleri
Tema Kategori Dogrudan alint1
Ust diizey Miifredat1 yetistirme “Cogunlukla ilk amacimiz konular: yetistirmek oluyor. Bahsettiginiz iist diizey diistinme
diiginme kaygist etkinliklerine yeterli vakit kalmyor” (O10)
becerileri
agisindan
ogretmenden ~ Ders kitabina baglilik “Gegisten gelen bir aliskanlik var. Kitap iizerinden ilerleniyor. Orada ne sunulduysa o, ayrica bir
kaynaklanan etkinlik cok yapilmyor.” (O5)
sinirhiliklar
Etkinlik olusturamama “Bunlarla ilgili bir egitim almadik, ne iiniversitede ne de sonrasinda. Acik¢a soylemek gerekirse

kendim etkinlik iiretmede zorlanmyorum.” (O04)

Veli yaklagim1 “Miifredat disina ¢iktigimizda, ekstra bir seyler yapmak istedigimizde bu veli tarafindan olumlu
karsilanmuyor. Ozellikle 8. simf velileri siirekli ssnava hazirlik yapilmasim istiyor.” (012)

Zaman planlamasi “Ust diizey diisiinmeye yonelik etkinlik yaptirdigimda genelde zaman yetismiyor. Ogrencilerin cevap
verme siireleri icerige gore degisebiliyor.” (017)

Geleneksel 6gretim yaklasimi ~ “Ogretmenler gelencksel dgretime yogun bir sekilde devam etmekte ciinkii bu dgretmenlere daha
kolay geliyor” (O15)

Sinuf yonetimi “Bahsettiginiz gibi farkh bir etkinlik yaptigimda sinif dagilabiliyor.” (O9)

Egitim eksikligi “Universitede veya ¢alismaya basladiktan sonra hizmet ici olarak iist diizey diizey diisinme becerileri
ile ilgili bir egitim almadik” (O11)

Mesleki yorgunluk “Gozlemledigim kadariyla ogretmenlerde belli bir kidem yilindan sonra korelmislik oluyor ve ders
kitaplarimin da etkisi ile kendini tekrar eder hdle geliyorlar. Bahsettiginiz etkinlikler ikinci planda
kalyor” (03)

Tablo 3 incelendiginde iist diizey diisiinme becerileri agisindan Tiirkge &gretmenlerinin, 6gretmenlere iliskin
olumsuz goriise sahip oldugu gorillmektedir. Miifredat1 yetistirme kaygisi, ders kitabina bagliik, 6zgiin etkinlik
olusturamama, velilerin sinav odakli yaklagimi, zaman planlamasi, geleneksel 6gretim yaklagimi, sinif yonetimi, egitim
eksikligi ve mesleki yorgunluk; 6gretmenlerin ilettigi olumsuz goriislerin temel dayanaklarini olusturmaktadir. Elde
edilen veriler dogrultusunda 6gretmenlerin alan ve egitim bilimlerine iligkin yeterliliklerinin yani sira ¢evre ve 6gretim
programinin igerigi gibi ¢esitli faktorlerin, iist diizey diisiinme becerilerinin 6gretiminde 6nemli etkiye sahip oldugu
sOylenebilir.

Tiirkge Ders Kitaplarina iliskin Bulgular

Bu boéliimde Tiirk¢e 6gretmenlerinin, st diizey diisiinme becerilerinin ortaokul Tiirk¢e ders kitaplarindaki durumuna
iliskin incelenmistir. Tablo 4 incelendiginde tist diizey diisiinme becerileri agisindan Tiirkge 6gretmenlerinin, Tiirkge
ders kitaplarina iligkin agirlikli olarak olumsuz goriise sahip oldugu goriilmektedir. Etkinliklerin yiizeyselligi, birden
fazla diisiinme becerisinin tek seferde verilmesi, dil becerilerindeki dengesiz dagilim ve farkli diiginme becerilerine yer
verilmemesi; Ogretmenlerin ilettigi olumsuz goriislerin temel dayanaklarini olusturmaktadir. Ayrica Ogretmenler,
yaratic1 yazma ve drnek olay etkinliklerinin siirece olumlu etkisi oldugunu belirtmistir. Elde edilen veriler dogrultusunda
ders kitaplarindaki etkinlik iceriklerinin, iist diizey diistinme becerilerinin 6gretiminde temel etkiye sahip oldugu
sOylenebilir.
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Tablo 4
Ust Diizey Diisiinme Becerileri Agisindan Tiirkge Ders Kitaplarina Iliskin Ogretmen Goriisleri

Tema Kategori Dogrudan alint1

Etkinliklerin yiizeyselligi “Kitaptaki sorular kisa cevapl yamtlardan olusuyor. Ogrencileri diisiindiirecek soru
sayist ok az. Basit diizey gikarimlar yeterli oluyor” (O1)

Ust diizey diigiinme becerileri
agisindan Tiirkge ders
kitaplarindan kaynaklanan

Yogunluk “Ogrenciler zaten zorlaniyor bazen birden fazla beceri i¢ ige gecmis oluyor, isin
icinden ¢ikamiyorlar”(07)

sinirhiliklar
Dil becerilerine dagilim “Igili beceriler daha ¢ok okumada bulunuyor. Konusmada yok denecek kadar az
diyebilirim.” (09)
Cesitsizlik ‘Agirlik analitikte bence, bahsettiginiz ¢ogu diistinme becerisi ya yok ya da ¢ok az...”
(03)
Ust diizey diigiinme becerileri Yaratici yazma etkinlikleri  “Yaratic: yazma etkinlikleri var. Yararl, dgrencilerin hosuna gidiyor.” (O18)
agisindan Tirkge ders
kitapl ticlii yonleri .
T1apIariIi gueit yoret! Ornek olay etkinlikleri “Konusma etkinliklerinde verilen ornek olaylar: begeniyorum, empatik diistinme

yeteneklerini cahstirdigini diisiiniiyorum.”’(05)

Ogretim Programina Iligkin Bulgular

Bu béliimde Tiirkge 6gretmenlerinin, iist diizey diisiinme becerilerinin &gretimi agisindan Tiirkge Dersi Ogretim
Programr’na iliskin goriisleri incelenmistir.

Tablo 5
Ust Diizey Diisiinme Becerileri Agisindan Tiirkge Dersi Ogretim Programi’na Iliskin Ogretmen Goriisleri
Tema Kategori Dogrudan alintt
Ust diizey diisiinme becerileri ~ Miifredat igerigi “Miifredat: yetistirme diisiincesi, konu yigilmalari; etkinlikleri yetistirme konusunda
agisindan 6gretim zaman problemi yagsatiyor.” (03)
programindan kaynakli
sinirhiliklar s “ iy .
Programin gergekgiligi Programin teorisi, kalabalik siniflarda ve sadece ders kitabi etrafinda kurgulanmis

siireclerle uygulanamayacak kadar gercek disi. Ozetle teorik olarak iyi goriinen
program uygulamada sinifta kalmaktadir”(02)

Ornek etkinlik eksikligi “Eski programda oldugu gibi ornek etkinlikler yok. Ust diizey diisiinmeyi nasil
dgretecegimizi bilmiyoruz.” (09)

Program okuryazarligi “Samimi bir cevap vermek gerekirse programi ¢ok bilmiyorum. Bence ¢ogu kisi de
bilmiyor, bir fikrimiz yok” (010)

Tablo 5 incelendiginde st diizey diisiinme becerileri agisindan Tiirkge dgretmenlerinin, Tiirkge Dersi Ogretim
Programrna iliskin olumsuz goriise sahip oldugu gériilmektedir. Miifredat igerigi, programin gercekgiligi, 6rnek etkinlik
eksikligi ve program okuryazarligy; 6gretmenlerin ilettigi olumsuz goriislerin temel dayanaklarini olusturmaktadir. Elde
edilen veriler dogrultusunda ozellikle 6gretmenin siif i¢i uygulamalarda yasadigi sorunlarin 6gretim programinin
kazanim yogunlugu, gercekgiligi ve somut 6rnek sunmasi gibi genel anlamda icerigiyle iliskilendirildigi ve program
okuryazarlik seviyesinin diisiik oldugu soylenebilir.

Sonug ve Tartigsma

Calismadan elde edilen veriler sonucunda Tiirkge ders kitaplarinin, Tiirkge Dersi Ogretim Programrnin, gretmenlerin
ve 0grencilerin st diizey diisiinme becerileri agisindan oldukga yetersiz kaldig1 ve ¢esitli nedenlerden dolay: ¢ok sayida
sorunun var oldugu anlagilmaktadur.

Ust diizey diigiinme becerilerinin 6gretimi agisindan Tiirkce 6gretmenlerinin Tiirkge ders kitaplarina iligkin
goriisleri incelendiginde ders kitaplarinin ilgili beceriler a¢sindan yetersiz gorilldiigii, arastirmaya katilan Tiirkge
Ogretmenlerinin neredeyse tamaminin olumsuz goriis belirttigi dikkat ¢ekmektedir. Her ne kadar bazi etkinliklerin
empatik diisiinme becerisine katki sagladigina ve yaratic1 yazma galismalarinin etkili olduguna iliskin goriisler olsa da
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genel kani tam aksi yondedir. Ozellikle ders kitaplarindaki etkinliklerin yiizeyselligi, diisiinme becerilerinin tek seferde
¢oklu olarak verilmesi, dil becerilerine dengesiz dagilim ve tekrara diisiilerek farkli iist diizey diisiinme becerilerine yer
verilmemesi 6n plana ¢ikan ve tekrar eden sorunlarin baginda gelmektedir. Elde edilen veriler dogrultusunda ders
kitaplarindaki etkinlik iceriklerinin, {ist diizey diisiinme becerilerinin 6gretiminde 6nemli bir paya sahip oldugu
gorillmektedir. Konuya iligkin ¢aligmalar arastirildiginda ortaokul seviyesindeki Tiirkce ders kitaplarinin tst diizey
diistinme becerilerinin 6gretimi konusunda son derece yetersiz oldugu, ders kitaplarinin i¢inde yer alan etkinliklerin
yarisindan fazlasinda iist diizey diisiinme becerilerine iliskin unsurlara hig yer verilmedigi sonucuna ulagilmistir (Eroglu,
2019; Olukeu ve Yildiz, 2022; Sarikaya, 2021; Sarikaya, Yayan ve Yamag, 2023; Sezgin ve Gedikoglu Ilhan, 2019). Bu
dogrultuda ilgili caligmalarin, aragtirmanin sonucunu destekler nitelikte oldugu soylenebilir.

Ust diizey diisiinme becerilerinin 6gretimi agisindan Tiirkge 6gretmenlerinin, 2024 Tiirkge Dersi Ogretim
Programrna iligskin goriisleri incelendiginde arastirmaya katilan 6gretmenlerin 6énemli bir bolimi, 6gretim programi
hakkinda fikir sahibi olmadigini ifade ederken goriis bildiren 6gretmenlerin programi yetersiz buldugu tespit edilmistir.
Programin iginde 6rnek ders planlari ve etkinliklerin yer almamas: 6n plana ¢ikan temel eksiklik olarak goriiliirken
miifredatin yogunlugu, programin uygulanabilirlikten uzak olmasi olumsuz goriislerin diger faktérlerini
olusturmaktadir. Elde edilen veriler dogrultusunda 6zellikle 6gretmenin sinif ici uygulamalarda yasadig1 sorunlarin
Ogretim programinin kazanim yogunlugu, gercekcilii ve somut ornek sunmasi gibi genel anlamda igerigiyle
iliskilendirildigi ve program okuryazarlik seviyesinin disiik oldugu soylenebilir. Konuya iliskin arastirmalar
incelendiginde, Tiirk¢e dersi 6gretim programindaki kazanimlarin agirlikli olarak alt diizey diisiinme becerilerine hitap
ettigi ve bu duruma bagli olarak programin {ist diizey diislinme becerilerinin 6gretimi agisindan yetersiz oldugu
sonucuna ulasilmaktadir (Aslan ve Atik, 2018; Biiyiikalan Filiz ve Yildirim, 2019; Séylemez, 2018). Ayrica Cerginin
(2018) ¢aligmasinda st diizey diisiinme becerilerinin kazanimlar tizerinde dengesiz bir dagilima sahip oldugu, anlama
ve anlatma becerilerine iligkin kazanimlarda farkliliklar oldugu belirtilmigtir. Buradan hareketle alanyazinda tespit edilen
sorunlarin arastirmada ulasilan gorisleri destekledigi goriilmektedir.

Ust diizey diigiinme becerilerinin 6gretimi agisindan dgretmen yeterliliklerine iliskin Tiirkge 6gretmenlerinin
goriigleri incelendiginde katiimcilarin neredeyse tamamuinin égretmenleri yetersiz gordiigii tespit edilmektedir. Ust
diizey diistinme becerilerinin 6gretimine iliskin etkinlik olusturamama, geleneksel 6gretim anlayisina olan baglilik ve st
diizey diistinme becerileri ile ilgili hem #niversite hem de gorev sonrasi hizmet i¢i egitim kapsaminda bir egitim
alinmamasi; olumsuz goriisleri ortaya ¢ikaran faktorler arasinda ilk siralarda yer alirken velilerin sinav odakli yaklagimi
ve baskisi, zaman planlamasi, sinif yonetimi ve mesleki yorgunluk iist diizey diislinmenin 6gretimini olumsuz etkileyen
diger sorunlar olarak gériilmektedir. Elde edilen veriler dogrultusunda 6gretmenlerin alan ve egitim bilimlerine iligkin
yeterliliklerinin yani sira ¢evre ve 6gretim programinin igerigi gibi cesitli faktorlerin, tist diizey diisiinme becerilerinin
ogretiminde 6nemli etkiye sahip oldugu séylenebilir. Konuya iliskin ¢aligmalar incelendiginde arastirmalarin daha ¢ok
Ogretmenlerin hazirladig1 sinavlari incelemeye yonelik oldugu ve bu ¢aligmada ulagilan sonuglarla benzerlik gosterdigi
goriilmektedir. Ilgili arastirmalarda Tiirkge 6gretmenlerinin hazirladiklari sinavlarin daha ¢ok alt diizey diigiinme
becerilerine hitap ettigi sonucuna ulagilmaktadir (Aydin ve Uggun, 2020; Kanik Uysal, 2022; Karatay ve Dilek¢i, 2019).
Bu agidan ulagilan sonuglarin aragtirmanin verileri ile rtiistiigii séylenebilir.

