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Foreword

Biruni University the second International Congress on Teaching and Teacher Education (ICOTTE)
was hosted by Biruni University.

We are grateful for the participation of all the presenters who contributed so attentively and
magnificently to the success of the congress. We tried very hard to ensure that the conference
programme would be well-organised and all the presenters would present without any problems in an
online setting. We hope that it met the expectations of all the participants.

We are also thankful for the attendees in each session for their thought provoking contributions. We

extend our warm wishes to our presenters wherever they may be around the world.

Dr. Gorsev Sonmez

Chair of ICOTTE

Kadir Anil Kara, MA & Kiibra Sendogan Erdogan, MA
Editors



Investigating the Relations among Pre-Service EFL Teachers’ Virtual Teaching Dispositions
and Teaching Self-Efficacy Beliefs

Biisra Unsal*
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Abstract: Online education provides ample opportunities to empower learning progress through
digitalized instructional activities. Teachers engage learners in online classes through different
techniques to maximize remote learning. The competent online language teachers need to be equipped
with certain qualifications in their pre-service teacher education when online teaching skills critically
develop. Besides many others, teacher self-efficacy could associate with online teaching tendencies as
professional teaching beliefs shape behaviors and competencies. This article investigated the
relationship between pre-service EFL teachers’ virtual teaching dispositions and their self-efficacy
beliefs. To explore this, 116 pre-service teachers from a foundation university in istanbul, Turkey
attended the study. The pre-service English language teachers completed two questionnaires which
were analyzed through Spearman-rho correlation. The results indicated that there was a significant
relationship between virtual teaching dispositions and teacher self-efficacy beliefs. However, the study
needs further evidence through regular observations and interviews to shed light on teacher educators
to strengthen this connection and improve the preservice language teacher education period in the sense

of higher teacher quality.

Keywords: pre-service teachers, virtual teaching dispositions, teacher self-efficacy

Introduction

In today’s digital information era, online education, along with electronic learning and teaching
resources, plays pioneering roles in establishing effective and sustainable learning by cutting across all
the boundaries related to space, time, and matter. Virtual learning environments have various
advantageous features such as being globally accessible, flexible, affordable, time saver, and providing
personalized learning environments and quick access to digital resources. Having acknowledged all the
interconnected contributions of virtual learning from a holistic perspective, educators have started to
invest more time exploring and measuring the potential long-term outcomes that virtual learning will
ensure. Despite the growing number of online teacher educations and workshops designed particularly
for the successful implementation of technology, there are still deficiencies among the online teachers
who are expected to skillfully incorporate technology in their classes (Scherer et al., 2020). Teachers
need to be trained in the effective use of ICT resources and integration of content knowledge into these
resources; yet these should not be the mere foci of online teaching education programs as there are also
teachers’ dispositions that hold the key in determining the assertive use of technology in online
education (Welch & Napoleon, 2014).

Carroll (2012) defines professional teacher dispositions as the effective skills of teaching which are
developed “...on behalf of the learning and well-being of his or her students” (p. 38). Dispositions
underlie teacher behaviors; when they are coherently measured and observed, the relationship between



their behaviors and dispositions towards their teaching skills can become much more apparent. As an
inseparable part of professional teacher development, virtual teaching is considered an important feature
of teachers of the 21% century. Virtual teaching disposition can be defined as the abilities of effective
teaching in virtual environments (Ungerer & Martins, 2015). As an alternative way of defining VTD, it
stands for the teachers’ beliefs, values, and skills that influence their critical use of technology in virtual
teaching environments.

On the other hand, teaching self-efficacy is the set of beliefs of a teacher in his abilities to influence his
motivation and student performance (Morris et al., 2017). Self-efficacy perceptions are the critical
determinants of teacher actions as they develop their teaching stances and behaviors according to their
perceptions. For this very reason, virtual teaching disposition and self-efficacy are prone to be related
to each other. While the VTD identifies the professional teaching dispositions of teachers in virtual
classrooms, self-efficacy perceptions identify the teachers’ beliefs in their abilities which form the basis
of their future actions. If there is a relation between their professional efficacy perceptions and virtual
teaching dispositions, it may mean that they contribute to each other — the professional teaching beliefs
are shaped by virtual teaching dispositions or vice-versa. In addition to the critical analysis of this
potential relationship, the present study also aims to fill the gap in the field by investigating the
relationship between virtual teaching dispositions and teacher self-efficacy beliefs among pre-service
English language teachers.

Review of Literature

Virtual Teaching Disposition

With the advancements of technology in the digital age, online instruction and remote learning have
gained significant prominence by providing the millennial generation with various opportunities to
interact and collaborate as distinct from face-to-face instruction (Chung & Choi, 2021), increasing
student self-regulation (Hamdan et al., 2021) independent of time and space (Howard & Scott, 2017),
and supporting professional teacher development for higher quality online learning and teaching
practices (Paesani, 2020). Research has suggested that it is essential to carefully examine and identify
online instructors’ responsibilities, roles, necessary skills, and dispositions for effective online teaching
facilities (Kirwan & Roumell, 2015). Regarded as the important indicators of instructors’ future acts in
their teaching posts, professional teaching dispositions consist of a multidimensional system shaped by
beliefs, values, and, more provably, behaviors. Welch and Napoleon (2014) claim that teaching
dispositions underlie the behaviors of the instructors; by this means dispositions enable prediction for
future teaching actions.

There are essential professional dispositions that online instructors should possess in order to establish
and sustain effective and serviceable online courses. In addition to being a successful online instructor
as an expert in technology, facilitator of communication, and adapter of the materials for the best within
the facilities (Paloff & Pratt 2011), Welch and Napoleon (2014) classify virtual teaching dispositions
into four domains of presence: expert/cognitive presence, pedagogical presence, social presence, and
technological/virtual presence. The notion of presence in the online environment is defined as “the
ability of learners to project themselves socially and affectively into a community of inquiry” (Rourke
etal., 1999, p. 1). Expert/cognitive presence refers to the interactive behaviors that help construct and
confirm meaning by thinking, understanding, and building ideas related to the content matter.



Pedagogical presence refers to the interactive behaviors that prompt effective online course design,
management, prolific and genuine communication along with comprehensive feedback and sustainable
learner engagement in remote learning. Social presence refers to the interactive behaviors that improve
the social context in remote learning and eliminate social distance for both instructors and learners. So,
it attaches great importance to individualized learning by catering to learners’ motivational and
interactional needs in online social environments. Technological/virtual presence refers to the
interactive behaviors that online instructors skillfully act in order to harness technology, and digital
tools to serve effective course design, digital material use and assessment, and provide strong and
supportive online learning environments for the learners to reach their full potential.
Technological/virtual presence enables instructors to proficiently incorporate digital technologies to
organize information and facilitate active learning. So, digitally competent instructors are expected to
be open to innovations, examine, adapt, and operate the latest ICT tools in their information and
interaction-rich online courses.

Teacher self-efficacy

The term ‘self-efficacy’; oft-cited by Bandura (1977, p.3), is defined as “beliefs in one’s capabilities to
organize and execute the courses of action required to produce given attainments.” From the perspective
of social cognitive theory, self-efficacy is a psychological construct that consists of an individual’s
beliefs, perceived capabilities, personal judgments, and choices within the conditions of the
environment. Efficacy, therefore, dramatically influences the motivational and behavioral patterns of
individuals within the frame of the self-belief system. Bandura (1977) categorizes four main sources
that the individuals are affected by while developing their self-efficacy system. Mastery experiences
refer to the previous experiences of individuals, which lead them to assess themselves personally. The
previous accomplishments are believed to raise personal efficacy and perform a similar success in their
future acts, whilst the failures in the past result in lower efficacy by negatively affecting their future
performances. Vicarious experiences are believed to be gained through the observation of other
individuals’ performances. In this sense, the individuals model and improve their performances in
association with their observations of the social models. Verbal persuasion refers to the power of
feedback on an individual's motivation and belief development in his potential performance. Redmond
(2010) emphasizes that individuals shape their capabilities according to the feedback they are given.
Emotional and psychological states refer to the affective states that the individuals hold for the particular
performances they carry out. Positive feelings are believed to set the ground for a higher level of
performance, while the negative feelings consequently result in lower achievement in certain aspects of
individuals’ lives.

Based on Bandura’s general construct of self-efficacy (1977), educational research has started to focus
on teacher self-efficacy, and it has started to be investigated more in-depth, particularly among the in-
service and pre-service instructors to have an understanding of their efficacy systems towards their
teaching practices, professional development, and future educational beliefs (Siwatu, 2007).
Tschannen-Moran et al. (1998) established a theoretical correlation between teacher self-efficacy and
instruction quality supported by empirical evidence. It has been implicated by many study results that
instructors with higher teaching self-efficacy perform better in their classes with active engagement in
their profession (Salanova et al. 2011, Ford et al., 2015, Kong & Chong, 2012, Mojavezi & Tamiz,
2012). As related to significance of pre-service teacher education period, Ucar and Bozkaya (2016)
emphasize in their study that teachers’ efficacy beliefs are generally tend to be shaped during the



preservice time. Drawing from the ideology that preservice time is a critical period during which the
candidates develop their teaching belief system, it is important to investigate their self-efficacy in detail
and progress accordingly in order to constitute effective teaching dispositions.

Investigating the virtual teaching dispositions of the in-service instructors has been a research subject
in a limited number of studies; besides, there is almost no study regarding preservice teachers. For
example, Welch et al. (2015) conducted quantitative research with the participation of over a hundred
online instructors to compare dispositions to the expectations of the students. The results showed that
VTD had a significant impact on student success; thus the quality of online instruction should be
empowered by the close contact between student expectations and teacher dispositions. There is also a
dearth of studies investigating the relationship between preservice teacher self-efficacy perceptions and
virtual teaching dispositions. Ucar and Bozkaya (2016), for example, investigated preservice teachers’
self-efficacy beliefs in an online learning environment, and their beliefs were defined as high but fragile
as their new experiences led them to change their dispositions in an unstable manner.

The present study

Within this frame, the present study aims to investigate the relationship between preservice EFL
teachers’ virtual teaching dispositions and their self-efficacy perceptions. Thus, the study is guided by
the following research questions:

1. What are the virtual teaching dispositions of preservice EFL teachers?
2. What are the self-efficacy perception levels of preservice EFL teachers?
3. Is there any significant relationship between preservice EFL teachers’ self-

efficacy perception levels and their:

a) Social presence dispositions
b) Virtual/Technological presence dispositions
c) Pedagogical presence dispositions

d) Expert/cognitive presence dispositions

The theoretical considerations and previous studies lead this study to anticipate that there is a
meaningful relationship between the preservice EFL teachers’ self-efficacy perception levels and virtual
teaching dispositions.

Method
Research Design

This quantitative study used a correlational design (Doérnyei, 2007) to investigate and correlate virtual
teaching dispositions and teacher self-efficacy perceptions of the population sample. In offering this
design, the primary goal was to gather and evaluate quantifiable information within the scope of the
statistical analysis of the sample. In what follows, the participants, data collection instruments, and
analysis procedures are elucidated.



Participants

The participants consisted of 116 pre-service teachers of the English Language Teaching Department
at a private university in Istanbul, Turkey. Of the 116 participants, 90 were female (%78), and 26 were
male (%22). The age range of the participants varied from 18-24 years old. By the time of the data
collection procedure, the majority of the pre-service EFL teachers had taken information technologies
and instructional technologies courses prepared and prescribed by The Council of Higher Education
Turkey (YOK) English Language Teaching (ELT) curriculum, and which may have an extraneous
effect on their virtual teaching dispositions or self-efficacy beliefs.

Data collection instruments

Two scales, namely, Welch and Napoleon’s (2014) Virtual Teaching Disposition Scale (VITDS) and
Tschannen-Moran and Woolfolk Hoy’s (2001) Teacher Self-Efficacy Scale (TSES) were used to collect
data. The VTDS includes 25 items with four subcategories, which are social (6 items), pedagogical (5
items), expert/cognitive (6 items), and (4) virtual/technical (8 items), presences. Some sample items of
the questionnaire are as follows: “I maintain genuine and meaningful contact in online formats ”, “I am
intrinsically motivated to master new information technology”, and “I adapt learning strategies within
the context of my subject matter”. The scale was superimposed on a 4-point Likert-type scale ranging
from 1 (very untrue of me) to 4 (very true of me). Reliability analysis indicated the internal consistency
value as .89 for the entire instrument, ranging from .73 to .87 for the individual four subcategories,
while the construct validity was established using the Q-Sort method, and EFA demonstrated four-
factor results with sampling adequacy (KMO = .845) (Welch & Napoleon, 2014).

The second scale, the TSES is a 24-item scale including three sub-dimensions: namely, efficacy in
student engagement, efficacy in instructional practices, and efficacy in classroom management. All the
items were affiliated with one subscale, such as “How much can you do to get through to the most
difficult students? as part of efficacy in student engagement”, ‘“How well can you respond to
difficult questions from your students ?? as part of efficacy in instructional strategies”, “To what
extent can you make your expectations clear about student behavior? as part of efficacy in
classroom management . The construct validity of the instrument was examined through Rand items,
and the total scores were positively related to the general teacher self-efficacy (GTE) factor (r= 0.16,
p< 0.01), while the Cronbach Alpha reliability coefficient of the overall scale is o= .94, with the
reliability coefficients of the three sub-dimensions that are stated as efficacy in student engagement o=
91, efficacy in instructional practices a= .90, and the efficacy in classroom management o= .87
(Tschannen-Moran & Woolfolk Hoy, 2001).

Data collection procedure

After receiving Ethical Board approval, pen and paper guestionnaires were distributed to the ELT
department students in the fall semester of the 2021-2022 academic year. The participants were
informed about the key research elements and their rights during the investigation procedure. A written
informed consent document containing the required information about the research procedure was
provided to them.

Data analysis



The responses obtained from the sample group were submitted to descriptive and inferential analysis
via the SPSS 26.0 software to reach sufficient information about the significance and generalizability
of the results.

Results
RQ1: What are the virtual teaching dispositions of preservice EFL teachers?

The results obtained from descriptive statistics, as seen in Table 1, indicated a significant difference
between the scores in the virtual teaching disposition presences with notable mean variation. The
participants had a higher mean score in social presence (M = 3.56, SD = .34), followed by the other
presences descendingly as; pedagogical presence (M = 3.37, SD = .46), expert/cognitive presence (M
= 3.36, SD = .39), and virtual/technological presence (M = 3.05, SD = .50).

RQ2: What are the self-efficacy perception levels of preservice EFL teachers?

Table 2 demonstrates the variations among the mean scores of the pre-service teachers’ self-efficacy
beliefs. Efficacy in instructional strategies beliefs had the highest mean score (M = 7.19, SD = .92),
closely followed by the efficacy in classroom management beliefs (M = 7.19, SD = 1.02), and the
minimum mean score from the efficacy in student engagement beliefs (M = 6.98, SD = 1.08).

RQ3: Is there any significant relationship between preservice EFL teachers’ self-efficacy perception

levels and their virtual teaching dispositions?

To answer the third research question, Spearman’s rho correlation coefficient examined the relationship
between virtual teaching disposition presences and factors constructing self-efficacy beliefs. Each sub-
scale score was computed by the comparison of means scores. The results, as displayed in Table 3,
indicated 10 significant correlations among the 12 pairs. As the first presence of virtual teaching
disposition, social presence was found to be statistically correlated to student engagement efficacy (rs=
45, p <0.01), instructional strategies efficacy (rs= .39, p < 0.01), and classroom management efficacy
(rs = .43, p < 0.01), with a shared variance of 20%, 15%, and 19% respectively. Secondly, there was a
positive correlation between virtual/technological presence and student engagement efficacy at the 0.05
level; namely 1-tailed (rs = .18, p < 0.05). The relationship between virtual/technological presence and
instructional strategies efficacy was not statistically significant (rs = .16, p = .084) whereas there was a
positive correlation between virtual/technological presence and classroom management efficacy (rs =
.25, p< 0.01), with a shared variance of 3%, 3%, and 6% respectively.

As the third presence of virtual teaching disposition, pedagogical presence was computed to measure
the relationship between teacher self-efficacy beliefs. Results demonstrated that pedagogical presence
in virtual teaching was positively correlated to student engagement efficacy (rs = .35, p< 0.01),
instructional strategies efficacy (rs = .31, p < 0.01), and classroom management (rs = .39, p <0.01), with
a shared variance of 12%, 10%, and 15% respectively. As the last presence of virtual teaching
disposition, expert/cognitive presence was also found to be positively correlated to self-efficacy beliefs
as follows: student engagement (rs = .44, p <001), instructional strategies (rs = .50, p <0.01), and
classroom management (rs = .54, p <0.01), with a shared variance of 19%, 25%, and 29% respectively.

Discussion



In this study, the primary goal was to examine the potential relationship between preservice teachers’
virtual teaching dispositions and their self-efficacy beliefs. The findings, on the whole, confirmed the
research hypothesis and indicated that there was a positive correlation between the sub-presences of
virtual teaching dispositions and sub-dimensions of self-efficacy beliefs with varying degrees.

The study results indicated the strongest positive correlation between virtual teaching disposition and
self-efficacy beliefs in the expert/cognitive presence category. The expert/cognitive presence is
regarded as the teacher’s ability in promoting learning through the use of appropriate instructional
strategies, interaction, and mutual understanding. Albrahim (2020) suggests that an online teacher
should have content skills and transfer the information to the learners in an effective manner. Similarly,
cognitive presence has an influential power on teaching beliefs and acts. (Kozan, Richardson, 2014).
The positive relationship between expert/cognitive presence and preservice teacher self-efficacy
indicates that the increase in the beliefs in teachers’ ability to teach content matter effectively will
increase the tendency in effective teaching and interaction in online environments.

Furthermore, the study results reported a statistically significant correlation between the social presence
of virtual teaching disposition and self-efficacy beliefs. Social presence is active participation in the
teaching and learning process by increasing interaction in online environments. Akcaoglu and Lee’s
study (2016) demonstrated that teachers played a crucial role in increasing social presence in online
teaching environments. The results of the study are partially aligned with the study of Zilka et al. (2018)
in that teacher social presence influences self-efficacy development. In their study, student self-efficacy
developed through teacher social presence; similarly, the present study showed a positive correlation
between preservice teacher self-efficacy and their social presence. The increase in the preservice
teachers’ self-efficacy beliefs will correspond to an increase in their social presence in online teaching
environments.

Moreover, this study demonstrated a minimum level of positive correlation between the pedagogical
presence of virtual teaching disposition and preservice teacher self-efficacy beliefs. Although the
teachers’ professional competence beliefs are mainly shaped by their professional knowledge, the
relation between pedagogical presence and self-efficacy has been rejected by numerous studies.
Depaepe and Konig (2018) reported that the relationship between the pedagogical knowledge and
preservice teacher self-efficacy was not significant. Similarly, this study reported that the pedagogical
presences of preservice teachers’ virtual teaching tendencies were not strongly associated with their
self-efficacy beliefs.

Lastly, preservice teachers’ technological/virtual presence and self-efficacy beliefs were weakly
correlated, which indicated that the increase in preservice teachers’ self-efficacy has a vague impact on
the increase in their virtual presence in online teaching environments. The technological/virtual
presence means the digital competencies of the instructors in designing and implementing effective
online courses. Instead of investigating the relationship between the virtual skills of preservice teachers
and their professional self-efficacy skills, studies mainly focused on the impact of self-efficacy beliefs
of teachers on technology integration into their classes and noted significant correlations and results
(Caner & Aydin, 2021, Kent & Giles, 2017, Lemon & Garvis, 2016, Birisci & Emin, 2019). However,
the results of this study demonstrated that the teacher self-efficacy beliefs and their technological/virtual
presences in online teaching environments were not strongly associated with each other. In light of the
results, a preservice teacher with high levels of professional self-efficacy beliefs may deliver a low



performance in digital competencies in virtual teaching or high performance with low levels of self-
efficacy beliefs.

Pedagogical Implications and Applications

There are several implications of this study. Despite the varying degrees of correlation between
preservice teacher self-efficacy and different sub-dimensions of virtual teaching disposition, it should
be noted that social and cognitive presences of virtual teaching disposition are more strongly correlated
to the self-efficacy beliefs compared to the technological/virtual and pedagogical presences. As
Bandurra (1977) emphasized the importance of social-cognitive theory on self-efficacy construction,
teacher educators should put stress on the social and cognitive presences during the education of virtual
teaching, which may also improve their self-efficacy beliefs, as suggested by this study.

Limitations and Delimitations of the Study

There are several notable limitations of this study. First, data were collected only from the students of
the ELT department at a private university, therefore it is not possible to generalize the results of the
study. Addedly, due to the nature of the research question, both data collection instruments were based
on perception surveys; thereby the reliability of the data may be damaged at a certain level. Further
research will shed more light on the issue through the inclusion of different samples, settings, and
triangulation of the data.

Conclusion

Teachers of the digital era educate themselves in different models of education. Online teaching requires
multifaceted skills from teachers so that they can conduct effective lessons without restrictions.
Teachers develop their dispositions as they practice online teaching, which also shapes their
professional efficacy belief system. To increase this mutual contribution, teachers should start
practicing online teaching during preservice time where they will have the opportunity to develop online
dispositions and general professional efficacy beliefs.
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Abstract

Information and Communication Technology tools have become an indispensable resource to undertake
higher education and research. It is with the blend of language and digital skills, higher education
students and research scholars acquire ample knowledge and information from the Internet and reflect
their expertise in the relevant field. As scholars need to develop their language and content productivity
in their respective areas of interest, they need to possess the receptive ability and in specific extensive
reading and referencing skills to seek knowledge from various resources. In this context, this paper
highlights on the needs and use of language, cognitive and ICT tools in collecting and understanding
authentic educational resources for teaching, learning and research. Further, it also reflects on how the
use of Internet, can help the scholars enrich and gain knowledge through extensive reading skills and
subsequently disseminate their knowledge to the professional community.
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Information and Communication Technology (ICT) tools, language education, Internet use
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1. Introduction

English Language Teaching (ELT) has witnessed a new paradigm shift through incorporating
Information and Communication Technology (ICT) tools for language education. The advent of Internet
and communication media and with a new wave for integrating ICT tools and digital skills for blended
learning, higher education has been witnessing a big boom for developing both the language and
disciplinary content of any subject. This helps the student to undertake extensive reading to acquire
sufficient knowledge and information to gain expertise in that concerned subject. This further develops
their language productive and cognitive abilities to share and disseminate their information to their
professional communities. In this context, English for Specific Purposes (ESP) has emerged as a new
offshoot of ELT in providing specific purpose based language learning to develop communicative
competence of the students to successfully communicate in their target contexts. As ESP courses
promises specificity and promotes needs based language learning, it has become quintessential to
develop those language and ICT skills to meet their specific purpose of learning. Being reading is a
scholastic and receptive skill and essentially required to collect authentic information, it is mandatory
for every scholar to develop their reading and comprehending abilities. In their pursuit to undertake
research activities, scholars need to indulge in developing extensive reading and referencing skills to
undertake intense review of literature available in studies.

