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The purpose of this study is to investigate the effect of Web 2.0 and storyline-supported
P4C sessions on students’ attitudes, level of fun, and concept learning processes in a life
studies course; the opinions of the teacher and researcher about the process were also
examined. The research was carried out using a nested mixed design. A primary school
teacher and her 3rd-grade students participated in the study. Qualitative data was
gathered from concept network documents collected from students and diaries kept by
the researcher and teacher. Quantitative data was collected using the Scales of Attitude
towards the Life Studies Course and Fun in the Life Studies Course. To analyze the
quantitative data, a paired sample t-test was used. Qualitative data was analyzed by
content analysis. According to the results, the intervention employed during the
research increased the positive attitudes of the students towards the Life Studies course;
however, it did not cause a significant change in the level of fun in the lesson. The
process provided many opportunities for students, such as fluent thinking, approaching
the subject from different perspectives, and learning new concepts. For the teacher, the
process had benefits, such as monitoring the socio-cultural impact of the students and
allowing for professional reflection.
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Bu arastirmanin amac1 Web 2.0 ve Oykiilestirme destekli P4C oturumlarmin hayat bilgisi
dersinde 6grencilerin derse karsi tutumu ve derste eglenme diizeyleri tizerindeki etkisini
incelemek ve arastirmaci ile dgretmenin siire¢ hakkindaki goriislerini tespit etmektir.
Arastirma, i¢ ice karma desenle yiiriitiilmiistiir. Arastirmaya bir sinuf 6gretmeni ile onun 3.
siifa devam eden 6grencileri katilmistir. Nitel veriler, 6grencilerden toplanan kavram agt
dokiimanlari ve arastirmaciyla 6gretmen tarafindan tutulan giinliiklerle toplanmustir. Nicel
veriler, Hayat Bilgisi Dersi Tutum Olgegi ve Hayat Bilgisi Dersinde Eglenme Olgegi ile
toplanmistir. Nicel verilerin analizinde bagimli gruplar igin t-testi kullanilmistir. Nitel veriler
ise icerik analizi ile analiz edilmistir. Elde edilen sonuglara gore arastirma siiresince ise
kosulan miidahale, 6grencilerin hayat bilgisi dersine karsi olumlu tutumlarim arttirmus;
ancak derste eglenme diizeylerinde anlamli bir degisiklige neden olmamustir. Stiireg
ogrenciler igin akic1 diisiinme, konuya farkli bakis agilariyla yaklasma ve kavram 6grenme
gibi bircok firsat sunmustur. Ogretmenler agisindan ise siirecin sosyokiiltiirel etkiyi izleme
ve mesleki yansitmalarda bulunma gibi faydalar1 olmustur.
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Giris

Insanlar glinliik yasamlarinda, gesitli sorunlarla karsilasabilmektedirler. Bu sorunlarin
iistesinden gelme, sistemli, elestirel ve mantikli diisiinmeyi gerektirmekledir. Sorunlarin cesitliligi ise
degisik kosullara uyum saglayabilecek, esnek ve acik diisiinebilecek arastirmaci bireylerin
yetistirilmesini gerekli kilmaktadir. Egitim ortamlarinda bu amaglarla kullanilabilecek yontemlerden
biri Cocuklar i¢in Felsefedir (Philosophy for Children [P4C]) (Giir, 2010; [lhan Tung, 2017). Cocuklara
felsefi diisiince ve tutumlar: kazandirmay1 amaglayan bu yéntem (Dirican ve Deniz, 2017), ¢ogunlukla
bir uyaric olarak sunulan Sykiilerin belirli bir kisminda ya da sonunda sorulan olgusal, analitik ve en
temelde kavramsal sorularla yiiriitiilmekte (Fisher, 2001) ve 6grencilerin bu sorular {izerine igbirlikli bir
bicimde diisiindiikleri sorusturma toplulugu pedagojisine dayanmaktadir (Kennedy, 1999). Oykii
temelli olup, 6grenciler arasinda sorusturma ve kesfetmeye dayali bir 6grenci toplulugu olusturmay1
planlayan diger bir yaklasim oykiilestirme (storyline) yaklasimidir (Isabelle, 2007). P4C, soru temelli
ilerledigi gibi Oykiilestirme yaklasiminda da c¢ocuklar, kendileri tarafindan tasarlanan karakterlerin,
kendileri tarafindan tasarlanan mekanlarda yasadiklar1 problemlere iliskin anahtar sorularla mesgul
olmaktadirlar (Bell ve Harkness, 2006). Bu ortak temalar, P4C ile Oykiilestirme yaklasiminin bir arada

kullanilabilecegini diisiindiirmektedir.

P4C ile Oykiilestirmenin bir araya getirilecegi bir yaklasimda, olgusal, analitik ve kavramsal
sorularin anahtar sorulara doniistiiriilebilecegi, cocuklarin farkli felsefe oturumlarinda birbirinden
bagimsiz oykiiler iizerinden tartismak yerine birbirinin devami olan Oykii boliimleri iizerinde
ilerleyebilecegi ve en 6nemlisi kendi olusturduklar: karakter ve mekanlarla sekillenen bir 6ykii ile ilgili
sorularin iizerine daha ¢ok diisiinebilecekleri beklenmektedir. Boyle bir yaklasimda ¢ocuklarin kendi
karakter ve mekanlarini olusturma adina teknolojik ortamlardan biri olan Web 2.0 araglarindan destek

almabilecegi diisiiniilmektedir.
Kuramsal Cerceve
Cocuklar i¢in Felsefe (P4C)

P4C, ¢ocuklara felsefe tarihini ve teknik felsefe dilini 6gretmek ya da onlara hazir bir diinya
goriisii ve degerler dizisi dikte etmek anlamina gelmemektedir (Bynum, 1976). Aksine bu yaklasim,
cocuklarin felsefi bir disiplinle felsefi kavram ve yontemleri edinebilecekleri ve dnemli mesele ve
gergeklikleri, 6zenli bir bigimde diistinerek arkadaslariyla beraber yeniden insa edebilecekleri bir
girisimi ifade etmektedir (Daniel ve Auriac, 2011; Higgs ve Higgs, 2001). Daha ayrintili bir ifade ile P4C;
felsefe disiplininin, ¢ocuklarin daha entelektiiel, enerjik, merakls, elestirel, yaratici ve mantikli hale
gelmesine yardimci olmak icin bir kaynak olarak kullanildigi, ¢ocuklarin 'biiyiik sorulari’ daha iyi
anlamak igin birlikte ¢alistiklari, sorusturma toplulugu odakli, demokratik ve 6grenci onderliginde
sirdiiriilen (Lipman, 1975), felsefi igerik ve yontemlerin bir araya getirildigi bir siireci anlatmaktadir

(Bleazby, 2012).
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P4C, ¢cocuklarin mantiksal muhakeme becerilerini, hayal gii¢lerini ve duygusal farkindaliklarini
gelistirmeyi amaglamaktadir (Biggeri ve Santi, 2012). Yaklasim, ¢cocuklarda duyarlilig1 gelistirerek kendi
diisiinmeleri konusunda sorumluluk tistlenmelerini ve isbirligi egilimlerini gelistirerek onlara empati
ve sayg1 degerlerini kazandirmay1 hedeflemektedir (Fisher, 2001). Bu yaklasimla kisa vadede ¢ocuklarin
bilissel gelisimlerini desteklemek, orta vadede sorumlu ve faydali vatandaslar yetistirmek, uzun vadede
ise demokrasinin evrimine katkida bulunmak arzulanmaktadir (Daniel, Schleifer ve Lebouis, 1992).
Yapilan calismalar, P4C'nin bu hedefler dogrultusunda cocuklarda bilgiyi isleme, sorgulama,
muhakeme, yaratici diisiinme ve degerlendirme becerilerini gelistirdigini ortaya koymaktadir
(Cleghorn, 2002). P4C ile ayrica ¢ocuklarin bilissel becerilerinde ve olumlu sosyal davranislarinda artis
gozlemlenebilmektedir (Colom, Moriyén, Magro ve Morilla, 2014). Cocuklarda elestirel diisiinme,

konusma, dinleme ve karmasik argiimanlar sunma davranigslari iyilesmektedir (Jenkins ve Lyle, 2010).

Tipik bir P4C oturumu, ¢ember seklinde oturma ve c¢ocuklari Ozellikle zihinsel olarak
1sindiracak bir etkinlik ya da oyunla baslamaktadir. Ardindan 6grencilere, onlar1 meraklandiracak bazi
uyaricilar sunulmaktadir. Bu uyaricilar, siklikla ¢ocuk kitaplar1 olabilmektedir. Cocuk kitaplariin
secildigi durumlarda, kitaplarin kurgusal, dykiileyici ve diyalog temelli olmasina ve ¢ocuklar ya da P4C
oturumlarinin hem bir diizenleyicisi hem de bir parcas: olan kolaylastirici tarafindan sesli bir bigcimde
okunmasina dikkat edilmektedir. Ogrenciler uyaricilar iizerine diisiindiikten sonra, bu uyariciyla ilgili
tartismaya agmak istedikleri sorular hazirlamaktadir. Ogrencilerin paylastigi sorular, herkesin
gorebilecegi bir yerde listelendikten sonra oylanmaktadir. En ¢ok oylanan soru, bu soruyu giindeme
getiren Ogrencinin goriisleriyle tartismaya acilmaktadir. Tartisma asamasinda 6grenciler, sdylenenlere
katilip katilmadiklarini dile getirerek, yeni sorular sorarak, genellemeleri ciiriitecek iddialar ortaya
atarak, iddialar icin gerekce talep ederek, iddialar altinda yatan varsayimlari sorgulayarak ve
alternatifler 6nererek anlam insa etmek icin isbirligi yapmaktadir. Kapanis asamasinda, 6grencilerin
tartisma esnasinda dile getirdikleri fikirler ve bu fikirlere yonelik dayanak noktalar: 6zetlenmektedir.
Son olarak gozden gecirme asamasinda, mevcut siireg, ilerleme ve gelecek tartisma siireglerine yonelik
yansitmalarda bulunulmaktadir (Bleazby, 2006; Fisher, 2005; Hymer ve Sutcliffe, 2012; Lipman, 1976,
1984, 2011). Bu siiregte 6nemli olan durum, “sorusturma toplulugu” pedagojisine uygun davranmaktir.
Bu anlayisa gore, 0grenciler neredeyse hi¢ cevap vermeden ¢ok sayida soruyla mesgul olmakta ve bu
sekilde aranan seyin bir cevap olmadigini fark etmektedirler (Lipman, 1998). Bu siirecte sokratik
tartismadan etkin bir bi¢cimde faydalanilabilmektedir. Uyarici sunulduktan sonra 6gretmen, 6grencilere
metinle ilgili olan ama cevabi metinde yer almayan bir actk soru yoneltmektedir. Bu sorunun 6grenciler
tarafindan sorulan sorular arasindan yine Ogrenciler tarafindan segilmesi daha uygun bulunsa da
¢ocuklarin P4C konusunda deneyimsiz oldugu durumlarda agik sorular Ogretmen tarafindan da
sorulabilir. Ardindan 6grencilerin acik soruya verdikleri yanitlarin igerdigi kavramlar kodlanmakta ve

derinlemesine tartisilmasi istenen kavramla ilgili kapali sorulara gegilmektedir (Soysal ve Pullu, 2020).
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Kapali sorular, ¢ocuklarin verdikleri yanitlarda kullandiklari kavramlar {izerine felsefi olarak

diisinmek zorunda kaldiklar1 sorular: ifade etmektedir.
Oykiilestirme (Storyline)

Oykiilestirme yaklagimi, kurgusal bir diinyanin olusturulmasi ile baslar. Ogrencilerin kurgusal
diinyanin igerisine girebilmesi i¢in, dykiide yer alan karakter ve mekanlar, 6grencilerle beraber ya da
ogrenci tarafindan yapilan gizimler, kuklalar ve ii¢ boyutlu gesitli galismalar yoluyla tasarlanir. Oykii
ardisik boltimlerle devam ederken, her bdliimde 6grencilere karakterlerin yasadiklar1 sorun ve
ikilemlerle ilgili anahtar sorular sorulur. Ogrenciler ¢ogu zaman grup olarak ancak gerektigi
zamanlarda bireysel bir sekilde karakterlerin bu sorulari ¢ozmelerine yardimei olacak etkinliklerde
bulunurlar. Bu sekilde dykii {izerinde sahiplik ve kontrol hissi gelisen ¢ocuklar, programda yer alan
bilgi, beceri, kavram ve kazanimlara erisebilirler. Her oturum sonunda 6grenciler, ne yaptiklarini, ne
ogrendiklerini ve bunlarin bagka yerlerde nasil uygulanabilecegini ve kullanilabilecegini
tanimlamalarini saglayan bir yansitma siirecine katilirlar. Yeni oturumlar, Oykiintin butiinlGgi
bozulmadan, 6gretim programinin hedefleri dogrultusunda belirlenmis ve karakterlerin basindan
gecen olaylarin igerisinde sunulan problemlere iliskin anahtar sorularla devam eder (Ahlquist, 2013;
Bell ve Harkness, 2006; Haggstrom, 2022; Nuttall, 2016; Tepetas Cengiz, Cabuk, Sirganci ve Giiney,
2020). Siire¢ boyunca ve siire¢ sonunda ortaya ¢ikan ¢alisma ve triinler sergilenir. Alt1 hafta civarinda

siirdiiriilebilecek bu yaklasim, bir kutlama ile sonlandirilir (Ahlquist, 2021).

Oykiilestirmeye dayali bir siireg, olabildigince disiplinlerarasi bir sekilde ytiriitiiliir ve isbirlikli,
sosyal ve doniistiiriicli 6grenmeye hizmet edecek bigimde tasarlanir (Karlsen ve Haggstrom, 2020).
Ogretmen, siireci dykiiniin dogalligin1 bozmadan planlar; ancak anahtar sorulara ¢oziim iiretmeye
calisan 6grenciler ilerleyen oturumlarda Sykiiniin nasil gelisecegini ve hangi anahtar sorularla mesgul

olunacagini bilmez (Bell, 2008).

Oykiilestirme yaklagimi, akademik basariy1 arttirma (Demir, 2013) ve bilgilerin kaliciligim
saglama gibi faydalar saglayabilir (Ulupinar Ozkuzukiran ve Kayabasgi, 2020). Ogrencilerin elestirel
diislinme, yorumlama, agtklama, ¢ikarim, analiz ve 6z diizenleme becerilerini gelistirebilir (Tozduman
Yarali ve Giingor Aytar, 2020). Bu yontem sayesinde bireyler, betimleme, konu ile ilgili kelime dagarcig:
kullanarak kendi fikirlerini agiklama ve sozlii-sozsiiz davraniglarda bulunma becerilerini

gelistirebilecek bir¢ok firsatla karsilasabilir (Budlova, 2014).
Web 2.0

Web 2.0; en genis anlamda paylasim, iletisim ve igbirligini tesvik eden teknolojileri ifade
etmektedir (Nichol, Hunter, Yaseen ve Prescott-Clements, 2012). Web 2.0 teknolojileri bireylere ilgi
alanlar1 ve davranislari ile ilgili ayrintilar1 yayinlamalari i¢in platform ve olanak saglamaktadir (Rollett,
Lux, Strohmaier, Dosinger ve Tochtermann, 2007). Bu teknolojiler sayesinde internet, daha yaratici,

katilimc ve sosyallestirici bir hale doniismektedir (Blees ve Rittberger, 2009). Web 2.0 araglari; metin ve
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resim temelli araglar, ses ve video araglari, ok modlu {iretim araglari, dijital 6ykii araglari, web sitesi
olusturma araglari, bilgi diizenleme ve paylasma araclari, veri analizi araglari, zaman ¢izelgesi araglari,
3D modelleme araglari, degerlendirme araglari, sosyal ag sistemleri ve eszamanli ¢alisma araglar
seklinde smiflandirilabilmektedir (Bower, 2016). Bagska bir siniflama ise bu teknolojileri, bilgi vermeye
igbirligine, kanit ve belge sunmaya ya da {iretim ve etkilesime dayal1 araclar olarak ele almaktadir (Diaz,

2010).

Web 2.0 teknolojileri, zengin ve duyarh bir kullanici arabirimi saglayip esnek bir web tasarimi
sunarak yeniden yaratici kullanima zemin hazirlar. Ortak ilgi alanlarina sahip insanlardan olusan
sosyal aglar kurarak isbirlik¢i icerik olusturma ve degistirmeyi kolaylastirir. Web'deki farklh
uygulamalar1 yeniden kullanarak ve birlestirerek veya farkli kaynaklardan gelen veri ve bilgileri
birlestirerek yeni uygulamalarin olusturulmasini saglar (Murugesan, 2007). Biiytiik kitlelere hitap eden
igeriklerdense kiigiik topluluklarin dikkatini ¢eken 6zel konulara odaklanir (Rollett ve digerleri., 2007).
Yeni ¢evrim igi topluluklarin ortaya ¢ikmasina ve sivil katilimin artmasma yardimer olur (Wamuyu,
2018). Bu ozellikleri Web 2.0 teknolojilerini 6zellikle iletisim ve eglence diinyasinda dnemli bir yere

koyar.

Web 2.0, yalnizca iletisim ve eglence i¢in degil, ayn1 zamanda egitim igin de ¢ok kullanicili
alanlar saglamaktadir (Ozdener, 2018). Egitim ortamlarinda bu teknolojilerden faydalanmak, 6grenci
merkezli ve etkilesimli ortamlar i¢in gerekli bulunmaktadir (Bower, Hedberg ve Kuswara, 2010).
Ogrencilerin 6grenme stillerine hizmet etmesi agisindan énemli olan bu teknolojiler, gretmen ve
Ogrenci arasmndaki smirlar1 bulaniklastirmakta (Nichol ve digerleri., 2012), 6grencilerin kendi kisisel
ogrenme ortamlarini yaratmasina yardimc olmaktadir. Bylece yapilandirmaci (Kompen, Edirisingha,
Canaleta, Alsina ve Monguet, 2019), sosyal, etkin ve baglanticilik teorilerine dayali 6grenme ortamlari

olusturulmasina hizmet etmektedir (Lee, Williams ve Kim, 2012).
Arastirmanin Amaci

Bu arastirmanin amaci, hayat bilgisi dersinde Web 2.0 ve Oykiilestirme destekli P4C

yaklasiminin etkilerini incelemektir. Bu amag¢ dogrultusunda asagidaki sorulara yanit aranmistir:

e Web 2.0 ve Oykiilestirme destekli P4C etkinliklerine katilan &grencilerin Hayat Bilgisi Dersi
Tutum Olgeginden elde ettikleri 6n test ve son test puanlari arasinda istatistiksel olarak
anlamli bir fark var midir?

e Web 2.0 ve Oykiilestirme destekli P4C etkinliklerine katilan Ogrencilerin Hayat Bilgisi
Dersinde Eglenme Olceginden elde ettikleri 6n test ve son test puanlari arasinda istatistiksel
olarak anlaml bir fark var midir?

e Web 2.0 ve Oykiilestirme destekli P4C yaklagimi, 6grencilerin kavram 6grenme siireglerini

nasil etkilemistir?
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e Smif d6gretmeni ve arastirmacinin hayat bilgisi dersinde Web 2.0 ve dykiilestirme destekli