Ust diizey diisiinme becerileri agisindan ogrenci vyeterliliklerine iliskin Tiirkge Ogretmenlerinin goriisleri
incelendiginde ¢ogunluk olarak 6grencilerin st diizey diistinme becerilerini yetersiz bulduklar: tespit edilmistir. Bazi
ogretmenler 6grencilerin sosyal medyadan kaynakli olarak elestirel diislinme becerisine sahip olduklarini dile getirse de
katilimcilarin biiyiik bir boliimii 6grencilerin soyut diisiinmede zorluk gekerek yiizeysel fikirlere sahip oldugunu, dikkat
surelerinin ¢ok kisa oldugunu, 6zgiin fikir tretemediklerini, onceki 6grenmelerinin eksikligini, aile ortaminin
destekleyici olmadigini, ezberci zihniyetten uzaklagilamadigini ve akran zorbaliginin st diizey diisiinme becerilerini
olumsuz etkiledigini belirtmistir. Goériisler dogrultusunda &6grencinin aile ve arkadaslari gibi sosyal cevresinin,
odaklanma gibi biligsel ve psikolojik alt yapisinin veya Onceki akademik hayatindaki 6n 6grenmelerinin iist diizey
diistinme becerileri tizerinde etkisi oldugu, ilgili becerilerin gelisimi icin ¢ok boyutlu bir siirecin dikkate alinmasi
gerektigi soylenebilir.

Elde edilen veriler genel olarak incelendiginde Tiirk¢e 6gretmenlerinin {ist diizey diisiinme becerilerinin Tiirkge
egitimindeki durumuna iliskin genel olarak olumsuz goriise sahip oldugu; 6grenci, 6gretmen, ders kitab1 ve 6gretim
programi temelinde ¢ok sayida sorunla karsilastig1 goriilmektedir.
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ABSTRACT

The aim of this study is to evaluate, based on teachers' opinions, whether the
production workshops included in the Turkish Language Curriculum for Secondary
Schools have an impact on students' writing skills. This research, conducted in the
field of Turkish language education, is designed as a case study, one of the qualitative
research methods. The study group consists of 42 Turkish language teachers working
in 5th grades in seven different provinces of Tiirkiye (Ankara, Hatay, Mardin,
Erzincan, Istanbul, Izmir, and Konya), selected through purposive sampling. The data
were collected using an information collection form and a semi-structured interview
form. The collected data were analyzed using descriptive and content analysis
techniques. The findings of the study revealed that production workshops help
students improve their ability to express themselves in writing, gain experience in
spelling and punctuation rules, develop a habit of expressing emotions through
writing, increase their writing motivation, enhance their creative writing skills, learn
the stages of writing, and improve their sentence formation skills. The study also
includes teachers’ views on the challenges encountered during the implementation of
production workshops and their suggested solutions.

Keywords: Tiirkiye Century Education Model, Turkish Language Curriculum for
Secondary Schools, production workshop, writing skills.

response to shifting global paradigms, societal transfor-

mations, and technological developments. The COVID-19
pandemic underscored how rapidly education systems must adapt,
leading to the widespread adoption of distance learning and digital
teaching practices. Similarly, the Tiirkiye Century Education Model,
introduced in 2024, reflects an ambitious national vision to cultivate
students who are not only academically competent but also ethical,
self-aware, aesthetically sensitive, and socially responsible. The
model adopts a student-centered approach, transforming learners
from passive recipients into active, independent constructors of
meaning. This transition aligns with contemporary pedagogical
thought, where education is understood as a holistic process
nurturing both intellectual and moral development (Milli Egitim
Bakanlig1 [MoNE], 2024).

Within this broader vision, the 2024 Turkish Language
Curriculum for Secondary Schools prioritizes the development of
students’ comprehension and expression skills in an integrated
manner. Literacy is conceptualized as a multifaceted construct
involving reading, writing, listening, viewing, and speaking. The
program seeks to cultivate individuals who not only use Turkish
effectively but also embody and transmit national values. Emphasis
is placed on differentiated instruction, recognizing students” diverse
learning needs and backgrounds. Diagnostic assessments, flexible
planning, and support/enrichment strategies are integral to
addressing these differences. The curriculum also highlights the role
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of formative and student-friendly assessment, encouraging feedback that builds confidence rather than undermines it.

Writing, as one of the most cognitively demanding language skills, has undergone significant pedagogical shifts.
The process-oriented approach, rooted in the cognitive writing model of Flower and Hayes (1981), reconceptualizes
writing as a recursive and dynamic activity involving planning, composing, reviewing, and revising. Similarly, Graves
(1983) emphasized writing as a personal process that supports individual student growth. In contrast, the genre-based
approach, drawing on Halliday’s (1978) systemic-functional linguistics and elaborated through the Martin and Rothery
(1986) Australian model, views writing as a socially situated practice. Both approaches see writing as constructive and
context-sensitive, and the Tiirkiye Century Education Model expands this vision by positioning writing as a medium for
cultural transmission, value formation, and identity development (MoNE, 2024).

The curriculum introduces Production Workshops as a pioneering element, particularly for writing and speaking
competencies. These workshops aim to foster authentic learning experiences by having students produce texts aligned
with specific themes and genres. The workshops support both individual expression and collaborative learning, moving
beyond traditional form-focused instruction. They integrate digital materials, encourage the use of multimodal tools,
and empbhasize creativity, metacognition, and engagement. Writing activities are designed to be inclusive and motivating,
addressing the diverse readiness levels of students while fostering self-efficacy. Teachers play a critical role in this process
by selecting appropriate strategies and scaffolding the development of cognitive and metacognitive writing skills.

Additionally, the Gradual Release of Responsibility Model (GRRM)—known in the Turkish context as Kademeli
Sorumluluk Devri Modeli—has been adopted to structure the writing instruction process. This model involves a
pedagogical transition from teacher modeling, to guided group work, to independent student production. It ensures that
learners move from novice to expert stages in a scaffolded manner (Pearson & Gallagher, 1983). This model aligns with
international writing pedagogy and supports the program’s broader goal of cultivating independent, reflective, and
competent writers. The Production Workshops not only address academic objectives but also foster identity building,
aesthetic appreciation, and national consciousness, thereby contributing to the formation of well-rounded, virtuous
individuals envisioned by the Tiirkiye Century Education Model.

Based on the aim of this study, which is to evaluate the impact of production workshops in the Turkish Language
Curriculum on students' writing skills from the perspective of teachers, the central research question is:

“What is the impact of production workshops, as introduced in the Tiirkiye Century Education Model, on students’
writing skills?”

The sub-questions formulated to explore this main question are as follows:
1. In which genres do 5th-grade students experience difficulty while producing texts in writing workshops?
2. Which genres do 5th-grade students enjoy writing the most?

3. Are there designated spaces allocated for production workshops in schools? Where are writing workshop
activities generally conducted?

4. What are the teachers’ opinions regarding the effect of writing workshops on students’ writing skills?
5. What are the teachers’ general views on production workshops?
6. What problems do teachers encounter during the implementation of writing workshops?

7. What suggestions do teachers offer regarding the implementation of production workshops?

Method
Model

This study is a qualitative case study that aims to identify the contribution of the production workshops, which were
included in the curriculum for the first time under the Tiirkiye Century Education Model, to the writing skills of
students in middle school Turkish lessons based on teachers’ opinions. A qualitative study is one in which qualitative
data collection methods such as observation, interviews, and document analysis are used (Yildirim & Simsek, 2006).
Since this study aims to comprehensively address and describe the impact of the production workshops introduced in
the 2024 curriculum on middle school Turkish lessons through teachers’ perspectives, it was designed qualitatively. In
the process of this case study, the steps defined by Ucan (2021)—determining research questions, defining the situation
and unit of analysis, preparation, data collection, data analysis, reporting, and dissemination—were followed.

Participants

In this study, which aims to identify the contribution of production workshops included in the Tiirkiye Century
Education Model to middle school Turkish lessons based on teachers’ opinions, the views of Turkish teachers are
essential. In this context, purposeful sampling was used to determine the study group. Purposeful sampling is a method
in which the researcher selects a sample by identifying who can provide the most accurate information for the purpose
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of the study (Atak, 2011). The goal was to reach the opinions of Turkish teachers working under different conditions to
determine the impact of production workshops on writing skills. Accordingly, the study group was selected using the
maximum variation sampling method, one of the purposeful sampling strategies. The selected provinces represent
different geographical regions of Turkey (Eastern Anatolia, Southeastern Anatolia, Central Anatolia, Aegean, and
Marmara), socioeconomic development levels, and rural-urban educational contexts. Thus, it was aimed to collect
teacher opinions from diverse contexts and evaluate the impact of production workshops on writing skills under
different conditions. Ultimately, the study group consisted of 42 Turkish teachers working in 5th grades of middle
schools in seven different provinces of Turkey (Ankara, Hatay, Mardin, Erzincan, Istanbul, Izmir, Konya), selected using
the maximum variation sampling method.

Tools

In this qualitative study, a semi-structured interview form was used to collect in-depth data. The research process began
with the identification of the problem situation. Then, a literature review was conducted to determine how to carry out
the study. Based on this, a semi-structured interview form and a data collection form were prepared by the researcher.

Semi-Structured Interview Form

First, a literature review was conducted on writing skills in the field of Turkish education, and a question pool was
created. Questions were selected from this pool, and a draft interview form was prepared. The final version of the draft
form was determined based on expert feedback. As a result of expert review, the semi-structured interview form
consisted of 7 questions. The form was designed semi-structured to allow for a more detailed and comprehensive
examination of the subject. While preparing the questions, initial simple questions that participants could answer easily
were included, gradually moving to more complex questions through interaction. This method aimed to help
participants express their thoughts more deeply during the interview. The interview form prepared for teachers consisted
of three sections. The first section included two questions aimed at identifying the types of texts 5th grade students
struggle with and enjoy writing. The second section included one question evaluating the physical infrastructure and
usability of production workshops. The third section included four questions to assess the impact of production
workshops on the educational process, identify encountered difficulties, and gather improvement suggestions.

Data Collection

After obtaining the necessary permissions for data collection, preliminary interviews were conducted with participant
teachers. In this preliminary meeting, the purpose, scope, and content of the study were explained. Participants were
informed that their identity information would remain confidential. Then, face-to-face or online interviews were
conducted on scheduled days. Teachers were first provided with an "Informed Voluntary Consent Form," followed by the
demographic data form and the semi-structured interview form. They were asked to answer the questions on the
interview form within 20 minutes. The collected data were then coded and transferred to a digital environment.

Data Analysis

To determine the contribution of production workshops in the OTDOP to students' writing skills based on teachers’
views, the data were analyzed using descriptive analysis and content analysis. During the analysis, participant teachers
were coded as “O” (T) and numbered in order of their interviews, such as O1, 02, O3, etc. While analyzing the data
related to teachers’ opinions, their responses to the sub-problems were coded.

Validity and Reliability

To ensure the validity and reliability of this study, various methods were employed. The interview questions were
submitted to experts before being distributed to teachers, and recommended revisions were made accordingly. The
collected data were independently coded by the researcher, and themes and categories were developed based on these
codes. Additionally, to increase reliability, the data were also independently coded by two subject matter experts. The
inter-coder agreement exceeded 85%, which aligns with the reliability criteria set by Miles and Huberman (1994).
Differences in coding were discussed through expert meetings, and final themes were established accordingly. To
enhance verifiability, the findings were presented to participant teachers for their opinions and confirmation. The
researcher maintained an open, transparent, and unbiased approach at every stage. The study problem was examined in
detail in its natural setting; answers to research questions were evaluated through a cyclical approach incorporating
multiple perspectives. The data collected throughout the research process were described in detail, and direct quotations
from teacher opinions were included. All raw data were securely stored electronically for review if needed.
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among the authors, and all authors contributed to the study. The ethical approval for this study was granted by Gazi
University Ethics Committee on 12.11.2024, at meeting number 18.

Findings

Findings Regarding the Text Types Fifth Grade Students Struggle with While Producing Products in Writing
Workshops

The findings related to the first sub-problem of the study, which investigates the text types fifth-grade students struggle
with while producing products in writing workshops, are presented. Based on teacher feedback, it was found that 60% of
students struggle with informative texts, 31.43% with poetry, and 8.57% with narrative texts. In this context, it was
determined that the most challenging text type for students in writing workshops is informative texts.

Findings Regarding the Text Types Fifth Grade Students Enjoy Writing

The findings related to the second sub-problem of the study, which focuses on the text types fifth-grade students enjoy
writing, are shared. According to the findings, 42.86% of students enjoy writing memoirs, followed by 26.19% who enjoy
writing stories, 21.43% fairy tales, and 4.76% each for diaries and letters. Teachers stated that students' favorite text type
to write is memoirs, followed by stories, fairy tales, diaries, and letters, respectively.

Findings Regarding the Spaces Used for Production Workshops

The findings related to the third sub-problem of the study, which deals with the spaces used for production workshops,
show that 90.48% of schools do not allocate a special space for these workshops. The majority of teachers (73.81%)
conduct writing workshop activities in classrooms, 11.90% in libraries, 4.76% in other spaces like schoolyards, and only
9.52% in specially designated workshop areas. This is attributed to the recent implementation of production workshops,
and it is expected that the number of designated spaces will increase in upcoming academic years.

Findings Regarding Teachers' Opinions on the Effect of Writing Workshops on Writing Skills

Teachers provided 112 positive opinions in six different categories regarding the effect of writing workshops on students'
writing skills. 42% of teachers stated that writing workshops improve students' ability to express themselves in writing.
This category received the highest frequency. One teacher explained that writing workshops help young students start
writing at an early age, enabling them to express themselves better. Another emphasized that working together with
classmates helps students support one another as role models. Additionally, teachers indicated that writing workshops
develop students’ writing motivation, creativity, and ability to structure their ideas.

Findings Regarding the Challenges Faced by Teachers in Writing Workshops

Teachers reported challenges in ten categories, with a total of 86 responses. The most frequently mentioned problems
were insufficient time, crowded classrooms, and low student motivation. Teachers also stated that students’ low readiness
levels, difficulties in vocabulary and grammar, and lack of access to computers negatively affect the process.
Furthermore, they noted challenges in managing classroom discipline and addressing the needs of students with limited
language proficiency, particularly foreign students or those with special needs.

Findings Regarding Teachers' Opinions on Production Workshops

Teachers shared 87 opinions categorized into six themes. The most emphasized benefit was that production workshops
provide students with the opportunity to apply what they have learned. Teachers also mentioned that such workshops
enhance students’ self-confidence, help them develop a sense of success, increase motivation, and improve cooperation
and writing identity. Additionally, teachers appreciated the student-centered nature of workshops and their contribution
to creative and communicative skills.

Findings Regarding Teachers’ Suggestions for Implementing Production Workshops

Teachers provided 53 suggestions categorized into five themes. They suggested that training should be provided to
teachers for effective implementation of production workshops, flexible time schedules should be allowed, suitable
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conditions should be created in schools, short-term activities should be avoided, and activities should be planned
according to students' developmental levels. Moreover, teachers emphasized the importance of having appropriate
materials in classrooms to support all students, including those with learning difficulties or special education needs.

Conclusion and Discussion

Teachers in the study group expressed positive opinions about the production workshops introduced into our
educational system through the Tiirkiye Century Maarif Model. According to the findings obtained from the teachers’
views, it was determined that these workshops increased students’ self-confidence, provided opportunities to apply what
they had learned, and enhanced their motivation by reinforcing their sense of achievement. Furthermore, it was
concluded that these workshops improved students’ ability to express themselves in writing, gave them practical
experience with spelling and punctuation rules, helped them develop the habit of expressing emotions through writing,
enhanced their creative writing skills, enabled them to learn the stages of writing, and improved their sentence
construction abilities.

