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Introduction

Acquiring reading skills is quite important for individuals to sustain academic and social life in a
successful way. In primary school, more effort is made to acquire this skill than any other skills by
working with the cooperation with parents, students and teachers. While some students are unable to
gain this skill, some do not attain the level of reading comprehension despite gaining coding skill.
Researchers emphasize the importance of the process of making sense rather than the coding phase in
obtaining the reading skill.

Individuals make sense by using metacognitive reading strategies. The concept of “metacognition” is
firstly defined by Flavell (1979) as being aware of one’s thinking processes and being able to control
these processes. According to Harvey and Chickie-Wolfe (2007) metacognition is ““a general term which
reflects the way of usage the knowledge about mental processes to watch and apply the performances
of people” (p.124). Via metacognitive awareness and knowledge, students become aware of
metacognitive strategies (Biggs & Moore, 1993). Knowledge of strategy comprises the individuals’
knowledge about different strategies for cognition including memorizing, thinking, reasoning, problem
solving, planning, studying, reading, and writing. Metacognitive knowledge includes both knowledge of
strategies and conditional knowledge of when and why to use these strategies (Pintrich, Wolters &
Baxter, 2000). In this new approach, metacognitive reading strategy awareness is defined as any choice,
behavior, thought, suggestion and technique used by readers to help their learning process (Cook, 2001;
Maasum & Maarof, 2012). These studies demonstrate that successful comprehension does not occur
automatically. Rather, successful comprehension depends on directed cognitive effort, referred to as
metacognitive processing which consists of knowledge about and regulation of cognitive processing
(Baker & Brown, 1984). Making an effective use of reading strategies can be achieved through a
knowledge of where and when to use which strategy and requires an awareness of the reading
strategies employed while reading (Turhan & Zorluel-Ozer, 2017). They do not refer to literal meanings
but rather interpreting what is read, sometimes constructing images, other times identifying categories
of information in text, and still on other occasions engaging in arguments about what a reading might
mean (Pressley & Afflerbach, 1995). Metacognition is determining the problems in the texts by the
readers and being aware of what they read. Through metacognition awareness, the reader chooses the
convenient strategies to give meaning to what isread in the text by locating the points which are not
understood (Johnson, Freedman & Thomas, 2008). Reading strategies require the usage of cognitive,
behaiovioural and motivational structure to gain a perspective against the text (Graesser, 2007;
Moreillon, 2007; Woolley, 2011). Zimmerman and Hutching (2003) determined seven reading
comprehension strategies: activating and building prior knowledge, usage of mind’s images,
examination, interpretation and deduction, determining of basic ideas, regulation of the ideas,
synthesising, building and activating prior knowlegde (Cite in: Moreillon, 2007). According to Harvey and
Chickie-Wolfe (2007), reading strategies contain determining the main idea and defining the important
information, checking the things one understands or doesn’t understand, questioning, reviewing swiftly,
creating images, thinking about the examples, summarising, having reading magazines, using graphic
organization, taking notes, creating templates, producing meanings, deduction and using computerized
learning enviroments. Readers, who do not use reading strategies, obtain meaning in a superficial way.

When weak readers are compared with the stronger ones on the use of reading strategies, it is
observed that stronger readers apply metacognition strategies at higher levels (Carrell, 1992; Harvey &
Chickie-Wolfe, 2007), they are more unsuccessful at taking notes, underlining, adjusting reading rate
(Hoien & Lundberg, 2000) and creating presupposition, deduction, associating convenient ideas and
approving claims (Graesser, 2007). Similarly, it was found that weake students did not determine the
purpose of reading before reading and they did not give any notice about why they should read the text,
they could not create expectations for the text during reading, they could not follow the meaning, they
could not establish a relationship of cause, they could not find the relationship between the results and
they had difficulty in finding the main idea (Basaran, 2013; Baydik, 2011; Kuruyer & Ozsoy, 2016).
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Use of reading strategies has a positive effect on the development of students’ cognitive and sensory
skills. Studies conducted so far have determined that reading strategies positively affect the
development of cognitive thinking skills, the development of vocabulary skills, and the development of
reading comprehension skills. These studies have revealed positive effects of metacognitive awareness
of reading skills on the development of students’ vocabulary skills (Anderson, 1999; Boulware-Gooden,
Carreker, Thornhill & Joshi, 2007, Mytcowicz, Goss & Steinberg, 2014; Nash-Ditzel, 2010), the
development of reading comprehension skills (Ahmadi, Ismail & Abdullah, 2013; Boulware-Gooden et
al., 2007; Ditzel, 2010; Doganay-Bilgi & Ozmen, 2014; Hong-Nam, 2014; Kog¢ & Arslan, 2017; Meniado,
2016; Mytcowicz et al., 2014; Rastegar, Kermani & Khabir, 2017; Ugur-Usta & Giindogdu, 2018), the
development of self-regulation skills (Nash-Ditzel, 2010), the development of academic achievements
(Chevalier, Parrila, Ritchie & Deacon, 2015; Girses, 2002), the development of reading comprehension
skills in foreign languages (Ahmadi et al., 2013; Korotaeva, 2014; Mokhtari & Reichard, 2004; Nejad &
Shahrebabaki, 2015; Zare & Othman, 2013), the development of thinking skills (Boulware-Gooden et al.,
2007; Maasum & Maarof, 2012; Yaliz-Solmaz, 2015), and the development of academic proficiency (Kog
& Arslan, 2017). On the other hand, in a study conducted by Turhan and Zorluel-Ozer (2017), it was
determined that there was no relationship between students’ metacognitive awareness of reading
comprehension and their comprehension skills in foreign languages. In some studies, it has been
determined that metacognitive awareness of reading strategies has positive and negative effects on the
development of cognitive skills. It has been revealed that students’ metacognitive reading strategies has
a positive impact on their reading attitudes and reading motivation (Bozkurt & Memis, 2013; Kanmaz,
2012; Oztiirk & Uzunkol, 2015). Readers are motivated to be skillful because skill affords high levels of
performance with little effort, whereas strategic readers are motivated to demonstrate control over
reading processes with both ability and effort (Afflerbach, Pearson & Paris, 2008; Heo, 2000). All of
these studies have shown that metacognitive reading strategies can affect the development of language
skills, as well as they can be an important factor in the improvement of academic achievement in other
courses.

Today, individuals interact with learning materials in digital environments more frequently compared
to textbooks (Chapelle, 2003). In this respect, how educational implementations have improved
students’ reading strategies have become one of the issues which should be investigated. When the
research on technology in our country is examined, it is seen that studies have investigated technology-
based learning in terms of metacognitive awareness (Oktay & Cakir, 2013), the use of social media and
mass media regarding awareness levels of metacognitive reading strategies (Tlurkyilmaz, 2015), the
effect of web-based teaching on the level of metacognition awareness (Baltaci & Akpinar, 2011), the
relationship between reading strategies and cognitive level of metacognitive awareness in online text-
based forum discussions (Topgu, 2007). That’s why it is envisioned by most of the researchers that the
process of reading from the screen will increase in importance in the future (Marsh & Singleton, 2009).
To identify the effect of technology on metacognitive awareness of reading strategies has become one
of the issues which needs to be researched.

As there are too many resources on the internet, students aimlessly waste their time there (Hsiao,
Tsai, Lin & Lin, 2012). According to Hwang and Kuo (2011), the behaviour elementary school students
show while searching for information results from their lack of knowledge. Students choose
inappropriate and irrelevant information because they cannot use metacognitive reading strategies. This
shows the weakness of students' literacy skills. In order to solve this problem, educationally structured
tools which restrict unimportant, inappropriate websites students’ level and which develop their skills in
using technology should be used. One of the tools that can be used with this aim is Webquest-based
teaching [WQBT]. The website at San Diego State University has been defined by Tom March and Dodge
“A WebQuest is an inquiry-oriented activity in which most or all of the information used by learners is
drawn from the Web. WebQuests are designed to use learners’ time well, to focus on using information
rather than looking for it, and to support learners’ thinking at the levels of analysis, synthesis and
evaluation” (Chao, 2006, p.222).
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A WQBT instrument should be composed of the following parts: Introduction: According to Turville
(2008), “it introduces the focus of the project or topic, which often provides a real life scenario” (p.44).
Task: The tasks should be designed to require the use of such skills as analysis, synthesis, comparison,
generalisation, deduction, construction and the classification of the internet sources. The structures of
the tasks should be comprehensive and they should be able to unify the bits of information (VanFossen,
2004). Process: According to Vidoni and Maddux (2002), WQBT instrument is not a structure which
causes students to struggle in the virtual (cyber) world without any guidance because it involves
structured steps. WQBT can be applied individually or as a group. Resource: “Selected sources enable
review of texts, views, objectives and results related to different areas” (Luzon, 2007, p.10).
Assessment: Teachers and students can build many products after completing the WQBT instrument
and evaluate them in different formats (written and verbal) (Garcia, Alonso, Tapia & Corchado, 2014).
Conclusion: According to Cohen and Cowen (2008, p.569) “‘it helps students to terminate the process”.

It has been found in studies focusing on WQBT that the learning strategies of students are positively
related to metacognitive awareness (An & Cao, 2014; Makrogiorgou & Antonio, 2016). When compared
with regard to reading and comprehension skills on traditional texts, it requires more control (Verezub,
Grossi, Howard & Watkins, 2008). In the process of WQBT application, e reading comprehension skills of
students have been evaluated (Balkissoon & Balkissoon, 2014; lkpeze, 2009; lkpeze & Boyd, 2007;
Kachina, 2012). The WQBT is a system in which learners are informed and screened (lkpeze & Boyd,
2007) organizing the information, navigating the sites, interpreting the tips, selecting the relevant links,
integrating and evaluating (lkpeze, 2009). It has also been found that it develops reading-
comprehension strategies such as acquiring, selecting, preliminary activating, using several different
software programs, conducting research, critically evaluating and establishing link-visual relationship
(Balkissoon & Balkissoon, 2014).

When the research about reading strategies is examined, it is encountered that the studies
investigate evalution of students’ metacognitive reading strategy levels according to some variables
(Akin & Cecen, 2014; Basaran, 2013; ince & Duran, 2013; Kana, 2014; Seckin-Kapugu & Oksiiz, 2015),
such as awareness of metacognitive reading comprehension and reading motivations and reading levels
(Bozkurt & Memis, 2013), reading comprehension and recalling with metacognitive reading strategies
(Basaran, 2013), metacognitive awareness of reading strategies with reading motivation (Oztirk &
Uzunkol, 2015), and the relation between the sub-factors of metacognitve reading strategies (Akin &
Cegen, 2014). Research results emphasize the importance of using metacognitive reading strategies in
the acquisition and development of reading comprehension skills. When the literature is examined,
there are studies investigating the effect of polyadic cognitive strategy education which is adapted to
metacognitive reading strategies (Karabay, 2015), development critical reading education on
metacognitive reading strategies, acquisiton of metacognitive strategy knowlegde which is used in the
process of reading comprehension by mentally disabled students (Doganay-Bilgi & Ozmen, 2014).
Although the research examining the relation between metacognitive reading strategies and reading
comprehension skills has an important place in the literature, there are limited studies that research the
development of metacogntive reading strategies with different methods.

The problems experienced in reading comprehension course affect not only the success in Turkish
language course but also the success in other courses (Kanmaz, 2012). Use of metacognitive reading
strategies takes a stimulating role in reading comprehension (Ahmadi et al., 2013; Cummins, Stewart &
Block, 2005; Lubliner & Smetana, 2005; Salataki & Akyel, 2002). It has been determined that students
with learning difficulties have problems using their reading strategies (Ahmadi et al., 2013; Nicolielo-
Carrilho & Hage, 2017). Although the importance of metacognitive reading comprehension strategies in
the understanding of text and its effect on success in other courses are indicated, students seem to
experience problems, and teachers forget to give education in using these strategies or fail in doing so
(Cavkaytar, 2010). It is of great importance for classroom teachers, the first ones who are responsible
for equipping students with reading skills, to teach reading comprehension strategies regarding reading
problems and to use appropriate teaching methods in terms of students’ academic achievements (lwai,
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2016). In this regard, this research is an example of how WQBT’s reading strategies will be used in
planning, monitoring and evaluation phases at the point of developing metacognitive awareness. In this
sense, it is thought that WQBT is important in the development of students’ reading comprehension
strategies and for the problems experienced in practice and the proposed solutions in terms of
presenting ideas. On the other hand, there are limited number of studies that aim at improving
students’ metacognitive awareness of reading strategies with WQBT (An & Cao, 2014; Balkissoon &
Balkissoon, 2014; Ikpeze, 2009; lkpeze & Boyd, 2007; Kachina, 2012; Makrogiorgou & Antonio, 2016;
Verezub, Grossi, Howard & Watkins, 2008). In this respect, this study is thought to be more important in
terms of contributing to these previous studies. In addition, improving metacognition among students
principally requires teachers with metacognition knowledge and skills. According to Tracey and Morrow
(2012), the aim of reading strategies education is to enable students to become aware of their own
thoughts and to use them independently. Therefore, teachers should educate the students in when and
how to use these strategies. It is thought that this study will contribute to the studies on teachers’
competencies regarding metacognitive reading strategies.

The aim of this research is to determine the effects of reading strategies on the development of
metacognitive awareness of WQBT 4th grade students, and to guide on how the teaching process
should be. In this direction, the research questions are as follows:

1. How does WQBT affect the development of metacognitive awareness of reading strategies of fourth
grade students?

2. How does the WQBT affect reading comprehension teaching process?

Method

This study has an action study design. “Action research is a systematic research approach that
enables people to find effective solutions to problems in their daily lives. In this sense, action research
explores the dynamics that embody social content” (Stringer, 2014, p.9). The process in this study was
designed based on the framework formulated by Kemmis and Mctaggart (1988, p.80). In accordance
with this framework, action studies have a cyclic process which requires advancing in the following
steps: 1) planning, 2) acting, 3) observing processes and consequences, 4) reflecting on these processes
and consequences, 5) replanning, 6) acting again, 7) observing processes and consequences again, 8)
reflecting on these processes and consequences again.

Planning

WQBT vehicles were designed according to Hannafin and Peck model (Nordin, Mohd, Zakaria &
Embi, 2012, p.225). This model includes the needs analysis (interview form with teachers, curriculum
reflection form & literature search), design (content & user), WQBT formation (introduction, task,
process, resources, evaluation & conclusion), development and implementation (WQBT development,
FrontPage 2003 & Adobe Photoshop CS2), application testing (pilot & real application), and evaluation
and reorganization (to improve the technical & content perspective of the WQBT instrument based on
expert & teacher views, evaluation of the WQBT instrument based on student responses).

Having this point in mind, the theme of “Turkey, My Beautiful Country” was chosen after reviewing
various themes. Within the framework of the theme of “Turkey, My Beautiful Country”, the texts in the
textbook prepared for the 4" graders were reviewed and it was observed that the landmarks, cuisine,
ancient sites, mines and regional folk dances of our country are superficially explained in those texts.
The WQBT tools used in the first, second and the last application were chosen as “Famous Landmarks in
Turkey”, “Food Produced in Turkey” and “Ancient Sites in Turkey” respectively. In addition, we made use
of the lesson plans devised by other researchers (Chang, Chen & Hsu, 2011; Hsiao et al., 2012; Hwang &
Kuo, 2011; VanFossen, 2004; Zheng, Perez, Williamson & Flygare, 2007) and other studies conducted so
far in the design of the WQBT tools (VanFossen, 2004). We designed WQBT tools in light of all these

studies. WQBT tools were prepared by means of Microsoft FrontPage 2003, paying attention to the
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introduction, task, process, resources, assessment and conclusion stages. After the teaching materials
were prepared, the pilot scheme was carried out during the first semester of 2015-2016 academic year.
Three academics specializing in the field of literacy (one is working on new literacy) and a class teacher
were invited. In the field of pilot practice and expert opinions, arrangements were made in the fields of
language knowledge and punctuation marks, visual design, task, process, resources and evaluation.

Study Group

The research was carried out by a 24 4" grade student in a primary school in Afyonkarahisar, in the
second semester of 2015-2016 academic year. When the education levels of their parents are examined,
41.70% were primary school graduates, 8.30% middle school, 25.00% high school and 25.00% were
university graduates. Mother education bacgrounds was 79.20% primary school and 16.60% high school
graduate. One of the mothers was not literate. In selection of the application school for the study, it was
effective that school management and classroom teachers had positive and constructivist views on new
primary school programs as well as being open to cooperate with researchers. In addition, having a
computer lab available at school, namely being rich in terms of technological hardware, was another
factor affecting the selection of this school in the study. Primary school in which the study was carried
out is in a neighborhood where middle and lower socio-economic families mainly live. Teachers
indicated that parents were indifferent and students’ reading skills were weak. They also stated that
students had problems in reading comprehension. Teachers stated that students selected random books
from class library, could not make a lot of sense during reading and could not summarize what they read
etc.This indicates that they failed in using reading strategies. In this respect, low level of students’
reading skills, positive views of managers and teachers for this study, and the computer laboratory in
school ensured that this school was appropriate for practice.

Table 1.
Technological Tools Used for Educational Purposes in Students' Homes, Information on the Purposes and
Frequency of Using These Tools.

n %
Technological Tools Used by Educational Purposes in Students' Homes
There is nothing 2 8.30
Computer 16 66.60
Tablet 11 45.80
Printer 2 8.30
Purposes of Using Technological Tools for Educational Purposes
Education 19 79.10
To play a game 11 45.80
Entering social networking sites (facebook etc.) 3 12.50
Frequency of Using Technological Tools for Educational Purposes
Daily 16 66.60
Weekly 6 25.00
Monthly 1 4.20
Yearly 1 4.20

When Table 1 is examined, 66.60% of the students had computers at home, 45.80% had tablets,
8.30% had printers, and 8.30% had nothing at home. Among them, 79.10% of the students used
technological tools for education, 45.80% to play games and 12.50% for social networking sites. While
66.60% of the students use these tools daily, 25.00% use them per week, 4.20% monthly and 4.20%
yearly. Alien names were used instead of the actual names of the students when they were presented in
the findings section.
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Action

At the beginning of the research in the planning phase, the researcher made planning for each of the
three applications separately. After the application started, the research plan for the next stage was
revised according to the feedback the troubles and the opinions received in the process. Students
completed the first application in groups of three, the second application in peers, and the third
application individually. For each of the three applications, different WQBT tools were prepared. At the
beginning of each of the three applications, teaching tools were reflected on the intelligent board,
allowing students to identify the tools by following the steps on their computers. The application stages
were divided into the following stages: preparation (activating the preliminary information, drawing
attention & preparation, determining the type-presentation form), understanding (reading aiming,
reading comprehension & analyzing information, recognizing & predicting texts, Word, PowerPoint
recognition, keyboard recognition, tool bar recognition, recognition of other characters, opening
Microsoft program, reading, researching & writing, summarizing).

Data Collection Tools

Both quantitative and qualitative data collection methods were used to collect data for this study
designed as an action study.

WQBT tool assessment form: “WQBT Tool Assessment Rubric” formulated by Bellofatto, Bohl, Casey,
Krill and Dodge (2001) was used in order for the three WQBT tools devised by the researcher in digital
environment to be assessed by experts. To this end, we consulted three academicians who are
specialised in their respective fields (one of whom is conducting a study on new literacy) and a class
master. According to this form, each category is comprised of three levels: Beginning, developing and
successful.

Metacognitive awareness of reading strategies inventory: In order to measure the level of student’s
metacognitive awareness of reading strategies, “Metacognitive Awareness of Reading Strategies
Inventory” (MARSI), which was devised by Mokhtari and Reichard (2002) and adapted to Turkish by
Oztiirk (2012) was used. The 30-item MARSI was translated into Turkish and back-translated into English
by a language specialist. Translated items and proposed form were given to experts for their opinion.
English and Turkish forms of scale were both filled by 29 fifth-grade students in a private elementary
school in two-week intervals respectively. Two forms were accepted as equal since the correlation
between them was .96. EFA was conducted and it was found that three-factor structure of the original
scale was preserved when it was administered to Turkish students. The results of EFA also showed that
Eigen value of the Turkish form of the scale was 12.87 and it explained 42.60% of total variance. All
items in the Turkish form were found to be consistent with the sub-factors of the original scale; only the
order of sub-factors was changed. First and second CFA were conducted to find out whether the Turkish
scale was consistent with the original scale. Fit indices were found to be (df=.39, p.=.00), )(2 /df=1.44,
RMSEA=.04, SRMR=.05, GFI=.86, AGFI=.85, CFI=.98, NFI=.94, IFI=.98 ve NNFI=.98. When fit indices were
examined, it was concluded that all values satisfied the criterion values or were very close to them.
Cronbach Alpha Coefficient was found to be .93 for the overall scale. The reliability values for the factors
were .85, .76 and .81 respectively. The internal consistency values obtained were consistent with those
found by Mokhtari and Reichard (2002).

The inventory is made up of 30 items and it has a rating system of five point Likert scale as: (1) never,
(2) seldom, (3) often, (4) generally and (5) always. The original form of MARSI is comprised of three sub-
factors. The first of these, “Global Reading Strategy” (GRS), represents global reading strategies and is
composed of 13 items. The second sub-factor, “Problem Solving Strategy” (PSS), is made up of 8 items
which indicate the tendency to resort to strategies to solve the problem when one has difficulty in
reading the text. The third factor, “Support Reading Strategies” (SRS), is composed of 9 items that
represent supporting strategies or other necessary strategies which can be defined as functional (i.e.
note-taking).
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Observation and field notes: According to Carson, Gilmore, Perry and Gronhaug (2001) “observation
allows monitoring the behaviour, actions and special circumstances of people” (p.132).

Interview: Two separate focus group interviews were conducted for the students (in groups of five)
and also with teachers. It was very important to determine the appropriate participants before the
interview, to define them with the outline of the subject, to limit the lines, to form questions to be
asked by participants, and to select the appropriate venue, time and means. The focus group work was
conducted with a representative group selected from among persons with common experiences,
opinions and expectations related to the topic being investigated. This group usually does not exceed
eight people (Bas & Akturan, 2008).

Student diaries: Diaries are instruments by which data are stored. According to Ely, Anzul, Freidman,
Garner and Steinmetz (1991), diaries allow us to keep a chronological record of what we learn and learn
about the learning process. Diaries of students were used as an important resource during the process
of data collection and analysis.

Rubrics for the assessment of the learning products: Rubrics were prepared to evaluate learning
products. Some studies were analysed in the preparation of Rubric dimensions (presentation and
planning, organization, scientific accuracy, punctuation, resources, content validity and originality)
(Leite, Dourado & Morgado, 2015; Rijlaarsdam, Oostdam & Bimmel, 1995, Cite in: Segers & Verhoeven,
2009; Sox & Avila, 2009). The grading key was determined to include bad (1), should be improved (2),
well-done (3) and excellent (4).