P4C kullanimi1 hakkindaki goriisleri nelerdir?
Yontem

Bu arastirma, karma arastirma yontemi ile gerceklestirilmistir. Bu gercevede nicel ve nitel

yaklasimlar bir araya getirilmistir.
Arastirma Modeli

Bu arastirmada kiiciik bir grupla calisiimis ve boyle bir gruptan elde edilecek nicel verilerin,
Web 2.0 ve oOykiilestirme destekli P4C uygulamalar1 gibi zengin bir egitim ortamini tek basina
acgiklamada yetersiz kalabilecegi diisiiniilmiistiir. Bu yiizden ¢alismanin, arastirmactya daha derin bir
iggorii sunabilecegi nitel verilerle desteklenmesi gerektigine karar verilmis ve siire¢ boyunca ig ige
karma desen kullanilmugtir. I¢ ice karma desen, farkli aragtirma sorularinin cevaplanmast igin farkl veri
setlerinin gerektigi durumlarda kullanilir. Bu kapsamda deneysel calisma seklinde diizenlenen nicel bir
calismayi gelistirmek ve zenginlestirmek amaciyla arastirmaya nitel bir boyut eklenebilir. Nicel ve nitel
veriler birlikte toplanabilecegi gibi art arda da toplanabilir (Creswell ve Plano Clark, 2020). Bu desen
kapsaminda, arastirma siirecinde yiiriitiilen miidahalenin etkililigi hem nicel hem de nitel verilerle test
edilmis, bu veriler birlikte toplanmis, ancak arastirmanin nitel boyutuna agirlik verilmistir. Nitel
boyutta, insanlarin tecriibe ve gdzlemlerini nasil yorumladigini ortaya ¢ikarmakla ilgilenen temel nitel
arastirma deseni (Merriam, 2018) kullanilmistir. Nicel boyutta ise deneysel tasarimlardan biri olan tek
grup on test-son test modeli ise kosulmustur. Bu model, bir miidahalenin etkisini degerlendirmek i¢in
deneklerin 6n test ve son test sonuglarinin karsilastirildig: bir yontemdir (Karasar, 2012). Nitel boyutta
ogrencilerin kavramsal gelisim siireclerine ve aragtirmaci ile 6gretmenin siirece dair goriislerine
odaklanilmistir. Nicel boyutta ise tek gruptan olusan 6grencilerin hayat bilgisi dersine kars: tutumlari

ve bu dersteki eglenme diizeylerindeki degisim, 6n ve son testlerle incelenmistir.
Katilimcilar

Bu arastirma Diyarbakir ilinin Sur ilgesine bagl bir koy ilkokulundaki 11 6grenci ve bu
ogrencilerin sinif 6gretmeni ile gerceklestirilmistir. Katilimcilarin se¢giminde uygun/kolayda 6rnekleme
tercih (Christensen, Johnson ve Turner, 2020) edilmis ve bu kapsamda calisma, arastirmanin kendi
simifinda yiiriitiilmesi konusunda goniillii olan bir smif Ogretmeninin simifinda yiiriitiilmiistiir.
Katilimcilarin sayica az olmasinin temel nedeni, P4C etkinliklerinin en etkili bir bigimde kiigiik
gruplarla yiiriitiilebilmesidir (Williams, 2016). Ogrencilerin 5'i kiz, 6’s1 erkektir. 3. sinifa devam eden
bu ¢ocuklarin yasi 8-10 arasindadir. Cocuklarin anadili Kiirtgedir. Tiirkge, cocuklarin 6grendigi ikinci
dildir. Ogretmen ise kadin olup 14 yillik mesleki deneyime ve smif egitimi alaninda yiiksek lisans

derecesine sahiptir.
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Verilerin Toplanmasi

Arastirmanin nitel verileri, siireg icerisinde 6grencilerden toplanan kavram ag1 dokiimanlari ve
arastirmaciyla Ogretmen tarafindan tutulan arastirma giinliikleri ile toplanmistir. Arastirma
kapsaminda kullanilacak kavram aglarini ¢izdirmeden bir giin 6nce, 6grencilere kavram ag ile ilgili
ornekler gosterilmis; ev, okul, insan gibi farkli kavramlarin merkezde oldugu kavram aglar ¢izdirilmis
ve Ogrencilere kavram agmin nasil olmasi gerektigi hususunda doniitler verilmistir. Arastirma
kapsaminda gerekli olan verileri toplamak igin ise 8grencilerin “Ulke” kavramu ile ilgili birer kavram
ag1 c¢izmeleri istenmis, bu siirecte bir zaman simnirlamas: konulmamistir. Bu kavram aglari, hem
miidahale 6ncesinde hem de miidahale sonrasinda 6grencilere ¢izdirilmistir. Boylece miidahalenin,

Ogrencilerin “iilke” ile ilgili kavramlari ortaya ¢ikarma konusundaki etkisi incelenmistir.

Etik olarak sorun c¢ikarabilecegi diistiniildiigiinden smuif igerisinde ses kayd:i alinmamustir.
Bunun yerine, arastirmaci ve P4C oturumlarini gozlemleyen 6gretmen, bu oturumlara iliskin gozlem

ve diisiincelerini yazdiklar: giinliikler tutmuslardair.

Nicel veriler, 6n test ve son test olarak kullarilan Hayat Bilgisi Dersi Tutum Olgegi (Oker ve
Tay, 2019) ve Hayat Bilgisi Dersinde Eglenme Olgegi (Ulugmar, Giindogan ve Akar, 2020) ile
toplanmugtir. Hayat Bilgisi Tutum Olgegi, “hayat bilgisi dersine yonelik olumsuz tutumlar”, “hayat
bilgisi dersi igerigine yonelik olumlu tutumlar” ve “hayat bilgisi dersine yonelik olumlu tutumlar”
seklinde {i¢ alt faktorden olusmaktadir. Bu 6lgek {iclii likert yapiya sahiptir. Hayat Bilgisi Dersinde
Eglenme Olgegi de iiglii likert yapida olup igerik ve islenis ile ilgili eglenme diizeylerini Slgen iki alt
faktor icermektedir. Hayat Bilgisi Tutum Olgegine iliskin toplam puanlar ile Hayat Bilgisi Dersinde
Eglenme Olgeginin alt dlgeklerine ait puanlar 6n test veya son testlerin en az birinde giivenilir sonuglar
vermediginden dolayi isleme alinmamustir. Bunlar digindaki 6lgtimlere ait glivenirlik katsayilar1 Tablo

1’de verilmistir.

Tablo 1. Olgiim giivenirligi

On test Son test
Hayat bilgisi dersine yonelik olumsuz tutumlar .80 .69
Hayat bilgisi dersi icerigine yonelik olumlu tutumlar .85 .65
Hayat bilgisi dersine yonelik olumlu tutumlar .76 76
Hayat bilgisi dersinde eglenme .73 73

Tablo 1'de goriildiigii gibi arastirmanin nicel boyutu kapsaminda yapilan Olgiimler 10
maddeden daha az madde igeren tutum 6lgegi alt boyutlari igin en az .65 diizeyindedir. 10 maddeden
olusan eglenme Slgegi ile yapilan dl¢iimlere iliskin Cronbach’s alpha katsayilari ise hem 6n test hem de
son test i¢in .73’tiir. Madde sayilari ile birlikte dikkate alindiginda arastirmada kullanilan veri toplama

araclariyla yapilan 6l¢iimlerin giivenilir oldugu (Sipahi, Yurtkoru ve Cinko, 2010) s6ylenebilmektedir.
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Verilerin Analizi

Nicel boyutta toplanan verilerin 6ncelikle normallik dagilimlar: incelenmistir. Bu kapsamda ele

alman carpiklik ve basiklik degerleri Tablo 2’de verilmistir.

Tablo 2. Carpiklik ve basiklik katsayilar:

On test Son test
C B C B
Hayat bilgisi dersine yonelik olumsuz tutumlar 71 -.62 -35 -1.75
Hayat bilgisi dersi igerigine yonelik olumlu tutumlar -1.39 1.58 -.62 -.86
Hayat bilgisi dersine yonelik olumlu tutumlar -13 -1.52 -.67 -74
Hayat bilgisi dersinde eglenme -.61 -.81 -.30 -1.47

Tablo 2’de verilen carpiklik ve basiklik katsayilar +2 ile -2 arasinda oldugu icin (George ve
Mallery, 2010) elde edilen verilerin normal dagilima uygun olduguna karar verilmistir. Bu ylizden elde
edilen verilerin analizinde bagimh gruplar igin t-testi kullamilmuistir. Etki biiyiikliigtinin

yorumlanmasinda n? degeri hesaplanmustir.

Arastirmanin nitel boyutunda i¢ gegerligi saglamak icin veri ¢esitlemesine gitme (Patton, 2014),
arastirmaci yanliligini bloke etme, katihimc1 dogrulmasi yapma ve digsal denetimci atama gibi islemlere
basvurulmustur (Creswell, 2007; Merriam, 2015). Veri ¢esitlemesi kapsaminda stirecin etkilerini izlemek
tizere Ogrencilerden c¢izdikleri kavram aglar1 ile Ogretmen ve arastirmacinin tuttugu giinliikler
kullanilmistir. Kendi yanliligini bloke etmek igin arastirmaci, giinliiklerinde siirecin 6grenci ve egitmen
agisindan faydalaria deginmektense sadece neler olup bittigini yazmaya calismus, siirecin faydalarin
ise bu siireg icerisindeki olup bitenlerden yola ¢ikarak siireg bittikten uzun bir siire sonra yorumlamaistir.
Katillmcar dogrulamas: kapsaminda ogretmenin, yazdigi giinliiklerinden elde edilen tema ve
edilen kategorinin yanls yorumlandigini, yaptig1 aciklamalarin “Inandig fikrin arkasinda durma”
seklinde daha iyi ifade edilebilecegini belirtmis ve kategori ismi bu gercevede degistirilmistir. Bunun
disinda Ogretmen, giinliiklerinde degerlendirmeye alinmamis ve kodlanmamis 6nemli bir fikrin
kalmadigini da dile getirmistir. Arastirma ile ilgisi bulunmayan bir arastirmaci digsal denetimci olarak
Ogretmen glinliiklerini ve arastirmaci giinliiklerini incelemis. Arastirmacimin yaptigl yorumlarin

kanitlarinin bu giinliiklerde yer aldigina dair goriis bildirmistir.

Aragtirmanin giivenirligi kapsaminda ilk olarak denetleme teknigine basvurulmustur
(Merriam, 2015). Bu kapsamda kavram aglarinin ve giinliiklerin nasil analiz edildigi aciklanmaya
calisilmistir. Oncelikle 6grencilerden elde edilen dokiimanlar ile arastirmaci ve 6gretmen giinliikleri
timevarimsal yaklasimla igerik analizine tabii tutulmustur. Icerik analizinin yorumlayict ve
degerlendirici dogasindan dolay1 (Celebi, 2021) elde edilen kod, kategori ve temalar temel alinarak

miidahalenin ¢ocuklara ve egitmenlere ne tiir yararlarinin oldugu yorumlanmaistir.
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Icerik analizi kapsaminda (Yildirim ve Simsek, 2021) 6grencilerin kavram aglarinda yer alan
her bir kavram, analiz birimi olarak secilmistir. Bu kavramlar kodlanmis, benzer kodlar ortak
kategoriler altinda bir araya getirilmis ve yine benzer kategoriler ortak temalar altinda
siniflandirilmistir. Es anlamli kavramlar ve farkl kavramlarla iligskilendirilen ayni kavramlar da bir kez
sayilmistir. Kavramlarin kategori ve temalara ayrilmasinda, iliskili oldugu kavramlar temel alinmistir.
Bu kapsamda 6rnegin Diyarbakir kavramindan sonra karpuz kavraminin verildigi durumlarda karpuz,
bitkisel kavramlar kategorisinde ve biyolojik kavramlar temasinda yer almamais; bunun yerine kiiltiirel
kavramlar kategorisinde ve sosyolojik kavramlar temasinda ele alinmistir. Bunun nedeni, Diyarbakir
ilinin karpuzlar: ile meshur olmas: ve hatta bu ilde karpuz festivallerinin yapiliyor olmasidir. Biri
arastirmaci, digeri ise smif 6gretmenligi alaninda doktora yapmis bir baska 6gretim {iyesi olmak iizere
iki kodlayici, ¢ocuklar tarafindan ¢izilen kavram aglarinda yer alan kavramlari incelemis ve kategori ve
temalara ayirmislardir. Bu kisimda giivenirlik hakkinda yorum yapabilmek i¢in Miles ve Huberman’in
(1994) kodlayicilar aras1 giivenirlik formdilii ise kosulmustur. Kodlanan 312 kavramdan 4'ii hakkinda
goriis ayrilig1 yasanmistir. Bu tiir durumlarda, tiglincii bir arastirmaciya bagvurulmustur. Cogunlugun
hemfikir oldugu kodlama gecerli sayilmistir. Ornegin O4 kodlu Ogrencinin ”Ulke>Bayram>Gezmek"
seklinde olusturdugu kavramsal agda, “gezmek” kavrami arastirmaci tarafindan kiiltiirel bir kavram
olarak ele alinmisken, ikinci kodlayici tarafindan bir aktivite kavrami olarak kodlanmistir. Ancak
tigiincii kodlayic1 da arastirmaci gibi, bayramlarda ev ziyaretleri seklinde yapilan gezmelerin, kiiltiirel
bir adet oldugunu diisiinmesi dolayisiyla, ilgili kavram O4 kodlu 6grenci igin kiiltiirel aktivite
kategorisinde kodlanmistir. Sonug¢ olarak elde edilen kodlayicilar arasi giivenirlik katsayisi
ogrencilerden elde edilen kavram aglar1 icin %98,7 oldugundan o6tiirii yapilan kodlamalarin giivenilir

oldugu diistintilmiistiir.

Arastirmaci ve 6gretmenin tuttugu giinliikler de yine iki kodlayic1 tarafindan igerik analizi ile
kodlanmuisgtir. Elde edilen kategoriler degerlendirilirken kodlayicilar bir araya gelmistir. Kimi zaman
kategori isimleri konusunda goriis ayriligi yasanmistir. Bu kapsamda o6rnegin “Yaratici diisiinme”
olarak adlandirilan kategori, diger kodlayicinin ve iiglincii uzmanin belirttikleri gibi arastirmaci
ifadelerinin yaraticilhigin tiim boyutlarini icermemesi gerekgesiyle “Akici diisiinme” gseklinde
isimlendirilmistir. Kimi zaman kategorilerin daha genel bir baghk altinda ele alinabilecegi
konusulmustur. Bu kapsamda oOrnegin onceden ayri ayri sunulan “Kavramlarin benzerlik ve
farkliliklarini tartisma” ve “Kavramsal kategorilere ulasma” kategorileri “Kavram 6grenme” ad1 altinda
birlestirilmistir. Bu kisimda kodlayicilar aras1 giivenirlik katsayis1 %92 olarak hesaplanmistir. Bu deger

kodlayicilar aras: glivenirligin yiiksek oldugunu gostermektedir (Miles ve Huberman, 1994).
Miidahale Siireci

Miidahale siireci sekiz hafta stirmiistiir. Her hafta bir oturum gergeklesmistir. Oturumlar

ortalama iki ders saati almistir. Arastirmada izlenen adimlar asagida anlatilmistir.
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e Hayat Bilgisi Dersi Ogretim Programinin (HBDOP) “Ulkemizde Hayat” iinitesinde yer alan

sekiz kazanimin ve bu kazanimlarin agiklamalart incelenmistir. Her bir kazanim igin P4C

oturumlarinda sorusturulmasi planlanan kavramlar belirlenmistir. Bu kazanim, a¢iklama ve kavramlar

Tablo 3’te verilmistir.

Tablo 3. Miidahale siirecinde odaklanilan kazanim, agiklama ve kavramlar

Oturum Kazanim Agiklama Sorusturulmasi
Planlanan Kavram

1. HB.3.5.1. Yakin Mubhtarlik, belediye bagkanligi, Yonetim
cevresinde bulunan kaymakamlik ve valilik gibi yonetim
yonetim birimlerini ve birimlerine gezi yapmaya Ozen
yOneticilerini tanir. gosterilir.

2. HB.3.5.2. Ulkemizin Cumhuriyet kavrami tizerinde Demokrasi
yonetim seklini aciklar. durularak cumhuriyetin getirdigi hak

ve Ozgiirliikler vurgulanir.

3. HB.3.5.3. Yakin Yakin ¢evresinde bulunan cami, cesme, Glizellik
cevresinde yer alan han, hamam, miize, kale, tarihi carsilar,
tarihi, dogal ve turistik kopriiler, milli parklar vb. yerler
yerlerin ozelliklerini hakkinda arastirma yaptirilarak sinufta
tanitir. arkadaslariyla paylasmasi saglamir.

4. HB.3.5.4. Ulkesinin  Vatanseverlik, caliskan olma, isini en Gorev
gelismesi ile kendi gorev iyi sekilde ve eksiksiz yapma {izerinde Sorumluluk
ve sorumluluklarin1  durulur. Bu degerlerin yansimalarimin
yerine getirmesi arasinda bireylerden baslayacagina deginilir.
iligki kurar.

5. HB.3.5.5. Ortak kullanim Okullar, camiler, toplu tasima araglari, Kamu mali
alanlarin1 ve araglarmi otobiis duraklari, parklar, oyun Kisisel esya
korur. alanlari, spor salonlar1 ve stadyumlar

gibi kamu mallarinin  korunmasi
iizerinde durulur

6. HB.3.5.6. Milli birlik ve 15 Temmuz Demokrasi ve Milli Birlik Birlik
beraberligin toplum Gilinti'niin  bireysel ozgilirliigii ve Beraberlik
hayatina katkilarmi {ilkesinin bagimsizligia katkis: ile
aragtirir. milli birlik ve beraberligin

toplumumuza  katkilar1  {izerinde
durulur.

7. HB.3.5.7. Ulkemizde Ulkelerinden zorunlu veya istege bagh Farklilik
yasayan farkl kiiltiirdeki go¢ etmis kisilerden hareketle konu Sosyal sorumluluk
insanlarin  sorunlarina agiklanir.
yonelik sosyal
sorumluluk  projelerine
katilir.

8. HB.3.5.9. Yaptigi Engin Arik, Jale inan, Mehmet Akif Katki
calismalarla  iilkemize Ersoy, Mehmet Ali Kagit¢ci, Naim Vatandas
katkida bulunmug Siileymanoglu, Nene Hatun, Nuri

kisileri arastirir.

Demirag, Vecihi Hiirkus, Zihni Derin
gibi Dbireylerin kisisel 6zelliklerinin
basarili
durulur.

olmalarma etkisi {izerinde

1354



KEFAD Cilt 24, Say1 2, Agustos, 2023

e Aragtirmact tarafindan her bir kavramin sorusturulmasina yonelik uyarict Oykiiler
yazilmustir. Siire¢ Oncesince 6n hazirlik yapilarak sorusturulmasi planlanan kavramlara yonelik acik ve
kapal1 sorular hazirlanmistir. Agik sorular siire¢ 6ncesinde belirlendigi haliyle sorulmusken kapali

sorular bunlarla smirlandirilmamaisgtir.

e Oturumlara, birer 1sinma oyunu ile baslanmistir. Bu 1sinma oyunlar1 ¢ocuklar1 diisiinmeye
1sindirmay1 amaglamistir. Ornegin, cocuklara hizh bir sekilde “Zeka mi giizellik mi? Neden?” ya da

“Giineglenmek mi yiizmek mi? Neden” diye sorular sorulmustur.

e Ismma oyunundan sonra her oturumun gectigi mekan ve Oykiiniin temel karakterleri
tanitilmistir. Storyline kapsaminda bu mekan ve karakterler, 6grenciler tarafindan isbirlik¢i bir bigimde
ve arastirmacinin teknik destegiyle tasarlanmistir. Bu tasarimda Web 2.0 araglarindan bir olan
Storyboard kullanilmistir. Storyline kapsaminda &ykii ilerledik¢e mekanlar degismis, yenilenmis ve
Oykiiye yeni karakter ve nesneler eklenmistir. Bu anlamda mekanin neresi olacagindan mekanda neler
olacagina, karakterlerin kim olacagindan kiyafetine ve sag rengine kadar yapilan her yenilige cocuklar
karar vermistir. Bu kapsamda ilk oturumda tasarlanan ve c¢ocuklarin ¢ocuk mahallesi olarak
kullanabilecekleri mekan: ve mahalledeki ¢ocuklar1 gosteren gorsel ile Storyline boyunca degisen ve

sekizinci oturumda son halini alan gorsel Sekil 1 ve 2’de gosterilmistir:

Resim 1: Birinci oturum-ikinci mekan Resim 2: Sekizinci oturum mekdnin son hali

e Karakter ve mekanlar tasarlandiktan sonra Oykiiniin ilgili kistmlar1 okunmustur. Her
Oykiiniin sonunda ilk olarak Oykiiniin anlasilip anlasilmadigina yonelik 5N1K sorularindan

faydalanilmustir.

o Opykiilerin anlagildigindan emin olunduktan sonra 6grencilere dykiiyle ilgili agik sorular ve
acik sorulara verdikleri yanitlar dikkate alinarak siireg igerisinde belirlenen kapali sorular sorulmustur.
Bu kapsamda 6rnegin, ilk oturumda 6grencilere yetiskinlerin diinyasindan sikilan ve kendilerini baski
altinda hisseden ¢ocuklara ait Oykiiniin birinci boliimii anlatilmistir. Bu boliimde g¢ocuklar, arka

sokaklardan birinde kendi mahallelerini kurmuslardir. Mahallenin tadin: ¢ikarmaya calisan ¢ocuklar,



Yilmaz, F.

bir siire sonra ne yapacaklarina karar verememislerdir. Bu konuda kendilerini yonlendirecek bir
mahalle lideri secip se¢meme konusunda kendi aralarinda tartismaya baslamislardir. C)ykiiniin bu
boliimii anlatildiktan sonra ¢ocuklara P4C kapsaminda agik soru olarak “Sizce ¢ocuk mahallesi
sakinlerinin bir mahalle lideri olmali mi1? Olmamali mi1?” diye sorulmustur. Cocuklara cevaplarini ve
nedenlerini diisiinmeleri i¢in kisa bir siire verilmistir. Cocuklarin verdigi cevaplardan yola ¢ikarak su
kapali sorularla derinlesilmistir: Yonetim nedir? Yonetimlere ihtiyag var midir? Insanlar neden yonetilmek
(bir liderlerinin olmasini) ister? Insanlar yonetilmezse (bir liderleri olmasa) ne olur? Yonetilmek (Bir liderin
olmasi) neden iyidir? Yonetilmenin nasil olumsuz taraflar: vardur? Yonetilmek 6zgiirliigiimiizii elimizden alir m1

yoksa bizi daha mu 6zgiir yapar?

e Oturumlar boyunca oOgrencilerin kapali sorulara verdigi cevaplardan yola ¢ikarak
aragtirmaci tarafindan sorusturmay: Ozetleyen zihin haritalar1 ¢izilmistir. Oturum sonlarinda 6zet
yapmak amaciyla 6grencilere de sunulan bu zihin haritalar1 bir Web uygulamasi olan Coggle
(https://coggle.it/) ile yeniden ¢izilip asagidaki sekillerde verilmistir.

