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One Cikanlar

e  Okurlar, kitaptaki karakterleri yakin gevreleriyle iliskilendirerek
kisisel ve duyussal 6zdesim gelistirmislerdir.
e  Okur tepkileri, bireysel ozglrlik ve toplumsal sorumluluk
cergevesinde farkli ahlaki muhakeme bigimlerini yansitmigtir.
e Okurlar, metni deger ve duygu temelli bir cercevede
yorumlamiglardir.
e Alternatif sonlar ve yeni kurgular, yaratici ve Uretken okur
etkilesimini ortaya koymustur.
0z
Asa Lind tarafindan kaleme alinan Kumkurdu, Daha Fazla Kumkurdu ve
Daha da Fazla Kumkurdu adli seri; sade dili, felsefi kurgusu ve evrensel
temalariyla son yillarda ¢adgdas ¢ocuk edebiyatinin éne ¢ikan
orneklerinden olmustur. Bu arastirmanin amaci, okurlarin Kumkurdu
serisine yénelik gelistirdikleri okur tepkilerini belirlemektir. Arastirmada
nitel arastirma desenlerinden durum ¢alismasi kullanilmis; ¢alisma
grubunu Sakarya ili Hendek ilcesindeki bir ortaokulda 6grenim géren
yedinci sinif 6grencileri olusturmustur. Veriler, “Okur Tepkilerini
Belirleme Soru Listesi” aracilidiyla toplanmis ve betimsel analiz yéntemi
ile ¢éziimlenmistir. Ogrencilerin gelistirdigi okur tepkileri; kisisel
baglanti tepkileri, yargisal tepkiler, anlamsal/yorumlayici tepkiler ve
yaratici tepkiler olmak lizere dért ana tema altinda toplanmustir. Kisisel
baglanti tepkileri kapsaminda, égrencilerin karakterlerle ézellikle aile
bireyleri (izerinden ézdesim kurduklari; metni kendi yasam
deneyimleriyle iliskilendirdikleri  belirlenmistir. ~ Yargisal tepkiler
baglaminda, Ggrencilerin kitap kahramanlarina yénelik farkl bakis
agilari  gelistirdikleri ve farkli ahlaki muhakeme bigimleri ile
dederlendirme yaptiklari gérilmiistiir.  Ogrencilerin  yorumlayici
tepkileri de metni yalnizca olay diizeyinde dedil; dostluk, empati, aile ici
iletisim gibi deder temelli yapilar lzerinden anlamlandirdiklarini
gbstermektedir. Yaratici tepkiler basliginda ise &grencilerin metni
yeniden yapilandirarak ézgiin sonlar kurguladiklarini ve karakterlerin
gelecegine iliskin alternatif senaryolar gelistirdiklerini ortaya
koymustur. Bu tiretimler, égrencilerin hayal giici, estetik duyarliligi ve
kurgusal diisiinme becerilerini ortaya koymustur. Arastirmaya katilan
ogrenciler, Kumkurdu serisiyle ¢ok yénlii bir etkilesim gelistirerek
metinle kisisel bad kurmus, karakterlere ve olaylara yénelik gesitli
yargilarda bulunmus, anlamlandirma slirecinde derinlemesine
yorumlar yapabilmis ve yaratici liretimlerde bulunarak edebi metni
yeniden yapilandirma becerisi géstermislerdir. Bu durum, 6grencilerin
metinle hem duygusal hem bilissel diizeyde etkilesim kurabildiklerini ve
okuma siirecini anlam insa eden dinamik bir deneyime
déndiistiirebildiklerini ortaya koymaktadir.
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1. Girig

Bireyin bilgi edinme, diistinme becerisini gelistirme ve diinyayi anlama siirecinde okuma
becerisi 6nemli bir yer tutar. Okuma kavrami, yazili ve basili isaretlerin belirli kurallar
cercevesinde anlamli bir sekilde seslendirme (Balci, 2016; Karatay, 2023; Oz, 2001; Sever, 2004;
Tomarong, 2023; Wood, 2024) olarak tanimlanmaktadir. Bununla birlikte okuma, bilgiyi
kavrama, dlstinceleri anlama ve iletisim kurma siirecidir. Bu slreg, gorsel algilamayla baslayarak
metin icindeki bilgileri anlama, baglami kavrama, kavramsal diisinme ve elestirel diisiinme gibi
bir dizi karmasik zihinsel islemi icerir. Okuma becerisi, bir bitiin olarak degerlendirildiginde
zihinsel bir eylemdir (Ugan, 2016: 74). Okuma siireci, kelime tanima, anlam olusturma, baglami
anlama ve bilgileri entegre etme gibi karmasik adimlari icerir. Bu adimlarin basariyla
tamamlanmasi, okuma becerisinin niteligini arttirmaktadir. Bu agidan bakildiginda okumanin ¢ok
boyutlu, Ust diizey zihinsel slrecler gerektiren bir eylem oldugu soylenebilir. Alan yazinda
okumaya yonelik tanimlar incelendiginde, “okumada anlam” konusunun okuma becerisi i¢in kilit
bir kavram oldugu goériulmektedir (Akyol, 2013; Graesser, 2007; Jabamani, 2016; Paris ve
Hamilton, 2009; Snow, 2002). Okumada anlam kurma sireci, karmasik bir etkilesim agina
dayanir. Bu siirecin temel unsurlari arasinda okurun bireysel 6zellikleri, metnin yapisi ve ortamin
etkisi de bulunmaktadir. Rosenblatt'in (2013) da ifade ettigi gibi, okuma eylemi ile sadece metin
gozden gecirilmez, ayni zamanda okuyucunun deneyimleri, bilgi birikimi ve konu hakimiyeti gibi
kisisel faktorler de ortaya cikar.

Alimlama sirecinde birgok faktér ve bunlarin birbiriyle iliskisi 6nem tasimaktadir.
Ornegin okuma sirasindaki giiriiltii, aydinlatma, konfor diizeyi gibi cevresel faktérler anlami
etkileyebilir. Buna ek olarak, Bastug ve digerleri (2019, s.5) tarafindan belirtildigi gibi, anlam
olusturma sireci yalnizca okuma, anlama ve geri ¢cagirma becerilerini icermez, ayni zamanda bu
becerilerin etkilesimini de icerir. Dolayisiyla bir metni anlamak, sadece kelimeleri tanimak ya da
cimleleri kavramaktan ibaret degildir; ayni zamanda bilgiyi analiz etmeyi, iliskilendirmeyi ve
hatirlamayi da gerektirir. Bununla birlikte, anlam olusturma sireci bireyin icinde bulundugu
sosyo-kiltlrel yapidan da bagimsiz disinilemez. Okurun yasadigi toplumun dili, degerleri,
egitsel deneyimleri, metne yiiklenen anlami dogrudan etkiler (Gee, 2008). Bu baglamda, her
okuma eylemi ayni zamanda bireyin toplumsal konumunun, aidiyetlerinin ve deneyimlerinin bir
yansimasidir. Ozellikle Vygotsky’nin (1978) sosyo-kiiltiirel 6grenme kurami, bireyin bilissel
sureclerinin sosyal etkilesim ve kiiltirel araglar yoluyla sekillendigini vurgular. Béylece okurun
gecmis deneyimleri, ailesi, cevresi ve kiltirel sermayesi, anlam kurma sirecinde belirleyici
faktorler arasinda yer almaktadir.

Okuma eylemi, okurun bireysel 6zellikleri, metnin yapisi ve gevresel faktorler arasindaki
etkilesimlerin bir Grinidir. Anlam olusturma, okumanin yalnizca kelime tanima ve cimleleri
anlama basamaklarindan ibaret olmayan, daha derinlemesine bir bilissel stirectir (Uzunoglu vd.,
(2022). Bu nedenle, okudugunu anlama becerisini gelistirmek, okurun dil becerilerini, bilissel
yeteneklerini ve bellegini dikkate alacak sekilde desteklemeyi gerektirir. Okurun metinle
etkilesime girmesi metni anlama ve anlamlandirmada 6nemlidir. Etkili bir okuma sirecinin
gerceklesebilmesi icin, okurun metinle etkilesime ge¢cmesi ve metni ¢éziimleyip yorumlayarak
anlam olusturmasi gerekmektedir (Ulusoy, 2016). Bu etkilesim ve anlamlandirma siireci,
o0grencinin metni biitlin yonleriyle kavrayabilmesini saglar.

Alan yazindaki arastirmalarda okur metin iliskisini aciklayan gesitli okuma kuramlarinin,
yaklasimlarinin ve tekniklerinin yer aldigi gérilmektedir (Ates ve Yildirim, 2014; Dogan, 2006;
Gangl vd., 2018; Kim, Vaughn, Woodruff, Reutebuch ve Kouzekanani, 2006; Taboada, Tonks,
Wiffield ve Guthrie, 2009; Vaughn, Kligner ve Bryant, 2001). Bu okuma kuramlari ve yaklasimlari,
egitimciler ve arastirmacilar icin 6grenme siireglerini daha derinlemesine anlamak ve etkili bir
sekilde yonlendirebilmek adina 6nemli bir kaynak olarak degerlendirilmektedir. Okuma
alanindaki kuramsal vyaklasimlardan birisi “Okur Tepki Kurami”'dir. Bu kuram, Louise
Rosenblatt’in calismalarina dayanmaktadir (Serin, 2023). Okur Tepki Kurami, metinlerin
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anlaminin sadece so6zciik ve ciimle diizeyinde degil, ayni zamanda okurun bireysel deneyimleri,
kiltirel arka plani, duygusal durumu ve On bilgisi gibi etmenlerle de sekillendigini
vurgulamaktadir (Rosenblatt, 1995). Okur Tepki Kurami, okuma eylemini bir slire¢ olarak ele
almakta ve her okurun metni kendi benzersiz baglaminda anladigini savunmaktadir.

Okur Tepki Kurami, okuma siirecinde okur-yazar-metin licgeninde gerceklesen metnin
anlamlandiriimasi, okurun merkeze alindigi ve asil unsurun okur olarak kabul goérdiigi dinamik
ve etkilesimsel bir siire¢ olarak tanimlanmaktadir (Ozbek, 2013; Tosun, 2018). Dolayisiyla Okur
Tepki Kurami, okuma eylemini kisisellestirilmis, etkilesimli ve siirekli bir deneyim olarak gorerek,
okuyucunun metni nasil algiladigini ve anladigini anlamaya yonelik kapsamli bir cerceve sunar.
Okuyucunun ortaya koydugu anlam, metnin oldugu kadar okuyucunun da yansimasidir (Kim,
2004). Bu yoniyle yontem, “Alimlama Estetigi”, “Duygusal Etki Kurami” gibi okuru merkeze alan
diger yontemlerle de (Moran, 2014) benzerlik gostermektedir.

Okuyucunun dislince ve duygularini iceren bireysel ve benzersiz bir deneyim olarak
kabul edilmekte olan Okur Tepki Kurami’'ni iki temel kategori altinda degerlendirmek
mimkiindir: Bilgi amagh okuma ve estetik okuma (Rosenblatt, 2004). Bilgi amagli okumanin
temel amaci yeni bilgiler 6grenmektir. Bu okuma tiriinde akilda kalacak kavramlara, metinden
elde edilen bilgilere, okuma sonrasinda gerceklesecek eylemlere odaklanilir (Chou, 2015).
Estetik okuma ise okuyucunun dikkatinin okuma siirecindeki deneyimlere odaklandigi, okumaya
iliskin tutumun gelistirildigi bir okuma tiridir (Rosenblatt, 2013; Esmer, 2019). Estetik
okumanin temel amaci okuyucunun kendini metne kaptirmasi ve okuma deneyiminden keyif
almasidir (Graves vd., 2011) Bilgi amagli okumada okuyucu metindeki gerceklere odaklanarak
bilissel bir siireg¢ isletirken, estetik okumada ise okuyucu duygu ve dislincelerine yani
deneyimlerine odaklanarak metinle etkilesimde bulunmaktadir. Bu baglamda, Rosenblatt'in
okuma teorisi, okumanin amacina gore farklilasan bu iki temel kategoriyi vurgulamakta ve her
birinin 6zglin 6zelliklerini anlamamiza yardimci olmaktadir.

Bu kurama gbre metnin tiirlinii ve okuma yontemini belirleyen unsur, okuyucunun
durusu ve okuma amacidir. Yani metinlerin degeri, okuyucunun metni nasil ele aldigina ve hangi
amaci tasidigina bagh olarak belirlenmektedir (Smith, 2017). Baska bir ifadeyle, Rosenblatt
(2004), okuma tirlerini; okurun metinden sagladigi yarar, okuma sirecine verdigi dikkat, stirecin
isleyisi ve bu siirecin sonunda ortaya cikan 6zglin tepkiler dogrultusunda tanimlamaktadir.

Hancock (2008), Rosenblatt’in (1978) transaksiyonel okuma kuramina dayanan okur
merkezli yaklasimini temel alarak, cocuk edebiyati baglaminda sinif ici uygulamalara aktarilabilir,
sistematik bir model gelistirmistir. Bu dogrultuda tanimladigi dort temel okur tepkisi tird,kisisel
baglanti tepkileri, yargisal tepkiler, yorumlayici (anlamsal) tepkiler ve yaratici tepkiler,
Rosenblatt’in “estetik okuma” kavramiyla kuramsal bir paralellik géstermektedir. S6z konusu
model, okurun metinle etkilesiminde bilissel, duyussal ve estetik boyutlari merkeze alan bir
yaklasima dayanmakta; okurun metne aktif katilimini ve bireysel anlam insasini 6nceliklendiren
bir kurgu sunmaktadir. Bdylece Hancock'un siniflandirmasi, yalnizca 6grencilerin metni
anlamlandirma bigimlerini analiz etmeyi degil, ayni zamanda edebi metinler araciligiyla elestirel
disinme, empati gelistirme ve yaratici Uretim gibi Ust dizey diisinme becerilerinin
desteklenmesini de amaglamaktadir.

Hancock (2008), edebi metinleri anlamanin ve degerlendirmenin yalnizca metin merkezli
bir faaliyet olmadigini, okurun bireysel, duygusal ve bilissel katilimiyla sekillenen etkilesimsel bir
slire¢ oldugunu belirtmistir. Okur, metindeki karakterlere, olaylara ve temalara kendi yasam
deneyimleri araciligiyla tepki vermektedir. Okur, anlami sabit olarak almak yerine, anlami kendi
zihinsel surecleri icinde olusturur ve donustirlr. Bu nedenle her bireyin okuma deneyimi 6znel,
¢ok boyutlu ve dinamiktir. Hancock, okurlarin metne verdikleri tepkileri dért ana baslik altinda
toplamaktadir:
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1. Kisisel baglanti kurma tepkileri; okurun metindeki karakter, olay veya durumlari kendi
yasam deneyimleriyle iliskilendirmesini igerir.

2. VYargisal tepkiler; okurun karakterleri, olaylari veya yazarin tutumunu degerlendirmesine
dayanir.

3. Anlamsal/yorumlayici tepkiler; metnin altinda yatan temalarin, mesajlarin ve anlamlarin
sorgulanmasini amaglar.

4. Yaraticl tepkiler; okurun metni yeniden kurgulamasi, sonunu degistirmesi veya metne
yeni 6geler eklemesi gibi yaratici Gretimlere olanak tanir.