Data Analysis

Implementations related to actions to be performed followed this process and include planning,
implementation and evaluation at the next stage of action (Glesne, 2013).

Quantitative data analysis: T-test was used for related samples to carry out data analysis. Whether
t-test can be run for related samples depends on the provision of the following conditions:

1. The scores (measurements) from the dependent variable are in minimum distance scale.

2. The difference scores of the two related measurement sets should demonstrate a normal
distribution (Buyukoztirk, 2009, p.67). Whether the data have a normal distribution or not has to be
checked before starting data analysis. For this reason, the skewness and kurtosis values of the data
should be calculated (Yazicioglu & Erdogan, 2007, p.192). Skewness and kurtosis coefficients between -
2.00 and +2.00 are considered to have a normal distribution in literature (Field, 2009). The difference in
score coefficients between pretest and posttest in MARSI-GRS (SC=-.21, KC=-.93), MARSI-PSS (SC=.63,
KC=1.70) and MARSI-SRS (SC=-.97, KC=1.59) is within the range of -2 and +2. Whether the data shows a
normal distribution or not can be determined with the help of “Shapiro-wilkis” and “lilifeors” tests. If the
significance of these tests is below .05, we can conclude that the distribution is not normal
(Buyikoztiirk, 2009, p.67). Shapiro-wilk test on the difference between pretest and posttest scores
shows that MARSI-GRS (s-w=.96, p=.61), MARSI-PSS (s-w=.95, p=.32) and MARSI-SRS (s-w=.93, p=.14)
tools has a normal distribution (p>.05).

Qualitative data analysis: After the applications conducted every week during the study, inventory
of the relevant parts of the video footage was prepared. Miles and Huberman (1984) examine
qualitative analysis process as a consecutive three-stage classification. The first of these stages involves
“data reduction” previously collected through such techniques as observation, interview and document
review. The raw data set collected on the field goes through the processes of elimination, summation
and transformation. The second stage of the data analysis involves the “visualisation of the data”. After
the data were described in this study, we obtained themes. Reliability of data analysis; [Opinion union/
(Consensus union + Discretion of opinion) x 100.00]. Over 70.00% of the reliability calculations are
considered reliable for research (Miles & Huberman, 1994). Relations and differences between the
variables were identified by comparing the data associated with these themes. In this process, the
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incompatible data were not evaluated. The confidence level reached for metacognitive awareness of
reading strategies was found to be 89.00%.

Results

The Findings regarding the First Research Question: How does WQBT Affect the Development of
Metacognitive Awareness of Reading Strategies of Fourth Grade Students?

Table 2 shows t-test results carried out to determine the significance of the difference between the
mean scores of MARSI-GRS pretest and posttest.

Table 2.

T-test Results of the Mean Scores of Pretest and Posttest of MARSI-GRS
Measurement (MARSI-GRS) n X Sd df t p
Pretest 24 31.00 6.44 3 -76 .45
Posttest 24 32.29 5.46

"p>.05

When we examine Table 2, we can notice that there isn’t a significant difference between the
pretest and posttest scores of MARSI-GRS, t(;3=-.76, p>.01. The average score of the students with
regard to global reading strategies was X = 31.00 before the application, whereas it was X = 32.29 after
the application. This finding indicates that WQBT does not have a significant effect on the development
of the awareness of global reading strategies as a part of MARSI.

General reading strategy contains taking notes to understand, reading aloud, summarising of what is
read, discussing with someone else, and making relations between thoughts by going back and forth in
the text. In the first implementation, while the students failed to use these strategies, they continued
using them successfully as the practices procedeeded. In the first and subsequent implementations,
some groups were selected, observed and videotaped. The teacher and the researcher decided on the
students to be selected. Doing research and having efficient working skill were considered.

In the first implementation, the group taking notes, the students took notes of what they read. They
prepared the learning product by associating these notes. In the second implementation, the paired
group didn’t require to take notes because they briefly wrote the product they preapred to the
PowerPoint slides. The reason of this, in the second implementation, was that they seperately wrote the
information they found to the PowerPoint presentation on each page. In the third implementation, the
students who had taken notes strategies, were required to integrate the information in the related
paragraphs which they reached in the process of writing letters. In the first and the third
implementation, the students felt the need of taking more notes because they were required to write
the sentences which were related to each other, in a paragraph as a whole. After the students read the
notes they took about the content, they wrote to the learning products by relating the information. The
students didn’t just take notes about the content, they also took notes about the questions they would
research because some of the students forgot what to search while they were researching. So, taking
notes about what they were researching prevented distractibility by providing them to focus on the
topic during the reading process. In the third implementation, the process of taking notes and the note
example are shown in Figure 1.

In the first practice, the group having trouble using summarizing strategy wrote the same
information they reached. In the second and the third practices, it was determined that the students in
this group expressed their own sentences by reorganizing, merging, associating and planning. During the
focus group interview process, the summarization and grading strategies used by the students were
reflected in the speech process as follows:

The researcher: What did you notice in the process of reading?

Merve: We read all of the pages which are convenient for us.
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The researcher: What did you do during reading?

Seda: We summarized the things we read (Summarizing).

Gokhan: We took short notes not to forget (Taking notes).

Seda: We tried to answer the questions which were asked. We envisioned the things we read.
The researcher: What did you do after reading?

Ali: We summarized it by underlining the points which we thought as important (Summarizing).

Seda: We checked the work we did and corrected the points we wrote wrong.
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Figure 1. The visualization of the research process in the third application.

In the first practice, the group having trouble using discussion with others strategy experienced
disagreements among them and could not exchange ideas. In the second practice, one of the students in
this group discussed the information he read with his group friends and decided whether the
information they had reached was correct. In the third implementation, the students didn’t use this
strategy because they worked individually.

In the first practice, the group having difficulty in using associating among thoughts strategy by going
back and forth in the text did not need to reach all of the information. That’s why they gained limited
information. One of the students in this group was careful to learn about the whole subject in the
second practice. In the third implementation, the person who used this strategy, used this strategy to
create a link between information regarding the subject she was researching. For example, in the first
application, the students searched for information about the formation of fairy chimneys.

In the first practice, the group having difficulty in using a slow but careful reading strategy to make
sure of reading comprehension read texts at the same speed. One of the students in this group slowed
down his reading speed after noticing that he had reached the information he was searching in the
second and the third practices.

Table 3 shows t-test results which was carried out to determine the significance of the difference
between the mean scores of MARSI-PSS pretest and posttest.

Table 3.

T-test Results of the Mean Scores of Pretest and Posttest of MARSI-PSS.
Measurement (MARSI-PSS) n x Sd df t p
Pretest 24 26.16 5.75 23 416 .00
Posttest 24 32.25 6.59

" p<.01

When we examine Table 3, we can notice that there is a significant difference between the pretest
and posttest scores of MARSI-PSS, t(,3=-4.16, p>.01. The average score of the students with regard to
problem solving strategies was x = 26.16 before the application, whereas it was x = 32.25 after the

774



Hacer ULU, Mustafa ULUSOY — Pegem Egitim ve Ogretim Dergisi, 9(3), 2019, 765-818

application. This finding indicates that WQBT has a significant effect on the development of the
awareness of problem solving strategies as a part of MARS. The value of influence quantity was
calculated as .85. This finding also indicates that WQBT has a big influence quantity on MARSI-PSS
scores.

Problem sloving strategy involves in reading slowly but carefully to understand, circling some points
to help to remember, paying more attention when the text is hard, stopping to think about the things
are read, adjusting the reading rate according to the text, envisioning some parts of the text to
remember, reading again to able to understand if the text gets harder, predicting of unknown meanings
of sentences or words.

In the first practice, the group having difficulty in using a slow but careful reading strategy to make
sure of reading comprehension read texts at the same speed. One of the students in this group slowed
down his reading speed after noticing that he had reached the information he was searching in the
second and the third practices.

In the first practice, the group having trouble using the strategy of paying attention to what they
read when the text was hard did not try to understand those texts when they did not understand what
they read. One of the students in this group concentrated his attention and evaluated it by rereading
the information when he did not understand the content of the text in the second practice. In the third
implementaion, the student who used this strategy examined once again what they were going to look
for by checking the process section. He compared the information he reached and researched.

In the first practice, the group having difficulty in using adaptation of reading speed as per text read
texts at the same speed. One of these students read shorter texts faster while reading long texts slower
in the second and the third practices.

In the first practice, the group having difficult in using rereading to help understanding and using
reread strategy logged out and in sites since they had problem in understanding the texts. One of the
students in this group immediately wrote the content to the learning product when he reached the
knowledge in the second practice.

In the interview of the focus group, the conversation about using this strategy is below:

The researcher: What did you do when you didn’t understand?

Ali: We read the information again when we didn’t understand (Reading again).

Seda: Sometimes the things we read were too complicated for us. That’s why, we read over and over
again to understand. (Reading again).

Table 4 shows t-test results which was carried out to determine the significance of the difference
between the mean scores of MARSI-SRS pretest and posttest.

Tablo 4.

T-test Results of the Mean Scores of Pretest and Posttest of MARSI-SRS.
Measurement (MARSI-SRS) n x Sd df t p
Pretest 24 42.50 7.33 23 -2.99 .00
Posttest 24 50.37 8.12

**p<. 01

When we examine Table 4, we can notice that there is a significant difference between the pretest
and posttest scores of MARSI-SRS, t(;3=-2.99, p>.01. The average score of the students with regard to
support reading strategies was x = 42.50 before the application, whereas it was x = 50.37 after the
application. This finding indicates that WQBT has a significant effect on the development of the
awareness of support reading strategies as a part of MARSI. The value of influence quantity was
calculated as .61. This finding also indicates that WQBT has a middle influence quantity on MARSI-SRS
scores.
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The level of supporting the reading strategies involves in creating a reason in mind while reading,
arousing the prior knowledge, considering if the reading reason fits the text, skimming, deciding what to
pay attention and what to read, benefiting from tables, pictures and figures to make the text easier to
understand, using the content clues to help to understand what is read, using textual aids like bold
fonts, italic letters to specify the main idea, analysing the information and findings in the text by
evaluating them, guessing what the text is about while reading.

In the first practice, a group experiencing problems using the strategy of determining the purpose of
reading read the information randomly because they did not know what to research. One of the
students in this group tried to understand what information they would investigate within the steps
given in the second and third practices. He did their research in accordance with the steps given in the
process phase.

In the focus group interview done with the students, the conversation of the group which used the
strategy of determining the reading reason is below:

The researcher: What did you do before understanding the texts?

Gokhan: We searched in accordance with the steps in the process (see: Figure 2) (Determining a
reading reason).

The researcher: You had a reason before reading. How did you create your reasons?

Seda: We did the research by following the steps given to us. We did the research to find the
information.
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Findik nerede yetistinilir> Findik tarlodan nasil toplani> Findik ne yopminda kulianr?
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Karpuz nasil yetigtinilir> Karpuz gesitieni nelerdir?

Figure 2. A part of the process section in the second application.

For example, in the third application, it was determined that a student followed the steps in the
process section to create a reading purpose and research (See Figure 3). In the first practice, the group
experiencing problems using whether or not text would suit reading purpose could not select
appropriate texts since they could not decide their reading purpose. One of the students in this group
chose mainly the sites that were suitable for reading purposes in the second and the third practices. He
primarily chose the websites which were convenient for their reading purpose. He chose the websites
which were convenient for his reading purpose from the related parts from the source section.

It was found out from the students’ answers that the teaching aids consist of introduction, task,
process, sources and result, also they were aware of this situation’s effect on the learning process. In the
interview of the focus group, the student called Sena said: ““There was a process. We prepared it by
following the steps there” (Guiding), the student called Enes: ““The explanation of the steps we were
supposed to follow made us to learn easier. Finding these steps on the computer led us the way. It
guided us. That’s why, we knew what to do” (Making the learning easier-Guiding). The student called
Mert: “We were able to do the tasks swiftly by following the steps. We didn’t waste any time because we
knew what to do next” (Using the time efficiently), the student called Feyza “we found the information
and pictures required in time by following the steps” (Easy Access).
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Figure 3. Visualization of the third practice by the followers in the process section.

The students clarified that the explanations of the steps which were supposed to be followed
contributed to the learning process in terms of guiding, time and easy access. Providing guidance by the
learning aid decreased the support of the teacher in the learning process. The questions like “what are
we going to search, what are we going to do?”’ were asked. This situation provided to the students to
study independently. The students didn’t waste any time by thinking and perceiving about what they
were going to do. The opinion of the teacher called Deniz on this topic is: “if the learning steps in the
process phase are well-structured, the students obtain the learning content. If not, it would be too hard
to obtain the learning content. If the way which explains to the students how and what they are going to
do is clear enough, they associate the different contents by criticizing and evaluating”.

In the first implementation, the group which used the strategy of benefiting from the tables, pictures
and figures watched the videos over and over again. After watching the videos they reached, they
formed their answers. They tried to give the meaning by examining the visuals very carefully. In the
second implementation, the paired group which used this strategy, formed their answers after they
examined the visuals. In the third implementation the student who used this strategy examined the
visual again and again. For example, in the second application, one of the peer groups includes
information about the beneficial effects of the carpel to the cancer disease. This information reflects the
visual image of the appropriate cells in the learning product (see Figure 4).

KARPUZUN SAGLIGA FAYDALARI

*Bagirsaklari  c¢alistirirmis.
*Astim hastaligini azaltir.

*Kanser hastaligini azaltirmis.

Figure 4. Visualization of the learning application in the second application.

In the first practice, the group having problem in using glancing strategy did not select appropriate
sections from the text. One of the students in this group shifted up and down on the page to browse the
text before reading it in the second and the third practice.
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In the first implementation the group which used the strategy of scannig slided the page back and
forth to scan before reading. They examined the visuals, graphs and titles. That’s why, they made
correct deductions about where they could find the information they were looking for. It was observed
that the students guessed correctly about the topic by scanning the content of the websites.

In the focus group interview done with the students, the conversation of the group which used the
strategy of thinking about if the reading purpose fitted the text, benefiting from tables, pictures and the
figures and paying attention to the writings written in different colors are below:

The researcher: What did you pay attention to while you were skimming the websites?

Seda: We checked if they were related to our topic (Thinking about if the reading purpose fits the
text).

Gokhan: We looked at the pictures. In order to differentiate if they were related to the topic
(Benefiting from tables, pictures and the figures).

Seda: There were writings written in red and blue. We looked at them (Paying attention to the
writings written in different colors).

In the first practice, the group having problem using decision-making strategy to read carefully what
to read even logged into unrelated sites and read information on those sites persistently. One of the
students in this group started to read information he was searching more carefully in the second and the
third practices. He read irrelevant information on the subject superficially. This enabled the student to
complete the learning product before others.

In the first practice, the group experiencing problem in using the strategy of evaluating and analyzing
information and findings in the text reflected unrelated information to learning products. One of the
students in this group made an assessment in the second practice to make sure whether they reached
the information they were investigating after reading the texts with their group friends. In the third
implementation, the students who used the strategy of analyzing the information and findings in the
text by evaluating them, prepared the learning product after they read and evaluated the information
they were supposed to search. It no unrelated information was encountered.

Throughout the course, students completed their tasks using reading strategies. For example, in the
second application, the use of Esra and Pinar's reading strategies is reflected on the speech process as
follows:

Pinar: Let's go to Diyarbakir watermelon.
Esra: What do we research about Diyarbakir watermelon?
Pinar: Diyarbakir watermelon, but what are their names? Should we go to the process section?

Esra: "What substances are in the watermelon?" (Students use the strategy of determining the
purpose of reading).

Pinar: Okay then let's go to the resources section and search this information.

The dialogue between Esra and Pinar shows that they used the strategy of determining the aim of
reading. Students arrived at the process section to get an idea of what to research. Following the given
steps contributed positively to organizing information. In the third application, it was observed that the
students were searching the information in a series of ways because they had gained experience. Prior
to conducting research, they gained awareness of using a reading-intention strategy.

In Esra and Pinar's second application process, we can see the speed of reading slowly, but carefully
reading, reading to see what the text was about, guessing what the text was about, reading aloud, going
back and forth between the minds, deciding what to read carefully, they had no trouble using the
strategies to adjust to the context and pay attention to what they read when the text became difficult.
The conversation between the students took place as follows:
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In Esra and Pinar's second application period reviewing, guess what the text was about, reading
aloud, to go back and forth in the text and establish relations between the minds, deciding what to read
carefully, slow but careful reading to make sure you understand, they did not have any difficulty
adjusting their reading speed according to the text they read and using the strategies to pay attention to
what they read when the text became difficult. The conversation between the students took place as
follows.

(The students are looking for the content of watermelons).

Esra: Enter this website (They read in a fast way).

Because the students couldn’t find the information they were looking for, they swiftly scanned the
website (The students used the strategy of adjusting the reading rate according to the text).

Pinar: There is no information about the content of watermelons.

Esra: Let’s check the sources.

Pinar: It might be here. Let’s read here. It must be written here. Let’s read (The students started to
read aloud one by one).

Esra: There is no related information here.

Pinar: Let’s go to the source section and then other websites. Let’s enter that website.

Esra: Look at the titles

Pinar: Planting of watermelon, watermelon jam.

(At this stage the students were quickly browse the word in the text. Students can use the review
strategy.)

Esra: It says benefits of watermelons. Does it ask this information? Let’s check the process (Esra says
to her friend to check the process phase by trying to guess if the benefit of watermelons are asked to
research or not. Students use the strategy of guessing).

Pinar: What are the watermelon types and what are the benefits of watermelons?
Esra: Then, let’s use this website later.
Pinar: Ok.

Esra: Go to the previous website. Let’s check there again (In this phase, the student wanted to check
the previous page once again. The students use the strategy of reading again).

Esra: Watermelon consists of 90.00% water. 100.00 gram watermelon consists of 1.00 gram protein,
6.00 gram sugar.

Pinar: Go ahead. There can be more information (The students use the strategy of association
between the ideas by going back and forth).

Esra: In watermelons, there is no fat. Beside, watermelons consist of vitamin A, vitamin C. (The
students started to read. They realized that this is the information they were looking for. They changed
the way of reading and started read slower, loudly and dominatively. The students used the strategies of
reading aloud, reading slowly but carefully to be sure they understand what they read and paying
attention to what they read).

Pinar: Also, 100.00 gram watermelon consists of 1 gram protein and 6 gram sugar. No fat (Because
they exchange their ideas, they use the strategy of discussing with other people).

Esra and Pinar determined the necessary information for themselves by examining the sites in the
resources section related to the presentation they would prepare. Using the reviewing strategy enabled
them to discover the structure of texts, their layout and important places. They made use of the
prediction strategy, allowing them to create ideas about texts and to think in multiple ways. They used
the strategy of reading aloud, allowing group members to listen to each other and evaluate the
information. The strategy of going back and forth between the minds in the text contributed positively
to establishing a link between the cues, determining the main and side thoughts, sorting the events and
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thoughts in the text, and establishing a causal relationship. To make sure that they understood, the
strategy of slow, but careful reading and the strategy of adjusting reading speeds reinforced their
understanding. It was observed that both silent and silent reading types resorted to both.

In the second application process of Esra and Pinar, the speeches that revealed that they used the
strategies of using tables, pictures and figures, evaluating and analyzing the information and findings in
the text, discussing with others, expressing with their own words, taking notes and summarizing were
realized as follows:

(The students found and read the information they were searching).

Esra: Watermelon consists of 90.00% water. In 100.00 gram watermelon, there are 1.00 gram of
protein and 6.00 gram of sugar. There is no fat. Also, in watermelon, there are vitamin A and vitamin
C

Esra: In watermelon, there are vitamin A and vitamin C. It has a lot of health benefits. It has a lot of
benefits to human health (The students analyzes the information and findings by evaluating them (They
use the strategy of analyzing the information and findings in the text by evaluating them).

Esra: What will we write, then? Open the presentation page. Write “ Watermelon contains protein,
water, sugar, vitamin A, Vitamin C (Students used summarising strategy because they wrote the
information they read by stating it with their own sentences).

Esra: She checks the student picture file to pick a convenient picture for the content of watermelon.
Let’s find a convenient picture for this information. Open the pictures in the source section.

(Pinar Open ““Pictures”. Take look at the pictures.)

Pinar: There are related pictures. Copy these pictures (She points her finger at vitamin A and vitamin
C pictures).

Esra: Copy right away.

Pinar: Yes, i managed to copy (Because the students found and pasted the related picture, they use
the strategy of benefiting from tables, pictures and figures).

The presentation page of the students at the end of the research is shown in Figure 5.

EHS OB 26) - Microsaft PowerFoint ? o] A%
PEBTH G | EKiE  TASARM  GEGIER  AMIMASYONLAR  SLAYTGOSTERSI  GOZDENGECIR  GORONDM  EKLENTILER h..‘.r..-n

o

Vitamin C

Figure 5. Presentation page example.

Esra and Pinar used the strategy of analyzing the information and findings by evaluating them while
they were commenting on the content when they reached the substances of watermelon. It is required
that the reader interprets the information he reaches from the screen by using the processes like
ordering, grupping, bonding and questioning. They exchanged the ideas they found by discussing and
questioning. Integrating by analyzing the content parts in different websites require high level mental
processes in the process of WQBT. The students summarized the presentation page after they discussed

780



Hacer ULU, Mustafa ULUSOY — Pegem Egitim ve Ogretim Dergisi, 9(3), 2019, 765-818

the information. As the process progressed, they made some editing and associating on the information
they found without taking them directly. They used the picture file for presenting the visual related to
the content. The visual they picked is convenient for the content. It was seen that the students used the
strategy of benefiting from tables, pictures and figures to understand what they read.

The Findings regarding the Second Research Question: How does WQBT Reading Comprehension
Affect the Teaching Process?

The WQBT is designed to encompass the four phases of the course planning: preparation,
comprehension, observation and self-expression.

Preparation: In the preparation process of each of the three implementations, the attention of the
students were taken about the lesson topic. In taking attention process, the visuals like pictures and
photos have been viewed. Some questions have been asked to determine the students’ prior knowledge
about the products they were going to prepare. For example, in the first implementation, the students’
task was to prepare a brochure about the famous places in Turkey. The motivation of the students were
provided by asking them to read the Introduction part (What is mentioned in the introduction, what’s
the name of the girl, what firm is there, what is the prize, what will be the project’s topic?) in
accordance with the prepared scenario. Motivation consists of cognitive, social and emotional powers.
These components help the behaviours to emerge.

Activation of preliminary information: “In the first practice, it was determined that the students
experienced problems in using strategy of using activation of preliminary information”, observation
08.04.2016. “In this direction, it was decided to brainstorm with members and ensure that the students
make associations regarding concepts such as famous place and brochure”, Decision 11.04.2016.