The Gradual Release of Responsibility Model (GRR), known in the Tiirkiye Century Maarif Model as the Kademeli
Sorumluluk Devri Modeli (KSDM), is based on providing students with step-by-step guidance in the construction of
writing instruction. This model, originally developed by Pearson and Gallagher (1983), is widely known in international
literature. Both the GRR and KSDM empbhasize a teaching process in which the teacher initially plays an active role,
followed by a gradual transfer of responsibility to the student. As in the GRR model, the KSDM also consists of the
stages: modeling, guided practice, and independent application. Therefore, it can be stated that the KSDM aligns directly
with international writing instruction approaches and is consistent with universal teaching principles.

Workshop-based writing instruction is not unique to Tiirkiye. The “Writing Workshop” model, implemented in
many countries, particularly the United States, adopts an active, productive, and process-oriented approach to
developing students’ writing skills (Graves, 1983; Calkins, 1994). Similarly, the production workshops in the Tiirkiye
Century Maarif Model are student-centered and allow students to experience their own writing processes. In this
context, production workshops pedagogically align with contemporary workshop-based practices. The activities
conducted in production workshops also overlap with process-oriented and genre-based approaches widely adopted in
writing instruction. The process-oriented approach views writing as a dynamic process that includes stages such as
planning, drafting, revising, and publishing (Flower & Hayes, 1981). The 2024 Turkish Language Curriculum in Tiirkiye
adopts writing strategies that incorporate these stages. Additionally, the emphasis on writing appropriate to text types in
production workshops reflects the implementation of the genre-based approach. In this respect, the practices in Tiirkiye
are consistent with international writing pedagogy.

Today, writing instruction is no longer limited to traditional pen-and-paper methods but has become integrated
with digital technologies. In particular, multimodal composition encourages students to express their written texts by
incorporating visual, auditory, and digital elements (Walsh, 2010). The production workshops included in the 2024
Turkish Language Curriculum promote the use of digital materials, thereby contributing to the development of students’
digital literacy skills. In this regard, production workshops are aligned with contemporary writing trends. They represent
an innovative and student-centered practice not only within the Turkish context but also in comparison with
international writing instruction approaches. Since production workshops are a new addition in the 2024 Turkish
Language Curriculum for secondary schools and were not included in previous programs, there is currently no research
in the literature specifically addressing this topic. However, the findings related to the sixth sub-problem of the present
study—concerning the challenges teachers face in writing workshops—are consistent with the findings of other studies
examining the problems teachers encounter in writing instruction. The difficulties students experience during writing
activities in regular classroom settings are similar to those encountered in writing workshops.

In this context, the study conducted by Caliskan and Sur (2022), which evaluated Turkish teachers’ views on
speaking and writing activities, revealed that students faced several problems during the writing process. These included
limited vocabulary, lack of prior knowledge, absence of reading habits, lack of motivation, deficiencies in textbooks, and
in some cases, not having basic literacy skills. Similarly, Aydin (2022), in her study on the challenges teachers face during
writing activities in Turkish lessons, reported comparable findings. She found that the most frequently encountered issue
was students’ inability to express themselves. Additionally, high levels of writing anxiety, low motivation for writing, and
difficulties related to various stages of the writing process were also noted as major problems.

Tok and Unlii (2014), in their study aimed at identifying the challenges middle school students face in developing
writing skills in Turkish classes, reached conclusions that align with those of Aydin (2022) and Caliskan and Sur (2022).
Moses and Mohamad (2019), in their study on writing difficulties among secondary school students, pointed out that
students struggle to organize their ideas and structure their writing in a logical manner. These issues are particularly
evident when essential components of writing—such as introduction, development, and conclusion—are lacking. They
also emphasized that students’ insufficient knowledge of grammar and spelling rules complicates the writing process.

Likewise, Ghafar (2023) stated that students’ limited vocabulary hinders their ability to express their thoughts
effectively, which in turn restricts the development of their writing skills. He also noted that students’ low levels of
motivation further increase their reluctance toward writing, highlighting the need to make writing activities more
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engaging. Moreover, deficiencies in time management prevent students from allocating sufficient time to complete
writing tasks, which negatively affects their academic performance (Ghafar, 2023).

In this study, the most frequently encountered problems were identified as students having difficulty expressing
themselves, having limited vocabulary, lacking prior experience, not having acquired writing skills in primary school,
and being unable to plan their writing. Studies conducted in the field (Can & Altunbas Yavuz, 2017; Kusdemir, Kurban &
Bulut, 2018; Bahsi & Sis, 2019; Oztiirk, 2012; Zorbaz, 2011) show that students consistently experience difficulties in
writing skills, and these problems have persisted over the years without significant change. These studies commonly
highlight that the most prevalent problem in writing is students’ struggle to express themselves effectively.

In line with the findings related to the fourth sub-problem of this study, which investigates teachers’ views on the
effect of production workshops on writing skills, it was concluded that writing workshops improve students’ ability to
express themselves. This suggests that the inclusion of writing workshops in the 2024 Turkish Language Curriculum
(OTDOP) offers a solution to the most frequently reported problem in writing instruction.

Within the scope of this study, it was also found that the text type students struggled with the most while
producing written work was informative texts. Similarly, Dunn (2021) stated that students often face difficulties when
writing informative and explanatory texts, primarily because these genres require the organization of complex
information and its clear presentation, which demands advanced language skills and extensive planning. Although
students had the most difficulty writing informative texts, it was also found that the type of text they most enjoyed
writing—also a subtype of informative writing—was the memoir. This preference is attributed to students” desire to write
about personal experiences. Supporting this, Kurudayioglu and Karadag (2010), in their study of 4,861 students” written
expression papers, found that students most often preferred writing about topics from their own lives.

These findings indicate that while fifth-grade students struggle to write formal informative texts such as petitions,
instructions, or résumés, they enjoy writing memoirs that reflect personal experiences. Therefore, in production
workshops, beginning with text types students enjoy writing and gradually transitioning to other forms may help
increase their belief in their ability to produce written work and boost their motivation to write. Based on the results of
this study, memoirs were identified as the genre students enjoyed writing the most, followed by stories, diaries, and fairy
tales. In this context, incorporating diary writing activities into production workshops and encouraging students to keep
journals at home is essential for developing a habit of regular writing. Ozbay and Zorbaz (2012), in their study on
writing apprehension among middle school students, found that keeping a journal significantly reduced the likelihood of
experiencing writing anxiety. To both foster regular writing habits and prevent writing apprehension, it is important to
allow students to write in genres they enjoy within production workshops and to support this with extracurricular
activities. Additionally, Endarwati et al. (2023) emphasized that visual tools help students organize their writing
processes more effectively. These innovative approaches offer significant support for the development of writing skills
and enhance students’ motivation to engage in the writing process. In this regard, integrating visual tools into the writing
process in production workshops is crucial for increasing students’ motivation. Due to the fact that production
workshops are a recent addition to the educational landscape, it has been found that teachers face difficulties in
implementing these workshops, particularly related to time constraints, space limitations, and large class sizes.
According to the research findings, in the majority of schools, no specific areas have been allocated for production
workshops. Most teachers conduct workshop activities in classrooms, while some use libraries or external locations.
Only a small number of participating teachers reported having access to dedicated spaces for writing workshops.

The 2024 Turkish Language Curriculum for secondary schools’ states that it is not mandatory to provide a specially
designated space for production workshops. Instead, it emphasizes that workshop locations should be determined
according to the conditions of each school. However, despite this flexibility in the program, teachers expect more
suitable environments to be established in schools to facilitate the effective implementation of workshop activities.

Time management is a significant challenge, especially due to the densely packed curriculum, which often prevents
students from having sufficient time to complete writing tasks (Hyland, 2003). Moses and Mohamad (2019) also state
that when students are forced to engage in writing under strict time constraints, it increases their stress levels and
negatively affects the quality of their writing. Time limitations pose a serious challenge not only during the writing
process for students but also within the broader educational processes of production workshops. As Moses and
Mohamad (2019) note, time pressure not only elevates students’ stress but also reduces the quality of written output. This
challenge may become even more complex in the context of newly introduced production workshops. Factors such as
limited time, overcrowded classrooms, and lack of proper facilities make it difficult for teachers to conduct workshop
activities effectively. These findings indicate the need for more thoughtful and strategic planning of workshop
implementations. Teachers must adopt more flexible time schedules, appropriate classroom arrangements, and
individualized approaches to better support students in their writing and production processes. Such innovative
solutions can play a key role in increasing the overall effectiveness of production workshop practices. Teachers also
recommend that in order to implement production workshops more effectively, training should be provided to teachers,
flexible time allocations should be offered based on students’ differing writing abilities, and activities should be planned
according to students’ levels. These suggestions aim to contribute to a more efficient and effective execution of the
educational process.
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oz

Bu ¢aligmanin amaci, Ortaokul Tiirkge Dersi Ogretim Programinda (OTDOP) yer
alan iiretim atolyelerinin yazma becerisine etkisinin olup olmadigini 6gretmen
goriislerine gore degerlendirmektir. Tiirkge egitimi alaninda yapilan bu aragtirma
nitel aragtirma desenlerinden durum ¢aligmasina gore tasarlanmustir. Bu ¢aligmanin
grubunu amaglh 6rnekleme ile segilen Tirkiyenin 7 farkl ilinde (Ankara, Hatay,
Mardin, Erzincan, Istanbul, Izmir, Konya) ortaokul 5. siniflarda gorev yapan 42
Tiirkge 6gretmeni olusturmaktadir. Aragtirmanin verileri bilgi toplama formu ve yar1
yapilandirilmig goriisme formu araciligiyla toplanmigtir. Toplanan veriler betimsel
analiz ve icerik analizi teknigi ile incelenmistir. Arastirma sonunda {iretim
atolyelerinin 6grencilerin kendini yazili olarak ifade edebilme becerisini gelistirdigi,
yazim kurallar1 ve noktalama isaretleri konusunda tecriibe sagladigi, duygularini
yazarak ifade etme aligkanligi kazandirdigi, yazma motivasyonlarmni arttirdigs,
yaratict yazi yazabilme becerilerini gelistirdigi, yazma asamalarin1 6grenmelerini
sagladigi ve ciimle kurabilme becerisini gelistirdigi tespit edilmistir. Caligmanin
sonunda tiretim atolyelerinin uygulanmasinda 6gretmenlerin karsilastig1 sorunlara ve
bu sorunlarin ¢éziimiine iligkin 6gretmen goriislerine yer verilmistir.

Anahtar kelimeler: Tiirkiye Yiizyili Maarif Modeli, Ortaokul Tiirkge Dersi Ogretim
Programi 6gretim programy, iiretim atlyesi, yazma becerisi.

gitim yontemleri, uygulamalar1 ve programi diinyadaki tiim

yenilik ve degisikliklerden etkilenir. Nasil ki bir salginin

hayatimiza girmesiyle birlikte uzaktan egitim-6gretim,
uzaktan caligma sekli hayatimiza girdiyse yasam seklimiz, iletisim
yollarimiz degistiyse yeniliklerle de mutlaka ki degisimler olacaktir.
Bu durumun bir ¢iktisi olarak degisen ¢agda ve gelisen zamana ayak
uydurabilen bireyler yetistirmek adina 6gretim programlarinda
degisiklige gidilmistir. 2024 yilinda hazirlanan programda Tiirkiye
yluzyilli hedeflerine uygun bireyler yetistirmek amaciyla Tiirkiye
Yiizyilh Maarif Modeli hazirlanmigtir. Bu hazirlanan model ile
tireten, sorgulayan, diisiinen, elestiren yetkin ve erdemli bireyler
yetistirmek amacglanmaktadir. Bu noktadan bakildiginda bu
program eski programlara gore daha yenilik¢i ve tamamen 6grenci
odaklidir. Burada 6grenci 6grenen konumdan ¢ikarilarak 6grenmeyi
Ogrenen birey olarak ele alinmigtir. 2024 Tiirkiye Yiizyilh Maarif
Modeli ile ahlakli, cesaretli, iradeli, saglikl, iiretken, bilge, estetik,
merhametli, sorgulayan ve vatansever ozelliklere sahip yetkin ve
erdemli insan yetistirmek hedeflenmektedir. 2024 Ortaokul Tiirkce
Dersi Ogretim Programu ise, 6grencilerin Tiirkgenin zenginliklerini
bilerek dili etkili gekilde kullanmay1 ve dil aracihigiyla da Tiirk
kiiltiiriinii 6grenmelerini temel ilke edinmigtir. Ogrencilerin anlama
ve anlatma becerilerine ayni oranda deger verilmis ve bu becerilere
yonelik olarak atélye caligmalari yapilmasi planlanmistir. Bu
programda Ogrencilerin okuryazarlik becerileri yiiksek, degerlerine
bagl Tiirkceyi etkin ve verimli kullanan kimlik ve karakteri olgun
bireyler olmasina yonelik bir yaklasim benimsenmistir. Ogrencilerin
ogrenen de ziyade gelisen bireyler olmas: énemli goriilmektedir. Bu
program araciligiyla 6grencilerin anlama ve anlatma becerilerini



gelistirmeleri, anlama becerilerine yonelik etkinlikler aracilifiyla elestirel bakis agis1 kazanmalari, anlatma
becerilerinden yola ¢ikarak s6z varligini etkin ve verimli kullanmalari, milli konularda duyarli olmalari, dil becerilerini
gelistirmeleri, dili 6zenli ve verimli kullanmalari, okuryazarlik becerilerini gelistirmeleri, estetik ve sanatsal degerleri
benimsemeleri amaglanmaktadir. Ogrencilerin ulagtirilmak istenen erdem ve yetkinliklere dogru yol alabilmesi
agisindan 6gretim siiregleri de Tiirk egitim-dgretim siireclerini uygun bir sekilde planlanmustir. 2024 Tiirkge Ogretim
Programrnin uygulama esasi, Ogrencilerin 6grenim farkliliklari, 6zel durumlar: ve ihtiyaclar1 goéz oOniine alarak
hazirlanmigtir. Bu noktada ilk olarak ortaokullarda gorev yapan 6gretmenlerden beklenen her kademe i¢in 6grencilerin
hazir bulunusluklarinin tespit edilmesidir. Daha sonra planlamanin, eksiklikleri giderecek sekilde yapilmasi
beklenmektedir. Program, anlama ve anlatma becerilerine yonelik etkinliklerin biitiinlesik olarak verilmesi gerektigini
vurgularken o6gretmenlerin, 6grencilerin hazir bulunusluklarina gére 6grenme ve oOgretme uygulamalar: se¢mesi
gerektigini vurgulamaktir.