Okurun metne yonelik tepkilerinin degerlendirilmesi, okurun okuma materyallerine
yaklasimini anlamamiza ve bu silrecte ortaya ¢ikan bilissel, etik ve sosyal gelisim farkliliklarini
belirlememize olanak saglamaktadir (Temple, Martinez, & Yokota, 2006). Bu degerlendirme,
okuyucunun kitaplarla etkilesimini anlamamiza yardimci olur; boylece okurun okuma
materyalleriyle iliskilendirilen dislince dizeylerini ve dil gelisimini izlememize de olanak
tanimaktadir (Hickman, 1981). Bu tlr bir degerlendirme ayni zamanda okuyucunun kitaplardan
elde ettigi bilgilerin kalitesini ve bu bilgileri nasil kullanabildigini anlamamiza da yardimci
olabilmektedir. Bu durum, okuyucunun okuma becerileri ve anlama kapasitesinin de
degerlendirilmesini icermektedir.

Cocuk edebiyatinda okurun metne katilimi, etkilesimli bir okuma deneyiminin
temellerini atarak ¢ocuklarin metinle derin bir bireysel bag kurmalarini tesvik eden 6nemli bir
unsur olarak degerlendirilmektedir (Bas ve Kapusizoglu, 2023). Bu slireg, ¢ocuklarin okuma
eylemine aktif bir sekilde katilmalarini ve metinle zihinsel, duygusal ve sosyal boyutlarda
etkilesime gecmelerini icerir. Bu etkilesim, etkili metinler, acik uclu sorular, karakterlerle empati
gelistirme firsati ve hayal gliclini tetikleyen ogeler gibi unsurlarla zenginlestiriimisken, ders
kitaplarinda bu tiir etkilesimli ve kisisel baglantilar kurmayi tesvik eden unsurlar genellikle
eksiktir Uzunoglu vd.(2022). Bu durum, ¢ocuklarin metinle anlaml bir iliski kurmalarini ve kisisel
deneyimlerini metne entegre etmelerini zorlastirmakta, dolayisiyla yaratici ve elestirel disinme
kapasitelerinin gelisimini engellemektedir (Ozbek, 2013; Tosun, 2018). Bu nedenle, ders
kitaplarinin mevcut eksiklikleri, cocuklarin okuma siirecinde aktif katimini ve pedagojik olarak
anlamli etkilesimi destekleme konusundaki yetersizliklerini aciga cikarmaktadir.

Ogretim siireglerinde nitelikli metinlerin secilmesi ve okuma siirecinde 6grencilerin bu
metinlere yonelik duygusal ve disinsel tepkilerinin tespit edilmesi Tiirk¢ce dersleri icin 6nem
tasimaktadir. Alan yazin incelendiginde Kiiclik Kara Balik (Uysal ve Ates, 2020), Gokte Biri Var
(Baki, 2023), Sadako (Serin, 2023), Vapurlari Seven Cocuk (Cevik ve Mildiir, 2019) isimli eserlerin
okur tepki kurami baglaminda incelendigi gérilmektedir. Bu arastirmalar, farkli temalara, farkli
yazarlara ait okur tepkilerini gdstermesi bakimindan énemlidir. Bu arastirmada ise Asa Lind'in
"Kumkurdu” adh kitabi okur tepki kurami bakimindan incelenecektir. Kumkurdu, gocuk
edebiyatinda felsefi, varolussal ve duygusal derinligiyle dikkat ¢eken 6zgiin bir eserdir. Kitap,
Zackarina adh bir gocugun sahilde tanistigi “Kumkurdu” ile yaptigl sohbetler araciligiyla, aile
iliskilerinden yalnizhga, 6fke duygusundan dogaya ve 6zgirliige kadar bir¢ok evrensel temayi ele
almaktadir. Bu yonilyle Kumkurdu, yalnizca olay o6rgiisine dayali klasik anlatilardan ayrilir;
¢ocuklara distinme, sorgulama ve anlamlandirma firsati sunar. Zackarina’nin igsel yolculugu,
okuyucunun kendi yasam deneyimleriyle 6zdeslik kurmasina olanak tanir. Bu da bireysel
tepkilerin cesitlenmesine ve ¢ok katmanli metin-anlam iliskilerinin kurulmasina zemin hazirlar.
Bu sebeple okurun duygu ve disiince diinyasini harekete gecirmeye olanak saglayan bu eser,
okur tepki kurami cercevesinde analiz edilecektir.

Ogrencilerin kitaplara verdikleri tepkilerin sistematik bicimde analiz edilmesi; onlarin
metinle ne tir anlamlar kurdugunu, karakterlerle nasil 6zdeslestigini ve hangi dislinsel-duygusal
kazanimlara ulastigini ortaya koymak agisindan énemli veriler sunacaktir. Bu baglamda ¢alisma,
hem okur merkezli okuma kiltiri gelisimine katki saglamayr hem de c¢ocuk edebiyati
arastirmalarina uygulamali bir 6rnek sunmayl amacglamaktadir. Bu dogrultuda arastirmanin
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amaci 7. sinif 6grencilerinin "Kumkurdu" kitabina yonelik okur tepkilerini belirlemektir.
Arastirmada 6grencilerin kitaba verdikleri tepkiler analiz edilerek, metinle nasil etkilesimde
bulunduklari ve bu etkilesim sonucunda ne tiir dislinsel ve duygusal gelisimler yasadiklari ortaya
koyulacaktir. Arastirmanin alt amaglari su sekilde siralanmaktadir:

1. Ogrencilerin Kumkurdu adli kitaba yonelik kisisel baglanti tepkileri nelerdir?
o Kumkurdu adli kitaptaki karakterler égrencilere hangi tanidik kisileri hatirlatmistir,
neden?
e Ogrenciler, Kumkurdu adli kitaptaki karakterlerden hangilerinin yerinde olmayi tercih
etmistir, neden?
Ogrencilerin Kumkurdu adli kitaba yonelik yargisal tepkileri nelerdir?
Kitaptaki karakterlerin davranislari égrenciler tarafindan nasil yorumlanmistir?
Ogrencilerin baskahramana tavsiyeleri nelerdir?
Ogrencilerin Kumkurdu adli kitaba yénelik anlamsal/yorumlayici tepkileri nelerdir?
Ogrenciler, Kumkurdu adli kitaptan hangi iletileri almislardir?
e Ogrencilerin kitabi okuduktan sonraki duygulari nelerdir?
Ogrencilerin Kumkurdu adli kitaba yonelik yaratici tepkileri nelerdir?
e Ogrenciler kitabin sonunu ne sekilde degistirmislerdir?
o Odgrenciler bu kitabi baskalarina tavsiye etmeyi diisiiniiyorlar mi?

e N

e W

2. Yontem

Bu arastirmada nitel arastirma desenlerinden durum calismasi kullaniimistir. Durum
calismasi, belirli ve sinirl bir problemin ayrintili bir sekilde analiz edilmesini ve derinlemesine
incelenmesini saglayan, glincel ve spesifik bir duruma iliskin sorulara yanit arayan bir arastirma
modelidir (Yildirnm ve Simsek, 2021).

2.1.Calisma Grubu

Arastirma 2024-2025 egitim- 6gretim yilinda Sakarya’nin Hendek ilgesinde yer alan bir
ortaokulda gergeklestirilmistir. Calisma grubunun belirlenmesinde amagh &6rnekleme
yontemlerinden kolay ulasilabilir durum érneklemesi kullanilmistir (Yildirnm & Simsek, 2021). Bu
yontemin tercih edilme nedeni, arastirmacinin erisiminin kolay oldugu, arastirma sirecini etkili
sekilde yritebilecegi ve dogal baglamda veri toplayabilecegi bir okul ve 6grenci grubuna
ulasmayi saglamasidir. Calismaya katilan 6grencilerin seciminde gondllilik esas alinmis ve
arastirma kapsaminda Kumkurdu kitabini okuyup, belirlenen siire iginde okur tepkilerini yazili ya
da s0zli bicimde ifade etmeleri dikkate alinmistir. Calisma grubunda farkli akademik basari
diizeylerinden, cesitli sosyo-kiiltiirel gecmislere sahip 6grenciler yer almaktadir. Bu durum,
ogrencilerin metne verdikleri tepkilerdeki cesitliligi yansitmak ve daha derinlemesine analiz
yapabilmek agisindan tercih edilmistir.

Arastirmada 7.sinif diizeyinde egitim goren 12’si kiz; 5’i erkek toplam 17 6grencinin okur
tepkilerinin alinmasi hedeflenmistir. Nitekim 7. sinif Tiirkge Dersi Ogretim Programi, 6grencilerin
elestirel diisiinme, duygu ve disince ifade etme, so6zll ve yazili metinlerle etkilesim kurma gibi
Ust dizey okuryazarlk becerilerini gelistirmeyi hedeflemektedir (MEB, 2018). Bu yas grubu (12—
13 yas), cocukluktan ergenlige gecis stirecidir ve bu dénem, kimlik gelisimi, soyut dislinme
becerileri ve empati kurma kapasitesinin hizla gelistigi bir evre olarak kabul edilmektedir. Bu
bilissel ve duyussal gelisim, 6grencilerin yalnizca olaylari anlamakla kalmayip; karakterlerin i¢
diinyasina dair ¢ikarimlarda bulunmalarini, metnin alt anlam katmanlarini fark etmelerini ve
oznel tepkiler Gretmelerini mimkin kilmaktadir. Ayni zamanda Kumkurdu kitabi, 7. sinif
ogrencilerinin yasam deneyimleriyle ortiisebilecek aile igi iliskiler, 6zgirlik, 6fke, yalnizlik gibi
temalari barindirmakta ve okurun bu temalarla etkilesime ge¢mesine imkan tanimaktadir. Bu
hedefler, okur tepki kuraminin temel varsayimlariyla ortismektedir. Bu nedenle, 7. sinif
diizeyinde vyiritilecek bir okur tepkisi analizi, hem 6grencilerin bireysel anlam kurma
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pratiklerini hem de 6gretim programinin hedeflerine ulasma dizeyini degerlendirme agisindan
uygun bir zemin sunmaktadir.

Arastirmanin inceleme nesnesi Asa Lind tarafindan yazilan Kumkurdu, Daha Fazla
Kumdurdu, Daha da Fazla Kumkurdu isimli kitap serisidir. Kumkurdu (Sandvargen) serisi, isvecli
yazar Asa Lind tarafindan kaleme alinmis ve cagdas cocuk edebiyatinda felsefi boyutlari, sade dili
ve evrensel temalariyla dikkat ¢eken (¢ kitaptan olusmaktadir: Kumkurdu (2002), Daha Fazla
Kumkurdu (2003), Daha da Fazla Kumkurdu (2004). Serinin baskahramani Zackarina adli kiiguk
bir kiz cocugudur. Zackarina, ailesiyle birlikte bir sahil kasabasinda yasar ve bir giin deniz
kiyisinda kumlarin arasinda Kumkurdu adh gizemli, bilge bir varlikla tanisir. Kumkurdu; merakl,
sorgulayici ve dislnen bir ¢ocugun hayal diinyasinda olusmus gibi gériinen, ancak felsefi
derinligi olan bir karakterdir. Her béliimde Zackarina ile Kumkurdu arasinda gecen diyaloglar
aracihgiyla cocukluk, 6zgirlik, 6lim, yalmzhk, dostluk, hayal glici gibi evrensel ve varolussal
temalar islenmektedir. Kisa ve bagimsiz béliimlerden olusan anlatim yapisi, seriyi hem bireysel
okumalar hem de sinif ici etkinlikler icin elverisli hale getirmektedir.

2.2.Veri Toplama Araglari

Bu arastirmada kullanilan veri toplama araci, Hancock’un (2008) okur tepki kurami
cercevesinde siniflandirdig okur tepkisi tirlerinden yararlanilarak olusturulmustur. Arastirma
kapsaminda veri toplama araci olarak bu kuramsal ¢erceve dogrultusunda sekiz adet acik uclu
goriisme sorusundan olusan bir 6grenci goriisme formu hazirlanmistir. Gorlisme formu, bir
Tirkce 6gretmeni ve iki Tlrkge egitimi uzmaninin gorisleri dogrultusunda gerekli diizenlemeler
yapilarak son haline getirilmistir. Daha sonra bu goériisme formu, 6grencilere sozIU ve yazili olarak
uygulanmis ve elde edilen veriler ¢cozimlenmistir.

2.3.Verilerin Analizi

Verilerin analizinde betimsel analiz yontemi kullaniimistir. Betimsel analiz, nitel verilerin
onceden belirlenmis temalar dogrultusunda anlamlandiriimasini ve yorumlanmasini saglayan
sistematik bir yaklasimdir (Yildinrm & Simsek, 2021). Arastirmaya katilan 6grencilerden elde
edilen veriler ¢éziimlenmis ve 6grenciler 01, 02, 03, 04 ...017 seklinde adlandiriimistir.
Katilimcilarin yanitlari ayri ayri degerlendirilmis ve temalara ayrilarak kategorilendirilmistir.
Arastirmada toplanan veriler 6ncelikle dikkatli bir bicimde okunmus, ardindan icerik bitlinlGgi
korunarak tematik kategoriler altinda gruplandirilmistir. Elde edilen bulgular, arastirma
sorularina gore yapilandiriimis temalar cercevesinde sunulmus ve katihmci ifadelerinden
orneklerle desteklenmistir. Bu yaklasim hem arastirmacinin yorumlarina yer vermesine hem de
katilimcilarin sesinin dogrudan duyulmasina olanak tanimaktadir (Creswell, 2017).

3. Bulgular

Ogrencilerin gelistirdigi okur tepkileri; kisisel baglanti tepkileri, yargisal tepkiler,
anlamsal/yorumlayici tepkiler ve vyaratici tepkiler olmak (zere dort ana tema altinda
toplanmistir.

3.1.Kisisel Baglanti Kurmaya Yonelik Bulgular

3.1.1.Kitaptaki Kahramanlarla Bag Kurmaya iliskin Bulgular

Ogrencilerin kitapta yer alan kahramanlarla kurduklari baglar égrencilerin (okurlarin)
ailesi, kendisi, arkadasi ve dgretmeni kategorilerine ayrilmistir. Ogrencilerin kitapta yer alan
kahramanlarla kurduklari baglara dair bilgiler Sekil 1’de gosterilmistir.
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Sekil 1.

Kitaptaki Kahramanlarla Bag§ Kurmaya iliskin Bulgular

e s o AILE
(03,06,07,08,010,013, 015, 016)\
/' .o KARDES KUZEN
KENDI ) (03,06,07,08,013,015,016) (010)
01,02,07,014,017 €= ZACKARINA » MERAKLI(06,013) > OLGUN
»> INATCI (01.02) > SOZ DINLEMEMEK(03,013) %/}OV)RANMA
> MERAKLI (07, O14) l > YARAMAZ(03)
> YARDIM ) > HUYSUZ(O15)
PDEGLENCELI (014) > SEBEP YOK (O8)
ARKADAS (014) @ KUMKURDU ANNE (02,08,017)
DBILGILI(O14) D>PROBLEM COZME
l (02,08.017)
" . ) BABA(011,016)
OGRETMEN(O10) . AILE T SBILGILI(O11.016)
»>BILGILI(O10) . (02,04,07,09 .
011,012,016,017) T DEDE(0O12)
> EGLENCELI(012)
KARDES (04,06,09,015) 5
> BILGILI(09,015,04) LR 1)
P P BILGILI(07)

> EGLENCELI(06)
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sekil 1.1.

