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comprehension. Research was conducted in 4th grade Turkish lessons of a primary
school located in the Central Anatolia region of Turkey with experimental and control
groups of 25 randomly assigned students. Experimental method was used in the
research and findings were supported with qualitative data. Data were collected
through the Reading Comprehension Skills Achievement Test, Self-efficacy Perception
Scale for Reading Comprehension and Student Interview Form, each developed by the
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researchers. According to the findings of the research, there was a significant
difference between students in the experimental group where the reciprocal teaching
technique was implemented and students in the control group where the traditional
teaching process was continued in terms of the achievement level and retention
scores of the reading comprehension in favor of the experimental group. However, no
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significant difference was found between the groups in terms of self-efficacy levels.
The students in the experimental group expressed that they were pleased to have the
opportunity to lead their friends, to have a say in guiding the lesson, this technique
facilitated their understanding of the texts they read and it provided them with a
group work environment.
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gelismesine, kalicihga ve okudugunu anlama 06z yeterlik algisina etkisini test etme
amaciyla yapilmistir. Arastirma, Tiirkiye’de i¢ Anadolu Bélgesinde bulunan bir
ilkokulunun 4. sinif Turkce derslerinde, yansiz atama yoluyla elde edilen deney ve
kontrol grubu olmak Uzere yirmi beser 6grenciden olusan iki grupla ylratilmustar.
Arastirmada deneysel yontem kullaniimis olup, nitel verilerle de bulgular
desteklenmistir. Veriler, arastirmacilar tarafindan gelistirilen Okudugunu Anlama
Becerileri Basari Testi, Okudugunu Anlamaya iliskin Oz Yeterlik Algisi Olgegi ve Ogrenci
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Gorlisme Formu araciligiyla toplanmigtir. Arastirma bulgularina gore karsilikli 6gretim
tekniginin uygulandig deney grubundaki 6grenciler ile geleneksel 6gretim siirecinin
devam ettirildigi kontrol grubundaki 6grenciler arasinda okudugunu anlamaya iligkin
basari dizeyi ve kalicilik puanlari arasinda deney grubu lehine anlamh bir fark
bulunurken, 6z yeterlik dizeyleri arasinda anlamh fark goézlenmemistir. Karsilikli
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O6gretim tekniginin uygulandigi deney grubunda yer alan 6grenciler karsilikli 6gretim
tekniginin diger arkadaslarina liderlik etmelerine firsat vermesinden memnun
olduklarini, dersi yonlendirme konusunda séz sahibi olmalarini saglamasinin onlara
keyif verdigini, bu teknigin, okuduklari metinleri anlamalarini kolaylastirdigini ve grupla
¢alisma ortami saglamasinin kendilerine katki getirdigini ifade etmislerdir.
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Introduction

In addition to being one of the most important ways of accessing information, reading constitutes
one of the most important steps in the way of knowledge production and constitutes the basis of social
development. The development of reading skills and reading habits of students are of critical
importance at primary school level and, reading and comprehension studies in this level lay the
foundation of reading habits. (Cift¢ci & Temizyirek, 2008). The Turkish primary school curriculum (MEB,
2017) also aims to educate individuals who think, understand, research, examine, criticize, question,
interpret, and enjoy reading and learning. The development of these skills in students depends on the
development of reading and comprehension skills. The curriculum emphasizes that students acquire the
habit of reading and develop their reading skills starting from the first grade of primary school and
therefore it is very important to give importance to the development of reading skills in primary school
years.

It seems inevitable for students to benefit from a number of cognitive strategies to improve their
reading comprehension (RC) skills. Cognitive strategies guide student's attention, learning, remembering
and thinking, and also help the individual on self-monitoring and self-guidance (Senemoglu, 2009).
Reciprocal teaching (RT) can also be considered as a contributing technique for learning these cognitive
strategies. In order to prepare students for their future roles in life, teachers need to teach cognitive and
metacognitive reading strategies (Rowe, 2005). Researches show that people with poor reading skills
turn into individuals with poor thinking skills who cannot use their writing and thinking strategies well
(Alfassi, 2004). From this perspective, a society of individuals with advanced RC skills can contribute to
contemporary civilization as a society of thinking and understanding.