Ogretim programinda égrencilerin 6grenme diizeylerindeki farkliliklara yonelik olarak farklilagtirma uygulamast
yer almaktadir. Farklilastirma; zenginlestirme ya da destekleme olmak iizere iki kapsamda karsimiza ¢ikmaktadir.
Zenginlestirme, 6grencinin yeterli oldugu bir konuda farkli materyallerle bilgisinin artirilmasina yonelik ¢alismalari
kapsarken destekleme &grencinin basarisini arttirmak icin onu destekleyecek etkinlikler kullanmay: icermektedir.
Burada amag, 6grencilerin bilgilerini zenginlestirmeleri ya da eksik olduklar: konularda onlarin desteklenmeleridir. Bu
programda Olgme araglarinin belirlenmesi noktasinda da 6grencilerin ihtiyaglarina ve 6zel durumlara dikkat edilmesi
gerektigi vurgulanmaktadir. Bu baglamda, 6l¢me ve degerlendirme hususunda 6gretmenlerden beklenen, égrencileri
yargilamadan, onlarin 6zgiivenlerini kirmadan doniitler vermesi; verilen gorevlerin giinliik hayatla iligkilendirilmesi ve
dijital diinyadan yararlanmalarinin saglanmasidir. Uygulama esaslarinda yer verilen 6grenci ihtiyaglaria yonelik
uygulamalar dil becerilerine yonelik de beklenmektedir. Yilin baginda anlama ve anlatma becerilerine yonelik tanilama
Olgiimleri yapilmas: istenmektedir. Bu 6grencilerin o temel becerilerde ne diizeyde olduklarini ve neye ihtiyaglar
oldugunu ortaya koymas: agisindan 6nemlidir. Anlatma becerileri konusma ve yazma olarak degerlendirilen becerilerdir.
Yazma becerisi, insanlarin duygu, diisiince, bilgi ve tecriibelerini yazma kurallara bagli olarak aktarma yetisidir. Yazma
becerisinde, yaziy1 yonetebilme, kurallar1 uygulayabilme igerik olusturabilme ve kendini degerlendirilme yer alir. S6ziin
resimlegtirilmis hali olan bu beceri giinliik hayatin her alaninda karsimiza ¢ikmaktadir. (Ozbay, 2011, s. 115) Yazma
becerisi ile ilgili alanyazinda yapilan ¢aligmalar 6grencilerin yazma siirecinde sorun yasadiklarini ortaya koymaktadir.
(Karakaog Oztiirk, 2012; Susar, 2016; Baskan, 2019; Siigiimlii, 2020; Tiirkben, 2021; Sener ve Kana, 2021) Bu sorunlar
dilbilgisi eksiklikleri, kelime dagarciginin sinirli olmasi ve yaratici diigiinme becerilerindeki yetersizlikler, yazi yazma
sirasinda fikirleri organize etme gibi unsurlardan kaynaklanmaktadir. Ogrencilerin yazma siirecinde karsilastiklar:
sorunlara iligkin yapilan ¢alismalar, bu becerinin gelistirilmesi i¢cin énemli veriler sunmaktadir. Aydin (2022), Tiirk¢e
ogretmenlerinin yazma egitimi uygulamalarinda karsilastiklar1 sorunlari ele aldig: arastirmasinda, 6grencilerin yazim ve
noktalama hatalari, dil ve anlatim eksiklikleri, fikir organize etme zorluklari gibi sorunlarla karsilastigini ortaya
koymustur. Ayrica, bu sorunlarin grencilerde yazma isteksizligi ve diisiik motivasyona yol actig1 belirtilmistir. Benzer
ve Masun (2024), 2021-2023 yillar1 arasinda yazma becerisi tizerine yapilan arastirmalardaki egilimleri inceledikleri
caligmalarinda, yazma becerisiyle ilgili uygulamalarin etkisini 6l¢menin en sik tercih edilen yontem oldugu ve yazma
egitimini siire¢ odakli bir hale getirmenin gerekliligi vurgulanmistir. Ayrica, yazma etkinliklerinin strateji ve yaklagimlar
iizerinden yapilandirilmasinin, dgrencilerin yazma becerilerini gelistirmede etkili oldugu belirtmislerdir. Ogrencilerin
yazma becerilerinde karsilastiklar1 sorunlar, yazma egitiminin yalnizca icerik aktarimi degil, ayn1 zamanda bir siireg
olarak ele alinmasi gerektigini gostermektedir. 2024 Tiirkge Ogretim Programi da bu ihtiyaglara yanit veren yenilikgi
uygulamalar: biinyesinde barindirmaktadir. Yazma becerisi, dil egitiminin en karmagik ve bilissel yonii en yogun olan
alanlarindan biridir. Bu nedenle yazma 6gretimine iligkin uluslararas: yaklasimlar zaman i¢inde degismis, 6grenciyi pasif
bir metin ireticisi olmaktan ¢ikarip etkin bir anlam kurucuya doniistirmeyi amaglamistir. Bu baglamda stire¢ temelli
yazma yaklasimi (Process-Oriented Approach), ozellikle Flower ve Hayes’in (1981) biligsel yazma modeliyle teorik bir
zemin kazanmig; yazma siirecini planlama, metni iiretme, gézden gegirme ve yeniden yazma gibi asamalara ayirarak
Ogrencinin metinle iligkisini siirekli ve dinamik bir siire¢ olarak ele almistir. Benzer sekilde, Graves (1983) de yazma
Ogretiminin, 6grencinin bireysel gelisimini destekleyen bir siire¢ olarak yapilandirilmas: gerektigini vurgulamigstir. Buna
karsin, tiir temelli yazma yaklasimi (Genre-Based Approach), 6zellikle Halliday'nin (1978) sistemik-dilsel kurami ile
iligkilendirilmis ve metinlerin toplumsal islevlerini dikkate alan bir yazma Ogretimi modelini benimsemistir. Bu
yaklasim, 6zellikle Martin ve Rothery (1986) tarafindan gelistirilen Avustralya modeliyle kurumsallagsmis ve her metin
tirtiiniin kendine 6zgii yapisal, dilsel ve baglamsal ozelliklerine goére Ogretilmesi gerektigini savunmustur. Her iki
yaklasim da yazma becerisini yapilandirici bir etkinlik olarak ele alirken; Tiirkiye Yiizyilh Maarif Modeli, yazmay:
yalnizca bir dil becerisi degil, ayn1 zamanda deger aktariminin, kiiltiirel mirasin ve sahsiyet insasinin bir araci olarak
konumlandirmaktadir. Model, 6grencinin yazma siirecinde diisiince {iretimini, kavramsal derinligi ve estetik duyarlilig1
esas alarak yazma eylemini anlam kurma siireci olarak tanimlar (MEB, 2024). Bu yoniiyle program, bireyin hem bilissel
hem ahlaki gelisimini hedef alan biitiinctil bir yazma anlayisi sunmakta, uluslararasi yazma yaklagimlarinin teknik
boyutlarini yerel degerlerle harmanlayarak 6zgiin bir yol izlemektedir. Programda, yazma becerisi uygulama esaslarinda
Ogretmenlerin egitim-6gretime tanimlama Ol¢timleri ile baslamasi gerektigini vurgulamaktir. ~Programda, yazma
becerisi uygulama esaslarinda Ogretmenlerin egitim-6gretime tanimlama olgiimleri ile baglamasi gerektigini
vurgulamaktir. Tanilama Ol¢limleri &6grencilerin yazma becerisi diizeylerinin belirlenmesi agisindan bir 6n
degerlendirmedir. Bu 6l¢iimler araciligiyla yapilan 6n degerlendirmenin ardindan 6gretmen seviyeye uygun 6gretim
yontemini secer. Ogrencilere yazmayi sevdirebilecek etkinlikler hazirlar. Daha sonra ara degerlendirme yapar ve
ogrencilerin sistemli, kademeli bir sekilde yazi icerikleri olusturabilmeleri agisindan eksiklikleri varsa onlar1 destekler;
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yil boyunca takip devam eder, istenilen seviyeye ulasildiysa zenginlestirir. Diger yandan 6grencilerin yazma becerisine
yonelik 6grenme ¢iktilar1 yazili iiretim ve yazil etkilesim olarak ele alinmaktadir. Yazili {iretim bireysel bir @iriin ortaya
koymay1 tanimlarken, yazili etkilesim adindan da anlagildig: tizere birden fazla kisinin iletisim amagh 6grenme ciktist
olarak tanimlanmaktadir. Yazili etkilesimde, kargilikli bir durum var iken yazili tiretim de tek tarafli bir tiriin ortaya
koyma beklenir. Ogrencilerin yazili etkilesim becerisini gelistirmek i¢in sadece geleneksel yazma araglarindan degil ayni
zamanda teknolojik ortamlardan da faydalanilmasi gerekmektedir. Ogrenciler yazma ¢alismalarinda iiriin ortaya
koyarken uygun biligsel stratejileri bagimsiz bir gekilde se¢meleri gerekmektedir. Ogretmenlerin biligsel stratejileri
dogrudan ogretim yoluyla &grenciye kazandirmasi beklenirken {iist biligsel stratejileri kullanmalarinda ise rehber
konumunda olup dolayli égretim yoluyla égrencilere bu beceriyi kazandirmalar1 gerekmektedir. Ogrencilerin zihinsel
stireclerine dayali uygulamalar1 kapsayan biligsel stratejiler her yazma ¢aligmasinda kullanilmak yerine amacina uygun
olanlarin segilerek kullanilmasi gerekmektedir. Yazma becerisine yonelik biligsel stratejilerin ilki planlamadir. Burada
Ogrenci yazma konusuna uygun aragtirma yapar ve konuyu nasil aktaracagina dair bir icerik olusturur. Metin olugturma
ya da taslak olusturma stratejisinde ise 6grenci yazmay: planladig: konuyu 6zgiirce kaleme alir ve kusursuz bir metin
olusturmak adina oncelikle taslagi hazirlar. Gézden gecirme biligsel stratejisi ise olusturulan taslagin degerlendirip
diizenlenmesini kapsar. Daha sonra yazilan metne son sekli verilir ve ulagmak istenilen kitle ile metin paylagilir. Ust
biligsel stratejide de yazma becerisinde ist biligsel kontrol yapilir. Ortaokul Tirkee derslerinde becerilere yonelik
uygulamalar siirecinde uygun yontem ve stratejileri kullanirken Kademeli Sorumluluk Devri Modeli (KSDM) esas alinir.
Programda, Kademeli Sorumluluk Devri Modeli 6zellikle yazma ve konusma becerileri i¢in yapilandirilmig bir 6gretim
modeli olarak benimsenmis olsa da dil becerilerinin kazandirilmasinda kullanilacak yontem ve tekniklerin belirlenmesi
noktasinda Ogretmene pedagojik takdir yetkisi taninmaktadir. Ogretmen, ogrencilerin hazir bulunusluk diizeyi,
ogrenme ihtiyaglar1 ve sinifin genel 6zelliklerini g6z 6niinde bulundurarak en uygun 6gretim stratejisini se¢me yetkisine
sahiptir. 2024 Tiirke Ogretim Programrnda bir yenilik olan Kademeli Sorumluluk Devri Modelinde &grencilere
ogretimin usta-girak iliskisi icinde yapilmast beklenir. Ornegin 6gretmenler, 6grencilerden bir metin yazmasini isterse
once o metni kendisi yazar. Ogretmen metni olustururken yazma agamalarini, strateji segimini sesli olarak diisiiniir ve
Ogrencilere tlim siireci nasil planladigini aktarir. Daha sonra 6grenciler biiyiikk gruplara ayrilir ve 6grencilerden,
ogretmen rehberliginde grup ¢alismasi ile metni olusturmalar: istenir. Bu ikinci agamada 6gretmen rehber konumunda
ogrencilerin grup ¢aligmalarini izler ve eksikliklerinin diizeltilmesinde yol gosterir. Eger ikinci asamada bir sorun oldugu
tespit edilmezse tigiincli asamaya gegilir. Bu asamada 6grenciler daha kii¢iik gruplara ayrilir ve ayni ¢aligmay1 bu kez
kiigiik gruplarda yapar. Son asamada ise 6grencilerin kendi ustaliklarini ortaya koyabilmeleri agisindan bireysel olarak
tiriin ortaya koymalar1 beklenir. Bu yeni model ile kademeli olarak 6grencilerin ¢irakliktan ustaliga dogru yol almasi
hedeflenmektedir. Bu usta ¢irak yonteminin esas alindigit KSDMde, dgrencilerin {iriin ortaya koymalarini hedefler.
Burada 2024 Tiirkiye Yiizyili Maarif Modelinde bir yenilik olan iiretim atélyeleri karsimiza ¢ikmaktadir. (Milli Egitim
Bakanlhigi, 2024, s. 16-19) Uretim atolyeleri, dgrencilerin yazma ve konusma becerilerine yonelik iiriin ortaya
koymalarini hedefler. Ogrencilerin, Tiirkge dersinde 6grendigi yazma becerilerini kullanarak her tema sonunda bir iiriin
ortaya koymalarinin hedeflendigi yazma atolyelerinde bu beceriye uygun olan bir metin tiirii segilir. Yazar kimligi
kazandirilmak istenen ogrencilerin, secilen metnin tiiriinde bir iiriin ortaya koymasi beklenir. Bir ders saatini kapsayan
yazma atélyelerinde geleneksel yazma yontemleri segilebilirken yeni dijital materyaller de segilebilmektedir. Bir saat
olarak planlanan yazma atolyelerinde {iriin ortaya konulamazsa ¢alismaya bir sonraki yazma atolyesinde devam ettirilir.
Uretim atélyelerinde dgrencilerin gelisim diizeyi dikkate alinarak onlarin hayal diinyalarini gelistirebilecek, merak
duygularini uyandirabilecek yaraticiliklarini destekleyebilecek etkinlikler tercih edilmelidir. Uretim atolyelerinde siirecin
degerlendirilmesinde dereceli puanlama anahtar1 kontrol listesi veya gozlem formu kullanilmaktadir. 2024 Ortaokul
Tiirkge Dersi Ogretim Programr'nda atolyeler 4 temel dil becerisi {izerine tasarlanmustir. Uretim atolyeleri sadece yazma
ve konusma becerisine yonelik olarak planlanirken dinleme/izleme atdlyesi ve okuma atélyesi ayr1 olarak ele alinmugtir.
Uretim atdlyelerinde her tema sonunda bir etkinlik diizenlenmesi istenirken dinleme/izleme ve okuma atélyelerinde her
donem i¢in bir etkinlik diizenlenmesi beklenmektedir.

Geleneksel smnif i¢i yazma uygulamalar: genellikle 6gretmen merkezli, zaman sinirli ve bigimsel dogruluga
odaklanan etkinliklerden olugmaktadir. Bu tiir uygulamalarda 6grenciler, cogu zaman yazma siirecinin planlama, taslak
olusturma, gozden gegirme gibi asamalarina yeterince dahil olamamakta; yazma, yalnizca degerlendirme amaciyla
gerceklestirilen bir ¢ikti halini almaktadir. Oysa 2024 Ortaokul Tiirkge Dersi Ogretim Programi kapsaminda
yapilandirilan {iretim atélyeleri, yazma siirecini daha ozgir, yapilandirilmis ve yaratici bir 6grenme ortamina
tagimaktadir. Uretim atolyelerinde égrenciler, yazma siirecine aktif olarak katilmakta; yazma siireci, tematik baglamlar
icerisinde, 6grencinin ifade 6zgirliigiini 6nceleyen, tiriin odakli degil siire¢ odakli olarak tasarlanmaktadir. Ayrica bu
atolyelerde farkli metin tiirleriyle caligma yapilmakta, teknolojik araglarla desteklenen etkinlikler araciligiyla 6grencilerin
yazma motivasyonlarinin artmasi saglanmaktadir. Bu yoniiyle {iretim atélyeleri, klasik sinif i¢i yazma uygulamalarina
gore hem pedagojik esneklik hem de 6grenci merkezli 6grenme agisindan onemli bir doniisiimii temsil etmektedir.
Boylelikle yazma becerisi, yalnizca akademik basariya hizmet eden bir yeterlilik olmaktan ¢ikarak 6grencinin kimlik
gelisimi, duygu ifadesi ve 6zglin tiretim becerisiyle biitiinlesen bir edinim haline gelmektedir.