- —— -
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Goz Gilvenlik
Toprak
Tammama Dil Oumly  Saldima Kkazanma
Sag Huzur
Tuhaflik .
Giivensizlik
Farkllik Asker
Mutluluk
Kiyafet S
Silah ‘
o Unsurlar Toorak
Degisiklik - N k;ﬁ'ww
yakxabi Sawas araclan ugrama
Olumsuz
Ten rengi Oliimler
Sekil 7: Yedinci oturuma ait zihin haritasi Sekil 8: Sekizinci oturuma ait zihin haritasi

o Sekil 1’den de anlasilacagi tizere ¢ocuklar ilk hafta yonetim kavramu ile ilgili sorusturulmas:
istenen kavram cercevesinde “6zgilirliik” kavramini ele alip yonetimlerin 6zglirligli arttirdigini mu
yoksa smurladigimi mi1 konusmuslardir. Temelde “demokrasi” kavraminin sorgulanmasinin
hedeflendigi ikinci oturumda, ¢ocuklar, Sekil 2’'de gorildiigii gibi “lider” kavramina odaklanmislar ve
herkesi memnun edecek bir liderin hangi 6zelliklere sahip olmasi gerektigini tartismiglardir. Sekil 3’teki
kavramlarin isaret ettigi gibi {iglincii oturumda, 6nceden planlanan “gtizellik” kavrami degil; “turistik
eser” kavrami sorgulanmis, ¢ocuklar bu kavramdan baslayip “tarihi eser, sanat eseri ve dogal eser”
kavramlarma ulasmistir. Dordiincii oturumda esas olarak “goérev ve sorumluluk” kavramlarinin
tartisilmas1 hedeflenmis, ¢ocuklar ise Sekil 4'te de goriildiigii gibi tartismayi, bagkalarinin goérev ve
sorumluluklarini tistlenmenin bir iyilik olup olmadig: cercevesinde ilerletmislerdir. Besinci oturumda,
hedeflendigi gibi “kamu mal1 ve kisisel esya kavramlar1” sorgulanmistir. Sekil 5'te goriildiigii gibi
kisisel egya ile ¢ocuklar tarafindan ortak mal olarak adlandirilan kamu malinin artilarina ve eksilerine
ilisgkin bir tartisma yliriitiilmiistiir. “Birlik ve beraberlik kavramlar1” cercevesinde vyiiriitiilmesi
planlanan altinc oturumda oOgrenciler, Sekil 6’da yer alan “bir arada yasama” kavrami iizerine
derinlesmislerdir. Sekil 7’den anlasilacagi gibi farklilik ve sosyal sorumluluk kavramlarinin tartisiimas:
hedeflenen yedinci oturum, “farkliik” kavrami cercevesinde ilerlemistir. “Vatandas ve katk1”
kavramlarindan yola ¢ikilarak planlanan ve Sekil 8'de 6zetlenen sekizinci oturum, dgrencilerin daha

¢ok “savag” kavramina odaklandiklar1 bir siirece doniismiistiir.

¢ Storyline kapsaminda, her oturum sonunda arastirmaci tarafindan ¢izilen zihin haritalari ve
cocuklarin olusturduklar1 Storyboard gorsellerinin renkli ¢iktilar: alinip birer 6grenme {iriinii olarak

smnifta ayrilan bir kdsede sergilenmistir.

e Sekizinci oturumdan sonra veli ziyaretine agik olan ve dgrenme iiriinlerinden olugsan bir

sergi ile kutlama yapilmistir.
Arastirmanin Etik izinleri

Yapilan bu ¢alismada “Yiiksekogretim Kurumlari Bilimsel Arastirma ve Yayin Etigi Yonergesi”

kapsaminda uyulmasi belirtilen tiim kurallara uyulmustur. Yonergenin ikinci boliimii olan “Bilimsel
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Aragtirma ve Yaymn Etigine Aykir1 Eylemler” bashg altinda belirtilen eylemlerden higbiri

gerceklestirilmemistir.

Etik kurul izin bilgileri: Etik degerlendirmeyi yapan kurul ad1 = Dicle Universitesi Sosyal ve Begeri

Bilimler Etik Kurulu Bagkanlig1
Etik degerlendirme kararinin tarihi= 13.04.2021
Etik degerlendirme belgesi say1 numarasi= 58471
Bulgular
Arastirmadan elde edilen nicel ve nitel bulgular asagida verilmistir.
Nicel Bulgular

Web 2.0 ve oykiilestirme destekli P4C oturumlarinin 6grencilerin hayat bilgisi dersine karsi
tutum diizeyleri ve hayat bilgisi dersinde eglenme diizeyleri {izerindeki etkisine iliskin Bagimli gruplar

t-testi sonuglar1 Tablo 4’te verilmistir.

Tablo 4. Bagimli gruplar t-testi bulgular:

Test N X ss sd t P
Hayat bilgisi dersine yonelik olumsuz tutumlar ~ On Test 1 1,86 59 10 1.05 .319
Son Test 11 1.65 .48
Hayat bilgisi dersi igerigine yonelik olumlu On Test 11 251 57 10 -51  .617
tutumlar Son Test 11 258 .43
Hayat bilgisi dersine yonelik olumlu tutumlar On Test 11 240 51 10 -225 .049
Son Test 11 267 .36
Hayat bilgisi dersinde eglenme On Test 11 257 33 10 -42  .684

Son Test 11 2.63 .32

Tablo 4’te verilen Bagimli gruplar icin t-Testi Sonuglarina gore Web 2.0 ve oykiilestirme destekli
P4C oturumlarina katilan 6grencilerin hayat bilgisi dersine yonelik olumsuz tutumlar, hayat bilgisi
dersi igerigine yonelik olumlu tutumlar ve hayat bilgisi dersinde eglenme 6n test puanlari ile son test
puanlari arasinda anlamli birer farklilik bulunmamaktadir (p>.05). Bu durum bahsi gegen oturumlarn,
ogrencilerin hayat bilgisi dersine karst olumsuz tutumlarini, bu dersin igerigine yonelik olumlu
tutumlarmni ve bu derste eglenme diizeylerini etkilemedigi anlamina gelmektedir. Ancak bu sonuglar,
ilgili stirecin olumsuz sonuglandig1 anlamina gelmemektedir. Siirecte kullanilan 6lgeklerin 3'lii likert
oldugu dikkate alminca, aslinda 6grencilerin siireg 6ncesinde de hayat bilgisi dersine kars1 olumsuz
tutumlarinin disiik diizeyde (X=1,86), igerige karst olumlu tutumlarinin (X=2,51) ve derste eglenme
diizeylerinin (X=2,57) ise yiiksek diizeyde oldugu soylenebilir. Siire¢ sonrasinda ise yine derse karsi
olumsuz tutumlar diistik (X=1,65), dersin igerigine yonelik tutumlar (X=2,58) ve derste eglenme diizeyi
(X=2,63) yliksek diizeyde kalmigtir. Bu bulgular, miidahalenin ¢ocuklarin hayat bilgisi dersine yonelik
olumsuz tutumlarini diisiik diizeyde, ders igerigine kars: olumlu tutumlarini ve eglenme diizeylerini

ise yliksek diizeyde tutmaya devam edebildigini gostermektedir.
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Katilimailarin hayat bilgisi dersine yonelik olumlu tutumlar 6n test puanlari (X=2,40) ile son test
puanlar1 (X=2,67) arasinda son test lehine anlamli bir farkhilik bulunmaktadir (p<.05). Bu bulgu,
arastirma boyunca yiiriitiilen siirecin 6grencilerin hayat bilgisi dersine kars1 zaten yiiksek diizeyde olan
olumlu tutumlarini daha da arttirdigini gostermektedir. Etki biiytikliigiine (?=0.34) gore siirecin hayat

bilgisi dersine yonelik olumlu tutumlari arttirma etkisi biiytiiktiir (Pallant, 2007).
Nitel Bulgular

Web 2.0 ve Oykiilestirme destekli P4C oturumlarini igeren siirecin oncesi ve sonrasinda
Ogrenciler tarafindan c¢izilen kavram aglarina ve siirecin kendisine dair 0gretmen ve arastirmaci

goriislerine dair bulgulara asagida yer verilmistir.

Ogrenci kavram aglarina iliskin bulgular: Siireg 6ncesi ve sonrasinda 6grencilerin “Ulke” kavrami ile
ilgili ¢izdikleri kavram aglarinda yer alan kavramlardan yola ¢ikilarak elde edilen kavram, kategori ve

tema sayilar1 Tablo 5’te verilmistir.

Tablo 5: Ogrenci kavram aglariun analizi

Siire¢ Oncesi Siire¢ Sonrasi

Kavram Kategori Tema sayis1  Kavram Kategori Tema sayis1

SaYISI Say151
01 1 1 1 20 8 3
02 3 3 1 17 9 4
03 4 1 1 14 7 4
O4 4 3 2 35 17 5
O5 9 4 4 53 14 5
06 9 5 2 20 10 4
o7 6 4 3 27 11 4
08 1 1 1 17 8 4
09 6 5 4 44 15 5
o1 2 2 1 20 11 4

Tablo 5’te yer alan degerlerden de anlasilacag tizere tiim dgrencilerin Web 2.0 ve dykiilestirme
destekli PAC uygulamalari sonrasinda “Ulke” kavramina iligkin cizdikleri kavram aglarinda yer alan
kavramlar ile bu kavramlarin dahil oldugu kategori ve tema sayilarinda siire¢ dncesine gore artig
olmugtur. Bu durum siire¢ igerisinde ogrencilerin yeni kavramlar 6grenmis oldugu anlamina
gelebilecegi gibi onlarin zihinlerinde yer alan kavramlarin erisilebilirliginin arttig1 ve daha ¢ok sayida
kavramlar arast iliskinin kurgulandig1 anlamina da gelebilir. Asagida O1 ve O5 kodlu 6grencilerin siireg

oncesi ve sonrasinda ¢izmis olduklar1 kavram aglarina yer verilmistir.
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Resim 3: O1’in siireg 6ncesi kavram ag1

Resim 4: O1’in slire¢ sonras! kavram ag1

Resim 5: O5’in siireg oncesi kavram ag1

Resim 6: O5’in siireg sonrasi kavram ag1

Ogrencilerin siire¢ 6ncesi ve sonrasinda kavram aglarinda yer verdikleri kavramlarm yer aldig1

tema ve kategoriler Tablo 6’da gdsterilmistir.

Tablo 6. Ogrenci kavram aglarinda yer alan kavram, kategori ve temalar

Tema Siireg oncesi kategori ve Siire¢ sonrasi kategori ve kavramlar
kavramlar
Cografi Yerlesim birimi: Sehir (O1, Yerlesim birimi: Sehir (01, 02, 03, 04, 05, 06) O7,
kavramlar 04, 05, 06, 07), ilge (O7), Koy 08, 09, 010), ilge (05), kdy (02, O3, O4, 05, 06,
(04, O6), mahalle (09), 07, 08, 09, 010), mahalle (O9), Tiirkiye (O3, O5,
ingiltere (03), Amerika (63), 07, (59), Istanbul (C)l, 04, O5, 07), Diyarbakir (01,
Tiirkiye (O3, O5), Paris (O3), 03, 04, 07, 08, 09), Nevsehir (05), Sur (05, O7),
Diyarbakir (06, 07, O8) Tezgeger (07, 09),
Mekan: ev (O6) Mekan: ev (03, 04, 08), villa (O10), bina (O3, O8),
esya (O8)
Yeryiizii: deniz (02), gol (06, O9), nehir (07, O9),
dere (09), okyanus (09), su, (06), yer (07, O9), tas
(09), toprak (04, 05, 07, 09), gakil (O10)
Gokyiizii ve uzay: gokyiizii (O1, 05, 07, 08, 09),
bulut (Ol, 05, 09), glines (@1, 09), gezegen (Cl,
09), uydu (09), ay (08), yildiz (O8),
iklim: mevsim (06), sicak (06), soguk (O6)
Sosyolojik/ Kategorik kavramlar: Kategorik kavramlar: Millet (O1), vatan (02, O9)
kurumsal memleket (O4)
kavramlar  Kiiltiirel kavramlar: Yemekler Kiiltiirel kavramlar: Bayram (Ol, 04, 05, 07, 08,
(04, ©9), karpuz (O6) 09, 010), seker (01, 07, O8), yemek (O9), istiklal

Ekonomik kavramlar: Ulke
mal (O2)

mars1 (O7, O8), miize (06, 07), ¢cémlek (O6), kiyafet
(06), tarihi eser (O6), sanat (O6), seker toplama
(O4), ziyaret (O4), gezmek (O4)

Ekonomik kavramlar: Tarim (O4), tarla (O4), mera
(O4), isci (010), calisma (O10)
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Tema Siire¢ oncesi kategori ve Siire¢ sonrasi kategori ve kavramlar
kavramlar
Egitsel kavramlar: Bilgi (O5), Egitsel kavramlar: Ogrenci (O5), gretmen (O5),
ders (05), okul (05, 010) sira (O5), masa (05), sandalye (05), ders (O5), kitap
(05), calisma (O5), okuma (O5), karne (O5),
caliskan (O5)
iliskisel kavramlar: Anne iliskisel kavramlar: Abla (O1), yegen (O1), kuzen
(06), Baba (06), cocuk (06, (Ol), anne (07), baba (07), kiz (07), cocuk (04, 05,
0O7), arkadas (010) 07), bebek (04, O5), arkadas (O5), dost (O5),
Askeri kavramlar: Savas (O2)  Askeri kavramlar: Tank (O2), silah (O2), asker
(02), savas (02, O5, 010), Atatiirk (O3, O4, O5, O7,
09, 010), ucak (010), diisman (O6)
Rol ve statii kavramlari: insan  Rol ve statii kavramlari: insan (02, 03, 04, 05,
(02, 06, O7) 07, 09), kiz (05, O9), kadin (09), erkek (O5, 09),
adam (09), vatandas (O5), yabanci (O5)
Dini kavramlar: Cami (O1, O5, O7), namaz (O1),
Kur’an (Ol, 05), kurban (69), imam (C)S, 07), ezan
(04, O5), mevlit (04), elifba (O5)
Politik kavramlar: Cumhurbagkani (O2), oylama
©2)
Sembolik kavramlar: Ay (O1, 02, 05, 09), Yildiz
(01, 02, 05, 07, 09), bayrak (01, 02, 03, 04, 05,
07, 08, 09 010)
Psikolojik  Zihinsel kavramlar: Akil (O5)  Zihinsel kavramlar: Yetenek (O4), akil (O4), an1
kavramlar (03, O4)
Duygusal kavramlar: nese (09), keyif (O9), cosku
(O4), ferahlik (06)
Duyusal kavramlar: kirmizi ((")5, 07, 09), renk
(09), siyah (O5), mavi (O5), yumusak (O5)
Biyolojik Hayvanlarla ilgili kavramlar: Hayvanlarla ilgili kavramlar: hayvan (04, 05, 08,
ve ekolojik Hayvan (09), 010), yilan (O2), tavsan (O10), inek (O10), comar
kavramlar (08, 010), kurbaga (O6), ar1 (04), yavru (O4),
baykus (O5), zehir (02), tity (O5)
Bitkisel kavramlar: Meyve Bitkisel kavramlar: meyve (O5, 09), sebze (O5,
(09) 09), mercimek (O4), bugday (O4), arpa (O4),
patates (O3), salatalik (O3), fidan (O5), agac (O5),
bitki (03, 04, 010), cicek (O3)
Uzuvlar: Beyin (O5), kafa (O5),
g6z (O5), el (07)
Giindelik Yiyecek kavramlari: Yiyecek kavramlart: seker (O9), tatli (O9),
kavramlar  Atistirmalik (O9), tatl (O9) atistirmalik (09), bal (O4), mama (O5)

Aktivite kavramlari: Lunapark (O1), park (09,
010), salincak (010), gezmek (O8), yiizmek (O6),
oyun (04, 09, 010), eglence (04, O9), havuz (O6,)
Giyecek kavramlart: Tisort (09, O10), mayo (O6)
Ulasim kavramlari: tekne (O2), araba (O8), ucak
(07), traktor (O4)

Giinliik rutin kavramlar: temizlik (O6), dus (66
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Tablo 6’daki bulgular incelendiginde 6grencilerin kavram aglarinda yer verdikleri kavramlarin
hem siire¢ Oncesinde hem de siire¢ sonrasinda cografi, sosyolojik/kurumsal, psikolojik,
biyolojik/ekolojik ve giindelik kavramlar temalarinda yer aldig1 goriilmiistiir. Ogrenciler cografi
kavramlar temasinda hem siire¢ dncesinde hem de siire¢ sonrasinda yerlesim birimi ve mekan
kategorilerine giren kavramlari ele almiglardir. Siire¢ sonrasinda ise bu tema altinda ayrica yeryiizii,
gokytizii/uzay ve iklim kategorilerine giren kavramlar1 da “iilke” kavramu ile eslestirmislerdir.
Ogrencilerin kavram aglarinda hem siire¢ dncesinde hem de siireg sonrasinda kategorik, ekonomik,
egitsel, iliskisel, askeri, rol ve statiilerle ilgili kavramlar yer almigken siire¢ sonrasinda bunlara ek olarak
dini, politik sembolik kavramlar da kendini gostermistir. Ogrenciler siire¢ Sncesinde psikolojik
kavramlardan sadece zihinsel kavramlara deginmisken siire¢ sonrasinda bununla birlikte duygusal ve
duyusal kavramlara da deginmislerdir. Biyolojik/ekolojik temadaki kavramlar, siire¢ Oncesinde
hayvansal, bitkisel ve uzuvlar: ifade eden kavramlarken siireg sonrasinda sadece hayvansal ve bitkisel
kavramlar1 ifade eden kavramlardir. Son olarak Ogrenciler siire¢ Oncesindeki kavram aglarinda
glindelik kavramlardan yiyecek kavramlarini kullanmisken siire¢ sonrasinda yiyecek, aktivite, giyecek,

ulasim kavramlarina ve giinliik rutin ifade eden kavramlar kullanmislardir.