Today, Internet has become the knowledge pool and the repository of the world data, wherein
everybody depends on collecting information from it. With the blend of Information and
Communication Technology, knowledge can be gained, processed and disseminated to all the
professional communities across the world. To engage in knowledge exchange and communicative
tasks, extensive reading skills are essential and when it is regularly exercised, research activities can be
developed. Due to the vigorous involvement of scholars in the copious learning of the literature of
various online resources, the disciplinary, interdisciplinary and multidisciplinary based higher
education studies are expanding and making it readily available on the Internet throughout the world.
In this purview, this paper attempts to reflect that irrespective of hailing from any discipline, students,
research scholars and professionals need to develop their digital learning skills and content based
language education to fit themselves in pursuing higher education and research.

2. Technology enabled language education

Technology enabled language education has been much in demand for teaching, learning and
assessing language education courses. For international assessment of the language proficiency of the
students, Computer Assisted Language Learning (CALL) courses are widely prevalent to test the
students’ listening, comprehending, reading, speaking, and writing abilities. Several researches claim
that language and communication skills are much developed through integrating technology tools in
language classrooms (Cohn, Moore & Taliercio-Cohn, 1998; Kern, 2006; Razia, 2019). But still, most
tertiary and higher level educational institutions facilitate little or no use of technology in actual
classrooms. But due to the unprecedented impact of COVID-19 and nationwide lockdown, online
education has become the order of new normalcy. In this context, several doubts are generally raised
that whether technology needs to be adopted and practiced in a synchronized or asynchronized mode?
Do the teachers are really competent enough to teach English with technology? Do really the students
are compatible enough to use technology in their language courses? Though these questions are often
raised to understand the practicality of integrating technology tools in language courses, it is apparently
anticipated that both teachers and students need to have a positive note to assimilate technology with
language learning on par with any other subjects in higher education.

Computer Assisted Language Learning (CALL) helps



1. To adopt and use the most sophisticated way of language learning with computer, head phones,
mikes, and separate cabins for dedicated workflow.

2. To make use of self-evaluating software packages on grammar, vocabulary, spelling and
punctuation practice.

3. To become familiar with the major standard accents like UK, US Englishes. The software
provides adequate practice in self-evaluating individuals’ pronunciation to the standard
pronunciation style.

4. It provides more practice to listening and comprehending skills.

In this COVID-19 pandemic situation, digital learning happened in an unplanned and unprepared
way. Both the teachers and students are able to cope with the E-pedagogy in the challenging times of
lockdown. In oncampus physical classroom settings, though the sophisticated use of technology draws
the attention of the academicians, they pay partial or little attention to integrate language education with
technology for the want of financial aid in installing language and interaction labs. And also, the huge
strength of the language students and less faculty ratio to teach language courses also raise the
management to resist for the inclusion of ICT tools in language education. The high cost of language
software and the provision of uninterrupted Internet facilities are also considered as a major factor in
the drive for not including technology enabled courses in language education. Though these
administrative and financial issues are generally prevalent, both the English teachers and students in
higher education generally consider that they can integrate technology in skills based language learning
at their own interests through using Internet as the knowledge and resource pool for their content
preparation. Their consistent use of computer, laptop and smartphones in reading their online
disciplinary content has made a positive impact in developing their extensive reading skills and vice
versa.

Academic institutions need to stabilize their language lab and communication lab with adequate
updated technical resources. It should also provide refresher training courses to the teaching faculties,
supporting staff and to the students. It should ascertain that the facilities are reached to the students and
should monitor, how do the students really use the technical resources and have enriched their
knowledge and skills to the core of their domain interests. It can provide special ESP programmes as
add on courses at evening sessions to help the students to access the Internet through their laptops. It
will be more beneficial that if the campus is equipped with Wireless Fidelity network (WiFi) and can
provide access to international online journals. Students, teachers and all the academic and research
personnel need to have ethical and moral responsibilities to browse the right websites where they can
be benefitted with scientific and technical knowledge and contribute their original papers and projects
to their professional communities.

With the aid of the teachers’ constant use and referral of Internet resources, students can get
motivated to use technology in their online and offline preparation of learning resources. Students need
to be constantly motivated and guided to know about the what and how of learning and using online
resources. Teachers’ specifically expect the students’ to undertake course assignments and anticipate
them to complete by their own. Students can take aid of the online resources for further reading and use
suggested references for their work but should not indulge in plagiarism. This is where all the faculties
really concern to check the originality of the work and they go through the plagiarism report before
evaluation. Extensive reading, referencing, drafting the research/conceptual papers and submitting it
along with the plagiarism report have now become the authentic skills and tasks of any research scholar,
and it needs to be specifically mentioned that all these activities are conducted through the quick
guidance of Internet resources. Obviously, it can be stated that a researcher is a tech-savvy and also, it
can be noted that a tech-savvy can be a researcher in his/her own might. A disciplined Internet user is a
scholastic and professional explorer who navigates through surfing the Internet, indulges in innovation
with seamless perspiration, and ultimately brings laurels to the institution or community to which he/she
belong to.

3. The need for using ICT tools in higher education



Digital literacy is a prerequisite to the teachers and scholars to easily access digital resources for
their academic and professional use. This eventually develops relevant technical knowledge and skills
pertained to their disciplinary demands in academics and the workplace. The use of e-mail, web blogs,
videography, video conferences, PowerPoint presentations, graphical representations through visual
graphics, animations and images help the students to correspond in technical communication
(Cumming, 1995). In the present academic and professional context, students and prospective
employees should be able to execute interpersonal communication skills in formal, informal, social,
business and technical situations through electronic media (Nguyen, 2008). As sharing and exchanging
information is the core element of communication, students need to acquire knowledge and should be
resourceful to use technology. They should be able to use email and WhatsApp for sending formal and
social messages, active in LinkedIn and Twitter accounts to associate themselves in the professional
communities (Borup, West, & Graham, 2012). In present academic and professional contexts, they need
to export and import google forms for their academic and professional communication processes and
need to have sufficient awareness about the use of Internet, Big Data and Cloud Computing (Gartner
Inc., 2016; Meola, 2016).

With the access to the Internet and incorporating the aid of ICT tools, students can involve
themselves by undertaking a topic based study, collecting relevant articles from journals and could
employ their extensive reading and referencing skills in the self-preparation of the content in their area
of interest. With the aid of technological resources and extensive reading skills, students can develop
their disciplinary content and engage in those specific oral and written genres that they need to present
to the teachers for evaluation. This will help students to develop their cognitive learning skills to receive
and process information with the relevant disciplinary content and could mark their opinions and
suggestions and would be able to provide a complete review on the subject. In this pursuit, students can
gradually develop their language skills and would be able to engage in professional discourse with their
peers and teachers. Yet again, with the aid of Internet and communication media, higher education
students can outreach to perform at online webinars, symposiums and conferences (Ayebi-Arthur, 2017;
Zheng & Warschauer, 2015). With the confident use of technological resources, paper and poster
presentations can be done at any online and offline professional forums. Technology, education and
profession can now be seen as an amalgamation of one whole and its integrated and interdependent
presence has influenced the learned masses to incorporate and excel in every aspect of their professional
jobs. As it cannot be separated with one another, it is the sheer call from all the professional and
technical masses that has now translated into reality and hence, we witness learning is education,
learning is technology and learning is a profession.

The educational policies and planning need to restore the implications of New Information and
Communication Age and should follow up the recommendations of technocrats in implementing
technology enabled language education. Teachers willingness to adopt technology in their teaching
approaches are must today (Englund, Olofsson, & Price, 2017). This will help in motivating students to
develop learning with technology and to the successful implementation of technopedagogical practice
in the institution. The massive awareness and use of technopedagogy in all the levels of education has
become essential and it has been the need of Z Generation students to become technosavvy in their life,
education and career. Further, the advent of the COVID-19 and the impact of the subsequent lockdowns
in education has been really a blessing in disguise to move with the great paradigm shift of digital
learning in contemporary education practice. In this new normalcy, virtual and blended approaches has
been the order of the day and hence the higher education students need to possess added responsibility
in synergizing their learning interests through the digital mode. Access to Internet services and the
ability to obtain the technical devices and resources for learning has been an essential commodity for
seeking higher education today. Though the whole world has recognized the importance of online
education in this pandemic situation, and aim at practicing online pedagogy, most nations are not able
to provide technical resources to the masses. As most students are deprived of economic stability, they
are not able to afford to obtain the technical tools like smart phones, laptops and computers and to
access the facilities like continuous Internet connectivity, media and online platforms that supplement
their education. Access to digital learning can be possible only to those who enjoy economic stability,



and hence it has been acting as an important factor for digital divide. Technological empowerment of
the masses will be quite possible only when there is economic empowerment of all the masses and vice
versa. Technology accelerates economic empowerment and in turn good economy accelerates
technological empowerment. In this Coronavirus pandemic lockdowns, it has been witnessed that the
educational and industrial sectors which embraced technology are able to survive without any great
losses in their respective fields.

Technology enabled learning environment needs to be created in both online and offline
situations. Students need to have sufficient exposure in applying digital learning strategies in both
oncampus and online learning environments. They need to be provided with ample technical resources
and facilities in the institutions and even in their homes so that they can confidently use varied digital
learning approaches in developing their language and communication abilities. The students need to
possess the necessary technical tools and devices like smart phones, laptops and computer for their
oncampus and online learning and to strategically use the techniques to integrate Internet resources in
language learning. They need to be given a thorough understanding and practice about the available
digital resources and emerging new technologies and the applications to use it in a refined way. Due to
COVID-19 lockdowns, the dire need to the transition of learning to online mode happened without any
preparation from the teachers, students and the reputed educational bodies itself. As the teachers and
students are the key players of the educational system, they need to be provided with ample
technopedagogical resources, facilities and professional training through their institutional management
and administration.

The continuous enhancement of ICT competencies of both the teachers and students is the
perennial requirement in this pandemic situation so that eventhough the oncampus classes are
suspended, they can continue their pedagogical and evaluation processes through online mode. The
COVID-19 pandemic challenges to education need to be immediately addressed as the students should
not suffer due to digital divide and economic disparity. The digital gap needs to be resolved through
providing both synchronous and asynchronous learning platforms and national media. The continuous
broadcasting and telecasting of the courses will be a boon to the primary, secondary and tertiary level
students to inculcate the knowledge through the expert lectures of the teachers and other resource
persons. The teachers’ expertise in online teaching and the students’ involvement and commitment is
highly essential to gather online resources for technopedagogy. Further, the continuous education
reforms in context to digital learning needs to be initialized, functioned and managed through the
government and respective autonomous administration bodies.

4. Internet — A knowledge pool for higher education and research

Intercommunication network or Internet as it is broadly referred claims to be a scholastic, social
and professional platform to disseminate information in all the grounds of subject and life. An Internet
user is meant to access those learning resources and should be able to read, understand and comprehend
the content and should be able to import and export files, convert data into the desired format and should
be able to virtually connect with their counterparts through online. Sustained use of Internet and
extended reading of the online content will help the Internet users to develop their receptive abilities
and in the proper processing of information and technological resources. They will be able to indulge
in higher order creative and critical thinking and analyzing activities which will enable them to enhance
their language and content productivity.

Students need to learn about the availability of their specific domain websites, where they can
collect adequate information and share their knowledge to their professional communities (Peterson,
1999). Students need to recognize the authenticity of the websites and acknowledge its resources while
they undertake topic based research discussions (Eynon, 2005; Jarrell, 2005). They need to understand
and distinguish the standard of articles and its disclaimer rights to its resources. Further, its code of trust
to avoid plagiarism can also be noted for the quality of the information it has provided on the website.
And also, the students can understand the authenticity of the articles if it is related and acknowledged
with adequate citations and references. It can be advised that they need to collect information with
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references and should attempt to read and compare various authentic resources collected from various
different websites. It can also be suggested that the students need to read more articles from the
disciplinary journals and could compare and analyze the relevance of the quality of the articles from the
standard journals.

Specific disciplinary websites provide thematic articles where the students can understand their
area of interest and specialize in their respective fields. Slaouti (2002, 112) considers, “... Web is
essentially an enormous datasbase, a world-wide library”. In the content based language learning and
specific purpose based language courses, the students can be asked to browse the relevant websites to
ascertain their disciplinary genres and to perform in oral and written tasks like presentation, discussion
and seminars (Dudeney, 2007). The students can be asked to contribute their ideas and work in
collaboration with other students. The students can participate in disseminating information through
emails and video conferences with their peers (Driscoll, 2002). In the pair interaction and group
discussions, the students can extend their knowledge and organize the content and theme of the given
topic. When the students are reliable to work in team for preparing seminar presentations and group
discussions, the teacher can assign team projects and ask them to collect adequate materials from open-
access free online journals. The teachers can extend their support by facilitating them to access various
journals through the JSSTOR (http://www.jstor.org) and other standard academic and research platforms.
Students can be further monitored in their progress through emails, and their immediate queries can be
responded through video conferences and online chatting.

The vast extensive range of the voluminous resources on the Internet are readily available
worldwide and hence the higher education and research community need to avail the maximum benefit
with relevant knowledge and information on any subject. The provision of the access to Internet
resources is very important as the universities and institutional management should be ever ready in
helping their students through their online library resources. This will help the academic and research
performance of the students and scholars as they will be provided with surmount information with
institutional access for reading and downloading innumerable e-journals and e-books in respective to
their disciplines. The exchange of emails, video conferences and the conduct of online classes through
virtual platforms are quintessential for connecting with the academic and professional community for
ease and instant communication. Being English is the medium of academic and professional
communication, and also the language of the Internet, the research scholars are in need to develop oral
and written English communication skills to present and disseminate their projects to the scholarly
community. The review of literature can be easily undertaken as copious literature in any discipline is
abundantly found on the Internet. E-journals and e-books needs to be regularly referred for
understanding the past, present and future trends of any scientific and technological developments
happens in any part of the world.

Computer literacy, mobile learning and the access to Internet resources will not only accelerate
academic and professional success, but it also positively impacts the overall growth of the nation, and
in turn if it extends to international collaborations in promoting education and employment, the whole
world is to benefit from it. The formal, personal and social use of the Internet is warranted as students’
academic performance and personal, social and business intelligence can be specifically developed
through reading, gaming and conferencing online. Even through gaming, vocabulary, pronunciation,
stress, accent and style can be developed. Hence, each and every activity of our students, whatever they
undertake, whether it is reading or gaming, it means a lot for their overall development, though their
interest, involvement and achievement can be varied at different times. But specifically, the students
and scholars need to be continuously motivated and encouraged to use online resources for their
academic and professional developments and to become the part of global literal society.

5. Conclusion

The use of Internet in education is perpetual as it provides the treasure of unlimited knowledge
through educational resources and builds prospects for lifelong learning. In the present higher
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educational scenario, using Internet as an aid for learning is mandatory, and acquiring language
education through Internet is of no exception. Internet based education is perennial as it regulates self-
learning in and beyond the classroom. Digital literacy helps the teachers and students to develop
extensive reading skills as they browse the content of the journals and other related websites. To develop
their language and cognitive skills and disciplinary knowledge, they can be assigned to use authentic
extended language resources than the confined and restricted language lab software. With the access of
Internet resources, the students can be found self-motivated and develop their self-directed learning
skills. With their extensive reading skills, they can be able to justify their learning preferences and
confidently present and submit their papers in international forums. This paper reflects on the need of
cognitive and extensive reading skills and the use of Internet and communication media in developing
language and higher education. This study urges a student to become a techsavvy to use computer,
laptop, smartphones with uninterrupted Internet connectivity and access learning resources to contribute
authentic that could make a real sense in this professional world. Students in their long run to experiment
their gained knowledge can gradually develop extensive reading skills and develop those writing
resources in the form of research papers, books and dissertations. This learning outcome and the
substantial submission and approval of research papers are samples of their language productivity skills
pertained to their area of interest. This will gradually become a part of large database resources, with
which the generations will reap the benefit of Internet, today and tomorrow.
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2020 Liselere Gegis Smavi (LGS) Matematik Sorularinin ve 8.Smiflar Matematik Ders Kitabindaki Unite
Degerlendirme Sorularimn Olctiigii Temel Becerilerin Yenilenmis Bloom Simiflandirmasina Gére

Incelenmesi

Furkan AYDINY, Mehmet Kasim KOYUNCU?

Oz: Arastirmanuz da 2020 Liselere gecis sinavi (LGS) matematik sorularinin ve 2018-2019
ogretim yili i¢in basilan ve bes yil siireyle ders kitab1 olarak okutulacak olan 8.smiflar
matematik kitabindaki iinite degerlendirme sorularinin 6l¢tiigii temel becerilerin Yenilenmis
Bloom Siniflandirmasina gore diizeylerinin ve alt 6grenme alanlarinin belirlenip, bu dogrultuda
sorularin karsilastirilmasi amaglanmistir. Bu sebeple arastirmamizin problemi: 2020 Liselere
gecis smavi (LGS) matematik sorularmin ve 8.siniflar matematik ders kitabindaki iinite
degerlendirme sorularmin 6l¢tiigii temel becerilerin Yenilenmis Bloom Siniflandirmasinda
karsilik gelen dizeyleri nelerdir? ifadesidir. Arastirmanin verileri, dokiiman analizi
kullanilarak olusturulmustur. Ders kitabindaki ilk ii¢ {initede yer alan 79 soru ile LGS 2020
sinavindaki 20 soru betimsel istatistik kullanilarak agiklanmigtir. Sorularin her biri kodlanarak
alaninda uzman 5 kisi tarafindan Ogrenme, alt Ogrenme ve Yenilenmis Bloom
Siniflandirmasina gore degerlendirilmistir. Uzmanlar arasindaki degerlendirmenin gilivenirligi
ise %78,6 olarak hesaplanmistir. Yapilan arastirma ile, LGS 2020 sorular ile ders kitabinda
yer alan sorularin birbirinden farkli 6zellikler gosterdigi ve bunun ders kitabi kullanimini

olumsuz etkiledigi sonucuna ulasilmistir.
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Ders Kitabi, Matematik

! lfstanbul Sabahattin Zaim Universitesi Yiiksek Lisans Ogrencisi, frknaydn44@gmail.com

2 2Istanbul Sabahattin Zaim Universitesi Dr.Ogretim Uyesi, kasim.koyuncu@izu.edu.tr

35



Giris

Milli Egitim Bakanlig1 iilkemizde 8. smif seviyesinde 6grenim goren Ogrencilerin ilgi, istidat ve kabiliyetleri
dogrultusunda ilkdgretimden sonraki bir iist 6grenim kurumu olan okullara(liselere) yerlesmesi amaciyla gecmiste
kisa isimleri OKS, SBS ve TEOG adi verilen 6grencilerin farkli bi¢imlerde siralamaya calisan sinav tiirleri
diizenlemistir. Milli Egitim Bakanlig1 son olarak da bu ama¢ dogrultusunda 2018 yilindan itibaren Liselere Gegis
Simav1 (LGS) ad1 verilen merkezi sinav sistemini iilke genelinde 8. sinif 6grencilerine uygulamaktadir. Uygulanan
sinavin sonuglarina gore 6grenciler uygun bir liseye yerlesmektedir. Liselere gegis sinavinda sorulan matematik
sorularinin kazanimlart Milli Egitim Bakanligmin 2018 yilinda hazirladigi 6gretim programindaki 8. simif
kazanimlar1 belirleyici olmak iizere, 5, 6 ve 7. Siif 6gretim programi kazanimlarim kapsamaktadir. 2018 ve 2019
yili Liselere Gegis Sinavlarinda sorulan matematik sorulari 8. Smif 6gretim programinda var olan Ogrenme
alanlariin tamami dikkate alinarak hazirlanmigtir. Bu kapsamdaki 6grenme alanlari; geometri ve 6lgme, veri isleme,
sayilar ve islemler, cebir ve olasilik basliklar olarak siralanabilir (MEB, 2018). Ancak, 2020 yilinda tiim diinyada
meydana gelen pandemi nedeniyle liselere gegis sinavi salgin siirecinde uygulanmisg ve bu zor donemde egitim
ogretim faaliyetleri uzaktan egitim ile yiiriitiilmesi nedeniyle sinav kapsami Milli Egitim Bakanliginin yetkili
mercilerince tekrar degerlendirilmistir. Bu sebeple uygulanacak sinavin kapsami, 8. Simif 6grencilerinin okulda yiiz
yiize egitime devam ettikleri 8. smif birinci donem konulari ile siirli kalmistir. Bu karar ile pandemiye bagh
sebeplerle dgrencilerin performanslarinda olusabilecek herhangi bir olumsuzluk engellenmeye ¢abalanmistir (MEB,
Egitim Analiz ve Degerlendirme Raporlar1 Serisi No:12, 2020). Pandemi nedeniyle 2020 yilinda yapilan Liselere

Gegis Smavinin matematik bdliimiinde ilk ii¢ {initenin konularindan sorular 6grencilere yoneltilmistir.

Egitim ve O0gretimin vazgecilmez bir pargasi olan ders kitaplari, 6gretmenler i¢in ders ici ve digindaki faaliyetleri
yiiriitmede 6nemli bir materyal, 6lgme degerlendirme siirecinde ve ilgili konuya yol gésterme noktasinda egitim igin
biiyiik 6nem tasimaktadir. (T6rnroos, 2005). Ders kitaplar1 6grencilere hem dersi 6grenme noktasinda hem de dersi

tekrar etme noktasinda kilavuzluk etmektedir.