Reading and comprehension skills directly affect the improvement of students’ personality, their
ability to establish a healthy relationship with the community and their success in life and school.
(Greenway, 2002; Miller, Miller & Rosen, 1988; Turkey Ministry of National Education [MoNE], 2009).
There are studies indicating that reading comprehension skills which contribute to the success of
students in school, society and life are ignored in schools, teachers spend very little time on
comprehension activities in teaching process and this situation is seen as a problem especially in primary
schools (Ates & Akyol, 2013; Ness, 2011; Neuman, 2001; Pearson & Duke, 2002). Although the
contribution of reading and reading comprehension skills to cognitive, affective and social development
of individuals is known, it is also known that there are studies which show that there is a great
deficiency in reading comprehension skills in our country (Acat, 1996; Ates, 2006; Celenk, 2003; Dogan,
2002; Guneyli, 2007; Ministry of National Education, 2019; Sidekli, 2010; Yilmaz 2006).

One of the important indicators of success in school is the self-efficacy concept that Bandura put
forward in Social Learning Theory. Self-efficacy is the belief in one's own capacity to achieve the
necessary levels of learning and behavior. It is emphasized that the creation and strengthening of self-
efficacy perceptions affect the change of behaviors (Bandura, 1977). Self-efficacy perception is effective
for individuals on their efforts and persistence, and for deciding to/not to do a job (Schunk, 1981). The
concept of self-efficacy is also affected by peers. The self-efficacy of students increases when their peers
are successful as they are motivated by thinking that they can also be successful. Children with a strong
sense of self-efficacy about a task are expected to make great efforts to achieve it. On the contrary,
children who perceive themselves as inadequate tend to avoid given duty, be reluctant, and give up
quickly when they face difficulties (Schunk, 2014). Therefore, it can be thought that self-efficacy
perceptions may be an important variable in students' reading and RC achievements.

RT is a technique based on group work and strategies for understanding reciprocal interaction,
estimating, explaining, questioning and summarizing between teacher and students. The teacher models
students by showing them how to use RT strategies (Palincsar &Brown 1984). Then, in small groups,
students undertake the role of teacher and implement each strategy through think aloud (Oczkus,
2003). Teachers modeling students and students modeling other students constitute the basic principle
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of the RT technique. In other words, all of the individuals in classroom see the ways others think and
benefit from each other's thinking and learning processes.

It is very important to use feedback in the implementation process of RT. Students should be
encouraged to be active in lesson, the usefulness of work done with given feedback should be
emphasized, and where, when and for what purpose this information can be used should be
emphasized in order for students to be able to successfully transfer this information (Brown, Day &
Jones, 1983; Palincsar & Brown, 1984).

RT is an effective technique in developing reading comprehension skills of students who have
difficulties in RC (Palincsar & Brown, 1984; Le Fevre, Moore &Wilkinson, 2003), students with learning
disabilities (Lederer, 2000) and students with intellectual disabilities (Glldenoglu & Kargin, 2012).
Although the contribution of reading and reading comprehension skills to the cognitive, affective and
social development of individuals is known, unfortunately, there are study results that reveal that there
is a great inadequacy regarding the reading comprehension skills in Turkey (Acat, 1996; Ates, 2006;
Celenk, 2003; Dogan, 2002; Gulneyli, 2007; Sidekli, 2010; Yilmaz, 2006). Educational researches are
needed to create solutions to this problem. According to the researches, it is observed that RT is
effective in RC, but there is not enough research about the effects of RT on RC retention and self-
efficacy. Many studies have been conducted on RT, especially abroad (Brady, 1990; Dermody, 1988;
Kelly, Moore & Tuck, 1994; Klingner & Vaughn, 1996; King & Johnson, 1999; Lederer, 2000; Le Fevre,
Moore & Wilkinson, 2003; Lubliner, 2004; Lysnchuk et al., 1990; Miller, Miller & Rosen, 1988; Palincsar,
1987; Sarasti, 2007; Sporer et al., 2009; Takala, 2006; Taylor & Frye, 1992; Todd, 2006). In these studies,
it is seenthat RTis frequently used to develop cognitive skills of students especially in the field of special
education. There are studies using RT in the area of special education also in Turkey. For example;
students who have difficulties in reading comprehension (Palincsar &Brown, 1984; Le Fevre, Moore
&Wilkinson, 2003), students with learning difficulties (Lederer, 2000) and students with mental
disabilities (Glldenoglu & Kargin, 2012; Giiler & Ozmen, 2010). It is seen in these studies that RT is
effective in improving reading comprehension skills. In addition, studies show that RT also contributes to
story comprehension skills (Gller & Ozmen, 2010), learning idioms (Ozbay & Akdag, 2013), knowledge
map creation skills (Gorgen, 2014), deep meaning (King & Johnson, 1999), writing and managing skills
(Miller, Miller & Rosen, 1988), word identification (Bruce & Robinson, 2000), self-assessment
(Greenway, 2002) and foreign language learning (Dokur, 2017).

When the related literature was examined, no study was found in which RT was applied at primary
school level and for the whole class. Compared to studies abroad, the limited number of studies on RT in
our country shows the need for new studies in this field and emphasizes the importance of this
research.