Uretim atélyeleri ilk defa bu programda yer almis ve 2024-2025 egitim-6gretim yilinda sadece 5. siniflarda
uygulanmaya baslamistir. Uretim atolyeleri, dgrencilerin 6grenme ¢iktilarina yénelik iiriin ortaya koyduklar: uygulama
¢aligmalarini icerir. Burada amag kullanilan dil becerisine uygun olarak iiriin ortaya koymaktir. Bu atdlyelerde metinler
dil becerilerine ve amaca uygun olarak segilir. Uretim atélyeleri okul dig: etkinliklerle desteklenebilir. Bu da atélyelerin
kapsamini arttirir. Uretim atolyeleri, yazma ve konusma becerilerini kapsarken dinleme ve izleme becerilerine yonelik
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ayr1 atolyeler vardir. Bunlar dinleme/izleme atdlyesi ve okuma atolyesidir. Dinleme/ izleme at6lyesinde her dénem igin
bir materyal secilir. Bunlardan biri 6grenciler tarafindan siifta izlenerek ¢oziimlenir digerini ise 6grenci ailesiyle
izleyerek ¢oziimler. Bu materyaller ziimre 6gretmenler kurulu tarafindan segilir ve temalarla iligkili olmalidir. Okuma
atolyesinde ise Ogrenci seviyesine uygun iki kitap okutulur. Okutulan kitaplardan bir tanesi sinifta incelenip
¢oziimlenirken digeri ise rapor halinde sunulur. Ogrenci yaz tatilinde de ailesiyle bir kitap okur. Bu da aile katiliml1 bir
etkinlik olmasi agisindan ve aile ile kaliteli vakit gecirilmesi agisindan 6nemlidir. Kitaplarin se¢imi ise ziimre
ogretmenler kurulu tarafindan temalarla iligkili olacak sekilde belirlenir. Konusma ve yazma becerisine yonelik her
temanin sonunda iretim atélyelerinde etkinlik planlamas: istenirken dinleme/izleme ve okuma becerisine yo6nelik
donemlik materyal se¢imi beklenmektedir. Dolayisiyla programa bakildiginda tiretim atdlyelerinin anlatma becerileri
tizerine yogunlastig1 goriilmektedir. Bu yeni uygulama olan tiretim atolyelerinin etkisi ile ilgili yapilmis olan ¢aligmalar1
incelemek i¢in Tirkiye Yiizyilli Maarif Modeli, 2024 programy, iiretim at6lyeleri, yazma at6lyeleri anahtar kelimeleriyle
tarama yapilmistir. YOK Akademik, Google Akademik, Web of Science, Sobiad, DergiPark Akademik gibi veri
tabanlarinda yapilan aragtirmalar sonunda Tiirkiye Yiizyih Maarif Modeli hakkinda (Karatas, 2024), Tiirk¢e dersi
Ogretim programinin incelenmesi konusunda (Yurdakul, 2024), dijital okuryazarlik hususunda (Banaz, 2024),
programlarin kargilastirilmasi noktasinda (Kaya ve Aydin, 2024) calismalar oldugu tespit edilmistir. Ancak Tiirkiye
Yiizyillh Maarif Modelinde egitim 6gretim hayatina giren iiretim atolyeleri ile ilgili ¢alisma tespit edilmemistir. Egitim
sistemlerinin bagarisi, yalnizca politikalarin olusturulmasiyla degil, ayn: zamanda bu politikalarin sinif i¢inde nasil
uygulandigiyla yakindan iligkilidir. Bu noktada, 6gretmenlerin goriisleri ve katkilari, etkili bir egitim sisteminin
olusturulmasinda vazgegilmezdir. Arastirmalar, egitim uygulamalarinin 6gretmenlerin deneyimleri ve geri bildirimleri
dogrultusunda sekillendiginde daha etkili sonuglar verdigini ortaya koymaktadir (Hattie, 2009). Ogretmen gériislerinin
dikkate alinmasi, Ozellikle egitim reformlarimin uygulanabilirligini artirir. Fullan (2016), egitim reformlarinin
ogretmenlerin destegi ve aktif katilimi olmadan siirdiiriilebilir olmadigini savunur. Yeni bir miifredatin veya bir
teknolojinin smifa entegrasyonu sirasinda Ogretmenlerin geri bildirimleri alinmadiginda, uygulama sirasinda
karsilagilan sorunlarin artabilecegi ve reformun basarisizlikla sonuglanabilecegi belirtilmistir. Ertmer ve Ottenbreit-
Leftwich (2010) yaptiklar: ¢alismayla, dijital araglarin egitimde kullanimina yonelik 6gretmen goriiglerinin, bu araglarin
sinifta daha etkin bir gekilde kullanilmasini sagladigini ortaya koymuslardir. Broadbent ve Poon'un (2015) yaptif1
aragtirma, gevrimici 6grenmenin hizli bir sekilde uygulanmasi sirasinda 6gretmenlerin geri bildirimlerinin siirecin
basarisinda nasil etkili oldugunu incelemistir. Bu ¢alisma, 6gretmenlerin dijital araclara yonelik olumlu tutumlarinin, bu
teknolojilerin stirdiiriilebilir bir sekilde kullanilmasinda temel bir faktor oldugunu ortaya koymustur. Bu baglamda
tiretim atdlyelerinin yazma becerisi iizerine etkisinin 6gretmen goriislerine gore degerlendirilmesi bu yeni uygulamanin
Ogrencilerin yazma sorunlarina ¢6ziim tiretme konusunda etkili olup olmadiginin belirlenmesi konusunda 6nemlidir.
Ayrica 2024-2025 egitim 6gretim yilinda ilk kez 5. siniflarda uygulanan iiretim atélyelerinin yazma becerisine etkisinin
degerlendirilmesi ve eksikliklerin tespit edilmesi, sinif diizeylerinde baslanacak olan uygulamalara da yon verecektir. Bu
baglamda arastirmanin sonuglar1 6nemlidir.

Ayrica bu ¢alismanin sonuglari,
Kuramsal ¢aligmalara katki saglayacaktir.
Tiirkge dersi 6gretim programinin uygun esaslara gore hazirlanmasi agisindan veri saglayacaktir.

Milli Egitim Bakanligina, 6gretmenlere ve 6gretim programinin hazirlanmasi asamasinda akademisyenlere
veri saglayacaktir.

Bu baglamda c¢aligmanin amact Ortaokul Tiirkge Dersi Ogretim Programinda (OTDOP) yer alan iiretim
at6lyelerinin yazma becerisine etkisi olup olmadigini 6gretmen goriislerine gore degerlendirmektir. Bu amag
dogrultusunda ¢aligma “Tiirkiye Yiizyilli Maarif Modelinde yer alan {iretim at6lyelerinin yazma becerisine etkisi nedir?”
problem ciimlesi etrafinda gekillenmistir. Bu problem dogrultusunda ele alinan alt problem ise su sekilde belirlenmistir:

1. Yazma atolyelerinde 5. sinif 6grencileri hangi metin tiiriinde tiriin ortaya koyarken zorlanmaktadirlar?
5. siuf 6grencilerinin severek yazdig1 metin tiirii hangisidir?
Okullarda iiretim atolyeleri icin ayrilan bir mekan var mi? Yazma atélyesi ¢aligmalari nerede yapilmaktadir?
Yazma atdlyelerinin &grencilerin yazma becerisine etkisine yonelik 6gretmen goriisleri nelerdir?

2

3

4

5. Uretim atélyeleri hakkinda 6gretmen goriisleri nelerdir?

6. Ogretmenlerin yazma atélyelerinde karsilastiklari sorunlar nelerdir?
7

Ogretmenlerin iiretim atdlyelerinin uygulanmasina iligkin onerileri nelerdir?

Yontem
Arastirmanin Modeli

Bu ¢aligma, ilk kez Tiirkiye Yiizyilh Maarif Modelinde yer alarak 6gretim programina eklenilen iiretim atélyelerinin
Ortaokul Tirk¢e dersinde 6grencilerin yazma becerine katkisinin 6gretmen gorisleri dogrultusunda tespit etmeyi
amagclamas1 bakimindan nitel yaklasimin benimsendigi bir durum arastirmasidir. Nitel arastirma gozlem goriisme ve
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dokiiman analizi gibi nitel bilgi toplama yontemlerinin kullanildig1 arastirmadir (Yildirnm ve Simsek, 2006). Bu
aragtirmada 6gretmen goriisleri dogrultusunda ilk kez 2024 programu ile karsimiza ¢ikan iiretim at6lyelerinin ortaokul
Tiirkge derslerine etkisinin tiim yonleriyle ele alinip durum betimlemesi yapilmasi amaglandigindan ¢alisma nitel olarak
tasarlanmistir. Durum c¢aligmasi siirecinde Ugan'in (2021) belirttigi, arastirma sorularinin belirlenmesi, durum ve analiz
birimin tanimlama, hazirlama, veri toplama, veri analizi, raporlastirma ve paylasma basamaklarina riayet edilmistir.

Calisma Grubu

Tiirkiye Yiizyili Maarif Modelinde yer alan iiretim atlyelerinin Ortaokul Tiirkce dersine katkisinin 6gretmen goriisleri
dogrultusunda tespit etmeyi amaglayan bu ¢aligmada Tiirk¢e 6gretmenlerinin goriisleri dnemlidir. Bu kapsamda ¢aligma
grubunu se¢iminde amagl 6rnekleme yontemine gidilmistir. Amacli 6rneklem, ¢aligmanin amacina ulagsmak igin
aragtirmacinin en dogru bilgiyi kimlerin saglayabilecegini tespit ederek bir 6rneklem se¢me yontemidir (Atak, 2011) Bu
calismada retim atolyelerinin yazma becerisine etkisini tespit edebilmek icin farkli kosullarda gorev yapan Tiirkee
Ogretmenlerinin goriislerine ulagilmak hedeflenmistir. Bu baglamda caligma grubu amaglh 6rnekleme yontemlerinden
maksimum ¢esitlilik 6rnekleme yontemine gore se¢ilmistir. Bu iller, Tiirkiye'nin farkli cografi bolgelerini (Dogu
Anadolu, Giineydogu, I¢ Anadolu, Ege ve Marmara), sosyoekonomik gelismislik diizeylerini ve kirsal-kentsel egitim
baglamlarini temsil edecek sekilde belirlenmistir. Bu sayede, 6gretmen goriislerinin daha gesitli baglamlardan toplanarak
calismaya aktarilmasi ve iiretim atélyelerinin yazma becerisine etkisinin farkli kogullar altinda degerlendirilmesi
amaglanmistir. Nihayetinde aragtirmanm ¢alijma grubunu amagli o6rnekleme yontemlerinden maksimum gesitli
ornekleme yontemiyle secilen Tiirkiyenin 7 farkli ilinde (Ankara, Hatay, Mardin, Erzincan, Istanbul, izmir, Konya)
ortaokul 5. siniflarda gorev yapan 42 Tiirk¢e 6gretmeni olusturmaktadir.

Tablo 1

Katilimc1 Ogretmenlerin Cinsiyet, Yas, Hizmet Yili, Gorev Yeri ve Mezuniyet Derecesine Gore Dagilimi

Demografik Bilgiler f % Demografik Bilgiler f %
Cinsiyet Gorev Yeri
Erkek 16 40.47 Mardin 10 23.80
Kadin 25 59.52 Istanbul 3 7.14
Yas Hatay 12 28.57
22-30 yas 10 23.80 Erzincan 5 11.90
30-35 yas 12 28.57 Ankara 9 21.42
36-40 yas 7 16.66 Konya 2 4.76
40-50 yas 8 19.04 [zmir 1 2.38
50-60 yas 5 11.90 Mezuniyet Derecesi
Hizmet Yil Lisans 40 95.23
1-5y1l 9 21.42 Yiiksek Lisans 1 2.38
6-10 y1l 13 30.95 Doktora 1 2.38
11-15y1l 7 16.66
16-20 y1l 9 21.42
20 y1l ve tizeri 4 9.52

Katilimer 6gretmenlerin demografik bilgileri Tablo 1de verilmistir. Goriigmeye katillan 6gretmenlerin % 40.47’si
(16 kisi) erkek, % 59.52’i (25 kisi) kadindir. Ogretmenlerin %23.80’i (10 kisi) 22-30 yas araliginda % 28.57’si (12 kisi)
30-35 yas aralifinda, %16.66s1 (7 kisi) 36-40 yas araliginda, %19.040 (8 kisi) 40-50 yas araligindadir. Katilimci
ogretmenlerin %11.90’1 (5 kisi) ise 50 ve iizeri yastadir. Ogretmenlerin %21.42’sinin (9 kisi) hizmet yili 1-5 yil arasinda
iken %30.95'inin (13 kisi) hizmet yili 6-10 yil arasindadir. Katilimcilarin %16.66’sinin (7 kisi) hizmet yili 11-15 aras,
%21.42’sinin (9 kisi) hizmet yil1 16-20 yil arasindadir. Katilimei 6gretmenlerin %9.52’sinin (4 kisi) hizmet yili ise 20 yil ve
tizeridir. Tlrkiye'nin fakli bolgelerindeki egitim kosullarmnin da dikkate alinabilmesi agisindan tek bir bolgede gorev
yapan 6gretmenlere ulagmak yerine farkli kosullarda gorev yapan 6gretmenlere de ulagilmistir. Bu baglamda goriislerine
bagvurulan 6gretmenlerin % 23.80’inin (10 kisi) gorev yeri Mardin, %7.14’{iniin (3 kisi) gorev yeri Istanbul, % 28.57’sinin
(12 kisi) gorev yeri Hatay, %21.42’sinin (9 kisi) gorev yeri Ankara, % 4.76’sin1n (2 kisi) gorev yeri Konya ve % 2.38’inin (1
kisi) gérev yeri Izmirdir. Ogretmenlerin % 95.23’11 (40 kisi) lisans mezunu iken %2.38’i (1 kisi) yiiksek lisans ve %2.38i
(1 kisi) doktora mezunudur.
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Veri Toplama Araglar1

Nitel aragtirma yonteminin benimsendigi bu arasgtirmada derinlemesine bilgi toplamak amaciyla yar1 yapilandirilmig
goriisme formu kullanilmistir. Caligma siireci, problem durumunun tespiti ile baglamistir. Daha sonra alan taramasi
yapilarak bu c¢alijmanin nasil yiiritiilecegi tespit edilmigtir. Bu tespitin ardindan aragtirmaci tarafindan yar
yapilandirilmis goriisme formu ve bilgi toplama formu hazirlanmigtir.