Merkezi smava girecek tiim 8. siif ogrencileri icin firsat esitliginin saglanmasi adina ders kitaplar1 yeterli ve
ogrenciyi farkli herhangi bir kaynag1 alma ihtiyact dogurmamasi gerekmektedir. Ogrencilerin matematik dersindeki
basar1 diistikliiklerinin sebepleri basinda okul i¢in hazirlanan matematik ders kitaplarinin iyi hazirlanmamasi;
uygulama ve etkinliklerin az verilmesi, soru tiirii ve sayisinin az olmasi, ¢ikmus liselere gecis sinavi sorular ile uygun
olmadig1 gibi sebepler siralanmaktadir. Sonug olarak ders kitaplarinin bu sebeplerle daha az tercih edilmesi veya ek

bir kaynaga ihtiya¢ duyulma gereksinimi olabilmektedir (Korkmaz, Tutak, & Ilhan, 2020)

2018°de yayinlanan Matematik Ogretim Programi'ndaki genel amaglar dogrultusunda hazirlanan liselere gegis

sinavina iilkemizdeki 6grencilerin en iyi bigimde eksiksiz olarak hazirlanabilmeleri i¢in faydalanacaklar: en 6nemli
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ders kaynaklarmin basinda Tiirkiye Cumhuriyeti devleti tarafindan {icretsiz olarak Ogrencilere dagitilan ders
kitaplar1 gelmektedir. Bu baglamda ders kitaplari, 2018 Matematik Ogretim Programi'nin zel amaglarinda var olan;
Ogrencilerin, iistbiligsel yeteneklerini arttirabilecek, 6grenirken kendi ¢abalariyla bu siireci saglayabilecek, problem
¢ozme siirecinde kendisini herkese karsi kolay bir bigimde ifade etmelerini saglayabilecek, bagska kimselerin
matematiksel diislince eksikliklerini veya akil yiriitmedeki bosluklarini goérmelerini saglayacak sekilde

hazirlanmalidir (MEB, 2018).

Liselere girig sinavinda yer alan matematik sorulari ile ders kitabi linite degerlendirme boliimlerindeki problemlerin
ayni1 biligsel diizeyleri dlgecek seviyede olmasi; 6grencilerin liselere giris sinavinda karsilagacaklar: problemleri
daha rahat bir sekilde kavramalarina ve ¢ézmelerine yardimer olacaktir. Bu amag¢ dogrultusunda ders kitaplarinda
yer alan problemlerin, liselere gegis simnavinda yer alan problemlerle benzer biligsel diizeyleri dlgecek bigimde

hazirlanmig olmas1 gerekmektedir.

Siavlarda sorulan sorularin ve bu sinavlara giren 6grencilerin bilig diizeylerini belirlemek amaciyla gelistirilen
farkli siniflandirma tiirleri bulunmaktadir (Filiz, 2004). Ralph(1999) ve Thompson(2008)’1n arastirmalarina gore,
siiflandirma tiirleri arasinda daha fazla ilgi goren Benjamin Bloom tarafindan ortaya konan ve Bloom Taksonomisi
olarak alt1 basamaktan olusan bilis diizeyi siniflandirmasidir (akt. Biber ve Tuna, 2017). Bloom taksonomisinin 1956
yilinda ortaya c¢iktigi donemde davranig¢i yaklagimlar 6n planda iken giliniimiizde ise 6grenciyi merkeze alan
yapilandirmaci egitim modelleri 6n plandadir. Hem bu sebeple hem de klasik siniflandirmanin Bilgi basamaginin
eylem ve ad 6zelligi nedeniyle bilim adamlarinca Bloom taksonomisinin revize edilme ihtiyaci belirmistir (Anderson

ve Krathwohl, 2018; Krathwohl, 2002).

Yaratma

Degerlendirme

Analiz

Uygulama

Anlama

Hatirlama

Sekil 1 Revize Bloom Taksonomisi
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Bloom'un gbézden gegirilmis taksonomi modelindeki eylem olarak ifade edilen terimlerin acgiklamalari agagidaki
gibidir (lastate.edu.tr, 2020):

* Hatirlama: Uzun donemli hafizadan ilgili bilgilerin geri ¢agrilmasidir.

» Anlama: Gorsel, grafik okuma ve yazili igeriklerden anlam ¢ikarma, farkli bigimde ifade etme ve karsilasgtirma

yapabilmedir.

* Uygulama: Verilen bir durumda bir prosediirii uygulama veya kullanmadir.

* Analiz: Belirli bir durumda farklilastirma, ayristirma, yapilandirma, odaklanma, atfetme ve iliskilendirmedir.
* Degerlendirme: Belli kriterlere ve standartlara dayanarak yargilarda bulunmadir.

» Yaratma: Ogelerin tutarl bicimde bir araya getirip; yeni bir model olusturma veya yeniden 6zgiin bigimde organize

etmedir.

Cepni, Ayvaci ve Keles’e gore (2001), 6lgme araclarinda kullanilan sorular; bilis diizeyi diisiik olan sorular yerine
bilis diizeyi yiiksek olan sorular olarak secilirse 6grenciler zihinsel anlamda daha ¢ok caba gostermis olacak ve
bdylece dgrencilerin daha fazla yaratic1 diisiinceye sahip olmalar1 amaclanmaktadir (Kogce & Baki, 2009). Ogrenim
goren her 6grencinin bilis diizeyini gelistirmek ve bu 6grencilerin farkli bilig diizeylerine sahip olmasindan kaynakli
olarak, okul ders kitaplar1 yenilenmis Bloom taksonomisinde yer alan alt1 bilis diizeyinin her birinden olmak iizere
genellikle iist diizey bilissel sorular igermelidir. Gegmis yillarda uygulanan TEOG smavinda ‘‘Hatirlama’’,
““‘Anlama’’ ve ‘‘Uygulama’’ basamaklarini 6l¢en sorular gelmekte iken, Liselere Gegis Sinavi’nda ise en az
““Uygulama’’ basamagini dlgen sorular gelmektedir. Bu sebeple ders kitaplarinda sinav sistemine paralel olarak en

az uygulama basamagi olmak tizere iist bilis diizeylerini 6l¢en sorulara daha ¢ok yer verilmelidir.

Arastirmamizda 2020 Liselere Gegis Smavi matematik sinavi sorulari ile Istanbul ilinde Milli Egitim Bakanligina
bagli okullarda okutulan 8. sinif matematik ders kitaplarinin iinite degerlendirme boliimlerinde yer alan matematik
sorular1 veri araci olarak kullanilmis ve bu sorularin her birinin Bloom taksonomisinde yer alan diizeylerinin

belirlenmesi ve bu diizeylerin karsilastirilmas1 yapilmstir.

Matematik alanindaki bu arastirma igin yapilan literatiir kontroliinde, ortaokul 8. smif seviyesindeki ders
kitaplarinda bulunan iinite degerlendirme sorular ile liselere gecis sinavi sorularim birlikte ele alarak Bloom
taksonomisi ¢ergevesinde degerlendiren bir ¢alismaya rastlanilmamistir. Ancak, yapilan literatiir taramasinda sadece
ders kitaplarin1 veya sadece liselere gecis sinavlarini ayri ayri ele alan makale tiirlerine rastlanilmistir (Biber ve

Tuna, 2017; Ekinci ve Bal, 2019; Korkmaz vd, 2020; Sahin ve Basgiil, 2019; Uredi ve Ulum, 2020).
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Yontem

Bu arastirma, 2020 Liselere Gegis Sinavi (LGS) matematik sorularinin ve 8.siniflar matematik ders kitabinda
bulunan {inite kazanimlarina gore hazirlanmis degerlendirme sorularnin Olctiigii temel becerilerin Bloom
siniflandirmasina goére diizeylerini belirlenmesi amaciyla yapilan nitel bir ¢aligmadir. Bu arastirma deseni ders
Kitabinin 6gretim programina ve liselere gegis sinavina uygunlugunu derinlemesine, teorik ve uygulama boyutunda
incelemek amaciyla secilmistir. Arastirmanin verileri; bu ama¢ dogrultusunda dokiiman analizi kullanilarak

olusturulmustur.
Veri Araclar

Aragtirmamizda dokiiman incelemesi i¢in 2020-2021 déneminde iilke genelinde bircok ilde ve Istanbul ilinde
kullanilan KOK-E Yaymcilik 8. siif matematik ders kitabinda bulunan 1, 2 ve 3. Unite degerlendirme
boliimlerindeki toplam 79 adet soru (EK-2) ve 2020 yili Liselere Gegis Siavinda (EK-1) yer alan 20 adet matematik

sorusu veri araci olarak kullanilmistir.
Verilerin Analizi

Unite degerlendirme boliimlerinde bulunan 79 sorunun ve liselere gegis stnavindaki 20 matematik sorusunun revize
edilmis taksonominin biligsel siire¢ boyutunun hangi basamaginda oldugunu belirlemek amaciyla Google form
yardimiyla bir anket olusturulmustur. Ankette veri araci olarak kullandigimiz sorularin her biri ayr1 ayri1 alaninda
uzman 5 kisi tarafindan degerlendirilmistir. Degerlendirmenin 5 kisi tarafindan yapilmasindaki amag; sorularin
bilissel siireci hakkinda tutarli ve giivenilir veri elde etmek istenilmesidir. Sorular1 degerlendiren ekip arasindaki

giivenirlik orani ise, Miles ve Huberman’in (1994) gelistirmis oldugu asagidaki yontem ile belirlenmistir.

Goris Birligi

1
Goriis Birligi + Goriis Aynligi ~ 00

Degerlendirmeyi yapan 5 uzman kisi arasindaki degerlendirmenin giivenirligi %78,6 olarak hesaplanmistir.
Hesaplanan giivenirlik yiizdesi %70’ten yukar1 olup, bu ise ¢alismanin giivenilirligini gosterir (Miles & Huberman,
1994).

Bulgular

Arastirmanmizda ders kitabinda yer alan 1. Unite degerlendirme sorularmin her biri (S.1.1, S.1.2, S.1.3, ...S.1.25)
kodlanmis olup bu sorularin Bloom Taksonomisinin biligsel siire¢ boyutunun hangi basamaginda oldugu Tablo-1"de

gosterilmisgtir.
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Bu iinitede yer alan S.1.4, S.1.5, S.1.6, S.1.7, S.1.8, S.1.9, S.1.14, S.1.15, S.1.19, S.1.20, S.1.22, S.1.25 kodlu
sorularin alt 6grenme alani ¢arpanlar ve katlar olup, diger sorularin alt 6grenme alani iislii sayilardir. Bu sebeple 1.

{initede yer alan sorularin tamanminin “Sayilar ve Islemler” 6grenme alanina ait sorular oldugu belirlenmistir.

Tablo 1 1. Unite degerlendirme sorularinin bilissel siireg boyutuna gore dagilimi

Biligsel Siirec¢
Soru Kodlari
Boyutu
Hatirlama S.1.10
S.1.1,S12,S.15,S.1.8,S.1.11, S.1.12, S.1.13, S.1.14,
Anlama
S.1.15,S.1.16,
S.1.3,S.14,S.16,S.1.7,S.1.9, S.1.17, S.1.18, S.1.19,
Uygulama
S.1.20,S.1.21,S.1.22,S.1.23, S.1.24,S.1.25
Analiz -
Degerlendirme -
Yaratma -

Toplam: 25

1. Unite degerlendirme sorularinda yer alan 25 adet sorunun yiizde 4’ii “Hatirlama”, yiizde 40’1 “Anlama”, yiizde

56’s1 ise “Uygulama” basamaginda oldugu uzmanlar tarafindan tespit edilmistir.

10. Asagidaki ifadelerde bos birakilan yerleri
tamamlayiniz.

a) Sifirdan farkh her gercek sayinin sifinnc

SO\ = ([ o | | A

b) Bir (sl0 Ifade, paydadan paya veya paydan
paydaya alindidinda e Isareti
dedisir.

¢) Tabanlan ayni olan Gsld ifadeler carpilirken

nen yazilr.

¢) ||, 1 veya 1'den biyUk, 10'dan kagk bir
gercek say1 ve n bir tam sayl olmak (zere

F= IO L o o 1 (=] 1 L = — . denir.
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Sekil 2 1. Unite degerlendirme sorularinda 10. soru olup S.1.10 kodu ile Tablo-1’de yer alan alt §grenme alani

iislii sayilar ve biligsel siire¢c boyutu hatirlama basamagi olan soru 6rnegi

2. Unite degerlendirme sorularmin her biri (S.2.1, S.2.2, S.2.3, ...S.2.23) kodlanmis olup bu sorularm Bloom

Taksonomisinin biligsel siire¢ boyutunun hangi basamaginda oldugu Tablo-2’de gosterilmistir.

Bu iinitede yer alan ilk 22 sorunun (S.2.1, S.2.2, S.2.3, ...S.2.22) alt 6grenme alan1 karekoklii sayilar olup, bu sorular
“Sayilar ve Islemler” dgrenme alanma ait sorulardir. Bu {initede yer alan S.2.23 kodlu 23. soru ise veri analizi

konusundan olup “Veri Isleme” 6grenme alanina ait bir sorudur.

Tablo 2 2. Unite degerlendirme sorularinin bilissel siireg boyutuna gore dagilimi

Biligsel Siirec¢
Soru Kodlan
Boyutu
Hatirlama -
Anlama S.2.1,S.2.2,S5.2.3

S.24, 825, S.26, S.27, S.2.8, S.2.9, S.2.10, S.2.11,
Uygulama S.2.12, S.2.13, S.2.14, S.2.15, S.2.16, S.2.17, S.2.18,
S.2.19,S5.2.20,S5.2.21,S.2.22, S.2.23,

Analiz -

Degerlendirme -

Yaratma -

Toplam: 23

2. Unite degerlendirme sorularinda yer alan 23 adet sorunun yiizde 13,04°ii “Anlama” geriye kalan yiizde 86,96’s1

ise “Uygulama” basamaginda oldugu uzmanlar tarafindan tespit edilmistir.

3. Asadidaki kareksklt ifadelerin hangisi irras-
yonel sayidir?

A) /48 B) /49
C) =25 D) /729

Sekil 3 2. Unite degerlendirme sorularinda 3. soru olup S.2.3 kodu ile Tablo-2’de yer alan, alt 6grenme alani

karekoklii sayilar ve bilissel siire¢ boyutu anlama basamagi olan soru drnegi
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3. Unite degerlendirme sorularinm her biri (S.3.1, S.3.2, S.3.3, ...S.3.31) kodlanmis olup bu sorularm Bloom

Taksonomisinin biligsel siire¢ boyutunun hangi basamaginda oldugu Tablo-3’de gosterilmistir.

Bu iinitede yer alan S.3.1, S.3.2,S.3.3,S.3.4,S.3.5,S.3.6,S.3.7,S.3.8, S.3.9,S.3.10, S.3.11 ve S.3.31 kodlu sorularin
alt 6grenme alani basit olaylarin olma olasilig1 olup, bu sorular “Olasilik” 6grenme alanina ait sorulardir. Bu {initede
yer alan diger sorular ise cebirsel ifadeler ve 6zdeslikler alt grenme alanina ait olup bu sorularm “Cebir” grenme

alanina ait sorular oldugu belirlenmistir.

Tablo 3 3. Unite degerlendirme sorularinin bilissel siireg boyutuna gore dagilimi

Bilissel Siirec
Boyutu Soru Kodlar
Hatirlama S.3.1,S.3.13
Anlama S.35,8.3.12,S.3.31
S.3.2, S.3.3, S.34, S.3.6, S.3.7, S$.3.8, S.3.10, S.3.11,
Uygulama S.3.14, S.3.15, S.3.16, S.3.17, S.3.18, S.3.19, S.3.24,
S.3.26, S.3.27, S.3.28, S.3.29, S.3.30
Analiz S.3.9,S8.3.20, S.3.21, S.3.22, S.3.23, S.3.25
Degerlendirme -
Yaratma -
Toplam: 31

3. Unite degerlendirme sorularinda yer alan 31 adet sorunun yiizde 6,44°ii “Hatirlama”, yiizde 9,66’s1 “Anlama”,
yiizde 64,4°1 “Uygulama”, geriye kalan yiizde 19,32’si ise “Analiz” basamaginda oldugu uzmanlar tarafindan tespit

edilmistir.

24. (a - b)? + 4ab ifadesinin dzdesi asagidaki-
lerden hangisidir?

A) a?—b?-2ab B) (a — b)?
C) (a + b)? D) a2 + b?

Sekil 4 3. Unite degerlendirme sorularinda 24. soru olup S.3.24 kodu ile Tablo-3’de yer alan, alt dgrenme alani

cebirsel Ifadeler ve 6zdeslikler ve bilissel siire¢ boyutu anlama basamagi olan soru drnegi
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Yapilan veri analizi sonucunda ilk ti¢ {initede yer alan toplam 79 sorunun 3’{iniin “Hatirlama”, 16’sinin “Anlama”,
54’tinlin “Uygulama”, 6’sinin ise “Analiz” basamaginda sorular oldugu belirlenmistir. Sorularin yaklasik yiizde
68’inin “Uygulama” basamaginda olmasi, {inite degerlendirme sorularinin genellikle Bloom taksonomisinin biligsel

stire¢ boyutunun uygulama basamagindan sorular ile olusturuldugunu gostermektedir.

2020 Liselere gecis sinavinin (LGS) matematik sorularinin her biri L1, L2, L3, ...L20 bi¢giminde kodlanmis olup bu
sorularin 6grenme alanlarina gore siniflandirilmasi Tablo 4 ile gosterilmistir. 2020 LGS sorularinin 6grenme
alanlariin ayr1 bir tabloda gosterilmesindeki amag, bu sorulardan bazilarinin birden fazla 6grenme alanina ait

sorular oldugunu agikc¢a gostermektir.

Tablo 4 Ogrenme alanlarina gére 2020 LGS matematik sorularinin dagilin

Ogrenme Alam  Soru Kodlar Yiizde (%) Frekans (f)
Sayilar ve L1, L3, L4, LS8, L9, L10, L11,
. %50 10
Islemler L12, L17, L18
Veri Isleme L2, L13, L20 %15 3
Olasilik L7,L14, L16 %15 3
Cebir L4, L5, L6, L15, L19 %25 5
Geometri ve L1, L5, L6, L10, L11, L12,
N %45 9
Olgme L14, L15, L19

Toplam 20 %150 30

Tablo 4’ten goriilecegi iizere, 2020 sinavinda sorulan sorularim en fazla “Sayilar ve islemler”, en az ise “Veri Isleme”
ve “Olasilik” 6grenme alanlarindan geldigi sdylenebilir. Ayrica bazi sorularin (L1, L10, L14, L11, L4, L6, L12, LS5,

L15 ve L19) birden fazla 6grenme alanina sahip oldugu tabloda gosterilmistir.

LGS 2020 sorularindan “Sayilar ve Islemler” grenme alanina ait L3, L18 kodlu sorularin alt 6grenme alan1 “Uslii
Ifadeler”; L8, L17 kodlu sorularm alt 6grenme alan1 “Carpanlar ve Katlar”; L9 kodlu sorunun alt &grenme alan1 ise
“Karekoklii Ifadeler” dir. L2, L13 ve L20 kodlu sorularin alt 6grenme alani “Veri Analizi” olup, bu sorular “Veri
Isleme” dgrenme alanina; L7, L16 kodlu sorularin alt dgrenme alani ise “Basit Olaylarin Olma Olasilig1” olup, bu
sorular “Olasilik” 6grenme alanma ait sorulardir. Ayrica sorularin (L1, L10, L14, L11, L4, L6, L12, L5, L15 ve
L19) yiizde ellisi birden fazla alt 6grenme alanina sahiptir. L1 kodlu soru “Karekoklii ifadeler” ve “Uggenler ve
Dértgenler”; L4 kodlu soru “Karekoklii Ifadeler” ve “Esitsizlikler”; L5 kodlu soru “Alan Olgme” ve “Cebirsel
Ifadeler ve Ozdeslikler”; L6 kodlu soru “Geometrik Cisimler” ve “Carpanlar ve Katlar”; L10, L12 kodlu sorular
“Uslii Ifadeler” ve “Alan Olgme”; L11 kodlu soru “Karekoklii Ifadeler” ve “Alan Olgme”; L14 kodlu soru “Basit
Olaylarin Olma Olasilig1” ve “Alan Olgme”; L15, L19 kodlu sorular “Cebirsel Ifadeler ve Ozdeslikler” ve “Uzunluk

ve Zaman Olgme” alt 6grenme alanlarina sahiplerdir.
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Istenilen olas! durumiann sayisi

14.  Birolayin olma olasiigi = Tdm olas) durumlarin sayisi

am

Siyah San Beyaz Kirmizi Mavi  Kahverengi Mor Turuncu Yesil

Kenarlarninin uzunluklar 1 m ve 9 m olan dikddrtgen bicimindeki bir halinin én yizi, sekildeki gibi
farkli renklere boyanmistir. Bu renklerin her birinin kapladigi karesel bélgenin alami birbirine esittir.

Bu hali, pargalarda ayni renk olmayacak sekilde iki pargaya bolunecektir.

Buna gére bu pargalardan birinin boyal yliziinin alaninin, digerinin boyah yiziiniin alaninin
2 kati olmasi olasihgi kagtir?

A+ B) o ) o D)o

Sekil 5 LGS 2020°de sorulmus ve alt dgrenme alan1 “Basit Olaylarm Olma Olasiligr” ve “Alan Olgme” olan L14

soru kodlu 6rnek
Sekil 5’e gore, sinava katilan 6grencilerden olasilik ve alan konusuna hakim olmalar1 beklenilmektedir.

2020 Liselere gegis siavinin (LGS) matematik sorulariin Bloom Taksonomisinin biligsel siire¢ boyutunun hangi

basamaginda yer aldiklar1 ise Tablo 5’te gosterilmistir.

Tablo5 2020 LGS matematik sorularinin biligsel siire¢ boyutuna gore dagilimi

Biligsel Siire¢ Boyutu Soru Kodlan f %
Hatirlama -
Anlama -
Uygulama L3, L5, L10, L11, L13, L17,L18 7 35
Analiz L2, L4, L6, L8, L9, L12, L14, 119, L20 9 45
Degerlendirme L1, L7, L15,L16 4 20
Yaratma -
Toplam 20 100
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Tablo 5’ten goriilecegi iizere, 2020 smavinda sorulan sorularin %45°1 analiz, %35’i uygulama, %20’si ise
degerlendirme biligsel siire¢ boyutuna sahiptir. Gorildiigli lizere, sinavda hatirlama, anlama ve yaratma

boyutlarindan soru gelmemistir.