Afterwards, the preparations were made for Task part by making explanations related to features
required to be in a good brochure. The questions like were asked “What are the features of a good
brochure, what would you do if your teacher asked you to prepare a brochure?”. Having pictures,
determining the topic in the process of brochure planning, deciding what to do, conducting research,
having a good writing style, having detailed information were among the answers of the features of a
good brochure question. It was detected that the students had awareness of what the features of a
good brochure need to have. The answers like pictures, color and a good writing style showed that they
stated their opinions in terms of form. Giving detailed and related information about the content were
among the answers.

This situation showed that the students had limited information about the content of the brochure.
Students were asked to read the task section page.

The researcher: What are the topics need to be in the brochure you prepared?

Gokhan: Uludag ski resort, Pamukkale Travertines, Cappadocia and Mounth Nemrut.

The researcher: Yes. The information you were looking for should have been about these topics. Are
there any other features that have to be in a good brochre?

Mert: Making it colorful could take people’s attention.

Feyza: We should write it with nice statements. We can do it by putting more pictures and writing
more.

It was aimed that the students understand which contents needed to be in the brochure. At the
same time, it prior knowledge was provided to create about the texts they were going to read through
Introduction and Task parts. They created the prior knowledge about some key words.

Similarly, in the second application, questions about the scenario in the second application were
asked, "What kind of company would you like to prepare, which award to prepare the best offer?"
Teaching tool is designed to prepare PowerPoint presentation about the direction of the food produced
in Turkey. It was stated that a fruit basket would be given to prepare the best present. The task was
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discussed with the students. The question "What are the features of a good PowerPoint?" was asked
and examined in terms of content and form, showing a sample PowerPoint. In the third application of
the duties of the individual students 'found in Turkey Ancient Cities' were related to letter writing. The
students were asked "Where are the people who used to live in the past, where are the people using
them?" The students used cave where people used to live. Today, people live in collective areas such as
shopping centers, markets, stadiums or schools. After the preliminary information of the students was
actuated, the motivation of the students was tried to be provided by examining the entrance section. It
was stated that the person who wrote the best letter would receive a knight prize. The task was
discussed with the students. ""What are the characteristics of a good letter?" was asked and the sample
papers were examined to give information about introduction, development and conclusion sections of
the letter. Introductory and introduction of the mission section was aimed at providing the motivation
for the students, activating preliminary knowledge about the subjects and getting some ideas about key
concepts.

The students were asked to read the Process section. This was viewed with the students. Using the
example of brochure in the process section provided the students to create the brochures in their
minds. This helped the students to understand how they were going to prepare the brochures in tems of
presentation and planning, organization, text-font selection, and visual-text and title-text cohesion. In
each of the three implementations, giving examples on learning products gave the students clues.

Comprehension: In the first embodiment students prepared brochures about the ““Famous Places of
Turkey”. Therefore, they were asked to read the process section and create a reading purpose. At this
stage, it was observed that the students did not aim at reading but randomly investigated.

Making a decision on structuring the process section: ''The process used in the first application was
not very detailed in the process. This made it difficult for the students to figure out exactly what to
research. Sometimes it was seen that they were randomly searching the information", reflective diary
12.04.2016. “This situation is discussed by members. The process part of the teaching tool used in the
second and third application is detailed”, Decision 22.04.2016. Finding a solution to this problem, the
resolution of the decision is reflected in the diary as follows: “In the second and third applications,
awareness of which subjects students will investigate prevented them from using the teaching tool and
conducting research without purpose. Provide guidance to students. When researching, they helped
them find a solution to their problems”, reflective diary 04.05.2016.

Explanations about using the strategy of determining reading purpose were made in the second
implementation. During the implementation process, to get information for students about the strategy
of creating a reading purpose, the explanation made is below:

The researcher: What does “having a purpose before reading’”’ mean?

Feyza: To learn the texts.

The researcher: What else?

Merve: To understand the texts.

The researcher: “Determining your reading purpose means finding answer for the questions like”why
am i reading these texts, what am i going to learn when i read these text.” The reason why we read the
texts is to comprehend the texts, determine the details, answer a certain question and evaluate the
things we read.

To create a reading purpose, the beginning of the Process section was used (See: Figure 3 (An
example is given from the second application):

The researcher: What do you see in this section?

Melike: Pictures...

Pinar: We see questions.

The researcher: What are the questions about?
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Enes: Nut, peach, honey...
(The questions are read).

The teacher: You are going to research consequently in the study you are going to do. After getting
information about the topics, you are going to evalute the things you read. You are going to research
the information according to the steps below.

The students reached the process section to get an idea what they were going to research. Following
the steps given contributed to organize the information. In the third implementation, because the
students gained experiences, it was observed that they serially researched the information. Before
doing the research, they gained awareness of using the strategy of determining the reading purpose.

Reviewing, guessing, reading aloud, associating between opinions by going back and forth in the
text and using other strategies: The source section of the learning tools which were used in the first, the
second and the third applications implementation were projected to the smart board so that the
students were able to open it on the computer. In the first application, it was observed that students
could not decide which sites to read and could not use the reviewing strategy.

Making a decision on the use of reviewing: The students did not know which sites to read and
opened different sites. This led to mental complexity as well as time loss, reflective diary, 15.04.2016. In
this case, it is planned to apply more examples before the study on how to implement the strategy of
browsing the sites in the teaching tools in the second and the third application by discussing with
members, decision 22.04.2016. It contributed positively to the students to predict the scans and the
texts.

The students were provided with information on how to use these strategies by recognizing links in
the resources section. For example, in the second application, information on how they would use these
strategies is given as follows:

The researcher: There is a source list about four products. When you make a research about nuts, you
should check the source section about nuts, when you make a research about watermelons, you
should check the source section about watermelons. For example, click one by one the websites about
nuts in the source list. When you click that website, (by pointing at it) what are things take your
attention? The title and the pictures, right? What is the title of this text?

Yalgin: Nut harvest.

The researcher: What do you see when you look at the pictures?
Pinar: People pick nuts.

The researcher: So, what is the relation of this website with the topic?
Seher: It is about picking nuts in the fields.

The researcher: yes. This website is about picking nuts from the field. On this website, i can’t find any
information about nut oil. On this website, i can find information about nut harvest. What should we
do before reading the text on the webiste?

Sena: We should look at the titles and the pictures.

The researcher: You should take a look at the websites. Then, we can decide what the website is
about. We don’t lose any time. In the next step, if we are sure the website is related to the topic we
are searching for, we can start to read the texts.

We can read silently as well as reading aloud so that our friends can hear. Then we can discuss what
we read with our friend. What should we do if we do not understand after reading?

Ali: We start to read over again.

The researcher: We may read the texts over again or slower.

By indicating to take a look at the title, visuals and eye-catcher writing styles (bold, colorful, italic) to
make a guess about the content of the topics on the websites, scanning the websites contributed the
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students to guess which texts they were going to read. Not using of the contents like ads and news in
the learnnig products showed that they could see the difference between related and unrelated
information. In the first implementation, they were told that they should listen or follow while one of
the group members was reading aloud.

In time, the students gained experience about using this strategy. In the first application, there was a
lot of noise because the students applied the strategy of reading aloud in an unconscious way. This is
reflected as follows:

Making a decision on the use of reading aloud strategy: “The groups read the texts aloud to each
other. This prevented them from focusing on texts”, reflective diary 13.04.2016. This situation was
discussed by members. “It was planned that students who were in the same group should be informed
that one of the students in the same group should listen while the other is listening, speaking low in a
low tone, and talking with a group friend to tell them their thoughts when they do not understand it”,
Decision 22.04.2016.

It was observed that the students started to read slowly by changing their tone of voice when they
reached the related information. Because the students were researching about a certain topic in WQBT
tool, to make sure the correctness of the information they were searching for, they read in a more
controlled way (aloud, slow etc.). In the first implementation, some of the students had trouble to
implement the strategy of associating between opinions by going back and forth in the text. They did
not feel the need to read more of the text when they received information about the topic they were
searching for, or they did not read the rest of the text because they did not shift the display bar. A
solution to this situation was found.

Decision to go forward and back in the text and use the strategy of establishing a relationship
between thoughts: “It is planned for the students to read the continuation of the text and give
information about reaching other related information by moving the scroll bar”’, Decision 22.04.2016.

In the second application, it was determined that the peach kernel gave different information about
the usage areas by reading the entire page of the group named Best Friends (See Figure 6).

Findigin kullarim  Alanlar:

Diinyada cerez olarak da tiiketilen findigin % 90'a yakini
kavrulmus, beyazlatiimig, kiyiimis, dilinmis,un ve plre halinde
cikolata, biskvi, sekerleme sanayiinde, tatli, pasta ve dondurma
yapimi ile yemek ve yardimci madde olarak kullanilmaktadir.

Yaklasik besbin yildir bilinen findik, meyvesinden odununa kadar
bircok yerde insanliga biiylik faydalar saglamaktadir. Findik kabugu
Ulkemizde ozellikle findik Gretilen bolgelerde ok degerli ve yiiksek

kalorili bir yakacak olarak kullaniimaktadir.

Figure 6. Part of the learning product that the best friends in the second practice group prepared.

Using the strategies of benefiting from the tables, pictures and figures, analysing information and
findings in the text by evaluating them, discussing with someone else, taking notes and summarising:
The importance of associating the content with the convenient visuals and preparing the learning
product by indicating that they need to write the information they were researching in accordance with
the group members’ common opinion with verbal communication were emphasized. In the first
application, there was a problem with this issue, and the solution was as follows:

“In the first application, the students selected their sites from the images and gave them clues. At the
same time, some images were inadequate. The image file should be added to the teaching tool used
in the second and the third application’, Decision 22.04.2016.

For this purpose, a picture file was added to the teaching tool used in the second and the third
application and the following information was given:
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For this reason, the picture files were added to the learning tool in the second and the third
implementation. “The Picture file” and ‘“‘worksheet” in the learning tool used in the second
implementation were used to give them information about the strategies of benefitting from tables,
pictures and figures and analysing the information and the findings in the text, discussing with some one
else, taking notes and summarising.

The researcher: To make sure that you find the correct information, you can discuss with your group
friends. After making sure, you can write the information you research to the presentation page by
clicking the book image in the process section. Beside, in accordance with the information you are
looking for, you can copy the convenient pictures by picking them from the “picture file”.

A part of “Picture File”” is shown in Figure 7.

Figure 7. Picture file.

The reseacher: You can talk to your group friend about whether you have the right information to
make sure you find the information you are looking for. Once you are sure, you can write the
information you are looking for on the presentation page by clicking on the book image in the process
section. As you type, you should summarize the information in your own words. You can write notes
for this and write your ideas directly to the presentation.

Students were asked to research the Aspendos antique theater in the process section. It was seen
that the students analyzed the information on the sites and reflected and summarized the correct
information in the learning product (See Figure 8).

I will give information about the aqueducts, produced products and antique theater about the
ancient theater of Aspendos. There are historical aqueducts that characterize the ancient city of
Aspendos in the Serik district of Antalya as the “life veins”. Aspendos is on the way to important trek.
There is a story about the ancient theater. There's a girl with a broken heart. Kiral would give her
daughter the best thing in the village. The twin brothers are starting to work. Somebody built a water
gate. The other is an ancient theater. | want to give her the girl who is the water passer. The person who
performed the ancient theater took the king to the ancient theater. Someone told me to give me the
chrysanthemum. When the sound echoed, he heard the chirality. She split her daughter in two. He gave
it to him. She gave the other to him. It was 2 levels in the ancient theater. There are seven doors. The
best ones stand out in front of women. Today the theater is used to give concerts. It's about 15,000
people. Aspendos has produced salt, olive, oil. He was raised.

Figure 8. Paragraph example of the learning product prepared in the third application.

It was observed that the students experienced difficulty in using summarizing strategy in the first
practice. This situation was discussed with the members, and decision was taken.
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Providing Information about the use of the summarize strategy: ‘‘Learning products have shown
that students had weak summarizing skills”, reflective diary 08.04.2016. In the second practice, it was
observed that the students did copy and paste the information from PowerPoint presentation, did not
summarize or express with their own sentences”, reflective diary 10.05.2016. Both situations were
discussed with members. In interviews with members, decision was taken to inform students who had
copied and pasted information exactly and asked these students to summarize sentence by sentence by
increasing their number of sentences, Decision 22.04.2016.

Reviewing of the rules: The learning products that the students prepared were required to be
improved according to the evaluation section (See: Figure 9). The students were asked to examine the
learning products according to the criteria (title-text cohesion, checking if they reached correct
information, associating the text and the related visual, spelling and punctuation marks, summarising
etc. in the evaluation section. The students who had difficulty were guided.

DEGERLENDIRME
sunular

GlRls of
GOREV. T

i rubrige gore degerlendirilecektir.

3

SUREC
KAYNAKLAR

DE( GERLE\’QIRME
soNTC

Sunum ve
Planlama

Sunum metoduna uyulmamits
Planlama belisizdir ve taslak
uygun degildir. Genel gortntm
cok Szensuzdir

Sunum metoduna_uyulmustur
Fakat planlama ve taslak
belirsizdis, Genel  gortngm
szensizdir

Sunum metodu  uygundur
Planlama  ve  taslak
detaylandinlsbil.  Genel
géruntm iyidie

Sunum metodu, tasiak  ve |
planlams  detayhdir.  Genel |
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Organizasyon
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amscm  anlamak  oldukga
todats
Bilimsel dogruluk
(Igerikle ilgili bilg: yokrur veya
hatalidur).

yoktur

Fikirler suali ve mantikli olarak
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olup okuyuculann kafass
fazla kangtnlmadan tutasls
yap: sunulmugtus

| Bilimsel dogruluk meveuttur
gi | (Igenkle ilgili bilgi yetesh

dtizeydedir)

Flrlerin_gogu sl ve
mantikl: olarak siralanmuy olup
okuyucuyu metne
yonlendirmektedis

Bilimsel dogruluk _ oldukga
detaylidse (Igerikle ilgili bilg: |
agtk ve uyguadur)

Imla
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Figure 9. The evaluation section of the teaching instrument used in the second application.

By taking advantages of the evaluation section and with mutual dialogues, the students were guided
for arranging their learning products. Some students were observed that they had difficulty while they
were arranging the learning product.

Self expression: The students set free to make presentations. When they had difficulty, they were
directed. Talking about the learning products they prepared to their friends made the information, their
learning was more permanent.

For example, the presentation which was made in the first implementation is below:

The researcher: The purpose of presentations is to strengthen the information we get. Instead of
reading the information, you should present the things you understand with the help of the
brochures. Instead of only one person speaking, you should let your different group friends speak. You
can comment on each other’s spekaings at some points. Also, you should pay attention to the
speaking rules. In your presentation, it is required to adjust your tone of voice and indicate the topic
of your study.

The groups and the students who wanted to make presentations tried to summarize the content
about the learning products by giving information.

The qualities of the learning products prepared by the students during the first, the second and the
third application are shown in Table 5. Table 5 examines the development of learning products prepared
by students during the application process in terms of presentation and planning (first application x =
2.75, second application x = 3.29, third application x = 3.52), organization (first application x = 3.00,
second application x = 3.66, third practice x = 3.43), scientic accuracy (first application x = 3.62, second
application x = 3.75, third application x = 3.75), punctuation (first application x = 2.81, second
application x = 3.08, third application x = 3.02), resources (first application x = 3.31, second application
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x = 3.16, the third application x = 3.75, content validity (first application x = 2.62, second application x =
3.50, third application x = 3.29), originality (first application x = 2.62, second application x = 2.25, third
application x = 3.91) showed development. This situation showed that the students developed using
metacognitive reading strategies in their learning products.

Table 5.
The Arithmetic Mean of the Learning Products Prepared by the Students during the First, the Second and
the Third Application.

First Application Second Application Third Application

(Brochure Preparation) (PowerPoint Preparation) (Letter Writing)

Dimensions n X Dimensions n X Dimensions n x
Presentation and 8 2.75 Presentation and 12 3.29 Presentation and 24 3.52
planning planning planning

Organization 8 3.00 Organization 12 3.66 Organization 24 3.43
Scientific accuracy 8 3.62 Scientific accuracy 12 3.75 Scientific accuracy 24 3.75
Punctuation 8 2.81 Punctuation 12 3.08 Punctuation 24 3.02
Resources 8 3.31 Resources 12 3.16 Resources 24 3.75
Content validity 8 2.62 Content validity 12 3.50 Content validity 24 3.29
Originality 8 2.62 Originality 12 2.25 Originality 24 3.91

Discussion, Conclusion & Implementation

Metacognitive reading strategies inventory was applied at the beginning and at the end of the
process in order to investigate the effect of WQBT on metacognitive awareness of reading strategies.
We have found out that there is a significant difference between pretest and posttest scores on the
level of problem solving in favour of the posttest. This result is in accord with the findings of the study
conducted by Makrogiorgou and Antonio (2016), which showed that WQBT has a positive effect on the
ability of 6" graders (n=40) in adjusting their reading rate. We have found out that there is a significant
difference between pretest and posttest scores on the level of support reading strategies in favour of
the posttest. The results of this study are in congruence with the previous studies (An & Cao, 2014;
Makrogiorgou & Antonio, 2016). On the global reading strategy, on the other hand, there wasn’t any
significant difference between pretest and posttest results, though there was some increase. No study
on the effect of WQBT on global reading strategy could be found in literature. Therefore, the result of
the study couldn’t be correlated with those of any other study. However, researchers indicate that
students used global reading strategies during WQBT process. According to Henning (2013), students
share roles (reading, writing, using the computer), read the information on websites aloud and discuss it
while they are studying in cooperation. They arrange information and draw conclusions by using content
clues while reading. The choice of websites depends on the foreknowledge of students and they
evaluate what they have learned by analysing what they have read. WQBT requires using different kinds
of thinking abilities such as comparison, classification, making inferences, analysis, producing proof,
summarizing and conducting analysis in order to accomplish the tasks.

It was observed during this study that some students took down notes while they were searching for
information. This observation is consistent with the results of the study conducted by Popota (2014)
which indicated that most students tend to take notes during the application process of WQBT and they
make use of these notes while preparing learning products. The fact that the students in this study
resorted to rereading is consistent with the study conducted by Brown and Zahner (2006) in which
students reread the instructions and the explanations presented to them.

Students completed the learning products by following the steps given in WQBT process. This
contributed positively to the students' willingness to read. The pupils' reading intentions contributed
positively to the lack of time and provided guidance in conducting research. The students who
participated in this study stated that the guidance and the explanations about the steps to follow in
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WQBT tool were useful as they facilitated and accelerate dlearning process. This view is consistent with
the study conducted by Hassanien (2006), which concluded that most students found WQBT attractive,
practical and easily accessible. In another study carried out by Kachina (2012), students adopted a
positive attitude towards WQBT as the teachers explained the process step by step and presented the
rubrics to the students. And yet another study conducted by Balkisoon and Balkissoon (2014) reported
that students’ ability to make efficient use of time during activities was improved as the steps were
explained to them. According to Harashima (2008), while individuals are carrying out research in the
digital environment, they should have guiding questions in their minds. For this reason, they need to
devise plans to read the texts. Presenting the information to be searched for in a systematic way during
the process stage of WQBT make it easier for the students to make plans while reading the texts.

We observed that the students initially had difficulty in using navigation and scanning websites, but
they overcame the difficulties over time. These findings are in accord with other studies (Balkissoon &
Balkissoon, 2014; Chang, Chen & Hsu, 2011; lkpeze, 2009; lkpeze & Boyd, 2007; Kachina, 2012; Leite et
al., 2015; Segers & Verhoeven, 2009). According to Scott and O’Sullivan (2005), one of the disadvantages
of hypertexts is that they contain too much information. During reading process, individuals could be
confused about what to do in their next step, how to find the information they want while moving
backward-forward and how much time they need to spend. WQBT tool might eliminate this
disadvantage for those who aren’t familiar with hypertexts.

Students had difficulty in understanding some of the information, correcting their mistakes and
reaching an agreement when they had different opinions from those of the other group members. Some
students expressed different opinions about the problems they encounter in the studies conducted to
this day (Hassanien, 2006; lkpeze, 2009; Kachina, 2012; Mohn, 2004). For example, 6.00% of the
students said that they couldn’t have access to some resources in the study conducted by Hassanien
(2006); one of the students stated that visiting too many websites makes the research process harder in
the study carried out by lkpeze (2009); the students taking part in the study conducted by Kachina
(2012) stated that they got tired and couldn’t write much as they go through too much information on
the internet and the teachers said that it was a proper teaching method for students but added that
15.00% of the student had hard time accomplishing the tasks in the study conducted by Mohn (2004).
However, the students who took part in our study didn’t mention any difficulty in accessing to
resources, any difficulty in the research process arising from the multitude of the websites they visited,
nor did they express that they weren’t able to write or they got tired as a result of encountering too
much information. The problems experienced during the study conducted by Ikpeze and Boyd (2007)
include complaints on part of the students that the websites are loaded with too much information, that
distraction was experienced by the students and they tended to visit their favourite websites and to use
the computer to play games. We observed that the students taking part in this study focused on
irrelevant content (commercials, news etc.). The study carried out by Segers and Verhoeven (2009)
concluded that 6" graders had difficulty in focusing on the tasks as some of the websites had contents
which were inappropriate for their age. The websites which were found inappropriate for the students
during the pilot scheme were omitted from the list of resources.

WQBT process is advisable for students to enable them to organize information and it is linked to
constructivist theory (Segers & Verhoeven, 2009). Traditional teachers are the absolute controllers of
the programs. Teachers can realize student centred learning by encouraging students to become more
active during WQBT process with the help of the computers in their classes (lkpeze, 2009). The teachers
who took part in this study stated that WQBT is instrumental in transition from teacher-centred
education to student-centred education and they had positive views about the integration of WQBT into
their teaching programs.

While there are studies that have reached positive results with regard to WQBT, there are other
studies which have different views (VanFossen, 2009; Zheng et al., 2007). According to VanFossen
(2009), it is suggested that WQBT is a validated and recommended model in the research so far, and one
of the important points is the possibility that it is not suitable for every student. In the study carried out
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by Zheng et al. (2007), 226 teachers stated that WQBT based on inquiry is not effective. This indicates
that a great deal of effort is needed with respect to classroom applications, teacher competence and
prospective studies that should be undertaken on WQBT. Taking all these results into consideration, we
can say that misinterpretations might arise in the comparisons to be made in similar studies unless a
multifaceted analysis is carried out.

Suggestions
Suggestions were made for teachers and researchers in accordance with the results of the research:

e Teachers should introduce, model the strategy to be used and make a clear explanation for the
situations it should be used in. S/he should guide students in practicing the strategy and occasionally
encourage them to use the strategy by themselves after reviewing these strategies. In addition,
cooperative learning environment should be ensured by encouraging students to use strategies,
thinking aloud during the reading process.

Before applying WQBT, teachers should make sure that students have the relevant skills for reading on
published texts. After all, when we consider that individuals who are incapable of using reading skills in
electronic environment will build on the skills, habits and strategies they make use of on printed texts,
it will be more functional to base e-reading comprehension skills on the skills of reading printed texts.