Yari1 Yapilandirilnmig Goriisme Formu

Oncelikle Tiirkge egitimi alaninda yazma becerisi ile ilgili yapilan ¢aligmalar hakkinda literatiir taramasi yapilmis ve soru
havuzu olusturulmustur. Olusturulan havuzdan gorlisme sorulari segilerek taslak goriisme formu hazirlanmigtir.
Hazirlanan taslak forma, uzman goriisii dogrultusunda son sekli verilmistir. Uzman inceleme sonucu yari
yapilandirilmis goriisme formunda 7 soru yer almistir. Form, ele alinan konunun daha ayrintili bir sekilde aragtirilmas:
ve kapsaml bicimde incelenmesi amaciyla yar1 yapilandirilmis bir sekilde tasarlanmigtir. Sorular hazirlanirken 6ncelikle
katilimcilarin rahatlikla yanitlayabilecegi basit sorulara yer verilmis, siire¢ icerisinde etkilesim saglanarak giderek daha
karmasik sorulara gecis yapilmasina 6zen gosterilmistir. Bu yontem, gortisme sirasinda katilimcilarin diistincelerini daha
derinlemesine ifade edebilmelerini kolaylastirmayi hedeflemektedir. Ogretmenlere yonelik olarak hazirlanmis olan
goriisme formu, {i¢ bélimden olusmaktadir. ilk bolimde, 5. simif 6grencilerinin yazma atélyelerinde kargilagtiklar:
zorluklar ile keyif alarak yazdiklar1 metin tiirlerini belirlemeye yonelik iki soru yer almaktadir. Bu sorular, 6grencilerin
yazma becerilerini gelistirme siireglerini daha iyi anlamak ve atélye uygulamalarini iyilestirmek igin kritik bilgiler
sunmay1 amaglamaktadir. Bu sorular:

1. Besinci sinif 6grencileri yazma atdlyelerinde hangi metin tiiriinde tiriin ortaya koyarken zorlanmaktadirlar?
2. Besinci siif 6grencilerinin severek yazdig1 metin tiirleri nelerdir?

Ikinci béliimde ise {iretim atélyelerinin fiziksel altyapisini ve kullanilabilirligini degerlendirmek adina
ogretmenlere bir soru sorulmustur. Bu soru:

1. Okulunuzda iiretim atlyeleri igin ayrilmis bir mekan var midir? Uretim atélyeleri etkinlikleri i¢in hangi
mekanlar1 kullanmaktasiniz?

Ugtincii boliimde ise iiretim atolyelerinin e@itim siirecine etkilerini égretmen goriislerine gore incelemek,
karsilagilan zorluklar1 belirlemek ve iyilestirme onerilerini sunmak iizere 4 soru sorulmustur. Bu sorular ile Ogrencilerin
yazma becerileri iizerindeki gelisimlerini degerlendirmek, at6lye c¢aligmalarinin egitime katkilarini analiz etmek ve
Ogretmenlerin bu siirecte yasadigi deneyimlere 11k tutmak amaglanmaktadir. Ayni zamanda, 6gretmenlerin iiretim
atolyeleri hakkindaki goriislerini 6grenmek ve bu atolyelerin uygulanmasinda gelistirilmesi gereken alanlari tespit etmek
de bu siirecin 6nemli bir pargasini olusturmaktadir. Bu galigmalar1 gerceklestirmek hem o6grencilerin ihtiyaglarini
karsilamaya hem de atélye caligmalarini daha etkili ve siirdiiriilebilir hale getirmeye olanak tanimaktadir. Ugiincii
boliimde yer alan sorular:

1. Yazma atélyelerinin yazma becerisine etkisi ile ilgili goriisleriniz nelerdir?
2. Yazma atélyelerinde karsilastiginiz sorunlar nelerdir?
3. Uretim atélyeleri hakkinda ne diigiinityorsunuz?

4. Uretim atdlyelerinin uygulanmasiyla ilgili 6nerileriniz nelerdir?

Bilgi Toplama Formu

Caligmanin amacina uygun verileri toplamak amaciyla farkll goriislerdeki 6gretmenlere ulagilmaya c¢alisilmistir. Bu
baglamda 6gretmenlerin yas, cinsiyet, hizmet yili, sinif mevcudu, mezun oldugu boliim ve mezuniyet derecelerinin yer
aldigi demografik bilgiler bilgi formu aracilifiyla toplanmistir. Bu bilgilerin toplanmasi ulagilan 6gretmenlerin
cesitliligini ortaya koyabilmek agisindan 6nemlidir.

Verilerin Toplanmasi

Verilerin toplanmasina iliskin izinlerin alinmasimin ardindan katilmci 6gretmenlerle 6n gériisme yapilmistir. Bu 6n
goriismede ¢alismanin amaci, kapsami ve igerigi aktarilmistir. Katilimei 6gretmenlere kimlik bilgilerinin gizli kalacagina
dair bilgilendirme yapilmistir. Daha sonra planlanan giinlerde yiiz yiize ya da ¢evrim igi goriismeler gerceklestirilmistir.
Oncelikle 6gretmenlere “Bilgilendirilmis Goniillii Olur Formu” sunulmus ardindan bilgi formu ve yar1 yapilandirilmis
goriisme formu verilerek 20 dakikada formdaki gériigme sorularinin cevaplanmas istenmistir. Daha sonra elde edilen
veriler kodlanarak bilgisayar ortamina aktarilmustir.

Verilerin Analizi

OTDOPde yer alan iiretim atdlyelerinin dgrencilerin yazma becerisine katkisini 6gretmen gériisleri dogrultusunda
tespit etmeyi amaglayan bu galigmanin verileri ¢oziimlenmesinde betimsel analiz ve icerik analizi kullanilmistir.
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Calismanin verilerinin analizinde katilimc1 6gretmenler “O” olarak kodlanmis ve goriisme sirasina gore birinci, ikinci,
tigiincii  gseklinde siralanmigtir. Katilimer 6gretmenlerin  adlandirilmasi O1, 02, O3 vb. seklinde yapilmigtir.
Ogretmenlerin goriiglerine iliskin veriler analiz edilirken 6gretmenlerin alt problemlere yonelik verdigi cevaplar
kodlanmustir. Bu kodlama 6rnekleri Tablo 2'de verilmistir.

Tablo 2

Ogretmenlerin Gériislerine Iliskin Verilerin Analizinde Yapilan Kodlama Ornegi

Kod Ornek ifadeler

Sinif mevcudunun kalabalik olmast “..Ogrenci sayinin fazla olmasi uygulamay: zorlastirmaktadir”(06)
“...ve simif mevcudu ¢ok kalabalik?”(010)

Yaratici yazma diizeylerindeki farkliliklar  Ogrencilerin yaratici yazma becerilerinin aymi diizeyde olmamas:
karsilastigim bir sorun. Yazisi erken biten Ogrenci sabirsizlaniyor,
arkadagslarini beklemek istemiyor. Ogrenciye "Yazim gorsellerle desteklemek
ister misin?” sorusuyla arkadaslarma miidahale etmesini engellemeye
¢alistyorum.”(O1)

Her dgrencinin yaratict yazma diizeyi ayni degil, bu da Ogrencilerin aym
stirede iiriin ortaya koymalarim etkiliyor.(O5)

Siirenin yetersizligi “Ogrenci sayistmin fazla oldugu sinmiflarda siire olarak sikinti yasamaktayiz.”
(02)
“Yazma atolyelerinde karsilastigim sikintilardan biri de siire yetersizligi”
(07)

Gegerlilik ve Giivenirlik

Bu caligmada gegerlik ve giivenirligi saglamak amaciyla ¢esitli yontemler uygulanmistir. Arastirmanin goriisme sorulari,
ogretmenlere iletilmeden o©nce uzman goriisiine sunulmus ve bu dogrultuda Onerilen diizeltmeler titizlikle
gerceklestirilmistir. Toplanan veriler, arastirmaci tarafindan bagimsiz bir sekilde kodlanmis ve bu kodlamalara
dayanarak tema ile kategoriler olusturulmustur. Bu siirece ek olarak, kodlama islemlerinin giivenilirligini artirmak
amaciyla veriler, alan uzmani iki aragtirmaci tarafindan da bagimsiz bicimde kodlanmistir. Kodlayicilar arasi uyum orani
%85’in tizerinde olup, bu oran Miles ve Hubermanin (1994) belirttigi giivenilirlik ol¢iitlerine uygundur. Kodlamalar
arasindaki gortis farkliiklari uzman goriismeleriyle tartisilarak uzlasiya varilmis ve bu dogrultuda nihai temalar
olusturulmustur. Ayrica ¢calismanin dogrulanabilirligini artirmak amaciyla elde edilen bulgular, katilimci 6gretmenlere
sunularak onlarin goriis ve onaylar1 alinmistir. Bu yontemle elde edilen verilerin gegerligi gii¢lendirilmistir. Arastirmaci,
her asamada 6nyargilarindan armarak agik, seffaf ve varsayimlardan uzak bir anlayisla hareket etmeye 6zen gostermistir.
Caligma problemi, dogal ortaminda detayli bi¢imde incelenmis; aragtirma sorularina verilen yanitlar farkli bakis
acilariyla dongtisel bir yaklasimla degerlendirilmistir. Arastirma siireci ile toplanan verilerin ayrintili bigimde
betimlenmesine 6nem verilmistir. Ayrica Ogretmen goriislerinden alinan dogrudan alintilar da ¢aligmaya dahil
edilmistir. Tiim ham veriler, gerektiginde incelenebilmesi i¢in elektronik ortamda giivenli bir sekilde saklanmistir.

Etik Beyan

Bu ¢alismada “Yiitksekogretim Kurumlar: Bilimsel Aragtirma ve Yayin Etigi Yonergesi” kapsaminda belirtilen kurallara
uyulmus, “Bilimsel Aragtirma ve Yayin Etigine Aykir1 Eylemler” bashig1 altinda belirtilen eylemlerden kaginilmustir.

Bu caligmanin etik kurul izni Gazi Universitesi Etik Komisyonu 12.11.2024 tarih ve 18 sayili toplantisinda
verilmistir.

Bulgular ve Yorum

5. Sinif Ogrencilerinin Yazma Atdlyelerinde Uriin Ortaya Koyarken Zorlandiklari Metin Tiirlerine iliskin Bulgular

Caligmanin birinci alt problemini olusturan 5. smuf Ogrencilerinin yazma atolyelerinde iiriin ortaya koyarken
zorlandiklar1 metin tiirlerine iligkin 6gretmen goriislerine ait bulgular Sekil 1'de verilmistir.
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Sekil 1
5. Sinif Ogrencilerinin Uriin Ortaya Koyarken Zorlandigi Metin Tiirleri

%38,5

® Bilgilendirici Metinler
] §_iir
® Opykiiyeyici Metinler

Sekil I’ de 5. sinif 6grencilerinin yazma atolyelerinde iriin ortaya koyarken zorlandiklar: metin tiirlerine iligkin
ogretmen goriislerine ait bulgular yer almaktadir. Ogretmen goriislerinden elde edilen bulgulara gore, 6grencilerin %
60’1n1n (21 kisi) bilgilendirici metin tiiriinde % 31.43’tiniin (11 kisi) siir tiiriinde % 8.57’sinin (3 kisi) de 6ykiileyici metin
tiriinde {irtin koymakta zorlanmaktadir. Bu baglamda yazma atélyelerinde 6grencilerin iiriin ortaya koyarken en ¢ok
zorlandig1 metin tiiriiniin bilgilendirici metinler oldugu tespit edilmistir.

5. Siif Ogrencilerinin Severek Yazdigi Metin Tiirlerine fligkin Bulgular

Calismanin ikinci alt problemini olusturan 5. sinif 6grencilerinin severek yazdig1 metin tiirlerine iligkin bulgular Sekil
2de verilmistir.

Sekil 2
5. Siif Ogrencilerinin Severek Yazdigi Metin Tiirleri

%4,762

Ani
Oykii
Masal
Giinlitk
Mektup

Ogretmen goriislerinden elde edilen bulgulara gore, 5. sif égrencilerinin severek yazdigi metin tiirleri Sekil 2'de
yer almaktadir. Buna goére 6grencilerin % 42.86’s1 (18 kisi) an1, % 26.1971 (11 kisi) oykd, %21.43’t (9 kisi) masal, % 4.76’t
(2 kisi) giinliik ve % 4.76’i (2 kisi) mektup yazmay1 sevdigi tespit edilmistir. Ogretmenler, dgrencilerin en severek
yazdig1 metin tliriiniin an1 oldugunu ve sirayla bunu 6ykii, masal, glinlitk ve mektubun takip ettigini ifade etmislerdir.

Uretim Atélyeleri i¢in Kullanilan Mekanlara Iliskin Bulgular

Calismanin #i¢linct alt problemini olugturan iretim atélyeleri i¢in kullanilan mekanlara iliskin bulgular Sekil 3’te
verilmistir.

Sekil 3
Uretim Atélyeleri Igin Kullanilan Mekanlar

%4,762

® Smuf

® Yazma Atolyesi
© Kitiphane

@ Okul Dis1 Etkinlik

116 Okuma Yazma Egitimi Arastirmalari, 13(1), 103-123 / Research in Reading & Writing Instruction, 13(1), 103-123



Sekil 3% bakildiginda iiretim atolyeleri ¢aligmalarina yonelik okullarin % 90.48’inde 6zel bir mekan ayrilmadig:
goriilmektedir. Ogretmenlerin biiyiik bir ¢ogunlugunu olugturan %73.81’i (31 kisi) yazma atélyeleri caligmalarini sinifta,
%11.901 (5 kisi) kiitiiphanede, %4.76’1 (2 kisi) okul dis1 etkinlikler ile gerceklestirmektedir. Geriye kalan % 9.52%sinin (4
kisi) iiretim at6lyeleri icin ayrilan 6zel alan1 kullandig: tespit edilmistir. Bu durumun iiretim atdlyelerinin 2024 yilinda
ilk kez uygulamaya baglandigindan dolay1 oldugu diisiiniilmektedir. Oniimiizdeki egitim-6gretim yillarinda heniiz yeni
bir uygulama olan iiretim at6lyeleri i¢in ayrilan mekén sayilarinda artis olacag diistintilmektedir.

Yazma Atolyelerinin Yazma Becerisine Etkisi ile Ilgili Ogretmen Géoriislerine iliskin Bulgular

Dordiincii alt problem olan yazma atélyelerinin 6grencilerin yazma becerisine etkisiyle ilgili 6gretmen goriislerine
iliskin bulgular Tablo 3’te verilmistir.