Aim of the Study

This study was carried out for testing the effects of RT on RC skills of 4th grade primary school
students, their learning retention and RC self-efficacy perception. In this context, answers to the
following questions are sought:

1. Is there a significant difference between the pre-test, post-test and retention test scores of the
students in the experimental group where the RT technique is implemented?

2. Is there a significant difference between the pre-test, post-test and retention test scores of the
students in the experimental group and the students in the control group where traditional teaching
process is continued?

3. Is there a significant difference in terms of the post-test scores of self-efficacy perceptions between
the students in the experimental group and the students in the control group?

4. What are the opinions of the students in the experimental group regarding the teaching processes in
which RT technique is applied?
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Method
Research Design

The experimental method was used in the study. In this context, pretest-posttest control group
design was implemented. Retention tests were performed one month after the posttest. Qualitative
data were also collected in order to understand the experiences of the students during the
implementation process and to get detailed ideas about the process. For this purpose, interviews were
conducted with the students in the experimental group about the RT process.

Participants

This study was conducted in 4th grade Turkish lessons in a public primary school in Turkey. One of
the 4th grades in the school was assigned to the experimental group by random assignment and the
other to the control group. 25 students were included in both groups. In the experimental group, there
were 11 girls and 14 boys and in the control group, 12 girls and 13 boys. Both groups were tested by
using T test to understand the differences between groups in terms of pre-test scores of RC Skills
Achievement Test (RCSAT) and Self-efficacy Perception Scale for RC (SPSRC). No significant difference
was observed between the pre-test scores of the groups (RCSAT t,45=-1.09, p>.05; SPSRC t45=.92, p>.05).

Data Collection Tools

In this study, quantitative and qualitative data collection tools were used. Accordingly, “RCSAT” and
“SPSRC” developed by the researchers were implemented in the quantitative dimension of the study
while Student Interview Form was implemented for the qualitative dimension.

Reading Comprehension Skills Achievement Test (RCSAT): In the achievement test, four items were
written for each learning outcome and a pool of 52 items was created. Expertopinions were consulted in
order to ensure the content validity of the pool. The texts in the RCSAT were taken from textbooks not
used by the experimental group students. As the texts are approved by the Turkey Ministry of National
Education, they are considered to be appropriate for the students. In order to ensure the reliability and
validity of the RCSAT, a pilot study was performed on 533 students. The Cronbach's alpha coefficient for
internal consistency reliability for RCSAT was found as .92. The average item difficulty of the test was
calculated as .56. An item is interpreted as easy as it approaches 1.00 and as difficult while it comes
close to .00 (Ozgelik, 2013). In this context, RCSAT is a test with medium difficulty. As a result of the item
analyzes, necessary arrangements were made and the actual form consisted of 26 items, two questions
for each learning outcome.

Table 1.
Learning Outcomes and Related Items in the Trial Form of Reading Comprehension Skills Achievement
Test.

Outcomes Item Number
1 Predicts the meaning of new words in a text based on clues given 2-21-27-45
2 Seeks answers to questions what, where, when, why, who and how (5W1H).  4-17-28-40
3 Makes comparisons in texts. 5-18-35-46
4  Establishes cause-effect relationships in texts. 1-14-29-42
5 Determines subjectsin texts. 8-24-30-51
6 Determines main ideasin texts. 6-20-36-50
7 Determines main sense in a poem. 11-22-43-52
8 Investigates relationship between title and content. 10-13-32-34
9 Identifies contradictory expressions in terms of meaning in texts. 3-23-37-44
10 Makes inferences from texts. 7-12-31-41
11 Identifies problems raised in a text and finds different solutions to them. 19-26-38-47
12 Summarizes a text. 9-25-39-49
13 Notices incomplete and/or unrelated information in a text. 15-16-33-48
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Self-efficacy Perception Scale for Reading Comprehension (SPSRC): In the development process of
the scale developed by Kula and Budak (2020), expert opinions were consulted to determine the content
validity (Karasar, 2012). There were 29 items arranged in three-points Likert-type as "Doesn't fit me at
all”, “Fits me a little”, “Fits me perfectly”. In order to ensure the validity of the scale, a 30-item trial form
was established by subtracting 2 items from the 32-item pool in line with the expert opinions. Pilot
study concerning the SPSRC was carried out on 518 students. To test the suitability of the data set for
exploratory factor analysis (EFA), Kaiser-Meyer-Olkin (KMO) value and Barlett test results were
examined. The SPSRC's KMO was .95. In the Bartlett test results (p=.00), it was concluded that the data
set was suitable for factor analysis. It was seen in analysis results that the developed scale had a single
factor structure. Since the factor load values for each item were above .30 it was determined that the
items in the scale were suitable for use.