More multiple scenarios can be used for the choice of students in the choice of preferences in the
implementation of WQBT (Gokalp et al., 2013).

e There is a limited number of studies providing insights on the development of basic skills using
technology in the Turkish education program. It is very important to increase these gains according to
grade level because today's individuals are involved in face-to-face communication as well as e-mail,
messages, blogs, facebook, twitter through elements such as communicates. Most of the time they
use the native language unconsciously. In the application process, teaching by taking advantage of
technological opportunities will bring mother tongue development to different dimensions. In this
respect, the integration of technology into educational programs has become a necessity.

It would be worthwhile to deal with a subject that will help to investigate reading strategies and skills
through WQBT within the scope of various school subjects. As a result, reading skills in digital
environments could be acquired in a practical manner. For this reason, studies supported by the
procedures of thinking aloud could be given priority in order to better identify e-reading
comprehension skills.

e The effects of the WQBT on the development of other skills in the Turkish curriculum can be
investigated. Today, there are many students in Turkey who have difficulty in expressing themselves.
The results of the application can reveal important results in terms of providing the development of
writing skills in line with the new literacy theory.
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Tiirkge Siiriim

Girig
Bireyin akademik ve sosyal yasamini basarili bicimde devam ettirebilmesi icin okuma becerisinin
kazanilmasi oldukca dnemlidir. ilkokulda bu becerinin kazanilmasinda veli, 8grenci ve dgretmen is birligi
icerisinde galisarak diger dil becerilerinin gelistiriimesinden daha ¢ok caba harcamaktadir. Bazi 6grenciler
bu beceriyi kazanamazken, bazilari ise kodlama becerisini kazanmasina ragmen okudugunu anlama
diizeyine ulagamamaktadir.

Bireyler Ustbilissel okuma stratejilerini kullanarak anlam olusturmaktadir. Ustbilis kavrami ilk olarak
Flavell (1979) tarafindan kisinin kendi diisinme sireglerinin farkinda olmasi ve bu slregleri kontrol
edebilmesi olarak ifade edilmistir. Harvey ve Chickie-Wolfe’'ye (2007) gére “Ustbilis insanlarin
performanslarini uygulamalari ve izlemeleri icin zihinsel siregleri hakkinda bilgilerini kullanma yolunu
yansitan genel terimdir’” (p.124). Metabilissel farkindalik ve bilgi, 6grencilerin Ustbilissel stratejileri
kullanmalarina yardimci olur (Biggs & Moore, 1993). Strateji bilgisi bireylerin ezberleme, distinme, akil
ylritme, problem ¢6zme, planlama, ¢alisma, okuma, yazmayi iceren farkh stratejiler hakkinda bilgisini
icerir. Metabilissel bilgi bu stratejilerin kullanilma zamani ve nedeni konusunda bilgileri kapsar (Pintrich,
Wolters & Baxter, 2000). Bu dogrultuda, okuma stratejileri Ustbilissel farkindahgi okuyucunun 6grenme
surecine yardimci olmak igin kullandigl herhangi bir segenek, davranis, dusiince, dneri ve teknik olarak
tanimlanmaktadir (Cook, 2001; Maasum & Maarof, 2012). Basarii bir okumanin otomatik
gerceklesmedigini soyleyebiliriz. Basarili bir anlama bilissel bilgiyi izlemeye ve diizenlemeye baghdir
(Baker & Brown, 1984; DeBoer, 2003). Okuma stratejilerini etkili bicimde kullanmak okuma sirasinda
kullanilan okuma stratejilerinin nerede ve ne zaman kullanilacag bilgisi ile elde edilebilir (Turhan &
Zorluel-Ozer, 2017). Bu stratejileri kullanan okuyucular, kelimelerin anlamini bilmeye odaklanmayip
okuduklari metni yorumlamaya calisirlar (Pressley & Afflerbach, 1995). Ustbilis, okurun metinlerdeki
problemleri belirlemesi ve okuduklarinin farkinda olmasidir. Okur Ustbiligsel farkindaligi yoluyla metinde
anlamadigl noktalari tespit ederek okudugunu anlamlandirmak icin uygun stratejileri secer (Johnson,
Freedman & Thomas, 2008). Okuma stratejileri, metne karsi bakis agisi edinmek igin bilissel, davranissal
ve motivasyonel yapinin kullanimini gerektirir (Graesser, 2007; Moreillon, 2007; Rosenblatt, 1978;
Woolley, 2011). Zimmerman ve Hutchins (2003), yedi okudugunu anlama stratejisi belirlemistir: On
bilgiyi aktiflestirme ve insa etme, zihin imajlarinin kullanimi, sorgulama, yorumlama ve sonug ¢ikarma,
temel fikirleri belirleme, fikirleri diizenleme, sentezleme, 6n bilgiyi insa etme ve aktiflestirme (Cite in:
Moreillon, 2007). Harvey ve Chickie-Wolfe’ye (2007) gore, okuma stratejileri ana fikri belirleme ve
onemli bilgileri tanimlama, “anladiklarini’” ve “anlamadiklarin’’ kontrol etme, sorgulama, hizli olarak
gozden gecirme, imaj olusturma, o6rnek disiinme, Ozetleme, okuma dergileri tutma, grafik
organizasyonu kullanma, not alma, taslak olusturma, anlam lretme, sonug ¢ikarma ve bilgisayara dayali
6g8renme cevrelerini icerir. Okuma stratejilerini kullanmayan okurlar anlami ylizeysel elde etmektedir.

Ogrencilerin okuma stratejilerini kullanma durumlari incelendiginde, zayif okurlarin iyi okurlarla
karsilastirildiklarinda daha az Ustbilissel stratejilere basvurduklari, okumada basarisiz olduklari (Carrell,
1992; Harvey & Chickie-Wolfe, 2007), not alma, altini gizme, okuma hizini ayarlama (Hoien & Lundberg,
2000), 6n varsayim olusturma, sonu¢ cikarma, uygun fikirleri iliskilendirme, iddialari dogrulama
(Graesser, 2007) stratejilerini kullanmada basarisiz olduklari goriilmistir. Benzer bicimde yapilan
arastirmalarda, 6grencilerin okuma 6ncesinde okuma amacini belirlemedigi ve metni neden okumalari
gerektigine dair herhangi bir bildirimde bulunmadiklari, okuma sirasinda metne iliskin beklenti
olusturamadiklari, anlami izleyemedikleri, neden sonug iliskisi kuramadiklari, ana fikri bulmada
zorlandiklari, bilmedikleri kelimelerin anlamini baglamdan g¢ikarmakta zorlandiklar tespit edilmistir
(Basaran, 2013; Baydik, 2011; Kuruyer & Ozsoy, 2016). Bu durum, okudugunu anlama stratejilerinin
ogretimini dnemli ve gerekli kilmaktadir.
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Okuma stratejilerinin kullanimi, 6grencilerin bilissel ve duyussal becerilerinin gelisimini olumlu yonde
etikilemektedir. Yapilan arastirmalarda, okuma stratejileri tstbilissel farkindaligi bilissel agidan diistinme
becerilerinin gelisimini, kelime becerilerinin gelisimini, okudugunu anlama becerilerinin gelisimini olumlu
yonde etkiledigi tespit edilmistir. Yapilan arastirmalarda, okuma stratejileri Ustbilissel farkindaligin
ogrencilerin kelime becerilerinin gelisimine (Anderson, 1999; Boulware-Gooden, Carreker, Thornhill &
Joshi, 2007; Mytcowicz, Goss & Steinberg, 2014; Nash-Ditzel, 2010), okudugunu anlama becerilerinin
gelisimine (Ahmadi, Ismail & Korotaeva, 2014; Boulware-Gooden et al., 2007; Ditzel, 2010; Doganay-Bilgi
& Ozmen, 2014; Hong-Nam, 2014; Kog & Arslan, 2017; Meniado, 2016; Mytcowicz et al., 2014; Rastegar,
Kermani & Khabir, 2017; Ugur-Usta & Giindogdu, 2018), 6z diizenleme becerilerinin gelisimine (Nash-
Ditzel, 2010), akademik basarilarinin gelisimine (Chevalier, Parrila, Ritchie & Deacon, 2015; Giirses,
2002), yabanci dilde okudugunu anlama becerilerinin gelisimine (Abdullah, 2013; Ahmadi et al., 2013;
Mokhtari & Reichard, 2004; Nejad ve Shahrebabaki, 2015; Zare & Othman, 2013), dislinme becerilerinin
gelisimine (Boulware-Gooden et al., 2007; Maasum & Maarof, 2012; Yaliz-Solmaz, 2015), akademik 6z
yeterliklerine (Kog¢ & Arslan, 2017) olumlu yénde etkisinin oldugu tespit edilmistir. Diger taraftan, Turhan
ve Zorluel-Ozer (2017) tarafindan yapilan arastirmada &grencilerin ingilizce dersinde okuma stratejileri
Ustbiligsel farkindaliklari ile yabanci dilde okudugunu anlama becerileri arasinda iliski olmadig tespit
edilmistir. Bazi arastirmalarda okuma stratejileri Ustbilissel farkindaligin, duyussal becerilerin gelisimine
olumlu ve olumsuz etkilerinin oldugu tespit edilmistir. Ogrencilerin okuma stratejileri (stbilissel
farkindalklari ve okuma tutumlari ile okuma motivasyonlari arasinda olumlu yonde iliski oldugu tespit
edilmistir (Bozkurt & Memis, 2013; Kanmaz, 2012; Oztiirk & Uzunkol, 2015). Okurlar, ¢ok az caba ile
ylksek performans gosterdikleri icin okumaya motive olurlar. Stratejik okuyucular, uygulama sirecinde
caba harcayarak okuma sireclerinin kontrolinde motive olurlar (Afflerbach, Pearson & Paris, 2008; Heo,
2000). Tum bu arastirmalar, okuma stratejileri Ustbilissel farkindaligin dil becerilerinin gelisimini
etkilemesinin yani sira diger derslerdeki akademik basarinin gelisiminde de 6nemli bir etken olabilecegini
gostermektedir.

GiUnumuzde bireyler, ders kitaplarinin aksine dijital ortamlarda 6grenme materyalleriyle etkilesime
gecmekte ve iletisim kurmaktadir (Chapelle, 2003). Bu acidan, teknolojiye dayali 6gretim
uygulamalarinin 6grencilerin Ustbilissel okuma stratejilerini nasil gelistirdigi arastirilmasi gereken
konulardan birisi haline gelmistir. Ulkemizde, teknolojiye iliskin arastirmalar incelendiginde teknoloji
destekli beyin temelli 6grenmenin 6grencilerin Ustbilissel farkindalik diizeylerine (Oktay & Cakir, 2013),
sosyal medya ve kitle iletisim araglarinin kullaniminin Gstbilissel okuma stratejilerinin farkindahk
duzeylerine (Turkyllmaz, 2015), web tabanli 6gretimin 6grenenlerin Ustbilis farkindalk diizeyine etkisini
(Baltaci & Akpinar, 2011), metin tabanli gevrimigi forum tartismalarinda okuma stratejileri Ustbilissel
farkindahgin bilissel diizeyle iliskisini (Topgu, 2007) arastiran galismalara rastlanmistir. Bu dogrultuda,
ekrandan okuma sirecinin gelecekte 6neminin artacagi birgok arastirmaci tarafindan 6ngoérilmektedir
(Marsh & Singleton, 2009). Teknolojinin okuma stratejileri Ustbilissel farkindaliga etkisinin belirlenmesi
arastiriimasi gereken konulardan birisi haline gelmistir.

Ogrenciler, internette bol kaynak oldugu icin amaglari olmaksizin zamanlarini bosa harcamaktadir
(Hsiao, Tsai, Lin & Lin, 2012). Hwang ve Kuo’ya (2011) gore, ilkokul 6grencilerinin bilgiyi arastirma
davranislari  egitimle ilgili bilgi eksikligindendir. Ogrenciler, (Ustbilissel okuma stratejilerini
kullanamadiklarindan dolayi uygun olmayan ve ilgisiz bilgileri segmektedirler. Bu durum, &égrencilerin
okuryazarlik becerilerinin zayifligini gostermektedir. Bu duruma ¢6ziim olarak, internette 6nemsiz, hatali
ve Ogrenci seviyesine uygun olmayan siteleri sinirlandiran ve onlarin teknolojiyi kullanma becerilerini
gelistiren egitimsel olarak yapilandiriimis araglar kullanilmalidir. Bu sekilde kullanim durumunu iceren
araglardan birisi Ag Arastirmas’na (WebQuest) Dayali Ogretim [AADO]'dir. AADO, San Diego State
Universitesi sitesinde Tom March ve Dodge tarafindan “Belirli zaman siirecinde dgrencilerin sitelerdeki
bilgilerin ¢ogunu ya da bitlnini arastirmaktan ziyade analiz, sentez ve degerlendirme becerilerini
kullanarak goérevlerini tamamladiklari sorgulamaya dayali bir siire¢” olarak tanimlanmistir (Chao, 2006,
p.222).
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AADO araci su béliimlerden olusmaktadir. Giris: Turville’ye (2008) gore, “Giris béliimii, proje ya da
konuya odaklanmay! igerir ve gercek yasam macerasi saglar” (p.44). Gorev: Gorevler analiz, sentez,
karsilastirma, genellestirme, sonug ¢ikarma, insa etme, internet kaynaklarini siniflandirma gibi becerileri
kullanmayi gerektirecek bigcimde tasarlanmalidir. Gorev yapilar, kavrayici ve bilgi pargalarini
bitiinlestirici olmalidir (VanFossen, 2004). Siirec: Vidoni ve Maddux’a (2002) gére, AADO araci
yapilandiriimis adimlari igerdiginden dolayi 6grencilerin sanal (siber) alemde herhangi bir yonlendirme
olmaksizin debelenip durduklari bir yapi degildir. AADO, bireysel ya da grup olarak uygulanabilir.
Kaynaklar: ““Secilen kaynaklar farkli alanlarla ilgili metinleri, bakis acilarini, amaglari ve sonuglari
incelemeyi saglar” (Luzon, 2007, p.10). Degerlendirme: Ogretmenler ve 6grenciler AADO aracini
tamamladiktan sonra birgok rilin olusturabilir ve bunlari farkh bigcimlerde (yazili-s6zll) degerlendirebilir
(Garcia, Alonso, Tapia & Corchado, 2014). Sonug: Cohen ve Cowen’e (2008) gbre “Ggrencilerin sireci
sonlandirmalarina yardimci olur” (p.569).

AADO’niin dgrencilerin okuma stratejileri Gistbilissel farkindaliga olumlu yénde etkisi oldugu yapilan
arastirmalarla tespit edilmistir (An & Cao, 2014; Makrogiorgou & Antonio, 2016). Geleneksel metinlerde
okuma ve anlama becerisi agisindan kiyaslandiginda ise daha fazla kontrol gerektirir (Verezub, Grossi,
Howard & Watkins, 2008). Diger taraftan AADO uygulama sirecinde, dgrencilerin okuma anlama
stratejilerini kullanma durumlari degerlendirilmistir (Balkissoon & Balkissoon, 2014; Ikpeze, 2009; Ikpeze
& Boyd, 2007; Kachina, 2012). AADO’niin 6grencilerin bilgiyi ayirma, gdzden gecirme ve tarama (lkpeze
& Boyd, 2007), bilgiyi organize etme, siteler arasinda gezinme, ipuglarini yorumlama, ilgili linkleri segme,
bitunlestirme ve degerlendirme (lkpeze, 2009), bilgiyi elde etme, segme, 6n bilgiyi aktiflestirme, birkag
farkh yazihm programini kullanma, arastirma yapma, elestirel degerlendirme ve link-gorsel iliskisi kurma
(Balkissoon & Balkissoon, 2014) gibi okuma anlama stratejilerini gelistirdigi tespit edilmistir.

Okudugunu anlama dersinde yasanan sorunlar sadece Tirkce dersindeki basariyr degil diger
derslerdeki basariyi da etkilemektedir (Kanmaz, 2012). Ustbilissel okuma stratejileri kullanimi
okudugunu anlamada tesvik edici rol Ustlenmektedir (Ahmadi et al., 2013; Cummins, Stewart & Block,
2005; Lubliner & Smetana, 2005; Salataki & Akyel, 2002). Ogrenme giicligl yasayan dgrencilerin okuma
stratejilerini kullanmada sorunlar yasadiklari tespit edilmistir (Ahmadi et al., 2013; Nicolielo-Carrilho &
Hage, 2017). Ustbilissel okudugunu anlama stratejilerinin metin anlamadaki &nemi, diger derslerdeki
basariya etkisi belirtiimesine ragmen 0grencilerin bu konuda sorunlar yasadiklari goriilmekte,
ogretmenler ise bu stratejileri kullanma konusunda egitim vermeyi ihmal etmekte ya da bu konuda
basarisiz olmaktadir (Cavkaytar, 2010). Ogrenciye okuma becerilerinin kazandirilmasindan sorumlu
birinci kisi olan sinif 6gretmeninin okuma sorunlarina yonelik okudugunu anlama stratejilerini 6gretmesi
ve uygun Ogretim yontemlerini kullanmasi 6grencilerin akademik basarilarinin gelisimi agisindan g¢ok
biiyiik énem tasir (lwai, 2016). Bu baglamda bu arastirma AADO’niin okuma stratejileri Ustbilissel
farkindahgi gelistirme noktasinda planlama, izleme ve degerlendirme asamalarinda nasil bir 6gretim
yapilacagina iliskin 6rnek teskil etmektedir. Bu dogrultuda arastirmanin AADO’niin &grencilerin
okudugunu anlama stratejilerinin gelistiriimesinde nasil bir 6gretim yapilmasi, uygulamada yasanan
sorunlar ve getirilen ¢6zim Onerileri noktasinda fikir sunmasi agisindan 6nemli oldugu disinilmektedir.
Diger taraftan AADO’niin &grencilerin okuma stratejileri Ustbilissel farkindaliklarini gelistirmeyi
amaglayan sinirli sayida ¢alisma bulunmaktadir (An & Cao, 2014; Balkissoon & Balkissoon, 2014; lkpeze,
2009; Ikpeze & Boyd, 2007; Kachina, 2012; Makrogiorgou & Antonio, 2016; Verezub, Grossi, Howard &
Watkins, 2008). Bu sebeple, bu arastirmanin yapilan arastirmalara katki sunmasi agisindan 6nemli
oldugu distunilmektedir. Ayrica 6grencilerde Ustbilisi gelistirmek, oncelikle Ustbilis bilgi ve becerisini
uygulayabilen 6gretmenleri gerekli kilmaktadir. Tracey ve Morrow’a (2012) gore okuma stratejileri
egitiminin amaci, ogrencilerin kendi dislincelerinin farkinda olmalarini ve bunlari bagimsiz olarak
kullanmalarini saglamaktir. Bu nedenle Ogretmenler, stratejilerin nasil ve ne zaman kullanilacagi
konusunda asamali olarak 6grencileri egitmelidir. Bu amacgla, yapiimasi planlanan galismanin Ustbilissel
okuma stratejileri konusunda o6gretmen vyeterlikleriyle ilgili yapilan calismalara katki saglayacagi
dustnilmektedir.
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Bu arastirmanin amaci, AADO’nin 4. sinif 6grencilerinin  okuma stratejileri Ustbilissel
farkindalklarinin gelisimine etkisini, 6gretim siirecinin nasil olmasi gerektigini belirlemektir. Bu
dogrultuda arastirma sorulari su sekilde belirlenmistir:

1. AADO, dérdiincii sinif 6grencilerinin okuma stratejileri Ustbiligsel farkindaliklarinin gelisimini nasil
etkilemektedir?

2. AADO, okuma anlama &égretim siirecini nasil etkilemektedir?

Yoéntem
Arastirma Modeli

Bu arastirma, eylem arastirmasi deseninde tasarlanmistir. Eylem arastirmasi, insanlarin ginlik
yasamlarindaki problemlere etkili ¢oztimler bulmalarini saglayan sistematik arastirma yaklasimidir. Bu
acidan eylem arastirmasi, sosyal icerigi blinyesinde barindiran dinamikleri arastirir (Stringer, 2014, p.9).
Bu arastirmada sireg, Kemmis ve Mctaggart (1988, p.80) tarafindan gelistirilen model gergevesinde
tasarlanmistir. Bu modele gore, eylem arastirmasi su basamaklarda ilerlemeyi gerektiren dongusel bir
suregctir: 1) planlama, 2) eylemde bulunma 3) siireci ve sonuglari gézlemleme, 4) bu slregler ve sonuglar
Uzerine yansitmada bulunma, 5) tekrar planlama, 6) tekrar eylemde bulunma, 7) tekrar siireci ve
sonuglari gézlemleme, 8) tekrar siire¢ ve sonuglar lizerinde yansitma yapma.

Planlama

AADO araglari, Hannafin ve Peck modeline gére tasarlanmistir (Nordin, Mohd, Zakaria & Embi, 2012,
p.225). Bu model ihtiyag analizi (6gretmenlerle goriisme formu, mifredati yansitma formu & literatir
taramasi), tasarim (icerik ve kullanici), AADO formati (giris, gorev, siirec, kaynaklar, degerlendirme &
sonug), gelisim ve uygulama (AADO’niin gelisimi, Microsoft FrontPage 2003 ve Adobe Photoshop CS2),
uygulama testleri (pilot ve gergek uygulama) ile degerlendirme ve yeniden diizenleme (uzman ve
dgretmen gorisiine dayali olarak AADO aracinin teknik ve icerik bakis acisini gelistirme, &grenci
yanitlarina dayali olarak AADO aracini degerlendirme) asamalarini igermektedir.

“Giizel Ulkem Tiirkiye” temasi gergevesinde 4. sinif Tiirkge dgretim programindaki farkli temalardaki
metinlerin incelenmesi sonucunda llkemizin Unli yerleri, yiyecekleri, antik kentleri, madenleri ve yoresel
oyunlarinin yiizeysel olarak tanitildigi gériilmiistiir. Birinci uygulamada kullanilan AADO araci “Tiirkiye’de
Bulunan Unli Yerler”, ikinci uygulamada kullanilan AADO araci “Tiirkiye’de Uretilen Yiyecekler” ve
glincii uygulamada kullanilan AADO araci “Tiirkiye’de Bulunan Antik Kentler” konusuyla ilgili
hazirlanmistir. Arastirmacilar tarafindan gelistirilen ders planlari (Chang et al., 2011; Hsiao et al., 2012;
Hwang & Kuo, 2011; VanFossen, 2004; Zheng, Perez, Williamson & Flygare, 2007) ve AADO araglarinin
tasariminda yapilan arastirmalardan faydalaniimistir (VanFossen, 2004). Tim bu incelemeler isiginda,
AADO araclari tasarlanmistir. AADO araclari giris, gorev, siire¢, kaynaklar, degerlendirme ve sonug
bélimleri dikkate alinarak Microsoft FrontPage 2003 programinin kullanimiyla hazirlanmistir. Ogretim
araclari hazirlandiktan sonra pilot uygulama, 2015/2016 egitim-6gretim yilinin ilk yariyilinda yapilmistir.
Okuma yazma alaninda uzman U¢ akademisyen (birisi yeni okuryazarlik calismakta) ve bir sinif
o6gretmeninin gorlstine basvurulmustur. Pilot uygulama ve uzman gorisleri dogrultusunda dilbilgisi ve
noktalama isaretleri, gorsel tasarim, gorev, slreg, kaynaklar ve degerlendirme bdlimlerinde
diizenlemeler yapiimistir.