Kitaptaki Kahramanlarla Ba§ Kurmaya lliskin Bulgular

ENISTE(O17)
ZACKARINA’NIN AILE Pis YOGUNLUGU (017)
ANNESI _’((")4,(")6,(")8,610,(')14,(")17)
l BABA(06)
ANNE(04,08,010,014) Pis YOGUNLUGU (36)

P>GUZEL YEMEK YAPMA(04,014)
>>KITAP OKUMA(08,010)

ZACKARINA’NIN AILE
BABASI —bd (93,04,05,08,010,014,017) —~
l DEDE(0O5)

S P>GAZETE OKUMAK(05)
BABA(03,04,08,010,014,017)
DSINIRLI(04,014)
J>BALIK TUTMAK(03)
»>COCUKLARLA ILGILENMEK(O8)
D>SAYGILI(O17)

D>TAMIR ISLERi(O10)

Sekil 1 ve Sekil 1.1 incelendiginde, Zackarina ile ailesi arasinda baglanti kuran 7 6grenci,
Zackarina ile bireysel bag kuran 5 6grenci ve Zackarina'nin arkadasiyla bag kuran 1 6grenci
oldugu goriulmektedir. Bununla birlikte Kumkurdu ile ailesi arasinda baglanti kuran 8 6grenci,
o0gretmeni ve arkadasiyla bag kuran birer 6grenci tespit edilmistir. Zackarina'nin annesi ile ailesi
arasinda baglanti kuran 6 Ogrenci ve Zackarina'nin babasi ile bag kuran 7 6grenci oldugu
gorilmektedir.

Elde edilen bulgular incelendiginde, 6grencilerin cogunun baskahraman Zackarina’yi
yakin ¢evresindeki aile bireylerine benzettigi goriilmektedir. Bu durumun 6grencilerin sosyal
yasamlarinda en fazla aile bireyleriyle zaman gegirmelerinden kaynakl oldugu distiniimektedir.
Ornegin bir dgrenci Zackarina'nin olgun davranislarini kendi kuzenine benzetmistir. Diger
ogrenciler ise Zackarina'yi, merakli, yaramaz, huysuz, inat¢l ve biliylk s6zi dinlememe gibi
Ozelliklerinden dolayl kardesleriyle 6zdeslestirmistir. Bu durumun Zackarina’nin yasi ile
ogrencilerin kardeslerinin yas diizeyi ve buna bagli olarak gelisim 6zelliklerinin benzetilmesinden
kaynakli olabilecegi diisiiniilmektedir. Ogrencilerin bir kismi da Zackarina'nin inatgi ve merakl
yanlarini vurgulayarak kendileriyle bag kurmuslardir. Ayni zamanda bu 6grenciler, Zackarina'nin
yardim isteme egilimi gibi 6zelliklerini de kendilerinde benzetmislerdir. Ornegin 6grencilerden
02’nin cevabi soyledir:

Sekil 2.

0O2’nin cevabi

1. Kitaptaki kahramanlar size kimi/kimleri hatirlatti, neden?
- ‘ o , :
Laceorineg cana ZeAcirmi netir a1l - e Lo ¢or Aol &

Elde edilen bulgular incelendiginde, 6grencilerin ¢ogunun Kumkurdu’'nu genellikle
aileleriyle iliskilendirdikleri gortlmistir. Bu o6grenciler, Kumkurdu'nun bilgili olma o6zelligi



1704

Uzerinde durarak onu abla/abi, kuzen ve babalariyla 6zdeslestirmislerdir. Bazi 6grenciler
eglenceli olmasi yoniinden Kumkurdu'nu dedelerine ve kardeslerine benzetmislerdir. Bazi
ogrenciler ise problem c¢6zme becerisinin iyi olmasi yoninden Kumkurdu'nu annelerine
benzetmislerdir. Ogrencilerden 09, Kumkurdu’nun bilgili olmasindan dolayi ablasini hatirlattigini
ifade etmistir. 09’un cevabi séyledir:

Sekil 3.
09’un cevabi

1. Kitaptaki kahramanlar size kimi/kimleri hatirlatti, neden?

Kumkurdu'nun bilgili olma 6zelligine odaklanarak bir 6grenci kendi 6gretmeniyle ve
diger bir ogrenci de arkadasiyla 6zdesim kurmustur. Ogrencilerin verdigi cevaplar
incelendiginde, Kumkurdu karakterinin bilgili olma ve problem ¢6zme yeteneklerinin One
cikanldigr gorilmektedir. Kumkurdu'nun bilgili olma ve problem ¢6zme vyeteneklerinin
vurgulanmasi, karakterin énemli 6zelliklerinin 6grenciler tarafindan fark edildigini ve takdir
edildigini gbstermektedir.

Zackarina’nin annesi cogu 6grenci tarafindan kendi aile bireyleriyle iliskilendirilmistir. iki
O0grenci is yogunlugu sebebiyle babasi ve enistesi ile 6zdesim kurmus; dort 6grenci ise glizel
yemek yapmasi ve kitap okumasi nedeniyle kendi anneleriyle bag kurmustur. Ozellikle, annenin
ginlik yasaminda gosterdigi yeteneklere odaklanilarak 6grencilerin kendi anneleriyle de
benzerlik kurduklari gézlemlenmistir. Ogrencilerden 08’in cevabi sdyledir:

Sekil 4.
08’in Cevabi

1. Kitaptaki kahramanlar size kimi/kimleri hatirlatty, neden?

[}

Zackarina'nin babasi, genellikle 6grencilerin kendi aile bireyleriyle iliskilendirilmistir. Bir
O0grenci, Zackarina'nin babasinin gazete okuma aliskanligini kendi dedesiyle 6zdeslestirirken
diger 6grenciler ise, Zackarina'nin babasini sinirli olmasi, balik tutma hobisi, cocuklarla ilgilenme,
saygih olma ve tamir islerinden anlama gibi Ozelliklerine odaklanarak kendi babalarina
benzetmislerdir.

Ogrencilerin kitap karakterlerini kendi aile yapilarina ve aile &zelliklerine gére
degerlendirdikleri gorilmektedir. Bu baglamda, Zackarina ve Kumkurdu karakterlerinin
Ozellikleri, 6grencilerin dikkatini ¢eken ve takdir ettikleri 6zelliklerle 6rtlismektedir. Ayrica,
ogrencilerin kendi aile Uyeleriyle 6zdeslestirdikleri karakterler, onlarin aile iliskileri ve
degerlerine olan yakinliklarini da yansitmaktadir. Bu ¢ikarimlar, 6grencilerin kendi kimliklerini ve
iliskilerini anlamalarina katkida bulunabilir.

3.1.2.Kitaptaki Kahramanlarla Ozdesim Kurmaya iliskin Bulgular

Ogrencilerin kitapta hangi kahramanin yerinde olmak istediklerine iliskin bulgular,
Zackarina ve Kumkurdu kategorilerinde incelenerek analiz edilmistir. Ogrencilerin ¢ogunun
Kumkurdu’nun yerinde olmak istedikleri gorilmistir. Ogrencilerin cevaplarini etkileyen
faktorler arasinda, Kumkurdu'nun bilge olmasi ve yardimsever olmasi gibi kisisel 6zellikleri dikkat
¢cekmektedir.



1705

Sekil 5.

Kitaptaki Kahramanlarla Ozdesim Kurmaya iliskin Bulgular

HANGI
KARAKTER
YERINDE OLMAK
ISTERDIN? \
e M KUMKURDU
_ ZACKARINA (01,03,04,06,07,08,09,011
(02,04,05,08,010) 012,013,014,015,016,017)
P>KUMKURDU ILE DBILGILI(O1,03,04,07.08.09.011,013,
TANISMAK/ARKADAS OLMAK 314.015.016.017
(02,04,08.010) __ "
B >Y/\RDIMSEVER (06,013,015)
>MA(‘ERA(05)

D>EGLENCELIi(O16)
P>OZGUR(O1,07)
P>IKNA EDICI(012)

D>EVIN KONUMU
(02,04,08,010)

Sekil 5'in incelenmesi sonucunda, 6grencilerin 3'l Zackarina'nin yerinde olmak istedigini
ifade ederken; 12 6grenci ise Kumkurdu'nun yerinde olmayi tercih etmistir. Ayrica, 2 6grenci her
iki karakterin de yerinde olmak istemistir.

Ogrencilerin bir kismi, maceray sevmesi, Zackarina'nin evinin konumu ve Kumkurdu ile
arkadas olma sansina sahip oldugu icin Zackarina'nin yerinde olmak istediklerini ifade etmistir.
Ogrencilerin ¢ogu ise Kumkurdu'nun bilgili, ikna edici, 6zgiir, eglenceli ve yardimsever olmasi
nedeniyle Kumkurdu'nun yerinde olmayi tercih etmislerdir. Ogrencilerden 016, Kumkurdu’nun
bilgili olmasindan dolayi onun yerinde olmak istedigini ifade etmistir. 016’nin cevabi sdyledir:

Sekil 6.
016°nin Cevabi

2. Kitapta hangi kahramanin yerinde olmak isterdin, neden?

K’:»—-vu,r{/l-. 2@ ¢ R c ~ le dstoe ¢ d P

D,lg i wva po'(‘».,‘ =

2 dew oo p =

Ogrencilerin tercihleri, Zackarina'nin evinin konumu ve Kumkurdu'nun kisisel 6zellikleri
arasinda cesitlilik gostermektedir. Zackarina'nin yerinde olmak isteyen &grenciler, farkh
sebeplerle bu tercihi yapmis olsalar da yine de bu tercihte Kumkurdu'nun etkisi vardir.
Ogrencilerden O5 ise maceraci yoniiyle Zackarina’nin yerinde olmak istedigini ifade etmistir.
05’in cevabi séyledir:
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sekil 7.
O5’in Cevabi

2. Kitapta hangi kahramamn yerinde olmak isterdin, neden?

ZAQCKoriflog UcnkO SOk maececy o L_y'ﬁ”C'\fb,

emen O cenmek )ST Y or

-~/ -

Kumkurdu'nun yerinde olmayi tercih eden 6grenciler, Kumkurdu’nun bilgeligi nedeniyle
bu karari almislardir. Bu durum, 6grencilerin genellikle yetiskinlerde gorilen bilgin, olgun, farkh
deneyimlere sahip, yol gosterici karakterlere olan ilgi ve hayranligi yansitmaktadir. Yani dogru
iletisim kuruldugunda cocuklarin yetiskinlerin rehberligine de ihtiya¢ duydugu goérilmektedir.

3.2.Yargisal Tepkilere iliskin Bulgular
3.2.1.Zackarina’nin Davranislarina iliskin Bulgular

Zackarina’nin davranislarina iliskin bulgular, Zackarina'nin davranislarini "uygun bulma"
ve "uygun bulmama" kategorilerinde incelenmistir.

Sekil 8.

Zackarina’nin Davranislarina iliskin Bulgular

ZACKARINA’NIN
DAVRANISI

UYGUN MU? \
UYGUN /

UYGUN DEGIL?
»>KARAKTER{(03,08,011,12,017) > %:g;%f&‘;%??glgg{”
s s ,05,07,015,015, 5 )
>KIMSEYE ZARARI YOK(O1) e
S>GORUS YOK(06.09) » KARAKTER(012,010,015)

> GORUS YOK(O14)

Sekil 8 incelendiginde, 6 6grencinin Zackarina'nin davranislarini uygun buldugu, 9
Ogrencinin ise bu davranislari uygun bulmadigi gérilmustir. Ayrica, 2 6grenci her iki durumu da
ifade ederek davranislarin hem uygun hem de uygun olmadigini belirtmistir.

Zackarina'nin davranislarini  degerlendiren 06grenciler arasinda cesitli gorisler
bulunmaktadir. Bir 6grenci, Zackarina'nin davranislarinin zarar vermedigi icin uygun oldugunu
diisinmdis, diger 6grenciler ise Zackarina'nin karakter 6zelliklerine dayanarak bu davranislari
uygun bulmustur. Ogrencilerden 08, kitaptaki baskahramanin davranislarinin kendi karakteri
oldugu icin uygun oldugunu dile getirmistir. 08’in cevabi séyledir:

Sekil 9.
08’in Cevabi

3. Kitaptaki bagkahramanin davramslar sizce uygun mu, neden?
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Zackarina'nin uygun olmayan davranislar sergiledigini diistinen 6grenciler cogunluktadir.
Ogrencilerin cogu aile ici davranislar (biiyiik sézii dinlememe, babaya tuzak kurma vb.), i
Ogrenci ise Zackarina'nin karakteriyle alakali davraniglari uygun bulmamistir. Bu gikarimlar,
ogrencilerin Zackarina'nin davranislarini farkli kriterlere gére degerlendirdigini ve genellikle bu
kriterlerin geleneksel aile yapisinin davranis kaliplarindan olustugunu goéstermektedir.
Ogrencilerden 05’in cevabi sdyledir:

sekil 10.
05’in Cevabi

3. —Kataptaki baskahramanin ‘davranmislan sizce uygun mu, neden?
- B

- ) C .- |- = e Y & A3 S
eNCe v“\’:/' | WA O _/‘/-'y bosima n ' )OJ_le ()v'*‘l‘lz\,w/,',v

3.2.2.Baskahramana Tavsiyeye iliskin Bulgular

Ogrencilerin baskahramana tavsiyelerine iliskin cevaplari, aile sdzii dinlemek, sabir,
arkadaslik, yardim, merak kategorilerinde incelenmistir.

Sekil 11.

Baskahramana Bulunan Tavsiyeye lliskin Bulgular

MERAK/OGRENME GORUS YOK(06) YARDIM(O4)

(05,08,09) /‘
~ T

BASKAHRAMANA 5 ARKADASLIK

TAVSIYE (03)
AILE SOZU DINLEMEK /
(01,07,010,011,012 .o
013,014,015,016,017 SABIR(02,07)

Sekil 11 incelendiginde, 9 6grenci, Zackarina'nin ailesinin séziinl dinlemesi gerektigini
belirtirken, 3 6grenci ise Zackarina'ya daha fazla merak etmesi gerektigini 6nermistir. Bir 6grenci,
sabirli olmanin 6nemini vurgulamis, baska bir 6grenci ise arkadaslik ve yardimlasma konularinda
tavsiyelerde bulunmustur. 07 kodlu 6grenci hem aile sdzii dinleme hem de sabirli olma
gerekliligini ifade etmistir. Bir 6grenci ise herhangi bir gériis bildirmemistir. Ogrencilerden
017’nin cevabi soyledir:

Sekil 12.

017’nin Cevabi

5. Kitaptaki bagkahramana nasil bir tavsiyede bulunmak istersin, neden?
done ve  babasina bal (fromabiy Tavsiye rdeldin ve bebasina
bl dolear *uZaL k,u{,«omagmv ’tc«vS'.jc 5‘4‘,,&;,.,
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Sekil 13.
010’un Cevabi

5. Kitaptaki bagkahramana ngsil bir tavsiyede bulunmak istersin, neden? \
A ‘/ Ov- A VA G noenulirnag N cer g.'P_ ;.. /v Aa 1/4/- A

Elde edilen bulgular, 6grencilerin farkli yasantilari ve deneyimleri nedeniyle cesitli
degerleri ve oncelikleri benimsedigini gostermektedir. Bazilari icin aile s6ziiniin dinlenmesi
temel bir deger iken, digerleri icin merak etmek, arkadaslik ve yardimlasma 6n plandadir.
Ogrencilerin bu farkliliklari anlamasi ve kabul etmesi, birbirlerine karsi daha empatik ve
hosgorili olmalarina katki saglayabilir.

3.3.Anlamsal/Yorumlayici Tepkilere iliskin Bulgular
3.3.1.Kitabin iletilerine iliskin Bulgular

Kitabin iletilerine iliskin bulgular aile s6zi dinlemek, merak, dostluk, sabir, paylasmalk, iyi
davranis sergileme ve cocuklarin fark edilmesi kategorilerinde incelenmistir.
sekil 14.

