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ABSTRACT

This study examined how the intertextual reading method was incorporated into the updated Primary School
Turkish Language Curriculum in line with the 2024 Century of Tirkiye Education Model. Additionally,
the views of prospective classroom teachers regarding this method were analysed. The intertextual reading
method is based on a cognitive and critical approach that enables individuals to develop a deeper
understanding by establishing meaning relationships between texts. A basic qualitative design was adopted
in the study, utilizing the Primary School Turkish Teaching Programme and semi-structured interviews as
data sources. The data was analysed through content analysis. The study group consisted of 17 primary
school teacher candidates who had completed Turkish teaching courses. The findings revealed that the 2024
Turkish Teaching Programme does not directly incorporate the intertextual reading method; however, it
does include activities that encourage intertextual connections. Teacher candidates stated that the method
contributes to reading, comprehension, and critical thinking skills; however, they emphasised that the
programme does not provide sufficient clear and guiding statements in terms of application. It was
determined that issues such as time management and material procurement were encountered during the
implementation process. As a result, it was recommended that practical content be increased in teacher
training programs and that structured guidelines supporting the method be included in teaching programs
to enable the effective implementation of the intertextual reading method.
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Turkish language classes are one of the core subjects that support the linguistic,
cognitive, and cultural development of primary school students. In this context, the
Turkish language teaching curriculum has been consistently revised and restructured
to align with the country’s dynamic educational policies and changing socio-cultural
demands. Programmes that initially adopted an approach aimed at imparting basic
language skills have, over time, transformed into a more comprehensive structure that
develops communication skills, encourages critical and creative thinking, and
integrates technology and interdisciplinary approaches

In the period following the proclamation of the Republic, the 1924 Primary
School Curriculum Programme focused on teaching reading, writing, and basic
language skills, with the main objective of developing students' ability to write, read,
and speak Turkish correctly. The programme was structured to convey Republican
ideals and national values. Subsequently, the 1926 programme included practical
reading passages that developed life skills intending to establish a connection between
language skills and daily life (Aslan, 2011). The 1936 Primary School Programme
emphasised the use of ‘simple sentences and words’ in reading and writing instruction.
The 1948 Programme continued this approach, stating that sentences should be
divided into words, words into syllables, and syllables into letters during the teaching
process; the aim was to progress with teaching using texts appropriate to the children's
level. With this method, syllables were formed from letters, words from syllables, and
sentences from words (Binbasioglu, 1999). By 2005, with the transition to a
constructivist approach to education, an activity-based and student-centred model was
adopted. This model adopted a holistic approach to reading comprehension, writing,
and speaking skills by diversifying the types of texts. The 2018 Turkish language
teaching programme adopted a thematic learning model, structuring texts around
specific themes and integrating visual reading and media literacy skills into the course
content (Balci, 2010). As of 2019, a skill-based approach has gained prominence in
Turkish language teaching. During this period, listening, speaking, reading and
writing skills were addressed in a balanced manner, with an emphasis on
contemporary skills such as digital text reading and critical thinking (MEB, 2019).
Finally, in 2024, Turkish language education was integrated with digitalisation and
sustainable development goals within the framework of the Century of Turkiye
Education Model (TYMM). Enriched with innovative content, including Al-
supported language applications, digital text analysis, and online communication, this
model aims to address modern educational needs (MEB, 2024). This historical process
highlights the transformation of Turkish language education from its initial mission
of imparting basic language skills to a structure that aims to equip students with skills
appropriate to the needs of the age, such as communication, critical thinking, and
digital literacy.

The intertextual reading method defines reading and writing processes not
merely as individual activities, but as dynamic interactive processes involving the
discovery and analysis of meaning relationships between texts. The theoretical basis
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of this method is intertextuality theory. The intertextual reading method, based on
intertextuality theory, is considered an effective tool for developing students' reading
skills and enhancing their critical thinking abilities. This method encourages students
to establish meaningful relationships between multiple texts, question these
relationships, and form their own interpretations through intertextual interaction. For
example, students' ability to relate their previous literacy experiences to new texts
facilitates a deeper understanding of the material (Chi, 1995; Jin, 2024; Pengfei,
2023). Furthermore, this process equips students not only with the ability to identify
intertextual references but also to analyze their cultural and contextual meanings (Jin,
2024). This method removes the reading process from being an individual-focused
learning activity and places it in a social and cultural context. However, low levels of
intertextual awareness can make it difficult for students to apply certain strategies,
especially in the process of understanding conflicting texts (Tarchi & Ledesma, 2024).
This highlights the importance of metacognitive awareness in reading processes.
Teaching students intertextual integration strategies such as refutation, weighing, and
synthesis during the analysis of conflicting texts increases comprehension and depth
of interpretation. Intertextuality is also a valuable tool in an interdisciplinary context.
Intertextual approaches in the classroom combine scientific texts with storytelling to
develop students' thinking and language skills (Varelas & Pappas, 2006). In this
context, research on the development of creative writing skills in primary school
students has demonstrated that intertextual reading activities enhance vocabulary and
the ability to generate original ideas (Akdal & Sahin, 2014). Similarly, in computer-
supported collaborative literacy environments, establishing strong intertextual
connections between written texts, face-to-face discourse, and classroom culture
contributes to the creation of a social interaction-based learning model (Staarman,
Aarnoutse & Verhoeven, 2003). Intertextuality makes the individual's relationship
with texts more personal and meaningful. Readers experience personal transformation
and establish a deeper connection with the text by relating written works to their own
experiences (Chi, 1995). This process can become more meaningful and
transformative through the structuring of intertextuality with questions that enable
inference (Bas, Avsar Tuncay & Akyol, 2014). In addition, this approach supports
critical citizenship awareness and encourages individuals to engage critically with
different cultural texts (Elkad-Lehman & Greensfeld, 2011). The production of
reliable meanings and acceptable interpretations of texts in the reading process is
made possible through the effective use of intertextual awareness (Adetuyi & Olatayo,
2016).

Intertextuality theory and its applications not only improve students' reading and
writing skills, but also enable them to develop critical thinking, analytical skills, and
a deeper understanding of cultural contexts. By applying these skills outside the
classroom, students can enhance their overall literacy skills, providing a solid
foundation for future learning processes and career development (Pengfei, 2023). It
can be said that intertextual experiences can contribute to a sustainable learning
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process and have the potential to create a more engaging learning environment for
students.

The intertextual reading method plays a central role in contemporary educational
approaches, particularly in developing critical thinking, meaning construction, and
intertextual connection skills. This method encourages students not only to focus on
individual texts but also to discover the relationships between texts, evaluate different
perspectives, and thus create a broader network of meaning. Given the increasing
importance of analytical thinking, interdisciplinary connections, and critical approach
development skills in today's educational understanding, the integration of the
intertextual reading method into education is seen as an inevitable necessity.

While the updated Primary School Turkish Language Teaching Programme,
aligned with the 2024 Tirkiye Century Education Model, emphasizes key priorities
such as sustainability, digitalization, and interdisciplinary integration, limited
attention has been given to how intertextual reading is conceptualized within this
framework and whether it is pedagogically viable at the primary level. The potential
of intertextual reading to develop students' critical thinking and meaning-making
skills, as well as its role in Turkish language education, is noteworthy. This method
enables individuals to understand different cultural and disciplinary contexts,
establish relationships between texts, and approach information critically, thereby
transforming them into active individuals in the information age (Ahmadian &
Yazdani, 2013; Rechin, 2023). It is stated that TYMM offers a student-centred, skill-
based structure integrated with national values, and that teaching programmes are
shaped by innovative approaches such as digital literacy, skills training, and the virtue-
value-action model (Akpinar & Kdoksalan, 2024; Banaz, 2024; Yildirim & Caliskan,
2024). However, current studies seem to focus more on conceptual areas such as
programme development processes, philosophical and theoretical foundations,
student profiles, and digital literacy. For example, Akpinar and Kdksalan (2024)
theoretically analysed TYMM based on the K-12 Skills Framework, pointing out the
model's holistic development goals, while emphasising that social-emotional
components were not sufficiently integrated with national identity and local touches.
Banaz (2024) examined the middle school Turkish language curriculum from the
perspective of digital literacy, analysing the intensity of concepts such as ‘digital,’
‘multimedia,” and ‘artificial intelligence’ in the content. Yurdakal (2024) evaluated
the primary school Turkish teaching programme in terms of its structural and
application-oriented components, highlighting both positive developments and
shortcomings, particularly in areas such as assessment, preparation for writing, and
teaching strategies. Furthermore, Yildirim and Caligkan (2024) examined components
of the TYMM, including student competencies for the 21st-century human profile,
value-action balance, and skill transfer. Meanwhile, Ulgay (2024) evaluated the
model's general objectives, technology integration, and approaches oriented towards
global competition. The study conducted by Cayir and Unveren (2025) provided
examples of strategies aimed at reaching the structural layers of the text in line with
the ‘deep understanding’ learning outcomes in the 2024 Middle School Turkish

120



JEES; 2026; 59(1), 117-174

programme. Arslankara and Arslankara (2024) examined the ontological,
epistemological, and axiological foundations of the model and evaluated the vision of
the Turkey Century Education Model. However, it is observed that all these studies
focus more on the developmental aspects of the programme, its philosophical
background, student profile, or simplification approaches; in contrast, no specific
examination of the intertextual reading method within the TYMM framework has
been conducted, and this method has not been directly addressed. The intertextual
reading method plays a central role in contemporary educational approaches,
particularly in developing critical thinking, meaning construction, and intertextual
connection skills. In this sense, intertextual reading is considered a tool that aligns
with the learning environments advocated by critical pedagogy and contributes to
students' development of multifaceted thinking, questioning, and alternative
perspectives. Critical pedagogy offers an approach that aims to transform students
from mere recipients of information into active agents of their own learning processes
(Giroux, 2021; Matthews, 2014). This approach encourages the questioning of power
relations, fosters sensitivity to diverse perspectives, and creates an environment of
intellectual freedom in the classroom (Dehler, Welsh, & Lewis, 2001; Fobes &
Kaufman, 2008). The intertextual reading method also equips students with
interdisciplinary thinking skills through polyphonic text structures, enabling them to
establish connections between different cultural and social perspectives. In this
respect, intertextual reading develops students' questioning, evaluation and
independent thinking skills in a manner consistent with critical pedagogy (Currie &
Knights, 2003; Pinedo, Vossoughi & Lewis, 2021). However, structural factors such
as predetermined learning outcomes, content density, or time constraints in teaching
programmes can make it difficult to fully implement this approach (Polat, Saglam &
Celik, 2023). This situation points to an implementation gap that may conflict with
critical pedagogical goals aimed at making the voices of disadvantaged groups visible
(Murtiningsih et al., 2024). The intertextual reading method enables students to
establish a critical relationship not only with the content of the texts but also with the
Isocial and cultural contexts to which these contents belong. Therefore, for the method
to be effectively implemented, it is necessary to create classroom environments that
are compatible with critical pedagogical approaches and to develop teaching strategies
aligned with this approach.

The new curriculum is expected to provide a framework that will enable teacher
candidates to understand this method pedagogically and apply it effectively. However,
questions such as the extent to which this framework is successful and how teacher
candidates' perceptions of the method and their approach to its application are shaped
remain unanswered. While existing research indicates that intertextual reading is
associated with improved academic achievement (Bekpenbetova et al., 2025), there
are a limited number of studies on how this method is evaluated from the perspective
of teacher candidates. Therefore, it is believed that this study, which aims to determine
the place of intertextual reading within the innovative educational approach of
TYMM, offers a unique contribution to the literature.
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This study aims to examine how the intertextual reading method is incorporated
into the Turkish Language Teaching Programme, which has been updated in line with
the 2024 Turkey Century Education Model, and to reveal pre-service classroom
teachers' knowledge levels, awareness, and approaches regarding this method. The
questions to be answered in the study, in line with this problem, are as follows:

1. How is the intertextual reading method incorporated into the Turkish
Language Teaching Programme, which has been updated in line with the 2024 Turkey
Century Education Model?

2. What are the views of prospective classroom teachers on the intertextual
reading method?

Method

This section provides information on the research model, characteristics of the
study group, data collection tools used, ethical committee approval, and data analysis.

Research Model

The purpose of this study is to examine the structure of the intertextual reading
method in the Turkish Language Teaching Programme and to investigate pre-service
classroom teachers' knowledge, awareness, and pedagogical attitudes towards this
approach. In line with this purpose, a basic qualitative research design was preferred
in the study. Qualitative research designs aim to provide a deep understanding of how
participants perceive, experience, and interpret a phenomenon without relying on a
specific theoretical framework (Merriam, 2009). Within the scope of the research,
descriptive content analysis and interview techniques were used in conjunction to
analyze how the teaching program is structured in the context of intertextual reading
and teacher candidates' perceptions of this method. In this context, the basic
qualitative pattern provides an opportunity to examine and interpret teacher
candidates' pedagogical perspectives on the intertextual reading method, their
awareness of the teaching process, and their views on the method.

During the research process, document review and semi-structured interview
methods were used in conjunction to analyze the content of the programme and gather
qualitative data on the teacher candidates' thoughts on the method. The basic
qualitative research design is frequently employed in studies aimed at understanding
individuals' pedagogical approaches, professional awareness, and educational
decisions, particularly in educational contexts, and in this respect, it is directly
relevant to the research's purpose. Since the research questions focus on how this
method is understood by teacher candidates, what kind of pedagogical meanings are
attributed to it, and how it is positioned in educational processes, the basic qualitative
design provides theoretical and methodological coherence in this context.
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Study Group

The working group for this study comprises 17 prospective classroom teachers,
selected using a purposive and criterion-based sampling method. Purposive sampling
is a method that enables the selection of individuals directly related to a specific
research problem, providing meaningful and in-depth information (Patton, 2015).
Criteria sampling is a type of sampling in which participants who meet specific criteria
are selected (Creswell, 2013). Specific criteria were used to select the study group.
The criteria for participation in this study were determined as follows: (i) being a
prospective classroom teacher, (ii) having completed a Turkish language teaching
course, (iii) having basic knowledge of the intertextual reading method, and (iv)
agreeing to actively participate in the research by volunteering. The principle of data
saturation was used to determine the sample size. In qualitative research, when the
number of participants reaches a certain point, it is generally observed that collecting
new data is not meaningful and that the existing data sufficiently answers the research
questions (Lincoln & Guba, 1985). Therefore, considering the emergence of recurring
themes in the interviews and the decreasing likelihood of obtaining new information,
the sample size was kept at the determined level.

Of the 17 participants in the working group, 12 are female and 5 are male, with
ages ranging from 20 to 24. The participants are prospective teachers from different
regions of Turkey, and this diversity reflects the distribution of student profiles in
education faculties. Detailed information on the demographic characteristics of the
participants is presented in Table 1.

Table 1

Participants' Gender, Age, and Regional Distribution

Southeastern Anatolia

Characteristic Subcategories f
Female 12
Gender
Male 5
Age Range 20-24 17
Central Anatolia 5
Eastern Anatolia 4
Black Sea 3
Regional Distribution 9
Marmara
2
1

Mediterranean
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During the research participation process, teacher candidates were provided with
detailed information about the purpose, process, and confidentiality principles of the
research. In the initial interviews, explanations were provided about the research
content, and participants' questions about the process were addressed. It was
emphasized that participation was entirely voluntary. In this regard, participants
signed an informed consent form and were included in the research. During the
interviews, a suitable environment was created for participants to express their
thoughts openly and comfortably. Leading statements were avoided, and teacher
candidates were encouraged to share their opinions freely. To increase the reliability
of the process, participants were given the opportunity to provide additional
explanations for their answers, and follow-up questions were asked as necessary. The
researcher maintained a neutral stance, ensuring that participants could freely express
their own thoughts.

The study adhered to ethical principles and ensured the confidentiality and
anonymity of participants. Prior to the interviews, participants were provided with an
informed consent form, which stated that personal information would be kept
confidential on the basis of their voluntary participation. In addition, interview data
was encrypted and used solely for research purposes.

Data Collection Tools and Process

In this study, to answer the first research question, the Maarif Model Turkish
Teaching Programme (MEB, 2024) was examined using descriptive content analysis
as the data source. The relevant document was obtained from the internet and analysed
within the framework of the headings ‘process component’, ‘learning outcomes’,
‘sample activities’ and ‘assessment’ determined in line with the research objectives.

Secondly, data was collected using a semi-structured interview technique. Semi-
structured interviews offer the researcher flexibility while allowing participants to
convey their experiences in depth (Merriam, 2009). This method aimed to provide an
in-depth understanding of the participants' thoughts and awareness regarding the
intertextual reading method. Audio recordings were made during the interviews to
increase the reliability of the data and enable detailed analysis. The interview
questions were designed to align with the research objectives, and their formulation
was informed by a review of the relevant literature during the design process. To
ensure the validity and reliability of the interview form, opinions were sought from
three field experts, and necessary adjustments were made in accordance with their
suggestions. Additionally, a pilot interview was conducted with three teacher
candidates to assess the comprehensibility of the form, and the questions were revised
based on the feedback received during this process.

Ethical principles were adhered to throughout this process, and the
confidentiality and anonymity of participants were ensured. Prior to the interviews,
participants were presented with an informed consent form, which stated that personal
information would be kept confidential on the basis of their voluntary participation.
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Furthermore, interview recordings were encrypted and used solely for research
purposes.

The interview form consists of questions designed to assess teacher candidates'
knowledge levels, awareness, and pedagogical approaches related to the intertextual
reading method. The questions aimed to reveal participants' perceptions of how they
defined the concept of intertextual reading, how they positioned this method in
Turkish language teaching, what benefits they thought it provided for students, and
what kinds of difficulties they might encounter in practice. The interview form was
developed by reviewing the literature in the field and consulting with experts; after
ensuring content validity, it was used in the data collection process.

Ethical Committee Approval

The study was deemed ethically sound by the Scientific Research and
Publication Ethics Committee of Ankara University's Faculty of Education Sciences,
as per its ethics committee decision dated January 14, 2025, and numbered 01/21.