Calisma Grubu

Arastirma, 2015-2016 egitim 6gretim yilinin ikinci yariyiinda Afyonkarahisar’a bagh bir ilgedeki bir
ilkokulda 24 dérdinci sinif 6grencisiyle gergeklestirilmistir. Babalarinin egitim diizeylerine bakildiginda
% 41.70’i ilkokul, % 8.30°u ortaokul, % 25.00'i lise ve % 25.00’i Uiniversite mezunudur. Annelerin ise %
79.20’si ilkokul ve % 16.60’si lise mezunu olup, % 4.20’si ise okuryazar degildir. Arastirmanin
gerceklestirildigi uygulama okulunun secilmesinde, okul yonetiminin ve sinif 6gretmenlerinin yeni
ilkégretim programlarina ve yapilandirmaci kurama iliskin olumlu bir bakis agisina sahip olmasinin yani
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sira arastirmaci ile isbirligi yapmaya acgik olmasi etkili olmustur. Bunun yani sira, okulun bilgisayar
laboratuvarinin bulunmasi, teknolojik donanim agisindan zengin olmasi okulun segimini etkileyen diger
bir etmendir. Arastirmanin gergeklestirildigi ilkokul, orta ve alt sosyo-ekonomik diizeydeki ailelerin
yasadigi bir semtte bulunmaktadir. Ogretmenler, velilerin ¢ok ilgili olmadiklarini ve 6grencilerin okuma
becerilerinin zayif oldugunu belirtmislerdir. Ayrica, Ogrencilerin okudugunu anlamada problem
yasadiklarini ifade etmislerdir. Ogretmenlerin 6grencilerin sinif kitapligindan okuma amaci olmadan
rastgele kitap se¢meleri, okuma esnasinda ¢ok fazla anlam olusturamamalari, okuduklarini
ozetleyememelerini vb. belirtmeleri onlarin okuma stratejilerini kullanma konusunda zayif olduklarini
gostermistir. Bu dogrultuda, 6grencilerin okuma becerilerinin ¢ok iyi diizeyde olmamasi, yoneticilerin ve
ogretmenlerin bu ¢alismanin yapilmasina olumlu bakmalari ve okulda bilgisayar laboratuvarinin
olmasindan dolayi, calismanin bu okuldaki 6grencilerle yapiimasini saglamistir. Ogrencilere iliskin bilgiler
Tablo 1’de yer almaktadir.

Tablo 1.
Ogrencilerin Evlerinde Bulunan Egitim Amacl Kullandiklari Teknolojik Araclar, Bu Araclari Kullanma
Amaglari ve Sikliklarina lliskin Bilgiler

n %
Ogrencilerin Evlerinde Bulunan Egitim Amach Kullandiklari Teknolojik Araglar
Hicbirisi yok 2 8.30
Bilgisayar 16 66.60
Tablet 11 45.80
Yazici 2 8.30
Egitim Amach Kullandiklari Teknolojik Araglari Kullanma Amaglan
Egitim 19 79.10
Oyun oynamak 11 45.80
Sosyal Paylasim Sitelerine Girme (facebook vb.) 3 12.50
Egitim Amagch Kullandiklari Teknolojik Araglari Kullanma Sikhiklari
Gunluk 16 66.60
Haftalik 6 25.00
Aylik 1 4.20
Yillik 1 4.20

Tablo 1 incelendiginde, 6grencilerin % 66.60’Inin evinde bilgisayar, % 45.80’inin evinde tablet ve %
8.30’unun evinde yazici vardir. % 8.30’unun evinde ise bilgisayar, tablet ve yazici gibi araglardan higbirisi
yoktur. Bu araglari 6grencilerin % 79.10’u egitim, % 45.80’i oyun oynamak ve % 12.50’si sosyal paylasim
sitelerine girmek amaciyla kullanmaktadir. Ogrencilerin % 66.60'1, bu araglari giinliik kullanmakta iken %
25.00’'i haftalik, % 4.20'si aylik ve % 4.20’si yillik kullanmaktadir. Bulgular bolimiinde veriler sunulurken
ogrencilerin gergek isimleri yerine takma adlari kullaniimistir.

Eylemde Bulunma

Planlama asamasinda, arastirmanin baslangicinda arastirmaci tarafindan her U¢ uygulama igin ayri
ayri planlama yapilmistir. Uygulamaya baslandiktan sonraki siiregte alinan dénit, yasanan aksaklik ve
gorislere gore bir sonraki asama igin arastirma plani revize edilmistir. Ogrenciler birinci uygulamayi tiger
kisilik gruplar halinde, ikinci uygulamayi esli gruplar halinde ve Uglinclii uygulamay! bireysel olarak
tamamlamistir. Her {i¢c uygulama icin, birbirinden farkli AADO araglari hazirlanmistir. Her {i¢c uygulama
baslangicinda 6gretim araglari akill tahtaya yansitilarak ogrencilerin kendi bilgisayarlarinda sdylenen
adimlari takip ederek araglari tanimalari saglanmistir. Uygulama asamalari hazirlik (6n bilgileri harekete
gecirme, dikkat ¢cekme & hazirlama, tiir-sunu seklini belirleme), anlama (okuma amaci olusturma,
okudugunu anlama ve bilgiyi analiz etme, metinleri tanima ve tahmin etme, degerlendirme bolimiini
tanima, sonu¢ boliminit tanima, Microsoft programini (Word, PowerPoint) tanima, klavyeyi tanima,
ara¢ cubugunu tanima, diger karakterleri tanima, Microsoft programini agma, okuma, arastirma ve
yazma, 6zetleme), kurallari gézden gecirme ve kendini ifade etme asamalarini icermektedir.
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Veri Toplama Araglari

Eylem arastirmasi olarak tasarlanan bu galismanin verilerini toplamak amaciyla hem nicel hem de
nitel veri toplama ydntemlerine bagvurulmustur.

AADO aracini dederlendirme formu: Arastirmaci tarafindan dijital ortamda hazirlanan ¢ AADO
aracinin uzmanlar tarafindan degerlendirilmesi amaciyla Bellofatto, Bohl, Casey, Krill ve Dodge (2001)
tarafindan gelistirilen “AADO Araci Degerlendirme Rubrigi”’ kullaniimistir. Bu dogrultuda, okuma yazma
alaninda uzman (g akademisyen (birisi yeni okuryazarlik ¢alismakta) ve bir sinif 6gretmeninin gorisiine
basvurulmustur. Bu forma gore her kategori U¢ seviyeden olusmaktadir: Yeni baslayan, gelisen ve
basarih.

Okuma stratejileri iistbilissel farkindalik envanteri: Ogrencilerin okuma stratejileri Ustbilissel
farkindaliklarini 8lgmek icin Mokhtari ve Reichard (2002) tarafindan gelistirilen ve Oztiirk (2012)
tarafindan Tiirkce uyarlamasi yapilan Okuma Stratejileri Ustbilissel Farkindalik Envanteri (OSUFE)
kullanilmistir. 30 maddelik OSUFE, dil uzmanlari tarafindan ingilizce’ye cevrildikten sonra kontrol
edilmesi icin dil uzmanlarina verilmistir. Tiirkce ve ingilizce formlari, 6zel bir ilkokulda sirasiyla besinci
siniftaki 29 &grenci tarafindan iki hafta araliklarla doldurulmustur. iki form arasindaki korelasyon .96
olarak bulunmustur. Agimlayici faktor analizinin uygulanmasi sonucunda, 6lgegin lg¢ faktorli yapisinin
dogrulandig1 tespit edilmistir. Uygulama sonucunda, Eigen degeri 12.87 olarak bulunmus, toplam
varyansin % 42.60'sini acikladigi tespit edilmistir. Turk¢e formdaki tim maddelerin asil 6lcegin alt
faktorleriyle uyumlu oldugu; sadece alt faktérlerin sirasinin degistigi ortaya konmustur. Olgegin orijinal
Olgcege uygun olup olmadigini belirlemek igin birinci ve ikinci CFA uygulanmistir. Uyum indeksleri (df=.39,
p=.00), xz/df =1.44, RMSEA=.04, SRMR=.05, GFI=.86, AGFI=.85, CFI=.98, NFI=.94, IFI =.98, NNFI=.98
olarak bulunmustur. Olgcegin Cronbach Alfa Katsayisi .93 olarak bulunmustur. Faktérlerin giivenilirlik
degerleri sirasiyla .85, .76 ve .81'dir. Elde edilen i¢ tutarliik degerleri, Mokhtari ve Reichard (2002)
tarafindan bulgularla tutarlilik géstermektedir.

Envanter 30 maddeden olusmaktadir ve (1) Hi¢ bir zaman (2) Nadiren (3) Sik sik (4) Genellikle ve Her
zaman (5) seklinde beg’li Likert tipi bir derecelendirmeye sahiptir. OSUFE’nin orijinal formu, Ug alt
faktorden olusmaktadir. Birinci faktor “Genel Okuma Stratejisi (GOS)”, genel okuma stratejilerini temsil
etmekte ve 13 maddeden olugsmaktadir. ikinci faktér “Problem Cézme Stratejisi (PCS)”, metin okunurken
zorlanildiginda problemi ¢dzmek icin stratejilere yénelimi gésteren 8 maddeden olusmaktadir. Ugiincii
faktér “Okuma Stratejilerini Destekleme (OSD)”, destek stratejiler ya da fonksiyonel olarak
tanimlanabilecek diger gerekli stratejileri (not alma gibi) ifade eden 9 maddeden olusmaktadir.

Gozlem ve alan notlari: Carson, Gilmore, Perry ve Gronhaug’a (2001) gore, “Gozlem, ozellikle
insanlarin davraniglarini, eylemlerini ya da 6zel durumlari izlemenize imkan tanir” (p.132).

Gériisme: Ogrencilerle (beser kisilik gruplar halinde) iki ayri odak grup gériismesi gerceklestirilirken
o6gretmenlerle de goriisme yapilmistir. Bunun igin gorlisme 6ncesinde uygun katihmcilarin belirlenmesi,
konunun ana hatlariyla tanimlanmasi, hatlarin sinirlanmasi, katiimcilara yoéneltilecek sorularin
olusturulmasi, uygun mekan, zaman ve araglarin segilmesi blylik 6nem tasir. Odak grup calismasi,
arastirilan konuyla ilgili ortak deneyim, goris ve beklentilere sahip kisiler arasindan segilen temsili bir
grupla birlikte yuratalar. Bu grup, genellikle sekiz kisiyi gegmez (Bas & Akturan, 2008).

Ogrenci giinliikleri: Gunliikler, verilerin depolandigi bir aractir. Ely, Anzul, Freidman, Garner ve
Steinmetz’a (1991) goére, gunlikler 6grenme siireci hakkinda 6grendiklerimizin ve bakis agimizin
kronolojik kaydini tutmamizi saglar. Ogrencilerden o giin yapilan gretimden sonra etkinlikler ve diger
uygulamalar hakkinda ne hissettiklerini ve dustindiiklerini glinliklere yazmalari istenmistir.

Ogrenme iiriinlerini degerlendirme rubrikleri: Ogrenme Uriinlerini degerlendirmek amaciyla rubrik
hazirlanmistir. Rubrik boyutlarinin (sunum ve planlama, organizasyon, bilimsel dogruluk, imla, kaynaklar,
icerik gecerligi ve 6zglnlik) hazirlanmasinda bazi arastirmalardan yararlaniimistir (Leite, Dourado &
Morgado, 2015; Rijlaarsdam, Oostdam & Bimmel, 1995, Cite in: Segers & Verhoeven, 2009; Sox & Avila,
2009). Puanlama anahtan kotu (1), gelistirilmesi gerekir (2), basarnli (3) ve mikemmel (4) olarak
belirlenmistir.
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Veri Analizi

Gergeklestirilecek eylemlere iliskin uygulamalar, bu siireci izler ve daha sonraki eylem asamasi
planlama, uygulama ve degerlendirmeyi kapsar (Glesne, 2013).

Nicel veri analizi: Veri analizinde iliskili 5rneklemler icin t-testi kullaniimistir. iliskili 6rneklemler icin t-
testinin uygulanabilmesi su kosullarin karsilanmasina baghdir: 1.Bagimh degiskene ait puanlar (6lgiimler)
en az aralik olgegindedir. 2.iliskili iki odl¢cim setine ait fark puanlari normal bir dagihm gosterir
(Buyukoztirk, 2009, p.67). Veri analizine baslamadan dnce verilerin normal dagilima sahip olup olmadigi
kontrolliniin yapilmasi gerekir. Bu amagla verilere ait ‘carpiklik ve basiklik degerleri hesaplanmalidir
(Yazicioglu & Erdogan, 2007, p.192). Literatlirde carpiklik ve basiklik katsayilarinin -2.00 ile +2.00
arasinda olmasi, dagilimin normallik varsayimi icin yeterli kabul edilmektedir (Field, 2009). OSUFE-GOS
(CK=-.21, BK=-.93), OSUFE-PCS (CK=.63, BK=1.77) ve OSUFE-OSD (CK=-.97, BK=1.59) 6ntest-sontest puan
farklari katsayilarinin -2 ile +2 arasinda oldugu goriilmektedir. Testlerin anlamlilik derecesi.05’ten daha
kiigiik ise dagilimin normal dagiim géstermedigi sonucuna varilir (Blyikoztirk, 2009, p.67). Ontest-
sontest fark puanlarina iliskin Shapiro-Wilk testi OSUFE-GOS (s-w=.96, p=.61), OSUFE-PCS (s-w=.95,
p=.32) ve OSUFE-OSD (s-w=.93, p=.14) araglarinin normal bir dagilim gdsterdigi tespit edilmistir (p> .05).

Nitel veri analizi: Arastirma siirecinde, her hafta gergeklestirilen uygulamalarin ardindan video
kayitlarinin ilgili béltimlerine dokiimleri yapiimistir. Miles ve Huberman (1984) nitel veri analiz srecini,
birbirini takip eden tg agamali bir siniflandirma igerisinde incelemektedir. Bu asamalardan ilkini gézlem,
gorisme ve dokiiman incelemesi gibi cesitli tekniklerle toplanan “verilerin azaltilmasi” asamasi
olusturmaktadir. Bu asamada, alandan toplanmis ve henliz islenmemis durumda bekleyen veri seti
aylklama, 6zetleme ve donistirme islemlerinden gecirilmektedir. Veri analizinin ikinci basamagini ise
“verilerin gorsel hale getirilmesi” asamasi olusturmaktadir.

Veri analizinin glivenirligi, [G6rus birligi/ (Gorus birligi + Goris ayrihgi) x 100.00] formulu kullanilarak
hesaplanmistir. Gulvenirlik hesaplarinin % 70.00°in Uzerinde g¢ikmasi, arastirma igin givenilir kabul
edilmektedir (Miles & Huberman, 1994). Veriler elde edildikten sonra kodlama yapilarak temalara
ulagilmistir. Degiskenler arasindaki iliskiler ve farkliliklar karsilastirilarak temalarla baglanti kurulmustur.
Uzerinde uyusma saglanamayan veriler degerlendirilmemistir. Okuma stratejileri Ustbilissel farkindalig
icin ulasilan glivenirlik degeri % 89.00 olarak bulunmustur.

Bulgular

Birinci Arastirma Sorusuna iliskin Bulgular: AADO, Dordiincii Sinif Ogrencilerinin Okuma Stratejileri
Ustbiligsel Farkindaliklarinin Geligsimini Nasil Etkilemektedir?

OSUFE-GOS 6ntest ve sontest ortalama puanlari arasindaki farkin anlamliigi icin yapilan t-testi
sonuglari Tablo 2’de gosterilmistir.

Tablo 2.

OSUFE-GOS Ontest ve Sontest Ortalama Puanlarin t-testi Sonuclari.
OSUFE-GOS’un Olgiimii n x Ss sd t P
Ontest 24 31.00 6.44 3 -76 .45
Sontest 24 32.29 5.46

p>.05

Tablo 2 incelendiginde, OSUFE-GOS diizeyi 6ntest-sontest arasinda bir farklihk olmadig
belirlenmistir, t(23)=-.76, p>.01. Ogrencilerin uygulama dncesi OSUF genel okuma stratejisi diizeyi puan
ortalamalari x = 31.00 iken AADO sonrasinda x =32.29’a yiikselmistir. Bu bulgu, AADO’niin dgrencilerin
OSUF genel okuma stratejisi farkindaliklarinin gelisiminde &nemli bir etkiye sahip olmadigini
gostermektedir, fakat onlarin aritmetik ortalamalarinda dnteste gore sontest puanlarinda artis oldugu
tespit edilmistir.
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Genel okuma stratejisi boyutu okudugunu anlamak igin notlar alma, ytksek sesle okuma, okudugunu
Ozetleme, baskalariyla tartisma, metinde ileri ve geri gidip distinceler arasinda iliski kurma stratejilerini
icermektedir. Birinci uygulamada, 6grenciler bu stratejileri kullanma konusunda basarisizlik yasarken
uygulamalar ilerledikce basarili bir sekilde kullanmaya devam etmislerdir. Birinci ve sonraki
uygulamalarda bazi gruplar segilerek gdzlem yapilmis, videoya alinmistir. Ogrencilerin secimine
o6gretmen ve arastirmaci karar vermistir.

Birinci uygulamada not alan grup okuduklan bilgileri not almistir. Ogrenme (riiniinii bu notlari
iliskilendirerek hazirlamistir. ikinci uygulamada, esli grup PowerPoint slaytlarina hazirladiklari Griinleri
kisaca yazdigindan dolayi not alma geregi duymamistir. Bunun sebebinin, ikinci uygulamada PowerPoint
sunusuna bulduklar bilgileri her sayfaya parca parca yazmis olmalaridir. Ugiincii uygulamada, not alma
stratejisini kullanan 6grenci mektup yazma siirecinde ulastigi bilgileri ilgili paragraflarda butiinlestirerek
yazmistir. Birinci ve Uglincl uygulamada ise birbiriyle iliskili cimleleri bir paragrafta bitilinlik icinde
yazmalari gerektiginden ogrenciler daha fazla not tutma ihtiyaci hissetmistir. Ogrenciler, icerik
parcalariyla ilgili tuttuklari notlari okuduktan sonra bilgileri iliskilendirerek 6grenme UGrlinlerine yazmistir.
Sadece icerikle ilgili not tutmamis ayni zamanda arastiracaklari sorularla ilgili de tutmustur. Clinkii bazi
Ogrenciler arastirma yaparken neyi arastirdiklarini unutmustur. Bu ylzden ne arastirdiklariyla ilgili not
tutmalari, okuma sirecinde konuya odaklanmalarini saglayarak dikkat daginikhg yasamalarini
engellemistir. Uglincii uygulamada, dgrenci not tutarken ve not drnegi Sekil 1'de gdsterilmistir.
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Sekil 1. Ugiincii uygulamadaki arastirma siirecine ait gérsel.

Birinci uygulamada 6zetleme stratejisini kullanma konusunda sorun yasayan grup ulastiklari bilgileri
aynen yazmistir. ikinci ve Uglincii uygulamalarda, bu gruptaki 6grencilerin ulastigi bilgileri yeniden
dizenleme, birlestirme, iliskilendirme ve planlama yaparak kendi cimleleriyle ifade ettigi tespit
edilmistir.

Odak grup gorismesi slirecinde 6grencilerin 6zetleme ve not alma stratejilerini kullanmalari gériisme
slirecine su sekilde yansimistir:

Arastirmaci: Okuma slirecinde neye dikkat ettiniz?

Merve: Bize uygun olan sayfalarin hepsini okuduk.

Arastirmaci: Okuma sirasinda neler yaptiniz?

Seda: Okuduklarimizi 6zetledik (Ozetleme).

Gokhan: Unutmamak igin kiigiik notlar aldik (Not alma).

Seda: Bize sorulan sorulari cevaplamaya ¢alistik. Okuduklarimizi zihnimizde canlandirdik.

Arastirmaci: Okuduktan sonra neler yaptiniz?

Ali: Onemli gérdiigiimiiz yerleri secerek ézetledik (Ozetleme).

Seda: Yaptigimiz calismalari kontrol ettik. Yanls yazdigimiz yerleri diizelttik.
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Birinci uygulamada baskalariyla tartisma stratejisini kullanma konusunda sorun yasayan grup,
aralarinda anlasmazlik yasayarak fikir alis verisinde bulunmamistir. ikinci uygulamada, bu gruptaki
Ogrencilerden birisi grup arkadasiyla okuduklari bilgileri tartisarak ulastiklari bilgilerin dogru olup
olmadigina karar vermistir. Ogrenme iriiniinii hazirlarken yazacaklari bilgiler konusunda birbirlerinin
onayini  beklemislerdir. Uclincli uygulamada, &grenciler bireysel calstiklarindan bu stratejiyi
kullanmamistir.

Birinci uygulamada metinde ileri ve geri gidip dislinceler arasinda iliski kurma stratejisini kullanma
konusunda sorun yasayan grup, bilgilerin hepsine ulasma geregi duymamistir. Bu ylizden, sinirli bilgi elde
etmistir. Bu gruptaki 6grencilerden birisi, ikinci uygulamada konunun butiini hakkinda bilgi edinmeye
dikkat etmistir. Ozellikle bilgiye ulastiktan sonra ayni konuyla ilgili énce arastirdigi ya da sonra
arastiracagi icerikle ilgili bilgi olup olmadigina dair okuma yapmustir. Ugiincii uygulamada bu stratejiyi
kullanan 6grenci, arastirdigi konuya iliskin bilgiler arasinda baglanti kurmak icin bu stratejiyi kullanmistir.

Birinci uygulamada yiksek sesle okuma stratejisini kullanma konusunda sorun yasayan grup, bireysel
okuma yapmayi tercih etmistir. Bu gruptaki 6grencilerden birisi, ikinci uygulamada grup arkadasiyla
metinlerdeki paragraflari sirayla okuyarak birbirlerini dinlemistir. Ugiincii uygulamada ise okuduklarini
kendi kendine yorumlayarak yiiksek sesle disinmustdir.

OSUFE-PCS &ntest ve sontest ortalama puanlar arasindaki farkin anlamhligi icin yapilan t-testi
sonuglari Tablo 3’te gosterilmistir.

Tablo 3.