Kitabin iletilerine lliskin Bulgular

AILE SOZU
DINLEMEK
MERAK/OGRENMEK (O4,00,012,013,014)
ey COCUKLAR FARK
(05,07,011) v\ T /' EDILMELI(03)
DOSTLUK KITABIN
(04,06,010,017) € (LETIiLERIi
\ PAYLASMAK/YALNIZLIK
l (01,02)
SABIR(07,08) -
DAVRANIS/SAYGI
(07,013,015,016,017)

Sekil 14 incelendiginde, kitabin iletilerinde dostluk, sabir, merak, iyi davranis sergileme,
paylasma, cocuklarin fark edilmesi ve aile s6ziiniin dinlenmesi kavramlarinin 6n plana ¢iktig
gorilmektedir. Ogrencilerin 5i, aile séziiniin dinlenmesinin 6nemini vurgularken, diger 5 dgrenci
ise iyi davranisin énemine dikkat cekmistir. Ogrencilerden 02 {izgiin oldugumuzda birine ihtiyag
duydugumuzu dile getirmistir. 02’nin cevabi séyledir:
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Sekil 15.
02’in Cevabi

4. Bu kitaptan ¢ikardigimiz mesaj/mesajlar nelerdir?

Dostluk, merak ve yeni bilgi edinme istegi dncelikli olan 7 6grencinin yani sira, 4 6grenci
ise sabir ve paylasim kavramlarinin énemine vurgu yaptigi gorilmistiir. Ogrencilerden 015
cevremize karsi iyi davranislarda bulunulmasi gerektigini ifade etmistir. 015’in cevabi séyledir:

sekil 16.
015’in Cevabi

4. Bu kitaptan ¢ikardigimz mesaj/mesajlar nelerdir?

- e ! yoru fohon

Ogrencilerin kitap iletilerine iliskin degerlendirmeleri cesitli 6nemli degerleri
kapsamaktadir. Bu degerler arasinda dostluk, sabir, merak, iyi davranis, paylasim, cocuklarin fark
edilmesi ve aile séziiniin dinlenmesi 6ne ¢ikmaktadir. Ogrencilerden 016 ise biiyiiklerimize karsi
saygili olunmasi gerektigini ifade etmistir. 016’nin cevabi séyledir:

Sekil 17.
016’nin Cevabi
4. Bu kitaptan ¢ikardifiniz mesaj/mesajlar nelerdir?

S 3 Z ; :
2w ¢ ¥ ( e ™o 8 rr .
b D\aa

3.3.2.Kitabin Uyandirdigi Duygulara iliskin Bulgular

Ogrencilerin kitaba yénelik duygularina yénelik cevaplar incelendiginde, tiim
ogrencilerin kitabin iyi hissettirdigini belirttikleri géralmustir.
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Sekil 18.
Kitabin Uyandirdigi Duygulara iliskin Bulgular

_ NASIL
HISSETTIiRDI?

!

IY1
(01,02,03,04,05,06,07,08,09010,011,012, 013
014,016,017)
PMERAK/EGLENCELI (02,05.06,07,08.015

O16,017)
IPPARKADASLIK (04,011,012,014)
I>DERS ALMAK (010)

Sekil 18 incelendiginde, tim 06grencilerin kitabin iyi hissettirdigini belirttikleri
gorilmustir.

Ogrenciler kitabin merak uyandirdigini ve eglenceli oldugunu belirtmislerdir. Ayrica
kitabin konusunun arkadaslhk olmasi da 6grencilerin kitaba yonelik olumlu duygulara sahip
olmalarinda etkili olmustur. 1 6grenci ise kitaptan dersler aldigi icin kitaba yonelik olumlu
duygular hissettigini ifade etmistir. Ogrencilerden 014, kitabin giizel hissettirdigini ifade etmistir.
014’(in cevabi soyledir:

sekil 19.
O4’iin Cevabi

7. Kitap nasil hissettirdi, neden?

oD bz | w7 His (£ CHect=S
- - |

==
Ornegin bir 6grenci kitaptan cok keyif aldigini sdyle ifade etmistir. 03’lin cevabi sdyledir:
Sekil 20.
03’iin Cevabi

7. Kitap nasil hissettirdi, neden?

77 - . A ~ = | ’ "
2o CUIMNTon  se  suilyin wgpsin Bl
4 Or (» b A bag a c\ Br l« 4 A : ) ;
L \ b - ) gL DX u o™i yacBNMN (/]
} ) ay ] vy / o’ f'. o I = kj ( =g 5 l' d

3.4. Yaratici Tepkilere iliskin Bulgular
3.4.1.Kitabin Sonuna iliskin Bulgular

Ogrencilerin kitaba yeni bir son tasarlamalari ile elde edilen bulgular dostluk, mutluluk,
egitim ve vedalasma kategorilerinde incelenmistir.



Sekil 21.

Kitabin Sonuna lliskin Bulgular

DOSTLUK EGITIM
(04,05,06,07,011 010)

014,016,017) \ /

NASIL BIR

/ SON? \

MUTLU VEDA
(01,02,08,09,012,013 (03,015)
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Sekil 21 incelendiginde, 8 6grenci dostluk temal bir son, 6 6grenci mutlu bir son, 2
O0grenci kahramanlarin birbirine veda ettigi bir son, 1 6grenci ise egitimle ilgili bir son

tasarlamistir.

Ogrencilerin ¢ogu kitabin sonunu dostluk tzerine yeniden kurgulamistir. Diger bir kisim
ogrenci ise geleneksel bir cerceve kullanarak mutlu bir son tasarlamistir. Bir 6grenci,
Zackarina'nin okula baslamasi gerektigini belirtmistir. iki 6grenci ise Kumkurdu'nun veda ettigi
bir son 6nerisinde bulunmustur. Bu farkh oneriler, 6grencilerin yaraticihgini ve farkh bakis
acilarini yansitmaktadir. Ogrencilerden 06 mutlu bir sonla bitirecegini ifade etmistir. 06’nin

cevabi soyledir:

Sekil 22.

06’nin Cevabi

6. Siz olsamz kitabi nasil bir sonla bitirirdiniz, neden?
|

/

(]

; L) % 1o )

A ("L, "-r " ' “l’f\‘Q Lj«’\:'r Ao

3.4.2.Kitabi Baskalarina Tavsiye Edilmesine iliskin Bulgular

Kitabin baskalarina tavsiye edilmesine iliskin bulgular “evet” ve “hayir” kategorilerinde

incelenmistir.



1712

Sekil 23.

Kitabi Baskalarina Tavsiye Edilmesine iliskin Bulgular

BASKASINA
/ TAVSIYE \
EVET .
(01,02,03,04,05,06,07,0809, RAYIR(EUY "
010,011,012,014,015 >OKUMAK IGIN OKUMAK(013)
016,017

D>EGLENCELI (02,04,05,07,08,09,010,014,016)
D>BILGILENDIRICI (06,08.017)
>DOSTLUK(012.014)

>SADE/ANLASILIR(O1)

D>HAYAL GUCU(O11)

Sekil 23 incelendiginde 6grencilerin neredeyse tamamimin kitabi bir baskasina tavsiye
etmek istedikleri gériilmektedir. Ogrencilerin kitabi tavsiye etme nedenleri kitabin eglenceli
olmasi, bilgilendirici olmasi, dostluk konusunu ele almasi, hayal gliclini genisletmesi, sade ve
anlasilir olmasidir. Bu gesitli gorusler 6grencilerin kitaba yonelik farkh degerlendirme kriterlerine
sahip olduklarini gostermektedir. Bununla birlikte 6grencilerin iginde bulunduklari gelisim
doénemi icin mizah 6gelerinin, farkli diisinme yollarinin, arkadaslik ve dostluk gibi kavramlarin
onemli bir yere sahip oldugu goriilmektedir. Bu durum 6grencilerin bu yas doneminde hangi
konulara ilgi duyduguna yonelik bir rehber olabilir. Ornegin dgrencilerden 02 kitabi eglenceli
olmasindan dolayi baskalarina tavsiye edecegini dile getirmistir. 02’nin cevabi sdyledir:

Sekil 24.
02’nin Cevabi
8. Kitabi bagkalarina tavsiye eder misiniz, neden?

T arlal” "‘,_“
ve nla oy anlagilzg /“ Al C e 1ol Eir 1")/" “ZPr e
J 3
l .

y , > - N ke a v L
Ar sre Auvurwnl ma s ' | 2 » ¥ {

4. Tartisma, Sonug ve Oneriler

Bu arastirmada, ortaokul diizeyinde egitim goérmekte olan 6grencilerin "Kumkurdu",
"Daha Fazla Kumkurdu" ve "Daha Da Fazla Kumkurdu" adli ¢ocuk edebiyati eserlerine yonelik
okur tepkileri belirlenmistir. Ogrencilerin tepkileri kisisel baglanti tepkileri, yargisal tepkiler,
anlamsal/yorumlayici tepkiler, yaratici tepkiler olmak tizere dort baslik altinda siniflandiriimistir.

Arastirmada kisisel baglanti tepkileri bashginda 6grencilerin karakterlerle 6zdesim
kurma egiliminde oldugu goérilmistir. Ozellikle Zackarina ve Kumkurdu karakterleriyle,
Ogrencilerin aile bireyleri (anne, baba, dede, kuzen vb.) arasinda bag kurduklari ifade edilmistir.
Bu durum, o6grencilerin okuma sirecinde metni kendi yasamlariyla iliskilendirerek
anlamlandirdiklarini géstermektedir. Ogrenciler kitapta yer alan kahramanlar ile yakin gevreleri
arasinda bag kurmuslardir. Yavuzer’in (2001) belirttigi gibi, 6zdesim kurma siireci, 6grencilerin
yas ve gelisim 6zelliklerine gore sekillenmekte ve baslangigta aile bireyleriyle kurulmaktadir. Bu
baglamda bu arastirma da 6grencilerin okuduklari metinlerdeki karakterleri yakin ¢evreleriyle
bagdastirarak okuma deneyimlerini kisisel bir diizleme tasidiklarini ortaya koymaktadir. Karagoz,
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(2018), Tosun ve Dogan, (2020), Ulusoy, (2016), Uysal ve Ates (2020), Yekeler ve Ulusoy, (2017)
tarafindan yapilan arastirmalarda da Ogrencilerin metindeki karakterlerle kisisel baglantilar
kurduklari gérilmektedir.

Okurun, karakter ile empati kurmasi, hikayenin daha kisisel bir deneyim haline
gelmesine yol agmaktadir (Allen ve Hancock, 2008). Roman karakterinin yerine gegcmek, okurun
karakterin i¢ diinyasini daha iyi anlamasina ve olaylari onun bakis acisindan gérmesine yardimci
olmaktadir. Bu arastirmada yer alan okur cevaplarina bakildiginda 6grencilerin kahramanlari
cogunlukla aile bireylerine (kardes, kuzen, dede, baba, anne ve eniste) benzettikleri
goralmdastir. Alan yazinda da okuyucularin kahramanlari ya kurgusal karakterlere ya da aile
tyelerine benzettikleri gorilmektedir. Ornegin Uysal ve Ates’in (2020) arastirmasinda da
okurlar, metinde ailelerini hatirlamakla birlikte kurgusal karakterlere de yer vermislerdir.
Baki’nin (2023) arastirmasinda ise okurlar en ¢ok kurgusal karakterler ile bag kurmuslardir. Bu
durum, katiimcilarin yas ve gelisim 6zelliklerinin farkli diizeyde olmasi ile iliskili olabilmektedir.
Clnku kisilik gelisiminde, 6zdeslesme evresinde bireyler baslangigta anne, baba ve yakin
akrabalari model olarak alirken, bu modeller zamanla arkadaslar, film veya kitap kahramanlari
gibi diger figlirlere vyerlerini birakabilirler (Yavuzer, 2001). Bu arastirmada 6grencilerin
kahramanlar ile aileleri arasinda bag kurma sebeplerini aile bireylerinin “merakl, bilgili,
eglenceli” kisilik ozellikleri ve “problem ¢6zme, glizel yemek yapma vb.” yeteneklere sahip
olmalari seklinde siralanabilir. Bununla birlikte 0Ogrenciler genellikle kahraman ve aile
O0zdeslestirmesinde ailelerinin olumlu Ozelliklerini ortaya koymuslardir. Edebi karakterler
araciligiyla aile uyeleriyle kurulan baglantilar, 6grencilere kendi aile dinamikleri hakkinda
derinlemesine dislinme firsati sunmaktadir. Ayrica, bu tir iliskilendirmeler, 6grencilerin
aileleriyle olan iliskilerini daha derinlemesine anlamalarina, paylasmalarina ve aile icindeki
iletisimi gelistirmelerine yardimci olabilir.

Arastirmadan elde edilen bulgulara goére, o6grencilerin ¢ogu kitabin ana
kahramanlarindan olan Kumkurdu’nun yerinde olmak istemisleridir. Ogrenciler farkh sebeplerle
Kumkurdu’nun yerinde olmak istemislerdir. Kumkurdu'nun bilgelik, 6zgtrlik ve yardimseverlik,
maceraperestlik gibi 6zellikleri, 6grencilerin dikkatini ¢ceken ve takdir ettikleri nitelikler arasinda
yer almaktadir. Kumkurdu'nun hikayesinde sunulan 6zgirliik ve macera dolu yasam tarzi,
genclerin ergenlik doneminde siradan yasamlarindan kacip daha heyecanlh bir diinyaya adim
atmalarina olan 6zlemle iliskilendirilebilir. Nitekim ergenlik, bireyin kimlik arayisiyla birlikte gelen
bir donemdir ve genellikle rutin hayattan sikilmalari ve daha bliylk bir 6zglirlik ve macera
arzusuyla dolmalari normaldir (Demir ve Karabacak, 2017). Bu donemde 6grenciler, sikici glinliik
rutinlerinden kagip heyecan dolu maceralara atilmak isteyebilirler. Bu durum, yeni deneyimler
yasama ve kendilerini kesfetme istegiyle yakindan iliskilidir (Davila vd., 2021; Rice ve Brodrick,
2023). Dolayisiyla Kumkurdu'nun hikayesi, genglerin bu 6zlem ve isteklerini agiga ¢ikarma,
hayallerini gergeklestirme, cesaret verme konusunda ilham veren bir hikdye olarak
tanimlanabilir. Arastirmalardan elde edilen verilere gore, 6grencilerin blyik ¢ogunlugunun
okuduklari metinlerde baskahramanla 6zdesim kurma egiliminde olduklari dikkat gekmektedir.
Uysal ve Ates (2020) tarafindan yapilan arastirmada da okurlar en ¢ok Kigik Karabalk adl
baskahramanin yerinde olmak istediklerini belirtmislerdir. Benzer bir sekilde Baki (2023)
tarafindan yapilan arastirmada da oOgrencilerin baskahraman olan Teldeki Adam’in yerinde
olmak istedikleri gorilmistir. Bu bulgular, cocuk edebiyatinda baskahramanlarin okuyucular
Uzerinde glicll bir etki yarattigini ve 6grencilerin anlatidaki merkez kisiliklere duygusal yakinhk
duyduklarini gostermektedir. Bu durum, metnin anlamlandiriimasi ve igsellestirilmesinde
baskahramanin belirleyici bir rol oynadigini da ortaya koymaktadir.