Data Analysis

First, a descriptive content analysis was conducted on the Maarif Model Turkish
Language Teaching Programme (MEB, 2024). Descriptive content analysis is a
technique that involves the systematic examination of written or spoken materials.
This method enables data to be analyzed within specific categories and organized
according to existing themes (Fraenkel, Wallen, & Hyun, 2023). In this context, the
relevant document was systematically examined, and the teaching programme's
approach to intertextual reading method was evaluated using an explanatory approach.
Accordingly, the Maarif Model Turkish Language Teaching Programme (MEB, 2024)
was examined using descriptive content analysis and evaluated within the framework
of four main themes: (i) Intertextual reading and critical thinking, (ii) Intertextual
reading activities in the curriculum, (iii) Intertextual reading and cognitive processes,
and (iv) Teacher guidelines and pedagogical guidance. Within the first theme, the
contribution of intertextual reading to the process of developing critical thinking skills
in students was examined, and how students establish relationships between different
texts was evaluated. In the second theme, activities that directly or indirectly support
intertextual reading processes in the curriculum were identified, and the extent to
which the curriculum internalises this method was analysed. Within the third theme,
the programme's support for students' cognitive processes, such as meaning
construction, comparison, and establishing intertextual connections, was addressed.
Finally, the pedagogical guidance elements provided in the programme on how
teachers can integrate intertextual reading methods into classroom practices were
examined, and the adequacy of the guidance provided for teaching processes was
discussed. In this context, the relevant teaching programme was systematically
analysed in line with the defined themes, and the extent to which intertextual reading
method were structured was evaluated using an explanatory approach.
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Secondly, the data obtained from the interviews were converted into written
format. After transcription, content analysis and descriptive analysis methods
commonly used in qualitative data analysis were applied. During the analysis process,
the data were systematically coded, classified according to the identified themes, and
similarities and differences between the participants' views were revealed. In the
coding and thematisation processes, an independent researcher re-examined the data
to ensure its validity and reliability, and inter-coder agreement was achieved. Inter-
coder agreement was calculated according to the formula proposed by Miles and
Huberman (1994) and determined to be 84.62%. In qualitative research, an agreement
coefficient of .80 or higher indicates that the analysis process is reliable. In this regard,
the data obtained in the study confirmed that the analysis process was consistent and
reliable. The high level of agreement in the coding process indicates that there were
minimal differences in interpretation among researchers and that the analysis process
was conducted systematically.

Results
This section presents the findings obtained within the scope of the research.
I. Results Related to the Research Problem

In this research question, how the Primary School Turkish Teaching Programme,
which was updated in line with the 2024 Turkey Century Education Model,
incorporates the intertextual reading method was examined in detail through
descriptive content analysis.

Intertextual Reading in the 1st, 2nd, and 3rd Grade Turkish Teaching Programmes

The primary school Turkish teaching programmes, which were updated in line
with the 2024 Turkey Century Education Model, do not directly include the concept
of intertextual reading, but they do include activities that can support students in
establishing connections between different texts. From the 1st grade onwards,
activities such as constructing meaning with images, completing stories, and
sequencing events are emphasized at a basic level. In the 2nd grade, processes such
as comparison, relating narrative types, and listening-reading integration come into
play. At the third-grade level, critical thinking skills are supported, and students are
guided towards processes such as constructing meaning between texts, analysing
narrative forms, and questioning the author's messages.

In this process, it has been determined that the programme includes activities
aimed at helping students acquire skills related to intertextual reading, such as
thinking in a multi-text context, comparing different narrative types, and developing
a critical perspective. However, it has been found that these activities do not directly
include intertextual reading method and do not systematically guide students.

Table 2 evaluates activities that indirectly support intertextual reading processes
at the 1st-, 2nd-, and 3rd-grade levels.
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Activities Supporting the Intertextual Reading Process (1st, 2nd, and 3rd Grades)

Activity Description Evaluation in Terms of Intertextual Reading
In 1st grade, students are encouraged to make
) predictions about the new text using visuals.
Making Before reading a text, |n2nd grade, a more systematic connection is
Predictions students make predictions made between the visuals and the events in
from Visuals ~ Dased on the fitle and the text. In 3rd grade, students are expected to
visuals. justify their predictions and relate them to
different parts of the text.
In 1st grade, short narratives with similar plot
) structures are compared. In 2nd grade,
_ Different texts on the same stydents explore similarities and differences
Comparing theme are read, and their among various text types. In 3rd grade,
Texts similarities and differences stydents conduct deeper comparisons by
are evaluated. evaluating the author’s language and
narrative style.
In 1st grade, students make direct predictions
about the continuation of events. In 2nd grade,
Predicting Students  predict what cayse-and-effect relations are used to
Before and happened before or after the

After Events

events in a text..

establish context. In 3rd grade, intertextual
linking skills are developed by building
connections between events.

In 1st grade, students directly illustrate the
events in the text. In 2nd grade, they identify

Supporting  the Students illustrate  Or key elements of the text and visualize them.
Text with graphically represent the |n 3rd grade, intertextual reading is supported
Visuals texts they read. through reflection on how events can be

depicted from different perspectives.

In 1st grade, simple stories and listening

activities are compared. In 2nd grade, the
Comparing Students make connections Same event is presented through different
What is Read between written and spoken Narrative forms. In 3rd grade, intertextual
and Heard texts. reading is strengthened by establishing

connections  between informative and

narrative texts.

Questioning the
Author’s
Messages

Opinions presented in texts
are analyzed and critically
evaluated.

In 1st grade, students identify the main
message of the text. In 2nd grade, they
explore whether similar or contradictory
messages exist across different texts. In 3rd
grade, the author’s perspective and implicit
meanings in the text are critically evaluated.

The studies conducted show that, although there are no direct guidelines for
intertextual reading processes in grades 1, 2, and 3, there are various activities that
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encourage students to relate different texts to each other. In this process, 1st grade
students focus more on developing basic prediction and visual interpretation skills,
while 2nd grade students focus on comparing narrative types and evaluating events in
terms of cause-and-effect relationships. In the third grade, students compare texts with
a more critical perspective, analyse the author's point of view, and focus on the
relationships between different narrative forms. However, the lack of direct guidance
on intertextual reading processes in the programme is a significant shortcoming. In
particular, the lack of clear guidelines for systematic comparisons between different
texts limits students' ability to develop intertextual thinking skills. While students are
expected to consciously relate different narrative types or texts with similar themes,
the programme lacks a step-by-step plan to guide these processes. In addition, the fact
that the activities used in grades 1 and 2 are largely text-focused reveals a lack of
guidance in consciously establishing intertextual connections. For example, in a story
completion activity, students are not encouraged to make connections with previously
read texts; they are only expected to focus on the text at hand. However, guidelines
that enable students to activate their prior knowledge in such activities would
contribute more to the internalisation of intertextual reading processes. Furthermore,
while the programme is expected to make intertextual reading strategies more
conscious and systematic as it progresses to higher grades, even in the third grade, this
process remains at the level of individual evaluation and critical commentary. The
lack of structured activities aimed at establishing direct connections between texts
may cause students to analyse only a single text and limit their intertextual thinking
processes.

Intertextual Reading in the 4th Grade Turkish Language Teaching Programme

When examining the 4th Grade Turkish Language Teaching Programme, which
has been updated within the framework of the 2024 Turkey Century Education Model,
it is observed that the term ‘intertextual reading’ is not directly included in the
programme. However, the programme's skill-based structure aims to develop students'
cognitive skills, such as critical thinking, comparison and interpretation, by
establishing connections between different texts (MEB, 2024).

The Turkish Language Teaching Programme, updated within the framework of
the 2024 Turkiye Century Education Model, does not explicitly define the intertextual
reading method; however, it includes various structures and achievements that can
develop students' skills in this direction. A descriptive content analysis of the
programme's content revealed that intertextual reading processes are indirectly
supported through conceptual skills such as TAB2. Reading area skills and, in
particular, KB2.7 Comparison, KB2.10 Inference, KB2.14 Interpretation, KB2.17
Evaluation, and KB2.20 Synthesis. These skills correspond to cognitive processes that
encourage students to establish connections between multiple texts, construct
meaning, and make critical evaluations.
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The following Domain Skills and Conceptual Skills, which are related to the
intertextual reading process and can contribute to this process, are specified in the 4th-
grade Turkish language teaching programme:

KB2.7 Comparison: Analysing similarities and differences by comparing
different texts.

KB2.10 Inference:
information.

Creating intertextual context and integrating

KB2.14 Interpretation: Evaluating the information provided in texts and
forming one's inferences.

KB2.17 Evaluation: Analysing the statements in texts from a critical
perspective.

KB2.20 Synthesis: Combining information obtained from multiple texts to
create new information.

These skills enable students to understand different texts in depth by relating
them to each other and are considered part of the intertextual reading process. In this
context, the activities included in the Fourth Grade Turkish Teaching Programme that
support intertextual reading comprehension, along with the types of connections
contained in these activities, are presented in Table 3.

Table 3

Activities and Types of Connections Supporting Intertextual Reading Comprehension
in the Fourth Grade Turkish Language Teaching Programme

Activity Description Type of Connection
Students gain  background They acquire prior knowledge
Building Bridaes knowledge through various using visual and auditory materials
9 9 materials, including videos, and establish similarities and

presentations, and songs. differences with other texts.

Prediction
Reading

Before

Students make predictions about
the content based on the title and
visuals.

They make inferences about the
new text by linking it to previously
known events and characters.

Story Creation

Students are asked to create their
own stories similar to the events
in the text.

They recreate the text in a new
context by using its main elements;
they compare fictional
components with those in other
texts.
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Table 3 (continued)

They attempt to understand the
emotions of text characters,
compare them with similar
characters, and establish
intertextual connections.

Dramatization Events or characters in the text
are dramatized.

They access different texts dealing
Students  conduct  research with the same theme and compare
Use of Digital Tools  related to the text using digital texts by building connections
resources. through a broader pool of
information.

By visualizing the events and
Students draw or design visuals concepts in the text, they relate
related to the text they read. them to similar themes found in
other texts.

Visual Creation

They integrate events or characters
from the text into games, establish
links with the plots and characters
of other texts, and reconstruct
them.

They develop a critical perspective
by comparing the messages of
different authors and make
comparisons between texts.

They interpret the same plot from
The text is rewritten from a different perspectives, establish

Rewriting the Text different perspective. connections with other texts, make
comparisons, and utilize their

creativity.

Game Design Games are created based on the
content of the text.

o Students question the author's
Questhnlng the messages and evaluate them in
Author’s Messages  [ight of their own opinions.

The 2024 Primary School 4th Grade Turkish Teaching Programme does not
directly address the concept of intertextual reading, but it does include various
activities and skills that support students in establishing connections between different
texts. The programme's skill-based approach provides a structure for developing
students' critical thinking, meaning-making and multi-faceted evaluation skills in their
reading processes. In this regard, the activities included in the programme provide
learning experiences that enable students to establish relationships between different
text types, structure information and deepen their intertextual meaning-making
processes. However, it has been determined that the programme does not
systematically address the intertextual reading method directly, but rather includes
activities that can develop students' multiple text reading skills through indirect
means. In particular, activities such as bridging, predicting before reading,
storytelling, dramatisation, using digital tools, creating visuals, designing games,
questioning the author's messages, and reimagining the text have been found to
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contribute to students' processes of relating different texts.

The bridge-building activity helps students evaluate the new text in a broader
context by obtaining information from different media types before reading the text.
This process enables students to activate their prior knowledge and establish
meaningful connections between the text and other sources. Similarly, the pre-reading
prediction activity enables students to anticipate the content of a new text based on
their previous reading experiences and knowledge base. This activity provides
students with the opportunity to recall texts they have previously encountered and
establish connections between them.

Story creation and dramatisation activities enable students to create new
narratives inspired by the texts they have read and to reconstruct the text in a different
context. In the context of intertextual reading, students can analyse narrative structure
and character development through these activities and produce their own content by
comparing similarities or narrative techniques between different texts. The
dramatisation activity contributes to students' deeper understanding of the characters'
motivations and the plot by dramatising the events in the text.

The digital tool use activity enables students to develop their meaning-making
skills in a multi-text context. In this process, students can acquire information from
different sources, compare different texts written on similar themes, and gain a
multifaceted perspective. Research conducted with digital resources enables students
to develop a critical perspective in both intratextual and intertextual contexts. Visual
creation and game design activities also contribute to students' ability to restructure
the texts they read in different forms of expression and develop their intertextual
thinking skills.

The activity of questioning the author's messages contributes significantly to the
development of critical reading skills in the context of intertextual reading. Through
this activity, students have the opportunity to question the authors' messages and
compare the perspectives presented in different texts. The text rewriting activity
deepens intertextual thinking processes by offering students the opportunity to
approach the text they have read in a different context and reshape the narrative.

Such activities enable students to go beyond understanding a single text and
build bridges between multiple texts, deepening their meaning-making processes.
Students have the opportunity to evaluate information in a multifaceted way by
establishing connections between different text types, narrative forms, and
perspectives. The fact that intertextual reading processes are not directly addressed in
the curriculum is considered a situation that may limit students' acquisition of these
skills. However, the various activities included in the programme provide a platform
that will indirectly contribute to the development of students' intertextual thinking
skills. Therefore, structuring the intertextual reading method in a more conscious and
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systematic way in the curriculum will enable students to develop their skills in
working with multiple texts more effectively.

It has been determined that primary school Turkish teaching programmes
contribute indirectly to intertextual reading processes. The process, which begins in
the 1st grade with activities such as interpreting visuals, completing stories, and
making predictions using prior knowledge, continues in the 2nd and 3rd grades with
the development of cognitive skills, including comparison, inference, text association,
and evaluation. In the fourth grade, it is supported by activities that develop students'
critical thinking and conscious comparison of different texts. However, it is seen that
the programmes do not directly include intertextual reading methods and do not
systematically guide them. This situation may limit students' ability to develop their
intertextual connection skills directly. In addition, the thematic structures included in
the curriculum also contribute indirectly to the intertextual thinking process. In
particular, it has been observed that themes such as “Virtues,” ‘National Struggle and
Atatiirk,” ‘Nature and Humans,” and ‘Our Library’ include guiding statements that
enable students to establish connections between texts based on their own experiences,
evaluate different perspectives, and produce interpretations in the context of values.
These themes provide a supportive foundation for students' intertextual reading skills
not only in terms of knowledge but also in terms of interpretation, comparison, and
value transfer.

I1. Results Related to the Research Question

This research question examined teacher candidates’ views on the intertextual
reading method in detail. The experiences and suggestions shared by the participants
were examined in terms of various dimensions, such as the educational effects of the
method, its contributions to the Turkish language teaching programme, its role in
reading and comprehension skills, its integration into teaching practices, its effect on
the development of critical thinking, and the difficulties encountered. The findings
offer guidance on understanding how the intertextual reading method impacts
educational processes and how to apply it effectively. The findings are detailed below
under thematic headings.

The findings are detailed below under thematic headings. The themes related to
the intertextual reading method are presented in Figure 1.
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Figure 1
Themes Related to the Intertextual Reading Method

General Views on the Intertextual Reading Method ’

Contributions to the Turkish L?—]E

Language Curriculum ‘ @ Effects on Reading and

Comprehension Skills

Critical Thinking and Diverse é} ’

; T Integration into Instructional
Perspectives ,.*;_1.],

Practices

&@ Potential Challenges and Solution
Proposals

In the context of Integration into Teaching Practices, the views of teacher
candidates on how they can apply the intertextual reading method in the classroom
are examined. In the context of Contributions to the Turkish Language Teaching
Programme, the compatibility of the intertextual reading method with the updated
Turkish Language Teaching Programme, which aligns with the 2024 Turkey Century
Education Model, and its contributions to the programme are at the forefront. In the
theme of Effects on Reading and Comprehension Skills, opinions on the effects of this
method on students' reading and comprehension skills are at the forefront. In the
context of Potential Difficulties and Solution Suggestions, the difficulties encountered
by teacher candidates when applying the intertextual reading method are evaluated,
along with the solution suggestions they have developed to address these difficulties.
The theme of Critical Thinking and Different Perspectives examines the contributions
of the intertextual reading method to the development of students' critical thinking
skills. In this context, the views of teacher candidates on the intertextual reading
method, along with the identified themes and codes, are presented in Table 4.
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Table 4
Prospective Teachers' Views, Themes and Codes Related to Intertextual Reading
Method
Theme Code Opinions
“The intertextual reading method offers an

General Views
on the
Intertextual
Reading
Method

Positive attitude

Diversity in learning

Hybrid instruction

Individual learning pace

Creative thinking

environment suitable for different learning styles. It
enables learning from various angles in a way that
captures students’ interest.” (K3)

“This method can provide a more holistic structure to
lessons. For instance, using a table or graph related
to a story allows students to establish connections
more easily.” (K5)

“Using different types of texts together can increase
student participation and make learning more
enjoyable.” (K8)

“With this method, students not only learn but also
develop creative thinking. Especially working with
materials from different disciplines helps them
evaluate events from a broader perspective.” (K2)

Contributions
to the Turkish
Language
Curriculum

Enrichment  of  the
learning process

Appeal/Attractiveness
Use of diverse text types

Development of multiple
perspectives

Detailed comprehension
skills

“Encountering different genres like poems, stories,
and news articles can strengthen students’ language
skills and comprehension capacity. ” (K6)

“Including this method in the curriculum can reinforce
language skills and increase students’ interest in
different text types. Each genre offers a unique
contribution.” (K11)

“Implementing this method in Turkish lessons is a
great opportunity to promote reading habits.
Comparing different texts may be engaging for
students.” (K7)

“The curriculum can offer a tool to develop reading,
writing, and comprehension skills through this
method. It can also make lessons more creative.”
(K12)

(continued)
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Impact on
Reading  and
Comprehension
Skills

Working with multiple
texts

Development of
interpretation skills

Strengthening
processes

thinking

Active participation

“When students see a poem or a picture related to a
story, they learn to establish connections across
genres, which reinforces their reading skills.” (K4)

“Reading and comprehension skills can be enhanced
with this method. Students can better understand
events by analyzing the same theme across different
genres.” (K10)

“Students' interpretation skills can improve through
this method. Different genres can open up new ways of
thinking for them.” (K9)

“I believe this method will also enhance writing and
thinking processes alongside reading. It should be
included more in school programs.” (K1)

Integration into

Station method
5E model

Collaborative learning

“I can use this method within the SE model, starting
with a chart or table in the engagement phase to
stimulate students’ thinking.” (K2)

“By organizing group activities in class, each group
can be given a different genre of text and asked to
analyze it.” (K4)

“Through the station method, a different genre can be

Teaching offered at each station to support intertextual
Practices Use of various materials connections among students.” (K6)
Grouping “During a drama activity, I may ask students to act out
a story. This could enhance their interest in texts.”
(K13)
“This method can help students see and critically
evaluate different perspectives on an event or idea.”
(K7)
Developing critical
thinking skills “Different thinking styles can be discussed over a
Critical single text. This supports students in respecting peers’
Thinking and Variety of viewpoints perspectives and developing empathy.” (K5)
Perspective-
Taking Peer learning “Seeing different genres together can help students

gain a broader perspective and approach events more
creatively.” (K11)
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Table 4 (continued)

Potential “Time management may be challenging during
Challenges and implementation. | plan to use this method for more
Solution limited learning outcomes..” (K1)

Suggestions -
Time management .