Confirmatory factor analysis (CFA) was performed with the data obtained from 350 students by using
Lisrel 8.80 program to test the validity of the single factor structure of the scale. As a result of the CFA, it
was found that the factor loads (M) of the items varied between .39- .60. Standardized values of .30 and
above indicate that they have an acceptable effect size (Kline, 2010). The t values of each item vary
between 8.75 and 14.48. The fact that the calculated t-values are above 1.96 shows that the items in the
scale represent the relevant dimensions in a meaningful way (Simsek, 2007). When the fit indices
obtained from CFA were examined, it was concluded that p value was significant (p <.05). Therefore, the
ratio x¥/sd (799.91/377) was calculated to be 2.12. x’/df <3.00 is considered acceptable (Kline,
2010).Expert opinions were taken again for the scale and it resulted in a 29-items scale which has a
single-dimensional structure. The Cronbach-Alpha internal consistency coefficient of the scale was .92.

Student interview form: A semi-structured "Student Interview Form" was used to determine the
views of the students in the experimental group on RT strategies. The interviews were conducted by the
researchers. Expert opinions were consulted on the content validity of the interview questions and
necessary arrangements were made. The form consisted of nine open-ended questions. Each interview
lasted about 15 minutes. During the interviews, the researchers took notes and made voice recording.
One of the biggest problems in the interpretation of qualitative data is the possible bias in the coding of
data. To eliminate this situation, the qualitative data were checked by more than one expert and
conformity check was performed.

Data Collection

Pilot study: In order to provide similar conditions to the experimental process, a pilot study was
conducted in a class in the same public school which was not included in the experimental and control
groups. Thirty one 4th grade students participated in the pilot study. 8 hours of pilot study was
conducted on a 2 hours a day-2 days a week basis. At the end of each day, the research diary was held
by the researchers on how the course was passed with feedback from students. During the pilot study,
opinions about the study were taken from the class teacher as well. As a result of the pilot study,
necessary corrections were made in the lesson plans.

Experimental process: In the control group, Turkish lessons were conducted by the class teacher in
accordance with the traditional curriculum. The students in the control group read texts similar to texts
read by the students in the experimental group. In this context, class activities can be listed as follows:

¢ Oral or silent reading of texts by the students.

¢ Students’ explanations of texts.

e Teacher's explanations of texts.

e Teacher's questions about texts and students' answers.
¢ Filling in questions in student workbooks.

In the experimental group, the teaching process which was prepared with RT was implemented by
the researchers 3 hours a day, 2 days a week. The teaching process prepared with RT was based on
estimating, questioning, explaining and summarizing (EQES) strategies. In the lessons, Reading
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Comprehension Chart, Reminder Cards, RT Puzzles, Story Map Chart created by the researchers were
used. The 24-hour teaching plan of RT is as follows:

e 1st-3rd hour: Informative text named “Kazin Ugusu” was introduced by the teacher through think
aloud by using the four basic strategies of RT; EQES.

e 4th-6th hour: Commencing the use of EQES on the narrative text "Kendine inandigin Kadarsin" with
student pairs while the teacher is assisting and guiding them through think aloud about each strategy.

e 7th-9th hour: On the narrative text called "Odiil", RT strategies are implemented by the students in
groups of two while the teacher guides the students through think aloud on difficult strategies.

e 10th-12th hour: On the narrative text called "Koku", RT strategies are implemented by the students in
groups of four or five and each group is concentrated on a single strategy. At the end of the lesson,
strategies are combined like jigsaw pieces when all groups share what they do with others. The
teacher controls the group work and guides the students in case of need.

e 13th-15th hour: On the informative text called "Neyi Seviyorsaniz O", RT strategies are implemented
by the students in groups of four or five, then, answers are shared among other groups. The teacher
controls the group work and guides the students in case of need.

¢ 16th-18th hour: On the informative text called "Haberlesme", RT strategies are implemented by all the
students in classroom. Some activities are implemented by creating groups of two in the process. The
teacher supports the students through think aloud and modeling.

¢ 19th-21st hour: On the informative text called "Cocuklar Dogustan Bilim Adamidir", RT strategies are
implemented by the students in groups of four or five. Estimations, questions, explanations and
summaries of the text are established with all the students.

e 22nd-24th hour: On the narrative text called "Resim", RT strategies are implemented by the students
in groups of two. Students' opinions about all implementations are taken and evaluated.