Ogrencilerin yargisal tepkilerinin incelendigi baslikta farkl ahlaki yaklasimlari yansitan iki
temel bakis agisi 6n plana ¢ikmaktadir. Bir grup 6grenci, Zackarina'nin davranislarini, kimseye
zarar vermemesi gerekgesiyle uygun bulmustur. Bu 06grenciler icin bireyin kendine 06zgii
davranislar sergilemesi ve i¢sel benligine sadik kalmasi 6nemlidir. Onlara gore, birey baskalarina
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zarar vermedigi slrece kendi tercihleri dogrultusunda hareket etme hakkina sahiptir. Bu
yaklasim, bireysel 6zerklik ve ifade 6zglirliglini dnceleyen bir ahlaki diisinme bigimine isaret
etmektedir (Hou, 2023). Etik degerlendirmelerinde eylemin dogasina ve bireyin niyetine
odaklanan bu 6grenciler, Zackarina'nin eylemlerini sonuglarindan ziyade, i¢sel tutarlilik ve kisisel
ozglinlik acgisindan degerlendirmislerdir. Bu da ontolojik bir etik anlayisiyla 6rtiismektedir.
Deontoloji, eylemin dogrulugunu sonuglarindan bagimsiz olarak, evrensel ilkeler cercevesinde
degerlendirir (Korner & Deutsch, 2023). Bu baglamda 6grenciler, Zackarina’nin kendi arzularini
diriist ve kimseye zarar vermeden gerceklestirmesini, bireyin 6zglrligi ve ahlaki batinlugi
acisindan anlamli bulmuslardir. Diger grup ise Zackarina’nin davranislarini daha ¢ok toplumsal
normlar ve sorumluluklar ¢cercevesinde degerlendirmistir. Bu 6grenciler, bireyin yalnizca kendi
istekleriyle degil, ayni zamanda gevresine ve toplumuna karsi olan yikiimlilikleriyle de hareket
etmesi gerektigine inanmakta; Zackarina'nin davranislarini bu baglamda elestirel bicimde
yorumlamaktadir. Bu yaklasim, empati, toplumsal uyum ve kolektif sorumluluk gibi degerleri
onceler (Wang, 2023). Bu 6grenciler igin baskalarinin duygularina duyarlilik géstermek ve ortak
yasam kurallarina riayet etmek, bireysel 6zgirliik kadar énemlidir. Dolayisiyla, Zackarina’nin
ailesinin beklentilerini gdz ardi etmesi, bazi 0grencilerce ahlaki bir zafiyet olarak
degerlendirilmistir. Bu yaklasim, 6grencilerin sosyal iliskilerde denge kurmaya yonelik gelismis
ahlaki muhakeme becerilerine sahip olduklarini gostermektedir.

Ogrencilerin baskahramana yénelik tavsiyelerinde &zellikle aile ici kurallara uyulmasi
gerektigine iliskin giicli bir vurgu gdze carpmaktadir. Ogrencilerin ¢ogu, Zackarina'nin ailesinin
s6zlnU dinlemesi gerektigini belirtmistir. Bu gorus, aile igindeki giiven, baghlik ve diizenin
stirdtrdlebilirligi acisindan kurallarin dnemine isaret etmektedir. Aile kurallarina riayet etmenin,
sadece bir otoriteye boyun egme degil, ayni zamanda karsilikli sorumluluk duygusunun bir
gostergesi oldugu dile getirilmistir. Bu baglamda, 6grenciler Zackarina’nin davraniglarini aile
yapisinin temel taslarindan biri olan gliven iliskisi c¢ercevesinde degerlendirmistir. Bu
degerlendirmenin de aile dinamiklerinin daha saglikh islemesi gerektigine dair bir inanci
yansittig1 soéylenebilir.

Ogrencilerin Kumkurdu kitabina yénelik anlamsal/yorumlayici tepkileri incelendiginde,
metnin onlarda olumlu duygular uyandirdigi ve anlaml bir okuma deneyimi sundugu sonucuna
varilmistir. Tim 6grenciler, kitabin kendilerini iyi hissettirdigini ve keyifli bir okuma stireci
yasadiklarini belirtmislerdir. Bu durum, edebi metinlerin bireyler (izerinde yalnizca bilissel degil,
ayni zamanda duygusal diizeyde de etkili oldugunu gdstermektedir. Ogrenciler, metin araciligiyla
yasamla ilgili olumlu duygular gelistirmis; edebiyatin kisisel farkindalik ve i¢sel zenginlesme
baglaminda bir arag olabilecegini deneyimlemislerdir. Bu durum 6grencilerin kitabi sadece bir
metin olarak degil, kendi deneyimleri ve duygulariyla etkilesime girerek anlamlandirdiklarini da
gostermektedir (Wallace, 2021). Nitekim okurlarin kitaba estetik bir bakis agisiyla yaklasmalari
edebi eserleri sadece bilgi kaynagi olarak degil, ayni zamanda duygusal ve estetik bir deneyim
olarak da gérmelerini de saglar (Glaveanu, 2014). Ulusoy (2016) ile Cevik ve Muldir’iin (2019)
calismalarinda ise, 6grencilerin edebi metinleri hem olumlu hem de olumsuz duygularla
karsilayabildigi yoniindeki sonuglar elde edilmistir. Ogrenci tepkilerinin ¢ok katmanli, duygu
ylkli ve bireysel deneyimlere dayali olmasi sonuglarin farkhligina sebep olmaktadir.

Ogrencilerin kitabin iletilerine ydnelik yorumlari, metnin derin yapisina ulasabildiklerini
gostermektedir. Ogrenciler tarafindan vurgulanan dostluk, sabir, merak, iyi davranislar,
paylasma, cocuklarin fark edilmesi ve aile ici iletisim gibi temalar, eserin temel degerler etrafinda
anlamlandirildigini ortaya koymaktadir. Bu da 6grencilerin metni yalnizca ylizeysel dizeyde
degil, degerler diizeyinde de analiz ettiklerini gostermektedir. Nitekim bu degerlerin bireysel
gelisimin yani sira toplumsal yasamdaki islevine de vurgu yapilmistir. Ornegin; bazi égrenciler
aile ici kurallara baghligin 6nemini vurgularken, digerleri iyi davranislar yoluyla empati kurmanin
ve yardimseverligin yasamin her alaninda degerli oldugunu ifade etmistir. Bu ifadeler,
ogrencilerin metni yalnizca bir kurgu olarak degil, ayni zamanda kendi yasamlarina yon
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verebilecek bir rehber olarak da degerlendirdiklerini gostermektedir. Bu yoniyle Kumkurdu,
O0grencilerde hem bireysel farkindallk hem de ahlaki ve toplumsal duyarhlik yaratma
potansiyeline sahip bir eser olarak degerlendirilebilir (Ulun & Erdal, 2023). Alan yazindaki diger
arastirmalar da gostermektedir ki nitelikli edebi eserler aracihgi ile yapilan arastirmalarda
ogrenciler metni yorumlayabilmekte ve okur merkezli cevaplar verebilmektedir (Ates ve Aktas,
2020; Yildirim vd., 2021).

Ogrencilerin Kumkurdu kitabina yonelik yaratici tepkileri incelendiginde, 6grencilerin
metni yeniden yapilandirma yoluyla 6zgiin sonlar Urettikleri gérilmdistlr. Bu yaratici sonlar,
ogrencilerin  metinle kurduklari kisisel ve duygusal bagin bir yansimasi olarak
degerlendirilmelidir. Pek ¢ok Ogrenci, Zackarina ile Kumkurdu arasindaki dostlugu daha da
pekistiren ve bu bagin uzun yillar sirdiglini hayal eden bir bitis tasarlamistir. Bu durum, kitabin
temel izleklerinden biri olan dayanisma ve dostluk temasinin 6grenciler tarafindan
igsellestirildigini gdstermektedir. Ogrencilerin bu tiir bir son kurgulamasi, hem karakterler arasi
iliskilerin kaliciligina duyulan inanci hem de okur olarak duygusal doyuma ulasma istegini
yansitmaktadir. Bununla birlikte bazi 6grencilerin klasik anlati semalarina uygun, mutlu sonla
biten kurgu orintileri olusturduklar goriilmektedir. Bu da onlarin masalsi yapilarla kurdugu
kiltlrel yakinlik ve klasik metin algisina isaret etmektedir. Ancak bu durum, yaratici tepkinin
0zglinlGglinli azaltmaz; aksine 6grencinin metni kendi estetik anlayisiyla yeniden sekillendirme
cabasini gosterir. Uysal ve Ates'in (2020) arastirmasinda da 6grencilerin cogunlugunun olumlu
bir sona yonelik beklentilere sahip oldugunu, ancak az da olsa bir grup 6grencinin karamsar bir
son ihtimalini distndGgund tespit edilmistir. Bu bulgular, 6grenciler arasinda gelecek ile ilgili
beklenti ve algilarin farkhliklar gosterebilecegini ortaya koymaktadir.

Bununla birlikte bazi o6grenciler de kitabin sonunu karakterin gelisim cizgisiyle
iliskilendirerek, daha ilerici ve gelecekteki yasantiya acilan bir perspektifle yeniden
kurgulamislardir. Ornegin 6grenciler Zackarina’nin okula baslamasi, sosyal gevresini genisletmesi
ya da Kumkurdu ile birlikte toplumsal katki saglayacak isler yapmasi gibi oOnerilerde
bulunulmustur. Bu tir yapici ve gelisimsel sonlar, 6grencilerin yalnizca metindeki olaylari degil,
karakterin potansiyel yasam cizgisini de sorguladiklarini ve yeni senaryolar Uretebildiklerini
gostermektedir.

Ogrencilerin biiyiik cogunlugu Kumkurdu kitabini baskalarina tavsiye edebilecegini ifade
etmistir. Bu tercih, metinle kurulan estetik ve diisiinsel bagin gli¢li olduguna isaret etmektedir
Uysal ve Ates’in (2020) arastirmasinda da benzer bicimde, 6grenciler Kiiglik Karabalik adli metni
baskalarina tavsiye etmis, bunun gerekgesi olarak ise metnin verdigi mesajlarin evrenselligini ve
karakterin 6zglirlik micadelesini gostermislerdir. Kumkurdu kitabinda ise bu egilim, kitabin
yalnizca bir okuma metni degil, ayni zamanda yasamla ilgili yeni diisinme yollari 6neren bir
disinsel yoldas olarak konumlandirldigini gostermektedir. Sonug olarak, 6grencilerin
Kumkurdu’na yonelik gelistirdikleri yaratici tepkiler hem estetik duyarliliklarini hem kurgusal
diisinme becerilerini hem de bireysel hayal gliclerini gelistirme firsati sunmaktadir. Hancock’un
(2008) vyaratici tepki kategorisine uygun olarak, 6grencilerin metni yeniden kurgulama ve
alternatif sonlar Gretme becerisi, edebi metinleri pasif bir tiketim nesnesi olmaktan cikarip aktif
ve liretken bir yorumlama siirecinin parcasi haline getirmektedir.

Sonug olarak, 6grenciler Kumkurdu serisiyle kurduklari etkilesim araciligiyla metni
yalnizca bir kurgu triini olarak degil, ayni zamanda bireysel farkindalik ve toplumsal duyarlilik
kazandiran bir okuma deneyimi olarak degerlendirmislerdir. Bu etkilesim, 6grencilerin hem
duygusal hem de bilissel gelisimlerine anlaml katkilar saglamakta; Kumkurdu serisinin gocuk
okurlar lGizerinde diistindiiricu, besleyici ve donlstirici bir etki yarattigini ortaya koymaktadir.
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Oneriler

Bu arastirmadan elde edilen bulgular dogrultusunda, 6grencilerin edebi metinlerle
kurduklari etkilesimin desteklenmesi ve okur-tepki temelli okuma uygulamalarinin 6grenme
slreclerine daha etkili bicimde dahil edilebilmesi igin asagidaki dneriler sunulmustur.

Okur Tepkilerinin Sistematik Takibi: Ogrencilerin edebi metinlere verdikleri tepkilerin
sistematik bicimde izlenmesi, bireysel okur profillerinin ortaya ¢ikarilmasina katki saglayacaktir.
Bu durum, o6gretim sireglerinin 6grencilerin ihtiyaglarina uygun bicimde planlanmasina ve
Ozellestiriimesine yardimci olacaktir.

Yas Gruplarina Gére Okur Tepkilerinin incelenmesi: Okur tepkilerinin yalnizca ortaokul
diizeyine degil; okul oncesi, ilkokul ve lise kademelerine yonelik de sinif i¢i uygulamalarla
incelenmesi, farkh gelisim donemlerindeki cocuklarin edebi metinlerle kurduklari etkilesimlerin
daha kapsaml bir bicimde anlasilmasini saglayacaktir.

Ozdesim Kurulabilecek Karakterlere Sahip Metinlerin Kullanimi: Ogrencilerin kendilerini
ifade etmelerini ve metinle kisisel bag kurmalarini kolaylastirmak adina, sinif ici uygulamalarda
0zdesim kurabilecekleri karakterlerle zenginlestirilmis metinlere yer verilmelidir.

Etik ve Ahlaki Tartismalar iceren Eserlerin Kullanimi: Etik, ahlaki ve toplumsal normlara
dair sorgulama iceren edebi metinler, 6grencilere farkli bakis acilari kazandirma ve ahlaki
muhakeme becerilerini gelistirme acisindan dnemli firsatlar sunmaktadir. Bu tiir metinlerin sinif
ortaminda tartismaya acilmasi tesvik edilmelidir.

Cok Katmanli Edebi Okumanin Desteklenmesi: Edebi eserlerin temalari, deger yapilari ve
ortik mesajlari lizerine ylrutilecek analiz calismalari ile 6grencilerin elestirel ve anlam odakl
okuma becerilerinin gelismesi saglanmalidir. Bu baglamda 6gretmenler, cok katmanli okumaya
yonelik yapilandiriimis etkinlikler gelistirmelidir.

Yaratici Tepki ve Uretime Olanak Saglanmasi: Ogrencilerin yaratici diisiinme ve iiretim
becerilerinin gelisimini desteklemek amaciyla, edebi metinler (izerinde yeniden yazma, alternatif
sonlar olusturma veya karaktere mektup yazma gibi yaratici uygulamalara sinif ortaminda yer
verilmelidir.

Etik Komite Onayi: Bu arastirma icin Sakarya Universitesi Rektorligii Etik Kurulu kurumdan
(09.10.2024 tarihli ve 36 sayili toplantisinda alinan "24" nolu karar) etik izin alinmistir.

Hakem Degerlendirmesi:

Yazar Katkilari: Yazarlar; bu makalenin arastirilmasi, yazarhigi ve yayimlanmasi icin esit diizeyde
katki saglamislardir.

Finansal Destek: Yazar(lar); bu makalenin arastiriimasi, yazarligi ve yayimlanmasi i¢in herhangi
bir finansal destek almamistir.

Cikar Catismasi: Yazar(lar); bu makalenin arastiriimasi, yazarligi ve yayimlanmasina iliskin
herhangi bir potansiyel gikar catismasi beyan etmemistir.