9 “Lack of materials may be a problem. In such cases, 1

can develop creative solutions using nature or simple

materials..” (K9)

“At first, students may struggle to build connections
between texts. Asking guiding questions and providing
more examples can help solve this.” (K8)

“Students may be unfamiliar with the content of some
texts. In such cases, | plan to begin the process by
providing background information.” (K12)

The findings obtained within the scope of the research shed light on different
aspects of the intertextual reading method. The findings encompass various aspects of
the method, including its impact on students' reading and comprehension processes,
its alignment with the curriculum, its contribution to developing critical thinking
skills, and the challenges encountered during its implementation.

Prospective teachers' views on the intertextual reading method emphasize its
potential to foster multifaceted thinking, empathy development, and creativity in
students. Participants' statements indicate that the method can nurture not only
academic but also social-emotional development. For example, one participant said,
“This method offers students both a creative space and a platform to develop their
reading skills through the combination of different genres” (KS8), while another
emphasised the interdisciplinary nature of the method with the statement, “When they
see a poem or a picture related to a story, they can learn to make connections between
these genres, which can reinforce their reading skills” (K4). Another participant
pointed out the contribution to cognitive diversity, saying, “This method can increase
students' interpretation skills. Different text types can open up new ways of thinking
for students.” (K9) Yet another teacher candidate stated, “Different ways of thinking
can be discussed on a text. This supports students’ respect for each other's
perspectives and the development of empathy” (KS5), revealing the method's
contribution to a democratic classroom culture. Participants also offered suggestions
for implementation, sharing ideas on how the approach could be applied in the
classroom with concrete examples such as, “I can produce creative solutions using
nature or simple materials” (K9) and “With the station method, a different text type
can be presented at each station” (K6).

Participants generally expressed a positive view of the intertextual reading
method. This method stands out for providing an environment that suits different
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learning styles, offering hybrid teaching opportunities, and accommodating individual
learning speeds. It was also noted that it contributes to the development of students'
creative thinking skills. For example, one participant emphasised that this method can
be used to create holistic learning environments, stating, “With this method, lessons
can take on a more holistic structure” (K5). Another participant stated that the method
enriches learning processes, saying, “This method provides a more effective learning
environment with the use of multiple materials, adapting to individuals' different
learning styles” (K3). Another participant emphasised the method's contribution to
the learning process, saying, “Using different types of texts together can increase
student participation in lessons and make learning more enjoyable” (K8). These
views are consistent with the 2024 Maarif Model's goals of multifaceted learning and
individualised teaching in education. The Maarif Model supports students’ creative
thinking and progress at their learning pace. Teacher candidates also state that the
intertextual reading method directly supports these gains.

It has been stated that the intertextual reading method makes significant
contributions to the Turkish language teaching programme. Participants emphasised
that this method enriches the learning process, increases interest, and provides
opportunities to develop multiple perspectives. In addition, it has been noted that using
different types of texts strengthens students' comprehension skills. One participant
stated that the method offers a great opportunity for developing reading habits, saying,
“Applying this method in Turkish lessons offers a great opportunity, especially for
developing reading habits” (K7). Another participant expressed the view that “This
method offers students both a creative space and a platform to develop their reading
skills through a combination of different genres” (K8). These findings are directly
related to the Maarif Model's approach to education. The model aims to support
students' reading and writing skills with structured activities and to encourage them
to establish connections between texts by exposing them to different types of texts.
The views of teacher candidates also reveal that the intertextual reading method is an
effective tool in achieving these goals.

The findings reveal the teacher candidates' views that the intertextual reading
method improves students' reading and comprehension skills. Participants stated that
students' comparative analysis of multiple texts strengthens their thinking processes
and improves their interpretation skills. One participant stated that this method enables
students to understand texts better, saying, “When students see a poem or a picture
related to a story, they can learn to establish connections between these genres, and
this can reinforce their reading skills” (K4). One participant stated that this method
could help students make better sense of texts. Another participant noted, “This
method can improve students’ interpretative skills” (K9). These views are consistent
with the Turkish teaching programme's gains in reading comprehension skills. In the
updated Turkish language teaching programme, students are expected to read a text
not superficially but deeply and to be able to establish meaning relationships between
different types of texts. The intertextual reading method supports these outcomes by
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providing students with a multifaceted reading process that fosters reading habits,
encourages critical thinking, and enhances awareness of written culture.

Various models have been proposed for integrating the intertextual reading
method into teaching practices. These include the station method, the 5E model, and
collaborative learning. Participants noted that the method can be applied with different
materials and grouping techniques. One participant emphasised that interactive
learning environments can be supported with the station method, suggesting that
“different text types can be presented at each station” (K6). Another participant stated,
“l can make students' learning processes more enjoyable and effective with activities
that use different types together” (K7).

It was stated that the method develops students' critical thinking skills and
diversity of perspectives. Participants stated that students learn to view events from a
broader perspective by examining different text types together. For example, one
participant stated that “Different ways of thinking can be discussed on a text. This
encourages students to respect each other's perspectives and develop empathy” (K5),
indicating that the method contributes to social skills. Another participant said, “With
this method, students can improve both their self-expression skills and their critical
thinking abilities” (K12). The 2024 Maarif Model highlights critical thinking as one
of its objectives, aiming to encourage students to approach knowledge with a critical
eye, deepen their thinking processes, and develop their empathy skills. The views of
teacher candidates also show that the intertextual reading method directly contributes
to these skills.

It has been noted that some difficulties may be encountered in applying the
intertextual reading method, such as time management, a lack of materials, and
preparation requirements. However, it has been stated that these difficulties can be
overcome with creative solutions. For example, one participant suggested an
alternative approach to the lack of materials, saying, “l can produce creative solutions
by using nature or simple materials” (K9). Another participant said, “Applications
aimed at smaller gains can be made to overcome time constraints” (K2). The results
underscore the necessity for teachers to employ adaptable and innovative pedagogical
approaches to meaningfully integrate intertextual reading into their instructional
practices. Moreover, the intertextual reading method appears to offer considerable
value in both theoretical and practical terms, enhancing the quality and depth of the
educational experience.

The document review of the teaching programme reveals that the intertextual
reading method is incorporated in various ways across different themes. In particular,
statements that enable students to establish intertextual connections based on their
own experiences, compare information, and produce interpretations in the context of
values are noteworthy in themes such as “Virtues”, “National Struggle and Atatiirk”,
“Nature and Humans”, and “Our Library”. However, when compared with the views
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of teacher candidates, it is seen that this theoretical framework is not sufficiently
concretised in terms of classroom application. Participants state that the programme
introduces the intertextual reading method, but guidance, activity examples, and
evaluation criteria on how to apply it are limited. This situation creates a gap between
the programme and the implementer; although teacher candidates understand the
method conceptually, they experience uncertainty about how to operationalise it at the
pedagogical level. Thus, the findings reveal a balance between the teaching
programme and the views of teacher candidates that is both complementary and
critical.
Discussion, Conclusion and Suggestions

The study aimed to determine whether the intertextual reading method is
included in the Turkish Teaching Programme of the Turkiye Century Education
Model Primary School, how it is structured if included, and how teacher candidates’
knowledge, skills, and awareness levels regarding this method are shaped. it was
determined that there is no direct guidance on the intertextual reading method in the
teaching programme and that teacher candidates' awareness of this method is limited.
The primary school Turkish language teaching programmes for grades 1, 2, 3, and 4,
which were updated within the framework of the Turkey Century Education Model,
do not directly include the term ‘intertextual reading,” but they do include activities
that can help students establish connections between different texts in their reading
processes. Beginning in the first grade, the programme emphasizes foundational
activities such as constructing meaning through visuals, completing stories, and
sequencing events. In the second grade, more complex cognitive processes—such as
comparison, establishing relationships between narrative types, and integrating
listening and reading—are introduced. By the third grade, students are guided toward
higher-order skills, including intertextual meaning-making, analyzing narrative
forms, and critically examining authorial intent. In the fourth grade, learners are
expected to apply these skills more consciously and systematically. However, findings
indicate that intertextual reading processes are not sufficiently supported by explicit
instructional guidelines within the programme. Although the curriculum includes
activities that involve comparing different types of texts, these are not embedded
within a coherent or systematic pedagogical framework. Furthermore, the programme
offers limited guidance to help students critically evaluate not only the content of
texts, but also narrative techniques, stylistic features, and authorial messages.
Although the programme offers some activities that support students in recognising
intertextual relationships, it does not include direct and structured guidance on
intertextual reading methods. In particular, the lack of systematic guidelines to help
students understand the relationships between different text types is noteworthy.

The research results indicate that the term ‘intertextual reading’ is not explicitly
mentioned in the 2024 Turkiye Century Education Model Turkish Teaching
Programme; however, this method is implicitly supported by structural and content
adjustments. The literature indicates that students' processes of establishing
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connections between different texts should be consciously guided (Hartman &
Langer, 2001). In particular, the necessity of structured activities for developing
intertextual reading skills is emphasized (Varelas & Pappas, 2006; Pearson, 2004).
The current findings are consistent with studies showing that teacher candidates
believe the programme offers a structure that supports critical thinking and meaning-
making processes, but that guidance mechanisms to facilitate the implementation of
the method are insufficient (Moje, 2008; OECD, 2019).

When examining teacher candidates' perceptions of the intertextual reading
method, it was observed that there are some uncertainties regarding the method's
applicability in Turkish language courses and that there are insufficient explanations
regarding how this strategy is positioned within the current curriculum. However,
candidates stated that the intertextual reading method has significant potential in terms
of developing students' comprehension, critical thinking, and interdisciplinary
connection skills. This is supported by literature findings indicating that the method
aligns with TYMM, which prioritises 21st-century skills (Ahmadian & Yazdani,
2013; Rechin, 2023).

While most pre-service teachers acknowledged that the programme promotes the
development of intertextual connections among students, they emphasized the
absence of explicit pedagogical frameworks or practical guidelines to effectively
support this aim. Bloome and Egan-Robertson (1993) emphasise that when
intertextuality is presented in an unstructured manner in educational processes, it
becomes difficult for students to establish meaningful connections. In the current
study, it was observed that teacher candidates adopted the method at a theoretical level
but experienced uncertainties regarding its application in the classroom. Similarly, a
study conducted by Ahangari (2014) found that teacher candidates required guidance
on the applicability of the method in the classroom. Prospective teachers evaluated
the intertextual reading method positively in terms of developing students' reading
comprehension skills and providing them with different perspectives. However, they
stated that more structured activities should be offered in the curriculum for the
method to be applied effectively. The literature indicates that intertextual reading
supports reading comprehension processes (Hartman, 1995). However, some studies
have shown that students need teacher guidance in establishing intertextual
connections (Tarchi & Ledesma, 2024). Consistent with previous findings, the current
study demonstrated that the effective implementation of the intertextual reading
method by pre-service teachers depends on the availability of clear instructional
materials and exemplar applications.

This study revealed that pre-service teachers encounter notable barriers—such
as time constraints, a lack of instructional resources, and insufficient methodological
support—when attempting to implement the intertextual reading method. These
findings align with OECD (2019) reports, which underscore the need for ongoing
professional development to strengthen teachers’ capacity to apply advanced reading
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strategies. Additionally, several teacher candidates noted that students often struggle
to establish intertextual links independently, thereby necessitating incremental and
scaffolded instructional approaches. This finding is consistent with the findings of
research conducted by Varelas and Pappas (2006), which revealed that when
intertextual reading is not presented within structured teaching models, students
struggle to establish connections independently. The research findings show that
although the intertextual reading method is not directly included in teaching
programmes, it contributes indirectly to students'’ meaning-making processes.
However, it has been determined that teachers require additional support materials
and practical training to apply the method effectively. Studies by Pearson (2004) and
Duke & Pearson (2002) also emphasise the need for structured teacher training in the
teaching of advanced reading skills. The current study reveals that the programme
needs to be supported by clearer guidelines to enable teacher candidates to use the
intertextual reading method effectively.

The findings of the study suggest that the updated Turkish Language Teaching
Programme, aligned with the Turkiye Century Education Model, includes references
to the intertextual reading method only at an implicit level. However, it exhibits
substantial shortcomings in terms of offering practical instructional guidance, detailed
activity models, and pedagogical scaffolding to support its classroom application.
Teacher candidates evaluate the method as a positive learning tool, finding it valuable
especially in terms of skills such as critical thinking, creativity, and interdisciplinary
connections. However, the lack of guiding structures in the teaching programme
makes it difficult for candidates to have a clear roadmap for how to implement the
method in the classroom. In light of the data obtained, it is clear that teacher education
programs need to incorporate methods that support higher-order thinking, such as
intertextual reading, with both theoretical and practical components. It is essential for
curriculum developers to create content that is not only thematic but also clearly
defined in terms of learning outcomes, supported by activity suggestions, and
structured with clear assessment criteria. The findings clearly underscore the need for
structured pedagogical support to enable pre-service teachers to implement these
approaches effectively within real classroom settings.

In conclusion, although the intertextual reading method is not directly included
in the teaching programme, it has been determined that it contains structural elements
that support students' critical thinking and meaning-making skills. However, it has
been observed that teacher candidates experience material inadequacies, difficulties
with time management, and uncertainties about how to apply the strategy in classroom
settings. In this regard, it is believed that for the method to be applied effectively,
teachers' professional development should be supported, concrete guidelines should
be established to guide classroom applications, and educational materials should be
diversified.

In light of the findings of this study, teachers and pre-service teachers can
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incorporate intertextual reading activities into their instructional practices and foster
students’ critical thinking by organizing activities that encourage them to establish
connections among different types of texts. Additionally, digital materials can be used
in intertextual reading practices, and students’ ability to establish relationships among
different texts can be supported through digital tools and interactive platforms.
Creating collaborative learning environments in the classroom can further strengthen
this process. When the intertextual reading method is supported through group work
and discussions, students can develop multifaceted thinking skills by evaluating
different types of texts together. From the perspective of policymakers and curriculum
developers, incorporating the intertextual reading method into the curriculum in a
clear and systematic manner may be beneficial. In this context, activities related to
this method can be included in the 2024 Turkish Language Curriculum of the Turkey
Century Education Model, and guidance materials can be prepared to support teachers
during the implementation process. Similarly, placing greater emphasis on the
intertextual reading method in teacher education programs is important for organizing
practical courses and workshops for pre-service teachers in faculties of education.
Textbooks and instructional materials can also be designed to include activities and
guidance that support students in analyzing different types of texts through
comparison. In addition, in-service training and continuous professional development
opportunities can be provided to help teachers use the intertextual reading method
effectively in the classroom. From a research perspective, the primary limitation of
the study is that it relies solely on pre-service teachers’ self-reports and does not
include observational data on the implementation process. In this respect, the findings
reflect pre-service teachers’ perceptions, knowledge, and expectations. Therefore,
future studies that incorporate different data sources, practice-based models, and
quantitative analyses may contribute to a more comprehensive understanding of the
subject. In addition, the effects of the intertextual reading method on different age
groups can be examined. Beyond the elementary school level, the effect of this method
on academic achievement at the middle school and high school levels can also be
investigated. Classroom observation studies on teachers’ implementation of
intertextual reading practices can be conducted to determine how they apply the
method and what challenges they encounter. Based on the data obtained, effective
teaching strategies can be developed. Finally, the ways in which intertextual reading
operates in different cultural and socioeconomic contexts can be explored, and the
effects of this method on student achievement and critical thinking skills can be
examined comparatively across various educational settings.
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Bu caligma, 2024 Tiirkiye Yiizyili Maarif Modeli dogrultusunda giincellenen {lkokul Tiirkge
Ogretim Programi’nda metinlerarasi okuma yontemine nasil yer verildigini incelemistir. Ayrica
siif 6gretmeni adaylarinin bu yonteme iliskin goriisleri analiz edilmistir. Metinleraras1 okuma
yontemi, bireylerin metinler arasinda anlam iliskileri kurarak derinlemesine kavrayis
gelistirmelerine olanak taniyan biligsel ve elestirel bir yaklagima dayanmaktadir. Arastirmada
temel nitel desen benimsenmis; veri kaynag1 olarak Ilkokul Tiirkce Ogretim Progranu ve yari
yapilandirilmis gorismeler kullanilmustir. Veriler, igerik analizi yoluyla ¢dziimlenmistir.
Caligma grubunu, Tiirkge 6gretimi dersini tamamlamigs 17 sinif 6gretmeni aday1 olusturmustur.
Bulgular, 2024 Tiirkce Ogretim Programi’nda metinleraras: okuma yontemine dogrudan yer
verilmedigini, ancak metinler arast baglant1 kurmay: tesvik eden etkinliklerin bulundugunu
ortaya koymustur. Ogretmen adaylari, yontemin okuma, anlama ve elestirel diisiinme
becerilerine katki sagladigini belirtmis; ancak programin uygulama agisindan agik ve
yonlendirici ifadelere yeterince yer vermedigini vurgulamistir. Uygulama siirecinde zaman
yonetimi ve materyal temini gibi sorunlarla karsilasildigi belirlenmistir. Sonug¢ olarak,
metinleraras1 okuma yonteminin etkili bi¢imde uygulanabilmesi i¢in Ogretmen egitimi
programlarinda uygulamali iceriklerin artirilmast ve Ogretim programlarinda yontemi
destekleyici yapilandirilmis yonergelere yer verilmesi dnerilmistir.

Anahtar sozclkler: Metinleraras1 Okuma, Tiirkiye Yiizyili Maarif Modeli, Tiirkge Ogretim
Programu.