Data Analysis

Quantitative data analysis: In accordance with the sub-problems of the study, descriptive statistics;
percentage, frequency and mean were calculated. Kolmogorov-Smirnov test was used to examine the
distribution of data. Differences between the pre-test, post-test and retention test scores regarding the
RC of the students in the experimental group were calculated with the Friedman F Test which is the non-
parametric equivalent of the Variance Analysis for Repeated Measures. Two-way Analysis of Variance
for Mixed Measures (TAVMM) was used to determine differences between the pre-test, post-test and
retention test scores regarding the RC of the students in both groups. The Mann Whitney U test was
used to compare RC self-efficacy perception post-test scores of the students in both groups. The
retention test was carried out 1 month after the end of the implementation. In the analysis of all data,
the significance level was accepted as .05 and analyses were done with SPSS program.

Qualitative data analysis: In the analysis of qualitative data obtained from student interviews,
descriptive analysis, one of the qualitative data analysis techniques, was used. The data obtained were
grouped and interpreted according to determined themes.

Data obtained from the interviews were transcribed as such, without being changed, by the
researchers, so that the qualitative data could be processed in accordance with the problem of the
study. The raw data obtained were coded by assigning numbers for each participant pl.... p25 without
using student names. In order to provide the inter-reliability of the study, the data were coded by two
researchers and compared to reach the consensus. In order to increase the credibility of the qualitative
data, the participant's opinions were directly quoted and qualitative data and quantitative data were
reconciled in the discussion section (Patton, 2014). The consistency between coders was calculated
using the formula [Consensus / (Disagreement + Consensus) X 100.00] of Miles and Huberman (1994).
As a result of this calculation, the consistency between the coders was determined to be 88.00%.
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Results

Reading Comprehension Skills Pre-Test, Post-Test and Retention Test Scores of the Students in the
Experimental Group

In order to examine whether there is a significant difference between the pre-test, post-test and
retention test scores of the students in the experimental group where RT was implemented, RCSAT was
implemented as pre-test, post-test and retention test.

Table 2.
Descriptive Statistics of Experimental and Control Group Scores.
Pre-Test Post-Test Retention Test
Maximum Score  Groups n X sd n X sd n X sd
26 Experimental 25 15,52 5.10 25 22.00 2.58 25 2244 284
Control 25 17.12 5.28 25 16.80 4.85 25 13.32 5.89

In Table 2, the mean pre-test score of the experimental group was 15.52, the mean post-test score
was 22.00, and the mean retention test score was 22.44 which shows an increase. It is seen, in the
Kolmogorov-Smirnov tests conducted to determine whether the data obtained from the experimental
group were normally distributed, that the final test (p=.04) and retention test (p=.02) scores did not
show normal distribution.

Table 3.
The Friedman Test for the Pre-Test, Post-Test and Retention Tests of the Experimental Group.
Groups Measurements n Mean Rank  df xz p Difference r nz
Experimental Pre-test 25 1.26 2 2139 .00 2-1 .75 .57
3-1 .81 .65
Post-test 25 2.36
Retention 25 2.38

In Table 3, it can be said that there is a statistically significant difference between the pre-test, post-
test and retention test scores of the students in the experimental group ()(2: 21.39; p<.05). Wilcoxon
matched-pairs signed ranks test was used to determine between which measurements this difference
took place (Pallant, 2010). According to the results of the Wilcoxon test, there was a significant
difference between the results of pre-test and post-test scores (z=-3.77; p<.05) of the experimental
group in favor of the post-test scores, and between pretest and retention test scores (z=-4.04; p<.05) in
favor of retention scores. It can be stated that there was no significant difference between the post-test
scores and the retention scores (z = -.57; p>.05). The Friedman test does not have a direct effect value
calculation, but the effect value (r) can be calculated over the z value obtained with the Wilcoxon test
(Yatani, 2018). The effect size for the z value can be found with the formula r=Z / VN. For the r value, .5
is expressed as high effect, .30 as medium effect and .10 as low effect (Coolican, 2009). As seen in Table
3, the r effect value (.75 and .81, r>.50) is of high effect size. This finding shows that the RT technique
significantly increased the RC scores of the experimental group students.

Reading Comprehension Pre-Test, Post-Test and Retention Test Points for the Students in the
Experimental and Control Groups

In order to examine whether there is a significant difference between the pre-test, post-test and
retention test scores of the students in the experimental and control groups, RCSAT was implemented
as pre-test, post-test and retention test to both groups. In order to use TAVMM, the assumption of
sphericity should be provided first. Mauchly’s Sphericity Test was performed for this purpose.

According to Table 4, it is seen that the assumption of sphericity was obtained as a result of the
Mauchly's Sphericity Test (.23; p>.05) which tests the equality of variance differences between all the
related group combinations.
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Table 4.