Yapay Zeka Kullanimi Bildirimi: Yazar(lar); bu makalenin arastirilmasi, yazarligi ve yayimlanmasi
icin herhangi bir yapay zeka aracindan faydalanmamistir.
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Highlights

e Readers developed personal and affective identification by
associating the characters in the book with individuals in their
immediate social environment.

e  Reader responses reflected distinct moral reasoning orientations
situated' g!ong the axis of individual autonomy and social op. 1696-1745
responsibility. DOI

e Readers interpreted the text within a value-based and emotion- 10.17679/inuefd. 1651518
centered meaning framework.

e The creation of alternative endings and new narrative constructs
demonstrated creative and generative reader engagement.
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Abstract

The series Sand Wolf, More Sand Wolf, and Even More Sand Wolf,

written by Asa Lind, has become one of the most prominent examples Article Type
of contemporary children's literature in recent years with its simple Research Article

language, philosophical plot, and universal themes. This study aims to
determine readers' responses to the Sand Wolf series. The study used a
case study, a type of qualitative research design; the participants were
seventh-grade students attending a secondary school in the Hendek
district of Sakarya province. The data were gathered using the “Reader
Response Questionnaire” and analyzed through descriptive methods.
The students' responses were categorized into four main themes:
individual connection responses, evaluative responses,
comprehension/interpretive responses, and creative responses. As part
of individual connection responses, it was found that students related
to characters, especially family members, and connected the text to
their daily lives. Students formed various views on the characters in the
books and assessed them using different moral reasoning approaches,
as reflected in the evaluative responses. Students' interpretive
responses also demonstrate that they grasp the text through value-
based themes like friendship, empathy, and family communication,
rather than only at the event level. The results section of the study
shows that students' creative responses involved rewriting the text to
create original endings and developing alternative scenarios for the
characters' future paths. These responses have helped us recognize
students' imagination, aesthetic sensitivity, and ability for fictional
thinking. The students who participated in the study developed a multi-
layered interaction with the Sand Wolf series, establishing a personal
connection with the text, forming various judgments about the
characters and events, making in-depth interpretations during the
meaning-making process, and demonstrating the ability to reconstruct
literary texts through creative production. This affects students' ability Received
to read and understand the text, as well as how they interact with it. It 05.03.2025
also highlights their capacity to turn the reading process into an
engaging experience that enhances comprehension.
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1. Introduction

The ability to read is crucial in the process of gathering information, developing critical
thinking skills, and understanding the world. Reading is defined as the meaningful vocalization
of written and printed symbols as part of a specific set of rules (Balci, 2016; Karatay, 2023; Oz,
2001; Sever, 2004; Tomarong, 2023; Wood, 2024). At the same time, reading is a process of
gathering information, understanding, grasping ideas, and communicating them effectively. This
process involves a series of complex mental steps, beginning with visual perception and
progressing to understanding the information in the text, grasping the context, and engaging in
conceptual and critical thinking. When considered as a whole, reading ability is a mental process
(Ugan, 2016, p. 74). The process of reading involves complex steps, such as recognizing words,
constructing meaning, understanding context, and integrating information. The successful
performance of these steps improves the quality of reading skills. Thereby, it can be concluded
that reading is a complex activity that requires the use of the mental faculties. Examining the
definitions of reading in the literature reveals that the concept of "meaning in reading" is a key
element in developing reading skills (Akyol, 2013; Graesser, 2007; Jabamani, 2016; Paris &
Hamilton, 2009; Snow, 2002). The process of creating meaning while reading relies on a complex
system of interactions. The essential components of this process include the reader's personal
traits, the structural parts of the text, and the impact of the environment. However, as
Rosenblatt (2013) argues, the act of reading involves not only reviewing a text, but also personal
factors such as the reader's experiences, knowledge, and mastery of the subject matter.

Many factors and their interrelationships are significant in the perception process. For
example, environmental factors such as noise, lighting, and comfort during reading can impact
how meaning is understood. In addition, as Bastug et al. (2019, p. 5) point out, the meaning
construction process not only develops reading, comprehension, and recall skills but also the
interaction among these skills. Therefore, understanding a text involves more than just
recognizing words or understanding sentences; it also includes analyzing, connecting, and
remembering information. Furthermore, the process of understanding cannot be separated
from the socio-cultural environment in which the individual is placed. The society's language,
values, and educational background directly influence how readers interpret the text (Gee,
2008). Within this context, each act of reading simultaneously reflects the social status, sense of
belonging, and personal experiences of the individual. In particular, Vygotsky's (1978)
sociocultural theory of learning emphasizes that an individual's cognitive processes are shaped
through social interaction and the use of cultural tools. Thus, the reader's past experiences,
family, environment, and cultural capital are among the key factors in the process of creating
meaning.

The act of reading is a product of the interaction between the reader's individual
characteristics, the structural elements of the text, and environmental factors. Creating meaning
is @ more complex cognitive process that involves more than just recognizing words and
understanding sentences (Uzunoglu et al., 2022). Therefore, improving comprehension skills
requires support that accounts for the reader's language skills, cognitive abilities, and memory.
The reader's engagement with the text is essential for comprehension and understanding. For
compelling reading, the reader needs to interact with the text, analyzing and interpreting it to
create meaning (Ulusoy, 2016). This interactive and interpretive process enables the student to
comprehend the text in all its aspects.

The literature review shows that many reading theories, approaches, and techniques
explain the relationship between the reader and the text (Ates and Yildirim, 2014; Dogan, 2006;
Gangl et al., 2018; Kim, Vaughn, Woodruff, Reutebuch, and Kouzekanani, 2006; Taboada, Tonks,
Wiffield, and Guthrie, 2009; Vaughn, Kligner, and Bryant, 2001). These reading theories and
approaches are regarded as valuable resources for educators and researchers to understand
learning processes better and guide them more effectively. One of the theoretical approaches
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in the reading field is the "Reader Response Theory." This theory is grounded in the work of
Louise Rosenblatt (Serin, 2023). The Reader Response Theory emphasizes that understanding
texts is influenced by factors such as the reader's personal experiences, cultural background,
emotional state, and prior knowledge, rather than just words and sentences (Rosenblatt, 1995).
Reader Response Theory views reading as a process and states that each reader interprets the
text within their own unique context.

The Reader Response Theory is described as an active and interactive process that
occurs within the reader-writer-text triangle during reading, where the reader is at the center
and identified as the primary element (Ozbek, 2013; Tosun, 2018). Therefore, Reader Response
Theory provides a comprehensive framework for understanding how readers perceive and
comprehend texts, viewing reading as a personal, interactive, and ongoing experience. The
comprehension identified by the reader reflects both the text and the reader (Kim, 2004). The
method is similar to other reader-focused approaches, such as ‘Aesthetics of Reception’ and
‘Emotional Impact Theory,” which highlight the reader’s role in the reading process (Moran,
2014).

Reader Response Theory, which is regarded as a personal and unique experience
involving the reader’s thoughts and emotions, can be examined under two main categories:
informational reading and aesthetic reading (Rosenblatt, 2004). The primary goal of
informational reading is to acquire new knowledge and understanding. This type of reading
emphasizes understanding key concepts, extracting information from the text, and identifying
actions to take afterward (Chou, 2015). Aesthetic reading, on the other hand, is a type of reading
where the reader's focus is on the experience during reading and the attitude towards reading
is cultivated (Rosenblatt, 2013; Esmer, 2019). The main goal of aesthetic reading is for the reader
to immerse themselves in the text and enjoy the reading experience (Graves et al., 2011). In
information-oriented reading, the reader concentrates on facts and engages in a cognitive
process. In contrast, in aesthetic reading, the reader focuses on their feelings and thoughts, that
is, their experiences, and interacts with the text. Therefore, Rosenblatt's theory of reading
highlights these two key categories, which differ based on the purpose of reading, and aids our
comprehension of the unique traits of each.

This theory suggests that the reader's attitude and purpose for reading are the factors
that determine the type of text and the reading method. Thus, the value of a text depends on
how the reader engages with it and its intended purpose (Smith, 2017). In other words,
Rosenblatt (2004) describes types of reading based on the benefits the reader gets from the
text, the attention they give to the reading process, how the process functions, and the unique
responses that occur at the end.

Hancock (2008) developed a systematic model that can be applied to classroom
practices in children's literature, based on Rosenblatt's (1978) reader-centered approach, which
is rooted in transactional reading theory. Thus, the four main types of reader responses—
personal connection, judgmental, interpretive (semantic), and creative—are theoretically
aligned with Rosenblatt's idea of "aesthetic reading." The model focuses on the cognitive,
emotional, and aesthetic engagement of the reader with the text, promoting a type of fiction
that fosters active participation and the development of personal meaning. Therefore,
Hancock's classification seeks not only to analyze how students interpret the text but also to
foster higher-order thinking skills, such as critical thinking, empathy development, and creative
production, through literary works.

Hancock (2008) argued that comprehending and assessing literary texts is not merely a
focus on the text itself, but an interactive process shaped by the reader's personal, emotional,
and cognitive involvement. The reader responds to the characters, events, and themes in the
text based on their personal life experiences. The reader leads and transforms meaning within
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their mental processes, rather than focusing on it as a constant. Thereby, the individual reading
experience is subjective, multidimensional, and dynamic. Hancock summarizes readers'
reactions to the text under four main headings:

1. Personal connection responses occur when the reader relates characters, events, or
situations in the text to their own life experiences.

2. Evaluative responses are based on the reader's evaluation of the characters, events, or
the author's attitude.

3. Semantic/interpretive reactions focus on challenging the themes, messages, and
meanings embedded in the text.

4. Creative reactions facilitate creative outputs, like enabling the reader to reconstruct the
text, change its ending, or introduce new elements.

Evaluating readers' responses to the text enables the assessment of their approach to
reading materials and the identification of cognitive, ethical, and social development differences
that occur during this process (Temple, Martinez, & Yokota, 2006). This evaluation helps assess
the reader's comprehension of their interaction with books, allowing one to monitor the
reader's level of thinking and speech development related to reading materials (Hickman, 1981).
This type of evaluation also helps to understand the quality of information readers obtain from
the books and how they can utilize that information. This involves assessing the reader's reading
skills and comprehension ability.

Reader participation in children's literature is considered a crucial element in evaluating
the foundations of an interactive reading experience, as it encourages children to form a strong
personal connection with the text (Bas and Kapusizoglu, 2023). This process involves children
actively engaging in reading and interacting with the text on mental, emotional, and social levels.
Although this interaction includes effective texts, open-ended questions, opportunities for
empathy development with characters, and triggers for imagination, such engaging and
personal connections are typically missing in textbooks (Uzunoglu et al., 2022). This situation
hinders children from forming meaningful connections with the text and from incorporating
their personal experiences, which in turn impedes the development of their creative and critical
thinking skills (Ozbek, 2013; Tosun, 2018). As a result, the current shortcomings of textbooks
expose their failure to support children's active participation in the reading process and
meaningful pedagogical interaction

Selecting suitable texts for teaching and understanding students' emotional and
intellectual responses during reading is crucial for Turkish lessons. A review of the literature
shows that the works titled Little Black Fish (Uysal and Ates, 2020), Someone in the Sky (Gokte
Biri Var) (Baki, 2023), Sadako (Serin, 2023), and The Child Who Loved Ships(Vapurlari Seven
Cocuk) (Cevik and Muldiir, 2019) have been examined according to reader-response theory.
These studies are significant because they provide reader responses to various themes and
authors, thereby proving their value. This study will examine Asa Lind's book “The Sand Wolf”
from a reader-response theory perspective. Sand Wolf is an original work that attracts attention
with its philosophical, existential, and emotional depth in children's literature. The book
explores a range of universal themes, including family relationships, loneliness, anger, and the
interplay between nature and freedom, through conversations with “The Sand Wolf”, whom a
child named Zackarina met on the beach. In this respect, The Sand Wolf differs from classic
narratives based solely on plot, offering children the opportunity to think, question, and make
sense of things. Zackarina's inner journey enables readers to relate to their everyday
experiences. This sets the foundation for diversifying individual responses and creating complex
relationships between text and meaning. Thus, this book, which provides an opportunity to
stimulate the reader's emotional and intellectual world, will be analyzed as part of reader
response theory.
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A systematic analysis of secondary school students' responses to books can offer
valuable insights into the meanings they find in the text, their connections to the characters,
and the intellectual and emotional benefits they gain. This study aims to promote a reader-
centered reading culture and offer a practical example for research in children's literature. In
this direction, the research seeks to determine the reader reactions of 7th-grade students to the
book "The Sand Wolf". The study will analyze students' responses to the book, their interactions
with the text, and the intellectual and emotional growth they experience as a result of this
interaction. The sub-objectives of the research are as follows:

1. What are the students' individual connections to the book titled ‘The Sand Wolf'?

e Which of the characters in the book Sand Wolf reminded the students of familiar
individuals, and why?

e Which characters from the book The Sand Wolf would students prefer to be, and why?
What are the students’ critical reactions to the book titled The Sand Wolf?
How did the students interpret the characters' behaviors in the book?

e What recommendations do the students have for the protagonist?

3. What are the students' semantic/interpretive responses to the book titled The Sand
Wolf?

e What messages did the students derive from the book titled “The Sand Wolf”?

e How do students feel after reading the book?
What are the students' creative responses to the book titled The Sand Wolf?

e How would students change the ending of the book?

e Would the students consider recommending this book to others?

2. Method

This study used a qualitative research design, specifically a case study. A case study is a
research approach that provides a thorough analysis and detailed examination of a specific,
limited problem, aiming to address questions about a current and specific situation (Yildirm &
Simsek, 2021).

2.1.Study Group

The research was conducted in the 2024-2025 academic year at a middle school in the
Hendek district of Sakarya. Convenience sampling was designed to be easily accessible as an
aim-driven sampling method for the study group's designation (Yildirim & Simsek, 2021). This
method is preferred because it grants access to a school and a group of students, allowing the
researcher to conduct research and collect data in a natural environment. Participation in the
study was voluntary. Consideration was given to their reading of the book The Sand Wolf and
their expression of reader reactions in writing or verbally within the specified time frame. The
study group consists of students from diverse academic achievement levels and various socio-
cultural backgrounds. This approach was chosen to reflect the variety of students' reactions to
the text and to enable a more thorough analysis.

The study aimed to gather reader reactions from 17 students, comprising 12 girls and 5
boys, who were all present. In fact, the 7th-grade Turkish Language Teaching Program aims to
enhance students' higher-level literacy skills, including critical thinking, expressing feelings and
thoughts, interacting with oral and written texts, and more (MEB, 2018). This age group (12-13
years old) represents a transitional period from childhood to adolescence, during which identity
development, abstract thinking skills, and the ability to empathize rapidly mature. This cognitive
and emotional growth enables students to not only comprehend events but also to infer
characters' inner worlds, recognize deeper layers of meaning in the text, and generate personal
reactions. At the same time, The Sand Wolf explores themes such as family relations, freedom,
anger, and loneliness, which may resonate with the life experiences of 7th-grade students,
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allowing the reader to engage with these themes. These objectives align with the fundamental
principles of reader response theory. Conducting a reader response analysis at the 7"-grade
level provides a solid basis for evaluating students' personal meaning-making strategies and
their alignment with the curriculum's objectives.

The subject of the study is the book series The Sand Wolf, More Sand Wolf, and Even
More Sand Wolf, written by Asa Lind. The Sand Wolf series, written by Swedish author Asa Lind,
comprises three books that stand out in contemporary children's literature for their
philosophical depth, simple language, and universal themes: The Sand Wolf (2002), More Sand
Wolf (2003), and Even More Sand Wolf (2004). The protagonist of the series is a little girl named
Zackarina. Zackarina lives with her family in a coastal town, and one day, on the seashore, in the
sand, she meets a mysterious, wise being known as the Sand Wolf. The Sand Wolf is a character
that seems to be shaped by the imagination of a curious, questioning, and thoughtful child, yet
possesses philosophical depth. Each chapter explores universal and existential themes, such as
childhood, freedom, death, loneliness, friendship, and imagination, through the dialogues
between Zackarina and Sand Wolf. The series features a narrative structure of short, standalone
sections, making it suitable for both personal reading and classroom settings.

2.2.Data Collection Tools

The data collection instrument for this study was designed according to reader reactions
classified by Hancock (2008) within the framework of reader reaction theory. As part of the
research, a student interview form featuring eight open-ended questions was developed to
serve as a data collection tool, consistent with this theoretical framework. The interview form
has been finalized with the necessary adjustments following the opinions of a Turkish language
teacher and two Turkish language education experts. Then, the interview form was
administered to the students both verbally and in writing, and the data collected were analyzed.

2.3.Data Analysis

The descriptive analysis method was used to analyze these data. Descriptive analysis is
a systematic method that enables the interpretation of qualitative data according to predefined
themes (Yildinnm & Simsek, 2021). The participants were coded as $1-5S17, and their statements
were presented using these codes in the findings section. The participants' responses were
evaluated individually and grouped into themes. The collected research data were initially
carefully examined and then organized into thematic categories, preserving the original content.
The findings were organized into themes aligned with the research questions and illustrated
with examples from participant statements. This method enables the researcher to add
comments while also providing participants with a direct platform (Creswell, 2017).