OSUFE-PCS Ontest ve Sontest Ortalama Puanlarin t-testi Sonuglari.
OSUFE-PCS’nin Olgiimii n x Ss sd t P
Ontest 24 26.16 5.75 23 -4.16 .00
Sontest 24 32.25 6.59

" p<.01

Tablo 3 incelendiginde, OSUFE-PCS diizeyi 6ntest-sontest puanlari arasinda anlamli bir farklilik
oldugu belirlenmistir, t;;3=-4.16, p<.01. Ogrencilerin uygulama 6ncesi OSUF problem ¢dzme stratejisi
diizeyi puan ortalamalari x = 26.16 iken AADO sonrasinda x = 32.25’e yiikselmistir. Bu bulgu, AADO’niin
dgrencilerin OSUF problem ¢dzme stratejisi farkindaliklarinin gelisiminde &nemli bir etkiye sahip
oldugunu gostermektedir.

Problem ¢6zme stratejisi, okudugunu anlamak icin yavas ama dikkatli okuma, hatirlamaya yardimci
olsun diye metnin bazi bolimlerini yuvarlak icine alma, metin zor geldiginde okudugu seye daha cok
dikkatini verme, okuduklari hakkinda diisinmek icin zaman zaman durma, okuma hizini okudugunu
metne gore ayarlama, okudugumu hatirlamaya yardimci olsun diye metnin bazi boéliimlerini zihinde
canlandirma, metin zorlasirsa anlamaya yardimci olsun diye yeniden okuma yapma, ciimle ya da
kelimelerin bilinmeyen anlamalarini tahmin etme gibi stratejileri kapsamaktadir.

Birinci uygulamada anladigindan emin olmak icin yavas ama dikkatli okuma stratejisini kullanma
konusunda sorun yasayan grup, metinleri ayni hizda okumustur. Bu gruptaki 6grencilerden birisi, ikinci
ve Uglincli uygulamalarda arastirdiklar bilgiye ulastigini fark edince okuma hizini yavaslatmistir. Ulastigi
bilgiler Gizerinde isaretleme yaparak tekrar okumustur.

Birinci uygulamada metin zor geldiginde okudugu seye dikkatini verme stratejisini kullanma
konusunda sorun yasayan grup, okuduklarini anlamadiklarinda o metinleri anlamaya calismamislardir.
Bu gruptaki o6grencilerden birisi, ikinci uygulamada metindeki igerigi anlamadiginda dikkatini
yogunlastirarak bilgileri tekrar okuyarak degerlendirmistir. Uzerinde durarak disiinmistir. Uglinci
uygulamada bu stratejiyi kullanan 6grenci, slire¢ bolimiine giderek ne arastiracagini tekrar incelemistir.
Arastirdig1 ve ulastigi bilgiyi birbiriyle karsilastirmistir.
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Birinci uygulamada okuma hizini metne goére ayarlama stratejisini kullanma konusunda sorun
yasayan grup, metinleri ayni hizda okumustur. Bu 6grencilerden birisi, ikinci ve lglinci uygulamalarda
uzun metinleri daha yavas okurken kisa metinleri daha hizli okumustur.

Birinci uygulamada metin zorlasirsa anlamaya yardimci olsun diye yeniden okuma yapma ve tekrar
okuma stratejisini kullanma konusunda sorun yasayan grup, metinleri anlamada problem yasadigi igin
sitelere tekrar tekrar giris cikis yapmistir. Bu gruptaki 6grencilerden birisi, ikinci uygulamada bilgiye
ulastiklarinda icerigi 6grenme Uriinine hemen yazmistir. Anlamadiklari bilgileri yeniden okumustur.
Tekrar okuma stratejisini ise bulamadiklari bilgileri arastirmak igin kullanmistir. Uglincii uygulamada bu
stratejiyi kullanan 6grenci, bilgileri tam olarak anlamlandiramadiginda ve dikkat daginikhigi yasadiginda
metni agagl yukari kaydirarak yeniden okuma yapmistir.

Odak grup gorismesinde bu stratejinin kullanimina iligskin iletisim, goriisme siirecine su sekilde
yansimistir:

Arastirmaci: Anlamadiginiz zaman ne yaptiniz?

Ali: Anlamadigimiz zaman bilgileri tekrar tekrar okuduk (Tekrar okuma).

Seda: Bazen okuduklarimiz ¢ok karisik geliyordu. O yiizden okuduklarimizi tekrar tekrar okuyorduk
anlamak igin (Tekrar okuma).

OSUFE-OSD &ntest ve sontest ortalama puanlari arasindaki farkin anlamlihg icin yapilan t-testi
sonuglari Tablo 4’te gosterilmistir.

Tablo 4.

OSUFE-0SD Ontest ve Sontest Ortalama Puanlarin t-testi Sonuclari.
OSUFE-0SD’nin Olgiimii n x Ss sd t p
Ontest 24 42.50 7.33 23 -2.99 .00
Sontest 24 50.37 8.12

**p<.01

Tablo 4 incelendiginde, OSUFE-OSD diizeyi 6ntest-sontest puanlari arasinda anlamli bir farkhlik
oldugu belirlenmistir, t;3=-2.99, p<.01. Ogrencilerin uygulama ©6ncesi OSUF okuma stratejileri
destekleme diizeyi puan ortalamalari X = 42.50 iken AADO sonrasinda X = 50.37’ye yiikselmistir. Bu
bulgu, AADO’niin égrencilerin OSUF okuma stratejileri destekleme farkindaliklarinin gelisiminde énemli
bir etkiye sahip oldugunu gostermektedir.

Okuma stratejilerini destekleme diizeyi, okurken zihinde amag olusturma, 6n bilgileri harekete
gecirme, okuma amaciyla metnin uyup uymayacagini diisinme, gz gezdirme, neleri dikkatle dGnemseyip
neleri okuyacagina karar verme, metni anlamam kolaylassin diye tablo, resim ve sekillerden yararlanma,
okudugunu anlamaya yardimci olsun diye igerik ipuglarini kullanma, ana bilgiyi belirlemek icin kalin font
ve yatik harf gibi yazimsal yardimlar kullanma, metindeki bilgi ve bulgulari degerlendirip analiz etme,
okurken metnin ne hakkinda oldugunu tahmin etme stratejilerini kapsamaktadir.

Birinci uygulamada okuma amacini belirleme stratejisini kullanma konusunda sorun yasayan bir grup,
ne arastiracaklarini bilmediklerinden rastgele bilgileri okumuslardir. Bu gruptaki 6grencilerden birisi,
ikinci ve Gglncl uygulamalarda verilen adimlar ¢ergevesinde hangi bilgileri arastiracaklarini anlamaya
calismistir. Ogretim aracinin siire¢ bélimiindeki adimlarini takip ederek kolay bir sekilde okuma amaci
olusturmustur. Ulasamadig bilgileri israrla arayarak bulmaya calismistir.

Ogrencilerle yapilan odak grup gériismesinde okuma amacini belirleme stratejisini kullanan
6grencinin iletisimi, konusma siirecine su sekilde yansimistir:
Arastirmaci: Metinleri anlamak igin okumadan énce neler yaptiniz?
Gokhan: Siiregteki adimlara (Bkz: Sekil 2) gére arastirdik (Okuma amaci belirleme).
Arastirmaci: Okumadan 6nce bir amaciniz vardi. Amaglarinizi neye gére olusturdunuz?
Seda: Bize verilen adimlari takip ederek arastirma yaptik. Bilgileri bulmak igin arastirma yaptik.
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1 Yiyecek festrval Jta ken " » istiyor

Oumn &

SIRIS Merak eigi sorular asagida veriimistis

Findik nerede yetistinilir? Findik tarladan nasil toplanir> Findik ne yopminda kullonbr?

Karpuzun cinde hangi maddeler bulunur? Karpuzun sagiiga faydalan nelerdir>

Karpuz nasi yetistirilir> Karpuz esitlen nelerdir>

Sekil 2. ikinci ugulamada siirec béliimiiniin bir béliimii.

Ornegin, Giglincli uygulamada bir 8grencinin siire¢ bélimiindeki adimlari takip ederek okuma amaci
olusturup arastirma yaptigi tespit edilmistir (Bkz: Sekil 3).

Sekil 3. Uciincii uygulamada 6§rencinin siire¢ béliimiindeki adimlari takip ederek okuma amaci
olusturdugu gorsel.

Birinci uygulamada okuma amaciyla metnin uyup uymayacagini kullanma konusunda sorun yasayan
grup, okuma amaci olusturamadigindan uygun metinleri segememistir. Bu gruptaki 6grencilerden birisi,
ikinci ve Ggilinct uygulama siirecinde okuma amacina uygun olan siteleri dncelikli olarak segmistir. Bazen
okuma amacina uygun olmayan siteleri okumaya baslamistir. Arastiracaklari bilgileri bulamayinca sireg
bolimiindeki sonraki adimlara gecerek arastirma yapmistir. Arastirdiklari bilgilerin 6nceki sitelerde
oldugunu animsayinca tekrar doniis yapmistir.

Uygulamalar sonunda, o6grencilerin verdikleri yanitlardan 6gretim aracinin giris, gorev, sireg,
kaynaklar, degerlendirme ve sonug¢ bdlimlerinden olustugunun farkinda olduklari ve bu durumun
dgrenme siirecini etkiledigini belirttikleri ortaya cikmistir. Ogrencilerle yapilan odak grup gériismesinde
Sena isimli 6grenci “Siire¢ vardi. Oradaki adimlari takip ederek hazirladik’ (Rehberlik yapma), Enes isimli
o6grenci “Takip edecegimiz adimlarin agiklanmasi égrenmemizi kolaylastirdi. Bilgisayarda bu adimlarin
olmasi bize yol gésterdi. Rehberlik yapti. Bu yiizden ne yapacadimizi biliyorduk” (Ogrenmeyi
kolaylastirma-Rehberlik yapma), Mert isimli 6grenci “Adimlari takip ederek gdrevierimizi hizlica
yapabildik. Ne yapacadimizi bildigimiz icin zaman kaybetmedik” (Zamani verimli kullanma), Feyza isimli
ogrenci ise “Adimlari takip ederek hizlica bizden istenilen bilgileri ve resimleri bulduk” (Kolay
ulasilabilirlik) gérislerini belirtmistir. Ogrenciler takip edilecek adimlarin agiklanmasinin &gretim
siirecine rehberlik, zaman ve kolay ulasilabilirlik agisindan olumlu katki sagladigini belirtmistir. Ogretim
aracinin rehberlik saglamasi, 6gretim silirecinde 6gretmen destegini azaltmistir. “Ne arastiracagiz, ne
yapacagiz?” gibi sorular ¢ok az sorulmustur. Bu durum, oOgrencilerin bagimsiz calismasina imkan
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tanimistir. Zaman agisindan 6grenciler ne yapacaklarini disiinmekte ve kavramada vakit kaybetmemistir.
Deniz 6gretmenin bu konudaki dlslincesi goriismeye su sekilde yansimistir: “Siire¢ béliimiindeki
6grenme adimlari iyi yapilandiriimis olursa &6grenciler égrenme igerigini elde eder. Adimlar iyi
yapilandinimazsa égrenme icerigini elde etmeleri ¢ok zor olur. Ogrencilere ne yapacaklari ve nasil
yapacaklarini anlatan yol net bir sekilde ortaya konursa farkli icerikleri elestirerek ve degerlendirerek
iliskilendirirler”.

Birinci uygulamada tablo, resim ve sekillerden yararlanma stratejisini kullanma konusunda gruplar
genellikle sorun yasamamistir. Birinci uygulamada bu stratejiyi kullanan grup, videolar tekrar tekrar
izlemistir. Ulasmis olduklari videolar izledikten sonra cevaplarini olusturmustur. Gérselleri ¢ok dikkatli
bir sekilde inceleyerek anlamlandirmaya calismistir. ikinci uygulamada tablo, resim ve sekillerden
yararlanma stratejisini kulanan esli grup gorselleri inceledikten sonra cevaplarini olusturmustur. Ugiincii
uygulamada bu starejiyi kullanan &grenci, gorselleri tekrar tekrar incelemistir. Ornegin, ikinci
uygulamada esli gruplardan birisinin karpuzun faydalan ile ilgili yazdigi bilgiler arasinda kanser
hastaligina iyi gelmesi yer almaktadir. Bu bilgiye uygun olan hiicrelerle ilgili gorseli secerek 6grenme
Grandne yansitmistir (Bkz: Sekil 4).

KARPUZUN SAGLIGA FAYDALARI

*Bagirsaklari  calistirirmis.
*Astim hastaligini azaltir.

*Kanser hastaligini azaltirmis.

Sekil 4. ikinci uygulamadaki 6Grenme iiriiniine ait gérsel.

Birinci uygulamada gbéz gezdirme stratejisini kullanma konusunda sorun yasayan grup, metinde
uygun kisimlari segememistir. Bu gruptaki 6grencilerden birisi, ikinci ve Gglincl uygulamada okumadan
once metne gbz atmak igin sayfa Uzerinde asagl ve yukari kaydirmalar yapmistir. Gorselleri, grafik ve
baslklari incelemistir. Bu ylzden, arastirdiklari bilgileri nerede bulabileceklerine dair dogru c¢ikarim
yapmistir. Ogrencinin sitelerdeki icerige gdz gezdirerek kolay bir sekilde konuya dair tahminde
bulunduklari gbzlenmistir.

Uygulamalar sonunda 6grencilerle yapilan odak grup goriismesinde, okuma amaciyla metnin uyup
uymayacagini disiinme, tablo, resim ve sekillerden yararlanma ve farkl renkle yazilmis yazilara dikkat
etme stratejilerini amacina uygun bicimde kullandiklari, konusma siirecine su sekilde yansimistir:

Arastirmaci: Sitelere géz gezdirirken nelere dikkat ettiniz?

Seda: Konumuzla alakali olup olmadigina baktik (Okuma amaciyla metnin uyup uymayacagini
disinme).

Gokhan: Resimlere baktik. Konuyla alakali oldugunda ayirt etmek icin (Tablo, resim ve sekillerden
yararlanma).

Seda: fginde kirmizi ya da mavi ile yazilmis yazilar vardi. Onlara baktik (Farkli renkle yazilmis yazilara
dikkat etme).

Birinci uygulamada neleri dikkatle okuyacagina karar verme stratejisini kullanma konusunda sorun
yasayan grup, ilgisiz sitelere giris yaptiginda dahi israrla o sitelerdeki bilgileri okumuslardir. Bu gruptaki
ogrencilerden birisi, ikinci ve Uglncl uygulamalarda arastirdiklari bilgilere dikkatlerini daha cok
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yogunlastirarak okumaya baslamistir. Konuyla ilgisiz bilgileri ylzeysel okumustur. Bu durum, 6grenme
Urinlind digerlerine gére daha 6nceden tamamlamasini saglamistir.

Birinci uygumada metindeki bilgi ve bulgulari degerlendirip analiz etme stratejisini kullanma
konusunda sorun yasayan grup, ilgisiz bilgileri 6g§renme (Urinlerine yansitmigtir. Bu gruptaki
ogrencilerden birisi, ikinci uygulamada grup arkadasiyla metinleri okuduktan sonra arastirdiklari bilgiye
ulasip ulasmadiklarindan emin olmak icin degerlendirme yapmustir. Ozellikle, sitelerdeki ticari ve reklam
iceriklerinden uzaklastiklari, bunlari &grenme (riiniine yansitmadiklar tespit edilmistir. Uglincii
uygulamada ise farklh sitelerde konuyla ilgili benzer bilgileri okuduklarinda bilgiler arasinda iliskilendirme
yapmustir. Arastirilmasi istenen tiim bilgileri 8grenme Uriiniine yansitmaya dikkat etmistir. Ogrenme
Uruniinde igerikle ilgisiz bilgiye rastlanmamistir.

Ogrenciler, uygulamalar boyunca okuma stratejilerini kullanarak gérevlerini tamamlamistir. Ornegin,
ikinci uygulamada Esra ve Pinar'in okuma stratejilerini uygulayarak 6grenme Uriinlerinin bir bélimin
tamamlamalari konusma siirecine su sekilde yansimistir:

Pinar: Diyarbakir karpuzuna gegelim.

Esra: Diyarbakir karpuzuyla ilgili ne arastiracagiz?

Pinar: Diyarbakir karpuzu ama icindekiler nelerdir diyordu. Siire¢ béliimiine gidip bakalim mi?

Esra: "Karpuzun icinde hangi maddeler bulunur?” diyor (Ogrenciler okuma amacini belirleme
stratejisini kullanmaktadir.)

Pinar: Tamam o zaman kaynaklar béliimiine giderek bu bilgileri arastiralim.

Esra ve Pinar arasinda gecen diyalog, okuma amaci belirleme stratejisini kullandiklarini
gostermektedir. Ogrenciler ne arastiracaklarina dair fikir edinmek igin siireg bélimiine ulagmistir. Verilen
adimlarin takip edilmesi, bilgiyi organize etmelerine olumlu yénde katkida bulunmustur. Ugiincii
uygulamada, o0grencilerin deneyim elde ettiklerinden dolayr bilgileri seri sekilde arastirdiklari
gozlenmistir. Arastirma yapmadan 6nce, okuma amaci belirleme stratejisi kullanmaya yonelik farkindahk
kazanmiglardir.

Esra ve Pinar’in ikinci uygulama sirecinde gdzden gecirme, metnin ne hakkinda oldugunu tahmin
etme, ylksek sesle okuma, metinde ileri ve geri gidip diisiinceler arasinda iliski kurma, neleri dikkatle
okuyacagina karar verme, anladigindan emin olmak igin yavas ama dikkatli okuma, okuma hizini
okudugu metne gore ayarlama ve metin zor geldiginde okudugu seye dikkatini verme stratejilerini
kullanma konusunda sikinti yasamamislardir. Ogrenciler arasinda gegen konusma su sekilde
gerceklesmistir:

(Ogrenciler karpuzun icindeki maddeleri arastiriyor.)

Esra: Su siteye gir (Hizli bir sekilde okurlar).

Ogrenciler site igerisinde aradiklari bilgiye ulasamadiklari icin hizli bir sekilde okumuslardir
(Ogrenciler okuma hizini okudugu metne gére ayarlama stratejisini kullanmaktadir.)

Pinar: Burada karpuzun icindeki maddelerle ilgili bir bilgi yok.

Esra: Kaynaklar béliimiine gidelim.

Pinar: Burada olabilir. Burayi okuyalim. Burada yaziyordur. Okuyalim.
(Ogrenciler sirayla sesli olarak metni okumaya baslar).

Esra: Arkadasim burada bununla ilgili bilgi yok.

Pinar: Kaynaklara gidip diger sitelere gidelim. Su siteye girelim.

Esra: Basliklarina bak.

Pinar: Karpuz ekimi, karpuz regeli...

(Bu asamada, o&grenciler metindeki kelimelere hizli bir sekilde géz atmistir. Ogrenciler gdzden
gecirme stratejisini kullanmaktadir.)
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Esra: Karpuzun faydalari diyor. Béyle bir bilgi istiyor mu bizden. Siirece git bakalim (Esra karpuzun
faydasiyla ilgili arastirma yapilmasi istenip istenmedigine iliskin tahminde bulunarak arkadasinin sireg
b&limiine gitmesi gerektigini sdyliiyor. Ogrenciler tahmin etme stratejisini kullanmaktadir.)

Pinar: Karpuz cesitleri ve karpuzun saghda faydasi nedir? diyor.
Esra: O zaman bu siteyi sonra kullanalim.
Pinar: Tamam.

Esra: Onceki siteye git. Oraya tekrar bakalim. (Bu asamada 6grenci bir dnceki siteye tekrar goz atmak
istemektedir. Ogrenciler tekrar okuma stratejisini kullanmaktadir.)

Esra: Karpuz icerik olarak % 90.00 sudan olusmaktadir. 100.00 gram karpuzda 1.00 gram protein,
6.00 gram seker bulunur.

Pinar: Devam et bakalim. Daha fazla bilgi olabilir. (Ogrenciler metinde ileri ve geri gidip disiinceler
arasinda iliski kurma stratejisini kullanmaktadir.)

Esra: Yad ise hi¢c bulunmamaktadir. Ayrica karpuzda A vitamini, C vitamini bulunmaktadir. (Ogrenciler
okumaya baslar. Aradiklari bilginin oldugunu fark ederler. Daha yavas, sesli ve baskin bir sekilde okuma
seklini degistirirler. Ogrenciler yiiksek sesle okuma, anladigindan emin olmak igin yavas ama dikkatli
okuma ve okudugu seye dikkatini verme stratejilerini kullanmaktadir.)

Pinar: Birde 100.00 gram karpuzda 1.00 gram protein ve 6.00 gram seker bulunurmus. Hi¢ yag
yokmus (Karsilikli olarak fikir alisverisinde bulunduklari icin baskalariyla tartisma stratejisini
kullanmaktadirlar.)

Esra ve Pinar hazirlayacaklari sunum ile ilgili kaynaklar kisminda yer alan siteleri inceleyerek kendileri
icin gerekli bilgileri tespit etmislerdir. Gézden gegirme stratejisini kullanmalari metinlerin yapisini,
diizenini ve 6nemli yerlerini kesfetmelerini saglamistir. Tahmin etme stratejisini kullanmalari, metinler
hakkinda fikir Gretmelerine ve ¢ok yonli distinmelerine imkan tanimistir. Yiksek sesle okuma stratejisini
kullanmalari, grup Gyelerinin birbirlerini dinleyerek bilgileri degerlendirmelerini saglamistir. Metinde ileri
ve geri gidip dusinceler arasinda iliski kurma stratejisi climleler arasinda bag kurma, ana ve yan
disilinceleri belirleme, metindeki olaylari ve diisiinceleri siralama ile sebep-sonug iliskisi kurmaya olumlu
yonde katkida bulunmustur. Anladigindan emin olmak igin yavas ama dikkatli okuma stratejisi ile okuma
hizini ayarlama stratejisi anladiklarini pekistirmelerini saglamistir. Sesli ve sessiz okuma tirlerinin ikisine
de bagvurduklari gézlenmistir.

Esra ve Pinar’in ikinci uygulama siirecinde tablo, resim ve sekillerden yararlanma, metindeki bilgi ve
bulgulari degerlendirip analiz etme, baskalariyla tartisma, kendi sézclkleriyle ifade etme, not alma ve
ozetleme stratejilerini kullandiklarini ortaya koyan konusmalari su sekilde gergeklesmistir:

(Ogrenciler arastirdiklari bilgiyi bulur ve okur.)

Esra: Karpuz icerik olarak % 90.00 sudan olusmaktadir. 100.00 gram karpuzda 1.00 gram protein ve
6.00 gram seker bulunur. Yad ise hi¢c bulunmamaktadir. Ayrica karpuzda A ve C vitamini
bulunmaktadir.