10. a+# 0vem, ntam sayilar olmak zere

m
n_.m nH-m a  _ am™ =" dir

Bir kenarinin uzunlugu 5* em olan kare
seklindeki kadidin bir yiziane asadidaki gibi
12 es dikddrigen ve 1 kare cizilmistir. Bu
sekillerden kare ve 2 es dikddrtgen kirmiziya
boyanmistir.

5% em

Buna godre kirmizi bélgelerin alanlan top-
larm kag santimetrekaredir?

A)2:57  B)S C)2-5° D) 5°

Sekil 6 2020 LGS sorularinda yer alan alt 6grenme alan1 “Uslii ifadeler” ve “Alan Olgme” olan ve bilissel siireg

boyutu uygulama basamagi olan soru 6rnegi

Sekil 6’ya gore, 6grencilerin Uislii ifadelerde islem yeteneginin ¢ok iyi olmasi ve dortgenler konusuna hakim olmalari

beklenilmektedir.
Tartisma, Sonuc ve Oneriler

Arastirmamiz ders kitaplart ile LGS 2020 sorular1 arasindaki iliskiyi hem alt 6grenme alanlari agisindan hem de
sorularin Yenilenmis Bloom Taksonomisindeki bulundugu biligsel diizey basamagmin karsilastiriimasit ve
incelenmesi i¢in yapilmistir. Arastirmamizda goriildiigii {izere, ders kitabinda yer alan ilk {i¢ {initenin degerlendirme
sorular1 sadece ilgili {initenin alt 6grenme alanlarindan hazirlanmistir. Oysa ki LGS 2020 sinav sorularinin yiizde

50’si birden fazla alt 6grenme alanina sahip sorulardan olusmaktadir. Ders kitabinda bulunan {inite degerlendirme
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sorularinin Bloom siniflandirmasiin genellikle alt biligsel (Hatirlama, Anlama, Uygulama) basamaklarinda
hazirlandig1 ve sorularin yaklasik ylizde 68’inin “Uygulama” boyutunda oldugu goriilmektedir. Buna karsin LGS
2020 matematik sorularinin ise uygulama(%35), analiz(%45) ve degerlendirme(%20) basamaklarinda oldugu

goriilmektedir.

Ogrencilerin sinav siirecinde kullanacaklari yazili kaynaklar icinde ders kitaplarinin ilk sirada olmasi gerekliligi;
LGS sorulart ile ders kitaplarinda yer alan sorular arasinda bir paralellik olmasini zorunlu kilmaktadir. Bu paralellik
iinite degerlendirme sorularinin hem biligsel siire¢ boyutu olarak hem de sorularin birden fazla alt 6grenme alani
icermesi seklinde hazirlanmasiyla saglanabilir. Aksi durumda 6grencilerin yardimer ders kaynaklarina olan talebinin
artmasina sebep verilerek, 6grencilerin smav siirecini ders kitaplariyla degil sadece yardimci ders kaynaklar

kullanarak tamamlamalarina neden olunacaktir.

Aragtirmamizda LGS sorularimin st diizey biligsel basamaktan sorular igerdigi ve birden fazla kazanimi igerdigi

(Ekinci & Bal, 2019)’1n yaptig1 arastirma ile benzerlik gostermektedir.

Ders kitaplarinda yer alan sorularin sinav sistemiyle uyumlu olarak {ist diizey biligsel basamaklardan sorular
icermesi; yiizde 10’luk dilime giren 6grencilerin sinav basarisina ve biligsel gelisimine direk katkisi olmasi yaninda,
geriye kalan yiizde 90’lik dilimdeki 6grencilerinde bilissel anlamda gelisimlerine ve iist diizey diisiinme becerilerine
katkida bulunacaktir. Ders kitaplarindaki sorularin LGS sorulari ile benzerlik gostermesi (Gokgek ve Karadeniz,
2013) ‘in yaptig1 calismayla benzerlik gostermektedir. Bu sebeple ders kitaplarinda yer alan sorularin LGS sorulari

ile benzer 6zellikler tagiyacak bigimde yazilmasi 6nerilmektedir.
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A Comparison of Speaking Performances for Online and Face-to-face Groups
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Abstract: With the changing conditions in education around the world, institutions have started
trying to find new ways to be reachable for students. Especially, after the coronavirus spread in
2019, education had to reshape itself. In my country what | have heard a lot is that online
education harmed students’ abilities mostly in terms of speaking since they are not in classes
with their teachers physically. In this study with examining two groups, | wanted to see whether
it might be correct or not. My design was quantitative. | had a null hypothesis and | tried to reject
it. 1 did T-tests with the scores of 300 students. In total, | had three sets of scores from each group
and ran T-tests for each separately. In the end, the results did not show any significance for me
to reject the null hypothesis. So, the hypothesis retained as having classes online or face-to-face
does not have any difference on A2 level English preparatory students’ speaking performance.

Keywords: online teaching, speaking performances, EFL students

Introduction

Since March 2020 we have had coronavirus all around the world. It has affected many things including education.
Because this virus is contagious, education had to stop being face-to-face and most of the schools including
universities and higher education switched to online teaching. It is important to note that to be able to call it an online
education, the percentage of the delivery should be 80% or more via the Internet. (Wasilik, 2009) Also, the
conversation, interaction should be between more than one person that happens synchronously or asynchronously.

The comments and replies should be organized via technology, (Muirhead; Juwah, 2004), and the classes in which

3 Maltepe University, ergngizem@gmail.com
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there is learning, or training should be delivered electronically. (Stockey, 2003) Even though online education is
used by more than seven million students who take at least one online class, (Allen; Seaman, 2014) after the
pandemic started, many instructors had to reprepare their plans and change the format of their classes in terms of
teaching and delivery. (Sevy-Biloon, 2021) Some studies were conducted, and, in the end, the efficacy of online
classes was reported. (Bourelle; Bourelle; Knutson; spong, 2015)  There are some advantages of e-learning. It is
a new format that can give teachers a chance to get involved with technology which provides students to participate
from different cities, countries. (Cabero, 2006) Even though following the developments in technology and being a
part of it is crucial for the interaction in educational environments (Bayraktar; Donmez, 2015), there were some
concerns about switching to online education. A lot of universities switched to online teaching, and it was not
expected to be the norm, instead, people were worried despite the fact that there was no other choice. (Todd, 2020)
Therefore some students, as well as some teachers, were complaining about not having the quality education as they
had in school, especially about speaking ability. Speaking requires the knowledge of the language features and the
qualification of applying them in communication. (Harmer, 2001) Especially in terms of instructional pedagogy, it
was hard to switch from face-to-face education to online education. (Butler, 2017) Students said that they could not
speak as much as they spoke in class because of different reasons. The level of their interest was not as high as face-
to-face, they had some technical problems, the interaction was not enough, and it was tiring for the students to have
discussions online and receive many e-mails. They also felt left out and did not have as many chances. They felt
that they had to spend more time on classes when it was online. (Hirscheim, 2005) In addition, students complain
about losing the chance of interacting with their peers and teachers. (Carter; Emerson, 2012) And it is important to
note that there is evidence that says having interaction with their peers and instructors has benefits on students'
learning. (Staarman, Krol; Meijen, 2005) However, Clark and Jones' study that was conducted in 2001 showed that
the difference in terms of the grades that they received after the assessment was not dramatically different. Instead,
the scores of the students who received the classes online did much better than the ones who were taught face-to-
face contrary to the common belief that the physical presence of the instructor is essential. After this study, people

started online public speaking courses for higher education. (Butler, 2017)
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In this study, | want to understand if there is a difference between online education and face-to-face education on

students' speaking ability. My research guestions are:

1. Does having classes face-to-face have any effects on speaking scores compared to online teaching?

2. Do students have lower grades and self-confidence when they do not have their instructor's physical
presence?

3. Do we need to have face-to-face classes to keep to have better performances from the students in terms
of their speaking ability?
My hypothesis is: having classes online or face-to-face does not have any difference on A2 level English

Preparatory students’ speaking performance

METHOD
Design

The research design is descriptive. The study has a null hypothesis and | tried to reject it. There are already two
groups with different ways of learning and practicing speaking. What this study aims to show is whether these ways
of practicing speaking are significantly different. There is a comparison of two groups and their three scores from

the exams during the fall term.
Instruments

The instruments of the study were two online exams with selected-response items and one oral exam. The first
instrument was an online quiz. There were two parts in the exam: listening and grammar which had both grammar
and vocabulary parts. The students had quiz 1 in two parts separately. There was 5 minutes break between two
sections. They started with the listening section and after five minutes break, they continued with the grammar
section. For the listening part, they had two different listening and 10 multiple choice questions for each track. For
the grammar part, they had 20 multiple-choice questions. There were grammar and vocabulary items there. There
were also word-formation parts in which students were required to write the best form of the given keyword

according to the meaning of the sentences. Lastly, they had a rewriting task. There were some sentences given and
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the students needed to write another sentence similar to the first one by using the given keyword. Their cameras

were on during the exam and their advisors were watching them.

The second instrument was quiz 2. It was again an online test. The test had one reading part with multiple-choice,
true-false-not mentioned, reference, definition, and open-ended questions. Besides, there was a grammar part, and

the question types were identical with quiz 1. The procedures were the same with quiz 1.

The last instrument of the study was the oral exam. It was conducted online. The oral exam had three sections. In
the first section, the students were asked some warm-up questions and were not graded. In the second section, the
assessor asked two sets of questions with two different topics. Each set has three different questions and in total,
section two had six questions from two different topics. The students needed to explain their reasons and make clear
justifications for their answers. In the last part, the student was given a topic and after thinking about it for one
minute, he was expected to talk about it between 1-1.5 minutes. There were two instructors in the class. One had his
camera on, asked the questions, and graded whereas the other one just listened and graded the student. There was a
rubric (see Appendix A) for teachers. If the difference between the grades given by the teachers were more than

three, they had to talk about it again and get the average.

Participants

Two groups of A2 level English preparation school Turkish students participated in the study. One of the groups
received online speaking classes and the other one received the speaking instructions and interactions face-to-face.
The online group studied in the 2020-2021 academic year, whereas the face-to-face group is studying in the 2021-
2022 academic year. In each group, there are 150 students. The age range of the participants is from 18 to 25 in both
groups. All the students took a placement exam after failing the proficiency exam. They got between 38-55 to be

placed in stream 2 of which the starting level is A2.

Procedures

In the academic year of 2020-2021, one of the groups was taught online including speaking classes. The other group

is still studying in the academic year 2021-2022 and their classes are face-to-face. The content of the speaking
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classes is completely the same so there is nothing different in both programs in terms of speaking. The first group
took the classes and the exams in 2020, and the second group took the same classes and the exams in 2021. In this
study, I compared the first group’s and the second group’s quiz 1, quiz 2, and mid-term oral exams. All the exams
were online, even though the second group had courses face-to-face. The procedures of the exams were the same
for both groups. Since there is no pre-speaking test for none of the groups, | aimed to see whether the second group
which is receiving the classes face-to-face will increase their speaking exam score significantly or not. The study
aims to see whether there is a difference between those two ways of teaching or not. In the end, if I cannot find a
significant difference to reject the hypothesis, | will state that it is not about being online or face-to-face, but it is all

about students' effort.

Weaknesses

One of the weaknesses of my research will be using two different groups. Since the conditions and exhaustion of
students are not the same, there might be some extraneous variables unrealized. So, at the end of the research, if
there is a significant difference, then | will raise the question to the school administration to research the same group
and have our lessons both face-to-face and online to make sure the only change is the way of teaching which is the
platform we teach them: online or face-to-face. With this, the teaching system can change in some of the schools
and the geographically unlucky students can have a chance of attending different classes in different cities and even

countries.

Analysis

After collecting data, | typed the grades of both groups in SPSS and analysed them to see whether there is a
significant difference between the success of the two groups or not. | compared each exam results of each group and
check whether there is a significant difference or not. Since | want to see their success in speaking, | focused on
their oral exam results. If one group was significantly different in the oral exam compared to other exams, | could

say that the way of teaching, instructing differs on students’ speaking performances.

RESULTS AND DISCUSSION
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In this part of the study, I will talk about the results of the study. I ran the exam results of both groups in SPSS. |
used an independent T-test for comparing each exam from two groups. | got the tables from SPSS, and you can find

the interpretation below.

Results

Table 1 Descriptive statistics of online and face-to-face group quiz 1 results (N=300)

Instruction Types Mean Std. Deviation
Online 75,58 .82
Face-to-face 79,99 1,19

As table 1 shows, the means and the standard deviations are not very similar to each other. However, they are not

enough for us to see whether there is a difference worth paying attention to or not.

Table 2 Independent T-test of online and face-to-face group quiz 1 results

t df Sig. (2-tailed)
Quiz1 Equal -3,024 298 ,003
variances
assumed

To understand whether we can talk about a significant difference, we can look at table 2. It tells us the T score,
which should be more than the critical T score (Appendix B). For more than 120 df, the T score should be more than
1,98. As we can see in the table the score of the test is -3,024 which is enough for us to say that we have the minimum
T score. Also, when we look at the significance of the outcome, we can say that the difference between the two
groups is significantly different. To conclude, the online group was significantly more successful than the face-to-

face group in quiz 1.

Table 3 Descriptive statistics of online and face-to-face group quiz 2 results (N=300)
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Instruction Types Mean Std. Deviation
Online 74,20 1,01
Face-to-face 64,82 1,23

After comparing the quiz 1 results and checking the significance, in table 3 we can see the statistics of quiz 2 results
of the groups. While their means do not look close to each other unlike quiz 1, we can see less difference between
standard deviations compared to quiz 1 results. We can say that the variety of the students is more in the face-to-

face group compared to the online group. The online group is more homogenous than the face-to-face group.

Table 4 Independent T-test of online and face-to-face group quiz 2 results

t df Sig. (2-tailed)
Quiz 2 Equal 5,85 298 ,000
variances
assumed

Table 4 tells us that the difference between the groups is significant. The T score is over 1,98 and the significance
is ,000 which shows us that quiz 2 scores of the groups are also significantly different. So, it might lead us to think
that online education was more successful, or students learned better with the online system. There might be also

other extraneous variables that we cannot see.

Table 5 Descriptive statistics of online and face-to-face group oral exam results (N=300)

Instruction Types Mean Std. Deviation
Online 64,88 15,36
Face-to-face 63,26 14,96

Lastly, | compared the oral exam results of the groups. Table 5 tells us that the means of the groups are not the same
and this time the difference of the means is the lowest compared to the other two exam results. Also, the standard

deviation is different in each group. Again, we can talk about heterogeneity for the online group and more
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homogeneity for the face-to-face group. The variety of scores in the online group is more than in the face-to-face

group. However, this table is not enough for us to see the significance to have an idea about the difference.

Table 6 Independent T-test of online and face-to-face group oral exam results

t df Sig. (2-tailed)
Oral Exam Equal ,952 298 ,356
variances
assumed

By looking at table 6, we can see that the difference between the groups is not significant. Even though we could
mention significant differences between groups in terms of quiz 1 and quiz 2 scores, we cannot talk about a

difference in the oral performances of the students which are about the instruction type.

Discussion

As we can see in the results section, there is no significant difference between the oral exam scores of the students.
However, there is a significant difference between their quiz 1 and quiz 2 results. To be able to reject the null
hypothesis, we should have seen a higher significance in the comparison of the oral exam results, however, it does

not give us anything to do so. So, | cannot reject the null hypothesis in this study.

In the comparison of quiz 1, | did not expect a difference because in our school my colleagues mostly believe that
students cannot learn as well as they do face-to-face. Also, the participation of the sessions was lower compared to
face-to-face sessions. After 10 weeks of instruction, quiz 2 results also showed us a difference. The only difference
between the groups is the instruction type, so we can say that online teaching was more successful in our study.
There might be other variables that affected the results. As we know, in the 2019-2020 academic year, the
coronavirus was at its peak and there were many restrictions, so students had to stay at home. They might have
studied more compared to the face-to-face group since they could not go outside and socialize. It is just an
assumption after looking at the results. To be able to conclude it more clearly, we should have more participants
from other universities and different cities. Also, because they were using computers, they had a chance to reach all

the online dictionaries while they were listening to the instructors. It might have improved their vocabulary
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knowledge. Besides, all the instructors recorded their sessions, so the students had a chance to go back and watch
the session again. My purpose was not to see the difference between them but still, it gave us results that we can
discuss. Lastly, we saw the comparison of the oral exam results. To be able to say that the instruction types matter
on students’ speaking performances, we should have seen a significant difference between the oral exam results.
But we cannot talk about any difference that is coming from the instruction type. The oral exam score differences

we can see in the tables are not worth taking into consideration for this study.

Implications

The study aimed to see whether the way we instruct the students change anything on their speaking performances
or not. With the change in the world, the way we teach our student varies. Especially, online education has a bigger
part now after the pandemic of covid-19. After it disappears, having online education will still have its benefits for
most of the students. However, the discussion going on in my school was mostly about the speaking performances
of the students and how online education cannot be effective in improving their speaking performances. When we
look at the results, we can say that the way we teach them does not make a significant difference, so the schools do
not have to consider whether the education is online or face-to-face in terms of students’ speaking performances a

lot while preparing their curriculum.

Delimitations

In this study, I just focused on the exam results of the students. | did the study just with A2 level students. I had 300
students in this study and 150 in each group. While it was their first online experience with the online group, face-
to-face education has been always in their lives of the face-to-face group. The way they approached classes, the

system, and the skills could be different in each group.

Limitations

Both groups had different experiences. Even though all the instructions and the teachers were the same for each
group, other factors might affect their performances. Firstly, the online group did not have any physical interaction

with their friends and teachers. They were all at home and maybe in the same room with others. They might have
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some internet connection problems. Their devices might not be enough to communicate well during online classes.

The exhaustion might be different in both groups.

Suggestions for Further Studies

In this study, | wanted to see and show whether taking courses online or face-to-face makes any difference in
students’ speaking performances. For further studies, using two different groups at the same time and examining
how they are doing is a better idea. Since the timing was different in my study, | could not make sure whether the
extraneous variables were the same for both classes. But having two groups synchronically might help the researcher
make better conclusions. Besides, since we could see significant differences in their quiz results, | recommend to

check on those more to see whether online education is more beneficial for students when it comes to an exam.
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Abstract: Majority of the Schools of Foreign Languages (SFLs) in Turkish universities teach general
and academic English to their newly enrolled students. These schools mostly use proficiency levels
designated by Common European Framework of Reference (CEFR) to place students to the appropriate
levels and assess students’ achievement. Preparing valid and reliable exams becomes essential;
however, there is a lack of experts in exam preparation. Thus, there is an urgent need to train English
instructors to prepare valid and reliable tests. Considering these, we conducted a training for instructors
in various SFLs. The training focused on item writing for reading and listening skills using CEFR levels
and consisted of nine sessions having a different purpose each time. After these sessions, the participants
(N=36) were asked to write reading and listening questions for assigned CEFR levels. At the end, a
survey was conducted to get reflections and a certificate of participation was issued. The post-training
survey results showed that the instructors were satisfied with this training and improved their
competence in item writing. This paper aims to share how a training for the language instructors can be
designed and implemented followed by some future implications.

Keywords: teacher training, language schools, CEFR level, item writing


mailto:tuba.arabaci@agu.edu.tr
mailto:l_yakar@hotmail.com
mailto:kutevu@bilkent.edu.tr
mailto:erkanatalmis@gmail.com
mailto:reyhanagcam@gmail.com
mailto:nuridogan2004@gmail.com
mailto:emrahcinkara@gmail.com

Author’s Names, Title of the Paper

Introduction

Majority of Turkish universities require their newly enrolled students to attend one-year compulsory
preparation school in which they learn English in the universities’ Schools of Foreign Languages
(SFLs). There is not a common course of instruction among these schools, which makes each institution
a unique school setting (Aydin et al., 2016). However, most of these SFLs follow Common European
Framework of Reference (CEFR) to design, teach and assess English skills of the students. The SFLs
generally designed to teach all language skills (reading, writing, listening, speaking, grammar, and
vocabulary) either separated or integrated. The semesters are generally divided into quarters with seven-
week intensive instruction with one-week assessment. They use the CEFR criteria to designate the
proficiency levels (starting from Al to B2 levels). Upon reaching C1 level, the students are seen as
proficient, and then, they continue their studies in their faculties. Language instructors working in these
SFLs are graduates of various language related departments such as English language teaching (ELT),
English Language and Literature, and Linguistics. Additionally, the recent graduates are expected to
have an MA in one of these departments. Thus, teacher body generally varies in terms of years of
expertise and department of graduation.

Language instructors working for SLFs using CEFR as a reference to offer their courses are expected
to have information about the CEFR levels and their use for teaching and assessing their students’
language skills. As it is defined in CEFR, each level has specific can-do statements (Council of Europe,
2020), and the levels designated are called Al, A2, B1, B2, C1, and C2 indicating the beginning level
(Al) to advanced (C2). Although the SFLs tend to use CEFR for designing courses and materials,
teaching the content, and creating evaluations for placement or proficiency, they rarely provide
professional development opportunities for their instructors on CEFR and its use, which makes the
training on CEFR for pre-service and in-service teachers highly essential (Cagatay & Giirocak, 2016).

As the assessment criteria vary among universities, there is not one common way to prepare exams.
Most of the SFLs either form testing units composed of 4-7 instructors (Aydin et al., 2016) so that they
can focus on preparing exams only or ask individual instructors to prepare such tests occasionally, rarely
do the SFLs buy tests prepared by publishing companies. As a result, in addition to having teaching
duties, majority of the language instructors in SFLs are asked to prepare exams for mid-semester
evaluation and for proficiency exams at the beginning and at the end of the semester. They use various
exam questions to assess the language skills taught; however, it is apparent that majority of the schools
tend to prepare exams with multiple choice questions (MCQs), especially for proficiency exams (Aydin
et al., 2016).

Despite having great easiness to score the exams, MCQs require greatest attention to prepare, as there
are numerous features of good multiple-choice questions (Burton et al., 1991). As for the assessment
field, an item consists of a question (stem) and several options/alternatives to choose from. There are
several types of multiple-choice questions, but the most common one is having only one correct option
among several alternatives, and those alternatives which are the wrong answers are called distractors
(Burton et al., 1991). Several of the features of MCQ items can be listed as (Burton et al., 1991):

e Items assessing only for one clear objective

e |tems with clear stems with relevant information.
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e Items avoiding negation in the stem.
e Items having options from relevant content.

e Items having distractors that can discriminate between high-achievers and low-
achievers.