Ogretmen ve aragtirmaci goriiglerine dair bulgular: Ogretmen ve arastirmact giinliiklerinde yer alan

goriislerden elde edilen tema ve kategoriler asagida verilmistir:

Siirecin Ogrenci A¢isindan Faydalari: Web 2.0 ve Sykiilestirme destekli PAC oturumlarini igeren siirece
dair Ogretmen ve arastirmaci giinliiklerinden elde edilen bulgular dikkate alindiginda siirecin

Ogrenciler agisinda faydalari su sekilde siralanabilir:

Akici Diisiinme: Arastirma kapsaminda yiiriitiilen siireg, akici diisiinme kapsaminda ¢ocuklarin bir
kavrama dair ¢ok sayida fikir, diisiince ya da gerekge iiretebildigini gostermistir. Bu konuda

giinliiklerden elde edilen notlar soyledir:

“...onlara “Ozgiirliik nedir?” diye sordum. Cocuklar, ilk olarak &zgiirliigii istedikleri kadar
oyun oynayarak eglenme seklinde tamimladilar ve bunun onlar1 ¢ok mutlu edeceginden
bahsettiler. Ozgiirliigiin baska hangi konularda onlari mutlu edecegini sordugumda ise
¢ocuklar kendilerine y&nelik miidahale olmamasi, karsilastiklari imkanlar: degerlendirme sansi
vermesi, kendi kararlarini alabilmeleri, istedikleri kadar eglenebilmeleri ve rahat olmalar:
seklinde bir¢ok cevap verdiler.” (Arastirmaci, birinci oturum).

“Cevaplar gergekten sasirtict ve bence yaraticiydi. Cocuklardan biri ¢ok zor bir bulmaca ¢ézen
bireyin liderlik topunu elde etmesi gerektigini, ¢iinkii lider olmanin halkini yonetecek zekaya
da sahip olmay1 gerektirdigini sdyledi. “Zeki olmak iyi bir lider olmak i¢gin yeterli midir?” gibi
sorular karsisinda ¢ocuklar her defasinda topu elde etmenin Oniine yeni bir engel koyarak bir
liderin sahip olmas: gereken ¢ok farkli 6zellikler oldugunu kesfettiler.” (Arastirmaci, ikinci
oturum).

Konuya Farkli Bakis Acilartyla Yaklasma: Ogrenciler siire¢ boyunca konuya farkli bakis agilariyla

yaklagsabilmislerdir. Bu kapsamda arastirmacinin altinct oturuma dair tuttugu,

“Bu cergevede yine ¢ocuklar, bir arada yasayarak daha giizel bir ¢evre olusturacaklarindan,
beraber yapacaklari etkinliklerle ani biriktireceklerinden, birbirlerini koruyacaklarindan,
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birbirilerine yardim edeceklerinden ve {ilkelerini savunacaklarindan bahsettiler. Cocuklar,
bunca artisina ragmen bir arada yasamanin anlagsmazliga, kavgaya ve hastaliga neden
olabileceginden, insanlarin sevgisizlik ve can sikintis1 hissedeceginden, bazi insanlarin bencilce
ve diger insanlara karsi nefret dolu hareket edeceginden ve giiriiltii sorununun meydana
geleceginden de soz ettiler.”

notlary, siirecin ¢ocuklarin konuyu arti ve eksileriyle beraber degerlendirmesine imkan verdigini

gostermektedir. Arastirmacinin sekizinci oturuma dair,

“Cocuklar savasi, eger bir saldirtya ugrama soz konusu oldugunda giivenlik agisindan huzur
ve mutluluk getirici oldugunu diisiiniiyorlar. Kendileri savastiklarinda da eger sonugcta toprak
kazanma gibi bir basar1 s6z konusuysa savasi olumlu buluyorlar. Ama hem benim sordugum
sorularla hem de kendi yaptiklari sorgulamalarla kendi iilkelerine saldir1 oldugunda, toprak ve
insan kaybetmenin, savasin olumsuz yonleri olduguna dair bakis agisim1 da diisiinmek
durumunda kaldilar. ”

notlar1 ise ¢ocuklarin konuyu sadece kendi bakis acilari ile degil baskalarinin da bakis acilariyla
degerlendirebildigini diisiindiirmektedir. Yine arastirmacinin birinci oturum igin yazdig1 “Bunun
iizerine, “Ne kadar 6zgiir olmalunjiz?” diye sordum. Bu soru, ¢cocuklar: simirli ve simirsiz 6zgiirliik kavramlarina
gotiirdii. Ozgiirliigiin stmirnin baskalarina zarar verme oldugunu ifade edebilen cocuklarin...” notlari siirecte

¢ocuklarin ayni kavrama ait farkli yaklasimlari ele alabildigine isaret etmektedir.

Kavram Ogrenme: Siireg boyunca ¢ocuklarin kavramlar arasi benzerlik ve farkliliklari tartistiklari ve
hatta cesitli kavramsal kategorilere ulastiklar1 goriilmiistiir. Bu kapsamda arastirmacinin {igiincii

oturuma dair tuttugu giinliikteki,

“Turistik eser kavramu tarihi eser, sanat eseri ve dogal varliklar kavramlar: cercevesinde ele
alindi. Cocuklarin tartismalar: 6zellikle bu kavramlarin birbiriyle ayni sey olup olmayacagi ve
farkliliklarinin neler oldugu yoniindeydi. Cocuklar sanat eseri ve tarihi eseri, dogal varliklardan
temelde yapay (insan yapimi) olmalar1 yoniiyle ayirdilar. Sanat eserinde en ¢ok vurgulanan
giizellik iken tarihi eserde en ¢ok vurgulanan eskilikti. Ug tiir kavram icin de vurgulanan en
onemli 6zellik ise degerli (krymetli) olmalarrydi.”

ifadeleri, ¢ocuklarin siire¢ igerisinde farkl kavramlarin birbirleriyle benzer ve farkli yonlerini nasil ele
aldiklarini gostermektedir. Bu hususu destekleyen ve siirecin kavramlar aras1 benzerlik ve farkliliklar:
tartisma konusunda hazirbulunuslugun az oldugu durumlarda bile faydali oldugunu belirten

Ogretmen giinliigii ise su ifadeleri icermektedir:

“Cocuklarin giinliik hayatta sanata ya da sanatsal ¢alismalara ulasabilirlikleri ¢ok az oldugu
icin bilgileri de az. Bilgilerinin az oldugu bir alanda ilgileri de az. Ondan dolay1 sanat eseri,
tarihi eser, tarihi kalinti konusunda onbilgileri birbirine girmis durumdaydi. Ama
Ogretmenimiz tamamen soru cevapla, herhangi bir bilgi kirintis1 vermeden ¢ocuklarin sanat
eseri, tarihi eser ve ayni zamanda dogal eser arasindaki farki anlamalarini sagladi. Bu gercekten
takdire sayandi. Ugiiniin arasindaki farkliliklar1 artik konusmanin sonunda kendileri fark
etmisti ve ne olduklarinin farkinda varmislard. Ogrencilerimden biri bir seyin hem sanat eseri
hem tarihi eser olabilecegini su ciimle ile 6zetledi: Bir sey eskiden ¢izilmis, bugiine kalmis, o
zaman tarihidir ama ¢ok da giizeldir, o zaman sanat eseridir. Cocuklarin bugiin yaptiklar:
biitiin konusmalar, bu kavramlarin ayrimini fark etmek iizerineydi ve sonugta bunu basarmis
olmalar1 benim gercgekten ¢ok hosuma gitti.” (Ogretmen, Uciincii oturum).
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Kavramsal kategorilere ulasma konusunda ise arastirmacinin birinci oturuma dair giinliigtindeki
“Bunun iizerine, “Ne kadar 0zgiir olmaliyiz?” diye sordum. Bu soru cocuklar: sinirli ve simirsiz 0zgiirliik
kavramlarina gotiirdii.” ifadesi ¢ocuklarin siirecte tek bir soru iizerine diisiinme yoluyla bile yeni
kavramsal kategorilerin icerigine ulasabildiklerini gostermektedir. Arastirmacinin, {i¢iincii oturuma
dair “Hatta cocuklar bu farkliliklar1 o kadar tartistilar ki sonunda “dogal varliklar” olarak benim yardumimla
adlandirdi§umiz ama Ozelliklerini onlarn ortaya koydugu kavrama ulastilar” seklindeki notlar1 da benzer
sekilde ¢ocuklarin tartisma yoluyla siireg igerisinde kendileri i¢in yeni bir kavramsal kategori elde

ettikleri anlamina gelmektedir.
Ahlaki Muhakeme: Ogretmenin ikinci oturum igin tuttugu giinliikteki,

“Bir ogrencimiz, yardim etmek iyidir, yardim ettigimizde karsilig1 olmasa bile yardim
etmeliyiz. Ciinkii yardim etmeyen kétiilitk yapmis olur. O kétii oldu diye biz de kotii olmak
zorunda degiliz, dedi. Farkli ahlaki seviyelerde yaklasimlar1 gormek keyifliydi. “Yardimlasma
iyidir ya da kotiidiir.”dense ¢ocuklarin duruma gore davranabilmeleri Kohlberg'in ahlaki
gelisimine gore {ist basamaklara yoneldigini goriiyoruz. Iste duruma gore degisebilirligi, hangi
durumda yapilabilir, hangi durumda yapilamaz konusundaki bakis acilarmni bir nebze
derinlesti.”

seklindeki notlar siirecin ¢ocuklara farkli diizeylerde ahlaki muhakeme yapma firsat1 tanidigim

gostermektedir.

Sorgulama: Cocuklar stire¢ igerisinde hem birbirilerini hem de ¢esitli ahlaki 6gretileri sorgulama imkan:

bulmuslardir. Bu konuda ikinci oturuma dair arastirmaci giinliigtindeki,

“En Onemlisi bugiin ¢ocuklar, birbirlerini siipheye diisiiren ve birbirlerinin diisiincelerini
sorgulayan sorular sordular. Mesela bir ¢ocuk, bir liderin giiglii olmas1 gerektigini diisiinen
arkadasina “Peki ya hem giiclii hem de kotii olursa?” diye soru sorarak fikri iizerine
diisiinmesini saglad1.” ifadeleri 6gretmen giinliigiindeki “Bir liderde olmas1 gereken 6zellikler
tartisilirken iste giiclii olmasi, yetenekli olmasi gibi yanitlarken geldikten sonra bir 6grencimiz
‘Eger bir lider giliclityse ama kotiiyse o zaman ne olacak?” gibi bir soru sordu. Sonrasinda
devami geldi. Giigliiniin kotii olmasi, iistelik liderken buna sahip olmasi nasil bir durumu
ortaya c¢ikarabilir. Ki buradan zaten yoOnetim bicimlerinden muhtemelen diktatorliige
kayilabilir.”

ifadeleriyle desteklenerek ¢ocuklarin birbirlerine ait fikirleri sorguladiklarimi gostermektedir.
Arastirmac giinliigtindeki dordiincii oturuma dair,
“...onlara “lyilik nedir?” diye sordum. Baslangigta gocuklar, bu kavrami daha sorumluluk,
saygl, empati gibi kavramlar {izerinden olumlu sekillerde ele aldilar. Ancak ilerleyen
noktalarda yine farkli bakis acilar1 ortaya ikt iyi olacagiz diye baskalarina siirekli yardim
etmenin onlarda tembellige ve sorumsuzluga yol acabileceginden, iyilik yapan bireyi de

yoracagindan bahsettiler. Belki de ¢ocuklar bugiin ilk defa, kendilerine dikte edilen bir ahlaki
ogretinin dogrulugunu tartistilar ve bu konuda mutlak bir dogru olmadiginin farkina vardilar.”

seklindeki notlar ise ¢ocuklarin sadece birbirlerini degil bu siire¢ yoluyla ahlaki Ogretileri de

sorguladigin diisiindiirmektedir.

Fikir Degistirme: Arastirmacinin ikinci hafta tuttugu,
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“Bir diger ¢ocuk, ytizlerce kiloluk bir yiikii kaldiran bireyin bu topa sahip olmasi gerektigini,
¢iinkii liderligin en énemli 6zelliginin gii¢ oldugunu, giiclii liderin halkini da koruyabilecegini
dile getirdi. Bir seyi tamir edebilen bireylerin yeteneklerinden dolay1 lider olabilecegini
sOyleyen ¢ocuklar “Bu yeterli midir? Bunun yeterli oldugunu nasil anlariz? Gergekten herkes
boyle bir liderle mutlu olur mu?” gibi sorularla siiphe duymaya, inandiklar fikirleri terk
etmeye ve farkli bakis agilar1 elde etmeye devam ettiler.”

seklindeki notlar siirecin ¢ocuklarda kendi fikirlerine dair siiphe uyandirarak fikirlerini degistirmeye

yonelttigini gostermektedir. Benzer sekilde 6gretmenin giinliigiindeki dordiincii haftaya dair,
“Cocuklarin ozellikle bir kavrami bu kadar derinlemesine yaklasabilmeleri, birbirlerinin
diisiincelerini bu kadar tartmalari, fikir degistirebilmeleri ¢ok hosuma gitti. Hi¢birinde inatla
kendi fikrimi savunaymm tavri yok. Fikirleri degistiZi zaman hemen fikirlerini
degistirebiliyorlar. Hani sadece benim diistincem ve bu diislincenin devam ettirilmesi kaygisi

tasimiyorlar. Dogru bulduklarini aninda degistirebiliyorlar. Birine katiliyorum, katilmiyorum,
fikrim degisti diyebiliyorlar”

ifadeleri siirecin ¢ocuklari fikirleri konusunda kat1 olmaktan alikoydugunu gostermektedir.
Inandig: Fikrin Arkasinda Durma:

“Tartisma becerilerinde bugiin ilk kez bir 6grenci farkli bir fikirde 1srar etti. Daha onceki
tartismalarda bir 6grenci kendi fikrini savunma gibi bir durumda kalmiyordu. Ama bugiin bir
ogrenci, goniilliikk esasiyla bir toplulugun icerisine birakilan esyanin sahibinin hak iddia
edebilecegini savundu. Bunu savunurken, ‘Oyle olmaly, iste bana ne, ben bdyle istiyorum.” gibi
ciimlelerden ziyade her ona karsi sunulan fikre ayr bir fikirle cevap verdi. Higbir sekilde
fikrinden vazge¢medi. Fikrini savundu. Fikrine ger¢ekten inantyordu ve herkesin fikrine kars1
bir fikir olusturabildi.”

ifadelerini iceren besinci oturuma iliskin 6gretmen giinliigii, bir cocugun herkesin kars1 oldugu fikri
bir¢ok diisiinceyle akici bir bigimde savunarak herkesi diisiinsel olarak nasil karsisina aldigini, tek
basina bir diisiinceyi savunma yoluyla inandig1 fikrin arkasinda durdugunu, siirecin bunun i¢in uygun

ortami1 olusturabildigini diisiindiirmektedir.
Digerleri Icin Diisiinme Firsat1 Yaratma: Arastirmacinin, ilk oturuma dair gilinliigiinden elde edilen,

“Ozgiirliigiin bagka hangi konularda onlar1 mutlu edecegini sordugumda ise cocuklar
kendilerine yonelik miidahale olmamasi, karsilastiklar: imkanlari degerlendirme sansi vermesi,
kendi kararlarini alabilmeleri, istedikleri kadar eglenebilmeleri ve rahat olmalar1 seklinde
bircok cevap verdiler. Ancak 6grencilerden biri, her istedigimizi yapmanin ¢ok iyi bir sey
olmadigindan bahsedince diger cocuklarin da bunun iizerine diistinmesini istedim.”

seklindeki notlar, siirecin, ¢ocuklarin baskalarinin da iizerine diisiinmesini gerektiren yorumlar

yapmasina olanak tanidigina isaret etmektedir.
Ogrenci Merkezlilik ve Ogrenci Etkinligi: Arastirmacinin {igiincii giinliigiinden elde edilen,

“Bugiin ¢ocuklara ¢ocuk mahallesinde sergilemeleri icin iki eserden hangilerini segeceklerini
sundum. Ben daha ¢ok giizellik kavraminin sorgulanmasini beklerken ¢ocuklar neredeyse hig
giizellik kavramina deginmediler. Cocuklar bunun yerine, turistik eser kavramini ve bu ifade
ile ilgili olabilecek tarihi eser ve sanat eseri kavramlarimi ele aldilar.”

notlari, kolaylastiric tarafindan bir siire¢ planlansa bile 6grencilerin merkeze gecerek bu siireci bagka

bir yone kaydirabilecegini gostermektedir. Ogretmenin birinci oturuma dair giinliigiindeki,
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“Ogrenciler biraz tutuktu. Kendilerini ifade etmekte sikinti gekiyorlardi; ama bunda biiyiik
ihtimalle yeni bir 6gretmenin gelmesi, yeni bir etkinligin olmasinin pay1 biiyiiktii. Ozellikle
ogrencilerimizden bazilarinin katilimi yogun oldu; ama diger 6grencilerde benzer bir yogunluk
goremedik. Hig¢ katilmayan 6grencilerimiz oldu. Onlarin kisiliklerini bildigim i¢in muhtemelen
ileride agilacaklardir.”

seklindeki ifadeler, ikinci giinliigtindeki,

“Ikinci giin hem benim igin hem de 6grencilerim icin cok heyecan vericiydi. Ciinkii bu kadar
cabuk ilerlediklerini gérmek ¢ok hosuma gitti. Ogrencilerimin ilk giinkii tutukluklarindan bir
nebze siyrildiklarini gérmek ¢ok keyifliydi. Ozellikle ogrenci katiliminin artmasi ve 6zgiin
fikirlerin ortaya ¢ikmasi, bundaki artis gercekten ilgi cekiciydi. Bu kadar ¢abuk olmasimni
beklemiyordum. Ciinkii kdy ogrencileri i¢in ¢ok yeni bir durum bu... Ozellikle miifredat
yetistirme kaygisiyla farklh etkinliklere ¢ok az yer verebiliyoruz ki ¢ok dnemsedigimiz halde.
Bunun disinda 6zellikle ¢ekingen 6grencilerimde agilmalar gordiim daha ikinci giin olmasina
ragmen. Ikinci giinde ¢ok keyif aldik.”

ifadeleriyle karsilastirilinca, siirecin 6grencileri merkeze koymakla beraber kisa siirede aktive ettigini

de kamitlamaktadir. Yine 6gretmenin,
“Ogzellikle 6grencilerimden suana kadar katilima istekli olmayan birinin de katilmasi gergekten
cok hosuma gitti. Bu 6grencimiz dil bakimindan diger 6grencilere gére daha dezavantajli.
Tiirkceye hakimiyeti ¢ok yok. Uzun zaman anadili olan Kiirtceyi konusuyordu. Biraz da
agikcasi cekingen davraniyor bu noktada. Bana karsi olmasa da 6gretmenimiz yeni oldugu icin
ona karsi ¢ekingenligi devam ediyordu. Ama suan onu atmis oldugunu gérmek ¢ok hosuma
gitti.”

ifadeleri siirecin imkan tanidigr 6grenci etkinliginin belirli bir gruptan 6te dezavantajli gruplar1 da

kapsayabildigi anlamina gelmektedir.

Beklentilerin Otesine Gecme: : Arastirmacimn ticiincii oturuma dair tuttugu notlar arasindaki “Beni giine
dair en ¢ok etkileyen olay ise dersin sonunda zihin haritasim ¢ocuklarla paylagp o giin yapilan sorgulama
cercevesinde konugtuklarimizi ozetledigim esnada bir cocugun gaskinlikla sunu séylemesi oldu: Ogretmenim,
biitiin bunlar: biz mi konustuk?” ifadesinden yola ¢ikarak, ¢ocuklarin siireg igerisinde yapabildiklerinden
dolay1 sasirdig1 ve kendilerinden bunu beklemedikleri anlasilmaktadir. Asagidaki ifadeler, ¢ocuklarin
siireg igerisinde yapabildikleri konusunda, sadece kendi beklentilerinin degil; 6gretmen ve arastirmaci
beklentilerinin de 6tesine gectigini gostermektedir:

“Bugiin 0grenci katilimimiz ¢ok daha fazlaydi. Gergekten yaslarindan beklenmeyecek bir
performans gordiim bence.” (Ogretmen, yedinci oturum)

“Bugiinkii oturuma baslarken biraz kaygiliydim. Acik sorunun g¢ocuklar agisindan giig
olabilecegini diistinmiistiim. Cocuklara ¢ocuk mahallesinde bir topun oldugunu, bu topu ele
gecirenin lider olacagini séyledim ve en iyi lideri se¢gmeleri igin topun 6niine nasil bir engel
koyacaklarin1 sordum. Cevaplar gercekten sasirtici, ahlaki muhakemeye dayali ve bence
yaraticiydl.” (Arastirmacy, ikinci oturum)

Demokratik Tartisma: C)gretmenin yedinci oturuma dair,
“Herhangi bir saldir1 yoktu fikirlere karsi. Daha 6nce bdyle bir ortam yoktu ¢ocuklarda. Bu
kendiliginden olustu. Daha 6nce boyle bir tartisma ortami yaratilmamaist. Iste cocuklarin “Buna

katiliyorum, katilmiyorum, destekliyorum, ben de onun gibi diisiiniiyorum ya da bdyle
diistinmiiyorum seklinde basladiklar: tartisma ortami gercekten ¢ok kaliteliydi.”
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seklindeki notlari, siirecin demokratik tartisma ilkelerini benimsemeleri konusunda ¢ocuklara yardimci

oldugunu gostermektedir.