Mauchly’s Sphericity Test Results for TAVMM.

Variable Mauchly’s W Approximate xz df ¢}
Time (pre-test, post-test, retention test) .94 2.93 2 .23
Table 5.

ANOVA Results for Pre-Test, Post-Test and Retention Test Scores of Both Groups.

Variance Source KT df KO F p Partial nz
Between Groups 47882.67 1

Group (E-C) 674.16 1 674.16 29.28 .00 .38
Error 1105.17 48 23.024

In Groups 237.17 2 118.58

Group*Time 735.52 2 367.76 18.14 .00 27
Error 1945.30 96 20.26

As seen in Table 5, there was a statistically significant difference between the pre-test, post-test and
retention test scores (F1=29.28; p=.00, p<.05) of the students in both groups, and this difference was in
favor of the experimental group (See Table 2).

Post-test Scores of Self-Efficacy Perceptions on Reading Comprehension of Students in Experimental
and Control Groups

SPSRC was implemented to the experimental and control groups as pre-test and post-test in order to
examine differences between the post-test scores of self-efficacy perceptions of the students in both
groups.

Table 6.
Descriptive Statistics Related to Self-Efficacy Scores of Experimental and Control Group.
Pre-Test Post-Test
Maximum Score Groups n X sd n X sd
87 Experimental 25 70.36 8.09 25 81.20 5.53
Control 25 68.32 7.66 25 77.12 10.24

As can be seen in Table 6, the pre-test mean score of the experimental group was 70.36 and the
post-test mean score was 81.20. The pre-test mean score of the control group was 68.32 and the post-
test mean score was 77.12. According to these results, the post-test scores of both groups increased
compared to the pre-test scores. In the Kolmogorov-Smirnov test, the data show normal distribution
when p>.05. It is concluded that SPSRC post-test scores did not show normal distribution (p=.00) in both
groups. Mann Whitney U test was used to determine whether the post-test scores on RC self-efficacy
perceptions of the students in both groups showed a significant difference (Gravetter & Wallnau, 2013).

Table 7.
Mann Whitney U Test Related To Post-Test Scores of Reading Comprehension Self-Efficacy Perceptions
Scale in Both Groups.

Groups n Mean Rank U 3 P
Experimental 25 27.42 264.50 -.93 .35
Control 25 23.58

As seen in Table 7, there was no statistically significant difference (U= 264.50; p>.05) between SPSRC
post-test mean scores of the experimental and control group students. This finding can be interpreted
that RT did not significantly affect students' self-efficacy perceptions on RC.
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The Opinions of the Students in the Experimental Group on Teaching Processes in which RT is
Implemented

The experimental group students (n=25) were asked about their views on the implementation
process of the RT. These views are divided into two categories as positive and negative. Students
emphasized that they were satisfied with the fact that they were leading other friends and they had a
say in guiding the lesson (f=5). For example, p2 stated that RT facilitated his/her understanding: "I
started to handle EQES quite well. Thanks to these steps, | started to understand texts better". P5
emphasized the leadership aspect in RT: "It taught us a lot. At first, we were asking the teacher before
doing everything. Then we started to do it ourselves. We created groups and worked together with our
friends". P6 pointed out to work in groups: "l worked with my friends as a group. | learned that working
with a group was a nice thing". In the light of these findings, it is possible to say that the students
generally had positive thoughts about RT. In particular, it is seen that leading and guiding group friends
during the lesson and conducting the lesson in groups without teacher guidance contribute to the
formation of positive thoughts about RT. In the light of these views, it can be said that RT affects
students positively.

Students also stated that they found it hard to distribute tasks during group work (f =3) and reach a
consensus with their group friends (f =3). Group studies support students to communicate more than
they do in individual studies. It is inevitable that there will be conflicts arising from more communication
and interaction. Students having difficulties in reaching a consensus but overcoming this conflict can be
considered as a natural situation resulting from the structure of RT that supports group works.

The most challenging strategy in reciprocal teaching: The students in the experimental group were
asked about the most challenging strategy in the process. The students saw summarizing strategy as the
most challenging strategy among RT strategies (n = 10). Then come explanatory, asking and predicting
strategies. They stated that summarizing was a time consuming and difficult task and it was challenging
to summarize texts with their own words. For example, the student with the code p19 said;
“Summarizing. Because it was very difficult to make sentences in our own words. It was difficult to write
down what was left in our minds".