Another important aspect of creating MCQs is to achieve reliability and validity as much as possible.
Having a valid and reliable test is one of the most essential features of a test. Nevertheless, SFLs
reported to have inadequate time to check the validity and reliability of the exams they prepared (Aydin
et al., 2016). In addition to this, it is mostly found that the instructors preparing such exams are not
specifically graduated from departments such as Assessment and Evaluation. They mostly refer back to
the information they get in their undergraduate degrees if they were in the language education
departments in which they take Exam Preparation course in their fourth year and as long as their
instructors decide to include exam preparation with multiple-choice questions specifically. If they are
graduates of other departments they have not been introduced with assessment unless they have MA or
personal interest to improve their assessment skills. In other words, majority of the language instructors
working for SFLs lack the information necessary for preparing valid and reliable exams (Allason &
Notar, 2019; Hatipoglu, 2015). As a result, teacher training for preparing good exams becomes really
crucial.

With the increasing number of university students enrolled to the SFLs each year all around Turkey,
and the inadequate number of language instructors, it is getting harder for SFLs to ask their instructors
to prepare valid and reliable tests. Advancements in the computer technologies can be a good resort to
eliminate the workload of the language instructors, as the SFLs will use computerized versions of the
language exams. Although there are various tests prepared by various publication companies, they are
either too much expensive for the SFLs or not comply with the unique expectations of the schools.
Seeing the importance of eliminating the workload of instructors with providing them with valid and
reliable test, we, as researchers, decided to commence a project titled “Use of Computerized Adaptive
Testing in English Preparatory Programs” with TUBITAK support. There are multiple phases of the
project, one of which is the focus of this paper. This paper aims to share the training phase of the project.
Although it is found that language instructors require training on CEFR and assessment, there is dearth
of research focusing on both at the same time. To the best of our knowledge, this training as part of the
project can be the only one focusing on item writing for CEFR reading and listening skills, especially
in Turkish context. The research questions guiding this paper are:

1. How do language instructors participating the training on item writing with CEFR levels
perceive the training?

2. How can a training focusing on CEFR and item writing be designed, implemented and
improved?

Methodology

This study quantitative in nature (Creswell, 2009). The data were collected with a survey having both
guantitative and qualitative questions. After getting the TUBITAK support for the project, the project
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team prepared a survey to be disseminated to the SFLs around Turkey. This initial survey asked
participants to share their previous knowledge and training on CEFR and item writing and their years
of expertise. Among these participants, 36 participants were selected depending on their previous
knowledge and years of expertise. For the ultimate aim of the project, the selected participants had some
level of knowledge about item writing and CEFR. The survey about the training was sent to the
participants a week after the training, and 29 of the participants filled the survey with an 80% response
rate. The survey asked about participants’ previous experience and familiarity with item writing and the
CEFR and the use of CEFR, and their ideas about each training session. Additionally, they were asked
to complete several sentences such as “Before attending these trainings, | thought that my biggest
deficiency in CEFR and item writing was....” Language instructors were also given the opportunity to
share their suggestions and additional comments for overall training and each training sessions. The
survey data analyzed descriptively.

The Training

In the initial survey data, the instructors were given several options for the date and time of the trainings.
Upon reaching a consensus which would be appropriate for both participants and the research team, the
trainings were held on Mondays and Thursdays starting in March and finishing in April. Although the
trainings were planned to be held face-to-face, due to the breakout of COVID-19, we decided to
continue the project with the use of online meeting tools. Thus, all the sessions were held online on the
designated date and time. Google Classroom was used for material sharing, assignments and pre-session
quizzes. Nine sessions were held in total starting with an introductory meeting and ending with a Q and
A session. The order of the remaining sessions are as follows:

¢ Introduction to CEFR

e CEFR descriptors for Reading Skill
e CEFR descriptors for Listening Skill
e Sessions on item writing

In the introduction to CEFR session, one of the researchers who is expert on using CEFR introduced
the CEFR to the instructors with some basic information, its development, key features, importance and
use for material design and assessment. In the following two sessions, the specific descriptors for
reading and listening skills were introduced with some examples. For example, one A2 level descriptor
is an A2 level learner “can understand short, simple texts on familiar matters of a concrete type which
consist of high frequency every day or job-related language” (Council of Europe, 2020, p. 54), and an
example text was provided for the instructors about this descriptor. Three sessions on item writing
followed these CEFR related sessions. In these item writing sessions, concepts like reliability and
validity were discussed, and then, specific features that require attention for creating multiple choice
questions were introduced. Several pre-session quizzes and assignments were given to see the previous
knowledge of the instructors and to assess whether they acquired the intended objectives. In the
assignments, instructors were asked to create original questions for reading and listening. The
instructors reviewed each other’s questions followed by a careful examination by the research team.
After examining theses initial questions, one final session was held to show the common problems with
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the items (which is going to be presented in detail in another proceedings paper, Arabaci Atlamaz et al.,
2022) and discuss any issues that were unclear for the instructors. At the end of the training, all of the
participants received a certificate of attendance. Seeing the importance of participant feedback on the
design and implementation of this training, which could be the only one of its type, a week after the
training, a survey, which is the main data tool for this paper, was sent to the instructors.

Results

This paper, which is part of a larger project, aimed to understand the participants’ feedback on the
training of CEFR-leveled item writing with a survey. The survey data were analyzed descriptively.
Several items related to the participants’ perceptions about the instructors’ need of a training like this
was discussed in another proceedings paper (Yakar et al., 2021). This paper focuses on the instructors’
feedback on the design, implementation, and usefulness of this training along with some suggestions
for improvement in case the training would be repeated.

The survey asked about the previous experience with CEFR and item writing, and only six participants
out of 29 indicated no experience with CEFR or item writing. In this respect, the familiarity with item
writing was slightly higher than familiarity with CEFR. In line with this, four participants indicated that
they do not use CEFR. Others reported to use CEFR mostly for testing and curriculum development.
As for satisfaction with the trainers, majority of the participants (N=26) indicated that the trainers
encouraged participation and asking questions. One of the participants commented that “I enjoyed how
the instructors encouraged participation and provided multiple venues of discourse”. It seems that the
trainers coming from various backgrounds from ELT and Assessment and Evaluation departments were
able to create a sense of community and meet the participants’ needs and expectations. It is also shared
in the remaining data.

About the specific features of the training, nearly 90% found the overall training satisfactory (N=26),
and the training met their needs and expectations (N=25), presented in an almost interesting manner
(N=20), covered the promised objectives (N=27), and held adequately in length (N=25) and number
(N=26). The participants also shared specific comments for each question to show their satisfaction, as
one of them wrote “T looked forward to the sessions. I learned a lot from each and every one of you.
Therefore, I wish we had one more week with you” and another one shared “Overall, I enjoyed the
sessions and got a lot out of them. There were things that were explained that | had not encountered
before, and | am always happy to learn something new”. Apparently, all of the participants except one
were highly satisfied with the trainings and were glad to be part of the project. When the data were
examined to understand the details for that one participant who was dissatisfied, it was found that that
instructor was already familiar with the CEFR and item writing and had an expertise on using CEFR
for assessment, and thus may not have found it satisfactory for his/her goals while attending the training.

The researchers also wanted to learn about the overall knowledge gain after the trainings by asking the
participants to fill the sentences “Before attending these trainings, I thought that my biggest deficiency
in CEFR and item writing was....”, “However, after the training, I realized that I was lacking ....... ”,
and “Now I think my skills on CEFR and item writing ....” The results showed that majority of the
instructors reported that they lack the information on how to write good plausible distractors and
checking the appropriate CEFR level of a text. In addition to these, one participant shared the deficiency

in “relating these two notions to each other.” It seems that the language instructor did not have enough
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information about either CEFR or item writing or both. For the next statement, reflecting on their
previous knowledge, instructors indicated that they realized to have lack of information on writing good
plausible distractors and features of items that would be produced appropriately for CEFR levels. When
their ideas of their skills on CEFR and item writing were asked, nearly all of the participant used the
words “improved” or “better” to show their improvement. A couple of them indicated that they
improved, but still needed more practice. In line with this, when the participants were asked about the
most useful part of the training, most of them replied that they “benefited a lot from each and every
session.” Some shared the sessions on item writing were the most useful ones, while others found the
discussion and peer review of the items they created as part of the assignment very helpful.

The participants were also asked about their perceptions on their competency on the training topic. 23
of them agreed to feel competent in item writing, 21 of them agreed to feel competent in CEFR, and 22
of them agreed to feel competent in item writing for CEFR, and none of the participants disagreed for
any of these questions except one participant in competency in CEFR. Several of them commented to
have more sessions like this. For example, one of the participants suggested that “Such trainings are
great opportunities to raise awareness about these important matters. They should be done on a regular
basis in every institution,” and another one expected that “Hope you may have a sustainability in such
trainings, and you may organize more.” All in all, with various activities, the training met the intended
objectives and satisfied the participants, as they felt improved and competent for item writing for CEFR.

As another aim of this study is to learn participants’ suggestion for improvement, the participants were
given the opportunity to comment on each session as well as training as a whole. Although majority of
the participants were highly satisfied with the trainings, several participants shared a couple of
suggestions for improvement. Most of the participants answered that they found everything useful when
they were asked about the least useful part of the training. However, several others suggested to have
more practical sessions in which the participants could practice item writing more and in detail. Along
with this, a couple of them found sessions on listening comprehension and item writing a bit
complicated, as they expected to have more examples and less theoretical information.

Discussion and Conclusion

This paper focused on the training evaluation of participants who attended nine online sessions on
CEFR-leveled item writing. Although the study only used the survey data of 29 participants, it is
apparent that there is a huge need on training for CEFR and item writing. The self-report and the
researchers’ observations revealed that teachers have problems in writing good items, specifically with
good distractors as it is found in Kaplan and Atalmig (2019) and Karadag (2005), and shared in Burton
etal. (1991). Thus, it becomes apparent that item writing and CEFR levels should be introduced to pre-
service teachers and should be part of professional development programs for in-service teachers, as
the participants in this study commented on having more of this training. As Aydin et al. (2016),
Cagatay and Giirocak (2016), and Hismanoglu (2013) indicated, the results of this study showed that
teachers need explicit training on item writing and CEFR if they are using it in the institution. As the
participants shared lack of knowledge on item writing for CEFR, more and more trainings on CEFR-
leveled item writing should be designed and implemented for language instructors.

Although conducted online, the training sessions held as part of this study have promising features and
can be implemented with the modifications based on the specific needs of SFLs. Garet et al. (2001) and
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Silberman and Auerbach (2006) shared that trainings are mostly successful when they are connected to
the participants’ field, meet their needs, and during which they can learn information ready to use in
their professions. The results show that this training was successful, as participants reported to be able
to use the information in their profession and that the training met their needs. Referring back to the
suggestions with less theoretical information and more practical activities, the trainings like this had
better be more practice-oriented with less theory, and definitely tailored towards participant needs.
Further research could be done to see the information retention of the participants and implementing
this training to more language instructors as well as teacher candidates to prepare them for their future
profession.

In conclusion, this study on the evaluation of the training phase of the larger project revealed that it is
crucial to design interactive online or face-to-face training sessions on item writing with CEFR levels
not only for in-service teachers but also for pre-service teachers.
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Egitimde Yeni Bir Yontem: Storigami ve Cocuk Gelisimine Katkilar:
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Ozet: Teknolojik gelismelerin, yasamin her alaninda ivme kazandigi bu siirecte, dzellikle formal
egitimde basit ve farkli etkinliklerle karsi karsiya getirilen cocuklarin, eglenerek Ogrenmelerini
gerceklestirmek ve dgrenilen becerilerin kaliciligini giiclendirmek i¢in aktif bir sekilde dahil olduklar1
caligmalarin varligi, anlaml sonuglar dogurabilmektedir. Bu noktada yasamin her déneminde i¢indeki
cocuga seslenebilen, cocukluk anilariyla keyiflenebilen ve o ¢ocugu tiim zorluklara ragmen yasatabilen
yetiskinler ile kronolojik yas itibariyle cocukluk ¢agini yasayanlarin yalin bir anlatim diliyle aktarilan
hikayelerden etkilendikleri diigiiniilmekte, merak, heyecan ve zevk unsuru tasiyan bu eserlerin (Bigici,
2006) her yas icin ayn bir deger tasidig1 ifade edilmektedir. Bu hususta hikaye anlatim yontemleri de
ayr1 bir 6neme sahiptir. Diiz anlatim yoluyla ya da hikaye kitabi, hikdye kartlar1, kuklalar vb. farkl
materyaller kullanilarak anlatim yapilabildigi gibi son yillarda origami ile de hikéye anlatilabilmektedir.
Matematik ve geometri alaninda etkili bir 6gretme ve 6grenme araci olan origami, egitimde ayrica
hikdye anlatma uygulamalarinda da kullanilabilmekte ve bu yoOntem, storigami olarak ifade
edilmektedir. Bu boliimde, origami esliginde hikaye anlatimi detaylandirilacak, her kademeden inovatif
yapitya sahip Ogretmenlerin, hitap ettikleri ¢ocuk gruplarma yonelik belirledikleri hedeflere
ulasabilmelerinde farkli bir yontem olarak kullanabilecekleri storigaminin, ¢ocuk gelisimine katkilart
aciklanacaktir.

Anahtar Kelimeler: hikdye anlatma, origami, storigami, ¢gocuk geligimi
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Giris

Sanayi toplumunun, yerini bilgi toplumuna biraktig1 bu yiizyilda, hayatimizda sayisiz degisim ve gelisim meydana
gelmis, daha konforlu bir yasam siirdiirebilmek amaciyla ileri diizey bilgi ve beceriye sahip olma c¢abasi igerisine
girilmistir. Kisiler arasi rekabetin arttig1 giiniimiizde, kazanilan yeterligin korunmasi ve hatta bir iist seviyeye
taginmasi i¢in yasam boyu 6grenme gayretinin devamlilifi 6nem arz etmektedir. Bilindigi gibi 6grenme, bireyin
kendi yasantis1 yoluyla davranislarinda meydana gelen degismedir. Egitim ise istendik 6grenmeleri olusturma siireci
olarak ifade edilebilmektedir (Senemoglu, 2018). Okul 6ncesinden baslayarak yasamimizin azimsanmayacak bir
bolimiinii kapsayan formal egitim siirecinde bas role sahip, arastiran, sorgulayan, yeniliklere agik, nitelikli
Ogretmenlerin, 21. yy. becerileriyle donanmis yeni kusaklarin yetistirilmelerinde tasidigi sorumluluk,
yadsinamayacak kadar biiytiktiir.

Dogumla birlikte kendisi basta olmak iizere etrafinda yer alan canli ve cansiz varliklar1 kesfederek yasama baslayan
cocuklar, diinyay1 tanimaya, anlamaya, baglantilar kurmaya calisarak ve bunlar1 yetiskinler tarafindan saglanan
firsatlarla gerceklestirerek gelismeye ve Ogrenmeye yonelmektedirler. ilgi ve merak acilarindan iist diizey
potansiyele sahip olunan erken ¢ocukluk doneminde, yaratici-destekleyici 6grenme ortam ve materyallerinin
sunulmasi, cocuklar1 arastirmaya, sorgulamaya, 6grenmeye ve 6grendiklerini uygulamaya yonlendirerek gelisimsel
acgidan hizl bir degisim siirecine dahil etmektedir. Bu noktada ¢ocuklarin ilk karsilastiklar yetiskinler olan anne-
babalarin ve egitim-0gretim siirecinde tanistiklart 6gretmenlerin sunduklar1 ortam ve materyaller, biiyiik bir 6neme
sahiptir. Bu ortam ve materyaller, iletisim, yasam boyu 6grenme, kendini kontrol etme, giicliiklerin {istesinden
gelme, kritik diigiinme, farkli bakis agisi edinme ve baglantilar kurarak odaklanma bagliklarindan olusan temel
yasam becerilerinin (Galinsky, 2010; Galinsky, 2016) kazanilmasina destek olmakta, 21. yy. becerileriyle benzerlik

gostermekte (Partnership for 215t

ve yaraticilik alt becerilerinden olusan 6grenme ve yenilik becerileri, Galinsky (2016)’nin vurguladigi yasam

Century Learning, 2015), elestirel diisiinme ve problem ¢6zme, iletisim, isbirligi

becerilerine isaret etmektedir.

Teknolojik gelismelerin, yasamin her alaninda ivme kazandig1 bu siirecte, 6zellikle formal egitimde basit ve farkli
uygulamalar, materyallerle karsi karsiya getirilen ¢gocuklarin, eglenerek 6grenmelerini gergeklestirmek ve 6grenilen
becerilerin kaliciligimi giiglendirmek igin aktif bir sekilde dahil olduklari ¢alismalarin varligi, anlamli sonuglar
dogurabilmektedir. Bu noktada yasamin her doneminde igindeki cocuga seslenebilen, cocukluk anilariyla
keyiflenebilen ve o ¢ocugu tiim zorluklara ragmen yasatabilen yetiskinler ile kronolojik yas itibariyle ¢ocukluk
¢agini yasayanlarin yalin bir anlatim diliyle aktarilan hikayelerden etkilendikleri diisiiniilmekte, merak, heyecan ve
zevk unsuru tasiyan bu eserlerin (Bigici, 2006) her yas icin ayr1 bir deger tasidig1 ifade edilmektedir. Kimi zaman
egitim slirecinin zenginlestirilmesinde, kimi zaman gergekle hayal arasindaki o ince ¢izginin belirginlestirilmesinde
ve kimi zaman da yasantimizin tekdiizelikten siyrilarak daha renkli ve akiskan bir ilerleme gostermesinde dnemli
etkiye sahip, eglenceli materyaller olan hikayeler, masal ¢agi ile roman ¢ag1 arasindaki dénem ¢ocuklarinin ilgisini
ceken ve kisa olmalar1 nedeniyle kolay okunabilen edebi bir tiir olarak karsimiza ¢ikmaktadir.
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Hikaye

Tiirk Dil Kurumu Giincel Tiirkge Sozliigiinde, gergek veya tasarlanmis olaylart anlatan diizyaz tiirii, 6ykii olarak
tanimlanan (TDK, 2022) hikaye, belirli bir zamanda, yerde ve genel olarak az sayida kisi arasinda gegen, gergege
uygun olaylarin anlatimi ve karakterlerin ¢izimiyle zenginlestirilen, eglendirici ve 6gretici 6zellikler barindiran kisa
yazilar seklinde de ifade edilmektedir (Koken, 2018; Oguzkan, 2013). Hikayeler, ¢ocuklarin yasamlarinda
karsilasabilecekleri problemlere alternatif ¢6ziim yollar1 bulabilmeleri i¢in farkli fikirler gelistirilmesini saglayan,
neden-sonug iliskilerinin anlasiimasina firsat sunan dogal bir 6grenme ortamina sahiptirler. Iyi bir kurguya ve olay
dizisine sahip hikayeler, cocuklarin kendi yasamlarina dair beklenti ve ideallerini olusturmalarina, farkli yagsamlar
hakkinda da yeni deneyimler kazanmalarina olanak saglamaktadir. Bu konuda en temel 6gelerden biri elbette
karakterler ve onlarin barindirdiklar 6zellikleridir. Cocuklar, hikdyede benimsedikleri karakterle 6zdesim kurarak,
ifadelerini, tarzini, davraniglarini ve hatta sorunlara karsi yaklagimlarini 6rnek almakta, “onun gibi” diisiinmek,
konugmak, hareket etmek, diinyay1 algilamak ve sorun ¢dzmek cabasi igerisine girebilmektedirler. Bu noktada,
ozellikle kiiciik yas ¢ocuklarina sunulan hikayelerin karakterler acisindan iyi se¢ilmis olmasi, 6zdesim siirecinde
olumlu 6rneklerle karsilasmalarinin saglanmasi, ¢ocuklar {izerinde kalici izler birakmalari nedeniyle dnem arz
etmektedir. Dolayisiyla hikayelerde ¢cocuga gorelik ilkesinin dikkate alinmasi gerektigi; kendisini, ¢evresini ve
icinde yasadig1 toplumu anlama ve degerlendirme becerisini gii¢lendirecek hikayelerin, 6nemli bir iletisim becerisi
olan empati kurmanin ilk basamagi olacagi unutulmamalidir.

Hikayeler, cocuga bilgi sunma, karsilastigi olaylara veya sorunlara farkli bakis agilariyla yaklagsma, estetik deger
kazandirma ve ¢ok daha farkli iglevleriyle bir egitim araci olarak diisiiniilebilmektedir. Bir yandan eglendiren, hayal
giiclinli zenginlestiren hikayeler, ger¢ek yasamla ilgili kesitler sunarak, bilginin, dolayl1 olarak ¢ocuga aktarilmasini
ve bu sayede ¢ocugun da kisa bir olay orgiisii icerisinde hayata dair kazanimlar1 yakalamasini saglamaktadir. Bu
acidan yaganmis ya da yasanabilme ihtimali olan olaylar1 cocuga aktarmak ve hatta yasamadan tecriibe edinmesini
saglamak acilarindan da 6nemli goriilen hikdyelerin konulari, aktarim sekilleri ile bu esnada kullanilan jest ve
mimikler, ¢ocugun gelisim diizeyine, ilgi ve ihtiyacina gore belirlenmeli, bu sayede optimum diizeyde fayda
saglamasi da gbzden kagirilmamalidir.