Siirecin Ogretmen Acisindan Faydalari: Web 2.0 ve Oykiilestirme destekli PAC oturumlarini igeren
siirece dair 6gretmen ve arastirmaci giinliiklerinden elde edilen bulgular dikkate alindiginda siirecin

Ogretmenler acisinda faydalar: su sekilde siralanabilir:
Sosyokiiltiirel Etkiyi Izleme: Ogretmenin birinci oturumdan sonra tuttugu giinliikte yer alan,

”Ogretmenimiz, tabii 6grencilerimizi ¢ok iyi tanimadig1 i¢in, ben hem aile ortamlarmni iyi
bildigim icin hem de koydeki yasantilarina vakif oldugum igin sdylediklerindeki derin
anlamlar1 da sezebiliyordum. Ornegin kiz 6grencilerimin disariya ¢ok ¢ikamadiklarini, sosyal
ortamlarmin olmadigim biliyordum. Bundan dolay1 6zgiirliikleri ile ilgili yerlerde ¢ok daha
fazla dis yoneticileri istemediklerini gordiim ya da erkeklerdeki gii¢ istenci, ozellikle bir
yoneticideki gii¢ arayisy, bir sorunu ¢dzebilme becerisi ya da herhangi bir seyi tamir edebilmesi,
okulumuzda boyle seyleri yapan miidiiriimiizden kaynakliydi.”

seklindeki ifadeler, 6gretmenin ¢ocuklarin sosyokiiltiirel baglamlarinin yorum ve tartismalarina nasil
yansidigini fark ettigini gostermektedir. Ogretmenin sekizinci oturuma dair yazdigi giinliikteki
“Cocuklar korku kiiltiiriiyle yetismis. Giivenlik kaygilar1 cok yiiksek” seklindeki notlar1 ise ¢ocuklarin

sosyokiiltiirel baglamlarina dair yeni kesiflerde bulunduguna isaret etmektedir.
Ogrenci Deneyimlerinin Etkisini Izleme: Ogretmenin dordiincii oturuma dair

“Ozellikle cocuklarimin kisilik 6zellikleri veya giinliik hayatta karsilastiklar1 ge¢gmise doniik
baz1 sikintilar1 bildigim i¢in ¢ocuklarin tavrin izlemek bana ¢ok keyif verdi. Ogretmenimizin
ozellikle sorumluluklar, sorumluluklarin smirliliklari, yardimlasma ya da baska birinin
sorumlulugunu tistlenme konusunda tartismaya yonlendirmelerinde bir &grencimiz,
sorumluluklarin paylasilmasindan 6zellikle ¢ekindigini, herkesin kendi sorumlulugunu yerine
getirmesi konusundaki tavrinin temelinin aslinda arkadaslari tarafindan daha 6nce ¢ok fazla
kullanildigin bildigim icin tavrinin artik degismesini, tavrinda sert bir tutum sergiledigini
gordiim.”

sozleri, siirecin 0grencilerin kisisel deneyimlerinin tartisma ortamlarina nasil yansidigimi gostermesi

agisindan onemli oldugu anlamina gelmektedir.

Program Etkisini Izleme: Arastirmacinin besinci oturuma dair “Sonuc olarak cocuklarin yabanct ¢ocugu
“farklihik” kavramyla degerlendirdiklerini fark ettim ve kimlerin farkli oldugunu sordum. Cocuklar belki de
programin iceriginden dolay: farklilik kavramini tamamen fiziksel dzelliklerle tanmimladilar.” seklindeki notlari,
siirecin programin kavramlari ele alma bigiminin ¢ocuklarin tartisma siireclerine nasil yansidigini
Ogretmene gostermesi agisindan 6nemlidir. Benzer sekil de 6gretmenin iiglincii oturuma dair tuttugu,
“Sanat eseri konusulurken, bir 6grencimizin derste de isledigimiz fosil kavramina ¢ok takili
kalmasi, 6gretmenimizin disiplinler arasi bir yaklasimla konuyu ele almasina neden oldu. Fosili
stirekli bir sanat eseri olarak tanitmasi muhtemelen derslerimde fosilin ¢ok nadir bulunan bir

sey olmasi, degerli bir sey oldugu, miizelerde sergilendigini sdylememden dolay1 olmus
olabilir.”

notlariyla siirecin, programda yer alan ve felsefi bir yonii olabilecek kavramlarin, tartismalar {izerindeki

etkisini 6gretmene gostermesi agisindan énemli olduguna isaret etmektedir.
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Mesleki Yansttma: Ogretmenin {iglincii oturuma dair tuttugu giinliikte yer alan “Kendime ¢tkardigim bir
nokta olarak, ¢ocuklarin ¢ok daha fazla sanat eserleriyle, sanatin kollaryla, en azindan gotiiremesem bile gorsel
anlamda ulastirmam gerektigine karar verdim. Kendime de o0z elestiriler cikarmis bulundum.” seklindeki
ifadeler, arastirma kapsaminda yiiriitiilen siirecin 6gretmenin sinif i¢i uygulamalarimin sonuglarmi
gormesi ve buna yonelik yeni planlamalar yapmasi hususunda mesleki bir yansitma yapmasini

sagladigini gostermektedir.

On yargilart Fark Etme: Calisma kapsaminda yiiriitiilen siire¢, hem aragtirmacimin hem de 6gretmenin
soz konusu farkliliklar oldugunda c¢ocuklarin sahip oldugu 6n yargilar fark etmesine yardimc
olmustur. Bu konuda yedinci oturuma dair giinliiklerde yer alan notlar asagida verilmisgtir:

“...Ortaya ¢ikan sonug ise ¢ocuklarin farkli insanlar1 tuhaf ve degisik bulmalarindan ya da

tanimamalarindan dolay1 sosyal sorumluk cercevesinde yapacagi yardimlarda onlara
giivenmeyeceklerine dair 6n yargilartydi (Arastirmaci, yedinci oturum).”

“Cocuklar yorum yapmakta zorlandi. Cocuklarin yabancilara bakis agilar1 (Suriyeli, mirtip)
olumlu olsa bile onlara yardimci olmak isteseler bile mevzu bahis giiven olunca kandirilma
ihtimali iizerinde durdular. Giivenmediler (Ogretmen, yedinci oturum).”

Tartisma ve Sonug

Bu arastirmadan elde edilen sonuglar, ¢ocuklarin siire¢ sonrasinda, siire¢ 6ncesinde oldugu gibi
hayat bilgisi dersinde eglenmeye devam ettiklerini gostermektedir. Bagka bir ifade ile arastirma
kapsaminda yiiriitiilen Web 2.0 ve Oykiilestirme destekli P4C oturumlari, 6nceki siiregler acisindan
anlamli bir farklilik yaratmasa da ¢ocuklar1 eglendirebilmistir. Bu durum, Akkocaoglu Cayir'in (2015)
calismasindaki P4C calismalarinin ¢ocuklar icin eglenceli oldugu bulgusuyla oOrtiismektedir. P4C
disinda, Oykiilestirme etkinliklerinin yiiriitiildiigii ¢alismalar da c¢ocuklar tarafindan eglenceli
bulunmaktadir (Sekerci ve Kabapinar, 2019). Ayni zamanda diger ¢alismalar egitim ortamlarinda Web
2.0 araglarin kullanmanin da eglenceli olduguna dair bulgular ortaya koymaktadir (Barak, Herscoviz,
Kaberman ve Dori, 2009; Karadag ve Garip, 2021; Mete ve Batibay, 2019). Bu calisma kapsaminda
yiliriitiilen siirecin ¢ocuklar1 eglendirebilmesine ragmen, onlarin eglenme diizeyleri agisindan anlamh
bir farkliliga neden olmamasinin nedeni ise kimi ¢ocuklarin P4C oturumlarinda kendilerine gok sayida
soru sorulmasindan sikilmasi (Giir, 2011) veya Web 2.0 araglarinda karsilasilan teknik zorluklarla

(Bennett, Bishop, Dalgarno, Waycott ve Kennedy, 2012) ile ilgili olabilir.

Diger calismalar incelendiginde Oykiilestirme yonteminin dil (Ayaz, 2021) ve hayat bilgisi
derslerinde (Tiirkmen, 2021), Web 2.0. araglarinin fen bilimleri dersinde (Can ve Usta, 2021) ve P4C
kullanimin sosyal bilgiler dersinde (Pala, 2022) ayr1 ayr1 derse karsi tutumu gelistirdigine dair bulgulara
rastlanmaktadir. Ancak alan yazinda Oykiilestirmenin Tiirkge (Sari, 2019) ve matematik (Coskun, 2013)
derslerine ve Web 2.0 uygulamalarmin fen bilimleri dersine kars: tutumu degistirmedigine (Uysal,
2020) dair arastirmalar da bulunmaktadir. Diger calismalarda, ayri ayr ise kosuldugunda tutum
gelistirme agisindan kimi zaman basarili olan kimi zaman da bir degisime yol agmayan oykiilestirme

yontemi, Web 2.0 araglar1 ve P4C yaklasimi, bu ¢alismada bir arada degerlendirildiginde hayat bilgisi
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dersinde derse yonelik olumlu tutumlar arttirabilmis; ancak dersin igerigine yonelik olumlu tutumlar
degistirememistir. Calismada ise kosulan siire¢, ayn1 zamanda 6grencilerin olumsuz tutumlarnin da
degisimine yol agmamus, baska bir ifade ile bu tutumlar: azaltmamis ya da arttirmamaistir. Benzer
sekilde bir baska ¢alismada da P4C'nin 6grencilerin matematige karsi olumsuz tutumlar gelistirmelerini
engelledigi, bunlar {izerinde dengeleyici bir etki olusturabildigi goriilmiistiir (Lafortune, Daniel,

Mongeau ve Pallascio, 2003).

Ogrencilerin Web 2.0 ve dykiilestirme destekli P4C siireci sonrasi gizdikleri kavram aglaridaki
kavramlar ile bu kavramlarin yer aldig1 kategori ve temalarin sayisy, siire¢ dncesi ile kiyaslandiginda
tiim Ogrenciler icin artmistir. Genel olarak degerlendirildiginde siire¢ sonrasinda, siire¢ 6ncesinde hig
deginilmemis kavramlara, kavramsal kategorilere ve kavramsal temalara ulasildig1 anlasilmistir.
Ogretmen ve aragtirmaci goriisleri de siireg yoluyla gocuklarin kavramlar arasi benzerlik ve farkliliklar:
tartistiklar1 ve bazi kavramsal kategorilere, bu tartismalar sonucu ulastiklarini gostermistir. Tiim bu
bulgular siirecin, 6grencilerin kavram 6grenmelerine ya da zihinlerinde var olan kavramlar: fark edip
yeniden yapilandirmalarina ve diger kavramlarla iliskilendirmelerine yardimc oldugu seklinde
yorumlanabilir. Bu sonug, alan yazindaki P4C yoluyla 6grencilerin kavramlar arasi iligkiler kurabildigi
(Akkocaoglu Cayiwr, 2015), c¢ocuklarin giinlitkk deneyimlerinden yola c¢karak kavramlar:
tanimlayabildigi (Bleazby, 2012; Ilhan Tung, 2017), bagka bir ifadeyle olgusal diizeyden kavramsal
diizeye gecis yapabildigi (Fisher, 2001), elestirel diyalog yoluyla ogrencilerin kavramsal anlayis
gelistirdigi (Daniel ve Awuriac, 2011), karsilastiklar1 kavramlarm anlamina dair varsayimlari
sorguladiklar1 (Higgs ve Higgs, 2001), ele aldiklar1 kavramlar gesitlendirdikleri (Lipman, 2011), felsefi
kavramlar: bir araya getirebildikleri ve birbirlerinden ayirabildikleri (Lipman ve Sharp, 1978) bilgi ve
bulgulariyla tutarlilik gostermektedir. Bu calismada ise kosulan siirecin, 6grencilerin kavramsal
gelisimlerine katkida bulunmasi konusunda P4C ile birlikte Web 2.0 araglarinin ve dykiilestirmenin de
etkilerinin olabilecegi diisliniilmektedir. Ciinkii Web 2.0 araglarin ise kosuldugu ortamlardaki
ogrenciler, kendi 6grenme ortamlarin tasarlarken yaptiklar: tartismalarda, kullandiklar1 kavramlar
tizerine diislinmek zorunda kalmaktadir (Kompen ve digerleri., 2019). Ayrica Oykiilestirme
yaklasiminda kullanilan 6ykii yapist 0grencilerin kavram olusturmasini ve bu kavramlarin kalici

olmasini saglamaktadir (Isabelle, 2007).

Ogretmen ve aragtirmaci goriisleri Web 2.0 ve dykiilestirme destekli P4C siirecinin, 6grencilere
akici (yaratici) diisiinme, konuya farkli bakis agilariyla yaklasma, ahlaki muhakeme, sorgulama, fikir
degistirme, inand1g; fikrin arkasinda durma, digerleri icin diisiinme firsat1 yaratma, merkezde ve etkin
olma, beklentilerin 6tesine gegme ve demokratik bir ortamda tartisma olanagi sundugunu gostermistir.
P4C ile ilgili diger calismalarin da 6grencilerde akici diisiinmeyi igeren yaratici diistinmeyi gelistirdigi
(Cleghorn, 2002), konuya farkli bakis acilariyla yaklasmay: ve ahlaki muhakemeyi kolaylastirdigi
(Fisher, 2001; 2005), ¢cocuklarin sorgulama yapmalarina (Cam, 2014), fikir degistirmelerine (Bleazby,
2011) olanak sagladigi, diger fikirlere meydan okuma yoluyla (Lim, 1994) inandiklari fikrin arkasinda
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durmay1 kolaylastirdig, birbirlerine insa etmeleri ve elestirmeleri igin fikir vererek diisiinme firsat:
sunduklar1 (Lipman, 2011) goriilmektedir. Ayrica P4C bu calismada oldugu gibi 6grencilerin yiiksek
beklentileri karsilamasina yardimci olarak ¢ocuklarin kendilerinden bunu beklemeyen egitmenlerinin
beklentilerinin Otesine ge¢mesini saglamaktadir (Lipman, 1975). Diger calismalar ise bu calismada
oldugu gibi P4C ile demokratik ortamlar olusturulabildigini desteklemekledir (Bleazby, 2011; Daniel
vd., 1992). Bu ¢alismada P4C disinda kullanilan Web 2.0 araclarmin da 6grencilerdeki yaraticilig:
destekledigi (Diaz, 2010), 6grenci merkezli ve 6grencinin etkin oldugu bir siire¢ olusturdugu (Ehlers,
2009) seklinde calismalar bulunmaktadir. Ayrica Oykiilestirmenin de diger c¢alismalarda yaratict
diisiinceyi destekledigi (Budlova, 2014), ogrencileri sorgulamaya yoneltebilecegi (Isabelle, 2007),
sinirlar1 zorlayarak (Tiirkmen, 2021) beklentilerin Otesine gegebilecegi ve Ogrencilerin demokratik

yeteneklerini (Haggstrom, 2022) gelistirecegi sdylenmektedir.

Ogretmen ve arastirmaci giinliikleri, Web 2.0 ve Oykiilestirme destekli P4C siirecinin,
egitmenler acisindan 6grencilerin sosyokiiltiirel 6zelliklerinin 6grenme ortamlarini nasil etkiledigini
izlemeleri agisindan onemli oldugunu gostermistir. Ciinkii siirecte c¢ocuklar diisiince tiretirken,
sosyokiiltiirel 6zelliklerinden yola ¢ikmislardir. Tagdelen’e (2014) gore 6grencilerin P4C oturumlarinda,
kendi kiiltiirlerini bu sekilde birer kaynak olarak kullanmalari, onlar agisindan felsefenin bir zemine
oturdugunu gostermektedir. Cocuklar bu siirecte sadece kendi kiiltiirlerini degil bireysel deneyimlerini
de kullanarak ogretmenlere bunlarin 6grenme ortamlaria yansimasi hakkinda ipuglar1 vermistir.
Bireysel deneyimlerin bu sekilde ortaya c¢ikmasinda oOzellikle oykiilestirmenin etkili oldugu
diisiiniilmektedir. Ciinkii bir hikayeyi dinlemek, ¢ocuklarda onceki deneyimlerin aktivasyonunu
saglamaktadir (Isabelle, 2007). Arastirma kapsaminda elde edilen diger bulgular, ise kosulan siirecin
Ogretmen acgisindan Ogretim programlarinda yer alan kavramlarin 6grenme ortamlarini nasil
etkiledigini izlemeleri ve mesleki yansitmalarda bulunmalari konusunda da faydali olacagim
diisiindiirmektedir. Lam (2021) tarafindan yapilan ¢alisma da smmiflarinda P4C uygulayan
Ogretmenlerin, bu yolla 6gretim programlarindaki felsefi kavramlarin farkina vardiklarini ve kendi
Ogretim siireclerine yansitmalarda bulunabildiklerini ortaya koymustur. Tiim bu katkilarinin disinda
bu calismada yiiriitiilen siire¢, 0gretmenlerin Ogrencilere ait 6n yargilarin da farkina varmasini,
dolayistyla onlari daha derinden tanimasini saglamistir. Bu yiizden P4C'nin 6grencilerin birebirlerini
tanimasi (Akkocaoglu Cayir ve Akkoyunlu, 2016) disinda 6gretmenlerin de onlari tanimasina yardimci

olan bir yaklagim oldugunu sdylemek miimkiindiir.

Bu arastirmadan elde edilen nicel ve nitel bulgularin birbirini destekledigi soylenebilir. Nicel
boyutta elde edilen 6grencilerin derse kars1 olumlu tutumlarinin arttigina dair bulgu, nitel boyutta elde
edilen derste demokratik tartismalarin yiiriitiilmesi, beklentilerin Otesine ge¢me ve Ogrencilerin
merkeze gecerek kontrolii ellerine almasi gibi derse karsi olumlu tutum anlamina gelebilecek
kategorilerle ~desteklenmektedir. Nicel boyutta 0Ogrencilerin derste eglenme diizeylerinin

degismemesine dair bulguyu destekler bicimde nitel boyutta elde edilen 6gretmen goriisleri de bu
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konuda herhangi bir bulgu sunamamistir. Nitel boyutta elde edilen dokiimanlar, Web 2.0 ve
Oykiilestirme destekli uygulamalarin, Ogrencilerin kavram ogrenme siireglerine olumlu katkida
bulunup farkli tema ve kategorilerde ¢ok sayida kavram gelistirmelerine yardimci oldugunu
gostermistir. Yine nitel boyutta elde edilen 6gretmen ve arastirmaci gortiisleri de benzer sekilde bu
siirecin 0grencilerin kavramlar arasi benzerlik ve farkliliklar: tartistiklarina ve hatta gesitli kavramsal

kategorilere ulastiklarina dair bulgular ortaya koymustur.

Ogrenci ve dgretmenler acisindan bu arastirmada ortaya konulan faydalari diisiiniiliince,
Ogretmenlerin hayat bilgisi dersinde Web 2.0 ve Oykiilestirme destekli P4C oturumlarindan
faydalanmasi gerektigi soylenebilir. Siirecin daha eglenceli olmasi i¢in oturumlar daha kisa tutulabilir.
Cocuklarin dersin igerigine yonelik olumlu tutumlarini arttirmak igin Oykiilestirmede kullanilan

hikayelerin yazim siirecine de ¢ocuklar dahil edilebilir.