* Bu galigma, 22. Uluslararasi Sinif Ogretmenligi Egitimi Sempozyumu’nda (Sanliurfa, Tiirkiye, Kasim 2024) sézlii bildiri
olarak sunulmustur.
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Tirkge dersi, ilkokul diizeyinde &grencilerin dilsel, bilissel ve kiilttirel
geligimlerini destekleyen temel derslerden biridir. Bu nedenle, Tiirk¢e dersi dgretim
programlar1 da Tirkiye’nin degisen egitim politikalar1 ve toplumsal ihtiyaglari
dogrultusunda tarihsel siire¢ i¢inde siirekli olarak giincellenmis ve evrimlesmistir.
Baslangigta temel dil becerilerini kazandirmay1 hedefleyen bir yaklagim benimseyen
programlar, zamanla iletisim becerilerini gelistiren, elestirel ve yaratict diistinmeyi
tesvik eden, teknoloji ve disiplinler arasi yaklagimlarla biitiinlesen daha kapsamli bir
yapiya doniismiistiir.

Cumbhuriyet'in ilanini takip eden dénemde, 1924 Ilk Mektepler Miifredat
Programi, okuma-yazma ve temel dil bilgisi 6gretimine odaklanmis, bu siiregte
ogrencilerin Tiirkceyi dogru yazma, okuma ve konusma becerilerini geligtirmesi
temel hedef olarak belirlenmistir. Program, Cumhuriyet idealleri ve milli degerlerin
aktarimini da igerecek sekilde yapilandirilmistir. Bunu takiben 1926 programi, dil
becerileri ile giinliik yasam arasinda baglant1 kurma amaci giiderek yasam becerilerini
gelistiren pratik okuma parcalarina yer vermistir (Aslan, 2011). 1936 ilkokul
Programi'nda ise okuma-yazma 6gretiminde “basit climle ve sozciiklerin” kullanimina
vurgu yapilmigtir. 1948 Programi bu yaklasimi siirdiirerek, &gretim siirecinde
climlelerin sozciiklere, sdzciiklerin hecelere, hecelerin harflere boliinmesi gerektigini
ifade etmis; Ogretimin ¢ocuklarin seviyesine uygun metinlerle ilerlemesi
hedeflenmistir. Bu yontemle harflerden heceler, hecelerden sézcikler, sézciiklerden
ise cimleler olusturulmustur (Binbasioglu, 1999). 2005 yilina gelindiginde,
yapilandirmaci egitim anlayigina gegisle birlikte, etkinlik tabanli ve 6grenci merkezli
bir model benimsenmistir. Bu model, metin tiirlerini gesitlendirerek okuma-anlama,
yazma ve konusma becerilerini biitlinciil bir yaklagimla ele almistir. 2018 Tiirkge dersi
Ogretim programi ise tematik 6grenme modelini benimseyerek metinleri belirli
temalar etrafinda yapilandirmig, gorsel okuma ve medya okuryazarligi becerilerini
ders igeriklerine entegre etmistir (Balci, 2010). 2019 y1li itibartyla, beceri temelli bir
yaklagim Tiirkge 6gretiminde 6n plana ¢ikmistir. Bu dénemde dinleme, konusma,
okuma ve yazma becerileri dengeli bir sekilde ele alinmis; dijital metin okuma ve
elestirel diisiinme gibi ¢agdas becerilere agirlik verilmistir (MEB, 2019). Son olarak,
2024 yilinda Tirkiye Yiizyili Maarif Modeli (TYMM) ¢ercevesinde Tiirkge dersi,
dijitallesme ve siirdiiriilebilir kalkinma hedefleriyle entegre edilmistir. Yapay zeka
destekli dil uygulamalari, dijital metin analizleri ve ¢evrim igi iletisim gibi yenilik¢i
iceriklerle zenginlestirilen bu model, modern egitim ihtiyaglarina yanit vermeyi
amaglamaktadir (MEB, 2024). Bu tarihsel siireg, Tiirk¢e dersinin baslangigtaki temel
dil becerilerini kazandirma misyonundan, 6grencilerin iletigim, elestirel diisiinme ve
dijital okuryazarlik gibi ¢cagin gereklerine uygun beceriler kazanmasini hedefleyen bir
yapiya doniisiimiinii ortaya koymaktadir.

Metinlerarast okuma yontemi, okuma ve yazma siire¢lerini yalnizca bireysel bir
etkinlik olarak degil, metinler arasindaki anlam iliskilerinin kesfi ve analizi yoluyla
gergeklestirilen dinamik bir etkilesim siireci olarak tanimlamaktadir. Bu yontemin
kuramsal temeli metinlerarasilik teorisine dayanmaktadir. Metinlerarasilik teorisine
dayanan metinlerarasi okuma yontemi, 6grencilerin okuma becerilerini gelistirmede

144



AUEBFD; 2026; 59(1), 117-174

ve elestirel diisinme yetkinliklerini artirmada etkili bir ara¢ olarak
degerlendirilmektedir. Bu yontem, 6grencilerin birden fazla metin arasinda anlam
iligkileri kurmalarini, bu iliskileri sorgulamalarini ve metinler arasi etkilesim yoluyla
kendi yorumlarini olusturmalarimi tesvik etmektedir. Ornegin, 6grencilerin dnceki
okuryazarlik deneyimlerini yeni metinlerle iliskilendirme yetenegi, materyalin daha
derinlemesine anlasilmasint saglamaktadir (Chi, 1995; Jin, 2024; Pengfei, 2023).
Ayrica, bu siireg¢ 6grencilere yalnizca metinlerarasi referanslari tespit etme degil, ayni
zamanda bu referanslarin kiiltiirel ve baglamsal anlamlarini analiz etme becerisi de
kazandirmaktadir (Jin, 2024). Bu yontem, okuma siirecini birey odakli bir 6grenme
etkinligi olmaktan ¢ikararak, sosyal ve kiiltiirel bir baglama yerlestirir. Bununla
birlikte, metinleraras:1 farkindalik diizeylerinin diisiikk olmasi, o6zellikle ¢eligkili
metinlerin anlasilmas siirecinde, 6grencilerin belirli stratejileri uygulamakta zorluk
cekmesine yol acabilir (Tarchi & Ledesma, 2024). Bu durum, okuma sireglerinde
meta-biligsel farkindaligin 6nemini vurgulamaktadir. Celigkili metinlerin analizi
strasinda kullanilan giiriitme, tartma ve sentezleme gibi metinlerarasi biitiinlestirme
stratejilerinin  6grencilere  Ogretilmesi, anlamayr ve yorumlama derinligini
artirmaktadir. Metinlerarasilik, ayn1 zamanda disiplinler aras1 bir baglamda da degerli
bir aragtir. Sinif ortamindaki metinlerarast yaklagimlar, bilimsel metinlerle hikaye
anlattmint  birlestirerek 6grencilerin  diigiinme becerilerini ve dil becerilerini
gelistirmektedir (Varelas & Pappas, 2006). Bu baglamda, ilkokul 6grencilerinde
yaratici yazarlik becerilerinin gelisimi iizerine yapilan arastirma, metinlerarast okuma
etkinliklerinin kelime dagarcig1 ve 6zgiin fikir iiretme kapasitesini artirdigini ortaya
koymaktadir (Akdal & Sahin, 2014). Benzer sekilde, bilgisayar destekli isbirlik¢i
okuryazarlik ortamlarinda, yazili metinler, yiliz yiize sdylemler ve simf kiiltiirii
arasinda giliglii metinleraras1 baglantilar kurulmasi, sosyal etkilesim temelli bir
o6grenme modeli olusturulmasina katki saglamaktadir (Staarman, Aarnoutse &
Verhoeven, 2003). Metinlerarasilik, bireyin metinlerle kurdugu iligkiyi daha kisisel
ve anlamli bir hale getirir. Okuyucular, yazili eserleri kendi deneyimleriyle
iliskilendirerek hem kisisel doniisiim yasar hem de metinle daha derin bir bag kurar
(Chi, 1995). Bu siire¢, metinlerarasiligin ¢ikarim yapmay1 saglayacak sorularla
yapilandirilmasi sayesinde daha anlamli ve doniistiiriicii bir hal alabilir (Bas, Avsar
Tuncay & Akyol, 2014). Bunun yani sira, bu yaklasim, elestirel vatandaslik bilincini
destekler ve bireylerin farkli kiiltiirel metinlerle elestirel bir sekilde etkilesim
kurmasini tesvik eder (Elkad-Lehman & Greensfeld, 2011). Okuma sirecinde
metinlerin giivenilir anlamlarmin ve kabul edilebilir yorumlarinin retimi,
metinleraras1 farkindaligin etkin kullanimiyla miimkiin olmaktadir (Adetuyi &
Olatayo, 2016).

Metinlerarasilik teorisi ve uygulamalari, G6grencilerin okuma ve yazma
becerilerini gelistirmekle kalmayip ayni zamanda elestirel diisiinme, analitik
yetkinlikler ve kiiltiirel baglamda daha derin anlayislar gelistirmelerine olanak
tamimaktadir. Ogrencilerin bu becerileri simf digt ortamlarda da uygulayarak genel
okuryazarlik yeterliliklerini artirmalari, gelecek Ogrenme siireglerine ve kariyer
gelisimlerine saglam bir temel olusturmaktadir (Pengfei, 2023). Metinlerarasi
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deneyimlerin, siirdiiriilebilir bir 6grenme siirecine katki sunabilecegi ve dgrenciler
icin daha ilgi ¢ekici bir 6grenme ortami olusturma potansiyeli tagidigt séylenebilir.

Metinlerarast okuma yontemi, ¢agdas egitim yaklasimlari igerisinde elestirel
diistinme, anlam inga etme ve metinler aras1 baglanti kurma becerilerinin gelistirilmesi
acisindan merkezi bir rol oynamaktadir. Bu yontem, 6grencilerin yalnizca bireysel
metinlere odaklanmalarimi degil, aym1 zamanda metinler arasindaki iliskileri
kesfetmelerini, farkli bakis agilarini degerlendirmelerini ve bdylece daha genis bir
anlam ag1 olusturmalarini tegvik eder. Glinliimiiz egitim anlayisinda, analitik diisiinme,
disiplinler arasi bag kurma ve elestirel yaklasim gelistirme becerilerinin giderek artan
O6nemi gboz Oniine alindiginda, metinlerarasi okuma ydnteminin egitime entegre
edilmesi kaginilmaz bir gereklilik olarak goriilmektedir.

2024 Tiirkiye Yiizyil1 Maarif Modeli dogrultusunda giincellenen {lkokul Tiirkce
Ogretim Programi, egitimde siirdiiriilebilirlik, dijitallesme ve disiplinler arasi
etkilesim gibi temel hedeflere odaklanmaktadir. Ancak, bu modelin metinlerarasi
okuma yontemini nasil ele aldig1 ve bu yontemin ilkokul seviyesinde uygulanabilirligi
yeterince arastirilmamistir. Metinlerarasi okumanin 6grencilerin elestirel diigtinme ve
anlam insa etme becerilerini gelistirme potansiyeli ile Tiirkge Ogretiminde
oynayabilecegi rol dikkat ¢ekmektedir. Bu yontem, bireylerin farkli kiiltiirel ve
disipliner baglamlari anlamalarini, metinler arasinda iligki kurmalarin1 ve bilgiye
elestirel yaklagmalarim1 saglayarak onlar1 bilgi c¢agmin aktif bireyleri haline
getirmektedir (Ahmadian & Yazdani, 2013; Rechin, 2023). TYMM’nin 6grenci
merkezli, beceri temelli ve milli degerlerle biitiinlesmis bir yap1 sundugu belirtilmekte
ve 6gretim programlarinin dijital okuryazarlik, beceri egitimi ve erdem-deger-eylem
modeli gibi yenilik¢i yaklagimlarla sekillendirildigi ifade edilmektedir (Akpinar &
Koksalan, 2024; Banaz, 2024; Yildirnm & Caliskan, 2024). Ancak, mevcut
caligmalarin daha program gelistirme siiregleri, felsefi ve kuramsal temeller, 6grenci
profili, dijital okuryazarlik gibi kavramsal odaklar {izerinde yogunlastigi
goriilmektedir. Ornegin, Akpmar ve Koksalan (2024), TYMM’yi K-12 Beceriler
Cercevesi temelinde teorik olarak analiz ederek modelin biitiinciil gelisim hedeflerine
isaret etmekle birlikte, sosyal-duyussal bilesenlerin milli kimlik ve yerli dokunuslarla
yeterince biitiinlestirilmedigini vurgulamislardir. Banaz (2024), ortaokul Tiirkge dersi
programini dijital okuryazarlik ekseninde ele alarak “dijital,” “goklu ortam” ve “yapay
zeka” gibi kavramlarin igerikteki yogunlugunu incelemistir. Yurdakal (2024) ise
ilkokul Tiirk¢e 6gretim programini yapisal ve uygulamaya doniik bilesenler {izerinden
degerlendirerek ozellikle 6lgme-degerlendirme, yazi yazmaya hazirlik ve dgretim
stratejileri gibi alanlarda olumlu gelismeleri ve eksiklikleri ortaya koymustur.
Bununla birlikte, Yildirim ve Caliskan (2024) ¢alismasinda TYMM’nin 21. yiizyil
insan profiline yonelik dgrenci yeterlikleri, deger-eylem dengesi ve beceri aktarimi
gibi bilesenlerini ele almus; Ulcay (2024) ise modelin genel amaglarini, teknoloji
entegrasyonunu ve kiiresel rekabet odakli yonelimlerini degerlendirmistir. Cayir ve
Unveren (2025) tarafindan yiiriitiilen ¢alisma ise, 2024 Ortaokul Tiirkge programinda
yer alan “derin anlama” 6grenme ¢iktilar1 dogrultusunda, metnin yapisal katmanlarina
ulagsmay1 hedefleyen stratejilere 6rnekler sunmustur. Arslankara ve Arslankara (2024)
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ise modelin ontolojik, epistemolojik ve aksiyolojik temellerini inceleyerek Trkiye
Yiizyili Maarif Modeli’nin egitim felsefesine dayali vizyonunu kavramsal diizeyde
degerlendirmistir. Ancak tiim bu calismalarin, daha cok programin gelisimsel
yonlerine, felsefi arka planina, 6grenci profiline veya sadelestirme yaklasimlarina
odaklandigt; buna karsilik TYMM ¢ergevesinde metinlerarasi okuma yontemine §zgu
bir inceleme yapilmadigi ve bu yontemin dogrudan ele alinmadigi goriilmektedir.
Metinlerarast okuma yoOntemi, cagdas egitim yaklasimlart igerisinde elestirel
diisinme, anlam inga etme ve metinler aras1 baglant1 kurma becerilerinin gelistirilmesi
acisindan merkezi bir rol oynamaktadir. Bu yoniiyle metinlerarast okuma, elestirel
pedagojinin savundugu 6grenme ortamlariyla ortiisebilecegi; 6grencilerin ¢ok yonlii
diistinme, sorgulama ve alternatif bakis agilari gelistirme siireglerine katki
saglayabilecegi bir ara¢ olarak degerlendirilmektedir. Elestirel pedagoji, 6grencilerin
yalnizca bilgi alicilari olmaktan ¢ikarak kendi 6grenme siireglerinin etkin 6znesi
haline gelmelerini hedefleyen bir yaklasim sunar (Giroux, 2021; Matthews, 2014). Bu
yaklagim, gii¢ iliskilerinin sorgulanmasini, farkli bakis acilarmma duyarlilik
gelistirilmesini ve sinif iginde diislinsel bir 6zgiirliikk ortaminin yaratilmasini tesvik
eder (Dehler, Welsh & Lewis, 2001; Fobes & Kaufman, 2008). Metinleraras: okuma
yontemi de ¢ok sesli metin yapilari araciligiyla 6grencilere disiplinler arasi diisiinme
becerileri kazandirmakta, farkli kiiltiirel ve sosyal perspektifler arasinda baglanti
kurmay1 miimkiin kilmaktadir. Bu yoniiyle metinleraras1 okuma, elestirel pedagoji ile
Ortisen bigimde Ogrencinin sorgulama, degerlendirme ve bagimsiz disiinme
becerilerini gelistirir (Currie & Knights, 2003; Pinedo, Vossoughi & Lewis, 2021).
Bununla birlikte, dgretim programlarinda onceden belirlenmis kazanimlar, icerik
yogunlugu ya da siire sinirlamalari gibi yapisal faktorler, bu yaklagimin tam anlamiyla
hayata gecirilmesini zorlastirabilmektedir (Polat, Saglam & Celik, 2023). Bu durum,
ozellikle dezavantajli gruplarin seslerini goriiniir kilmaya yonelik elestirel pedagojik
amaglarla celigsebilecek bir uygulama agigina isaret etmektedir (Murtiningsih et al.,
2024). Metinlerarasi okuma yontemi, dgrencilerin yalnizca metin igerikleriyle degil,
ayni zamanda bu igeriklerin ait oldugu sosyal ve kiiltiirel baglamlarla elestirel iliski
kurmalarini saglar. Bu nedenle, yontemin etkili bigimde uygulanabilmesi igin elestirel
pedagojik yaklagimlarla uyumlu siif ortamlarinin olusturulmasi ve bu yaklasima
uygun 6gretim stratejilerinin gelistirilmesi gerekmektedir.

Yeni 6gretim programinin, dgretmen adaylarinin bu yontemi pedagojik olarak
kavramalarina ve etkili bir sekilde uygulamalarina olanak taniyacak bir gergeve
sunmasi beklenmektedir. Ancak, bu ¢ercevenin ne dl¢iide basarilt oldugu, 6gretmen
adaylarinin yonteme yonelik algilar1 ve uygulama yaklagimlarinin nasil sekillendigi
gibi sorular halad yanitlanmayi beklemektedir. Mevcut literatiirde, metinlerarasi
okumanin akademik basariya olumlu katkilar sundugu belirtilmekteyse de
(Bekpenbetova et al., 2025), 6gretmen adaylar1 perspektifinden bu yontemin nasil
degerlendirildigine dair sinirli sayida ¢calisma bulunmaktadir. Bu nedenle, TYMM nin
yenilik¢i egitim anlayisi iginde metinlerarasi okumanin yerini belirlemeye yonelik bu
arastirmanin, alanyazina 6zgiin bir katki sundugu diisiiniilmektedir.
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Bu aragtirmanin amaci, 2024 Tiirkiye Yiizyili Maarif Modeli dogrultusunda
giincellenen Tiirkge Ogretim Programi’nda metinleraras1 okuma ydntemine nasil yer
verildigini incelemek ve sinif Ogretmeni adaylarmin bu yonteme iliskin bilgi
diizeyleri, farkindaliklart ve yaklasimlarini ortaya koymaktir. Bu problem
dogrultusunda aragtirmada yanit aranmast hedeflenen sorular gsunlardir:

1. 2024 Tirkiye Yiizyili Maarif Modeli dogrultusunda giincellenen Tiirkge
Ogretim Programi’nda metinlerarasi okuma ydntemine nasil yer verilmektedir?