Esra: Karpuzda A ile C vitamini varmis. Bircok faydalari varmis. insan saghdina faydalari varmis.
(Ogrenciler okuduklari bilgi ve bulgulari degerlendirerek analiz etmektedir. Metindeki bilgi ve bulgulari
degerlendirip analiz etme stratejisini kullanmaktadirlar.)

Esra: Simdi bu bilgiye uygun resim bulalim. Kaynaklar béliimiindeki resimleri ag.

(Pinar ““Resimler Dosyas!I’’ni acar. Resimlere goz atarlar.)

Pinar: Burada ilgili resimler var. Su resimleri kopyala. (A ve C vitamini ile ilgili gorseli eliyle gosterir.)
Esra: Hemen kopyala.

Pinar: Evet kopyalamayi basardim. (Ogrenciler ilgili resmi bularak yapistirdiklari igin tablo, resim ve
sekillerden yararlanma stratejisini kullanmaktadir.)

Arastirma sonunda 6grencilerin olusturduklari sunu sayfasi Sekil 5’te gosterilmistir.
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Sekil 5. Sunu sayfasi érnegi.

Esra ve Pinar, bilgi ve bulgulari degerlendirerek analiz etme strarejisini, karpuzun icindeki maddelere
ulastiktan sonra icerigi yorumlarken kullanmistir. Okuyucunun ekrandan ulastigi bilgileri siralama,
siniflama, bag kurma, sorgulama gibi islemlerden gecirerek anlamlandirmasi gerekmektedir. Ulastiklari
bilgileri sorgulama yoluyla tartisarak fikir alisverisinde bulunmuslardir. AADO siirecinde farkli sitelerde
bulunan igerik pargalarini analiz ederek bitiinlestirme, (st dizeyde zihinsel islem gerektirmektedir.
Ogrenciler, bilgileri tartistiktan sonra sunu sayfasina 6zetlemistir. Siireg ilerledikge, sitelerden dogrudan
alinti yapmayarak ulastiklari bilgiler Gzerinde diizenleme, iliskilendirme ve diizenleme yapmiglardir.
icerikle ilgili gérseli sunmada resim dosyasindan yararlanmislardir. Sectikleri gérsel ise icerige uygundur.
Ogrencilerin okudugunu anlamlandirmada tablo, resim ve sekillerden yararlanma stratejisini
kullandiklari gérilmektedir.

ikinci Arastirma Sorusuna iliskin Bulgular: AADO Okuma Anlama Ogretim Siirecini Nasil
Etkilemektedir?

AADO uygulama ders planlari hazirlik, anlama, kurallari gdzden gegirme ve kendini ifade etme olmak
izere dort asamayi kapsayacak bicimde tasarlanmistir.

Hazirlik: Her Gg¢ uygulamanin hazirlik sirecinde ders konusuyla ilgili 6grenci dikkati ¢ekilmistir. Dikkat
cekme siirecinde resim ve fotograf gibi gorseller incelenmistir. Ogrencilerin hazirlayacaklari riinlerle
ilgili 6n bilgilerini tespit etmek amaciyla bazi sorular sorulmustur. Ornegin, birinci uygulamada
ogrencilerin gorevleri Tirkiye’de bulunan Unli yerlerle ilgili brosir hazirlamalaridir. Bu kavramlarda
gecen “Unlii yer” ve “brosiir” kavramlariyla ilgili beyin firtinasi yapilmistir. Ogrencilerden giris bélimiinii
okumalari istenerek (Giris boliminde ne anlatiliyor, kizin adi nedir, ne firmasi varmis, 6dil nedir,
brosuriin konusu ne olacak?), hazirlanan senaryo dogrultusunda &grencilerin  motivasyonlari
saglanmistir. Motivasyon bilissel, sosyal ve duygusal glicleri icerir. Bu bilesenler ise davranisin olusmasini
saglar. Ogrencilerin senaryo ve &dil yoluyla motivasyonlari saglanarak 6grenme drinlerini
hazirlamalarina tesvik edilmistir.

On bilgileri harekete gegirme: “Birinci uygulamada ogrencilerin 6n bilgileri harekete gegirme
stratejisini kullanma konusunda sorun yasadiklari tespit edilmistir’”, Gozlem 08.04.2016. ‘‘Bu dogrultuda
ogrencilerle beyin firtinasi yapilmasi yapilarak “inli yer” ve “brosur” gibi kavramlar konusunda onlarin
iliski kurmalarinin saglanmasi karari alinmistir”’, karar 11.04.2016.

Devaminda ise iyi bir brosirde bulunmasi gereken 6zelliklere iliskin agiklama yapilarak goérev
balimiine hazirlik yapilmistir. Ogrencilere “lyi bir brosiiriin dzellikleri neler olmalidir, Ogretmeniniz size
brosiir hazirlayin derse ne yaparsiniz?”’ sorulari sorulmustur. lyi bir brosiiriin dzellikleri konusunda
resimlerin olmasi, broslir planlamasinda konu belirleme, ne yapilacagina karar verilmesi, arastirma
yapilmasi, yazinin giizel olmasi, ayrintih bilgi olmasi verilen cevaplar arasindadir. Resim, renk ve glizel
yazi cevaplarinin verilmesi bicimsel acidan fikir belirttiklerini gdstermistir. icerige dair ayrintili bilgi
verilmesi ve konuyla ilgili olmasi icerik agisindan goris ifade ettiklerini yansitmistir.

804



Hacer ULU, Mustafa ULUSOY — Pegem Egitim ve Ogretim Dergisi, 9(3), 2019, 765-818

Bu durum, oOgrencilerin broslrin igerigine dair bilgilerinin sinirli oldugunu gostermistir. Gérev
bolimu sayfasini 6grencilerin okumasi istenir.

Arastirmaci: Hazirladiginiz brostirde hangi konularin olmasi gerekiyormus?
Gokhan: Uludag kayak merkezi, Pamukkale Travertenleri, Kapadokya ve Nemrut Dagi.

Arastirmaci: Evet. Arastirdigimiz bilgilerin bu konularla ilgili olmasi gerekiyormus. Peki, iyi bir
brostirde bulunmasi gereken baska 6zellikler var mi?

Mert: Rengdrenk yapmak insanlarin dikkatini cekebilir.
Feyza: Glizel ifadelerle yazmaliyiz. Daha ¢ok yazi yazarak ve resim koyarak yapabiliriz.

Ogrencilerin brosiiriin iceriginde hangi konularin olmasi gerektigini anlamalari amaglanmistir. Ayni
zamanda Giris ve Gorev bdlmeleri sayesinde 0Ogrencilerin okuyacaklari metinlerin konusuna iliskin
zihinlerinde 6n bilgi olusturmasi saglanmistir. Bazi anahtar kelimelerle ilgili 6n bilgi olusturmuslardir.

Benzer bicimde ikinci uygulamada da ikinci uygulamadaki senaryoya iliskin “Firma sizden ne
hazirlamanizi istiyor, en iyi sunuyu hazirlayana hangi 6diil verilecek?”” sorulari sorulmustur. Ogretim
araci Turkiye’de Uretilen yiyecekler hakkinda PowerPoint sunusu hazirlama yoniinde tasarlanmistir. En
iyi sunuyu hazirlayana meyve sepeti verilecegi belirtilmistir. Goérev bolimine gegilerek 6grencilerle
birlikte tartisilmistir. “lyi bir PowerPoint’in 6zellikleri nedir?”’ sorusu sorulmus ve 6rnek PowerPoint
gosterilerek icerik ve bicim acisindan incelenmistir. Uglincli uygulamada ise 6grencilerin gorevleri
bireysel olarak “Tirkiye’de Bulunan Antik Kentler” ile ilgili mektup yazmalaridir. Ogrencilere “insanlar
eskiden nerelerde yasamislardir, ginimuzde insanlar hangi toplu alanlari kullanmaktadir?” sorulari
sorulmustur. Ogrenciler insanlarin eskiden yasadigl yerlere magara; giiniimiizde insanlarin kullandigi
toplu alanlara ise aligveris merkezi, pazar, stadyum ve okul érneklerini vermislerdir. Ogrencilerin én
bilgileri harekete gecirildikten sonra giris bolimi incelenerek 6grencilerin motivasyonlari saglanmaya
cahsilmistir. En iyi mektup yazan kisiye sévala 6dili verilecegi belirtilmistir. Gérev bolimine gecilerek
ogrencilerle birlikte tartisilmistir. “Mektup yazdiniz mi, iyi bir mektubun ozellikleri nedir?”’ sorusu
sorulmus ve ornek pragraflar incelenerek mektubun giris, gelisme ve sonug boélimleri hakkinda bilgi
verilmistir. Giris ve gorev boliminin tanitiminin yapilmasinin amaci 6grencilerin motivasyonlarini
saglamak, konularla ilgili 6n bilgilerini harekete gegirmek ve bazi anahtar kavramlar hakkinda fikir
edinmelerini saglamaktir.

Ogrencilerin siire¢ balimiini okumalari saglanir. Ogrencilerle birlikte incelenir. Siire¢ bdliimiinde
brosur 6rneginin kullaniimasi, 6grencilerin brosurleri zihinlerinde canlandirmalarini saglamistir. Sunum
ve planlama, organizasyon, metin-fon secimi, gorsel-metin ve baslk-metin uyumu agisindan brosurleri
nasil hazirlayacaklarini anlamlandirmalarina yardimci olmustur. Her (¢ uygulamada 6rnek 6grenme
trinlerinin verilmesi, &grencilere ipuglari vermistir. Ogrencilerin zihinlerinde &grenme drinlerini
somutlastirmalarini saglamistir.

Anlama: Birinci uygulamada, 6grenciler Tirkiye'nin GnlQ yerleri ile ilgili brostr hazirlamislardir. Bu
ylizden silire¢ bolimini okuyup okuma amaci olusturmalari istenmistir. Bu asamada, 6grencilerin
okuma amaci olusturmayip rastgele arastirdiklari gézlenmistir.

Siire¢ béliimiiniin yapilandiriimasi: “Ogrencilerin okuma amaci stratejisini kullanamadiklari
gozlenmistir. Bazen bilgileri rastgele arastirdiklari gorilmustir”, yansitici glinlik 12.04.2016. Bu durum
tiyelerle gorisiilmistir. ikinci ve Gglincli uygulamada kullanilan 6gretim aracinin siire¢ bdlimi ayrintili
olarak yapilandiriimasi karari alinmistir, karar 22.04.2016. Bu durumun iyilesmesi yansitici glinliikte de
yer almistir. “ikinci ve {clincii uygulamalarda 6grencilerin hangi bilgiyi arastiracaklarinin farkinda
olmalari, amagsiz bir sekilde 6gretim aracini kullanmalarini ve arastirma yapmalarini engellemistir”,
yansitici ginliik, 04.05.2016.

ikinci uygulamada, okuma amaci belirleme stratejisini kullanmalari konusunda agiklamalar
yapilmistir. Uygulama siirecinde 6grencilerin okuma amaci olusturma stratejisi hakkinda bilgi edinmeleri
icin su sekilde aciklama yapilmistir:
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Arastirmaci: “Okumadan 6nce amacimizin olmasi” ne demek ¢ocuklar?
Feyza: Metinleri 6Grenmek.

Arastirmaci: Baska?

Merve: Metinleri anlamak.

Arastirmaci: “Okuma amacimizi belirlemek ben bu metinleri neden okuyorum, bu metinleri okuyunca
ne dgrenecegim” gibi sorularin cevabini bulmak demek. Bizim metinleri okumamizin amaci metinleri
kavramak, ayrintilari belirlemek, belli bir soruyu cevaplamak ve okuduklarimizi degerlendirmektir.

Okuma amaci olugturmak igin Siire¢ béliminiin (Bkz: Sekil 2) baslangicindan yararlaniimistir (ikinci
uygulamadan 6rnek verilmistir).

Arastirmaci: Bu béliimde ne gériiyorsunuz?
Melike: Resimler...

Pinar: Sorular gériiyoruz.

Arastirmaci: Sorular neyle ilgili?

Enes: Findik, seftali, bal...

(Sorular sirayla okunur).

Ogretmen: Yapacadiniz ¢alismada sirasiyla bu bilgileri arastiracaksiniz. Konular hakkinda bilgi
edindikten sonra okuduklarinizi dedgerlendireceksiniz. Bilgileri buradaki adimlara gére sirasiyla
arastiracaksiniz.

Ogrenciler, ne arastiracaklarina dair fikir edinmek igin siire¢ bélimiine ulasmistir. Verilen adimlarin
takip edilmesi, bilgiyi organize etmelerine olumlu yénde katkida bulunmustur. Uglincii uygulamada,
ogrencilerin deneyim elde ettiklerinden dolayi bilgileri seri sekilde arastirdiklari gézlenmistir. Arastirma
yapmadan 6nce, okuma amaci belirleme stratejisi kullanmaya yonelik farkindalik kazanmiglardir.

Go6zden gegirme, tahmin etme, yiiksek sesle okuma, metinde ileri ve geri gidip diisiinceler arasinda
iliski kurma ve diger stratejileri kullanma: Birinci, ikinci ve Uglincii uygulamalarda kullanilan 6gretim
aracinin kaynaklar bolimu, akilli tahtaya yansitilarak 6grencilerin bilgisayardan agmalari saglanmistir.
Birinci uygulamada 6grencilerin hangi siteleri okuyacaklarina karar veremeyip géz gezdirme stratejisini
kullanamadiklari gbzlenmistir.

G6z gezdirme stratejisinin kullamimi konusunda karar alinmasi: “Ogrenciler, hangi siteleri
okuyacaklarini bilemeyip farkli sitelere giris ¢ikis yapmistir. Bu durum, zaman kaybetmelerinin yani sira
zihinsel karmasikliga yol agmistir”’, yansitici glinlik 15.04.2016. Bu durum, Uyelerle gorisulerek ikinci ve
liciinct uygulamada 6gretim araglarindaki sitelere gdz gezdirme stratejisinin nasil uygulanmasi gerektigi
konusunda c¢alisma 6ncesinde daha fazla 6rnek gosterilerek uygulama yapilmasi planlanmistir, karar
22.04.2016. Ogrencilerin siteleri taramalari, hangi metinleri okuyacaklarini tahmin etmelerine olumlu
yonde katkida bulunmustur.

Ogrencilerin kaynaklar bélimiinde linkleri taniyarak bu stratejileri nasil kullanacaklari konusunda
bilgi edinmeleri saglanmistir. Ornegin, ikinci uygulamada &grencilerin bu stratejileri nasil kullacaklari
konusunda bilgi su sekilde verilmistir:

Arastirmaci: Dért tane lriin ile ilgili kaynak listesi var. Findiga iliskin bilgi arastiracaginiz zaman
findikla, karpuza iliskin bilgi arastiracaginiz zaman karpuzla ilgili kaynaklar listesine bakmalisiniz.
Ornegin findikla ilgili kaynak listesindeki sitelere tek tek tiklayin. Su siteye (el ile gosterilerek)
tikladiginizda ilk olarak ne dikkatinizi cekiyor, bashk ve resimler degil mi, bu metnin bashgi nedir?

Yalgin: Findik Hasadi.
Arastirmaci: Resimlere baktiginizda ne gériiyorsunuz?
Pinar: insanlarin findik toplamasi.

Arastirmaci: O zaman bu sitenin konusu neyle ilgili olabilir?
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Seher: Findigin tarladan toplanmasiyla ilgili.

Arastirmaci: Evet. Bu site findigin tarladan toplanmasiyla ilgili. Bu sitede ben findik yadi ile ilgili bilgi
bulamam. Bu sitede findik hasadiyla ilgili bilgi bulabilirim. Bu sekilde sitedeki metni okumadan 6nce
ne yapmaniz gerekiyor?

Sena: Basliklara ve resimlere bakmamiz gerekiyor.

Arastirmaci: Sitelere géz atmaniz gerekiyor. O zaman o sitenin neyle ilgili olduguna karar verebiliriz.
Zaman kaybetmeyiz. Bundan sonraki asamada ise sitenin arastirdigimiz konuyla ilgili oldugundan
eminsek metinleri okumaya baslayabiliriz. Sessiz okuyabilecegimiz gibi grup arkadasimizin
duyabilecegi sekilde sesli de okuyabiliriz. Daha sonra okuduklarimizi arkadasimizia tartisabiliriz.
Okuduktan sonra anlamadiysak ne yapmaliyiz?

Ali: Bastan okumaya baslariz.
Arastirmaci: Metinleri tekrardan okuyabiliriz ya da daha yavas okuyabiliriz.

Sitelerdeki konularin igerigine dair tahminde bulunmalari igin baslk, gorsel ve dikkat ¢ceken yazilara
(koyu, renkli ve italik) goz gezdirmeleri gerektigi belirtilerek 6grencilerin siteleri taramalari, hangi
metinleri okuyacaklarini tahmin etmelerine olumlu yénde katkida bulunmustur. Ogrencilerin 6grenme
Urunlerinde reklam, haber gibi igerikleri kullanmamalari, ilgili ve ilgisiz bilgiyi ayirt edebildiklerini
gostermistir. Birinci uygulamada, 6grenciler yliksek sesle okuma stratejisini uygularken grup tyelerinden
bir kisi okurken digerlerinin dinlemesi gerektigi ya da takip etmeleri gerektigi konusunda bilgi verilmistir.
Birinci uygulamada, Ogrenciler yiksek sesle okuma stratejisini bilingsiz bir sekilde uyguladiklarindan
dolayi ¢cok fazla giiriilti ortaya ¢ikmistir. Bu durum yansitici glinliikte su sekilde yer almistir:

Yiiksek sesle okuma stratejisinin kullanimi konusunda karar alinmasi: ‘“Gruplar metinleri
birbirlerinin duyacagl bicimde yiliksek sesle okumaktadir. Bu durum, metinlere odaklanmalarini
engellemektedir”’, yansitici glinlik 13.04.2016. Bu durum, lyelerle gorlstlmistir. Sinifta alistirmalar
yapilmasi, ayni grupta bulunan 6grencilerin biri okurken digerinin dinlemesi, yiiksek olmayacak bigimde
diisik ses tonuyla konusulmasi, anlasiimadigi zaman dislincesini soylemek igin grup arkadasiyla
konusarak ¢éziim bulmasi gerektigi konusunda bilgi verilmesi planlanmistir, karar 22.04.2016.

Ogrenciler zamanla bu stratejiyi kullanma konusunda deneyim kazanmistir. Ogrencilerin okuma
sirecinde ilgili icerige ulastiklarinda, ses tonunu degistirerek yavas bir sekilde okumalari yapilan
gdzlemler arasindadir. AADO aracinda belirli bir konu hakkinda arastirma yaptiklarindan ulastiklari
bilginin dogrulugundan emin olmak icin daha kontrolli bicimde (sesli, yavas vb.) okumaktadirlar.
Metinde ileri ve geri gidip dislinceler arasinda iliski kurma stratejisini uygulama konusunda birinci
uygulamada bazi dgrenciler sikinti yasamustir. Ogrenciler arastirdiklar konuyla ilgili bilgiye ulastiginda
metnin devamini okuma geregi hissetmemistir ya da ekran g¢ubugunu kaydirmadiklarindan metnin
devamini okumamislardir. Bu duruma ¢6ziim bulunmustur.

Metinde ileri ve geri gidip diisiinceler arasinda iliski kurma stratejisinin kullanimi konusunda karar
alinmasi: Ogrencilere metnin devaminda da arastirdiklari konuyla ilgili bilgi olabilecegine dair érnek
gosterilerek metnin devamini okumalari ve kaydirma cubugunu hareket ettirerek diger ilgili bilgilere
ulasmalari konusunda bilgi verilmesi planlanmistir, karar 22.04.2016.

ikinci uygulamada En lyi Arkadaslar isimli grubun, sayfanin tamamini okuyarak seftali cekirdeginin
kullanim alanlarina dair farkl bilgiler verdikleri tespit edilmistir (Bkz: Sekil 6).
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Findigin kullamim  Alanlari

Diinyada cerez olarak da tiketilen findigin % 90'a yakini
kavrulmus, beyazlatilmig, kiyilmis, dilinmis,un ve piire halinde
gikolata, biskiivi, sekerleme sanayiinde, tatl, pasta ve dondurma
yapimi ile yemek ve yardimci madde olarak kullaniimaktadir.

Yaklasik beshin yildir bilinen findik, meyvesinden odununa kadar
bircok yerde insanliga biylk faydalar saglamaktadir. Findik kabugu
tlkemizde 6zellikle findik Uretilen bolgelerde cok degerli ve ylksek

kalorili bir yakacak olarak kullanilmaktadir.

sekil 6. ikinci uygulamada en iyi arkadaslar isimli grubun hazirladiklari 6§renme iirtiniinden bir bélim.

Tablo, resim ve sekillerden yararlanma, metindeki bilgi ve bulgulari degerlendirip analiz etme,
baskalariyla tartisma, not alma ve 6zetleme stratejilerini kullanma: Ogrencilerin arastirdiklar bilgileri,
grup Uyelerinin ortak kararlar dogrultusunda yazmalari gerektigi belirtilerek sozli iletisim ile 6grenme
Urlnlerini tartisarak hazirlamanin ve igerigi uygun gorsellerle iliskilendirmenin 6énemi vurgulanmistir.
Birinci uygulamada bu konuyla ilgili sorun yasanmis ve bu duruma su sekilde ¢éziim bulunmustur:

Tablo, resim ve sekillerden yararlanma stratejisinin kullanimi konusunda karar alinmasi: ‘‘Birinci
uygulamada 6grencilerin gorselleri sitelerden se¢meleri onlara ipucu vermektedir. Ayni zamanda bazi
gorseller yetersiz gelmektedir. ikinci ve Ugiincli uygulamada kullanilan 6gretim aracina resim dosyasi
eklenmelidir’”’, karar 22.04.2016.

Bunun igin ikinci ve Gglinct uygulamada kullanilan 6gretim aracina resim dosyasi eklenmistir ve bu
konuda soyle bilgi verilmistir:

Arastirmaci: Aradiginiz bilgiyi buldugunuzdan emin olmak igin grup arkadasinizla dogru bilgiye ulasip
ulasmadiginizi konusabilirsiniz. Emin olduktan sonra arastirdiginiz bilgiyi siire¢ béliimiindeki kitap
resminin lzerine tiklayarak agilan sunu sayfasina yazabilirsiniz. Ayrica yazdiginiz bilgiye uygun olarak
““Resim Dosyasi”’ndan uygun resimleri segerek ilgili bilginin yanina yapistirabilirsiniz.

““Resim Dosyas!I”’ nin bir bolumi Sekil 7’de gosterilmistir.

Sekil 7. Resim dosyasi.

Arastirmaci: Aradiginiz bilgiyi buldugunuzdan emin olmak igin grup arkadasinizla dogru bilgiye ulasip
ulasmadiginizi konusabilirsiniz. Emin olduktan sonra arastirdiginiz bilgiyi siire¢ béliimiindeki kitap
resminin (zerine tiklayarak agilan sunu sayfasina yazabilirsiniz. Yazarken bilgileri kendi ciimlelerinizle
ifade ederek ézetlemelisiniz. Bunun igin notlar tutabilecediniz gibi direk sunuya fikirlerinizi de
yazabilirsiniz.