Hikiye Anlatma

Hikaye anlatma, anlatan ile dinleyen arasinda gii¢lii duygusal bir bagin kuruldugu, yaraticiigin desteklendigi,
etkilesimin yogun yasandigi, 6nemli bir sosyal tecriibe olarak kabul edilmekte (Keller, 2012; Smyth, 2005), 6zellikle
erken ¢ocukluk doneminde de bagvurulmasi gereken bir etkinlik tiirii olarak goriilmektedir. Anlatici ister ebeveyn
ister Ogretmen olsun, anlatim esnasinda gosterdigi performans diizeyi ile ¢ocugun dikkatini kendi iizerine ve
dolayisiyla da hikayeye ¢ekebilmektedir. Bir baska deyisle hikaye anlatimi esnasinda kullanilan ses tonu, mimik ve
jestler ile hikayeye hakimiyet gibi unsurlarin, ¢ocugun dikkatini yogunlastirmasina ve anlatimdan kopmadan
etkinligi sonlandirmasina yardimci olabilecegi diisiiniilmektedir. Bu sayede hem anlatict olarak dogru rol model
olunmasi, hem de iletilmek istenen bilginin ya da mesajin dolayli olarak ¢ocuga ulastirilmasi saglanmaktadir.
Ebeveynlerin daha ziyade okuma seklinde ele aldiklar1 hikayeler, erken ¢ocukluk doneminde 6gretmenler tarafindan
bir¢ok farkli yontem kullanilarak ¢ocuklarla bulusturulmaktadir. Bu sayede hem ¢ocuklarin ilgi ve dikkat seviyeleri
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artmakta hem de ¢ocuklarla birlikte 6gretmenin de gerceklestirdigi anlatim siirecinden keyif almas1 saglanmaktadir.
Anlaticinin da dinleyenlerle birlikte haz alarak tamamladigi hikaye anlatma siirecinin, 6gretmen-cocuk etkilesimini
arttirdigi ve mesleki tatmini gelistirdigi, etkinligin amacina ulagsmasini ve ¢ocuklarda gelisimsel katkilarin agiga
¢ikmasini saglama yoniinde faydali oldugu diistiniilmektedir.

Gelisimsel Katkilar

Hikaye okuma/anlatma, erken ¢cocukluk déneminde ¢ocuklarin basta alic1 ve ifade edici dil gelisimleri olmak iizere,
bilissel, sosyal-duygusal ve hatta toplumsal gelisimlerini destekleme, kendi i¢ diinyalarini1 kesfetme, yaraticiliklarini
ve problem ¢6zme becerilerini gelistirme imkan1 sunan anadili etkinliklerinden birisidir. Bu etkinliklerde arag olarak
kullanilan ya da ebeveynler veya 6gretmenler tarafindan daha dnceden okunarak anlatimlarda etkilenilen, yol
gosteren, rehberlik eden hikaye kitaplari, cocuklarin gelisimleri lizerinde 6nemli katkilar saglamaktadir.

Dil Gelisimi

Dil, insanlarin birbirlerine bilgi, duygu, diislince, goriis ve egilimlerini aktarabilmelerine olanak saglayan bir arag
olarak ifade edilmektedir. Kiiltiirel degerlerin nesilden nesile sozlii ya da yazili kaynaklarla aktarilmasini saglayan
dil, ayn1 zamanda diisiinme, bellek, muhakeme etme, problem ¢dzme ve planlama gibi biligsel siiregleri de
icermektedir (Yavuzer, 2012). Dogdugu andan itibaren, yasadigi cevre igerisindeki modelleri dinleyerek, bu
modelleri taklit ederek, geri bildirimleri degerlendirip tekrarlama siirecinde taklit ettigi ifadeleri diizglinlestirerek,
dogal yasantilar igerisinde dili 6grenen ¢ocugun, ilk modellerinin anne-baba ve diger aile biiyiikleri oldugu,
toplumsal ¢evrenin ve okul yasantisinin baslamasiyla da bu modellerin 6gretmenler ve arkadaglarla genisledigi kabul
edilmektedir. Elbette cocuga model olan kisiler kadar dil agisindan zengin uyaranlarin bulundugu bir ortamin
sunulmasi da biiyiik 6nem tagimakta, bu noktada devreye hikaye kitaplar1 girmektedir. Sever (2015), anadilinin yap1
ve isleyisine iliskin ilk ipuglarimi sunan, dilin ve ¢izginin anlatim giiciinii ve gilizelligini yansitabilen hikaye
kitaplarinin, gorsel ve dilsel uyaranlar olarak ii¢ yasindan sonra ¢ocugun yasaminda yer edinmeye basladigini
belirtmektedir.

Yapilan arastirmalarda, sesli okumanin, anlatim esnasinda ses ve sozciiklerin dogru telaffuz edilmesinin, gocuklarin
dinleme, taklit etme, konugsma, okuma ve yazma becerilerini gelistirmelerinde, dil bilinci ve duyarlilig:
kazanmalarinda, gramer yapisina ve dilin 6zelliklerine iligkin bilgilerini arttirmada etkili oldugu sonucuyla
karsilasilmaktadir (Myers, 2012; Sever, 2015). Bir¢ok arastirma kiiciik ¢ocuklarla yapilan okuma etkinliklerinin,
onlarin gelecekteki okuryazarligina olumlu yonde katkilar sagladigini vurgulamakta; ebeveynlerin, ¢ocuklarinin dil
kazanimlarna iliskin sagladiklar1 uyaricilarla, ¢ocuklarin kelime haznelerinin biiyiikliigli arasinda dogrusal bir
iliskinin oldugunu belirtmektedir (Hepburn, Egan & Flynn, 2010). Bunun yani sira evde ve kres/anaokulunda sik
konusulan, diizenli olarak okuma/anlatma etkinliklerine dahil edilen ¢ocuklarin kelime dagarciklarinin gelismesiyle
birlikte karmasik ciimleler kurabildikleri, okuma-yazma becerilerini daha kolay kazandiklar1 da vurgulanmaktadir
(Bee & Boyd, 2009; Ekici, 2014).
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Okuma oncesi agamada kiiciik cocuklar, okumay1 6grenme icin gerekli olan temel dil becerilerini gelistirmeye
baslamaktadirlar. Desteklenen alic1 dil becerileri duyduklarint anlama, kelime haznesini gelistirme, dinleme ve sézel
diistinme becerilerinin inga edilmesini saglamakta, ifade edici dil becerilerinin gelismesi de duygu ve diisiincelerini
karsisindakine daha kolay iletilmesine yardimci olmaktadir. Bu bilgilerden hareketle hikaye okuma etkinliklerinin,
dil 6grenme iizerinde 6nemli bir firsat oldugu kabul edilmektedir. Bu sayede cocuklarda konugma dilinin
gelismesine yardimct olunurken, diisiinme, hayal etme, tanimlama, diislincelerini ifade etme becerileri gelismekte,
okuma becerilerinin gelisimine de zemin hazirlanmaktadir.

Dolayisiyla hikdye okuma etkinliklerinin, alic1 ve ifade edici olmak iizere iki alt alandan olusan dil gelisimine olumlu
katkilar sagladigi ve bir gesit sembol olarak kabul edilen kelimelerin, ¢ocuk tarafindan kullanilmaya baglanmasiyla
birlikte dil gelisiminin temelinde yer alan biligsel gelisimin de belirli bir agamaya ulastigi belirtilmektedir.

Bilissel Gelisimi

Piaget ve arkadaslari, dogumdan ergenlige uzanan siirecte biligsel gelisimi ayrintili arastirmalarla incelemisler ve
bazi kavramlarla algilarin dogustan itibaren kazanilmis olabilecegini belirlemislerdir. Piaget, bebeklik doneminde,
nesne devamliligini, degismezligini diisiinemeyen ¢ocugun, zamanla bi¢im ve biiyiikliikk kavramlarin1 tanimaya
basladigini ifade etmistir (Akt. Yavuzer, 2012).

Piaget’nin temel ilgisi, dogumdan itibaren insan bilisinin gelisimi {izerinde yogunlagmaktadir. Bilis sozciigii,
diinyamiz1 6grenmeyi ve anlamayi igeren zihinsel faaliyetler anlamina gelmekte ve asagida belirtilen siirecleri
kapsamaktadir:

o Algilama: Gerek i¢ gerekse dis diinyadan edinilen bilgilerin yorumlanmasi, organize edilmesi
ve yeniden bulunmasidir.

o Bellek: Algilanan bilginin bulunup getirilmesi ve depo edilmesidir.
e Muhakeme: Bilginin, belirli bir anlam ¢ikarma ve sonuca varma amaciyla kullanilabilmesidir.
e  Diigiinme: Bilginin ve ¢oziimlerin nitelik¢e degerlendirilmesidir.

e Kavrama: Bilginin iki ya da daha fazla kismi arasindaki yeni iligkilerin tanmabilmesidir
(Yavuzer, 2012).

Piaget’ye gore, ¢cevredeki yeni deneyimlerden yararlanarak semalar1 degistirmek yoluyla problem ¢ézme olarak
tanimlanan uyum, organizmanin yeni durumlar1 karsilamasi i¢in yapisindaki degisme siirecidir. Bebeklik
doneminden itibaren kesfetme, deneme-yanilma, soru sorma, deneyimlerde bulunma gibi etkin olaylar
bigiminde goriilen uyum sayesinde, cocugun semalar1 giderek yiiksek bir esneklige kavusmakta ve bu semalar,
kendi biitiinliikleri i¢inde organize olma 6zelliklerini siirdiirerek yayginlagmakta ve bi¢cim degistirmektedirler.
Bunun sonucunda da her birey ¢evresindeki olaylara bagli olarak yeterli sayidaki semay1 gelistirmeye ve
¢evresine uyum saglamaya baslamaktadir (Akt. Yavuzer, 2012).
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Bu bilgilerin 1s181nda hikaye kitaplar1 sayesinde olaylarin belirli bir sira izledigini ve durumlar arasi neden-
sonug iligkisinin varligini 6grenen ¢ocuklar, hikayelerin genellikle bir problem ve bu problemin somut ¢éziimii
iizerine kuruldugunu fark ederek, karsilastiklar1 bir soruna nasil ¢oziim bulunabilecegine yonelik becerilerini
gelistirebilmektedirler. Ayrica g¢ocuklarin dikkatini yogunlagtirma, kavram Ogrenimini kolaylagtirma,
ogrendiklerini yorumlama, analiz-sentez yapma, hayal giiciinii gelistirme, farkli kiiltiirleri ve bu kiiltiirlere
yonelik ozellikleri tanima ve dinleme sabrim1 kazanma becerilerinde de olumlu etkilere sahip oldugu
belirtilmektedir (Senemoglu, 2018).

Sosyal-Duygusal Gelisimi

Hikaye okuma/anlatma etkinlikleri okul dncesi donem ¢ocuklarinin sosyal-duygusal gelisimlerini de 6nemli dl¢iide
desteklemektedir. Ozellikle okul 6ncesi dénemde yaslara gore duygusal gelisim agisindan farkliliklar goriildiigii
bilinmektedir. Ug-dort yas arasinda ¢ocukta benlik kavram gelismeye ve kendisiyle ilgili duygu ve diisiinceler
olugmaya baglamaktadir. Dolayisiyla bu donemde ¢evresindeki bireylerin kendisiyle ilgili duygu ve diisiincelerinden
de etkilenmektedir. Bu agidan bakildiginda, ¢ocugun benlik saygisini gelistirecek tutum ve davraniglarda
bulunulmasi, sicak ve samimi bir iletisim igerisinde hikdye okuma etkinliklerinin gerceklestirilmesi Onem
tasimaktadir. Dort-bes yas araliginda ¢ocuk, duygularini kontrol etmeyi 6grenmekte ancak beklenmedik durumlara
kars1 duygu kontroliinii kaybedebilmektedir. Duygularini denetlemeyi basaran karakterlerin bulundugu hikayeler,
bu konuda ¢ocuga yardim edebilecek unsurlar arasinda yer almaktadir. Bes-alt1 yaglarinda ise ¢ocuk, akranlariyla
sosyal iligkilerine 6nem vermekte, kurdugu iletisimler sayesinde 6zgiiveni gelismekte ancak yetiskinin ilgisine ve
giivenine de ihtiya¢ duymaktadir. Bu donemde secilecek hikdyelerin bu duygulari beslemesi ve c¢ocuklarin
kendilerini degerli hissetmelerini saglayacak iletisimsel kurguya sahip olmasi da biiyiik 6nem tasimaktadir (Sever,
2015).

Benlik saygisimi gelistirme, duygu kontrolii saglama, kendine giivenme becerisini desteklemenin yaninda arkadas
iliskilerine 6nem verme, paylasma, yardimlagma, igbirligi kurma gibi hususlar da hikaye okuma/anlatma etkinlikleri
sayesinde kolaylikla kazanilmaktadir. Cocuk, kendi duygularmin bagka bireylerde de bulundugunu ve dogal
oldugunu hikayeler aracilifiyla gorebilmektedir. Korku, kiskanglik, 6fke, nefret, hirs gibi duygularda asiriligin
verdigi zararlar1 fark ederek, kontrol altina almak gerektigini yine hikayeler sayesinde 6grenebilmektedir. Tim
bunlarin yaninda ¢evresini -insani, dogay1, yasami- tanimak ve uyum saglayabilmek, toplumsal rolleri 6grenmek ve
benimsemek, kabul gorebilmek, farkliliklar1 kabul ederek kendi yasantisina dahil edebilmek gibi toplumsal
becerilerin gelisimi agisindan da hikaye okuma/anlatma etkinlikleri olduk¢a 6nemlidir (Ekici, 2014; Sever, 2015).

Kisaca ¢ocuklarin giiven duygusu, basarma ve basarili olma, sevme sevilme, bir gruba kabul edilme, oyun ve
degisiklik, estetik, 6grenme vb. ruhsal ihtiyaclarini karsilayan, dil gelisimlerini hizlandiran, resimler yoluyla sanatin
en glizel 6rneklerini kesfetmelerini saglayan hikaye kitaplari, edebiyatin bigim ve yapisi ile ilgili detaylar i¢inde
barindiran, ¢ocuga kitap sevgisini asilayan, edebi ve estetik degerler kazandiran eserlerdir. Bu sayede edebiyatla
tanisan, okunan hikayeleri kendi kendine okumaya kars1 istekli olan ve ileriki yillarda okuma bagarisim1 bu sayede
arttiran ¢ocuklarda, yazma stillerinin kesfi de beraberinde gelmektedir. Cocuklara yasadig kiiltiire iligkin bilgiler
aktarmaya ve farkli kiiltiirleri tanitmaya yardimci olan hikayeler, hayatta karsilagacaklari problemlere ¢dziim
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iiretebilmelerini saglayan bilgiler sunarak, onlarin yasam gerceklerine hazirlanmalarina da zemin olusturmaktadir.
Sozel ifade kullanimindan yazili ifade kullanimina gegisi destekleyen, yaratici hayal giiciiniin uyarilmasini saglayan,
gorsel algi ve kiiciik kas motor becerilerini destekleyen hikdye okuma, cocuklarin gelismekte olan kigisel ve
kisileraras1 diinyalarina katkida bulunmakta, benlik algilarmi gelistirerek, hayata ve insanlara dair bakis acisi
kazanmalaria yardimci olmakta, dikkati odaklama, merak ve tahmin etme, hafizay1 harekete gecirerek diisiinme
becerilerini desteklemekte, kavram ve dolayisiyla bilissel gelisime de dnemli katkilar saglamaktadir (Gonen ve
Veziroglu, 2019).

Temel iletisim becerilerinin kazanilmasina, kelime dagarciginin gelismesine ve kendini dogru bir sekilde ifade
edebilme becerisinin desteklenmesine firsat saglayan hikdye anlatma etkinlikleri, farkli materyaller ve tekniklerle
sunuldugunda, anlatim esnasinda kullanilan ses tonu, jest ve mimikler ile anlatim sekli, gelisim seviyelerine ve
yaslarina uygun olarak belirlendiginde, ¢ocuklarin ilgisini ¢eken 6zel uygulamalar arasinda yer almaktadir.
Dolayisiyla hikaye anlatilan grubun diizeyi géz 6niine alinmadan, monoton bir ses tonu kullanilan, duygu iletmeyen
ve tekdiize gerceklestirilen hikaye anlatma etkinlikleri, ¢ocuklarin kitaplara, okumaya, dil etkinliklerine kars1 daha
basindan tavir almalarina yol agabilmektedir.

Diiz anlatim seklinde gerceklestirilebilecegi gibi hikaye kitabi, hikdye kartlari, kuklalar, pazen tahta kart1 ve
figiirleri, televizyon-film seridi, tepegdz, bilgisayar ve teyp kullanilarak da hikdye anlatimi yapilabilmektedir (Bas,
2011; Bektas, 2010; Koken, 2018; Olgan, 2017; Tepetas Cengiz, 2015; Tiire Kose, 2019). Farkli materyaller
kullanilarak gerceklestirilebilen hikdye anlatiminda amag, cocuklarin ilgilerini ¢ekmek ve dikkat siirelerinin
elverdigi olgiide anlatilanlar1 dinlemelerine firsat saglamaktir. Giiniimiizde yasanan gelismelerle birlikte bir¢ok
hikaye anlatma yontemi degerini yitirmis ve yerlerini farkli yontemlere birakmistir. Bu noktada iilkemizde heniiz
pek duyulmamis ve bu nedenle de yayginlasmamis farkli bir hikdye anlatma yonteminden bahsedilecektir.

Matematik ve geometri alaninda etkili bir 6gretme ve 6grenme araci olan origami, egitimde ayrica hikdye anlatma
uygulamalarinda da kullanilabilmekte ve bu yontem, storigami olarak ifade edilmektedir. Her kademeden inovatif
yaptya sahip 6gretmenlerin, hitap ettikleri cocuk gruplarina yonelik belirledikleri hedeflere ulasabilmelerinde farkli
bir yontem olarak kullanabilecekleri storigamiye ge¢meden origami hakkinda bilgi vermenin uygun olacagi
diistintilmektedir.

Origami

Son yillarda matematik ve geometri alaninda etkili bir 6gretme ve 6grenme araci olan origaminin bir diger kullanim
alan1 da egitimde hikdye anlatma uygulamalaridir. Bilindigi gibi Japonca kokenli bir kelime olan origami katlanmis
kagit anlamina gelmekte, klasik ve pargali origami olmak tizere iki ¢esitte karsimiza ¢ikmaktadir. Klasik origamide
figiirler genellikle tek parca kagittan katlanarak elde edilmekte, ¢ok cesitli hayvan, ¢igek ve nesne figiirleri
yapilabilmektedir. Modiiler origami olarak da bilinen parcali origamide ise birbirine benzer birka¢ parcanin
birlestirilmesiyle genellikle iic boyutlu geometrik figiirler olusturulmaktadir (Hacisalihoglu Karadeniz, 2017; Tugrul
ve Kavici, 2002; Unan, Aksan ve Celikler, 2016). Giiniimiizde origaminin bircok farkli tiirii daha ortaya ¢cikmistir.
Bunlar 1slak origami ve modern origami olarak iki baslik altinda toplanmakta, kagidin 1slatilarak daha kolay sekil
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aldig1 uygulamada, kesme ve yapistirma da yapilabilmektedir. Modern origami ise pop-up origami, mimari origami,
book art origami ve kirigami olmak iizere dort alt gruba ayrilmaktadir (Unlii, 2019). Kesme, boyama ve yapistirma
gibi iglemlerin yapilabildigi ve hatta eski, kullanilmayan kitaplar i¢inde {i¢ boyutlu goriintiilerin olusturuldugu bu
tiirler, daha ¢ok yetiskinler ve profesyoneller tarafindan gerceklestirilmektedir (Hinders, 2019; Unlii, 2019).

Origami yapimi, kagidin kenarlarin1 ve kose noktalarini kullanarak bir parcanin katlanmasi ile olusturulabilen
geometrik islemler seklinde ifade edilebilmektedir. Katlanirken ¢ocuga ya da yetiskine zorluk yasatmayacak
nitelikte bir kagit pargasiyla yapilan origami ¢alismalarinda, grubun sahip oldugu becerilerin goz oniine alinmasi
oldukca dnemli bir husustur. Kiiclik yas grubuyla yapilmasi planlanan uygulamalarda, kullanilan kagitlarin kolay
yirtilabilecek, katlamay1 zorlastirabilecek, kat izi gostermeyecek nitelikte, ne ¢ok ince/kalin ne de kaygan
olmamasina dikkat edilmelidir. Bu is igin 6zel olarak iiretilen kagitlar da mevcuttur ancak siradan kagitlarla da
origami ¢alismalarinin yapilacag: bilinmelidir. Onemli olan katlamas1 yapilacak figiiriin, teknigine uygun bir sekilde
ortaya ¢ikarilmasidir.

Gorsel, isitsel ve kinestetik a¢idan ¢ocugu destekleyerek 6grenmeyi eglenceli hale doniistiiren origami, etkin
Ogrenme, isbirlik¢i 6grenme, yaratict 6grenme, proje tabanli 6grenme, beyin temelli 6grenme de dahil olmak {izere
bircok ¢agdas 6grenme yontemiyle iliskili etkinlik temelli bir yontem olarak kabul edilmektedir (Tugrul ve Kavici,
2002). Ozellikle matematik, geometrik kavramlar ve mekansal yetenekler iizerinde yogunlasan c¢alismalarda
origaminin etkili bir ara¢ olarak kullanilabilecegi belirtilmekte (Aric1 ve Aslan-Tutak, 2015; Boaks, 2009; Golan &
Jackson, 2010; Zarei & Branch, 2015), ayrica faydalar tizerinde de durulmaktadir. Levenson (2002)’a gore,
tekrarlanabilir eylemlerle sematik 6grenmenin bir 6rnegi olan origamide basarili olmak i¢in yakindan izlemek ve
yonergeleri dikkatle dinlemek gerekmektedir. Bu sekilde gerceklestirilen origami uygulamalari cocuklara duygu ve
diisiincelerini ifade etme firsati vermekte, bir kagidin farkli yollarla sekil degistirebilecegini 6gretmekte bu sayede
onlarin ozgiiven gelisimlerini desteklemekte ve problem ¢ozme becerilerini gelistirebilmektedir. Yuzawa ve Bart
(2002), 5-6 yas grubundaki ¢ocuklarla gergeklestirdikleri bir ¢alismada, matematik 6gretiminde origami yontemini
kullanmiglar ve c¢ocuklar tarafindan geometrik sekillerin biiyiikliiklerini karsilagtirmada kullanilan stratejilerin
gelismesinde énemli bir etkiye sahip oldugunu bulmuslardir. Ulkemizde Tiirkoguz ve Yayla (2010) tarafindan gérsel
sanat etkinliklerinde origami yonteminin kullanilmasiyla ilgili yapilan bir ¢alisma sonucunda da 6grencilerin
bireysel ilgi, yetenek ve O6grenme bigimlerinde 6nemli Olgiide gelismeler kaydedildigi belirtilmistir. Diger
calismalarda ise gorsel ve mekansal algi gelisiminin, mantiksal diisinme becerisinin ve hayal giiciiniin
desteklenmesi; benlik saygisinin olusturulmasi, basarili olma duygusunun gelistirilmesi; soru sorma, cevap verme,
siralama yapma vb. dilin etkili bir bicimde kullanilmas: ile el-géz koordinasyonunun desteklenmesi agisindan
origami kullaniminin yararlari ifade edilmektedir (Cipoletti &Wilson, 2004; Golan & Jackson, 2010; Kavici, 2005).
Origami ayn1 zamanda hedefe ulasabilmek i¢in sabirli olmayi, iyi gézlem yapmayi, isbirligi i¢cinde ¢alismayi ve
insanlarla iletisim kurmay1 gelistirerek, yardimlagsmay1 6gretmektedir (Tugrul ve Kavici, 2002).