2. Smuf dgretmeni adaylarinin metinlerarasi okuma yontemine iligkin goriisleri
nasildir?

Yontem

Bu boliimde, arastirmanin modeli, ¢alisma grubunun 6zellikleri, kullanilan veri
toplama araglart, etik kurul onayi ve verilerin analizine iligkin bilgilere yer verilmistir.

Arastirma Modeli

Bu arastirmanin amaci, Tiirkce Ogretim Programi'nda metinlerarasi okuma
yonteminin nasil yapilandirildigini ve sinif 6gretmeni adaylarinin bu yaklasima iliskin
bilgi, farkindalik ve pedagojik tutumlarmi incelemektir. Bu amag¢ dogrultusunda
arastirmada, temel nitel arastirma deseni tercih edilmistir. Temel nitel arastirmalar,
belirli bir kuramsal ger¢eveye dayanmaksizin, katilimcilarin bir olguyu nasil
algiladiklarini, deneyimlediklerini ve anlamlandirdiklarini derinlemesine ortaya
koymay1 hedefleyen desenlerdir (Merriam, 2009). Arastirma kapsaminda, betimsel
icerik analizi ve gorlisme teknikleri bir arada kullanilarak, dgretim programinin
metinlerarast okuma baglaminda nasil yapilandirildigi ve 6gretmen adaylarinin bu
yonteme iliskin algilart analiz edilmistir. Bu baglamda temel nitel desen, 6gretmen
adaylariin metinlerarasi okuma yontemine yonelik pedagojik bakis agilarini, 6gretim
stirecine dair farkindaliklarint ve yonteme iligkin goriiglerini ayrintili bigimde
inceleme ve yorumlama olanagi saglamaktadir.

Arastirma siirecinde, dokiiman incelemesi ve yari yapilandirilmis goriigme
yontemleri birlikte kullanilarak hem programin igerik ¢dziimlemesi yapilmis hem de
O0gretmen adaylarinin yonteme dair diislinceleri nitel veriler araciligiyla analiz
edilmistir. Temel nitel aragtirma deseni, 6zellikle egitimsel baglamlarda bireylerin
pedagojik yaklagimlarini, mesleki farkindaliklarini ve egitsel kararlarini anlamaya
yonelik c¢alismalarda sik¢a kullanilmakta ve bu yoniiyle arastirmanin amacina
dogrudan uygunluk gostermektedir. Arastirma sorulari, bu ydntemin &gretmen
adaylar1 tarafindan nasil kavrandigi, ne tiir pedagojik anlamlar yiiklendigi ve egitim
stireglerinde nasil konumlandirildig: gibi sorulara odaklandigindan, temel nitel desen
bu baglamda kuramsal ve yontemsel bir biitiinliik sunmaktadir.

Cahsma Grubu

Bu arastirmanin ¢aligma grubunu, amagli ve o&lgiit 6rneklem yontemi ile
belirlenen 17 smif 6gretmeni aday1 olusturmaktadir. Amagh 6rnekleme, belirli bir
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arastirma problemiyle dogrudan iliskili, anlamli ve derinlemesine bilgi saglayabilecek
bireylerin secilmesine olanak tanryan bir yontemdir (Patton, 2015). Olgiit rnekleme,
belirli kriterleri tagiyan katilimeilarin secildigi bir ornekleme tiiriidiir (Creswell,
2013). Calisma grubunun se¢iminde belirli dl¢iitler esas alinmigtir. Katilimeilarin (i)
smif 6gretmeni aday1 olmalari, (ii) Tiirkge 6gretimi dersini tamamlamig olmalari, (iii)
metinlerarast okuma yontemi hakkinda temel bilgiye sahip olmalart ve (iv) goéniilli
katilim saglayarak arastirmaya aktif olarak dahil olmay1 kabul etmeleri bu arastirmaya
katilma kriterleri olarak belirlenmistir. Orneklem sayisinin belirlenmesinde veri
doygunlugu ilkesi esas alimmustir. Nitel arastirmalarda katilimci sayisi genellikle
belirli bir noktaya ulastiginda, yeni veri toplamanin anlamli olmayacagi ve mevcut
verilerin arastirma sorularina yeterince cevap verdigi goriiliir (Lincoln & Guba, 1985).
Bu nedenle, goriismeler sonucunda tekrarlanan temalarin ortaya ¢ikmasi ve yeni
bilgiye ulagma olasiliginin azalmasi dikkate alinarak, drneklem biiyiikliigii belirlenen
seviyede tutulmustur.

Calisma grubunda yer alan 17 katilimcinin 12°si kadin, 5’1 erkektir ve yaslar1 20-
24 arasinda degismektedir. Katilimcilar, Tirkiye’nin farkli bolgelerinden gelen
6gretmen adaylarindan olusmakta ve bu gesitlilik, egitim fakiltelerindeki 6grenci
profiline uygun bir dagilim sergilemektedir. Katilimeilarin demografik 6zelliklerine
iliskin ayrintili bilgi Tablo 1’de sunulmustur.

Tablo 1.
Katilmcilarin Cinsiyet, Yas ve Bolgesel Dagilimi

Ozellik Alt Kategoriler f

Kadin 12

Cinsiyet
Erkek S

Yas Araligt 20-24 17

I¢ Anadolu

Dogu Anadolu

Karadeniz
Bolgesel Dagilim

Marmara

Giineydogu Anadolu

R, NN W A~ G

Akdeniz

Arastirmaya katilim siirecinde, 6gretmen adaylarina arastirmanin amaci, siireci
ve gizlilik esaslar1 hakkinda detayl bilgilendirme yapilmustir. ilk gériismelerde,
aragtirmanin igerigi hakkinda agiklamalar sunulmus, katilimcilarin siiregle ilgili
sorulart yanitlanmis ve katilimin tamamen goniilliiliik esasna dayandig:
vurgulanmistir. Bu dogrultuda, katilimcilar aydinlatilmis onam formunu imzalayarak
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arastirmaya dahil olmuslardir. Goriismeler sirasinda, katilimeilarin diisiincelerini agik
ve rahat bir sekilde ifade edebilmeleri icin uygun bir ortam saglanmistir. Yonlendirici
ifadelerden kacinilmig ve 6gretmen adaylarin goriislerini serbestce paylasmalari
tegvik edilmistir. Siirecin giivenilirligini artirmak amaciyla, katilimeilarin verdikleri
yanitlara ek agiklamalar yapmalarina olanak taninmis ve gerektiginde takip sorulari
yoneltilmistir. Arastirmact tarafindan tarafsiz bir tutum sergilenerek, katilimcilarin
kendi disiincelerini 6zgiirce ifade etmeleri saglanmustir.

Aragtirmada etik ilkelere bagl kalinmis ve katilimcilarin gizliligi ve anonimligi
saglanmistir. Gorlismeler oOncesinde katilimeilara aydinlatilmis onam formu
sunulmus, goniilli katilim esas alinarak kisisel bilgilerin gizli tutulacag belirtilmistir.
Ayrica, goriigme verileri sifrelenmis ve yalnizca arastirma amaciyla kullanilmistir

Veri Toplama Araclar

Bu arastirmada ilk arastirma sorusunu yanitlamak amaciyla, veri kaynagi olarak
Maarif Modeli Tirkce Ogretim Programi (MEB, 2024) betimsel icerik analizi
yontemiyle incelenmistir. ilgili dokiiman, genel ag iizerinden temin edilmis ve
aragtirma amaglari dogrultusunda belirlenen “siire¢ bileseni”, “6grenme ¢iktilar1”,
“ornek etkinlikler” ve “dlgme-degerlendirme” bagliklari ¢ergevesinde analiz

edilmistir.

ikinci olarak, veriler yari yapilandirilmis goriisme teknigi kullanilarak
toplanmistir. Yari yapilandirilmis goriismeler, arastirmaciya esneklik saglarken
katilimeilarin  deneyimlerini derinlemesine aktarmalarina olanak tanir (Merriam,
2009). Bu yontem, katilimcilarin metinlerarast okuma yontemine dair diisiince ve
farkindaliklarini  derinlemesine anlamayi1 saglamayir hedeflemistir. Goriismeler
sirasinda ses kaydi alinarak verilerin giivenilirligi artirilmig ve detayli analiz
yapilabilmesi saglanmistir. Goriisme sorulari arastirma amaclarina uygun olarak
olusturulmus, olusturulma silirecinde ilgili literatiir incelenerek sorular
sekillendirilmistir. Goriisme formunun gecerlik ve gilivenilirligini saglamak amaciyla
U¢c alan uzmanindan goriis alinmig ve yapilan Oneriler dogrultusunda gerekli
diizenlemeler yapilmistir. Ayrica, formun anlagilirligini test etmek amaciyla ig
Ogretmen adayiyla pilot gériisme yapilmis, bu siiregte gelen geri bildirimlere gore
sorular revize edilmistir.

Bu siirecte etik ilkelere bagh kalinmis ve katilimcilarin gizliligi ve anonimligi
saglanmistir. Gorlismeler oOncesinde katilimeilara aydinlatilmis onam formu
sunulmus, goniilli katilim esas alinarak kisisel bilgilerin gizli tutulacag: belirtilmistir.
Ayrica, goriisme kayitlari sifrelenerek yalnizca arastirma amaciyla kullanilmigtir.

Goriisme formu, 6gretmen adaylarinin metinleraras1 okuma yontemine iliskin
bilgi diizeylerini, farkindaliklarin1 ve pedagojik yaklasimlarini anlamaya yonelik
sorulardan olugsmaktadir. Sorular, katilimeilarin metinleraras1 okuma ydntemini nasil
tanimladiklari, bu yontemi Tiirk¢e 6gretiminde nasil konumlandirdiklari, 6grenciler
acisindan hangi kazanimlar1 sagladigimi disiindiikleri ve uygulamada ne tiir
giicliiklerle karsilasabileceklerine dair algilarini ortaya koymayr hedeflemistir.
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Goriisme formu, alan yazin incelenerek ve uzman goriislerine basvurularak
gelistirilmis; igerik gecerligi saglandiktan sonra veri toplama siirecinde kullanilmistir.

Etik Kurul Karan

Calisma Ankara Universitesi Egitim Bilimleri Bilimsel Arastirmalar ve Yayin
Etigi Kurulu’'ndan 14.01.2025 tarihli ve 01/21 sayili etik kurul karar ile etik agidan
uygun bulunmustur.

Verilerin Analizi

Oncelikle, Maarif Modeli Tiirkge Ogretim Programi (MEB, 2024) iizerinde
betimsel igerik analizi ger¢eklestirilmistir. Betimsel igerik analizi, yazili veya sozli
materyallerin sistematik bir sekilde incelenmesini i¢eren bir tekniktir. Bu yontem,
belirli kategoriler cercevesinde verilerin analiz edilmesini ve var olan temalar
dogrultusunda organize edilmesini saglar (Fraenkel, Wallen & Hyun, 2023). Bu
dogrultuda, ilgili dokiiman sistematik bir sekilde incelenmis ve metinlerarasi okuma
yonteminin &gretim programinda nasil yer aldigi aciklayict bir yaklagimla
degerlendirilmistir. Bu dogrultuda, Maarif Modeli Tiirkce Ogretim Progrann (MEB,
2024) betimsel igerik analizi yontemiyle incelenirken dort ana tema ¢ergevesinde
degerlendirilmistir: (i) Metinleraras1 okuma ve elestirel diisinme, (ii) Ogretim
programinda metinleraras: okuma etkinlikleri, (iii) metinlerarasi okuma ve bilissel
siirecler ve (iv) Ogretmen yonergeleri ve pedagojik rehberlik. Ilk tema kapsaminda,
metinlerarast okumanin dgrencilere elestirel diisiinme becerisi kazandirma siirecine
katkist incelenmis; 6grencilerin farkli metinler arasindaki iligkileri nasil kurduklari
degerlendirilmistir. Ikinci temada, 6gretim programinda dogrudan ya da dolayli olarak
metinlerarast okuma siireglerini destekleyen etkinlikler belirlenmis ve programin bu
yontemi ne Olciide icsellestirdigi analiz edilmistir. Ugiincii tema baglaminda,
programin Ogrencilerin anlam inga etme, karsilastirma yapma ve metinler arasi
baglantilar kurma gibi biligsel siire¢lerini nasil destekledigi ele alinmistir. Son olarak,
Ogretmenlerin metinlerarasi okuma yontemini sinif i¢i uygulamalara nasil entegre
edebilecegi konusunda programda sunulan pedagojik rehberlik unsurlari irdelenmis;
Ogretim siireglerine yonelik saglanan yonlendirmelerin yeterliligi tartisilmistir. Bu
kapsamda, ilgili 6gretim programu, belirlenen temalar dogrultusunda sistematik olarak
analiz edilmis ve metinlerarasi okuma yoOnteminin ne Olciide yapilandirildigi
aciklayici bir yaklagimla degerlendirilmistir.

Ikinci olarak goriismelerden elde edilen veriler, yazili formata déniistiiriilmiistiir.
Yaziya aktarmadan sonra, nitel veri analizinde yaygin olarak kullanilan igerik analizi
ve betimsel analiz yontemleri uygulanmistir. Analiz siirecinde, veriler sistematik bir
sekilde kodlanmus, belirlenen temalar dogrultusunda siniflandirilmig ve katilimeilarin
goriisleri arasindaki benzerlikler ve farkliliklar ortaya konmustur. Kodlama ve
temalandirma siireglerinde, verilerin gegerliligini ve giivenilirligini saglamak
amactyla bagimsiz bir aragtirmaci tarafindan tekrar inceleme yapilmis ve kodlayicilar
arasi uyum saglanmistir. Kodlayicilar arast uyum, Miles ve Huberman (1994)
tarafindan Onerilen formiile gére hesaplanarak %84.62 olarak belirlenmistir. Nitel
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aragtirmalarda .80 ve {iizeri uyum katsayisi, analiz siirecinin giivenilir oldugunu
gostermektedir. Bu dogrultuda, arastirmada elde edilen verilerin analiz siirecinin
tutarli ve giivenilir oldugu teyit edilmistir. Kodlama stirecinde goriis birligi oraninin
yiiksek olmasi, aragtirmacilar arast yorum farkliliklarinin minimal diizeyde oldugunu
ve analiz siirecinin sistematik bir sekilde yiiriitiildiinii gostermektedir.

Bulgular

Bu boliimde arastirma kapsaminda elde edilen bulgular sunulmaktadir.

I. Arastirma Problemine iliskin Bulgular

Bu aragtirma sorusunda, 2024 Tiirkiye Yiizyili Maarif Modeli dogrultusunda
giincellenen Ilkokul Tiirkge Ogretim Programi’min metinlerarasi okuma yontemine
nasil yer verdigi betimsel igerik analizi yoluyla detayl1 bir sekilde incelenmistir.

L, 2. ve 3. Sinif Tiirkce Ogretim Programlarinda Metinlerarast Okuma

2024 Tirkiye Yiizyili Maarif Modeli gercevesinde giincellenen ilkokul Tiirkce
Ogretim programlari, metinlerarast okuma yontemini dogrudan igermemekle birlikte,
ogrencilerin farklt metinler arasinda baglantilar kurmalarini destekleyebilecek
etkinlikleri icermektedir. 1. siniftan itibaren temel diizeyde gorsellerle anlam kurma,
hikdye tamamlama ve olaylar1 siralama gibi etkinlikler 6ne ¢ikarken 2. sinifta
karsilagtirma yapma, anlatim tiirlerini iliskilendirme ve dinleme-okuma entegrasyonu
gibi siiregler devreye girmektedir. 3. sinif diizeyinde ise elestirel diisiinme becerileri
desteklenerek, 6grencilerin metinler arast anlam olusturma, anlatim bigimlerini analiz
etme ve yazarin mesajlarini sorgulama siireglerine yonlendirildigi goriilmektedir.

Bu siiregte, 6grencilerin ¢oklu metin baglaminda diisiinebilme, farkli anlatim
tiirlerini karsilagtirabilme ve elestirel bakis acis1 gelistirme gibi metinlerarasi okuma
ile iliskili becerileri kazanmalarina yonelik etkinliklerin programda yer aldigi
belirlenmistir. Ancak, bu etkinliklerin dogrudan metinlerarasi okuma yontemini
icermedigi ve dgrencileri sistematik bir sekilde yonlendirmedigi tespit edilmistir.

Tablo 2°de, 1., 2. ve 3. smif seviyelerinde metinlerarasi okuma siire¢lerini
dolayl olarak destekleyen etkinlikler degerlendirilmistir.
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Tablo 2.
Metinlerarasi Okuma Siirecini Destekleyen Etkinlikler (1., 2. ve 3. Sinif)
Etkinlik Agiklama Metinlerarasi Okuma Agisindan
Degerlendirme
1. smufta, 6grencilerin gorselleri kullanarak
. yeni metne dair ©ngoriler olusturmasi
Ogrenciler, ~ bir ~ metni gaglapir. 2. sifta, gorsellerin metindeki
Gdrse_llerden okumadan once bashk ve olaylarla baglantisi daha sistematik kurulur.
Tahmin Yapma gorsellerden hareketle 3.~ smifta ise Ogrencilerin  tahminleri
tahminde bulunur. gerekgelendirmesi  ve  metnin  farkli

boliimleriyle iliskilendirmesi beklenir.