808



Hacer ULU, Mustafa ULUSOY — Pegem Egitim ve Ogretim Dergisi, 9(3), 2019, 765-818

Ogrencilerden siire¢ béliimiinde, Aspendos Antik Tiyatrosuyla ilgili bilgi arastirmalari istenmistir.
Ogrencinin sitelerdeki bilgileri analiz ederek dogru bilgileri 6grenme Griiniine yansittigi ve 6zetledigi
gorilmektedir (Bkz: Sekil 8).

Aspendos Antik Tiyatrosuyla ilgili su kemerleri, Gretilen Uriinler ve antik tiyatro hakkinda bilgi verecegim.
Antalya’nin Serik ilgesindeki Aspendos Antik Kenti'nin “‘can damarlari’” olarak nitelendiren tarihi su
kemerleri vardir. Aspendos onemli ticaret yolu lzerine bulunmaktaymis. Antik Tiyatronun hikayesi
varmis. Bir tane kiralin kizi varmis. Kiral demis ki kdyde en iyi sey yapana kizini verecekmis. ikiz kardes
calismaya baslamis. Birisi su gegiti insaa etmis. Digeri ise antik tiyatro yapmis. Kiral kizini su gegiti yapan
bana versin demis. Ses yankilaninca kiral duymus. Kizini ikiye ayirmis. Birisini ona vermis. Digerini de ona
vermis. Antik tiyatro 2 kademeymis. Yedi tane kapi varmis. En iyi olanlar 6éne, kadinlar arkaya otururmus.
GlnUmuzde, tiyatro konser vermek icin kullaniimaktadir. Yaklasik 15.000 kisiliktir. Aspendos’ta tuz,
zeytin, yag Uretirlermis. At da yetistirirlermis.

Sekil 8. Ugiincii uygulamada hazirlanan 6§renme iiriiniiniin paragraf érnedi.

Ogrencilerin, birinci uygulamada ozetleme stratejisini kullanmalari konusunda sorun yasadiklari
gozlenmistir. Bu durum, Uyelerle gorusilerek karar alinmistir.

Ozetleme stratejisinin kullanimi konusunda bilgi verilmesi: “Ogrenme (rinleri, égrencilerin
dzetleme becerilerinin zayif oldugunu gdstermistir”’, yansitici giinliik 08.04.2016. “ikinci uygulamada,
Ogrencilerin PowerPoint sunusu Ulzerine bilgileri kopyalayip yapistirdiklari, 6zetlemedikleri ve kendi
cimleleriyle ifade etmedikleri gorilmustiir”, yansitici glinlik 10.05.2016. Her iki durum duyelerle
gorisilmistir. Uyelerle yapilan gériismede, bilgileri aynen kopyalayip yapistiran 6grencilerin
baslangicta ciimle climle 6zetlemeleri ve climle sayilarinin artirilarak 6zetlemeleri konusunda bilgi verilip
uygulama yapilmasi karari alinmistir, karar 22.04.2016.

Kurallari gézden gegirme: Ogrencilerin olusturduklari grenme iriinlerini degerlendirme bdlimiine
(Bkz: Sekil 9) gore diizeltmeleri saglanmistir. Ogrenme iriinlerini degerlendirme balimiindeki kriterlere
(baslik-metin uyumu, istenen bilgilere ulasip ulasmadiklarini kontrol etme, metin ve ilgili gorseli
iliskilendirme, Ozetleme vb., imla-noktalama isaretleri) goére incelemeleri istenmistir. Zorlanan
ogrencilere bu konuda rehberlik yapiimistir.

DEGERLENDIRME
GIRlS ol sunular i rubrige gire degerlendirilecektir.
GOREV In 12 3 13
m Sunum ve Sunum metoduna uyulmamisty. | Sunum metoduna uyulmustur. | Sunum metodu uygundur. | Sunum  metodu, taslak  ve
Planlama Planlama belirsizdis ve taslak | Fakat planlama ve rtaslak | Planlama ve taslak | planiama  detayhidsr.  Genel
=T uygun degildir. Genel gortnim | belirsizdir, Genel gortntm | detaylandinlabilir.  Genel | gortntm ok iyidir
s lall2 ok ozensizdir ozensizdur gortnum iyidie
DECERLENDIRME Orgamizasyon | Fikirler _swali ve mantikls | Fikirler swali ve mantikh olarak | Bazi  fikirler swali ve | Fikirlerin _ gogu  swali ve
bigimde swalanmamugt, | swalanmamuy  olup  sunumun | mantikh olarak siralanmarmy | mantikl: olarak siralanmug olup
SONTC Metnin  kendine has tutarh | amac: anlaglabslir. olup okuyuculann kafas: | okuyucuyu metne
yapist yoktur. Sunumua fazla kangtinlmadan tutarls | yonlendumektedus.
amacum  anlamak  oldukea vaps sunulmugtur
zordus
Bilimsel Dogruluk | Bilimsel  dogruluk  yoktur | Bilimsel dogruluk ¢ok dusuk | Bilimsel dogruluk mevcuttur | Bilimsel  dogruluk  olduksa
(Igerikle ilgili bilgi yoktur veya | duzeydedir (Igerikle ilgili bilgs | (Igenkle ilgili bilgs yeterli | detaylidir (Igenikle ilgili bilgi
hatalsdir) mevcuttur; fakat gogu bilginin | dizevdedir) agik ve uygundur)

sgenikle slgisi yoktur)
Imla | Kelimelerin yazimi, noktalama | Kelimelenn yazums, nokalama | Kelimelerin yazum:, | Kelimelenn yazm:. noktalama
sgaretleri, buyuk-kugok harf ve | syaretleri, boyuk-kuguk harf ve | nokualama igaretleri, boyuk- | isaretleni, boyuk-kuguk harf ve
dilbilgisi kullanimlarinda | dilbilgisi kullaumlannda gogu | kugtk harf ve dilbilgisi | dilbilgisi kullansm  okumayt
strekls olarak hata yapilmigts. | yerde hata yapilarak okuma azen igin etk
Metni okumak oldukga goror. | goglesmigtir hatalar  yepilarak  okumak | yekilde kullanilmsgtr

Metin-Fon Seqimi | Fon  formatlan _ ierigin | Fon formatlan igenk  ve | Fon formatlan okunabilirlige | Fon formatlan dikkatli bigimde

k uygun | uygun planianmugtr planlanmiue.  Igerige  ve
Yazi ve arka plan rengi yakin | plantanmiy ve ok az zor okunabiliclige yum
renktedis okunmakiadis saglamygtr. Yaz ve arka plan
rengi 21t renkredis

Sekil 9. ikinci uygulamada kullanilan é§retim aracina ait dederlendirme béliimii.

Degerlendirme bolimiinden yararlanilarak ve karsilikh diyaloglarla 6grencilerin 6grenme (riinlerini
dizenlemelerine rehberlik edilmistir. Bazi 6grencilerin diizenleme yaparken 06grenme (Urlnlerini
degerlendirmekte gliclik ¢ektikleri gorilmistar.
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Kendini ifade etme: Ogrenciler, sunu yapma konusunda serbest birakilmistir. Zorlandiklari yerlerde
soru sorularak yénlendirme yapilmistir. Ogrencilerin hazirladiklari 8grenme Uriinlerini arkadaslarina
anlatmalari 6grendikleri bilgilerin kahciligini saglamistir.

Ornek olarak birinci uygulamada yapilan sunu verilmistir. Ogrencilere bu konuda su agiklama
yapilmistir:

Arastirmaci: Sunu yapmanin amaci edindigimiz bilgileri pekistirmektir. Bilgileri okumaktan ziyade

brostirlerden yararlanarak anladiklarinizi sunmalisiniz. Bir kisinin konusmasindan ziyade farkli grup

arkadaslarinizin  konusmasina izin vermelisiniz. Bazi yerlerde birbirinizin fikirlerine yorum

yapabilirsiniz. Ayrica, konusma kurallarina dikkat etmelisiniz. Sununuzda ses tonunuzu ayarlamaniz

ve ¢alismanizin konusunu belirtmeniz gerekiyor.

Sunu yapmak isteyen grup ve Ogrenciler 6grenme Urinlerindeki icerik hakkinda bilgi vererek
dzetlemeye calismislardir. Ogrencilerin birinci, ikinci ve Gglincli uygulamada hazirladiklari 6grenme
Urunlerinin niteligi Tablo 5’te verilmistir.

Tablo 5.
Odgrencilerin Birinci, ikinci ve Uciincii Uygulamada Hazirladiklari Odrenme Uriinlerinin  Aritmetik
Ortalamasi.

Birinci Uygulama ikinci Uygulama Ugiincii Uygulama

(Brosiir Hazirlama) (PowerPoint Sunusu Hazirlama) (Mektup Yazma)

Boyutlar n x Boyutlar n x Boyutlar n x
Sunum ve planlama 8 2.75 Sunum ve planlama 12 3.29 Sunumve planlama 24 3.52
Organizasyon 8 3.00 Organizasyon 12 3.66 Organizasyon 24 3.43
Bilimsel dogruluk 8 3.62 Bilimsel dogruluk 12 3.75 Bilimsel dogruluk 24 3.75
imla 8 281 imla 12 3.08 imla 24 3.02
Kaynaklar 8 3.31 Kaynaklar 12 3.66 Kaynaklar 24 3.75
icerik gecerligi 8 262 icerik gecerligi 12 3.50 icerik gecerligi 24 3.29
Ozgiinliik 8 262 Ozgiinlik 12 2.25 Ozgiinlik 24 3.91

Tablo 5 incelediginde, 6grencilerin uygulama sirecinde hazirladiklari 6grenme Grtnlerinin sunum ve
planlama agisindan (birinci uygulama x = 2.75, ikinci uygulama x = 3.29, lglncl uygulama x = 3.52),
organizasyon agisindan (birinci uygulama x = 3.00, ikinci uygulama x = 3.66, li¢lincl uygulama x = 3.43),
bilimsel dogruluk agisindan (birinci uygulama x = 3.62, ikinci uygulama x = 3.75, lglincl uygulama
x =3.75), imla agisindan (birinci uygulama x = 2.81, ikinci uygulama x = 3.08, ligiincli uygulama x = 3.02),
kaynaklar agisindan (birinci uygulama x = 3.31, ikinci uygulama x = 3.66, Ug¢lincti uygulama x = 3.75),
icerik gecerligi agisindan (birinci uygulama x = 2.62, ikinci uygulama x = 3.50, Uglnct uygulama
x =3.29), 6zginlik agisindan (birinci uygulama x = 2.62, ikinci uygulama x = 2.25, Gglincti uygulama
x =3.91) gelisim gosterdigi tespit edilmistir. Bu durum, o6grencilerin 6grenme urlinlerinde Ustbilissel
okuma stratejilerini kullanarak gelisim gosterdiklerini ortaya koymustur.

Tartisma, Sonug ve Oneriler

Arastirmada, AADO’niin okuma stratejileri Ustbilissel farkindaliga etkisini arastirmak amaciyla
Ustbilissel okuma stratejileri envanteri silirecin basinda ve sonunda uygulanmistir. Problem ¢6zme
stratejisi dlizeyinde, onteste gore sontest sonuglari lehine anlamli farklilik oldugu bulgusuna ulasiimistir.
Arastirma sonucu, Makrogiorgou ve Antonio (2016) tarafindan vyapilan arastirmadaki 6. sinif
dgrencilerinin (n=40) okuma hizini ayarlama stratejisinin kullanimina AADO’niin pozitif yonde etki ettigi
bulgusuyla tutarhhk géstermektedir. Okuma stratejilerini destekleme diizeyinde, dnteste gore sontest
sonuglari lehine anlamh farklilhk oldugu bulgusuna ulasilmistir. Arastirma sonucu, yapilan arastirmalarla
tutarhhk gostermektedir (An & Cao, 2014; Makrogiorgou & Antonio, 2016). Genel okuma stratejisi
diizeyinde ise 6ntest ve sontest sonuglari arasinda anlamli farklilik olmadigi, fakat sontest puanlarinda
artis oldugu bulgusuna ulasilmistir. Literatiirde, AADO’niin genel okuma stratejisi diizeyine etkisini
arastiran c¢alismaya rastlanmamistir. Bu sebeple, arastirmadan edilen sonug literatirle
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iliskilendirilememistir. Fakat AADQO sirecinde 6grencilerin genel okuma stratejisini kullandiklari
arastirmacilar tarafindan teoriye dokilmistiir. Henning’e (2013) goére, cocuklar is birligi icerisinde
calisirken rollerini paylasirlar (okur, yazar, bilgisayar kullanma) ve sitelerdeki bilgileri sesli olarak okurlar
ve tartisirlar. Okurken, igerik ipuglarini kullanarak bilgileri diizenler ve sonug ¢ikarirlar. Sitelerin segimi,
dgrencilerin 6n bilgilerine bagldir ve okuduklarini analiz ederek dgrendiklerini degerlendirirler. AADO,
gorevleri tamamlamak icin kiyaslama, siniflandirma, sonug ¢ikarma, analiz, kanit olusturma, 6zetleme,
algi analizi gibi farkh tip diisinme becerilerinin kullanimini gerektirmektedir.

Bu arastirmada, bazi 6grencilerin bilgileri arastirirken not tuttuklari gézlenmistir. Bu bulgu, Popota
(2014) tarafindan yapilan arastirmada &grencilerin cogunlugunun AADO uygulamasi siirecinde not
almalari ve bunlardan 6grenme Urlnlerini hazirlamada yararlanmalari ile tutarlihk goéstermektedir. Bu
arastirmada, Ogrencilerin tekrar okumaya basvurmalari Brown ve Zahner (2006) tarafindan yapilan
arastirmada 6grencilerin  verilen ybnergeleri ve aciklamalar tekrar okumalariyla tutarhhk
gostermektedir.

Ogrencilerin AADO aracinda takip edilen adimlarin agiklanmasina yénelik rehberlik saglama,
O6grenmeyi kolaylastirma ve hizlandirma agisindan faydal oldugunu belirtmeleri, Hassanien’in (2006)
yaptigl arastirmada, &grencilerin ¢ogunun AADO’niin ilgi gcekmesi, kullanish olmasi ve kolay erisim
saglamasi, Kachina (2012) tarafindan yapilan arastirmada 8gretmenlerin AADO siirecinde adimlarin agik
acik belirtilmesinden ve rubriklerin sunulmasindan dolayr AADO’ye karsi pozitif tutum géstermeleri,
Balkissoon ve Balkissoon’un (2014) yaptigl arastirmada ise adimlarin agiklanmasindan dolayi 6grencilerin
etkinlik yaparken zamani kullanma becerilerinde gelisim gostermeleri sonucuyla tutarlilik
gostermektedir. Harashima’ya (2008) gore, bireyler dijital ortamda arastirma yaparken zihinlerinde
rehber sorular Gretmelidirler. Bu agidan, metinleri okumak igin plan yapmaya ihtiya¢ duyarlar. AADO
aracinin sire¢ bolimiinde arastirilmasi istenen bilgilerin sistematik olarak sunulmasi, 6grencilerin
metinleri okuma siirecinde plan yapmalarini kolaylastirmistir.

Ogrencilerin navigasyon kullanma ve siteleri taramada sorun yasadiklari, fakat zamanla bu sorunlari
astiklari gbzlenmistir. Bu bulgu, yapilan arastirmalarla tutarlihk géstermektedir (Balkissoon & Balkissoon,
2014; Chang et al., 2011; Ikpeze, 2009; lkpeze & Boyd, 2007; Kachina, 2012; Leite et al., 2015; Segers &
Verhoeven, 2009). Scott ve O’Sullivan’a (2005) gore, hipermetinlerin dezavantajlarindan birisi ¢ok fazla
bilgi yukli olmasidir. Okuma siirecinde bireyler sonraki adimda ne yapacaklarina, ileri geri gitmek igin
istedikleri bilgiyi nasil bulacaklari ve ne kadar zaman harcayacaklari konusunda kargasa yasayabilirler.
AADO araci, hipermetinleri okumaya asina olmayan bireyler icin bu dezavantaji ortadan kaldirabilir.

Bu arastirmada 6grenciler bazi bilgileri anlamama, yanlis yaptiklarini diizeltme ve grup arkadaslarinin
farkli fikirlere sahip olmalarindan dolayi anlasamama agisindan sikinti yasamistir. Yapilan aragtirmalarda,
bazi 6grenciler yasadiklari sorunlar agisindan farkli gérusler belirtmistir (Hassanien, 2006; lkpeze, 2009;
Kachina, 2012; Mohn, 2004). Hassanien’in (2006) yaptigi arastirmada, 6grencilerin % 6.00’si bazi
kaynaklara ulasamadiklarini, Ikpeze (2009) tarafindan yapilan arastirmada bir 6grenci birgok siteyi
ziyaret etmenin arastirma yapma sirecini zorlandirdigini, Kachina’nin (2012) yaptigi arastirmada
ogrencilerin internette cok bilgi okuduklarindan dolayl yazamadiklarini ve yorulduklarini, Mohn (2004)
tarafindan yapilan arastirmada ise 6gretmenler 6grenciler icin uygun bir 6gretim oldugunu, fakat %
15.00°inin gorevleri tamamlamada zorlandiklarini  belirtmislerdir. Bu arastirmada ise 0Ogrenciler
kaynaklara ulasamama, bircok siteyi ziyaret etmenin arastirma slrecini zorlandirmasi, c¢ok bilgi
okuduklarindan dolayr yazamama ve yorulma yoéniinde goriis belirtmemislerdir. Ikpeze ve Boyd (2007)
tarafindan yapilan arastirmada, bazi 6grencilerin sitelerde asir bilgi yiki oldugundan sikayet etmeleri,
dikkat daginikhgr yasamalari, favori siteleri ziyaret etmeleri ve oyun oynamak i¢in bu durumu firsat
bilmeleri yasanan sikintilar arasindadir. Bu arastirmada, 6grencilerin konuyla ilgili olmayan igerige
(haber, reklam vb.) dikkatlerini yogunlastirdiklari gézlenmistir. Segers ve Verhoeven (2009) tarafindan
vapilan arastirmada, 6. sinif 6grencilerinin bazi siteler yaslarina uygun olmadigindan dolayi gorevlere
odaklanmada zorlandiklari gozlenmistir. Bu arastirmada yapilan pilot uygulama sonucunda, 6grenci
seviyesine uygun olmayan siteler kaynaklar listesinden ¢ikariimistir.
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AADQO’ve yoénelik olumlu sonuglar ortaya koyan calismalar mevcutken, farkli gorisler ileri siiren
arastirmalar da mevcuttur (VanFossen, 2009; Zheng et al., 2007). VanFossen’e (2009) gére, su ana kadar
yapilan arastirmalarda AADO’niin dogrulayici ve tavsiye edilen model oldugu ileri siriiliirken énemli
noktalardan birisi de her 6grenci i¢in uygun olmama ihtimalinin olmasidir. Zheng vd. (2007) tarafindan
yapilan arastirmada, 226 6gretmen sorgulamaya dayali AADO’niin etkili olmadigi yéniinde goriis
belirtmistir. Bu durum, AADO konusunda sinif uygulamalari, 6gretmen yeterligi ve gelecekte yapilmasi
gereken arastirmalar noktasinda dikkate deger g¢abalara ihtiya¢ duyuldugunu gozler 6niine sermektedir.
Tim bu sonuglar géz oniline alindiginda, ¢ok yonli bir analiz yapilmadigi stirece benzer galismalarla
yapilacak kargilastirmalarda yanlig yorumlar ortaya gikabilecektir.

Oneriler
Arastirma sonuglari dogrultusunda 6gretmenlere ve arastirmacilara dénik onerilerde bulunulmustur.

e Ogretmenler kullanilacak stratejiyi tanitmali, modellemeli ve hangi durumlarda kullaniimasi gerektigini
acikca ifade etmelidir. Kendi rehberliginde 6grencilerle pratik yapmali ve zaman zaman bu stratejileri
gozden gecirerek 6grencilerin bireysel olarak kullanmalarini desteklemelidir. Ayni zamanda, 6grenciler
okuma siirecinde sesli diisiinme yoluyla strateji kullanimina cesaretlendirilerek is birligine dayah
O6grenme ortamlarina sikca yer verilmelidir.

¢ AADO 6ncesinde, dgrencilere basili metinlerden okuma becerisi kazandiriimahdir. Nitekim elektronik
ortamlarda okuma becerilerini kullanamayan bireylerin basili metinlerde kullandiklari aliskanlik, beceri
ve stratejileri Gzerinde anlam olusturacaklar daslnildiginde; e okuma anlama becerilerinin basili
metinlerden okuma becerileri Gizerine yapilandirilmasi daha islevsel olacaktir.

AADO’niin uygulanmasinda 6grencilerin tercihleri yéniinde segimleri igin daha fazla ¢oklu senaryolar
kullanilabilir (Gokalp et al., 2013). Bu durum, o6grencilerin ilgileri dogrultusunda motivasyonlarini
saglayarak 6grenme sirecine katilmalarini saglar.

e Turkce egitim programinda teknoloji kullanilarak temel becerilerin gelisimini iceren sinirli sayida
kazanim bulunmaktadir. Bu kazanimlarin sinif diizeyine gore arttiriimasi olduk¢a 6nemlidir. Clnki
gliniimiiz bireyleri ylz yiize iletisim yaninda e-posta, mesaj, ag ginligl, Facebook, Twitter gibi
unsurlar araciligiyla iletisim kurmaktadir. Cogu zaman ana dili bilingsiz bir sekilde kullanmaktadirlar.
Uygulama surecinde teknolojik imkanlardan yararlanarak 6gretim yapilmasi, ana dil gelisimini daha
farkh boyutlara taslyacaktir. Bu agidan teknolojinin egitim programlariyla bitlnlestirilmesi bir ihtiyag
haline gelmistir.

Farkli dersler kapsaminda AADO dogrultusunda okuma strateji ve becerilerini arastiracak bir konu ele
alinip sonucun desteklenmesi etkili olacaktir. Bu sekilde, dijital ortamlarda okumanin uygulamali olarak
kazandirilacagl distinilmektedir. Bu agidan, e okuma anlama stratejilerini daha net sekilde belirlemek
icin sesli diislinme prosediirleriyle desteklenmis calismalara yer verilebilir.

AADO’niin Tirkce dersi egitim programindaki diger becerilerin gelisimine etkisi arastirilabilir. Bugiin
Ulkemizde, kendini ifade etmekte zorlanan bir¢ok 6grenci mevcuttur. Uygulama sonuglari, yazma
becerisinin yeni okuryazarlik teorisi dogrultusunda gelisimini saglamasi agisindan 6nemli sonuglar
ortaya koyabilir.
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