Group studies in reciprocal teaching: The opinions of the students about group studies carried out in
reciprocal teaching classes were gathered in two themes as positive and negative. The significant
positive opinions were; “Sharing Ideas (f=9), Less Fear of Making Mistakes (f=7), Better Understanding of
Texts (f=6), Sense of Confidence (f=2) and Fun (f=1). For example, student coded p15 emphasized the
importance of exchanging ideas with friends in group work: “Sharing your thoughts with your group
friends. Learning more while working together and benefiting from their thoughts". The student with
the code p17 stated that the fear of making mistakes was less in group studies; “For example, you are
thinking something about the text, but you are not sure. When you're working with a group, you can
easily do these things you are not sure about. Because you ask the opinions of other people in the
group".

Experimental group students also mentioned some difficulties in group studies during the reciprocal
teaching process. These categories were considered as negative; "Working in a Noisy Environment
(f=11), Thinking Different from Each Other (f=7), Difficulty in Distribution of Tasks (f=5)". The fact that
there was noise in the class in reciprocal teaching process was the most common negative expression of
the students. The student coded p8 thought that the noise was stemming from students telling their
opinions; "When working in groups, sometimes it can be very loud. Because everyone says their opinion
at the same time. We don't know what to do in those times. Our teacher was also very tired because of
this”. The other negative opinion expressed by the students was that they had different ideas. The
student coded p3 stated; "It's nice to get everyone's opinion, but it's hard that everyone thinks
differently. It was hard to explain our own thoughts and make others accept them" and the student
coded p19 said; “It is very difficult when most of the group members make a decision and someone
objects. We need to convince him. It's also very difficult especially if everyone talks in the group at the
same time”.
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Discussion, Conclusion & Implementation

In this study, it was determined that there was a statistically significant difference between the pre-
test, post-test and retention test scores of the students in the experimental group. This difference was
between pre-test and post-test scores in favor of post-test and between pre-test and retention test in
favor of retention test. This result may be taken as a sign that the students of the experimental group
improved their RC skills. This increase is thought to be a result of the implementation of RT. Although
the importance of using strategy is known in the development of RC skills, it is also an important factor
to use a strategy that has more than one component as in RT (Giiler & Ozmen, 2010). RT is a multi-
element technique that requires the blending of strategies used before, during and after reading
(Palincsar & Brown, 1984). It can be thought this is one of the important reasons of the positive effect of
RT on RC.

It was concluded that there was a statistically significant difference between the experimental group
and the control group students in terms of RC pre-test, post-test and retention test scores in favor of the
experimental group. This result shows that experimental group students are more successful in terms of
reading skills. One of the most obvious aims of primary education is to improve students' RC skills.
Because RC skills provide an important basis for learning at the next educational level (Alvermann &
Earle, 2003; Kirsch et. al., 2002). The aim of the vast majority of RC studies conducted in the last 20
years is to develop effective reading strategies to facilitate RC (National Reading Panel, 2000). It has
been proven that correctly implemented RT under the supervision of experts makes important
contributions to the development of RC skills (Brady, 1990; Dermody, 1988; Kelly, Moore & Tuck, 1994;
Klingner & Vaughn, 1996; King & Johnson, 1999; Koch & Spérer, 2017; Lederer 2000; Le Fevre et. al.,
2003; Lubliner, 2004; Lysynchuk et. al., 1990; Miller, Miller & Rosen, 1988; Palincsar, 1987; Palincsar &
Brown, 1984; Rosenshine & Meister, 1994; Sarasti, 2007; Sporer et. al., 2009; Takala, 2006; Taylor &
Frye, 1992; Todd, 2006).

It is known that behaviors resulting from learning can occur when faced with appropriate stimulants,
even if they are not used frequently (Budak, 2016). Thus, it is possible to talk about the retention of
learning. It is known that group works in lessons increases the retention of learning (Unlii & Aydintan,
2011). These group works make students active in the learning process, and make them remember their
actions (Unlii & Aydintan, 2011). Based on this information, it can be assumed that the dominance of
group work in RT has an impact on the level of achievement and retention scores of RC skills. It is also
known that another important factor in ensuring the retention of learning is to give students sufficient
time (Hashey & Connors, 2003). Sufficient time should be given to students to internalize knowledge
and make it permanent.

One of the important achievements of the reciprocal teaching technique is that students develop
their metacognitive thinking skills (Bruce & Robinson, 2000). Metacognition is being aware of how one
learns information as well as learning and understanding it (Senemoglu, 2009). This awareness is
thought to make learning more permanent.

The findings of this research show that the teaching process arranged with reciprocal teaching in the
fourth grade Turkish course is more effective than the methods and techniques proposed in the current
curriculum on the development of reading comprehension skills. Similar to the results of the study,
Gildenoglu & Kargin (2012), Palincsar & Brown (1984) and Carter (1997) have demonstrated that the
application of reciprocal teaching technique improves students' reading comprehension skills.It is also
known that this technique increases overall student achievement in less than a year when it is applied
across the entire school rather than merely increasing the success of small groups such as classrooms
(Carter, 1997).