Tablo 3
Ogretmen Goriislerine Iliskin Bulgular

Yazma atélyelerinin yazma becerisine etkisi f %

Kendini yazili olarak ifade edebilme becerisini gelistirir. 42 37.50
Yazim kurallar1 ve noktalama isaretleri konusunda tecriibe saglar. 15 13.39
Yazma motivasyonlarini arttirir. 14 12.49
Yaratic1 yazi yazabilme becerilerini gelistirir. 13 11.60
Yazma agamalarini 6grenmelerini saglar. 20 224
Ciimle kurabilme becerisini gelistirir. 8 8.96
Toplam 112 100

Katilimcr 6gretmenler yazma atolyelerinin 6grencilerin yazma becerisine etkisine iligkin 6 farkli kategoride 112
olumlu gériis bildirmiglerdir. Ogretmenlerin 42’si yazma atélyelerinin &grencilerin kendilerini yazili olarak ifade
edebilme becerisini gelistirdigini ifade etmislerdir. Bu goriis, yazma atdlyelerinin yazma becerisi kategorisinde en yiiksek
frekansa sahiptir. O4 “Yazma atélyeleri 6grencilerin kiigiik yaslarda yazma ¢alismasi yapmasini saglamis ve kendini daha
iyi ifade edebilmesini saglamistir. 020 “Ogrenciler sinif arkadaglariyla birlikte yazma ¢alismalar: yapmalar: onlarin rol
model olarak birbirine destek olmasini sagladi” seklinde ifade ederken “Uretim atolyelerinin dgrencileri gelistirdigini
diisiiniiyorum. Kendilerini ifade etme becerilerinin her yazma ¢alismasinda biraz daha ilerledigini fark ediyorum. seklinde
ifade etmistir. Yazma atolyelerinin yazma becerisine etkisi ile ilgili goriislerine bagvurulan 6gretmenler ayrica sunlar1 da
ifade etmistir: “Yazma atolyesinin dgrenciye yazma becerisinin kazandirilmas: agisindan faydaldir. Genellikle 6grencilerin
kendini ifade etmesi konusunda bir etkisi vardir. Ogrencilerimize yazim kurallar: konusunda tecriibe saglamaktadir”(08),
“Kendini ifade etme becerileri, hayal giiciinii kullanarak bunu yazisina aktarma, ciimle kurma ve mantiksal sirayla olaylar:
aktarma becerilerini gelistirmede fazlasiyla etkisi oldu. Ogrencilere farkli perspektifler sunarak yazma aliskanhgini daha
keyifli hale getiren iiretim atolyeleri farkh fikirlerin ortaya ¢ikmasina ve diisiinme becerilerinin gelismesine ortam sagladi”
(035),“Uretim atélyeleri yazma becerilerinin daha somut hale gelmesini sagliyor yazma égrenciler icin daha anlamh hale
geliyor ve égrencilerin severek yazmalarini saglyor”(09).

Ogretmenlerin Yazma Atolyelerinde Karsilastiklar1 Sorunlara iliskin Bulgular

Aragtirmanin altinci alt problemi olan 6gretmenlerin yazma atélyelerinde karsilagtiklar: sorunlara iligkin bulgular Tablo
4’te verilmistir.

Tablo 4
Yazma Atélyelerinde Karsilasilan Sorunlara Iliskin Ogretmen Goriisleri
Yazma at6lyelerinde kargilagilan sorunlar f %

Sinif mevcudunun kalabalik olmast 10 11.62
Siirenin yetersiz olmasi 15 17.44
Ogrenci motivasyonunun diisiik olmast 10 11.62
Ogrencilerin hazir bulunusluk diizeyinin yetersizligi 9 10.46
Ogrencilerin yaz1 yazmada zorluk yasamast 5 5.81
Ogrencilerin kelime hazinesinin yetersizligi 9 10.46
Ogrencilerin yazim ve noktalama konusundaki eksiklikleri 7 8.13
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Tablo 4’tin devamu...

Yazma atolyelerinde karsilagilan sorunlar f %
Bilgiye erisimin sinirli olmas: 7 8,13
Ogrenci diizeylerindeki farkliliklar 6 6.97
Yabanci uyruklar1 6grencilerin yazma becerisine yonelik eksiklikleri 8 9.30
Toplam 86 99.94

Ogretmenler yazma atélyelerinde karsilastiklari sorunlari iligkin 10 farkli kategoride 86 goriis bildirmiglerdir. En
yiksek frekans degerine sahip olan sorun, siirenin yetersiz olmasidir. Bunu, sinif mevcudunun kalabalik olmasi ve
6grenci motivasyonunun diisiik olmasi takip etmektedir. Yazma atolyelerinde, karsilasilan sorunlara iliskin goriislerine
basvurulan 6gretmenler sunlar1 ifade etmiglerdir: “Ogrencilerin yaratict yazma becerilerinin aym diizeyde olmamas:
karsilastigim bir sorun. Yazist erken biten égrenci sabirsizlaniyor, arkadaslarimi beklemek istemiyor. Ogrenciye "Yazim
gorsellerle desteklemek ister misin?" sorusuyla arkadaslarina miidahale etmesini engellemeye ¢alistyorum.”(02),
“Ogrencilerin bilgiye erisimi stnirli oldugu icin verimli olmuyor. Ve seviyenin biraz iizerinde kalyor”(03) “Ogrenciler iiriin
ortaya koyarken diistinceleri organize etmede sorun yasamaktadir. Ayrica ogrencilerin kelime hazinesinin simirlt olmas,
yazma kaygilarimn olmasi ve yazim ve noktalama kurallarindaki eksikliklerinden dolay: yazmada zorluk yasamaktadirlar.
Ogrencilerle ilgili yasadigimiz sorunlarin yamnda bir de égrenci sayisimn fazla oldugu simiflarda siire ilgili sikintilar
yasamaktayiz. Ayrica kalabalk simflarda uygulanmasi ¢ok zor oluyor” (027),“Ogrenciler atdlye calismalarini belli bir
zaman icerisinde tamamlayamiyorlar. Bazi atolye calismalarinda sinif disi arastirma ve inceleme yapmalar: gerekiyor ve bu
arastirma inceleme noktasinda yetersiz kaliyorlar”(O11),“Ogrencilerden bazen yazmak istemeyen Ogrenci olabiliyor.
Aklima gelmiyor, ben yazamiyorum gibi ozgiiven diisiikliigii yasayan 6grencilerim olabiliyor. Ogrencilere bazen miizik
agtyorum. Boya kalemleri ile siisleme yapiyorlar. Bazen karakterleri belirleyip ayni karakter iizerinden farkli metinler
¢tkariyoruz. Bu sekilde ifade becerilerini gelistirdim, yazmay: eglenceli hdle getirmeye calistim. Ortamda kendini rahat
hissettikleri an daha rahat kendilerini ifade ediyorlar”(010), “Ogrencilerin yazma yetileri heniiz yok denilebilir imla ve
noktalama da sikinti yasiyorlar”(033),“Bu etkinlikler planlamirken grencinin yapabilecegi seviyede dgrenme ¢iktilar:
olmalidir. Ornegin “Oyun Diinyasi” adli 1. temada her égrencinin bilgisayar ortaminda hazirlamasi istenmis ancak
ogrenciler bu sekilde yapamadilar. Hem herkesin bilgisayar1 yok hem de her 6grencinin istenilen sekilde bilgisayar kullanma
becerileri eksik.” (040) “Pandemi diéneminde birinci sinif olup okuma yazma sorunu olan ya da yabanci uyruklu
ogrencilerin oldugu sinifta ve sinif mevcudunun kalabalik oldugu siniflarda atélye calismalarimiz ¢ok zor oluyor.” (O38).

Ogretmenlerin Uretim Atélyeleri Hakkindaki Gériiglerine Iligkin Bulgular

Aragtirmanin beginci alt problemi olan 6gretmenlerin iiretim atdlyeleri hakkindaki goriislerine iliskin bulgular Tablo 5’te
verilmigtir.

Tablo 5
Uretim Atdlyeleri Hakkinda Ogretmen Goriisleri
Ogretmen goriisleri f %

Ogrencilerin 6z giivenini arttirmaktadir. 17 19.54
Ogrencilerin yazar kimliginin olugmasinda etkilidir. 8 9.19
Ogrencilerin 8grendiklerini uygulama imkan1 saglamaktadur. 21 24.13
Basar1 duygusunu pekistirmektedir. 18 20.68
Ogrenci motivasyonu arttirmaktadir. 16 18.39
Ogrencilerin is birligi becerilerini gelistirmektedir. 7 8.04
Toplam 87 99.97

Ogretmenler iiretim atélyeleri hakkinda 6 farkl kategoride 87 goriis bildirmiglerdir. Uretim atélyeleri hakkinda
gorislerine bagvurulan 6gretmenlerin en ¢ok dile getirdikleri goriis, tiretim atolyelerinin 6grencilere 6grendiklerini
uygulama imkani saglamasi olmustur. Ayrica 6gretmenler sunlar1 da ifade etmislerdir: “Tiirkge dersi dort temel beceriden
olusan bir derstir. Ogrencilerin okuma, yazma, dinleme ve konusma becerilerinin her birini kazandirmak ve 6grencilerin
kendini en iyi sekilde ifade etme becerisini kazandirmak, zihnindekini kdgida dokebilme ve hayal giiciinii kullanmalar:
admma Tiirkge dersinin icerigini zenginlestirdigini diisiiniiyorum. Ogrenciyi merkeze alan atolyeler kurulmas: ¢ok hosuma
giden ve fazlasiyla faydali buldugum bir ¢ahsmadir” (O5),“Yazma calismamiz sonrasinda é§rencilerimiz metinlerini
arkadaslariyla paylasiyorlar. Her 6¢renciyi yazar sifatini basa getirerek isim ve soyadiyla seslenerek arkadaslarimin karsisina
davet ediyorum. Ogrenci metnini tanitip okuyor. Hem ozgiivenlerinin artmasinda hem de konusma becerilerini gelistirmeye
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de etkisi oluyor” (O1), “Uretim atélyelerinin faydal oldugunu diisiiniiyorum. Ogrencilerin dzgiivenlerinin artmasinda,
basar1 duygularinin pekismesinde sorumluluk, bilincinin gelismesinde yaraticihiginin artmasmda is birligi becerilerinin
gelismesinde ve motivasyon artismn saglanmasinda etkisi vardi” (O6), “Fikir olarak iiretim atélyelerinin faydal
buluyorum ¢iinkii klasik yontemin disinda 6grenciye ozgiirliik animin taniyan bir yontem.”(023).

Ogretmenlerin Uretim Atélyelerinin Uygulanmasiyla {lgili Onerilerine liskin Bulgular

Aragtirmanin yedinci alt problemi olan 6gretmenlerin iiretim atélyelerini hakkindaki goériislerine iliskin bulgular Tablo
6da verilmistir.

Tablo 6
Ogretmenlerin Uretim Atélyelerinin Uygulanmastyla Ilgili Onerileri
Opretmenlerin énerileri f %

Uretim atélyelerinin uygulanmasiyla ilgili 6gretmenlere egitim 7 13.20
verilmelidir.

Esnek siireler verilmelidir. 15 28.30
Okullarda tiretim at6lyeleri i¢in uygun kosullar olusturulmalidir. 20 37.73
Etkinlikler i¢in kisa metinler se¢ilmelidir. 6 11.32
Ogrenci seviyesine uygun etkinlikler planlanmalidir. 5 9.43
Toplam 53 99.98

Ogretmenler iiretim atélyelerinin uygulanmasina iliskin 5 farkli kategoride 53 goriis bildirmislerdir. Uretim
atolyelerinin uygulanmasina yonelik goriislerine bagvurulan 6gretmenler sunlar: ifade etmistir: “Ogretmenlere iiretim
atélyelerinin uygulama konusunda detayli bir egitim verilmesi gerekmektedir. Bunun igin bir seminer ya da egitim
diizenlenebilir” (09), “Bir metni yazmak icin ayrilan siire kisiden kisiye farklibik gésteriyor bu yiizden esnek siireler
belirlenebilir”(029), “Ogrencilerin hazir bulunusu goz éniine alinarak farkli sehirler ya da bolgeler icin cesitlendirilebilir”
(030), “Stniflarda bazen yazma becerisi zayif olan égrencilerimiz ya da BEP égrencilerimiz olabiliyor. Bunun icin yazma
yamnda bunu destekleyen materyallerin atolyelerde bulunmasi gerekiyor. Hicbir ogrencinin ders disi kalmadan kendini
yazarak ya da ¢izerek ifade etmesi icin her okulda gerekli materyal ve atélye ortamini saglamali. Bu konuda bir ¢alisma var
evet ama her okulda yeterli imkanla bu ortamun kurulup kurulmadigr incelenmelidir”(O15), “Uretim atélyeleri icin
okullarda uygun kosullar olusturulmalidir”(04), “Ogrencilerin seviyeleri gz oniinde bulundurarak yazma atélyeleri daha
basit diizeyden baglatilip kademeli olarak arttirilabilir”(022).

Sonug ve Tartigma

Tiirkiye Yiizylh Maarif Modeli ile egitim-6gretim hayatimiza giren iiretim atolyeleri hakkinda, ¢alisma grubundaki
ogretmenler olumlu goriis bildirmislerdir. Katilimer d6gretmenlerin goriiglerinden elde edilen bulgulara gore, iiretim
atolyeleri sayesinde Ogrencilerin 6z giiveninin arttifi, 6grencilere 6grendiklerini uygulama imkan: sagladigi, onlarin
basar1 duygusunu pekistirerek motivasyonlarmni arttirdigs tespit edilmistir. Ayrica, bu atdlyelerin, 6grencilerin kendini
yazili olarak ifade edebilme becerisini gelistirdigi, yazim kurallar1 ve noktalama igaretleri konusunda tecriibe sagladigy,
ogrencilerin duygularini yazarak ifade etme aligkanligi kazandirdid, yaratici yazi yazabilme becerilerini gelistirdigi,
yazma asamalarini 6grenmelerini sagladig, ciimle kurabilme becerisini gelistirdigi sonucuna ulagilmistir.

Tiirkiye Yiizyili Maarif Modelinde yer alan Kademeli Sorumluluk Devri Modeli (KSDM), yazma o6gretiminin
yapilandirilmasinda &grenciye asamali bicimde rehberlik sunmay1 esas alir. Bu yaklagim, uluslararas: literatiirde
“Gradual Release of Responsibility (GRR)” modeli olarak tanimlanmakta olup Pearson ve Gallagher (1983) tarafindan
gelistirilmistir. Her iki model de 6gretimin basinda Ogretmenin aktif rol aldigi, ardindan sorumlulugun giderek
ogrenciye devredildigi bir siireci temel alir. KSDM'de oldugu gibi GRR modelinde de “modelleme - birlikte yapma -
bagimsiz uygulama” agamalar1 bulunur. Dolayisiyla KSDM'nin, uluslararasi yazma &gretimi yaklagimlariyla dogrudan
ortistiigi ve evrensel 6gretim ilkeleriyle tutarli oldugu sdylenebilir.