Bu arastirma anadili Tiirk¢e olmayan cocuklarin egitim gordiigii bir koy ilkokulunda
gerceklestirilmistir. Bu anlamda, P4C gibi karmasik goriinen bir yaklasimin bile Web 2.0 araclar1 ve
Oykiilestirme gibi yaklasimlar sayesinde dezavantajli bolgelerde bile uygulanabilecegini gostermesi
agisindan Onemlidir. Yine de ilerleyen dénemlerde benzer bir yaklasimin yerlesim birimi ve anadil
agisindan dezavantajli olmayan bolgelerde nasil sonuglar verdigini incelemek alan yazma katk:
saglayabilir. Arastirmada koy ilkokulundaki sinif mevcudunun az olmasindan 6tiirii deneysel ¢alisma
sadece 11 6grenci ile gerceklestirilebilmistir. Ancak bu durum sadece kdydeki sinif mevcudu ile ilgili
degil P4C'nin kiiclik gruplarla galisilmasi gerektigine dair dogas: ile de ilgilidir. Kiigtik gruplarla
calismanin istatistiksel etkileri dikkate alindiginda, calismanin ilerleyen donemlerde daha genis

gruplara nasil uyarlanabilecegi konusunda da ¢alismalarin yiiriitiilmesi gerekmektedir.
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Introduction

People may encounter various problems in their daily lives, and overcoming them requires
systematic, critical, and logical thinking. The diversity of these kinds of problems, on the other hand,
necessitates training individuals in doing research, adapting to different conditions, and thinking in a
flexible and clear manner. Philosophy for Children (P4C) is a method that can be used in educational
settings for these purposes (Giir, 2010; Ilhan Tung, 2017). This method enables children to use and
develop philosophical thoughts and attitudes (Dirican and Deniz, 2017). It is carried out with factual,
analytical, and, most importantly, conceptual questions asked in specific parts or at the end of stories
presented as stimuli (Fisher, 2001). P4C is based on the pedagogy of the inquiry community, in which
students think about these questions collaboratively (Kennedy, 1999). The storyline approach is another
story-based approach that aims to build a student community based on inquiry and discovery (Isabelle,
2007). In the storyline approach, children are preoccupied with key questions about the problems that
characters designed by them experience in settings also designed by them, similar to the question-based
progression of P4C (Bell and Harkness, 2006). The common themes found in both methods suggest that

P4C and the storyline approach can be used together.

In an approach combining P4C and storyline, factual, analytical, and conceptual inquiries can
be transformed into key questions that children will be able to work through in story chapters that are
continuations of each other rather than discussing independent stories in different philosophy sessions;
most importantly, the readers will be able to think more deeply about story questions shaped by the
characters and settings they have created. In such an approach, children can get help from Web 2.0 tools,

one of many technological environments, to create their own characters and settings.
Theoretical Framework
Philosophy for Children (P4C)

P4C is not meant to teach children the history of philosophy, the technical language of
philosophy, or dictate to them a given worldview or a set of values (Bynum, 1976). On the contrary, this

approach can enable them to acquire philosophical concepts and methods with philosophical discipline
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and reconstruct important issues and facts with their peers by thinking carefully (Daniel and Auriac,
2011; Higgs and Higgs, 2001). More specifically, P4C is a community of inquiry-oriented, democratic,
and student-led processes in which philosophy is used as a resource to help children become more
intellectual, energetic, curious, critical, creative, and logical; young learners collaborate to better
understand big questions (Lipman, 1975), and philosophical content and methods are brought together
(Bleazby, 2012).

P4C aims to develop children’s logical reasoning skills, imagination, and emotional awareness
(Biggeri and Santi, 2012). The objective is to increase their sensitivity in taking responsibility for their
own thinking and increase their cooperative tendency to gain empathy and respect (Fisher, 2001). Using
this approach, the overall goals are supporting children’s cognitive development in the short term,
raising responsible and useful citizens in the medium term, and contributing to the evolution of
democracy in the long term (Daniel, Schleifer and Lebouis, 1992). Studies show that P4C improves
information processing, questioning, reasoning, creative thinking, and evaluation skills, in line with the
previously-mentioned goals (Cleghorn, 2002). An increase in children’s cognitive skills and pro-social
behaviors can also be observed with P4C (Colom, Moriyon, Magro and Morilla, 2014). In addition,
children’s behavior vis-a-vis critical thinking, speaking, listening, and presenting complex arguments

improves during the process (Jenkins and Lyle, 2010).

A typical P4C session begins with the participants sitting in a circle and playing an activity or
game that will warm them up mentally. The students are then presented with some stimuli that will
make them curious; these stimulants are often children’s books. In cases where children’s books are
used, special care is taken to ensure they are fictional, narrative, and dialogue-based; these literary
pieces are read aloud by the children or the facilitator, who is both an organizer and part of the P4C
session. After the students think about the stimulus, they prepare questions they want to discuss.
Questions shared by students are voted on after they are listed in a public place. The most voted-on
question is opened to discussion, along with the views of the student who brought the specific question
up. In the discussion stage, students collaborate to construct meaning by expressing their disagreement,
asking new questions, making claims to refute generalizations, demanding justifications for claims,
questioning assumptions underlying the claims, and suggesting alternatives. In the closing phase, the
ideas expressed during the discussion and the basis for these ideas are summarized. Finally, during the
review phase, reflections are made on the current process, progress, and future discussion processes
(Bleazby, 2006; Fisher, 2005; Hymer and Sutcliffe, 2012; Lipman, 1976, 1984, 2011). The key factor in the
process is to act in accordance with “community of inquiry” pedagogy. According to this pedagogy,
students busy themselves with many questions that usually have no definitive answers and, in this way,
realize that what is sought is not an answer (Lipman, 1998). In this process, it is possible to benefit
significantly from Socratic discussion. After the stimulus is presented, the teacher poses an open-ended

question about the text whose answer is not included in the reading. Although it is more appropriate
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for this question to be chosen by the students from all previous questions, open-ended questions can
also be posed by the teacher in cases where children are inexperienced in P4C. Subsequently, the
concepts included in the answers given by the students to the open-ended question are coded; later,
closed questions about the concept to be discussed in depth are passed around (Soysal and Pullu, 2020).
Closed questions refer to questions children have to think philosophically about and related to the

concepts they used in their answers.
Storyline

The storyline approach begins with the creation of a fictional world. For students to enter this
imaginary world, the characters and places in the story are designed together with or by the students
through drawings, puppets, or various three-dimensional works. As the story continues in successive
chapters, students are asked key questions about the problems and dilemmas faced by the characters in
each chapter. Students often engage in activities as a group —individually when necessary —to help the
characters solve these questions. This way, the participants develop a sense of ownership and control
over the story and access the program’s knowledge, skills, concepts, and learning outcomes. At the end
of each session, students participate in a reflection phase, allowing them to describe what they have
done, observed, and learned and how this knowledge can be applied and used elsewhere. New sessions
continue with key questions related to the problems determined in line with the learning outcomes of
the curriculum and presented in the events that the characters go through without spoiling the integrity
of the story (Ahlquist, 2013; Bell and Harkness, 2006, Haggstrom, 2022; Nuttall, 2016; Tepetas Cengiz,
Cabuk, Sirganci and Giiney, 2020). The work and end products emerging during and at the end of the
process are then exhibited. This approach, which can be sustained for approximately six weeks,

typically ends with a celebration (Ahlquist, 2021).

The storyline-based process is carried out in a manner that is as interdisciplinary as possible; it
is designed to serve collaborative, social, and transformative learning (Karlsen and Haggstrom, 2020).
The teacher plans the process without disturbing the natural flow of the story; however, students who
try to find solutions to key questions do not know how the story will develop in the following sessions

or which key questions they will have to deal with (Bell, 2008).

The storyline approach can provide benefits such as increasing academic success (Demir, 2013)
and ensuring the permanence of information (Ulupinar Ozkuzukiran and Kayabasi, 2020). It can
improve students’ critical thinking, interpretation, explanation, inference, analysis, and self-regulation
skills (Tozduman Yarali and Giingor Aytar, 2020). Thanks to this approach, individuals may have many
opportunities to improve skills related to describing and expressing their own ideas using vocabulary

related to the subject and engaging in verbal and nonverbal behaviors (Budlova, 2014).
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Web 2.0

In the broadest sense, Web 2.0 refers to technologies that encourage sharing, communication,
and collaboration (Nichol, Hunter, Yaseen and Prescott-Clements, 2012). Web 2.0 technologies provide
individuals the platform and opportunity to publish details about their interests and behaviors (Rollett,
Lux, Strohmaier, Dosinger and Tochtermann, 2007). Thanks to these technologies, the internet is more
creative, participatory, and socializing (Blees and Rittberger, 2009). Web 2.0 tools can be classified as
text and image-based tools, audio and video tools, multi-modal production tools, digital story tools,
website creation tools, information editing and sharing tools, data analysis tools, timeline tools, 3D-
modeling tools, evaluation tools, social networking systems, and simultaneous working tools (Bower,
2016). Another type of classification considers these technologies as tools based on information giving,

cooperation, evidence and document provision, or production and interaction (Diaz, 2010).

Web 2.0 technologies pave the way for creative reuse by providing a rich, responsive user
interface and flexible web design. They facilitate collaborative content creation and exchange by
building social networks of people with common interests and enable the creation of new applications
by reusing and combining different web applications or data and information from different sources
(Murugesan, 2007). These technologies focus on specific topics that attract the attention of small
communities rather than content that appeals to large audiences (Rollett et al., 2007). They promote the
formation of new online communities and increase civic engagement (Wamuyu, 2018). The above-
mentioned features make Web 2.0 technologies extremely important, especially in communication and

entertainment.

Web 2.0 technologies provide multi-user spaces for communication, entertainment, and
education (Ozdener, 2018). Using these technologies in educational environments is necessary for
student-centered and interactive environments (Bower, Hedberg and Kuswara, 2010). These
technologies, important in meeting students’ learning styles, blur the boundaries between teacher and
student (Nichol et al., 2012) and help learners create their personal learning environment. Thus, they
create learning environments based on the constructivist (Kompen, Edirisingha, Canaleta, Alsina and

Monguet, 2019), social, active, and connectivism theories (Lee, Williams and Kim, 2012).
Purpose of the Study

This study aims to investigate the impact of the Web 2.0 and storyline-supported P4C approach

on a life studies course. To do this, it addresses the following research questions:

o Is there a statistically significant difference between the pre-and post-test scores of students
who participated in Web 2.0 and storyline-supported P4C activities, as measured by the Scale of

Attitudes Towards the Life Studies Course?
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o Is there a statistically significant difference between the pre-and post-test scores of students
who participated in Web 2.0 and storyline-supported P4C activities, as measured by the Scale of Fun in

the Life Studies Course?

¢ How does the Web 2.0 and storyline-supported P4C approach influence students’ concept

learning processes?

e What are the perspectives of the classroom teacher and the researcher regarding the use of

Web 2.0 and storyline-supported P4C in the Life Studies course?

Method

This research was carried out using the mixed research method. In this framework, quantitative

and qualitative approaches are brought together.
Research Model

A small group was used in the current study, and quantitative data obtained from such a group
may be insufficient to explain a rich educational environment like Web 2.0 and storyline-supported P4C
applications. Therefore, qualitative data was instead chosen for the study to provide the researcher with
deeper insights, and a nested mixed methods design was used throughout the process. An embedded
mixed methods design is used when different data sets are needed to address various research
questions. Within this scope, to enhance and enrich a quantitative study designed in an experimental
format, a qualitative dimension can be added to the research. Quantitative and qualitative data can be
collected together or sequentially (Creswell and Plano Clark, 2020). Within this design, the effectiveness
of the implemented intervention was tested using both quantitative and qualitative data. These data
were collected together; however, emphasis was placed on the qualitative dimension of the research. In
the qualitative dimension, a fundamental qualitative research design was employed to uncover how
individuals interpreted their experiences and observations (Merriam, 2018). One group pre-test-post-
test model, one of the experimental designs, was used in the quantitative dimension. This model
evaluates the effects of an intervention by comparing the pre-and post-test results of the participants
(Karasar, 2012). The qualitative dimension focused on students’ conceptual development processes and
the perspectives of the researcher and the teacher regarding the process. In the quantitative dimension,
the change in the attitudes of the single group students towards the Life Studies course and the level of

fun experienced in the course were examined with the pre-and post-tests.
Participants

This study was conducted with 11 students and their teacher at a village primary school in the
Sur district of Diyarbakir province. The students provided both the quantitative and qualitative data.
Convenient/easy sampling (Christensen, Johnson and Turner, 2020) was preferred in selecting

participants, and, within this context, the study was conducted in the classroom of an elementary school
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teacher who wanted the research to be conducted in her classroom. The main reason for the small
number of participants is that P4C activities can be carried out most effectively with small groups
(Williams, 2016). Five girls and six boys comprised the student group, and the students in this 3rd-grade
class were between 8 and 10 years old. Their native language was Kurdish. However, Turkish was their
second acquired language. The teacher was a female with 14 years of experience and a master’s degree

in primary school teaching.
Data Collection

The qualitative data for the study was gathered using concept network documents collected
from the students during the process and research diaries kept by the researcher and teacher. Examples
of concept networks were shown to the students a day before they were asked to draw the concept
networks that would be used in the research. They then drew concept networks with various concepts
at the center, such as home, school, and people, and the researcher provided feedback on what the
concept network should look like. To collect the necessary data within the scope of the research,
students were asked to draw a concept network related to the concept of “country” with no time limit.
Students created these concept networks both before and after the intervention. Thus, the intervention’s

effect on revealing students’ concepts about “country” was investigated.

Due to possible ethical problems, no audio recording was taken in the classroom. Instead, the
researcher and teacher observing the P4C sessions in the classroom kept diaries recording their

observations and thoughts about the sessions.

Quantitative data were collected with the Scale of Attitude towards the Life Studies Course
(Oker and Tay, 2019) and the Scale of Fun in the Life Studies Course (Uluginar, Giindogan and Akar,
2020) used as a pre-and post-test, respectively. The Scale of Attitude towards the Life Studies Course
consists of three sub-factors: “negative attitudes towards the Life Studies course”, “positive attitudes
towards the content of the Life Studies course”, and “positive attitudes towards the Life Studies course”.
This scale has a 3-point Likert structure. The Scale of Fun in the Life Studies Course also has a 3-point
Likert structure and includes two sub-factors measuring the levels of fun related to the content and the
process. Since the total scores of the Scale of Attitude towards the Life Studies Course and the scores of
the subscales of the Scale of Fun in the Life Studies Course did not give reliable results in at least one of

the pre- or post-tests, they were not included in the process. The reliability coefficients of other

measurements are shown in Table 1.

Table 1. Measurement reliability

Pre-test Post-test
Negative attitudes towards the Life Studies course .80 .69
Positive attitudes towards the content of the Life Studies course .85 .65
Positive attitudes towards the Life Studies course 76 .76

Fun in the Life Studies course .73 73
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As seen in Table 1, the measurements made within the scope of the quantitative dimension of
the study are at least .65 for the sub-dimensions of the attitude scale containing less than ten items.
Cronbach’s alpha coefficients for the measurements made with the fun scale consisting of ten items are
.73 for both the pre-and post-test. Considering the number of items, the measurements with the data

collection tools used in the research are reliable (Sipahi, Yurtkoru and Cinko, 2010).
Data Analysis

The normality distribution of the data collected in the quantitative dimension was examined

first. Skewness and kurtosis values considered are given in Table 2.

Table 2. Skewness and kurtosis coefficients.

Pre-test Post-test
C B C B
Negative attitudes towards the Life Studies course 71 -.62 -35 -1.75
Positive attitudes towards the content of the Life Studies course -1.39 1.58 -.62 -.86
Positive attitudes towards the Life Studies course -13  -1.52 -.67 -74
Fun in the Life Studies course -.61 -.81 -.30 -1.47

Because the skewness and kurtosis coefficients in Table 2 are between +2 and -2 (George and
Mallery, 2010), the data obtained were determined to be normally distributed. As a result, the paired
samples t-test was used to analyze the obtained data. In the interpretation of the effect size, the n)2 value

was calculated.

To ensure internal validity in the qualitative dimension of the research, procedures such as data
triangulation (Patton, 2014), blocking researcher bias, member checking, and assigning an external
auditor were used (Creswell, 2007; Merriam, 2015). Within the scope of data triangulation, concept
networks drawn from the students and the diaries kept by the teacher and researcher were used to
monitor the effects of the process. In order to block his own bias, the researcher tried to write only what
happened in his diary rather than mentioning the benefits of the process for the students and the
instructor; the researcher interpreted the benefits of the process based on what happened during the
process long after it was completed. Regarding member checking, whether the teacher confirmed the
themes and categories obtained from the diary entries she wrote was considered. The teacher stated that
the category expressed as “leaving the herd” was misinterpreted in the first stage and that her
explanations could be better conveyed as “standing behind their opinions.” Following this, the name of
the category was changed within the framework. The teacher also mentioned that there is no important
idea that has not been evaluated and coded in her diary. A researcher serving as an external auditor and
thus unrelated to the study examined the teacher and researcher diaries. She stated that the evidence of

the comments made by the researcher is included in these diaries.

To increase the research’s reliability, the researcher attempted to make the process as detailed
and transparent as possible (Merriam, 2015). The researcher tried to explain how the concept networks

and diaries were analyzed in this context. First, the documents obtained from the students and the
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diaries of the researcher and teacher were subjected to content analysis using an inductive approach.
Due to the interpretative and evaluative nature of the content analysis (Celebi, 2021), the benefits of the
intervention for the students and educators were interpreted based on the codes, categories, and themes

obtained.

Within the scope of content analysis (Yildirim and Simsek, 2021), each concept in the students’
concept networks was selected as a unit of analysis. These concepts were coded, similar codes were
brought together under common categories, and similar categories were classified under common
themes. Synonymous concepts and the same concepts associated with different concepts were also
counted once. To separate the concepts into categories and themes, related concepts were taken as a
base. For example, in cases where the concept of a watermelon is given after the concept of Diyarbakir,
the watermelon was not included in the category of “concepts about plants” or within the theme of
“biological concepts”; instead, it was placed in the “cultural concepts” category and under the
“sociological concepts” theme. This was done because Diyarbakir is famous for its watermelons, and
watermelon festivals are held in this province. Two coders, a researcher and a lecturer with a doctorate
in primary school teaching, examined the concepts in the concept networks drawn by the children and
divided them into categories and themes. In this step, Miles and Huberman’s (1994) intercoder
reliability formula was used to comment on reliability. There was a difference of opinion in
approximately four of the 312 coded concepts. In such cases, a third researcher was consulted. The
coding with which the majority agreed was considered valid. For example, in the concept network
created by the student coded 54, “Country>Eid>Going from door to door”, the concept of “going from
door to door” was considered a “cultural concept” by the researcher; however, it was coded as an
“activity concept” by the second coder. Like the researcher, the third coder thought going from door to
door during Eid was more of a cultural tradition, so the related concept was coded in the cultural
activity category for the students and coded S4. As a result, the coding was considered reliable since the

intercoder reliability coefficient was 98.7% for the concept networks obtained from the students.

The diaries kept by the researcher and the teacher were also coded using content analysis by
two coders. While evaluating the obtained categories, the coders worked together. Sometimes, there
was a difference of opinion about category names. For example, the “creative thinking” category was
changed to “fluency” because the researcher’s statements did not include dimensions of creativity other
than fluency, as stated by the other coder and the third expert. In another case, the team members
believed some categories could be given more general titles. For example, the categories “discussing the
similarities and differences of concepts” and “achieving conceptual categories”, which were previously
presented separately, were combined as the “concept learning” category. In this section, the intercoder
reliability coefficient was calculated as 92%, which shows that the intercoder reliability is high (Miles

and Huberman, 1994).



Yilmaz, F.

Intervention Process

The intervention lasted eight weeks, with one session each week. The sessions took an average

of two class hours. The steps followed in the research are described below:

7

Eight learning outcomes in the “Life in Our Country” unit of the Life Studies Course
Curriculum and their explanations were examined. The concepts that would be investigated

in the P4C sessions were determined for each learning outcome. These learning outcomes,

explanations, and concepts are presented in Table 3.

Table 3. Learning outcomes, explanations, and concepts focused on during the intervention process.

Session Learning outcomes Explanation Concepts
investigated

1. HB.3.5.1. Recognizes the Care is taken to visit administrative Governance
administrative units and units such as the headman’s office, the
managers in the immediate = mayor’s office, the district governor’s
vicinity. office, and the governor’s office.

2. HB.3.5.2. Explains the Emphasizing the concept of the Democracy
regime in our country. republic and the rights and freedoms

given by the republic are emphasized.

3. HB.3.5.3. Introduces the Students are provided with an Beauty
characteristics of historical, =~ opportunity to share their knowledge
natural, and touristic places ~ with their classmates by conducting
in the immediate vicinity. research on places such as mosques,

fountains, inns, bathhouses, museumes,
castles, historical bazaars, bridges, and
national parks in their immediate
vicinity.