Ayni temaya sahip farkli

1. smifta, aynt olay Orgiisiine sahip kisa
anlatilar karsilastirilir. 2. smifta, anlatim

Metinleri metinler okunarak tirleri arasinda benzerlik ve farkhhkl_ar_
Karsilastirma  benzerlikler ve farkliliklar Sorgulamir. 3. swifta, 6grenciler yazarm dili
degerlendirilir. ve anlatim bi¢imlerini degerlendirerek daha
derin kargilagtirmalar yapar.
1. smifta, Ogrenciler dogrudan olaylarin
Qlayla_rln . devamina iligkin ongorllerde bulunur. 2.
Oncesi ve Ogrenciler, bir metindeki gnifta, olaylarin neden-sonug iliskileri ile
Sonrasi olaylarm  Oncesini  veya baglam olusturulur. 3. sinifta, olaylar arasinda
Hakkinda sonrasini tahmin eder. baglantilar kurularak metinlerarasi
Tahmin iliskilendirme becerisi gelistirilir.
1. smifta, Ogrenciler metindeki olaylar
dogrudan resmeder. 2. smifta, metnin 6nemli
Metni Okunan metinleri ynsurlarini belirleyerek gorsellestirme yapar.
Garsellerle resimleyerek veya grafikle 3. gnifta, olaylarin farkli bakis agilarindan
Destekleme destekleyerek anlatirlar. nasil betimlenebilecegi iizerine diisiiniilerek
metinleraras: okuma siireci desteklenir.
1. smifta, basit hikdyeler ve dinleme
Okuduklarmi . ) __ etkinlikleri kiyaslanir. 2. smifta, ayni olay
ve Ogr.encﬂer, yazilt ve szl farkly anlatim bicimleriyle ele alinir. 3. sinifta,
i lerini  metinler arasinda bilgilendirici metinler ile anlati tiirleri
Dinlediklerini baglantilar kurar 5 i
Karsilastirma g . arasinda bag_lantllar 1_<L}r_ularak metinlerarast
okuma siireci guclendirilir.
1. smifta, 6grenciler metindeki ana mesajt
Vagarmn Metinlerde . s.u.m“an belirler. f ks.llr.nfta, fari(h metilnlerdelber{liz?r
Mosajlarmns goriisler analiz edilir ve Veya geliskili mesajlarm olup olmadigi
elestirel olarak Sorgulanir. 3. smifta, yazarm bakis agis1 ve
Sorgulama metindeki Ortiik anlamlar elestirel olarak

degerlendirilir.

degerlendirilir.

Yapilan incelemeler, 1., 2. ve 3. sinifta metinlerarasi okuma siireglerine yonelik

dogrudan ydnergeler

bulunmamakla

birlikte, ogrencilerin farkli metinleri

iliskilendirmelerine yonelik cesitli etkinliklerin yer aldigimi gostermektedir. Bu
slirecte, 1. simf daha ¢ok temel duzeyde tahmin yapma ve gorselleri yorumlama
becerilerini gelistirirken 2. sinifta anlatim tiirlerini karsilastirma ve olaylart neden-
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sonug iligkileri i¢inde degerlendirme siirecleri 6ne cikmaktadir. 3. sinifta ise
ogrenciler daha elestirel bir bakis agisiyla metinleri karsilagtirma, yazarin bakis agisini
analiz etme ve farkli anlatim bigimleri arasindaki iliskilere odaklanmaktadir. Ancak,
programda metinlerarasi okuma siire¢lerinin dogrudan ydnlendirilmemesi 6nemli bir
eksiklik olarak goze carpmaktadir. Ozellikle farkli metinler arasinda sistematik
karsilagtirmalar yapmaya yonelik agik yonergelerin eksikligi, &grencilerin
metinlerarasi diisiinme becerilerini gelistirmesini sinirlandirmaktadir. Ogrencilerin
farkli anlatim tiirlerini veya benzer temalara sahip metinleri bilingli bir sekilde
iliskilendirmeleri beklenirken programda bu siirecleri yonlendirecek asamali bir
planlama bulunmamaktadir. Bunun yani sira, 1. ve 2. sinif diizeylerinde kullanilan
etkinliklerin biiylik 6lciide bireysel metin odakli olmasi, metinlerarast baglantilart
bilingli olarak kurmaya yonelik rehberlik eksikligini ortaya koymaktadir. Ornegin, bir
hikdye tamamlama etkinliginde 6grencilerin dnceki okuduklart metinlerle baglanti
kurmalari tegvik edilmemekte, yalnizca ilgili metne odaklanmalar1 beklenmektedir.
Oysa ki, bu tiir etkinliklerde 6grencilerin dnceki bilgilerini aktif hale getirmelerini
saglayan yonergeler bulunmasi, metinlerarasi okuma siireglerinin i¢sellestirilmesine
daha fazla katki sunacaktir. Ayrica, programin st siniflara dogru ilerledikge
metinlerarast okuma yontemini daha bilingli ve sistematik hale getirmesi beklenirken
3. sinifta dahi bu siirecin daha ¢ok bireysel degerlendirme ve elestirel yorum yapma
diizeyinde kaldigi goriilmektedir. Metinler arasinda dogrudan baglantilar kurmaya
yonelik yapilandirilmig etkinliklerin eksikligi, 6grencilerin yalnizca tek bir metin
iizerinden analiz yapmalarina neden olabilir ve metinleraras: diisiinme siireglerini
siirlayabilir.

Tlkokul 4. Stnif Tiirkce Ogretim Programinda Metinlerarast Okuma

2024 Tirkiye Yiizyili Maarif Modeli cercevesinde giincellenen ilkokul 4. Siif
Tiirkge Ogretim Programi incelendiginde, programda “metinleraras1 okuma” terimine
dogrudan yer verilmedigi goriilmektedir. Bununla birlikte, programin beceri temelli
yapisi, Ogrencilerin farkli metinler arasinda baglantilar kurarak elestirel disiinme,
karsilagtirma ve yorumlama gibi bilissel becerilerini gelistirmeyi amaglamaktadir
(MEB, 2024).

2024 Tiirkiye Yiizy1l1 Maarif Modeli ¢ercevesinde giincellenen Tiirkge Ogretim
Programi, metinleraras1 okuma yontemini agik bigimde tanimlamamakla birlikte,
ogrencilerin bu yondeki becerilerini gelistirebilecek cesitli yap1 ve kazanimlari
icermektedir. Programin igerigi lizerine gergeklestirilen betimsel igerik analizi,
metinleraras1 okuma siireglerinin TAB2. Okuma alan becerisi kapsaminda ve 6zellikle
KB2.7 Karsilagtirma, KB2.10 Cikarim Yapma, KB2.14 Yorumlama, KB2.17
Degerlendirme ile KB2.20 Sentezleme gibi kavramsal beceriler araciligiyla dolayli
olarak desteklendigini ortaya koymustur. Bu beceriler, 6grencilerin birden fazla metin
arasinda bag kurmalarini, anlam insa etmelerini ve elestirel degerlendirme
yapmalarini tesvik eden biligsel siireclere karsilik gelmektedir.
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[lkokul 4. stnif Tiirkce dersi dgretim programinda, metinlerarasi okuma siireciyle
baglantili ve bu siirece katki sunabilecek Alan Becerileri ve Kavramsal Beceriler
asagida belirtilmektedir:

KB2.7 Karsilastirma: Farkli metinleri karsilastirarak benzerlik ve farkliliklar:
analiz etme.

KB2.10 Cikarim Yapma:
bitiinlestirme.

Metinler arasi baglam olusturma ve bilgiyi

KB2.14 Yorumlama: Metinlerde verilen bilgileri degerlendirme ve kendi
¢ikarimlarint olusturma.

KB2.17 Degerlendirme: Metinlerdeki ifadeleri elestirel bir bakis agisiyla analiz
etme.

KB2.20 Sentezleme: Birden fazla metinden elde edilen bilgileri birlestirerek
yeni bilgiler olusturma.

Bu beceriler, o6grencilerin farkli metinleri iliskilendirerek derinlemesine
anlamalarina olanak tanimakta ve metinlerarasi okuma siirecinin bir parcasi olarak
degerlendirilmektedir. Bu baglamda, Dérdiincii Smif Tiirkce Ogretim Programinda
yer alan ve metinlerarasi okuma anlayigint destekleyen etkinlikler ile bu etkinliklerin
icerdigi baglant tiirleri Tablo 3’de verilmistir.

Tablo 3.
Dérdiincii Simif Tiirkce Ogretim Programinda Metinlerarast Okuma Anlayising
Destekleyen Etkinlikler ve Baglanti Tiirleri

Etkinlik Agiklama Baglant1 Tiird

Gorsel ve isitsel materyallerle

Koprii Kurma Ogrenciler, metinle ilgili video,

sunum  veya sarki  gibi
materyallerle 6n bilgi edinir.

konuya dair 6n bilgi edinerek diger
metinlerle benzerlikler ve
farkliliklar kurarlar.

Metin Oncesinde

Tahmin

Baslik ve gorsellerden hareketle
metnin igerigi hakkinda tahmin
yapilir.

Onceden  hildikleri olay ve
karakterlerle iligki kurarak yeni
metne dair dngdriiler gelistirirler.

Hikaye Olusturma

Metindeki  olaylara  benzer
sekilde  oOgrencilerin  kendi
hikayelerini olusturmasi istenir.

Okuduklar1 metnin temel dgelerini
kullanarak baska bir baglamda
yeniden yaratirlar; farkli metinlerle
kurgusal ogeleri kiyaslama
yaparlar.
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Tablo 3. (devami)

Canlandirma

Metin karakterlerinin duygularini

Metindeki olaylar veya anlamaya calisarak benzer
karakterler canlandirilir. karakterlerle kiyas yapar, iliskiler
kurarlar.
Dijital Arag Oprenciler, dijital kaynaklardan Ayni1 temayi igleyen farkli metinlere
Kullanimi1 > eriserek konuya dair genis bir bilgi

yararlanarak  metinle

aragtirma yapar.

ilgili

havuzuyla metinleri karsilagtirir ve
baglantilar kurarlar.

Gorsel Olusturma

Okuduklart metinle ilgili kendi
gorsellerini cizer veya
tasarlarlar.

Metindeki olaylar1 ve kavramlari
gorsellestirerek diger metinlerdeki
benzer temalarla iligkiler kurar.

Oyun Tasarlama

Metin igerigine uygun oyunlar
yaratilir.

Metin  icindeki olaylar1 veya
karakterleri oyun igine entegre
ederek baska metinlerin olay

orgiileri ve karakterleri ile baglanti

kurar ve yeniden kurgulama
yaparlar.
e . . Farkli  metinlerdeki  yazarlarin
Yazarin Iletilerini  Ogrenciler, yazarin mesajlarint ., .. . . .
P iletileri ile karsilagtirarak elestirel
Sorgulama sorgular ve kendi goriisleriyle | . L .
o . bir bakis agis1 gelistirir ve metinler
degerlendirir.
arasinda kargilastirma yapar.
Ayni olay orgiisiinii farkli bakis
Metni Yeniden Metin, farkl bir bakis acistyla agll'c‘lrmdan el.e. .alarak diger
Kurgulama . metinlerle iliskiler kurar,
yeniden yazilir.
karsilastirmalar yapar ve

yaraticiligini kullanir.

2024 ilkokul 4. Simf Tiirkge Ogretim Prograni, dogrudan metinlerarasi okuma
yontemine yer vermemekle birlikte, 6grencilerin farkli metinler arasinda baglantilar
kurmalarini destekleyen cesitli etkinlikler ve beceriler igermektedir. Programin beceri
temelli yaklasimi, Ggrencilerin okuma siireglerinde elestirel diisinme, anlam
olusturma ve ¢ok yonlii degerlendirme becerilerini gelistirmeye yonelik bir yapi
sunmaktadir. Bu dogrultuda, programda yer alan etkinlikler, 6grencilerin farkli metin
tiirleri arasinda iligki kurmalarina, bilgiyi yapilandirmalarina ve metinler arasi anlam
olusturma siireclerini derinlestirmelerine olanak taniyan Ogrenme deneyimleri
saglamaktadir. Ancak, programin dogrudan metinlerarasi okuma ydntemini sistematik
bir sekilde ele almadigi, ancak dolayli yollarla 6grencilerin ¢oklu metin okuma
becerilerini gelistirebilecek etkinliklere yer verdigi belirlenmistir. Ozellikle koprii
kurma, metin 6ncesinde tahmin, hikdye olusturma, canlandirma, dijital ara¢ kullanima,
gorsel olusturma, oyun tasarlama, yazarin iletilerini sorgulama ve metni yeniden
kurgulama gibi etkinliklerin, 6grencilerin farkli metinleri iliskilendirme siireclerine
katk1 sagladig1 belirlenmistir.
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Koprii kurma etkinligi, dgrencilerin bir metni okumadan 6nce farkli medya
tirlerinden bilgi edinerek, yeni metni daha genis bir baglamda degerlendirmelerine
yardimc1 olmaktadir. Bu siireg, 6grencilerin 6nceki bilgi birikimlerini aktive ederek,
metin ile diger kaynaklar arasinda anlamli iligkiler kurmalarina olanak tanimaktadir.
Benzer sekilde, metin Oncesinde tahmin etkinligi, 6grencilerin 6nceki okuma
deneyimlerine ve bilgi altyapilarina dayanarak yeni bir metnin i¢erigini 6ngérmelerini
saglamaktadir. Bu etkinlik, 6grencilerin daha Once karsilastiklar1 metinleri
animsamalarina ve metinler arasinda baglantilar kurmalarina firsat sunmaktadir.

Hikdye olusturma ve canlandirma etkinlikleri, Ogrencilerin okuduklari
metinlerden ilham alarak yeni anlatilar olusturmalarina ve metni farkli bir baglamda
yeniden yapilandirmalarina imkan tanimaktadir. Metinleraras1 okuma baglaminda,
ogrenciler bu etkinlikler araciligiyla anlati yapisin1 ve karakter gelisimini analiz
edebilmekte ve farkli metinler arasindaki benzerlikleri veya anlatim tekniklerini
kargilagtirarak kendi igeriklerini iiretebilmektedirler. Canlandirma etkinligi ise,
metindeki olaylar1 dramatize ederek 6grencilerin karakterlerin motivasyonlarini ve
olay orglisiinii daha derinlemesine anlamalarina katki saglamaktadir.

Dijital ara¢ kullanimi etkinligi, 6grencilerin ¢oklu metin baglaminda anlam
olusturma becerilerini gelistirmelerine olanak tanimaktadir. Bu siirecte, 6grenciler
farkli kaynaklardan bilgi edinerek, benzer temalar iizerine yazilmis farkli metinleri
karsilastirabilir ve ok yonlii bir bakis agis1 kazanabilirler. Dijital kaynaklarla yapilan
aragtirmalar, 6grencilerin hem metin i¢i hem de metinler aras1 baglamda elestirel bir
perspektif gelistirmelerine olanak saglamaktadir. Gorsel olusturma ve oyun tasarlama
etkinlikleri de, 6grencilerin okuduklari metinleri farkli ifade bi¢imleriyle yeniden
yapilandirmalarina ve metinlerarast diisiinme becerilerini gelistirmelerine katkida
bulunmaktadir.

Yazarin iletilerini sorgulama etkinligi, metinlerarast okuma baglaminda elestirel
okuma becerisinin gelismesine 6nemli 6lciide katki saglamaktadir. Ogrenciler bu
etkinlik sayesinde, yazarlarin iletilerini sorgulama ve farkli metinlerde sunulan
perspektifleri karsilagtirma firsati yakalamaktadirlar. Metni yeniden kurgulama
etkinligi ise, dgrencilere okuduklart metni farkli bir baglamda ele alma ve anlatiy
yeniden sekillendirme imkani1 sunarak, metinlerarasi diisiinme siireclerini
derinlestirmektedir.

Bu tiir etkinlikler, dgrencilerin yalnizca tek bir metni anlamalarinin 6tesine
gecerek, birden fazla metin arasinda kopriiler kurmalarina ve anlam insa siireclerini
derinlestirmelerine olanak tanimaktadir. Ogrenciler, farkli metin tiirleri, anlatim
bi¢imleri ve bakis agilar1 arasinda baglantilar kurarak, bilgiyi ¢ok yonlii bir sekilde
degerlendirme firsatt bulmaktadirlar. Metinlerarast okuma siireglerinin dgretim
programinda dogrudan ele alinmamasi, O6grencilerin bu becerileri kazanmasini
sinirlandirabilecek bir durum olarak degerlendirilmektedir. Ancak programda yer alan
cesitli etkinlikler, dolayli da olsa Ogrencilerin metinleraras1 diisiinme becerilerini
gelistirmelerine katki saglayacak bir zemin sunmaktadir. Bu nedenle, 6gretim
programinda metinlerarasi okuma yonteminin daha bilingli ve sistematik bir sekilde
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yapilandirilmasi, 6grencilerin ¢oklu metinlerle ¢alisma becerilerini daha etkin bir
sekilde gelistirmelerine imkan taniyacaktir.

[lkokul Tiirkce 6gretim programlarinin metinlerarasi okuma siireclerine dolayli
katkt sundugu belirlenmistir. 1. sinifta daha ¢ok gorselleri yorumlama, hikaye
tamamlama ve 6n bilgileri kullanarak tahmin yapma gibi etkinliklerle baglayan siireg,
2. ve 3. smifta karsilastirma, ¢ikarim yapma, metinleri iligskilendirme ve
degerlendirme gibi bilissel becerilerin gelisimiyle devam etmekte; 4. sinif seviyesinde
ise Ogrencilerin elestirel diisiinme ve farkli metinleri bilingli olarak karsilastirma
becerilerini gelistiren etkinliklerle desteklenmektedir. Ancak, programlarin dogrudan
metinlerarasi okuma ydntemini icermedigi ve sistematik bir sekilde yonlendirmedigi
goriilmektedir. Bu durum, 6grencilerin metinlerarasi baglantilar kurma becerilerini
dogrudan gelistirmelerini sinirlandirabilir. Ayrica, 6gretim programinda yer alan
tematik yapilar da metinlerarasi diistinme siirecine dolayli olarak katki sunmaktadir.
Ozellikle “Erdemler”, “Milli Miicadele ve Atatiirk”, “Doga ve Insan” ve
“Kitiphanemiz” gibi temalar aracilifiyla, Ggrencilerin kendi deneyimlerinden
hareketle metinler arasinda bag kurmalarina, farkli bakis acilarini degerlendirmelerine
ve degerler baglaminda yorum iiretmelerine olanak taniyan yonlendirici ifadelere yer
verildigi gézlemlenmistir. Bu temalar, 6grencilerin yalnizca bilgi diizeyinde degil;
ayni zamanda anlamlandirma, karsilastirma ve deger aktarimi baglaminda da
metinlerarast okuma becerilerini destekleyici bir zemin sunmaktadir.