Atolye temelli yazma 6gretimi, yalnizca Tirkiye'ye 6zgii bir uygulama degildir. Amerika Birlesik Devletleri bagta
olmak {izere bir¢ok iilkede uygulanan “Writing Workshop” modeli, 6grencilerin yazma becerilerini gelistirmede aktif,
tiretken ve siire¢ odakli bir yaklasim benimser (Graves, 1983; Calkins, 1994). Tiirkiye Yiizyilli Maarif Modelinde yer alan
tretim atolyeleri de benzer bigimde 6grenci merkezlidir ve 6grencinin kendi yazma siirecini deneyimlemesine firsat
tanir. Bu baglamda, iiretim atdlyeleri pedagojik olarak cagdas atolye temelli uygulamalarla értiigmektedir. Uretim
at6lyelerinde uygulanan etkinlikler, yazma 6gretiminde yaygin olarak benimsenen siire¢ temelli (process-oriented) ve
tiir temelli (genre-based) yaklasimlarla ortiigmektedir. Siire¢ temelli yaklagimda yazma, planlama, taslak olusturma,
gozden gegirme ve yayimlama gibi asamalardan olusan dinamik bir siire¢ olarak ele alinir (Flower & Hayes, 1981).
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Tiirkiyede 2024 Tiirkge Ogretim Programi da bu agamalar1 iceren yazma stratejilerini benimsemektedir. Ote yandan,
tiretim atolyelerinde metin tiirline uygun yazi yazilmasi da tiir temelli yaklasimin uygulandigini gostermektedir. Bu
yoniiyle Tiirkiyedeki uygulamalarin, uluslararasi yazma pedagojisiyle tutarli oldugu goriilmektedir. Giintimiizde yazma
ogretimi yalnizca geleneksel kagit-kalemle sinirli kalmayip dijital teknolojilerle biitiinlesmistir. Ozellikle ¢ok modlu
metin dretimi (multimodal composition), 6grencilerin yazili metinleri gorsel, isitsel ve dijital 6gelerle birlestirerek ifade
etmelerini tesvik eder (Walsh, 2010). 2024 Tiirk¢e Ogretim Programi'nda yer alan iiretim atélyeleri, dijital materyallerin
kullanimin: tesvik ederek &grencilerin dijital okuryazarlik becerilerini gelistirmeye katki saglar. Bu yoniiyle diretim
atolyeleri, cagdas yazma egilimleriyle uyumludur. Uretim atélyeleri, yalnizca Tiirkiye baglaminda degil, uluslararast
yazma egitimi yaklagimlarryla karsilagtirildiginda da yenilikgi ve 6grenci merkezli bir uygulamadir.

Uretim atolyeleri 2024 Ortaokul Tiirkge Dersi Ogretim Programr’nda bir yenilik olmasi ve énceki programlarda yer
almamasi nedeniyle literatiirde bu konuda yapilmis ¢alisma yer almamaktadir. Ancak arastirma kapsaminda olusturulan
altinci alt problem olan yazma atolyelerinde 6gretmenlerin karsilagtiklar: sorunlara iliskin sonuglar, 6gretmenlerin
yazma konusunda karsilagtiklar1 problemlerle ilgili yapilan alandaki diger c¢aligmalarin sonuglariyla benzerlik
gostermektedir. Siniflarda yazma etkinlikleri kapsaminda hazirlanan ¢alismalarda 6grencilerin yasadigi problemler ile
yazma atolyelerinde 6grencilerin yasadig1 problemler benzerdir. Bu baglamda Caligkan ve Sur’un (2022), konusma ve
yazma etkinliklerine yonelik Tiirk¢e 6gretmenlerinin goriislerini degerlendirdikleri ¢caligmalarinda 6grencilerin yazma
stirecinde yasadiklar1 problemlerin 6grencilerin kelime dagarciginin zayif olmasi, 6grencilerdeki 6n bilgilerin eksikligi,
kitap okuma aligkanliginin olmamasy, isteksizlik, ders kitaplarindaki eksiklikler ve okuma yazma bilmemeleri oldugunu
tespit etmistir. Aydin (2022) da Tiirkge dersleri kapsaminda diizenlenen yazma uygulamalarinda 6gretmenlerin
karsilastigi problemleri ele aldifi c¢alismasinda benzer sonuglara ulasmistir. Caligmasinda, 6gretmenlerin en sik
karsilastig1 problemin 6grencilerin kendini ifade edememesi oldugunu ortaya koymustur. Bununla birlikte 6grencilerin
yazma kaygilarinin yiiksek olmasi, yazma motivasyonlarinin diigitk olmasi ve yazma siiregleriyle ilgili sikintilar
yagamalar1 ¢alismasinin diger problem durumlaridir. Tok ve Unlii (2014), ortaokul dgrencilerinin Tiirke dersinde
Ogrencilerin yazma becerisinde kargilagtiklar: sorunlar: tespit etmeye yonelik hazirladig ¢alismasinda, Aydin (2022) ve
Caligkan ve Sur’'un (2022) sonuglarina benzer sorunlara ulagmistir. Moses ve Mohamad (2019) ikinci kademe
ogrencilerin yazma becerilerinde karsilastig1 zorluklar tizerine, yaptiklar: caligmalarinda, 6grencilerin fikirlerini organize
etmede ve yazilarin1 mantikli bir sekilde yapilandirmada giigliikler yasadigini belirtmektedir. Bu durumun, 6zellikle
yazma becerilerinin giris, gelisme ve sonug gibi temel yapr taslarinin eksik oldugu durumlarda dikkat ¢ektigini ifade
etmektedirler. Ayrica, dilbilgisi ve yazim kurallar1 alanindaki eksikliklerin 6grencilerin yazma siirecini karmagiklastirdig
vurgulamaktadirlar. Ghafar (2023) da , 6grencilerin sinirli kelime dagarciginin, diisiincelerini etkili bir sekilde ifade
etmelerini zorlagtirdigini ve bu durumun yazma becerilerinin gelisimini kisitladigini ifade etmektedir. Ayn1 zamanda
ogrencilerin diisiik motivasyon diizeyleri, yazma siirecine yonelik isteksizligi artirmakta ve yazma etkinliklerinin ilgi
cekici hale getirilmesi ihtiyacini ortaya gikarmaktadir. Ogrencilerin zaman yonetimi konusundaki eksiklikleri, yazma
gorevlerini tamamlamak igin yeterli vakit ayirmalarini zorlastirmakta ve bu zorluk akademik performanslarini olumsuz
etkilemektedir (Ghafar, 2023).

Bu ¢alismada da en sik karsilagilan problemler, 6grencilerin kendini ifade etmede zorlanmasi, kelime hazinelerinin
yetersiz olmasi, 6grencilerin tecriibesiz olmasi, ilkokulda yazma becerisi kazanmamis olmalar1 ve yazi yazarken plan
yapamamalari olarak ortaya konulmugstur. Alanda yapilan ¢aligmalarda (Can ve Altunbag Yavuz, 2017; Kusdemir, Kurban
ve Bulut, 2018; Bahsi ve Sis, 2019; Oztiirk, 2012; Zorbaz, 2011) dgrencilerin yazma becerisinde sorun yagadigini ve bu
sorunlarin yillar icerisinde degismeyip benzer sekilde devam ettigini gostermektedir. Yapilan calismalarda yazma
becerisinde en sik karsilagilan problemin 6grencilerin kendini ifade etmede zorlanmas: oldugu tespit edilmistir. Bu
galismanin dordiincii alt problemi olan {iretim atdlyelerinin yazma becerisine etkisi ile ilgili 6gretmen goriislerine iligkin
bulgularinda ise, yazma atolyelerinin dgrencilerin kendini ifade edebilme becerisini gelistirdigi sonucunu ulasilmistir. Bu
sonug ile OTDOP’ye yazma atélyelerinin eklenmesinin yazma becerisinde en sik karsilagilan soruna ¢éziim getirdigi
ortaya konulmustur.

Caligma kapsaminda 6grencilerin iiriin ortaya koyarken en ¢ok zorlandig1 metin tiiriinii bilgilendirici metinlerdir.
Dunn'a (2021) gore de, 6grenciler bilgilendirici ve agiklayici metinlerde genellikle zorluk yasamaktadir. Bunun temel
nedeni, karmagik bilgilerin diizenlenmesi ve agik bir sekilde sunulmasi gerektiginden, yazma siirecinin daha fazla
planlama ve geligmis dil becerileri gerektirmesidir. Uretim atéltelerinin yazma becersine etkisinin incelendigi bu
caligmada 6grencilerin en zorlandi1 metin tiirtiniin bilgilendirici metin oldugu tespit edilirken en ¢ok yazmayi sevdigi
tiirlerin de yine bilgilendirici metin tiirlerinden olan ani oldugu belirlenmistir. Ogrencilerin bilgilendirici metinleri
yazmaya zorlanmalarina ragmen yine de en ¢ok yazmayi sevdikleri tiiriin an1 olmasi onlarin kendi yasantilardan olan
konular1 yazmak istemesinden dolayidir. Kurudayioglu ve Karadag (2010), 4.861 6grencinin yazili anlatim uygulama
kagitlarini inceleyerek hazirladiklar: ilkégretim Ogrencilerinin yazili anlatimda tercih ettiklerini konulara iliskin
calismalarinda 6grencilerin en ¢ok kendi yasadig1 konulari anlatan yazilar yazmayi tercih ettiklerini tespit etmiglerdir. Bu
da gosteriyor ki 5. sif Ogrencileri dilekge, yonerge metinleri, 6z ge¢mis gibi bilgilendirici metinleri yazmada
zorlanirken kendi hayatlarindan izler tagtyan anilari yazmay1 sevmektedirler. Uretim atolyelerinde yazma etkinlikleri
hazirlanirken 6grencilerin severek yazdigi metin tiirleriyle baslanip kademeli bir sekilde diger tiirleri yazmalariin
istenmesi Ogrencilerin iiriin ortaya koyabilecegi inancina varmalarini ve yazma motivasyonlarmin artmasini
saglayacaktir. Bu caligma sonuglarina gore, 6grencilerin yazmayi en ¢ok sevdigi tiiriin an1 oldugu ortaya konulurken
bununla birlikte 6grencilerin 6ykii, giinlik ve masal yazmay: sevdikleri de tespit edilmistir. Bu baglamda tiretim
atolyelerinde giinlitk yazma etkinlikleri yapilmasi evde de ogrencilerin giinliik tutmalarinin tegvik edilmesi onlara
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diizenli yazma aligkanlig1 kazandirmasi agisindan énemlidir. Ozbay ve Zorbaz (2012), ortaokul dgrencilerinin yazma
tutuklugu diizeyinin belirlenmesine yonelik yaptiklar1 ¢alismalarinda 6grencilerin giinliik tutmasinin yazma tutuklugu
yagama ihtimallerinin oniine gectigini tespit etmislerdir. Ogrencilerin hem diizenli yazma aliskanligi kazanmas: hem de
yazma tutuklugu yasama ihtimallerinin 6niine gegilmesi i¢in sevdigi tiirleri {iretim atolyelerinde yazmalar1 ve okul digt
etkinliklerle desteklenmesi 6nemlidir. Ayrica Endarwati vd. (2023), yazma becerilerini gelistirmek i¢in gorsel araglarin,
ogrencilerin yazma siireglerini daha etkili bir sekilde organize etmelerine yardimci oldugunu belirtmektedir. Bu yenilik¢i
yaklagimlar, yazma becerilerinin gelistirilmesi i¢in 6nemli bir destek sunmakta ve &grencilerin yazma siirecine dahil
olma motivasyonunu artirmaktadir. Bu baglamda iiretim atélyelerinde égrencilerin motivasyonunun artirilmasi igin
yazma siirecine gorsel araclar dahil edilmelidir.

Uretim atdlyelerinin egitim 6gretim hayatina yeni girmis olmasindan dolay1 bu atélye uygulamalarinda siire,
mekan ve sinif mevcudunun kalabalik olmasindan dolay1 6gretmenlerin at6lye uygulamalarinda sikinti yasadiklar: tespit
edilmistir. Yapilan aragtirma sonuglarina gore okullarin biiyiik bir kisminda iiretim atolyeleri icin 6zel bir mekan
ayrilmamugtir. Ogretmenlerin biiyiik bir ¢ogunlugu atélye calismalarini siniflarda, bir kismu kiitiiphanede ya da okul
disinda yapmaktadir. Arasgtirmaya katilan oOgretmenlerin ¢ok azi yazma atolyeleri icin ayrilan 6zel mekénlarda
etkinliklerini yapmaktadirlar. 2024 Ortaokul Tiirkge Dersi Ogretim Programr'nda iiretim atélyelerinin uygulanma
esaslarinda at6lye ¢alismalari icin illa 6zel bir yer hazirlanmasi gerekmedigini vurgulamaktadir. Programda, okul sartlari
g6z oninde bulundurularak mekénlarin belirlenmesi gerektigi vurgulanmaktadir. Ancak her ne kadar programda
tiretim atolyeleri i¢in ayr1 mekan olugturmanin zorunlu olmadig: ileri siiriilse de 6gretmenler atdlye ¢alismalar: igin
okullarda uygun kosullarin olusturulmasini beklemektedirler. Zaman yonetimi konusu, 6zellikle yogun miifredat
programi nedeniyle 6grencilerin yazma gorevlerini tamamlamak icin yeterli vakit ayiramamalarina neden olmaktadir
(Hyland, 2003). Moses ve Mohamad (2019), 6grencilerin yazma siireglerini zaman sinirlamalari altinda yiirtitmek
zorunda kaldiklarinda stres yasadigini ve bu durumun yazilarinin kalitesini olumsuz etkileyebilecegini ifade etmektedir.
Zaman yonetimi, yalnizca yazma siirecinde 6grenciler icin degil, tiretim atdlyelerinde de egitim siireglerini etkileyen
onemli bir zorluktur. Moses ve Mohamad'in (2019) belirttigi gibi, zaman sinirlamalar1 yalnizca 6grencilerin stres
seviyelerini artirmakla kalmaz, ayni zamanda yazil iiretimin kalitesini de olumsuz etkiler. Bu durum, egitim-6gretim
baglaminda yeni uygulamaya konulan iiretim atolyeleri i¢in daha karmagik hale gelebilir. Uretim atolyelerinde siire
kisitlamalari, siniflarin kalabalik olmasi ve mekén sikintist gibi faktorler, 6gretmenlerin etkin bir sekilde bu tiir
uygulamalar: gerceklestirmelerini zorlastirmaktadir. Bu tespitler, at6lye uygulamalarinin planlanmasinda daha fazla 6zen
gosterilmesi gerektigini ortaya koymaktadir. Ogretmenler, dgrencilerin yazma ve iiretim siireglerini desteklemek icin
daha esnek zaman planlamalari, uygun siif diizenlemeleri ve bireysellestirilmis yaklagimlar gelistirmelidir. Bu tiir
yenilik¢i ¢oziimler, atolye uygulamalarinin etkinligini artirmada 6nemli bir rol oynayabilir. Ogretmenler iiretim
atlyelerinin uygulanmasina yonelik olarak tiretim atélyelerinin uygulanmasiyla ilgili 6gretmenlere egitim verilmesini,
ogrencilerin yazma becerilerindeki farkliliklar: goz 6niine alinarak esnek siireler verilmesini ve 6grenci seviyesine uygun
etkinlikler planlanmasini 6nermektedirler. Bu dneriler, egitim siirecinin daha etkili ve verimli bir sekilde yiiriitiilmesine
katki saglamay1 hedeflemektedir.
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