3. Findings

The students' responses were categorized into four main themes: individual connection
responses, evaluative responses, comprehension/interpretive responses, and creative
responses.

3.1.Findings Related to Establishing Individual Connections
3.1.1. Findings on Connecting with Characters in the Book

The bonds that the students form with the characters in the book are categorized as
family, self, friend, and teacher of the students (readers). The information about the students’
bonds with the characters in the book is presented in Figure 1.
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Figure 1.

Findings on Connecting with Characters in the Boo

FAMILY
(S3,56,57,58,510,S13, S15, S16) \
/ ~ SIBLING COUSIN
SELF (S3,586,57,58,513,515,516) (S10)
S1,82,57.514517 €= ZACKARINA »> CURIOUS(S6,S13) > ’];/[EA;——II:J\}{I}(E)R
» STUBBORN (S1,52) »> DISOBEDIENCE (S3,S13) (810)
> CURIOUS (S7, S14) l > NAUGHTY ($3)

> ASKING FOR HELP > GRUMPY (S15)
(S17) FRIEND (S14) 3> STUBBORN(S16)

PFUN (814) > NO REASON (S8)

FRIEND (S14) @@= SANDWOLF MOTHER(S2,S8,517)

P>KNOWLEDGEABLE D>PROBLEM SOLVING
(S14) l (S2.58.817)
v FATHER(S11,516)
TEACHER (S]O) FAMILY / >KNOWLEDGEABLE
»KNOWLEDGEABLE (52,54,87,89 (S11,816)
(S10) S11,512,516,S17) ————— GRANDFATHER (S12)

l > FUN(S12)
SIBLING(S4,56,89,515)

»>KNOWLEDGEABLE COUSIN (S7)
(89.815.54) > KNOWLEDGEABLE(S7)

> FUN (86)

Figure 1.1.

Findings on Connecting with Characters in the Book

BROTHER IN LAW (S7)
ZACKARINA'S FAMILY R WOREDGAGIEI]
MOTHER P (54,56,58,510,514,517) .
FATHER (S6)

MOTHER(S4,58,510,S14) PWORKLOAD (S6)

DCOOKING (S4,514)
Y>READING ($8.510)

ZACKARINA'S FAMILY
FATHER —d  ($3,54,55,58,510,514,517)

1 —~ GRANDFATHER(SS)
>READ1NG
FATHER(S3,54,58,510,514,517) NEWSPAPER (S5)

DANGRY(S4.514)

YFISHING (S3)

SCARING FOR CHILDREN (S8)
D>SRESPECTFUL (S17)
DREPAIR WORK (S10)

Figure 1 and 1.1 show that 7 students make a connection between Zackarina and her
family, 5 students form an individual bond with Zackarina, and 1 student establishes a
connection with Zackarina's friend. However, 8 students who made a connection between Sand
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Wolf and his family, and one student who connected with his teacher and friend, were
identified. It is observed that 6 students form a connection with Zackarina's mother and her
family, while 7 students form a connection with Zackarina's father.

Upon examination of the findings, it becomes clear that most students draw
comparisons between the protagonist, Zackarina, and her immediate family members. This
situation is believed to occur because students spend most of their social time with family
members. For example, a student compared Zackarina's mature behavior to that of her own
cousin. The other students, however, identified Zackarina with her siblings because of her
characteristics: being curious, mischievous, stubborn, and not listening to the elders. This
situation may be related to comparing Zackarina's age with that of the students' siblings and
their corresponding developmental stages. Some students also engaged with themselves by
emphasizing Zackarina's stubborn and curious traits. At the same time, these students have also
recognized particular characteristics in themselves, such as Zackarina's tendency to ask for help.
For example, S2, one of the students, answered as follows:

Figure 2.
Response of S2

1. Kitaptaki kahramanlar size kimi/kimleri hatirlatti, neden?

" . ~
eGriNe Cana <ceAcimi notir a1l v X cor Aot

[Which characters in the book reminded you of whom, and why?]
[Zackarina reminded me of myself. Because she's very stubborn.]

Upon examining the findings, it was evident that most students generally associated
Sand Wolf with their families. These students highlighted Sand Wolf's knowledge and associated
it with their older sister or brother, cousin, and father. Some students drew comparisons
between Sand Wolf's fun qualities and those of their grandparents and siblings. Some students
likened Sand Wolf to their mother because of its strong problem-solving abilities. One student,
S9, mentioned that Sand Wolf reminded them of their sister because it was very knowledgeable.
S9's answer is as follows:

Figure 3.
S9's answer

1. Kitaptaki kahramanlar size kimi/kimleri hatirlatti, neden?

[Which characters in the book reminded you of whom, and why?]
[The Sand Wolf, my sister, because the Sand Wolf knows everything, and so does my sister.]

Focusing on the Sand Wolf's characteristic of wisdom, one student identified with their
teacher, and another student identified with their friend. Students' responses indicate that Sand
Wolf's character is reported to be knowledgeable and skilled at problem-solving. The focus on
Sand Wolf's knowledge and problem-solving skills shows that students value and recognize the
character's key traits.

Zackarina's mother is associated with most students as a family member. Two students
bonded with their father and brother-in-law over the workload, while four students formed a
connection with their mothers through their good cooking and reading books. By concentrating
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on the mother's skills in everyday life, it was observed that the students also identified
similarities with their own mothers. The answer of S8, one of the students, is as follows:

Figure 4.
Answer of S8

1. Kitaptaki kahramanlar size kimi/kimleri hatirlatty, neden?

]

[Which characters in the book reminded you of whom, and why?]

[Zackarina's mother: She reminded me of my mother because she used to work and sometimes
read books to my siblings.]

Zackarina's father was often associated with students' own family members. One
student mentioned Zackarina's father's habit of reading newspapers with his grandfather. In
contrast, others compared him to their own fathers, noting traits such as nervousness, a fishing
hobby, caring for children, and being respectful and understanding in his repair work.

Students tend to judge book characters by reflecting their own family structures and
traits. Therefore, the traits of the Zackarina and Sand Wolf characters match those that capture
students' attention and earn their admiration. Additionally, the characters that students relate
to in their own families also reflect their connection to family relationships and values. These
implications can help students understand their own identity and the relationships they have
with others.

3.1.2. Findings Regarding Identifying with Characters in Books

Findings about which character in the book students want to be were analyzed by
examining the Zackarina and Sand Wolf categories. Most of the students were reported to want
to be in Sand Wolf's place. Among the factors influencing students' responses, Sand Wolf's
personal traits, such as his wisdom and helpfulness, stand out.

Figure 5.
Findings Regarding Identifying with Characters in Books

WHICH
CHARACTER
WOULD YOU
LIKE TO BE?
\ SANDWOLF
ZACKARINA (S1,S3,54,56,S7,S8,59,S11,
(S2,54,S5,S8,S10) S$12,513,514,515,516,517)
D>MEETING/BEING FRIENDS WITH  J>KNOWLEDGEABLE(S1,83,54.57.S8,
SAND WOLF (52,54,58,510) $9.511,513,514,815,816,517
P>ADVENTURE (S5) PHELPFUL (S6,813,515)
PTHE LOCATION OF DFUN (516)
THE HOUSE DFREE (S1,87)
(82,54,58,510) DPERSUASIVE (S12)

An
analysis of Figure 5 revealed that three students said they would like to be in Zackarina’s
position, whereas twelve preferred to take the Sand Wolf’s role. Additionally, two students
expressed a desire to be in the place of both characters.
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Some students stated that they wanted to be in Zackarina's position because they liked
the adventure, the location of Zackarina's house, and the chance to be friends with Sand Wolf.
Most of the students preferred to take the Sand Wolf's role because Sand Wolf was
knowledgeable, persuasive, and helpful, and the environment was free, fun, and welcoming.
One of the students, S16, said they wanted to be in his position because Sand Wolf was
knowledgeable. The answer of S16 is as follows:

Figure 6.
Response of S16

2. Kitapta hangi kahramanin yerinde olmak isterdin, neden?

Bllgi |l wva 2o lencel

[Which character in the book would you like to be, and why?]
[ would like to be Sand Wolf. Because he is knowledgeable and fun.]

Students' preferences differ between where Zackarina's home is and Sand Wolf's
personal traits. Although the students aspiring to be in Zackarina's position made this decision
for different reasons, Sand Wolf still affects this choice. Student S5 expressed a desire to be in
Zackarina's position, specifically for the adventurous aspect. S5's answer is as follows:

Figure 7.
Answer of S5
2. Kitapta hangi kahramanmn yverinde olmak isterdin, neden? =
= ' ’ « - ~—
ZAackorifNle Qenke ok maeecrocy bilmadrg | v € ler
nermen OFcenmek J)ST Yor

[Which character in the book would you like to be, and why?]

[Zackarina, because she's very adventurous and wants to learn new things right away.]

Students who preferred to be in Sand Wolf’s place made this choice because of Sand
Wolf's wisdom. This reflects students' interest and admiration for knowledgeable, mature,
diverse, and guiding characters typically seen in adults. In other words, when communication is
effective, it shows that children also need guidance from adults.

3.2.Findings on Evaluative Responses
3.2.1. Findings Regarding Zackarina's Behaviors

“Findings on Zackarina's behavior were analyzed in the categories of 'deeming
appropriate' and 'deeming inappropriate .
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Figure 8.

Findings Regarding Zackarina's Behaviors

IS ZACKARINA'S
BEHAVIOR
APPROPRIATE?

APPROPRIATE / INAPPROPRIATE

J>HER CHARACTER ($3.58.511,812,817) 2 FAMILY BEHAVIOR

CAUSES NO HARM TO (54,S5,57,813,815,516,S17)
>/\NYONE (S1) > HER CHARACTER

P>NO COMMENT (86,89) (S12,810,515)
> NO COMMENT (S14)

As can be seen in Figure 8, 6 students found Zackarina's behavior acceptable, while 9
students did not. In addition, two students described both situations, noting that the behaviors
were both appropriate and inappropriate.

Students have different opinions about Zackarina's behavior. One student believed
Zackarina's behavior was appropriate because it caused no harm, while the other students
considered these behaviors appropriate based on Zackarina's character traits. Student S8
discussed how the main character's behavior in the book was appropriate, as it reflected their
character, particularly in conversations. The answer of S8 is as follows:

Figure 9.
Answer of S8

3. Kitaptaki bagkahramanin davramslar sizce uygun mu, neden?

[Do you think the main character'’s behavior in the book is appropriate, and why?]

[1t's appropriate because the protagonist is being true to her character and acting naturally.
She’s relaxed and not trying to draw attention to herself.]

The majority of students believe Zackarina displayed inappropriate behavior. Most of
the students disapproved of family behaviors, such as not listening to authority figures or setting
traps for the father, among others. Three students also disapproved of behaviors related to
Zackarina's character. These inferences suggest that students evaluate Zackarina's behavior
based on different criteria, which typically include behavioral patterns associated with
traditional family structures. The response of S5 is as follows:
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Figure 10.
Response of S5
3. Kitaptaki baskahiramanin davramislan sizce uygun mu. neden?
Dence \—‘!“5' i\ Genke bobasma hiq Sayo: Adwgmeyor

[Do you think the main character'’s behavior in the book is appropriate, and why?]

[ don't think so because she has no respect for her father]

3.2.2. Findings Regarding Recommendations to the Protagonist

Students' responses regarding their recommendations to the protagonist were
categorized under the headings of listening to family advice, patience, friendship, helping
others, and curiosity.

Figure 11.

Findings Regarding Recommendations to the Protagonist

NO COMMENT(S6) HELP (S4)
CURIOSITY/LEARNING
(S5,88,59) T /'

\ADVICE TO THE N FRIENDSHIP (S3)
PROTAGONIST

'd

LISTENING TO YOUR FAMILY
ADVICE (S1,87,510,511,512 PATIENCE (S2,S7)
S13,514,515,516,517

When Figure 11 was reviewed, 9 students stated that Zackarina should listen to her
family, while 3 students suggested that Zackarina should be more curious. One student
highlighted the importance of patience, while another emphasized the value of friendship and
teamwork. Student S7 emphasized the importance of both listening to family advice and being
patient. One student did not express any opinion. S17 responds as follows:

Figure 12.
S$17's Response

5. Kitaptaki bagkahramana nasil bir tavsiyede bulunmak istersin, neden?
Gone  ue La}aﬁra baru_:q (rorabwy Taviivye CJ\‘(J;"\ v [pbagma
bl doba Yuvzal burmomastar tavs' e zdeld)r.
[What advice would you give to the protagonist in the book, and why?]

[ would advise her not to yell at her parents, and I would recommend her not to set another trap
for her father.]
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Figure 13.
510's Response

5. Kitaptaki bagkahramana ngsil bir tavsiyede bulunmak istersin, neden? \
(O A\ Ca pobusSina he scbilde Jouronnn LU

P A | i

alio : v

[What advice would you give to the protagonist in the book, and why?]

[Zackarina, don't treat your father like that, because fathers always have their children's best
interests at heart.]

The findings suggest that students adopt different values and priorities due to their
diverse experiences. For some, listening to the family is an essential fundamental value, while
for others, curiosity, friendship, and mutual aid take precedence. The ability to understand and
accept these differences can help students become more empathetic and tolerant towards one
another.

3.3.Findings Related to Semantic/Interpretive Reactions
3.3.1. Findings Regarding the Messages of the Book

The findings regarding the messages in the book were categorized into several themes:
listening to family advice, curiosity, friendship, patience, sharing, demonstrating good behavior,
and noticing children.

Figure 14.
Findings Regarding the Messages of the Book

LISTENING TO
FAMILY ADVICE

CURIOSITY/LEARNING (FASAR12,513,519) CHILDREN
(S5,87,811) SHOULD BE
\ / RECOGNIZED (S3)
FRIENDSHIP THE

(54,56,510,517) ¢ MESSAGES

OFTHE “~~~j SHARING/LONELINESS
BOOK (51,52)

PATIENCE(S7,S8) l

GOOD BEHAVIOR/RESPECT
(87,513,515,5S16,517)

In Figure 14, it is evident that the book's messages prominently emphasize friendship,
patience, curiosity, good behavior, sharing, recognizing children, and listening to family. While
5 students insisted on the significance of their parents' influence, the other 5 students
highlighted the importance of good behavior. One of the students, S2, said that we need
someone when we are feeling sad. S2's answer is as follows:
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Figure 15.

52's Response
4. Bu kitaptan ¢ikardigimiz mesaj/mesajlar nelerdir?

L O

el

[What message(s) did you draw from this book?]

[When we are sad and looking for someone to share our troubles with, we should make sure that
the individual cares about us and will find solutions to our problems. We should also know that
we cannot always get everything we want.]

Besides the 7 students who valued friendship, curiosity, and the desire to learn new
information, 4 students highlighted the importance of patience and sharing ideas. S15 stated
that we need to act reasonably towards our social circle. S15's answer is as follows:

Figure 16.
S15's Response

4. Bu kitaptan ¢ikardigimiz mesaj/mesajlar nelerdir?

- e ! s F O horv

[What message(s) did you draw from this book?]
[1 am supposed to treat my family and friends well.]

Students' evaluations of the messages in the books reflect a range of essential values.
Among these values, friendship, patience, curiosity, good behavior, sharing, recognizing
children, and listening to family stand out. S16 stated that we should show respect to our elders.
The answer of S16 is as follows:

Figure 17.

Response of S16

4. Bu kitaptan ¢ikardifiniz mesaj/mesajlar nelerdir?
29 el 0 Loy b g

[What message(s) did you draw from this book?]

We should be respectful towards our elders.]