II. Arastirma Problemine iliskin Bulgular

Bu aragtirma sorusunda, metinlerarasi okuma yontemine iliskin 6gretmen aday1
goriisleri detayli bir sekilde incelenmistir. Katilimcilarin paylastigi deneyim ve
oOneriler, yontemin egitsel etkileri, Tiirkce dgretim programina katkilari, okuma ve
anlama becerilerindeki rolii, 6gretim uygulamalarina entegrasyonu, elestirel diisinme
geligimi tizerindeki etkisi ve karsilasilan zorluklar gibi farkli boyutlarda ele alinmustir.
Bulgular, metinlerarasi okuma yonteminin egitim siireglerinde nasil bir etki
olugturdugunu anlamak ve bu yontemi etkili bir sekilde uygulamak i¢in yol gdsterici
niteliktedir. Asagida, elde edilen bulgular tematik basliklar altinda detaylandirilmustir.

Asagida, elde edilen bulgular tematik bagliklar altinda detaylandirilmistir.
Metinlerarasi okuma yontemine iliskin temalar Sekil 1’de verilmistir.
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Sekil 1

Metinleraras: Okuma Yontemine Iliskin Temalar

Metinleraras) Okuma Yontemine Yonelik Genel Gorlisler ]

Okuma ve Anlama Becerilerine
Etkileri

Turkge Ogretim Programina @ 4
Katkilar @ ‘

s A
Elestirel Duginme ve Farkll Bakis & |

T ~ L:—ﬂm BOgretim Uygulamalarina

Entegrasyon

' &(@ Patansiyel Zorluklar ve GCézlm
Onerileri

Ogretim Uygulamalarma Entegrasyon temasinda, dgretmen adaylarmin sinif
icinde metinleraras1 okuma yontemini nasil kullanabileceklerine iliskin gorisleri
degerlendirilmektedir. Tiirkge Ogretim Programina Katkilar temasinda, metinlerarasi
okuma yodnteminin, 2024 Tirkiye Yiizyili Maarif Modeli dogrultusunda giincellenen
Tiirkge Ogretim Programi ile uyumlulugu ve programa sagladigi katkilar &n
plandadir. Okuma ve Anlama Becerilerine Etkileri temasinda, bu ydntemin
ogrencilerin okuma ve anlamlandirma becerileri tizerindeki etkilerine iligkin goriisler
on plandadir. Potansiyel Zorluklar ve Coziim Onerileri temasinda, Ogretmen
adaylarinin metinlerarast okuma yontemini uygularken karsilagtiklari zorluklar ve bu
zorluklara dair gelistirdikleri ¢6ziim Onerileri degerlendirilmektedir. Elestirel
Diisiinme ve Farkli Bakis Agilart temasi, metinlerarasi okuma yOnteminin
Ogrencilerin elestirel digiinme becerilerini gelistirmeye yonelik katkilarini
incelemektedir. Bu kapsamda, 6gretmen adaylarinin metinlerarasi okuma yontemine
iligkin goriisleri, belirlenen temalar ve kodlar Tablo 4’te verilmistir.
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Tablo 4.

Metinlerarasi Okuma Yontemine Iliskin Ogretmen Adaylart Goriisleri, Temalar ve

Kodlar

Tema Kod Goriisler
“Metinleraras1 okuma yontemi, bireylerin farkl
ogrenme bicimlerine uygun bir ortam sunuyor.
Ogrencilerin ilgisini ¢cekecek sekilde bu yontemle ¢ok
Olumlu bakis agist farkl ag¢ilardan 6grenme saglanabilir.” (K3)

Metinlerarasi
Okuma
Yoéntemine
Yonelik Genel
Gortisler

Ogrenme gesitliligi

Hibrit 6gretim

Bireysel 6grenme hizlari

Yaratici diigiinme

“Bu yontemle dersler daha biitiinciil bir yaprya
kavusabilir. Ornegin, bir hikdye ile ilgili bir tablo ya
da grafik kullamildiginda 6grenciler baglantilar: daha
kolay kurabilir.” (K5)

“Farkli metin tiirlerini bir arada kullanmak,
ogrencilerin  derslere katilvmimi  artirabilir ve bu
yontem ogrenmeyi daha eglenceli hale getirebilir.”
(K8)

“Ogrenciler bu yontemle sadece 6grenmekle kalmayip

yaratici diisiinceler  gelistirebilir. Ozellikle farkli
disiplinlerden materyallerle ¢alismak, onlarin olaylar
daha genis bir perspektiften degerlendirmesini
saglar.” (K2)

Tiirkge Ogretim
Programina
Katkilar

Ogrenme siirecinin

zenginlesmesi

ilgi gekicilik

Farkli metin tiirlerinden
yararlanma

Coklu
gelistirme

bakis  agilar

Detayli anlama becerileri

“Tiirkce ogretiminde, ogrencilerin siir, hikdye, haber
metni gibi farkl tiirlerle karsilagmast onlarin hem dil
becerilerini hem de anlamlandirma kapasitelerini
giiclendirebilir.” (K6)

“Bu yontemin programda yer almasi, égrencilerin dil
becerilerini pekistirirken farkly metin tiirlerine olan
ilgilerini artwrabiliv. Her metin tiiriiniin ozgiin bir
katkist var.” (K11)

“Tiirkce derslerinde bu yontemi uygulamak, ozellikle
okuma aligkanligi kazandirmak igin biiyiik bir firsat
sunuyor. Farkl metinlerin karsilagtirilmas: ogrenciler
i¢in ilgi ¢ekici olabilir.” (K7)

“Program, bu yontemle ogrencilerin okuma, yazma ve
anlamlandirma  becerilerini  gelistirecek bir arag
sunabilir. Ayrica dersler daha yaratict bir hale
gelebilir.” (K12)

(devam ediyor)
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Coklu metinlerle ¢alisma

“Ogrenciler, bir hikaye ile ilgili bir siir ya da bir resim
gordiigiinde bu tiirler arasinda baglanti kurmay
ogrenebilir ve bu durum onlarin okuma becerilerini
pekistirebilir.” (K4)

anlama becerileri  bu

“Okuma ve yontemle

Yorumlama N 5 .

.. . . giiclenebilir. Ogrenciler ayni temay: farkli tiirlerde ele
gﬁrarg?a ve  yeteneklerinin geligmesi alarak olaylart daha iyi kavrayabilir.” (K10)
Becerilerine . .

A - - . . “Bu yontemle ogrencilerin yorumlama yetenekleri
Etkileri gD[jlllgsllérrlll(;nier:me stireglerini artabilir. Farkli metin tiirleri, 6grenciler igin yeni
diistince yollari agabilir.” (K9)

Aktif katilim “Okuma becerilerinin yanminda yazma ve diisiinme
stireglerinin de gelisecegine inantyorum. Bu yontemin
daha ¢ok okul programlarinda yer almasi gerekir.”
(K1)
“SE modeli ¢ercevesinde giris etkinliklerinde bu

fstasyon yontemi yontemi kullanabilirim. Ornegin, bir grafik ya da
tabloyla baslayyp ogrencilerin  fikir  yiiriitmesini
saglayabilirim.” (K2)

SE modeli “Sinifta grup ¢alismalar diizenleyerek, her gruba
farkly bir metin tiirii verebilir ve onlarin bu metinleri

Ogretim fsbirlikci &3renme analiz etmelerini isteyebilirim.” (K4)
Uygulamalarina $ ¢105
Entegrasyon “Istasyon yontemi ile her istasyonda farkl bir metin

Farkh
kullanma

materyaller

Gruplara ayirma

tiirii sunulabilir ve ogrenciler arasinda metinlerarasi
bag kurmalari desteklenebilir.” (K6)

“Bir drama etkinligi siwrasinda ogrencilerden bir
hikdyeyi sahneye koymalarini isteyebilirim. Bu
etkinlik,  6grencilerin  metinlere  olan ilgisini
artirabilir.” (K13)

(devam ediyor)
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Tablo 4. (devam)

“Bu yéontem, ogrencilerin bir olay ya da fikir iizerine
farkly bakis agilarimi gormesini ve bu bakis agilarim

Elestirel diigiinme elestirel sekilde degerlendirmesini saglayabilir.” (K7)

becerisini gelistirme i L . - L. .
gels ‘Bir metin iizerinde farkli diisiince bigimleri

tartisilabilir. Bu da 6grencilerin birbirlerinin bakig
agilaria saygr duymasini ve empati gelistirmesini
destekler. ” (K5)

Elestirel

Diisiinme  ve

Farkli Bakis  Bakis agisi cesitliligi
Agilari

“Farkly metin tiirlerini bir arada gérmek, égrencilerin
genis bir perspektif kazanmasina ve olaylara daha
yaratici bir sekilde yaklagsmasina katki saglayabilir.”
(K11)

Akran 6grenmesi

“Uygulama sirasinda zaman ydnetimi zor olabilir. Bu
nedenle bu yontemi daha kiigiik kazammlarda
kullanmayr planlarim.” (K1)

“Materyal eksikligi bir sorun olabilir. Bu durumlarda
dogadan veya basit materyallerden yararlanarak
Potansiyel yaratici ¢oziimler iiretebilirim.” (K9)
Zorluklar  ve
Cozim “Ogrenciler ilk etapta metinler arasinda iliski
Onerileri kurmakta zorlanabilir. Onlara yonlendirici sorular
sormak ve daha fazla ornek sunmak bu sorunu
cozebilir.” (K8)

Zaman yonetimi

“Bazi metinlerin iceriklerine dgrenciler yabanci
kalabilir. Bu durumda, on bilgi saglayarak sirece
baglamay: planlarim.” (K12)

Arastirma kapsaminda elde edilen bulgular, metinlerarasi okuma ydnteminin
farkli yonlerine 1s1k tutmaktadir. Bulgular, yontemin 6grencilerin okuma ve anlama
stireclerine etkisi, 6gretim programiyla uyumu, elestirel diislinme becerilerine katkisi
ve uygulama siireglerinde karsilagilan zorluklar gibi ¢esitli boyutlarini kapsamaktadir.

Ogretmen adaylarinin metinlerarast okuma ydntemine iliskin goriisleri,
yontemin ogrencilerde ¢ok yonlii diislinme, empati gelistirme ve yaraticilig
destekleme potansiyeline odaklanmaktadir. Katilimcilarin ifadeleri, y&ntemin
yalnizca akademik degil ayn1 zamanda sosyal-duygusal gelisimi de besleyebilecegine
isaret etmektedir. Ornegin bir katilimci, “Bu yontem farkli tiirlerin birlesimiyle
Ogrencilere hem yaratici bir alan hem de okuma becerilerini gelistirecek bir platform
sunar.” (K8) seklinde konusurken bir digeri, “Bir hikaye ile ilgili bir siir ya da bir
resim gordiigiinde, bu tiirler arasinda baglantt kurmay1 &grenebilir ve bu durum
onlarin okuma becerilerini pekistirebilir.” (K4) ifadeleriyle yontemin disiplinler arasi
niteligini vurgulamaktadir. Baska bir katilimeci ise, “Bu ydntemle ogrencilerin
yorumlama yetenekleri artabilir. Farkli metin tiirleri, 6grenciler igin yeni disiince
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yollar1 agabilir.” (K9) diyerek biligsel gesitlilige katkiya dikkat ¢cekmistir. Yine bir
bagka 6gretmen aday1, “Bir metin lizerinde farkli diisiince bigimleri tartisilabilir. Bu
da dgrencilerin birbirlerinin bakis acilarina saygi duymasini ve empati gelistirmesini
destekler.” (K5) ifadesiyle yontemin demokratik sinif kiiltiiriine olan katkisini ortaya
koymustur. Katilimcilar uygulama onerileri de sunmus; “Dogadan veya basit
materyallerden yararlanarak yaratici ¢éziimler iiretebilivim.” (K9) ve “Istasyon
yontemi ile her istasyonda farkii bir metin tirii sunulabilir.” (K6) gibi somut
orneklerle yaklagimin smif iginde nasil uygulanabilecegine dair fikirler
paylagmislardir.

Katilimcilar, metinlerarasi okuma yontemine genellikle olumlu bir bakis agisi
sergilemiglerdir. Bu yontem, bireylerin farkli 6grenme bicimlerine uygun bir ortam
sunmasi, hibrit Ogretim imkani saglamasi ve bireysel Ogrenme hizlarini
desteklemesiyle one ¢ikmaktadir. Ayrica, dgrencilerin yaratict diisiinme becerilerini
gelistirmesine katki sagladigi belirtilmistir. Ornegin, bir katthmei, “Bu yéntemle
dersler daha biitiinciil bir yapiya kavugabilir” (K5) ifadesiyle yontemle butuncul
6grenme ortamlari olusturulabilecegini vurgulamistir. Bir bagka katilimc1 yontemin
Ogrenme siireglerini zenginlestirdigini belirterek, “Bu yontem bireylerin farki:
ogrenme bicimlerine uyum saglayacak sekilde, ¢oklu materyal kullamimiyla daha
etkili bir 6grenme ortami sunuyor” (K3) ifadesini kullanmigtir. Bir bagka katilimer ise
“Farkli metin tirlerini bir arada kullanmak, oOgrencilerin derslere katilimini
artirabilir ve bu ydntem dgrenmeyi daha eglenceli hale getirebilir’ (K8) diyerek
yontemin 6grenme siirecine olan katkisini vurgulamaktadir. Bu goriisler, 2024 Maarif
Modeli’nin egitimde hedefledigi ¢ok yonlii 6grenme ve bireysellestirilmis dgretim
anlayisiyla da ortiismektedir. Maarif Modeli, 6grencilerin yaratici diisiinmesini ve
bireysel 6grenme hizlarina uygun ilerleme kaydetmesini desteklemektedir. Ogretmen
adaylar1 da metinlerarast okuma yonteminin bu kazanimlar1 dogrudan destekledigini
ifade etmektedir.

Metinleraras1 okuma yonteminin Tiirkge 6gretim programina 6nemli katkilar
sundugu ifade edilmistir. Katilimecilar, bu yontemin Ogrenme siirecini
zenginlestirdigini, ilgi ¢ekiciligi artirdi@int ve ¢oklu bakis agilar1 gelistirme imkant
sundugunu vurgulamiglardir. Ayrica, farkli metin tiirlerinden yararlanmanin
ogrencilerin anlama becerilerini giiclendirdigi belirtilmistir. Bir katilime1, yontemin
okuma aligkanlig1 kazandirmada biiyiik bir firsat oldugunu dile getirerek, “Tiirkce
derslerinde bu yontemi uygulamak, 6zellikle okuma aligkanligi kazandirmak igin
biiyiik bir firsat sunuyor” (K7) demistir. Bir bagka katilimci ise, “Bu yontem farkli
tirlerin birlesimiyle dgrencilere hem yaratict bir alan hem de okuma becerilerini
gelistirecek bir platform sunar” (K8) seklinde goriis bildirmistir. Bu bulgular, Maarif
Modeli’nin egitim anlayis1 ile dogrudan iligkilidir. Model, 6grencilerin okuma ve
yazma becerilerini gelistirmeye yonelik yapilandirilmis etkinliklerle desteklenmesini
ve farkl tiirlerde metinlerle karsilasarak metinler arasinda iliski kurmalarini tegvik
etmeyi amaclamaktadir. Ogretmen adaylarmin goriisleri de metinleraras1 okuma
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yonteminin bu amaglart gergeklestirme noktasinda etkili bir ara¢ oldugunu ortaya
koymaktadir.

Bulgular, 6gretmen adaylarinin metinlerarasi okuma yodnteminin dgrencilerin
okuma ve anlamlandirma becerilerini gelistirdigi yoniindeki goriislerini ortaya
koymaktadir. Katilimeilar, 6grencilerin birden fazla metni karsilastirmali olarak ele
almasinin, diigiinme siireglerini  giiglendirdigini ve yorumlama yeteneklerini
gelistirdigini belirtmislerdir. Bir katilimei, bu yontemle 6grencilerin metinleri daha
iyi anlamlandirabilecegini ifade ederek “Ogrenciler, bir hikaye ile ilgili bir siir ya da
bir resim gordiigiinde bu tiirler arasinda baglanti kurmay1 6grenebilir ve bu durum
onlarin okuma becerilerini pekistirebilir” (K4) demektedir. Bir baska katilimci ise “Bu
yontemle dgrencilerin yorumlama yetenekleri artabilir. Farkli metin tiirleri, 6grenciler
icin yeni diisiince yollar1 agabilir” (K9) diyerek yontemin derinlemesine anlam
olusturma siirecine olan katkisini vurgulamaktadir. Bu goriisler, Tiirkce ogretim
programinin okuma-anlama becerilerine yonelik kazanimlariyla oOrtiismektedir.
Giincellenen Tiirkge 6gretim programinda Ogrencilerin bir metni yiizeysel degil,
derinlemesine okumasi1 ve farkli tiirlerdeki metinler arasinda anlam iligkisi
kurabilmesi beklenmektedir. Metinlerarasi okuma yontemi, bu dogrultuda 6grencilere
¢ok yonlii bir okuma siireci sunarak okuma aligkanliklarini gelistirme, elestirel
distinmeyi tesvik etme ve yazili kiiltiire karsi biling olusturma gibi kazanimlari
desteklemektedir.

Metinleraras1 okuma yonteminin, 6gretim uygulamalarina entegre edilebilecegi
¢esitli modeller dnerilmistir. Bunlar arasinda istasyon yontemi, SE modeli ve igbirlik¢i
o0grenme yer almaktadir. Katilimeilar, yontemin farklt materyaller ve gruplama
teknikleriyle uygulanabilecegini belirtmislerdir. Bir katilime1, “Istasyon yontemi ile
her istasyonda farkli bir metin tiirii sunulabilir” (K6) dnerisiyle yontemle etkilesimli
O0grenme ortamlarmin desteklenebilecegini vurgulamistir. Bagka bir katilimer ise,
“Farkl tiirleri birlikte kullandigimiz etkinliklerle 6grencilerin 6grenme siire¢lerini
daha eglenceli ve etkili hale getirebilirim” (K7) demistir.