Storigami

Hikaye anlatma ile origaminin birlikte gerceklestirilmesiyle ortaya ¢ikan storigami aslinda basit bir kavramdir. Bir
hikayenin okunmasi veya anlatilmasi sirasinda kagit, bir eylemi, kurguyu veya karakteri tasvir edecek veya goz
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oniinde canlandiracak sekillerde katlanmakta ve hikdye sona erdiginde ii¢ boyutlu silirpriz bir figir
olusturulmaktadir. Okuyucunun ya da dinleyicinin zihni hikayedeki olaylari, ilerleyen katlama adimlartyla
eslestirmekte, hikayeden keyif alirken, bir origami modeli de 6grenmektedir (Petrell Kallevig, 2009). Yapilan bir
calismada origaminin kavramsal 6grenmeyi, kelime hazinesi olusturmayi ve problem c¢ozmeyi destekledigi
belirtilmektedir (Currier, 2015). Mastin (2007)’e goére, origami kullanilarak hikaye anlatmanin hafizay:
giiclendirmek, kiiclik kas motor gelisimini desteklemek, sol ve sag beyin uyumunu gelistirmek, yaraticilig1 tesvik
etmek vb. bir¢cok faydalart bulunmaktadir. Oguz (2016) da simif 6gretmeni adaylarinin goériislerine yer verdigi ve
origami araciligiyla Oykiilerin nasil aktarilacagini agiklamayi amacladigi calismasinda, origami ve hikaye
anlaticihigini birlestiren storigami yonteminin dil becerileri, sosyal, duyusal, psiko-motor beceriler, biligsel geligim,
ogretim siirecleri ve dgrencilerin dgrenme motivasyonlar: iizerindeki olumlu etkilerini vurgulamaktadir. Ozetle
storigami yonteminin dinleme ve kii¢iik kas motor becerilerinin gelisimini destekleme, beynin sag (gorsellestirme)
ve sol (dil anlama) yarim kiirelerine iligskin becerileri gelistirme, ¢ok duyuya yonelik biitiinlesik 6grenmeye ve hafiza
gelistirmeye Onem verme, mekansal iliskileri inceleme-uygulama, yaraticilii ve sosyal becerileri gelistirme
firsatlar1 sunma ile matematik, dil, sosyal ¢calismalar, sanat ve bilim etkinliklerinde ek materyal saglama gibi bir¢ok
egitimsel faydalar1 bulunmaktadir (Petrell Kallevig, 2009).

Ornek Hikayeler

?511 Ornek 1: Hayal Kutusu
C Uzak diyarlarin birinde genis bir bahgenin ortasindaki kiiciik kuliibede tek basina yasayan
bir adam varmis. Bahgesini ekip bicerek ge¢inir, kazandig1 paray: biriktirip en biiylik hayalini
gerceklestirecegi gilinii iple ¢ekermis. Neymis hayali biliyor musunuz? Kendisine yeni giysiler alip,

kalabalik bir restoranda yemek yemekmis. Artik yalnizliktan hi¢ hoglanmiyormus.

Bir giin hayalini gerceklestirmek icin yola koyulmus ve kasabanin en biiyiik alisveris merkezine
gitmis. Once giizel bir kazak, bir ¢ift corap ve ayakkabi almig kendisine. Ancak pantolonuna hig
uymamis bu aldiklari. Bu yilizden aymi aligveris merkezindeki pantolon reyonundan giizel bir
pantolon da alip ge¢irmis {istiine.

Hayalinin ilk béliimiinii gerceklestirmenin mutluluguyla aligveris merkezinin karsisindaki restorana
girmis ve pencere kenarindaki biiyiik bir masaya oturmus. Nehir kiyisindaki bu restoranda tek bagina
da olsa etrafindaki kalabalik bir anda ¢evresini sarip sarmalamis adamin. Konusmalar, giiliismeler
ve ¢ocuk sesleri esliginde bitirmis yemegini...

Etrafina bakinirken uzaklarda bir yel degirmeni gormiis nehrin kiyisinda. Masadan kalkmus,
yediklerinin parasini 6demis, gitmis yel degirmeninin yakinina ve riizgarla dans eden kanatlarini
izlemis bir siire...

Derken kiyidaki terk edilmis sandala goézii takilmis. Binmis igine ve kiirek ¢ekmeye baglamus.
Hayallerinin de 6tesinde mutluymus adam. Riizgarin aga¢ yapraklarinda biraktigi nagmeler ve kus
sesleri i¢ini huzurla kaplamus.
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Birden sandalin igindeki ciizdanm1 gérmiis. Iki gozlii ciizdanin dnce bir gdziinii agmis. Sagdan sola,
soldan saga, yukardan asagiya bakmis. Bir sey yok. Kapatmis. Sonra ikinci géziinii agmis. Ayni
sekilde sagdan sola, sola saga ve yukaridan agag1 bakmis. Orada da bir sey yok. Kapatmis bu gozii
de. Kapatmis ama yeni hayallerini yiikleyecegi kocaman bir kutuyu agmis aslinda yasamina...
(Tanju Aslisen, 2019a)

Ornek 2: Raylarda Yolculuk

Masmavi bir gokyiizii goriiyorum vagonun penceresinden.
Ugsuz bucaksiz bir gokyiizi. ..
Tren ilerledikge yiiksek bir dag goriiyorum.
Tirmanarak en tepesine ulagsmak istedigim bir dag...
Derken bir tiinele giriyorum.
Icerisinden gecip aydinlikla bulusacagim bir tiinel...
Yol aldikga bir yelkenli goriiyorum denizde.
Riizgarin esintisiyle, dalgalarin arasinda siiziilen bir yelkenli...
Sonra mavi bir kus goriiyorum.
Sevgiyle kanat ¢irpan ve beni giizel riiyalara tagtyan bir kus. ..
Derken uyantyorum.
Mavi gokyliziiniin altinda aydinlik bir giine daha... (Tanju Asligsen, 2019b)

Ornek 3: Kurbaganin Riiyasi

Gegmis zamanlarin birinde sihirli bir sapkanin kayboldugu haberi yayilmis. Sapka o kadar
sihirliymis ki basina kim takarsa tiim dilekleri bir anda gergek olurmus. Bunu duyan bir kurbaga
sapkay1 bulmaya karar vermis.

Ik 6nce ordege sormus. “Sey acaba yakinlarda bir sapka gordiiniiz mii?”. “O kadar yaslandim ki
artik gézlerim higbir seyi gérmez oldu. Sapka falan da gérmedim.” diye cevap vermis ordek.

Yirtirken karsisina tilki ¢ikmis kurbaganin. Ona da sormus ayni soruyu. “Bdyle seylere inanma
kurbaga. Hem bulsan bile sapkay1 senin ne gibi bir hayalin olabilir ki?” diye alay etmis tilki
kurbagayla.

Derken fok baligi ile karsilagmis kurbaga ve “Buralarda bir sapkaya rastladiniz m1 acaba?” diye
sormus. “Su anda sadece karnimi doyurmak i¢in balik arryorum. Sapka karin doyurmaz dostum”
cevabini almig fok baligindan da.

Aldig1 olumsuz cevaplardan yilmadan yiiriirken bir yelkenli gérmiis kurbaga ve suyun iizerindeki
yapraklardan sigraya si¢raya yelkenliye ulagsmuis. Caresizlik iginde sagina soluna bakmus birileri var
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mi? diye. Ama kimseyi gorememis. Aksam olmaya ve yildizlar gdkyliziinde yerlerini almaya
baslamus.

Bu sirada yelkenlinin i¢inde parlayan kiiciik bir sey gérmiis. Hemen yanina gitmis ama ne oldugunu
anlayamamus ilk bakista. icini disina ¢ikarmus, katlamis, evirmis, ¢evirmis... Gozlerini kisarak son
bir hizla ve biiyiik bir cesaretle i¢cine atlamis. Gozlerini agtiginda sihirli sapkadan eser yokmus ama
gozlerini giinesten koruyan miithis bir kasket varmig basinda... (Tanju Aslisen, 2019c)

Ornek 4: Yepyeni Kanatlar

Uzak diyarlarin birinde genis bir ¢am ormaninin iginde yasayan bir kumru ailesi varmis.
Bebek kumru Kuku, hi¢ doymaz, siirekli anne-babasina “Karnim a¢”, “Karnim a¢” der, her
giin daha hizli biiylimenin hayalini kurarmis. Ormandaki en yiiksek ¢am agacinin tepesinde yasayan
Kuku, anne-babasinin getirdigi yiyeceklerle beslenir, ormanin derinliklerinden gelen sesleri

dinleyerek giinlerini gecirirmis.

Bir giin yuvasinda anne-babasini beklerken siddetli bir riizgar esmeye baslamis. Oyle kuvvetliymis
ki cam agac1 yavas yavas asagi dogru devrilmis ve suyun icine dismiis. Kuku ilk defa suyla
tanistyormus. Minik kanatlarini ¢irparak basini suyun {istliine ¢ikarmaya caligmis. Hava o kadar
karanlikmis ki korkudan yine suya dalmis. “Annem ve babam beni ¢ok merak eder” diye gegirmis
icinden ve son bir gayretle yiizeye ¢ikmak igin ugragmis. Ayni anda iki taraftan gelen dalgalarla
yiikselen Kuku, gozlerini kapatmis, kanatlarinin gévdesini sardigini, rengarenk tiiyleriyle suyun
tistiinde yiizen bir 6rdek oldugunu diisiinmiis. “Yepyeni hayallere kanat ¢cirpma vakti” diye gegirmis
icinden... (Tanju Asligsen, 2020a)

Ornek 5: Kocaman Yiirekler

Uzak diyarlarin birinde kiiglik mii kiigiik, sevimli mi sevimli bir kopek yasarmis. Her sabah
sagdan soldan yemek arar, karnin1 doyurmaya calisir, biiyiikk evlerin oniinden yiiriirken sokakta
yasamanin zorluklarimi gegirirmis iginden. Bir giin kii¢iik bir kuliibenin 6niinde durmus. Yemek
bulamadig: i¢in yiirliyecek hali yokmus. Tam bir adim atacagi sirada 6nce sagdaki sonra soldaki
pencere aralanmis. Sagdaki pencereden kiiciik bir kiz, soldaki pencereden kiigiik bir oglan ona
seslenmeye baglamislar. Kizin yaninda babasi, oglanin yaninda da annesi varmis. Onlar da eve
gelmesi i¢in cagiriyorlarmis. Kiiclik kopek gozlerini kapatmis. “Bu bir riiya olabilir mi? Beni
gercekten cagiriyorlar mi acaba?” diye konusmus kendi kendine. Once bir gdziinii, sonra digerini
hafifce aralamis. Bir de ne gorsiin. Kiiciiciik bir kuliibede yasayan kocaman yiirekli insanlar onu
gercekten ¢agirtyorlarmis. Var giiciiyle kosarak yanlarina gitmis ve hep sevgiyle yasamiglar. (Tanju
Asligen, 2020b)

Ornek 6: Parcadan Biitiine

Uzak diyarlarin birinde ihtiyar bir terzi yasar, her aksam, kalan kumas parcalarm
sekillendirerek hayal kurmaktan zevk alirmis. Yine boyle bir aksamda kiigiikliigiine dondiigiinii,
yiiksek bir dagin zirvesine kosarak ¢ikip, kayarak eteklerine indigini, sonra da buz gibi nehirde
kulag atip, tahta kopriisiinden karsiya gegerek, karanlik bir tiinele girdigini hayal etmis. Etmis de
gerisi bir tiirli gelmemis...
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Gtlinler giinleri kovalamis. Her aksam farkli kumas parcalartyla ayni hayali kurar, bir tiirlii
devamini getiremez, kullandigi kumaslart da kivirip, katlar ve masanin kullanilmayan bir
kosesinde biriktirirmis.

Ihtiyar terzinin ¢irag1 bu olanlara anlam veremez, her aksam temizlik zamani bu parcalar1 atmaya
yeltenir ama ustasindan da ¢ekinirmis.

Tam yedi aksam sonra yedi katlanmig kumasin birlestigini ve kii¢iik parcalardan farkli bir biitiin
olustugunu hayal eden ihtiyar terzi, kumaslar1 birlestirmeye baslamis. Merakla sonucu gérmek
isteyen ¢irag1 da onun yanindaymas.

Sonu¢ mu? Gokkusaginin yedi renginden olusan (kirmizi, turuncu, sari, yesil, mavi, lacivert ve
mor) ve tiim dilekleri gerceklestiren sihirli bir semsiye... Haydiii... Sen de bir dilek dile simdi...
(Tanju Aslisen, 2021a)

Ornek 7: Sevgi Yiiklii Kanatlar

Kareler iilkesinin en yeni iiyesi Kani, babasinin getirdigi kitaptaki resimleri goriince ¢ok
sagirmistt. Demek ki kareden farkli sekiller de vardi. Yeniligi sevdigi i¢in de denemeye karar verdi.

Once iki kdsesini birlestirip bir eskenar iiggen oldu. Hemen sonra diger iki kdsesini de bulusturdu
birbiriyle... Heyyy dik iiggen olmustu... Ama bu sekli sevmedi, ¢ok dik goriiniiyordu. Yeniden
eskenar iicgen seklini ald1 ve arkasini dondii...

Sag ve sol kdselerini yukari kaldirmayi denedi. Yine bir hatta iki tiggen sekli olmustu ama adini
bilemedi.

Bir hamleyle asagidaki koseyi de govdesiyle birlestirdi. Yanilmiyorsa ikiz kenar {iggen seklini
almist1. En kiigiik liggen ise degisiminin noktasiydi...

O anda bir ses duydu. Toparlandi, basim kaldirdi ve dinledi. “Sevgi yiiklii kanatlarinla kareler
tilkesine mutluluk dagitacaksin” dedi ayni ses. Baglangigta sadece bir kareydi belki ama bir resimli
kitap onu ne de giizel degistirmisti... (Tanju Aslisen, 2021b)

Ornek 8: Mutluluk Sembolii

Dogdugundan beri kendisi gibi annesi babas1 olmayan arkadaslartyla birlikte yasayan
Viki, gilinlerini onlarla oyun oynayarak gegirir, iki grup halinde oynadiklari oyunlarda cok
eglenirdi.

Korebe ve saklambag oyunlarinda ebe olur, gézlerini acip arkadaslarini bulunca havalara ugardi.

Bazen yasadig1 yere giiler yiizlii insanlar gelir, arkadaglarinin birini hatta ikisini alir ve birlikte cok
mutlu yasayacaklar1 evlerine gétiiriirlerdi.

Viki, 0 zaman arkalarindan bakip {iziiliir, i¢ine kapanir, bazen de aglardi.

Bir giin bir kadin ve bir adam onu gérmeye geldiler. Hatta bir kiz, bir erkek ¢ocuk da vardi
yanlarinda. Kadin ¢ok giiler yiizlii, adam da ¢ok konuskandi. Kadinin giildiigiinde parlayan gozleri
kisiliyor, adamin konusmalariyla sanki ortalik aydinlaniyordu.
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Cocuklar yavas¢a Viki’nin elinden tutup ve “Bizimle birlikte gelmek, kocaman mutlu bir ailenin
iiyesi olmak ister misin?” diye sordular bir agizdan... Oyle sasirmus, dyle heyecanlanmust ki...
Artik onun da bir koruyucu ailesi olacak ve bu tag, yasadigi evin kapisina mutluluk sembolii olarak
asilacakti. (Tanju Aslisen, 2021c¢)
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20  Ornek 9: Neye Benziyor?
0 L-'Ei"

R

Riizgar usulca aralamisti odasindaki perdeyi...
Ayaga kalkt1. Once patili dostuyla birlikte oynadiklar1 oyuncaklarini toplayip kutusuna yerlestirdi.
Arkasint dondii, masaya oturdu ve resim ¢gizmeye basladi defterine.

Once bir agag ¢izdi. Hatta babasinin bir yilbasinda getirdigi yapma ¢am agacina benzedigini bile
gecirdi i¢inden... Ne giizel siislemisler ve ne ¢ok eglenmislerdi o gece...

Sonra sayfanin arkasini ¢evirdi. Bir kiilah ¢izdi. Babasiyla parka gittiginde aldiklar1 dondurmay1
hatirlad: birden...

Ug top dondurma yemis, ¢ok hizl1 yedigi i¢in de ertesi giin bogaz1 sismis ve doktor amca tam iki
giin yatak istirahati vermisti.

Yatakta sagdan sola, soldan saga doniip yatmay1 hi¢ sevmemisti. Amaaa babasinin getirdigi iki
uclu kalemle ¢izmeyi diisiindiigii resimler onu mutlu etmeye yetmisti. Zaten ¢cocuklugundan beri
hayal kurmaya bayilirdi.

Sandalyesinde dogruldu. Once bir kolunu sonra digerini havaya kaldirdi, gerindi. Duvara yanstyan
golgesine bakti. Bir elini asagiya dogru egdi. Heeey acaba neye benziyor olabilirdi?

O an sanki zaman durdu ve kocaman kanatlariyla bir turna kusu belirdi 6niinde... “Sansi, bereketi,
mutlulugu simgeler” demisti annesi... “Yeni dogan giin herkese sans getirsin” diye gecirdi i¢cinden
ve hayalindeki turna kusunun kanadinda uykuya daldi. (Tanju Ashisen, 2021d)

o :‘@E Ornek 10: Sevmek Giizel Sey...
[Lfr" 17

Uzak diyarlarin birinde ihtiyar bir oduncu yasar,
Her aksam evine girip,
Kapisimi kilitler,
Sicak bir kase ¢orba i¢ip,
Fotograf albiimiiniin sayfalarinda gezinirdi.
Annesini, babasini, kardesini diisiiniir,
Cocuklugunda babastyla yaptig1 kanoyu hatirlar,

Kardesinin kendi basina yaptig1 tek kenarli kanosuyla su iistiinde kalma ¢abasini giiliimseyerek
animsardi.
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Sonra da kiigiik bir tahta parcasini oyarak sekillendirdigi kanoya ve

Uggen bir bez pargasindan ilistirdigi riizgarliga dokunur, yatagina gegerdi.

O aksam oldugu gibi...

Yatak Ortiisiinii act1 ve

Yatagina uzandi.

Sag taraftaki yastigi iyice itti ve kolunu altina soktu

Sonra sol yana dondii ve yine yastigi itip kolunu altindan gegiriverdi.
Gozlerini kapattiginda, babasiyla yaptiklar: kanonun sembolii vardi aklinda...

“Sevmek giizel sey” dedi i¢inden ve gililiimseyerek daldi derin bir uykuya... (Tanju Aslisen,
2022a)

Genel anlamda her gelisim alanina sagladigi katkilar g6z oOniine alindiginda, &zellikle okul Oncesi egitim
programlarinin igerisinde yer alabilecek bir yontem olan storigaminin, iilkemizde hemen hemen hi¢ kullanilmamast
dikkat ¢ekici bir durumdur. Oysa ki hikaye okuma/anlatma sirasinda yer verilebilecek olan bu yontemin, ¢ocuklarin
ilgisini ¢ekebilecegi ve dikkat siirelerini arttirarak dinlemenin ve égrenmenin daha keyifli ve heyecanl bir siireg
takip edebilecegi diisiiniilmektedir. Okul 6ncesi donem ¢ocuklarinin egitimleriyle ilgilenen tiim meslek elemanlari
ve aileleri basta olmak iizere hikdye okumayi/anlatmay1 seven ve profesyonel olarak ugrasan yetigkinlerin bu konu
hakkinda bilgilendirilmeleri, storigami yonteminin anlasilmasi ve yayginlastirilmasi i¢in 6nemli bir husustur.
Ekolojik farkindaligin arttirilmasi igin eski gazetelerin ya da okul 6ncesi donemde siklikla uygulanan ip, patates,
limon baskist gibi sinif etkinliklerinden elde edilen kagitlarin kullanilabilecegi storigami, kolay uygulamasi ve
erisilebilir materyaliyle avantajl bir yontem olarak diistiniilmekte, etkinlik sonucunda elde edilen iiriinlerin de aktif
olarak kullanimi saglanabilmektedir. Fiziksel 6grenme ortaminda degisiklik yapilmasinin gerekmedigi, daha 6nce
calisilan, kat izleri belli olan yipranmamis kagitlarin tekrar tekrar kullanildigi origami etkinlikleriyle anlatilan
hikayelerin, ¢ocuklarin gelisimsel siireglerini hizlandirabilecek bir gili¢ olusturacagina inanilmaktadir.

Unutulmamalidir ki, &grenme, keyifle gerceklestirildiginde daha kalict olmaktadir. Ogrenilen kagit katlama
figiirleriyle iiretilen hikayelerin anlatilmasi ve ilgiyle dinlenmesi, calismay1 gerceklestiren her iki taraf acisindan da
gelisimin biitlinciil olarak desteklenmesine olanak taniyacak ve keyifli bir 6grenme ortaminin olusturulmasina firsat
saglayacaktir. Yetigkinler acisinda da... Cocuklar agisindan da...
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Abstract: Intelligence, executive functions and metacognition have a very important place in human life, and
recently studies on these concepts have started to be revealed to a large extent. One of the areas where these concepts,
which are important in every field, are most effective, is reflected in the studies as the realization of learning, that
is, academic success. Demonstrating whether learning has taken place or not through academic success is an
important concrete proof that has come from the past to the present. From this perspective, it is important to bring
together studies in the literature that study these concepts together with academic achievement and to reveal their
effects on learning. In this study, researches that were studied between 2006-2020 and that show the place of
intelligence, executive functions and metacognition in academic success were compiled. Thus, it is aimed to provide
a better understanding of the place these concepts have in academic success. In the research, the common aspects of
intelligence, executive functions, metacognition and academic success were defined and their common aspects were
revealed. Then, the studies in which these concepts were studied together were examined and the similarities and
differences between the results of these studies were determined.