4. HB.3.5.4. Establishes a Emphasis is placed on patriotism, Duty
relationship between the being hardworking, and doing ajobin  Responsibility
development of his/her the best way possible. It is mentioned
country and the fulfillment  that the reflections of these values start
of his/her own duties and with the individual.
responsibilities.

5. HB.3.5.5. Protects common  Emphasis is placed on protecting Public property
areas and tools. public property, such as schools, Personal goods

mosques, public transport, bus stops,
parks, playgrounds, gyms, and
stadiums.

6. HB.3.5.6. Researches the The contribution of the 15 July Unity
contribution of national Democracy and National Unity Day to  Togetherness
unity and solidarity to the individual freedom and
social life. independence of the country and the

contributions of national unity and
solidarity to our society are
emphasized.

7. HB.3.5.7. Participates in The subject is explained with reference Difference
social responsibility projects to the people who have immigrated Social
for the problems of people  from other countries, either forced or =~ responsibility

from different cultures
living in our country.

voluntarily.
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8. HB.3.5.9. Researches people  The effect of the personal Contribution
who have contributed to characteristics of individuals like Citizen
our country with their Engin Arik, Jale Inan, Mehmet Akif
work. Ersoy, Mehmet Ali Kagitci, Naim

Siileymanoglu, Nene Hatun, Nuri
Demirag, Vecihi Hiirkus, and Zihni
Derin on their success is emphasized.

e Stimulating stories were written to investigate each concept by the researcher. By making
preliminary preparations, open-ended and closed questions were prepared for the concepts
to be investigated. While the open-ended questions were asked as determined before the

process, closed questions were not limited to the ones previously determined.

o The sessions started with a warm-up game. These types of games warm children up and get
them to start thinking. For example, the students were immediately asked the following

questions: “Intelligence or beauty? Why?” or “Sunbathing or swimming? Why?”

¢ Following the warm-up game, the session place and the story’s main characters were
introduced. Within the scope of the storyline, these places and characters were designed
collaboratively by the students and with the researcher’s technical support. Storyboard, a
Web 2.0 tool, was used in this design. Within the scope of the storyline, as the story
progressed, places were changed and renewed, and new characters and objects were added
to the story. While doing this, the children decided on every change—from the story’s
location to what would happen there and from the characters to their clothing and hair color.
Figures 1 and 2 represent the visuals created in the first session, depicting the place that the
story characters could use as a children’s neighborhood and the children in the

neighborhood, as well as the visual that evolved throughout the storyline and which took its

final form in the eighth session.

Picture 1. First Session-second place. Picture 2. Eighth Session: the final
appearance of the place.
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o After designing the characters and places, the teacher read the relevant parts of the story. At

the end of each story, 5SWs1H questions were immediately posed to determine whether the

children understood the story.

After ensuring the stories were understood, the students were asked open-ended questions
about them and closed questions determined during the process, considering the answers
they gave to the open-ended questions. For example, in the first session, the first part of a
story about children who are bored with the world of adults and who feel under pressure
was told to the students. During this activity, the children established their neighborhood in
one of the backstreets, and the children enjoying the neighborhood atmosphere could not
decide what to do after a certain amount of time. They started arguing about whether to
choose a neighborhood leader to guide them on this issue. After this part of the story was
told, as an open-ended question within the scope of P4C, the students were asked: “Do you
think the residents of the children’s neighborhood should have a neighborhood leader or not?”. The
participants were given a short time to think about their answers and the reasons for their
answers. Based on the answers provided, the theme was enhanced with the following types
of closed questions: “What is governance? Is governance needed?”, “Why do people want to be led
(to have a leader)?”, “What happens if people are not led (do not have a leader)?”, “Why is it good to
be led (to have a leader)?”, “What are the downsides of being ruled?”, and “Does being ruled

(governance) take away our freedom, or does it make us freer?”

¢ During the sessions, mind maps summarizing the inquiry were drawn by the researcher

based on the answers given by the students to the closed questions. These mind maps, also
presented to the students at the end of the sessions, were redrawn with Coggle

(https://coggle.it/); these are presented in Figures 1-8.

No

interventio Talent Intelligence
Evaluating 9
opporuniti
Happiness Decision
making
Unlimited awing fi
froatom o Leader
Comfort
Determined
by family Limit of Irregularit
harr Freedom
Determined siners — Goodness Power
by principal Unhappiness
Determined by Fighting Honesty
ourselves Limited
freedom
Figure 1. Mind map of the first session. Figure 2. Mind map of the second session.

1382



KEFAD Cilt 24, Say1 2, Agustos, 2023

Human-mz Responsibil
Valuable Historical
artifacts old Respect
Beautiful Goad i
Beautiful hanng
Human-made Artwork Laziness Helpfulness, o .
e Valuable = Goodness 1 Honesty
- A Avoiding
Old or new Touristic Exhausting B ~ heartbreak
Empathy
Charming Valuable Irresponsibility
Avoiding self
Natural seeking
Clear assets
Self-forn
Figure 3. Mind map of the third session. Figure 4. Mind map of the fourth session.
Responsibility Ren
Order ose
Personal ore
goods Lovelessness
Unity
Property/ Lonel Environme!
Volunteering Goods
Fun
Common Bou U‘Coexnstence
Wil propcny Selfishness Solidarity
Conflict Dejensy
Common
needs Fight Obligation
Figure 5. Mind map of the fifth session. Figure 6. Mind map of the sixth session.
Security
Eyes Land
acquisition
Non-recognition Langua Pasilive  Attacking
Hair Peace
Strangeness X
Distrust B
Difference Soldiers Happiness
War
Cloth Guns
Elements Losing
Bizarreness Being lands
Shoe \cmﬂfﬁ attacked
Negative
Deaths
Skir
Figure 7. Mind map of the seventh session. Figure 8. Mind map of the eighth session.

As observed in Figure 1, in the first week, the children discussed the concept of “freedom”
within the framework of the concept of governance. They talked about whether governance
increases or limits freedom. In the second session, which mainly focused on questioning the
concept of “democracy”, the children focused on the concept of “leader”, as seen in Figure 2,
and discussed which characteristics a leader should have that would please everyone. As the
concepts in Figure 3 indicate, in the third session, not the previously planned concept of
“beauty” but the concept of “tourism” was questioned, and the children started from this
concept and reached the concepts of “historical artifact, artwork, and natural assets”. In the
fourth session, mainly aimed at discussing the concepts of “duty and responsibility”, the
children, as seen in Figure 4, advanced the discussion within the framework of whether it
was a positive to take on the duties and responsibilities of others. In the fifth session, “public

property and personal goods” were questioned, as expected. As seen in Figure 5, a discussion
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was carried out on the pros and cons of personal goods and public property, which was
termed “common property” by the students. In the sixth session, planned to be held within
the framework of “unity and togetherness concepts”, the students expanded the concept of
“coexistence”, as shown in Figure 6. As seen in Figure 7, the seventh session, which aimed to
discuss the concepts of difference and social responsibility, proceeded within the framework
of the concept of “difference”. The eighth session, on the concepts of “citizen and
contribution”, summarized in Figure 8, turned into a session in which students focused more

on the concept of “war”.

Within the scope of the storyline, the colored printouts of the mind maps drawn by the
researcher at the end of each session and the Storyboard images created by the students were
taken and displayed as a learning product in the corner of the classroom reserved for that

purpose.

After the eighth session, a celebration was held with an exhibition of the learning products,

and this event was open to parents.

Ethical Approval for the Research

All rules specified within the scope of the “Higher Education Institutions Scientific Research

and Publication Ethics Directive” were followed in the present study. None of the actions listed under

the “Actions Contrary to Scientific Research and Publication Ethics” heading of the second section

occurred.

Ethics committee permission information: Ethical approval committee name = Dicle University

Social and Human Sciences Ethics Committee

Date of ethical approval decision = 13.04.2021

Ethical approval document number = 58471

Findings

The quantitative and qualitative findings obtained from the research are given below.

Quantitative Findings

Table 4 shows the paired samples t-test results regarding the effect of Web 2.0 and storyline-

supported P4C sessions on students’ attitudes towards the Life Studies course and their level of fun in

the course.

1384



KEFAD Cilt 24, Say1 2, Agustos, 2023

Table 4. Paired samples t-test findings.

Test N X ss sd p
Negative attitudes towards the Life Studies =~ Pre-test 11 1.86 59 10 1.05  .319
course Final test 11 1.65 48
Positive attitudes towards the content of the Pre-test 11 251 .57 10 -b51 .617
Life Studies course Final test 11 2.58 .43
Positive attitudes towards the Life Studies Pre-test 11 240 51 10 -225 .049
course Final test 11 2.67 .36
Fun in the Life Studies course Pre-test 11 257 33 10 -.42 .684

Final test 11 2.63 32

According to the paired samples t-test results given in Table 4, there is no significant difference
between the pre-and post-test scores of students who participated in the Web 2.0 and storyline-
supported P4C sessions in terms of negative attitudes towards the Life Studies course, positive attitudes
towards the content of the Life Studies course, and fun in the Life Studies course (p > .05). These results
show that the aforementioned sessions did not affect the students’ negative attitudes towards the Life
Studies course, their positive attitudes towards the content of the course, and their level of fun.
However, the results do not mean that the relevant process is negative. Given that the scales used in the
process are 3-point Likert, it can be stated that, before the intervention, the students’ negative attitudes
toward the Life Studies course were low (X = 1.86). In contrast, their positive attitudes towards the
content (X=2.51) and level of fun in the course (X = 2.57) were high. After the process, negative attitudes
towards the lesson remained low (X = 1.65), but attitudes towards the content of the lesson (X = 2.58)
and the level of fun (X = 2.63) remained high. These findings indicate that the intervention can maintain
children’s negative attitudes towards the Life Studies course at a low level and their positive attitudes

towards the course content and their level of fun at a high one.

There is a significant difference between the participants’ pre- (X'=2.40) and post-test (X=2.67)
scores of the positive attitudes towards the Life Studies course in favor of the post-test scores (p < .05).
This finding shows that the intervention conducted during the research further increased the positive
attitudes of the students towards the course, which were already at a high level. According to the effect
size (n?=0.34), the intervention significantly increases positive attitudes towards the Life Studies course

(Pallant, 2007).
Qualitative Findings

The findings of the concept networks drawn by the students before and after the process, as
well as the opinions of teachers and researchers about the process—including Web 2.0 and storyline-

supported P4C sessions —are presented below.

Findings on the students’ concept networks: Table 5 shows the number of concepts, categories, and
themes derived from concepts in the concept networks created by the students about the concept of

“country” before and after the process.
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Table 5. Analysis of student concept networks.

Pre-process Post-process
Number of Number of Number of Number of Number of Number of
concepts categories themes concepts categories themes
S1 1 1 1 20 8 3
52 3 3 1 17 9 4
S3 4 1 1 14 7 4
S4 4 3 2 35 17 5
S5 9 4 4 53 14 5
S6 9 5 2 20 10 4
S7 6 4 3 27 11 4
S8 1 1 1 17 8 4
59 6 5 4 44 15 5
S10 2 2 1 20 11 4

As shown in Table 5, there was an increase in the number of concepts, categories, and themes
in the concept networks drawn by all students regarding the concept of “country” after Web 2.0 and
storyline- supported P4C sessions compared to the pre-process. This may imply that students learned
new concepts due to the process, the accessibility of concepts in their minds increased, and more
relationships between concepts were established. The concept networks designed by the students with

codes S1 and S5 before and after the process are shown in Figures 3-6.

Figure 3. S1’s pre-process concept network. Figure 4. S1’s post-process concept network.

Figure 5. S5’s pre-process concept network. Figure 6. S5’s post-process concept network.

Table 6 shows the themes and categories of concepts that the students included in concept

networks before and after the process.
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Table 6. Concepts, categories, and themes in the students’ concept networks.

Theme

Pre-process categories
and concepts

Post-process categories and concepts

Geographical concepts

Sociological/institutional
concepts

Settlement: city (S1, $4,
S5, S6, S7), district (S7),
village (54, 56),
neighborhood (59),
England (S3), America
(53), Turkey (S3, S5), Paris
(53), Diyarbakir (S6, S7,
S8)

Venue: house (56)

Categorical concepts:
hometown (54)

Cultural concepts: meals
(54, S9), watermelon (S6)

Economic concepts:
country property (52)

Educational concepts:
knowledge (55), lesson
(S5), school (S5, S10)

Relational concepts:
mother (S6), father (56),
child (S6, S7), friend (S10)

Military concepts: war

(S2)

Role and status concepts:
human (52, S6, S7)

Settlement: City (S1, S2, S3, S4, S5, S6) S7,
S8, S9, 510 ), district (S5), village (52, S3,
54, S5, S6, 57, S8, S9, 510) ), neighborhood
(89), Turkey (S3, S5, 57, S9), Istanbul (51,
54, S5, S7), Diyarbakir (S1, S3, 54, S7, S8,
59), Nevsehir (S5), Sur (S5, S7), Tezgecer
(57, 59)

Venue: house (S3, 54, S8), villa (510),
building (S3, S8), furniture (S8)

Earth: sea (52), lake (S6, S9), river (57, S9),
stream (S9), ocean (59), water, (S6), earth
(57, 59), stone (S9), soil (54, S5, S7, S9),
gravel (S10)

Sky and space: sky (S1, S5, S7, S8, S9),
cloud (51, S5, S9), sun (S1, 59), planet (S1,
S9), satellite (S9), moon (S8), star (S8)
Climate: season (56), hot (S6), cold (56)

Categorical concepts: nation (51),
homeland (S2, S9)

Cultural concepts: holiday (S1, 54, S5, S7,
S8, 59, 510), candy (S1, S7, S8), food (S9),
national anthem (57, S8), museum (S6,
S7), pottery (S6), clothes (S6), historical
artifacts (56), art (S6), collecting candy
(S4), visiting (S4), going from door to door
(54)

Economic concepts: agriculture (S4), field
(54), pasture (S4), worker (510), work
(510)

Educational concepts: student (S5),
teacher (S5), desk (S5), table (S5), chair
(S5), lesson (S5), book (S5), study (S5),
reading (S5), report card (S5),
hardworking (S5)

Relational concepts: sister (S1), niece (S1),
cousin (51), mother (S7), father (S7),
daughter (57), child (54, S5, S7), baby (54,
S5), friend (S5), close friend (S5)

Military concepts: tank (52), gun (S2),
soldier (S2), war (S2, S5, S10), Atatiirk (S3,
54, S5, 57, S9, 510), airplane (S10), enemy
(S6)

Role and status concepts: human (52, S3,
54, S5, 57, S9), girl (S5, S9), woman (59),
boy (55, S9), man (S9), citizen (S5),
foreigner (S5)

Religious concepts: mosque (S1, S5, S7),
prayer (51), Qur’an (S1, S5), sacrifice (S9),
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Theme

Pre-process categories
and concepts

Post-process categories and concepts

Psychological concepts

Biological and ecological
concepts

Daily concepts

Mental concepts: mind
(S5)

Concepts about animals:

animal (S9)

Concepts about plants:
Fruit (59)

Body parts: brain (S5),
head (S5), eye (55), hand
(57)

Food concepts : snack
(59), dessert (S9)

imam (S5, S7), call to prayer (54, S5)
mawlid (54), elifba (Arabic alphabet) (S5)
Political concepts: President (52), voting
(52)

Symbolic concepts: moon (51, S2, S5, S9),
Star (51, S2, S5, 57, 9), flag (51, S2, S3, 54,
S5, 57, S8, S9 S10)

Mental concepts: ability (54), mind (54),
memory (53, S4)

Emotional concepts: joy (S9), pleasure
(S9), enthusiasm (54), relief (S6)
Sensory concepts: red (S5, S7, S9), color
(59), black (S5), blue (S5), soft (S5)

Concepts about animals: animal (54, S5,
S8, 510), snake (S2), rabbit (S10), cow
(510), crocodile (S8, S10), frog (S6), bee
(54), cub (54), owl (55), poison (52),
feathers (S5)

Concepts abut plants: fruit (S5, S9),
vegetable (55, S9), lentil (54), wheat (S4),
barley (S4), potato (S3), cucumber (S3),
sapling (S5), tree (S5) ), plant (53, S4, S10),
flower (S3)

Food concepts: sugar (59), sweets (S9),
snacks (S9), honey (54), food (S5)
Activity concepts: Amusement park (S1),
park (59, S10), swing (S10), walking (S8),
swimming (56), games (54, 59, 510),
entertainment (54, S9), pool (S6,)
Clothing concepts: T-shirt (S9, S10),
swimsuit (56)

Transportation concepts: boat (S2), car
(S8), airplane (S7), tractor (S4)

Daily routine concepts: cleaning (O6),
shower (06)

Table 6 shows that before and after the intervention, the students’ concept networks are made
up of geographical, sociological/institutional, psychological, biological/ecological, and daily concepts.
In the geographical concept theme, the students addressed concepts that fell into the categories of
settlement and space —both before and after the process. After the process, they also matched concepts
falling into the earth, sky/space, and climate categories to the concept of “country”. While categorical

concepts surrounding economic, educational, relational, military, and role and status were present in
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the students’ concept networks before and after the process, religious, political, and symbolic concepts
appeared after the process. Although the students only mentioned mental concepts in the psychological
concepts theme before the process, they mentioned emotional and sensory concepts following the
intervention. While the concepts in the biological/ecological theme were expressed as concepts related
to animals, plants, and body parts before the process, they expressed concepts related to animals and
plants after the process. Finally, students used food concepts from daily concepts in their concept
networks before the process but used food, activity, clothing, transportation, and daily routine concepts

after completing the intervention.

Findings regarding the opinions of teachers and researchers: The following are significant themes and

categories from the teacher and researcher diaries:

Benefits of the Process for the Student: Based on the findings from the teacher and researcher diaries
about the process, including the Web 2.0 and storyline-supported P4C sessions, the following are its

benefits according to the students:

Fluent Thinking: The process carried out within the scope of the research showed that children can
produce many ideas, thoughts, or justifications for a concept within the scope of fluent thinking. Notes

from the diary entries on this subject are as follows:

“...I asked them, “What is freedom?”. The children first defined freedom as having fun by
playing as much as they wanted, and they mentioned that it made them very happy. When I
asked what other aspects of freedom would make them happy, the children gave many answers,
such as not being interfered with, giving them the chance to evaluate the opportunities they
encountered, making their own decisions, having as much fun as they wanted, and being
comfortable.” (Researcher, first session).

“The answers were really surprising, and I think they were creative. One of the children said
that an individual who solves a very difficult puzzle should get the leadership ball because
being a leader also requires having the intelligence to lead people. In the face of questions like,
“Is ‘being smart’ enough to be a good leader?”, the children discovered many different
characteristics that a leader should have, putting a new obstacle to get the ball every time.”
(Researcher, second session).

Approaching the Subject from Different Perspectives: Students were able to approach the subject from
different perspectives throughout the process. Accordingly, the following notes taken by the researcher
about the sixth session show that the process allowed the children to evaluate the subject together with
its pros and cons:
“In this framework, the children again talked about how they would create a better environment
through coexistence; they would keep memories using the activities they would do together;
they would protect each other, help each other, and defend their country. The children also
talked about the fact that coexistence, despite all of its benefits, could cause conflict, fights, and

illness, and people would feel lovelessness and boredom, as well as some people would act
selfishly and with hatred towards other people and noise pollution would occur.”

Regarding the eighth session, the researcher’s notes suggest that children could evaluate the subject not

only from their own perspectives but also from the perspectives of others:
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“Children think that war brings peace and happiness in terms of security when it comes to being
attacked. When they fight themselves, they find that war is positive if there is success, such as
acquiring land. However, with the questions I asked and their own questions, they had to
consider the point of view that losing land and people are negative aspects of war when their
own country was being attacked.”

Again, the following notes written by the researcher about the first session indicate that the students
were able to deal with different approaches for the same concept: “Later I asked, ‘How free should we be?’.
This question led the children to the concepts of limited and unlimited freedom. Children were able to express that

the limit of freedom is harming others...”

Concept Learning: During the process, it was observed that the student participants discussed the
similarities and differences between concepts and even reached various conceptual categories.
Accordingly, the following statements in the diary the researcher kept for the third session show how
the learners dealt with similar and different aspects of different concepts in the process:
“The concept of tourism was handled within the framework of concepts on historical artifacts,
artwork, and natural assets. The children’s discussions were especially about whether these
concepts could be the same thing and what their differences were. The children distinguished
artwork and historical artifacts from natural assets because they were both human-made. While
beauty was most emphasized in terms of artwork, ancientness was most emphasized regarding

historical artifacts. The most important aspect emphasized for all three types of concepts was
their value.”