Yontemin, 6grencilerin elestirel diistinme becerilerini ve bakis agisi gesitliligini
gelistirdigi ifade edilmistir. Katilimcilar, 6grencilerin farkli metin tiirlerini bir arada
gorerek olaylara daha genis bir perspektiften bakmay1 6grendiklerini ifade etmiglerdir.
Ornegin, bir katilime1, “Bir metin iizerinde farkl1 diisiince bigimleri tartisilabilir. Bu
da 6grencilerin birbirlerinin bakis agilarina saygi duymasini ve empati gelistirmesini
destekler” (KS5) diyerek yontemin sosyal becerilere katki sagladigini belirtmistir.
Bagka bir katilimer ise, “Bu yontemle Ogrenciler hem kendilerini ifade etme
becerilerini hem de elestirel diisiinme kapasitelerini artirabilirler” (K12) seklindedir.
2024 Maarif Modeli, 6grencilerin bilgiye elestirel bir gozle yaklagmasini, diisiinme
stireglerini  derinlestirmesini ve empati yeteneklerini gelistirmesini amaglayan
hedeflerinden biri olarak elestirel diisiinmeyi one c¢ikarmaktadir. Ogretmen
adaylarinin goriisleri de metinlerarast okuma yonteminin bu becerilere dogrudan katki
sundugunu gostermektedir.
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Metinlerarasi okuma yonteminin uygulamasinda zaman yonetimi, materyal
eksikligi ve hazirlik gereksinimi gibi bazi zorluklarla karsilasilabilecegi belirtilmistir.
Ancak bu zorluklarin yaratic1 ¢dziimlerle asilabilecegi ifade edilmistir. Ornegin, bir
katilimci, “Dogadan veya basit materyallerden yararlanarak yaratict ¢oziimler
iiretebilirim” (K9) diyerek materyal eksikligine alternatif bir yaklagim getirmistir. Bir
bagka katilimci ise, “Zaman kisitlamalarini agmak i¢in daha kii¢iikk kazanimlara
yonelik uygulamalar yapilabilir” (K2) demistir. Bu goriisler, metinlerarast okuma
yonteminin etkili bir sekilde uygulanabilmesi i¢in 6gretmenlerin 6gretim siireglerini
planlarken esnek ve yaratici yaklasimlar gelistirmesi gerektigini gdstermektedir.
Bulgular, metinlerarasi okuma yonteminin hem pedagojik hem de uygulama agisindan
onemli firsatlar sundugunu ve cesitli yonleriyle egitim siireglerini zenginlestirdigini
ortaya koymaktadir.

Ogretim programina yonelik yapilan dokiiman incelemesi, metinleraras1 okuma
yonteminin farkli temalar kapsaminda gesitli sekillerde yer aldigin1 gostermektedir.
Ozellikle “Erdemler”, “Milli Miicadele ve Atatiirk”, “Doga ve Insan” ve
“Kiitiphanemiz” gibi temalarda &grencilerin kendi deneyimlerinden yola g¢ikarak
metinler arast baglantilar kurmalarina, bilgileri karsilastirmalarina ve degerler
baglaminda yorumlar iiretmelerine olanak tantyan ifadeler dikkat gekmektedir. Ancak
Ogretmen adaylarinin goriisleriyle karsilastirildiginda, bu kuramsal ger¢evenin sinif
i¢ci uygulama agisindan yeterince somutlastirilmadigi goriillmektedir. Katilimcilar,
programin metinlerarasi okuma yontemini tanittigini ancak nasil uygulanacagina dair
yonlendirme, etkinlik 6rnegi ve degerlendirme oSlgiitlerinin smirlt oldugunu ifade
etmektedir. Bu durum, program ile uygulayici arasinda bir bosluk olusmasina neden
olmakta; Ogretmen adaylarimin yontemi kavramsal olarak tanimasina ragmen,
pedagojik diizeyde nasil iglevsellestirecekleri konusunda belirsizlik yagamalarina yol
acmaktadir. Dolayistyla bulgular, 6gretim programi ve 6gretmen adaylarinin goriisleri
arasinda hem biitiinleyici hem de elestirel bir denge oldugunu ortaya koymaktadir.

Tartisma, Sonu¢ ve Oneriler

Tiirkiye Yiizyilh Maarif Modeli Ilkokul Tiirkge Opretim Programi'nda
metinleraras1 okuma yonteminin yer alip almadigini, yer aliyorsa nasil
yapilandirildigini ve Ogretmen adaylarinin bu yonteme iligskin bilgi, beceri ve
farkindalik diizeylerinin nasil sekillendigini belirlemeyi amaclayan arastirmada,
Ogretim programinda metinlerarasi okuma yontemine dair dogrudan bir yonlendirme
bulunmadigr ve dgretmen adaylarinin bu yonteme iligkin farkindaliklarmin siirlt
oldugu belirlenmistir. Tiirkiye Yiizyili Maarif Modeli ¢ergevesinde giincellenen
ilkokul 1., 2., 3. ve 4. smuf Tiirkge 6gretim programlari, dogrudan “metinlerarasi
okuma” terimini i¢ermemekle birlikte, &grencilerin okuma siire¢lerinde farkl
metinler arasinda baglantilar kurmalarina yardimci olabilecek etkinlikleri
icermektedir. 1. smiftan itibaren temel diizeyde gorsellerle anlam kurma, hikaye
tamamlama ve olaylar1 siralama gibi etkinlikler 6ne ¢ikarken, 2. sinifta karsilagtirma
yapma, anlatim tiirlerini iligkilendirme ve dinleme-okuma entegrasyonu gibi strecler
devreye girmektedir. 3. smifta 6grenciler metinlerarasi anlam olusturma, anlatim
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bicimlerini analiz etme ve yazarin mesajlarint  sorgulama siireglerine
yonlendirilmektedir. 4. sinifta ise 6grencilerin edindikleri bu becerileri daha bilingli
ve sistematik bir sekilde kullanmalar1 beklenmekte, ancak programda metinlerarasi
okuma siireglerinin acgik yonergelerle desteklenmedigi gozlemlenmektedir. Tiirkce
Ogretim programlarinda farkl tiirlerde metinleri karsilastirmaya yonelik etkinliklerin
yer aldig1, ancak bu etkinliklerin sistematik bir yap1 iginde sunulmadigi goriilmiistiir.
Ogrencilerin yalmzca metinlerin igeriklerini degil, anlatim tekniklerini, iislup
farklarini ve yazarlarin mesajlarin1 degerlendirmelerine imkan taniyacak agik
yonergelerin sinirli oldugu tespit edilmistir. Program, 6grencilerin metinler arasi
iliskileri fark etmelerini destekleyecek bazi etkinlikler sunsa da, metinlerarasi okuma
yontemine yonelik dogrudan ve yapilandirilmis bir yonlendirme icermemektedir.
Ozellikle 6grencilerin farkli metin tiirleri arasindaki iligkileri anlamlandirmalarina
yardimci olacak sistematik yonergelerin eksikligi dikkat ¢cekmektedir.

Arastirma sonuglari, 2024 Tiirkiye Yiizyilli Maarif Modeli Tiirkce Ogretim
Programi'nda metinlerarasi okuma teriminin agik¢a yer almadigini, ancak yapi ve
igerik diizenlemeleriyle bu yontemin o6rtiik bigimde desteklendigini gostermektedir.
Literatiirde, dgrencilerin farkli metinler arasinda iliski kurma siire¢lerinin bilingli
olarak yonlendirilmesi gerektigi belirtilmektedir (Hartman & Langer, 2001).
Ozellikle, metinlerarasi okuma becerilerinin gelisimi i¢in yapilandirilmis etkinliklerin
gerekliligi vurgulanmaktadir (Varelas & Pappas, 2006; Pearson, 2004). Mevcut
bulgular, 6gretmen adaylarinin programin elestirel diisiinme ve anlam olusturma
stireclerini  destekleyici bir yap1 sundugunu diisiindiiklerini ancak ydntemin
uygulanmasini  kolaylastiracak rehberlik mekanizmalarimin yetersiz oldugunu
gosteren ¢aligmalarla ortismektedir (Moje, 2008; OECD, 2019).

Ogretmen adaylarmin metinlerarasi okuma yontemine yonelik algilari
incelendiginde, yontemin Tiirk¢ce derslerinde uygulanabilirligi konusunda bazi
belirsizliklerin yasandigi ve mevcut &gretim programinda bu stratejinin nasil
konumlandirildigina dair yeterli agiklamalarin bulunmadigi goriilmiistiir. Bununla
birlikte, adaylar metinlerarasi okuma ydnteminin &grencilerin anlam insa etme,
elestirel diisinme ve disiplinler arasi bag kurma becerilerini gelistirme agisindan
Onemli bir potansiyele sahip oldugunu ifade etmislerdir. Bu durum, yontemin 21.
yiizy1l becerilerini dnceleyen TYMM ile ortiistiigii yoniindeki literatiir bulgulariyla da
desteklenmektedir (Ahmadian & Yazdani, 2013; Rechin, 2023).

Ogretmen adaylarimin biiyiik gogunlugu, programin dgrencileri metinlerarast
baglantilar kurmaya tesvik ettigini ancak bu silirecin somut yonergelerle
desteklenmedigini  ifade etmistir. Bloome ve Egan-Robertson (1993),
metinlerarasiligin egitim siireglerinde yapilandirilmamis bigimde sunuldugunda
ogrenciler igin anlamli bag kurma siireglerinin zorlastigini vurgulamaktadir. Mevcut
arastirmada da 6gretmen adaylarinin yontemi kuramsal diizeyde benimsedikleri ancak
siif i¢i uygulama konusunda belirsizlikler yasadiklar: goriilmiistiir. Benzer sekilde,
Ahangari (2014) tarafindan gergeklestirilen ¢alismada da O6gretmen adaylarinin
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yontemin siuf i¢i uygulanabilirligi konusunda yonlendirmeye ihtiya¢ duyduklari
belirlenmistir. Ogretmen adaylari, metinleraras1 okuma yontemini Ogrencilerin
okuma-anlama becerilerini gelistirme ve farkli bakis agilar1 kazandirma agisindan
olumlu degerlendirmistir. Ancak, yontemin etkili sekilde uygulanabilmesi i¢in
Ogretim programinda daha yapilandirilmis etkinliklerin sunulmasi gerektigini ifade
etmiglerdir. Literatiirde, metinlerarasi okumanin okuma-anlama sureclerini
destekledigi belirtilmektedir (Hartman, 1995). Ancak bazi arastirmalar, 6grencilerin
metinlerarast baglantilar kurmada 6gretmen rehberligine ihtiya¢ duydugunu ortaya
koymaktadir (Tarchi & Ledesma, 2024). Mevcut arastirma da benzer bir bulguya
ulasmis ve Ogretmen adaylarinin yontemi etkili sekilde uygulayabilmek igin
yonlendirici materyallere ve 6rnek uygulamalara ihtiyag duyduklarini gdstermistir.

Ogretmen adaylariin metinleraras1 okuma yontemini uygularken zaman
yonetimi, materyal eksikligi ve rehberlik yetersizligi gibi giicliiklerle karsilastiklart
belirlenmistir. OECD (2019) raporlari, 6gretmenlerin ¢agdas okuma stratejilerini
uygulayabilmeleri i¢cin daha fazla mesleki gelisim destegine ihtiya¢ duydugunu
vurgulamaktadir. Ek olarak, bazi 6gretmen adaylari, &grencilerin metinlerarasi
iligkileri kurmada zorlandigini ve bu siiregte asamali bir yonlendirmeye ihtiyag
duyduklarini belirtmistir. Bu bulgu, Varelas ve Pappas (2006) tarafindan yapilan
arastirmalarda ortaya konan, metinlerarasi okumanin yapilandirilmis 6gretim
modelleri i¢inde sunulmadiginda 6grencilerin kendi baslarina baglanti kurmada
zorlandiklar1 bulgulartyla tutarlidir. Arastirma bulgulari, metinlerarast okuma
yonteminin 6gretim programlarinda dogrudan yer almamasina ragmen 6grenci anlam
olusturma siireglerine dolayli yoldan katki sundugunu gostermektedir. Ancak
yontemin etkili bir sekilde uygulanabilmesi i¢in dgretmenlerin daha fazla destek
materyaline ve uygulamali egitime ihtiya¢ duydugu belirlenmistir. Pearson (2004) ve
Duke & Pearson (2002) tarafindan yapilan g¢aligmalarda da st diizey okuma
becerilerinin  6gretiminde yapilandirilmis O6gretmen egitimine duyulan ihtiyag
vurgulanmaktadir. Mevcut calisma, Ogretmen adaylarinin metinlerarast okuma
yontemini etkili bir sekilde kullanabilmesi i¢in programin daha agik yonergelerle
desteklenmesi gerektigini ortaya koymaktadir.

Calisma kapsaminda yapilan ¢éziimlemeler, Tiirkiye Yiizyilh Maarif Modeli
dogrultusunda giincellenen Tiirkce Ogretim Programi’nda metinlerarast okuma
yontemine dolayli bicimde yer verildigini; ancak uygulamaya doniik agiklama,
etkinlik 6rnegi ve pedagojik yonlendirme agisindan belirgin eksiklikler bulundugunu
gostermektedir. Ogretmen adaylari, yontemi olumlu bir dgrenme araci olarak
degerlendirmekte; 6zellikle elestirel diisiinme, yaraticilik ve disiplinler aras1 baglanti
kurma gibi beceriler agisindan degerli bulmaktadir. Bununla birlikte, 6gretim
programinin yonlendirici yapilar sunmamasi, adaylarin yontemi sinif i¢inde nasil
hayata gecireceklerine dair net bir yol haritasina sahip olmalarin1 zorlagtirmaktadir.
Elde edilen veriler 15181nda, 6gretmen egitimi programlarinda metinlerarast okuma
gibi st diizey diisiinmeyi destekleyen yontemlerin hem kuramsal hem de uygulamali
bilesenleriyle ele alinmasi gerektigi anlasiimaktadir. Ogretim program gelistiricilerin
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ise yalnizca tematik diizeyde degil, 6grenme ciktilariyla agik bicimde tanimlanmis,
etkinlik Onerileriyle desteklenmis ve degerlendirme Olgiitleriyle yapilandirilmis
igerikler iiretmesi 6nem arz etmektedir. Ogretmen adaylarinin bu tiir yaklagimlari sinif
ortamina etkili bigimde tasiyabilmeleri icin, sistemli bir pedagojik rehberlige ihtiyag
duyduklart agiktir.

Sonug olarak, metinlerarasi okuma yonteminin dgretim programinda dogrudan
yer almamakla birlikte, Ogrencilerin elestirel diiglinme ve anlam olusturma
becerilerini destekleyen yapisal unsurlar igerdigi belirlenmistir. Bununla birlikte,
ogretmen adaylariin sinif i¢i uygulamalarda materyal yetersizligi, zaman yonetimi
giicliikkleri ve stratejinin pratige nasil aktarilacagina dair belirsizlikler yasadiklari
goriilmiistiir. Bu dogrultuda, ydntemin etkili bigimde uygulanabilmesi igin
O0gretmenlerin mesleki gelisimlerinin  desteklenmesi, simif i¢i uygulamalari
yonlendirecek somut kilavuzlarin olusturulmasit ve egitim materyallerinin
cesitlendirilmesi gerektigi diistintilmektedir.

Bu c¢alismanin bulgular1 ¢ercevesinde diisiiniildiigiinde, Ogretmenler ve
Ogretmen adaylar1 metinlerarast okuma etkinliklerine dgretim uygulamalarinda yer
verebilir, farkli tiirdeki metinler arasinda baglanti kurmay1 tesvik eden etkinlikler
diizenleyerek 6grencileri elestirel diisinmeye yonlendirebilir. Ayrica metinlerarasi
okuma uygulamalarinda dijital materyallerden yararlanilabilir ve dijital araglar ile
etkilesimli platformlar araciligiyla ogrencilerin farklt metinler arasinda iligki
kurmalar1 desteklenebilir. Sinif igi isbirlik¢i 6grenme ortamlarinin olusturulmasi da
bu siireci gliglendirebilir. Metinlerarast okuma ydntemi grup calismalar1 ve
tartigmalarla  desteklendiginde Ogrenciler farkli tiirdeki metinleri birlikte
degerlendirerek c¢ok yonlii diisiinme becerileri kazanabilir. Politika yapicilar ve
program gelistiriciler agisindan bakildiginda ise metinlerarasi okuma ydnteminin
Ogretim programina agik ve sistematik bir bicimde dahil edilmesi yararli olabilir. Bu
baglamda, 2024 Tiirkiye Yiizyili Maarif Modeli Tiirkce Ogretim Programinda bu
yonteme yonelik etkinliklere yer verilebilir ve 6gretmenlerin uygulama siirecinde yol
alabilmeleri i¢in rehber materyaller hazirlanabilir. Benzer bigimde, 6gretmen egitim
programlarinda metinlerarasi okuma yontemine daha fazla yer verilmesi, egitim
fakiiltelerinde O6gretmen adaylarina yonelik uygulamali derslerin ve atdlyelerin
diizenlenmesi ac¢isindan énem tagimaktadir. Ders kitaplar1 ve egitim materyalleri de
ogrencilerin farkli metin tiirlerini karsilastirarak analiz yapmalarini destekleyen
etkinlikler ve yonlendirmeler igerecek sekilde hazirlanabilir. Bunun yaninda,
Ogretmenlerin metinlerarasi okuma yodntemini sinif ortaminda etkili bir bigimde
kullanabilmeleri ig¢in hizmet i¢i egitimler ve siirekli mesleki gelisim olanaklari
sunulabilir. Arastirmacilar agisindan degerlendirildiginde ise c¢aligmanin temel
siirliliginin yalnizeca 6gretmen adaylarinin beyanlarina dayanmasi ve uygulama
stirecine iliskin gozlem verisi icermemesi oldugu goriilmektedir. Bu yoniiyle elde
edilen sonuglar adaylarin algi, bilgi ve beklentilerini yansitmaktadir. Bu nedenle,
gelecekte yapilacak arastirmalarda farkli veri kaynaklarimin, uygulama temelli
modellerin ve nicel analizlerin birlikte kullanilmas1 konunun daha kapsamli bigimde
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ele alimmasina katki saglayabilir. Ayrica metinlerarasi okuma yonteminin farkli yas
gruplarindaki etkisi incelenebilir. Ilkokul diizeyinin yam sira ortaokul ve lise
kademelerinde de bu yontemin akademik basar1 {izerindeki etkisi arastirilabilir.
Ogretmenlerin metinleraras1 okuma uygulamalarma iliskin siif i¢i gdzlem
caligmalar1 yapilarak yontemi nasil uyguladiklari ve Kkarsilastiklart zorluklar
belirlenebilir. Elde edilen veriler dogrultusunda etkili Ogretim stratejileri
gelistirilebilir. Son olarak, farkli kiiltiirel ve sosyo-ckonomik baglamlarda
metinlerarasi okuma siirecinin nasil isledigi arastirilabilir ve yodntemin 6grenci
basarisi ile elestirel diisiinme becerileri lizerindeki etkisi ¢esitli egitim ortamlarinda
karsilagtirmali olarak incelenebilir.
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