3.3.2. Findings Related to the Emotions Awakened by the Book

The responses regarding students' feelings about the book showed that all students
indicated that the book made them feel good.
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Figure 18.
Findings Related to the Emotions Awakened by the Book

HOW DID IT
MAKE YOU
FEEL?

l

GOOD
(S1,52,S3,54,55,56,57,58,59,510,S11,S12, S13
S14,516,S17)

>CURIOUS/FUN (S2,85,56,57,S8,S15, S16,S17)
>FR]ENDSHIP (S4,S11,S12,S14)

D TAKE LESSONS (S10)

Figure 18 shows that all students reported that the book made them feel good. Students
have indicated that the book sparked their curiosity and was enjoyable. Additionally, the subject
of the book, friendship, has also contributed to students having positive feelings about it. One
student reported feeling positive about the book because they learned from it. S14 stated that
the book made them feel good. The answer of S14 is as follows:

Figure 19.
Response of S4
7. Kitap nasil hissettirdi, neden?
oD Al | THET CLU2 S
b Arar il AN | =) e
o = =

[How did the book make you feel, and why?]
[The book made me feel good because I learned once again that friendship is a very significant
thing.]

For example, a student stated that they thoroughly enjoyed the book. The answer of S3
is as follows:

Figure 20.
Response of S3
7. Kitap nasil hissettirdi, neden?
( L 4 -— o4 -~ | ’ A
ik ) ' ""J'l e SuilA s P
\OA ('~ Aa Vi M
Y Doy ¢ Qw2 e L,J. I ok o -
7 0\ayau i / ¢ o > % e P ) 70 Njf)(ﬁ@f/‘ ""’ﬂ
4 Y e A L

[How did the book make you feel, and why?]

[ really enjoyed reading it. After reading it and finishing the entire series, I felt sad that I would
never be able to read such a beautiful book again.]
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3.4. Findings on Creative Reactions
3.4.1. Findings Regarding the End of the Book

The findings from students designing a new ending for the book were analyzed based
on the categories of friendship, happiness, education, and saying goodbye.
Figure 21.
Findings Regarding the End of the Book

FRIENDSHIP EDUCATION (S10)
(S4,55,56,87,S11

S14,516,S17) § /'
HAT KIND

OF ENDING?
HAPPY \ FAREWELL
(51,52,S8,S9,5S12,S13 (S3,S15)

When Figure 21 is examined, 8 students created an ending with the theme of friendship,
6 students created a happy ending, 2 students created an ending with characters saying
goodbye, and 1 student created an ending related to education.

Most of the students rewrote the ending of the book on friendship. Another group of
students created a happy ending using a traditional framework. One student mentioned that
Zackarina should begin school. Two students, however, suggested Sand Wolf's farewell. These
various suggestions showcase students' creativity and unique perspectives. One of the students,
S6, said that the book should have a happy ending. S6's answer is as follows:

Figure 22.
Response of S6

6. Siz olsamz kitabi nasil bir sonla bitirirdiniz, neden?
1 } !
¥ < I 16 o ca .

1 ~
au T | oy Be muls cech  Lidedins

[1f you were the author, how would you end the book, and why?]

[I would end it with a happy ending where the sandworms multiply and the individual
with the longing for friends ends up with more friends.]
3.4.2. Findings Regarding the Recommendation of the Book to Others

Findings regarding the recommendation of the book to others were analyzed in two
categories: "yes" and "no."



1737

Figure 23.

Findings Regarding the Recommendation of the Book to Others

RECOMMENDING
TO OTHERS

YES / \

(S1,52,83,54,55,56,57,S8, NO (S13)
S9,510,S11,S12,S14,S15 >RE1\DING FOR THE SAKE OF
S16,S17) READING (S13)

DFUN (52,54,85,57,88,89,510,514,516)
DINFORMATIVE (56,58,517)
DFRIENDSHIP (S12,S14)

DSIMPLE/ EASY TO UNDERSTAND (S1)
DIMAGINATION(S11)

Figure 23 shows that almost all of the students would recommend the book to someone
else. Students recommend the book for several reasons: it's fun, informative, explores the
theme of friendship, expands their imagination, and is understandable and straightforward.
These differing opinions show that students have different evaluation criteria for the book.
However, humor elements, diverse perspectives, and concepts like friendship play a significant
role in the development of students. This can serve as a guide for identifying the subjects that
interest students during this age period. For example, S2 said they would recommend the book
to others because it was enjoyable. S2's answer is as follows:

Figure 24.

The answer of 52

8. Kitabi bagkalarina tavsiye eder misiniz, neden?
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[Would you recommend the book to others, and why?]

[1 would recommend the book to others. Because the book is fun and the writing is very clear.
Also, not spending too long on a single topic makes the book even better.]
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4. Discussion, Conclusion, and Suggestions

This study was designed to determine the reader responses of middle school students
to children's literature works titled “The Sand Wolf,” “More Sand Wolf,” and “Even More Sand
Wolf.” Students’ responses were categorized into four categories: personal connection
responses, evaluative responses, interpretive responses, and creative responses.

The study showed that students tend to identify with characters through individual
connection responses. Notably, the characters of Zackarina and Sand Wolf inspired students to
form correlations with their family members (mother, father, grandfather, cousin, etc.). This
shows that students understand the text by relating it to their personal experiences while
reading. The students made a connection between the characters in the book and their
surrounding environment. As Yavuzer (2001) stated, the identification process is influenced by
the age and developmental traits of the students and is initially established with their family
members. In this context, the study shows that students connect their reading experiences to
their personal lives by relating the characters in the texts they read to their immediate
surroundings. The studies by Karagoz (2018), Tosun and Dogan (2020), Ulusoy (2016), Uysal and
Ates (2020), and Yekeler and Ulusoy (2017) all indicate that students develop personal
connections with the characters in the text.

The reader's empathy with the character makes the story feel more personal (Allen &
Hancock, 2008). Replacing the character in the novel allows the reader to gain deeper insight
into the character's inner world and view events from their perspective. The respondents in this
study primarily compared characters to family members, such as siblings, cousins, grandparents,
fathers, mothers, and brothers-in-law. The literature shows that readers often compare
characters to either fictional characters or family members. For instance, Uysal and Ates (2020)
found that readers remembered both their own families and the fictional characters in the text.
According to Baki's (2023) research, readers have formed the strongest bonds with fictional
characters. This might be due to differences in the participants' age and developmental traits.
Because while individuals initially look up to their mothers, fathers, and close relatives during
the personality development and identification phase, these models can be replaced over time
by other figures such as friends, movie or book characters (Yavuzer, 2001). In this study, students
bond with characters and their families due to family members' curious, knowledgeable, and
entertaining personalities, as well as their skills, such as problem-solving and cooking. However,
students generally highlighted the positive traits of their families when discussing characters
and their families. Connections made to family members through literary characters provide
students with an opportunity to reflect deeply on their own family dynamics. Furthermore, such
associations can help students better understand, share, and enhance communication within
the family.

Based on the research findings, most students wished they could be Sand Wolf, one of
the book's main characters. Students wanted to be in Sand Wolf's position for various reasons.
Sand Wolf's qualities, including wisdom, freedom, benevolence, and adventurism, attract
students' attention and appreciation. The freedom and adventurous lifestyle presented in Sand
Wolf's story can be associated with the longing of young people to escape from their ordinary
lives and enter a more exciting world during adolescence. In fact, adolescence is a period marked
by the search for identity, and it's common for teens to be bored with routine life and eager for
more freedom and adventure (Demir & Karabacak, 2017). During this time, students may seek
to break free from their mundane daily routines and embark on exciting adventures. This is
closely linked to the desire to seek new experiences and discover oneself (Davila et al., 2021;
Rice and Brodrick, 2023). Therefore, the story of Sand Wolf can be described as one that inspires
young people to recognize their aspirations and desires, pursue their dreams, and stay
motivated. The findings of the studies indicate that the majority of students tend to identify with
the main character in the texts they read. In the study by Uysal and Ates (2020), readers
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expressed a desire to be in the shoes of the protagonist, The Little Black Fish. Similarly, in the
study by Baki (2023), students expressed a desire to be in the shoes of the protagonist, the Man
on the Wire. These findings reveal that protagonists in children's literature have a substantial
impact on readers and that students experience emotional closeness to the main characters in
the story. This also demonstrates that the protagonist plays a crucial role in understanding and
internalizing the text.

Two fundamental perspectives representing different moral approaches are highlighted
under the title, which examines students' judgmental reactions. A group of students found
Zackarina's behavior appropriate because she did not harm anyone. For these students, it is
essential that each person displays unique behaviors and stays true to their inner self. They
believe individuals have the right to act based on their preferences, as long as they do not cause
harm to others. This approach highlights a type of moral thinking that emphasizes individual
autonomy and free expression (Hou, 2023). These students, who concentrated on the nature of
the action and the individual's intention in their ethical evaluations, assessed Zackarina's actions
based on internal consistency and personal authenticity rather than their outcomes. This aligns
with an ontological view of ethics. Deontology assesses whether an action is correct based on
universal principles, regardless of its outcomes (Korner & Deutsch, 2023). In this context, the
students understood that Zackarina's sincere and harm-free awareness of her own desires was
significant for personal freedom and moral integrity. The other group mainly assessed
Zackarina's behavior based on social norms and responsibilities. These students believe that
individuals should act not only with their own will, but also with consideration for their
obligations to the environment and society; they critically interpret Zackarina's behavior in this
context. This approach emphasizes values like empathy, social cohesion, and collective
responsibility (Wang, 2023). For these students, being attentive to others' feelings and following
everyday rules are just as important as individual freedom. Therefore, Zackarina's ignoring her
family's expectations was considered a moral weakness by some students. This approach
demonstrates that students have developed their ethical reasoning skills, enabling them to
balance their social relationships better.

The students' recommendations to the protagonist strongly emphasize the importance
of adhering to family rules. Most students said that Zackarina should listen to her family. This
viewpoint emphasizes the significance of rules in fostering trust, commitment, and the stability
of family order. It was mentioned that obeying family rules is not only a matter of submission to
authority, but also a sign of mutual responsibility. In this context, students evaluated Zackarina's
behaviors within the framework of the trust relationship, a fundamental element of the family
structure. This evaluation suggests a need for healthier family dynamics.

When examining students' semantic and interpretive reactions to The Sand Wolf book,
it was found that the text evoked positive emotions and provided a meaningful reading
experience. All students stated that the book made them feel good and that they enjoyed the
reading experience. This demonstrates that literary texts have a profound influence on
individuals, affecting them both cognitively and emotionally. Throughout the text, students
developed a positive outlook on life and recognized how literature can serve as a tool for
personal awareness and internal growth. This indicates that students grasp the book not just as
a written work, but also by connecting it with their personal experiences and emotions (Wallace,
2021). In fact, readers' aesthetic approach to the book enables them to perceive literary works
as more than just sources of information; it also offers emotional and aesthetic experiences
(Glaveanu, 2014). The studies by Ulusoy (2016) and Cevik and Muldir (2019) found the following
result: students can counter literary texts with both positive and negative emotions. The
variability in results can be attributed to the fact that student reactions are complex, emotionally
charged, and rooted in personal experiences.
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Students' feedback shows they comprehend the underlying structure of the book's
messages. The themes emphasized by the students—such as friendship, patience, curiosity,
good behavior, sharing, noticing children, and family communication—demonstrate that the
work is grounded in core values. This indicates that students analyze the text not just
superficially but also more deeply, considering underlying values. In fact, the importance of
these values in social life and personal growth was highlighted. For example, some students
emphasized the importance of adhering to family rules, while others stated that empathy and
benevolence, demonstrated through good behavior, are valuable in all areas of life. These
statements indicate that students perceive the text not only as a work of fiction but also as a
guide that can shape their lives. The Sand Wolf can be regarded as a work that has the potential
to promote both individual consciousness and moral as well as social awareness among students
(Ulun & Erdal, 2023). Other studies in the literature also demonstrate that, through research
conducted using qualified literary works, students can interpret the text and provide reader-
centered answers (Ates and Aktas, 2020; Yildirim et al., 2021).

While examining the students' creative responses to The Sand Wolf book, it was noted
that they produced original endings through restructuring the text. These creative endings
should be viewed as a reflection of the personal and emotional connection that students form
with the text. Many students have created an ending that further emphasizes the friendship
between Zackarina and the Sand Wolf, imagining that this bond has endured for many years.
This shows that the theme of solidarity and friendship, a central part of the book, is internalized
by the students. This kind of final fiction created by students demonstrates their belief that
relationships between characters are permanent and their desire to provide emotional
fulfillment for readers. However, it is also shown that some students create fictional patterns
that adhere to traditional narrative schemes and have happy endings. This highlights the cultural
closeness and traditional text perception they share through the use of fairy tale structures.
However, this does not diminish the originality of the creative response; instead, it shows the
student's effort to rework the text through their personal aesthetic perspective. The study by
Uysal and Ates (2020) found that most students expected a positive outcome, while a small
group thought there might be a pessimistic one. These findings indicate that students'
expectations and perceptions about the future may vary.

However, some students have reinterpreted the ending of the book with a more
progressive and open perspective, associating it with the character's development line. For
example, students suggested that Zackarina start school, expand her social environment, or
make social contributions with the Sand Wolf. These constructive, developmental endings show
that students not only question the events within the text but also reflect on the character's
possible future and imagine new scenarios.

Most students said they would recommend the Sand Wolf to others. This preference
indicates a strong aesthetic and intellectual bond with the text. Similarly, Uysal and Ates's (2020)
research found that students recommended Little Blackfish to others, highlighting its universal
messages and the character's struggle for freedom as key reasons. In The Sand Wolf book, this
trend demonstrates that it serves as both reading material and an intellectual companion,
offering new perspectives on life. As a result, the students' creative reactions to The Sand Wolf
provide an opportunity to enhance both their aesthetic sensitivity and their ability to think
creatively, as well as their individual imagination. According to Hancock's (2008) creative
response category, students' ability to reconstruct the text and create alternative endings
transforms literary texts from passive objects into active participation. It allows them to engage
in a dynamic and meaningful interpretation process.

As a result, students evaluated the text not only as a fictional work but also as a reading
experience that fostered individual awareness and social sensitivity through their interaction
with the Sand Wolf series. This interaction provides meaningful contributions to both the
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emotional and cognitive development of students, thereby identifying that The Sand Wolf series
has a thought-provoking, enriching, and transformative effect on young readers.

Recommendations

In line with the findings obtained from this study, the following recommendations are
presented to support students’ interaction with literary texts and to more effectively integrate
reader-response-based reading practices into learning processes.

Systematic Monitoring of Reader Responses: Systematically tracking students'
responses to literary texts will contribute to the identification of individual reader profiles. This
will help plan and customize the teaching process according to the students' needs.

Examination of Reader Reactions by Age Groups: Analyzing reader reactions across
various educational stages—preschool, primary, secondary, and high school—and incorporating
classroom practices provides a more comprehensive understanding of how children at different
developmental levels engage with literature texts.

Use of Texts with Recognizable Characters: To help students express themselves and
connect personally with the text, include materials that feature characters they can easily
recognize during classroom activities.

The use of literary texts that raise questions about ethical, moral, and social norms offers
valuable opportunities for students to explore different viewpoints and develop their moral
reasoning skills. Such texts should be encouraged for classroom discussion.

Supporting Multilayered Literary Reading: Students' critical and meaning-focused
reading skills should be improved by analyzing themes, value structures, and implicit messages
in literary works. Therefore, teachers should develop structured activities for multi-layered
reading.

Enabling Creative Response and Productivity: Supporting the development of students'
creative thinking and productive skills through creative activities, such as rewriting literary texts,
creating alternative endings, or writing letters to characters in the classroom, is beneficial.
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