The teacher’s diary, which supports this point and states that the process was useful in discussing

similarities and differences between concepts, even in situations where there was little preparedness,

contains the following excerpt:
“Because children have limited access to art or artistic work in their daily lives, their knowledge
is limited. They have little interest in an area where they have little knowledge. Because of this,
their pre-knowledge about artworks, historical artifacts, and historical remains was insufficient.
However, the researcher made sure that the children understood the difference between an
artwork, a historical artifact, and a natural asset without any scrap of knowledge —purely with
questions and answers. This was truly admirable. By the end of the conversation, they had
realized the differences between the three of them and were aware of what they were. One of
my students summarized that something can be both an artwork and a historical artifact with
the following sentence: ‘Something that was drawn in the past and has survived is historical; however,
if this work is also very beautiful, it is an artwork.” All of the conversations the children had today

were about recognizing the distinction between these concepts, and I was really pleased that
they succeeded in doing that.” (Teacher, third session).

The following statement from the researcher on reaching the conceptual categories in the diary of the
first session shows that the children were able to reach the content of the new conceptual categories,
even by thinking about a single question in the process: “On top of that, "How free should we be?’ I asked.
This question led the children to the concepts of limited and unlimited freedom." The following notes from the
researcher on the third session also demonstrate that the children acquired a new conceptual category
for themselves through discussion during the process: “In fact, the children discussed these differences so
much that they finally reached the concept of ‘natural asset’. They named the concept with my help but revealed

its features by themselves.
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Moral Reasoning: The following notes from the teacher’s diary about the second session show that the

process allowed the children to exercise moral reasoning at different levels.

“One of our students said, ‘It's good to help. When we help, we should help even if it’s not
given in return because people who do not help do evil. Just because others were bad doesn’t
mean we have to be bad either.” It was enjoyable to see approaches on different moral levels.
Instead of arguing that ‘cooperation is definitely good or bad’, we see that children can behave
according to the situation and consider the higher steps listed in Kohlberg’s moral development
theory. Children’s perspectives on the changeability of something according to the situation
and the situation in which something can or cannot be done have deepened a bit.”

Questioning: During the process, the participants had the opportunity to question each other and various

moral doctrines. The following statements from the researcher’s and teacher’s diary entries on the

second session about this subject support each other and show that the children questioned each other’s

ideas:

“Most importantly, today, the children asked questions that made each other suspicious and
questioned each other’s thoughts. For example, one child asked his friend who thought that a
leader should be strong, “What if he/she is both strong and bad?’ making the friend reflect on
the idea.” (Researcher, session two)

“After the discussion about the qualities that a leader should have, such as being strong,
talented, etc., one of our students asked a question like, ‘If a leader is strong but bad, then what
will happen?’. Then, the questioning and reasoning continued: What kind of situation can a
powerful person, especially a leader, cause if he/she is bad? From there, it is possible to shift
from different forms of government to dictatorship.” (Teacher, session two)

The following notes on the fourth session from the researcher’s diary suggest that not only did the

children question each other but also moral teachings through the process.

“

...”"What does it mean to be good?’ I asked them. In the beginning, the children approached
this concept in positive ways through concepts such as responsibility, respect, and empathy.
However, later on, different perspectives emerged. The children mentioned that constantly
helping others in order to be recognized as good can cause laziness and irresponsibility in other
people, and it will tire the person who does good. Perhaps today, for the first time, the children
discussed the correctness of a moral doctrine dictated to them and realized that there is no
absolute truth about it.”

Changing their Minds: The following notes the researcher took in the second week show that the process

led children to change their ideas by arousing doubts about them.

“Another child said that an individual who lifts a load of hundreds of kilograms should have
this ball because the most important feature of leadership is power, and a strong leader can
protect his people. Children who said that individuals who can fix something could become
leaders because of their talents continued to doubt this. They abandoned the ideas they believed
in and were exposed to different perspectives when asked: ‘Is this enough? How do we know
that this is enough? Would anyone really be happy with such a leader?””

Similarly, the following statements by the teacher in her diary about the fourth week show that the

process prevented children from being too rigid about their ideas.

“I especially liked that the children could approach a concept so deeply, weigh in on each
other’s thoughts so much, and change their minds. None of them have the attitude of stubbornly
defending their opinion. When their minds change, they can change their ideas immediately.
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You know, they don’t only worry about whether ‘My opinion is correct’ and “This opinion
should be maintained’. They can instantly change their minds and consider what they find right.
They can say that ‘I agree or disagree with someone, and my opinion has changed.””

Standing Behind Their Opinion: The following statements from the teacher’s diary about the fifth session
suggest how a child intellectually confronted everyone by defending an idea that everyone was against
and stood behind the opinion that he/she believed in. The teacher believes that the process created an

appropriate environment for this.

“In terms of argumentation skills, today is the first time a student has insisted on a different
opinion. In previous discussions, students were not in a position to defend their own opinion.
But today, a student argued that the owner of property left in a community on a voluntary basis
can claim rights. While defending this, the student responded with a different opinion to each
of the ideas presented against him/her rather than using arguments such as, “It must be so,
here’s what I want, that’s what I want." He/she never gave up on his/her idea. He/she defended
his/her opinion. He/she really believed in his/her opinion and was able to form an opinion
against everyone’s opinion.”

Creating Opportunity for Others to Think: The following notes from the researcher’s diary about the first

session indicate that the process allowed the students to make comments that pushed others to think.

“When I asked what other aspects of freedom would make them happy, the children gave many
answers, such as no interference with themselves, giving them the chance to evaluate the
opportunities they encounter, being able to make their own decisions, having fun, and being
comfortable as much as they want. However, when one of the students mentioned that it is not

a good thing to do whatever we want, I asked the other children to think about it, as well.”

Student Centricity and Activity: The following notes from the researcher’s third diary entry show that
even if the facilitator plans a process, the students can take the stage and shift this process in another

direction:

“Today, I presented the children with a choice of two artifacts they could choose to exhibit in
the children’s neighborhood. While I expected the children to question the concept of beauty
more, they barely mentioned it. Instead, the children discussed the concept of touristic artifacts
and related concepts of historical artifacts and artworks.”

The teacher’s diary entry for the first session included the following statements:

“Students were a little hesitant; they had trouble expressing themselves, but this was probably
due to the arrival of a new teacher (the researcher) and because of a new activity. In particular,
the participation of some of our students was intense, but we did not see a similar density in
other students. We had students who had never attended class before. Since I know their
personalities, they will probably open up in the future.”

When compared with the following statements from the teacher’s second-day diary entry they prove

that the process put students at the center and activated them in a short time.

“The second day was very exciting for me and my students because it was nice to see how they
progressed so quickly. It was very enjoyable to see my students get rid of their first day’s
stiffness a little bit. Especially the increase in student participation and the emergence of original
ideas were particularly interesting. I didn't expect it to happen so quickly because this is a very
new situation for village students..We can devote very little time to different activities,
especially with concerns surrounding the curriculum, even though we attach great importance
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to it. Apart from that, I have seen particularly shy students open up, even though it’s only the
second day. We had a lot of fun on the second day.”

Again, the following statements by the teacher demonstrate that the student activity enabled by the
process can also include disadvantaged groups rather than just one specific group.
“I really liked the fact that one of my students, who was not willing to participate until now,
participated. This student is more disadvantaged than other students in terms of language. He
has no command of Turkish. For a long time, he spoke only Kurdish, his mother tongue.
Frankly, he’s acting a little shy at this point. Although it was not against me, his shyness towards

our new teacher (the researcher) continued because he was new, but now I'm glad to see that
he has come out of his shell.”

Going Beyond Expectations: Based on the following statement among the notes taken by the researcher
about the third session, it is understood that the students were surprised by what they could do during
the process and did not expect this from themselves.
“The thing that impressed me the most about this day was when I shared the mind map with
the children at the end of the lesson and summarized what we talked about in the framework

of the inquiry that day —when a child said, in surprise, ‘Teacher, were we the ones talking about
all of this?”

The quoted statements show that the students went beyond not only their own expectations, but also
the expectations of the teacher and the researchers involved in terms of what they could do in and with

the process:

“Today, our student participation was much higher. I think I witnessed a performance that was
really unexpected for their age.” (Teacher, session seven)

“] was a little apprehensive as I started today’s session. I thought the open-ended question
might be difficult for the children. I told them there was a ball in the children’s neighborhood
and that whoever caught the ball would be the leader; I asked them what barrier they would
put in front of the ball so they could choose the best leader. The answers were truly surprising,
moral reasoning-based, and, in my opinion, creative.” (Researcher, session two)

Democratic Discussion: The following teacher notes on the seventh session show that the process helped
children adopt the principles of democratic discussion.
“There was no attack against ideas. The children did not experience such an environment
before. This occurred spontaneously. Such an atmosphere of discussion has never been created

before. The discussion environment in which the children started with ‘I agree, I disagree, I
support this, I think like him/her, or I don't think so” was really high quality.”

Benefits of the Process for the Teachers: The findings obtained from the teacher and researcher diaries
about the process including Web 2.0 and storyline-supported P4C sessions and the benefits of the

process for teachers can be listed as follows:

Monitoring the Sociocultural Impact: The following statements from the diary that the teacher kept after
the first session show that the teacher noticed how the sociocultural environment of the children was

reflected in their comments and discussions.
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“Since our teacher, of course, did not know our students very well, I could sense the deep
meanings of the students” words because I knew their family environment well and I was well
acquainted with their lives in the village. For example, I knew that my female students could
not go out much and did not have a social life. That's why I saw that they didn’t want an external
leader in a place that offered them freedom. I knew the respect for power of male students,
especially when searching for a strong leader with the ability to solve a problem and fix
anything, was due to our (male) principal at our school, who did such things.”

The following notes in the diary, written by the teacher about the eighth session, indicate that she
discovered more about the students’ socio-cultural environments. “The Children have been brought up in

a culture of fear. Security concerns are very high.”

Monitoring the Effects of Student Experiences: The following statement from the teacher about the fourth

session indicates that the process is important in terms of showing how the personal experiences of the

students are reflected in the discussion platform:
“It gave me great pleasure to observe the children’s attitudes, especially since I know about the
personality traits of my children or some of the past problems they have faced in daily life. One
of our students stated that he was particularly afraid of sharing responsibilities when the
researcher led them to discuss responsibilities, limitations of responsibilities, helping someone,
or taking on someone else’s responsibility. I knew that the basis of this student’s attitude
towards everyone fulfilling their own responsibility was actually because he was abused too

much by his friends before, and I saw that his old attitude on this subject has now changed, and
his new attitude is too strong.”

Monitoring Curriculum Impact: According to the following notes by the researcher regarding the fifth
session, the process can show the teacher how the way the concepts are handled in the program is
reflected in the discussion processes of the children.

“As a result, I realized that the children evaluate the foreign child with the concept of

‘difference’, and I asked who was different. Perhaps because of the content of the curriculum,
the children defined the concept of difference entirely in terms of physical characteristics.”

Similarly, the following notes from the teacher about the third session indicate that the process is
important in terms of showing the teacher the effect of the concepts that take place in the curriculum
and the philosophical impact of these concepts on the discussions:
“While the concept of artwork was being discussed, one of our students was stuck on the
concept of fossil, which we had studied in the course and caused the researcher to approach the
subject with an interdisciplinary approach. The student’s constant depiction of a fossil as a type

of artwork may have been due to what I had said in my lessons —that a fossil is something that
is very rare and valuable and exhibited in museums.”

Professional Reflection: The following statements in the teacher’s diary for the third session show that the
process carried out within the scope of the research enabled the teacher to make a professional reflection
about seeing the results of the classroom practice and making new plans accordingly.

"As a lesson I took for myself, I decided that I needed to bring children together with many

more works of art and the branches of art. Even if I can’t take the students where art is shown,
I have to present these works to the children visually at least.”
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Recognizing Prejudices: The process carried out within the scope of the study helped both the researcher
and the teacher realize the prejudices children have when it comes to differences. Notes on this subject
in the diary entries from the seventh session are given below:

“...The result was the children’s prejudices that they would not trust the others in their socially

responsible assistance because they find different people bizarre and strange or because they
do not know them.” (Researcher, session seven).

“The children had difficulty commenting on this. Even though the children’s attitudes towards
foreigners (Syrians, Gypsies) were positive, and they wanted to help them, they emphasized
the risk of being deceived when it came to trust. They had no trust.” (Session seven, teacher).

Discussion and Conclusion

The study findings show that children continue to have fun in the Life Studies course after
completing the process, just as before. In other words, even though the Web 2.0 and storyline-supported
P4C sessions conducted within the scope of the research did not make a significant difference compared
to the previous processes, they entertained and stimulated the children. This is consistent with
Akkocaoglu Cayir’s (2015) finding that P4C studies are enjoyable for children. Aside from P4C, studies
involving storyline activities have been found to be amusing by children (Sekerci and Kabapinar, 2019),
and other studies show that using Web 2.0 tools in educational settings is pleasing (Barak, Herscoviz,
Kaberman and Dori, 2009; Karadag and Garip, 2021; Mete and Batbay, 2019). Although the process used
in this study can entertain children, the lack of a significant difference in their level of fun may be due
to the boredom that may occur in children when they are asked many questions during P4C sessions
(Giir, 2011) or technical difficulties encountered in Web 2.0 tools (Bennett, Bishop, Dalgarno, Waycott
and Kennedy, 2012).

In other studies, findings show that the use of the storyline method in language (Ayaz, 2021)
and life studies courses (Tiirkmen, 2021), the use of Web 2.0 tools in science courses (Can and Usta,
2021), and P4C use in social studies courses (Pala, 2022) improve attitudes towards the courses
separately. However, studies in the literature also exist showing that the storyline method does not
change attitudes towards Turkish (Sari, 2019) and mathematics (Coskun, 2013) courses and that Web
2.0 applications do not change attitudes towards science courses (Uysal, 2020). When evaluated together
in this study, the storyline method, Web 2.0 tools, and the P4C approach, which are sometimes
successful in terms of attitude development and that occasionally do not lead to a change when used
separately in other studies, were able to increase positive attitudes towards the Life Studies course;
however, the combination of these methods did not change positive attitudes towards the course
content. In addition, the process employed in this study did not change the negative attitudes of the
students towards the Life Studies course. In other words, it did not decrease or increase these attitudes.
Similarly, P4C was found to have prevented students from developing negative attitudes towards
mathematics and had a stabilizing effect on them in another study (Lafortune, Daniel, Mongeau and

Pallascio, 2003).
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Both the number of concepts and the number of categories and themes in which these concepts
are included in the concept networks that the students drew after the Web 2.0 and storyline-supported
P4C process increased for all students when compared to the pre-process stage. It was generally
observed that concepts, conceptual categories, and conceptual themes never mentioned before were
attained after the process. The teacher and researcher’s opinions also showed that children discussed
the similarities and differences between concepts through the process and that the students had reached
some conceptual categories due to these discussions. These findings can be interpreted to mean that the
process helps students learn concepts or recognize and reconstruct existing concepts in their minds and
associate them with other concepts. This result is consistent with the knowledge and findings in the
literature demonstrating that students can establish relationships between concepts through
P4C (Akkocaoglu Cayir, 2015), define concepts based on their daily experiences (Bleazby, 2012; iThan
Tung, 2017), pass from the factual level to the conceptual level (Fisher, 2001), develop conceptual
understanding through critical dialogue (Daniel and Auriac, 2011), question assumptions about the
meaning of the concepts they encounter (Higgs and Higgs, 2001), diversify the concepts they deal with
(Lipman, 2011), and bring together philosophical concepts and distinguish them from each
other (Lipman and Sharp, 1978). It is thought that Web 2.0 tools and storyline, together with P4C, may
have had an impact on the contribution of the process employed in this study to the conceptual
development of the students; this impact occurs because learners in environments where Web 2.0 tools
are used have to think about the concepts they use in their discussions while designing their own
learning environments (Kompen et al., 2019). In addition, the story structure used in the storyline

approach enables students to create concepts, making them permanent (Isabelle, 2007).

The views of teachers and researchers have shown that Web 2.0 and storyline-supported P4C
process offer students the opportunity to think fluently (creatively), approach the subject from different
perspectives, express moral reasoning, question, change ideas, stand behind their opinions, create
opportunities for others to think, be visible and active, go beyond expectations, and discuss issues in a
democratic environment. Other studies on P4C assisted students in developing creative thinking skills,
such as fluent thinking (Cleghorn, 2002), approaching the subject from various perspectives, expressing
moral reasoning (Fisher, 2001; 2005), questioning (Cam, 2014), changing their minds (Bleazby, 2011),
standing behind their opinions by challenging other ideas (Lim, 1994), and thinking by giving each other
ideas to develop and criticize (Lipman, 2011). In addition, P4C helps students meet high expectations,
as was seen in this study so that they go beyond the expectations of their instructors, which is often
unexpected (Lipman, 1975). Other studies support that democratic environments can be created with
P4C, similar to what was found in the current study (Bleazby, 2011; Daniel et al., 1992). Aside from P4C,
studies indicate that the Web 2.0 tools used within this study’s scope support students’ creativity (Diaz,

2010) and create student-centered and student-active processes (Ehlers, 2009). Furthermore, storyline is
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said to support creative thinking (Budlova, 2014), lead students to question (Isabelle, 2007), push the

limits of expectations (Tiirkmen, 2021), and improve students’ democratic abilities (Haggstrom, 2022).

The teacher and researcher diaries revealed that the P4C process supported by Web 2.0 and
storyline is critical for educators to monitor how students’ sociocultural characteristics affect their
learning environments because, while producing ideas, the students used their socio-cultural
background as a starting point. According to Tasdelen (2014), the fact that students use their culture as
a resource in P4C sessions shows that philosophy is grounded for them. In the present study, the
children used their own cultures and experiences to provide clues to the teachers about their reflection
on the learning environment during the process. It is believed that storyline, in particular, effectively
brings out individual experiences because listening to a story activates previous experiences in children
(Isabelle, 2007). Other findings obtained within the scope of the research indicate that the process used
will be beneficial for teachers in monitoring how curriculum concepts affect learning environments and
conducting professional reflections. Lam’s study (2021) also revealed that teachers who applied P4C in
their classes became aware of the philosophical concepts in their curriculum and reflected on their
teaching processes in this way. Apart from all of these contributions, the process used in this study
enabled the teachers to become aware of the students” prejudices and thus get to know them better. As
a result, P4C can be considered an approach that assists teachers in getting to know their students and

enables students to get to know one another (Akkocaoglu Cayir and Akkoyunlu, 2016).

It can be said that the quantitative and qualitative findings obtained from this study support
each other. The finding that students’ positive attitudes towards the course increased in the quantitative
dimension is supported by the categories that show positive attitudes towards the course, such as
having democratic discussions, going beyond expectations, and taking control of the discussions by
being at the center of the process. In support of the finding in the quantitative dimension that the
students’ level of fun in the lesson did not change, the teacher opinions obtained in the qualitative
dimension did not provide any findings in this regard. The documents obtained in the qualitative
dimension showed that Web 2.0 and storyline-supported activities contributed positively to students’
concept learning processes and helped them develop many concepts in different themes and categories.
Similarly, the teacher and researcher opinions obtained in the qualitative dimension revealed that this
process helped students discuss similarities and differences between concepts and reach various

conceptual categories.

Considering the benefits revealed in this study for students and teachers, it can be said that
teachers can benefit from Web 2.0 and storyline-supported P4C sessions in life studies courses. To make
the process more enjoyable, sessions could be kept short. Students can be included in the writing process

of the stories used during storyline to increase their positive attitudes towards the course content.
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This study was conducted in a village primary school with children whose first language is not
Turkish. In this regard, it is important to mention that, thanks to Web 2.0 tools and approaches such as
storyline, even a seemingly complex approach like P4C can be applied in a disadvantaged setting.
Nevertheless, examining how a similar approach yields results in regions that are not as disadvantaged
in terms of social environment and first language may contribute to the literature. Due to the small class
size in the village primary school, the experimental study could only be carried out with 11 students.
However, this is not just about the class size in the village but also about the nature of P4C, which needs
to be carried out in small groups. Given the statistical effects of working with small groups, it is

necessary to conduct future research on how the study can be adapted to larger groups.
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