Keywords: intelligence, executive functions, metacognition, academic achievement
Introduction

Intelligence, executive functions, and metacognition have become among the topics studied frequently by
researchers in recent years. Intelligence is defined as “‘the ability to think independently of events, achievementfully
adapt to new situations, gather movements and attitudes around a certain idea or purpose, mostly perception,
memory, association, imagination, judgment, reasoning, abstraction, generalization.”” (Education Terms Dictionary,
1974, p.24). Gardner argues that the thinking and learning processes are related to the dominant intelligence,
accordingly, the intelligence has an effect on the learning style and that an effective learning strategy can be
developed in line with the dominant intelligence. Considering the importance of all of the tasks such as perception,
memory, association, imagination, judgment, reasoning, abstraction, generalization and learning strategies in the
definition of intelligence for academic achievement, it can be argued that there is a connection between intelligence
and academic achievement.

Executive functions is a concept that emerged in the definition of the functioning of information and high-
level cognitive functions in the brain. This concept includes skills such as flexibility, planning, repetition of behavior,
organizing behavior and preventing reaction (Lezak, 1995). Executive functions include sub-areas of abstraction
ability such as repetition, learning, conceptualization, and reasoning, creativity, problem solving, response
inhibition, and cognitive flexibility (Lezak, 1995). It is possible to say that executive functions are important for
academic achievement, based on these skills, especially the skills of repetition, learning and conceptualization,
which are sub-areas of abstraction ability.
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Metacognition is explained as follows in Flavell's definition: "Metacognition refers to the individual's
cognitive processes and the results of these processes or the knowledge they have about them. If | am aware that
learning operation A is more difficult than learning B; if i feel like i have to check it again before accepting that C
is correct; if | feel that | need to work better with D because | have the possibility to forget; if I'm thinking of asking
someone to find out if E is true, I'm using metacognitive strategies ”(Flavell, 1976). Metacognitive abilities are the
ability of the individual to perform his / her own mental activities while at the same time performing such activities
as monitoring, observing and learning self-control. However, metacognition; It also brings along skills such as
awareness during learning, making plans and developing strategies, monitoring the learning process, correcting
mistakes, checking the usefulness of the strategies used, and changing learning methods and strategies with different
methods and strategies when necessary (Ozsoy, 2007). Considering the relationship between academic achievement
and learning, it can be accepted that there is a relationship between metacognition and academic achievement.

In addition, when the definitions of intelligence, executive functions and metacognition are examined
separately, the relationships between these three concepts stand out. For example; It will not be possible for an
individual to have abstraction skills such as conceptualization, learning and repetition thanks to executive functions
and to use these skills without the intelligence's perception, memorization and recall tasks. Again, without fulfilling
these tasks of intelligence, the individual cannot perform actions such as being able to recognize the learning process
thanks to his metacognitive skills, checking the accuracy of what he has learned and correcting his mistakes. At the
same time, when we look at the skills of executive function and metacognition, there are similarities between the
skills of these two concepts. For example; The cognitive flexibility skill, which is the executive function skill, is
similar to the ability to realize the learning methods and strategies skill of metacognition, and the individual without
cognitive flexibility will not be able to provide the action of changing the learning method and strategy. As stated
before, these three concepts also enable the individual to have the tasks and skills that can ensure academic
achievement. In studies conducted for this purpose, it concretely reveals the relationship of these concepts with
academic achievement.

Considering the studies conducted abroad, it is seen that there are studies in which executive function
functions and metacognition are studied together as well as separately. In addition, there are studies in which these
three concepts are studied together with academic achievement. Looking at the studies conducted in the country, it
is striking that the studies on these concepts are new and these concepts should be studied more domestically. It is
seen that these three concepts are studied with academic achievement in studies conducted domestically, and it is
seen that studies aimed at this purpose are also new. This article aimed to compile studies that address the concepts
of intelligence, executive functions, and metacognition between the years 2006-2020 and show the place of these
concepts in academic achievement. Thus, a better understanding of the relationship between these concepts and their
place in academic achievement can be achieved. As a result, this article is intended to be a guide for such studies
that need to be done domestically.

Method

The study is a rewiev. In this study, the researches that were studied between 2006 and 2020 and showing
the place of intelligence, executive functions and metacognition in academic achievement were compiled. In this
way, it is aimed to provide a better understanding of the place these concepts have in academic achievement. In the
research, common aspects were revealed by making the definitions of intelligence, executive functions,
metacognition and academic achievement. Later, studies in which these concepts were studied together were
examined and the similarities and differences between the results of these studies were determined.
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Results

In a study, the relationship between reading and arithmetic achievement with executive function skills such
as inhibition, scrolling, updating and (non-verbal) reasoning was examined in children aged 9-12 years. In the study,
it was found that updating and non-verbal reasoning are related to reading and arithmetic achievement (Van der
Sluis at al., 2007).

Kalyoncu (2008) examined the relationship between the cognitive assessment system and executive
functions with 198 private school students aged 10-11 years in his thesis. As a result, it was determined that planning,
judgment and achievemention are related to executive functions.

In a study, a model that explains the effect of achievement goals on metacognition and study strategies,
metacognition on study strategies, and study strategies on academic achievement was tested. The sample of the study
consisted of 952 university students. As a result of the research, it was found that those with high effective self-
regulation earned significantly higher test scores, had higher achievement goals, and significantly higher scores in
metacognition and all study strategies (Vrugt & Oort, 2008).

Pennequin at al. (2010) investigated the effects of metacognitive education on the performance of adults in
mathematical word problems. Besides, they also examined the relationships between metacognition and executive
function. They divided thirty-two subjects over the age of 60 into an experimental and a control group and applied
a five-week metacognitive training to the experimental group. As a result, they stated that this metacognitive training
improved the two metacognitive components (knowledge and skills) and the mathematical problem-solving
capacities of the participants. In addition, they found that the use of metacognitive skills by adults together with
executive functions (updating, changing) and especially processing speed increased their achievement in solving
mathematical word problems.

Best at al. (2011) examined age-related changes in complex executive function (EF) in a sample of 2036
people aged 5 to 17 years. In addition, the relationships between EF and academic achievement were examined.
They found that EF performances increased until the age of at least 15 years, but this increase slowed down in later
years. In addition, it was found that the relationship between EF and academic achievement varies with age and
there is a general domain relationship between EF and academic achievement.

Dilci ve Babacan (2011) investigated the relationship between pre-service teachers' multiple intelligences
and metacognitive reading strategies. The sample of the study consists of 609 university students studying in the
Primary School Education Department. As a result of the research, it was determined that the dominant intelligence
of the study group was the field of intrapersonal intelligence and they frequently used metacognitive reading
strategies. While no significant relationship was found between metacognitive reading strategies and multiple
intelligences, analytical reading strategies and multiple intelligences, it was found that there was a relationship
between pragmatic reading strategies and mathematical intelligence.

Rabin (2011), investigated the predictive relationship between academic procrastination and executive
functions with a sample of 243 university students aged 30 and under. As a result, it was found that executive
function skills such as initiation, planning / organizing, blocking, self-monitoring, working memory, task tracking,
and organizing materials in university students can predict academic procrastination.

Roebers at al., (2012) investigated the relationship between executive functions, metacognition and
perceived self-efficacy in the context of early academic results. The 209 first grade children were initially evaluated
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in terms of executive functions and academic self-concepts, and one year later, they looked at the children's
achievement in executive function, academic self-concept, metacognitive monitoring and control, as well as
mathematics and literacy. As a result, they found that executive functions and metacognition were significantly
associated with academic academic achievement, and they found that metacognition had a more limited effect on
academic achievement (literacy only) than executive functions (literacy and mathematics).

In a study, Kallay (2012) investigated the effect of learning strategies and metacognition on academic
achievement. For this purpose, scales about learning strategies and metacognition were applied to 202 university
students at the beginning of the semester. Then, the academic achievement of the scale results of these students at
the end of the term was considered and the degree of predicting these results was examined. As a result of the
research, it was determined that learning strategies and metacognition can predict academic achievement.

Karakelle (2012) examined the relationship of metacognitive awareness with problem-solving perception,
need for thinking, and intelligence, and the effects of these three variables on metacognition. A sample of 108
university students was created in the study. As a result of the study, it was concluded that "individuals who are
interested in complex cognitive activities and who think that they can solve their personal problems effectively
increase their level of higher cognitive awareness as their intelligence levels decrease."

In another study, the relationships between metacognitive knowledge, metacognitive monitoring, and
metacognitive control, which are three different dimensions of metacognition, general intelligence and textual
learning performance were investigated. The sample of the study consisted of 91 primary school fifth grade students.
As a result of the research, it was seen that there was no significant relationship between metacognitive knowledge
and metacognitive control and general intelligence. In addition, it has been observed that there is a statistically
significant relationship between metacognitive monitoring and general intelligence. The researchers evaluated the
result of the research as ‘* regression analysis results; '(Sarag, Onder & Karakelle, 2014).

In another study, the deficiencies in the use of strategy transfer in young children and the relationships
between executive function and metacognition were examined. The study also looked at the role of strategy use
deficiencies along with cognitive capacity in increasing recall transfer, which is a memory strategy. As a result of
the research, it was concluded that executive functions and metacognition support the increasing recall memory
strategy (Clerc, Miller & Cosnefroy, 2014).

Blair at al. (2015) Using data from a prospective longitudinal sample of 1292 children and families
predominantly in low-income and rural communities, they found that executive function in a 48-month-old child
and a better quality relationship with the kindergarten teacher uniquely mitigated the impact of math skills in
preschool. They concluded that preschool children with higher mathematical skills have higher executive function
skills and have a more positive relationship with the kindergarten teacher.

In another study, the relationship between executive functions (inhibitory control and working memory) and
metacognitive skills was investigated by applying correlation and regression analysis to the data collected from two
groups of children. In addition, the contribution of executive functions and metacognitive skills to educational
achievement was examined. As a result of the study, it was found that executive functions of 5-year-olds are more
related to metacognitive skills than 7-year-olds, and metacognitive skills can predict educational achievement in
both age groups (Bryce, Whitebread & Szlics, 2015).

Harris (2015) investigated the role of metacognition in the montessori environment and its effects on
academic achievement. In this study, 96 students who were educated in a Montessori environment and attended 3rd
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and 8th grades were selected according to their educational experience. According to the results of the study, it was
determined that the students' metacognitive awareness did not significantly predict their academic achievement
including reading and mathematics.

Samul at al., (2016) In their research, a group of students monitored the effect of executive functions (EF)
on their academic performance throughout their school life. For this, 6-9. At the end of the classes, the academic
achievement of 322 adolescents with disadvantaged backgrounds attending an urban, privileged middle school /
high school was measured by the evaluations of 21 teachers and 22 teacher assistants, and EF by the Executive
Function Behavior Rating Inventory (BRIEF). As a result of the study, it was determined that the grades obtained
from the scale predicted the academic achievement of adolescents. It was observed that the 4-year results obtained
from the EF scale remained stable in the 4-year academic achievements. The researchers noted that the effects of
EF on academic achievement were strong and robust enough to suggest that it be used to guide long-term academic
interventions.

In another study, executive functions, visual-motor coordination, and physical fitness were investigated in
predicting children's academic achievement when they came to the 2nd grade in a sample of 134 preschool children.
As a result of the research, significant effects of academic achievement on executive functions and visual-motor
coordination on subsequent academic achievement were found. It was found that the effect of physical fitness is also
important, but indirectly affects academic achievement through executive functions (Oberer, Gashaj, & Roebers,
2018).

In a study, the relationship between creativity, intelligence and executive function (EF) was analyzed. For
this, creativity, crystallized and fluent intelligence and EF tests were applied to a total of 209 people between the
ages of 8-13. As a result, it has been determined that there is a relationship between these three concepts. It also
shows that EF supports creativity in children and EF can predict creativity more strongly than fluid and crystallized
intelligence (Krumm, Filippetti & Gutierrez, 2018).

Butterfuss & Kendeou (2018) conducted a literature review on the role of executive functions in reading
comprehension. As a result of this screening, they stated that they found evidence supporting the relationship
between changing functions and reading comprehension. However, as a result of several studies they found, they
found that executive functions could support readers' ability to flexibly think phonological and semantic information
while reading, switch between reading strategies, and actively participate in lower-level reading skills, such as
monitoring one's understanding.

In a study, 87 people between the ages of 12-17 were conducted to examine the effect and relationship of
executive functions on reading comprehension in adolescents. As a result, it was determined that working memory,
which is an executive function skill, has an effect on understanding transition and this skill mediates transition
understanding through text recall / inference. It was determined that the cognitive flexibility executive function skill
was associated with text decoding, but not with transitional comprehension. It was concluded that preventive control
from executive function skills has an effect on understanding transition through decoding and text recall / inference.
(Ober et al., 2019).

Deotto at al., (2019) examined the role of metacognition in mathematics and spelling outcomes after
pediatric stroke in patients, and performed standardized arithmetic, spelling and intelligence measurements on 32
pediatric stroke patients and 32 demographically equivalent healthy control groups. They collected administrative
functionality data of these groups through a standardized parent questionnaire. As a result of the research, they found
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that paralyzed participants performed significantly weaker in mathematics, spelling, metacognition and behavioral
regulation compared to the control group. The researchers stated that, according to the data of the study, they found
that metacognition was a solid predictor of academic deficiencies.

Marilus at al., (2020) In their studies, they identified the existing relationships between early metacognition
and executive function and, in addition, argued that metacognition and executive function interventions could
provide appropriate and important evidence for the development of improved perceptions of one's learning and
agency. In their studies, they argued that by improving metacognitive and executive functions, young children's
perceptions and agency of their learning could also be improved.

Demir and Baloglu (2020) examined the relationship between the metacognitive skills of senior high school
students and their academic procrastination in their study. The research is based on the analysis of scales applied to
492 high school seniors. As a result, they found that there is a low correlation in the same direction between
metacognition and academic procrastination.

In her study, ivrendi (2020) examined the relationship between 5-6 year-old children's school readiness and
executive functions. For this, he worked with 69 children aged 5-6 years. As a result of the research, it was
determined that children's readiness levels have a significant relationship in the same direction with executive
functions.

Discussion and Conclusion

When we look at the studies on the relationship between executive functions and academic achievement
examined in this article, it was found that executive functions have a significant relationship, directly or indirectly,
with academic achievement (Van Der Siluis at al., 0 2007; Kalyoncu, 2008; Best at al., 2011; Rabin, 2011; Blair at
al., 2015; Samuel at al., 2016; Oberer at al., 2018; Butterfuss & Kendeou, 2018; Ober at al., 2019; Ivrendi, 2020).
These results are similar to the view that the executive functions supported in this article are related to academic
achievement and academic achievement increases as the executive function skills increase.

When the studies that are the other research subject of this article and which show the place of metacognition
in academic achievement are examined, it is seen that the research results show that metacognition is directly or
indirectly related to academic achievement (Vrugt & Oort, 2008; Dilci & Babacan, 2011; Kallay, 2012; Doetto at al
., 2019; Demir and Baloglu, 2020). The results of these studies and the view supported by this article that
metacognition is an important skill for academic achievement are similar to each other. In another study, Harris
(2015) found that metacognitive skills do not predict academic achievement. This result shows a different finding
with the view supported by this article.

Another subject that is explored in the article is to examine the studies that examine the relationship between
metacognition and executive functions and their effects on academic achievement. When the studies in the related
literature are examined, it has been found that there is a relationship between executive functions and metacognition
and that these are related to academic achievement and these have an effect on academic achievement (Pennequin
at al., 2010; Roebers at al., 2012; Clerc, Miller & Cosnefroy, 2014; Bryce, Whitebread & Sziics, 2015; Marilus at
al., 2020; Sarag, Onder & Karakelle, 2014). These results support the view of this article that as metacognitive skills
increase, executive function skills increase, and as these skills increase, academic achievement also increases.

Finally, in this article, a study in which intelligence was studied with metacognition was examined, and as
a result, it was concluded that there was no significant relationship between metacognition and intelligence, and
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even in the study, individuals who are interested in complex cognitive activities and who think that they do not have
difficulty in solving their personal problems, the higher their intelligence levels, the higher their higher cognitive
awareness levels (Karakelle , 2012). This result and the view that there is a relationship between intelligence and
metacognition in this article is different from each other. In another study, the relationship between executive
functions and intelligence was examined and it was found that as the intelligence level increased, the executive
function skills increased (Krumm, Filippetti & Gutierrez, 2018). With this result, the view that there is a relationship
between intelligence and executive functions advocated in this article supports each other.

Suggestions

Most of the research results compiled in the article show that intelligence, metacognition and executive
functions are interrelated, and besides, these concepts are directly and indirectly related to academic achievement.
Based on this;

1- Increasing studies that explain how intelligence, metacognition and executive functions are related to
academic achievement will contribute positively to the literature.

2- Increasing the number of studies in which these concepts are handled together will contribute to the
literature positively.

3- Conducting qualitative studies on metacognition and executive functions that affect academic
achievement and including studies on how to improve these skills in students will contribute to the
literature positively.

Resources

Best, J. R., Miller, P. H., & Naglieri, J. A. (2011). Relations between executive function and academic
achievement from ages 5to 17 in a large, representative national sample. Learning and individual differences, 21(4),
327-336.

Bryce, D., Whitebread, D., & Sziics, D. (2015). The relationships among executive functions, metacognitive
skills and educational achievement in 5 and 7 year-old children. Metacognition and Learning, 10(2), 181-198.

Blair, C., McKinnon, R. D., & Family Life Project Investigators. (2016). Moderating effects of executive
functions and the teacher—child relationship on the development of mathematics ability in kindergarten. Learning
and instruction, 41, 85-93.

Butterfuss, R., & Kendeou, P. (2018). The role of executive functions in reading
comprehension. Educational Psychology Review, 30(3), 801-826.

Clerc, J., Miller, P. H., & Cosnefroy, L. (2014). Young children's transfer of strategies: Utilization
deficiencies, executive function, and metacognition. Developmental Review, 34(4), 378-393.

DEMIR, M. F., & BALOGLU, N. (2020) Investigation of the Relationship Between High School Students'
Metacognitive Use Skills and Academic Procrastination Behaviors. Ahi Evran University Journal of Social Sciences
Institute, 6(1), 242-259.

31



Deotto, A., Westmacott, R., Fuentes, A., deVeber, G., & Desrocher, M. (2019). Does stroke impair academic
achievement in children? The role of metacognition in math and spelling outcomes following pediatric
stroke. Journal of clinical and experimental neuropsychology, 41(3), 257-269.

Dilci, T., & Babacan, T. (2011). Investigation of the Relationship Between the Metacognitive Reading
Strategies of Pre-service Classroom Teachers and Multiple Intelligence Areas. Inonu University Journal of the
Faculty of Education (INUJFE), 12(3).

Flavel, J. H. (1976), “Metacognitive Aspects of Problem Solving”, In L. Resnick (Ed.), The Nature of
Intelligence (s.231-235), Hillsdale, NJ: Lawrence Erlbaum Associates. Akt: Cakiroglu,A. (2007) Ustbilis, TSA /
Yil: 11, s: 2.

Harris, M. M. (2015). The role of metacognition in a Montessori environment and the effects on academic
achievement. Union University.

Ivrendi, A. (2020). The relationship between school readiness and executive function performance. Journal
of Early Childhood Studies, 4(2), 66-87.

Karakelle, S. (2012). Interrelations between metacognitive awareness, intelligence, problem solving
perception and need for thinking. Egitim ve Bilim, 37(164).

Kallay, E. (2012). Learning strategies and metacognitive awareness as predictors of academic achievement
in a sample of Romanian second-year students. Cognitie, Creier, Comportament/Cognition, Brain, Behavior, 16(3).

Kalyoncu, S. (2008). The relationship between cognitive assessment system and executive functions
(Master's thesis, Maltepe University, Institute of Social Sciences).

Krumm, G., Filippetti, V. A., & Gutierrez, M. (2018). The contribution of executive functions to creativity
in children: What is the role of crystallized and fluid intelligence?. Thinking Skills and Creativity, 29, 185-195.

Lezak, M. D. (1995). Executive functions and motor performance. In neuropsychological assessment, 650-
685.

Marulis, L. M., Baker, S. T., & Whitebread, D. (2020). Integrating metacognition and executive function to
enhance young children’s perception of and agency in their learning. Early Childhood Research Quarterly, 50, 46-
54.

Ober, T. M., Brooks, P. J., Plass, J. L., & Homer, B. D. (2019). Distinguishing direct and indirect effects of
executive functions on reading comprehension in adolescents. Reading Psychology, 40(6), 551-581.

Oberer, N., Gashaj, V., & Roebers, C. M. (2018). Executive functions, visual-motor coordination, physical
fitness and academic achievement: Longitudinal relations in typically developing children. Human movement
science, 58, 69-79.

Ozsoy, G. (2007). The effect of teaching metacognitive strategies on problem solving in the fifth grade of
primary school. Unpublished doctoral dissertation, Gazi University Institute of Educational Sciences, Ankara.

Pennequin, V., Sorel, O., & Mainguy, M. (2010). Metacognition, executive functions and aging: The effect
of training in the use of metacognitive skills to solve mathematical word problems. Journal of Adult
Development, 17(3), 168-176.

32



Rabin, L. A., Fogel, J., & Nutter-Upham, K. E. (2011). Academic procrastination in college students: The
role of self-reported executive function. Journal of clinical and experimental neuropsychology, 33(3), 344-357.

Roebers, C. M., Cimeli, P., Rothlisberger, M., & Neuenschwander, R. (2012). Executive functioning,
metacognition, and self-perceived competence in elementary school children: An explorative study on their
interrelations and their role for school achievement. Metacognition and Learning, 7(3), 151-173.

Samuels, W. E., Tournaki, N., Blackman, S., & Zilinski, C. (2016). Executive functioning predicts academic
achievement in middle school: A four-year longitudinal study. The Journal of Educational Research, 109(5), 478-
490.

Sarag, S., Onder, A., & Karakelle, S. (2014). Relationships between metacognition, intelligence and text
learning performance. Education and Science, 39(173).

Van der Sluis, S., de Jong, P. F., & van der Leij, A. (2007). Executive functioning in children, and its
relations with reasoning, reading, and arithmetic. Intelligence, 35(5), 427-449.

Vrugt, A., & Oort, F. J. (2008). Metacognition, achievement goals, study strategies and academic
achievement: pathways to achievement. Metacognition and learning, 3(2), 123-146.

33