When the post-test scores of both groups were examined, it is seen that the self-efficacy perceptions
of the experimental group students were higher than those in the control group. However, this
difference was not statistically significant. The qualitative findings of the study also support this result. It
was concluded that the students in the experimental group had difficulties in the distribution of tasks in
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group work and reaching a consensus. This situation is thought to be caused by students’ passive role in
traditional methods. In RT, it is observed that the students have difficulty in managing the processes
they are not familiar with, such as working together, making decisions, taking responsibility and working
independently from teachers. It is thought that these difficulties in RT process may have negatively
affected self-efficacy perceptions. Because students' self-efficacy perceptions are known to be in direct
interaction with their sense of success (Senemoglu, 2009). For student, answer to the question “Can |
succeed?” reveals his/her self-efficacy perception (Viau, 2015). Thus, in the process of teaching-learning,
students' success can be effective in terms of high self-efficacy perceptions. Although there was an
increase in RC achievement levels of the students in the experimental group, it was concluded that they
did not feel sufficient in this area. This situation is thought to arise from the perception of students, who
are used to teaching with traditional methods, that only the teacher can know the truth, and the fact
that they are not familiar with the culture of working independently from the teacher and therefore
they do not consider themselves sufficient. Students have difficulty in implementing reciprocal
teaching.Thinking that the task given is difficult has a negative effect on self-efficacy (Schunk, 2014). The
elimination of this drawback may be possible by long-term implementation of RT.

In the study, when the opinions of the students in the experimental group were examined, it was
concluded that they were satisfied with leading other friends and guiding the lesson on their own. They
also stated that this technique provided a better understanding of texts and working in groups
contributed to them. Coinciding with this finding, Hashey and Connors (2003) conducted two years of RT
and as a result, they found that as the process progresses, students became able to provide interaction
without teacher's guidance and manage the process. Gilbert (2018) concluded that as RT
implementations are enriched in terms of creativity, group interaction increases, and group learning
significantly improves students' level of understanding. The results of the study conducted by King and
Johnson (1999) revealed that when teachers participating in the study regularly modeled how to use
EQES, effectively demonstrated how to use RT dialogues, guided practices and gave feedbacks to
students, it is seen that students could apply the RT process as a mirror of their teachers. Supporting the
same finding, Miller, Miller and Rosen (1988) showed that there was a significant difference in
management skills between control group and experimental group, in favor of experimental group. In
other words, as a result of RT, it is seen that the students become successful in guiding the lesson and
leading other students. Having reached a similar result with the study findings, Todd (2006) conducted
reciprocal teaching practices with 4th grade students, and as a result of these practices, it was
concluded that the students showed improvement in applying strategies to themselves.

It is seen that RT activities made it easier to understand texts for the students in the experimental
group. The results obtained from the quantitative analyses of the study also coincide with the
qualitative results of the study. Being able to easily understand texts is a skill used not only in Turkish
lessons, but in all other subjects. Stefani (1998) also stated that reading skills, reasoning and writing
skills significantly contribute to students' academic achievement.

It is concluded that the strategy in which students in the experimental group have difficulty is the
summarization strategy. One of the basic outputs of reading comprehension is the basis of summarizing;
distinguishing the most important information from many information sets. Summarizing skill consists of
comprehension, planning and expression processes. In the first stage, reading and understanding the
source text takes place. Then, the plan is created by determining the important points to shorten the
text. Finally, writing or explaining the summary is carried out (Cikrik¢i, 2008). It can be thought that
students have difficulty in implementing summarizing due to this multi-stage process structure of the
strategy. As a result of the study conducted by Cooper and Greive (2009) with fourth grade students in
primary school, it is concluded that the summarizing strategy is considered more difficult than other
strategies by students. There are study results showing that reciprocal teaching improves students'
ability to summarize, and allows them to write abstracts consisting mostly of main ideas in accordance
with the nature of the strategy (Dermody, 1988; Palincsar, 1987; Palincsar & Brown, 1984; Taylor & Frye,
1992).
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In the research, the students in the experimental group express that the group work in the process
of reciprocal teaching; allows them to share their ideas with each other, reduces their fear of answering
wrong or misunderstanding in the lesson, make them understand the texts they read better because of
the activities they do, give them more confidence in themselves and each other and that the group
activities are fun.Supporting this finding, Celik, Senocak, Bayrakceken, Taskesenligil and Doymus (2005)
express that group work have features like providing positive addiction and individual responsibility,
strengthening face-to-face interaction, developing social skills and evaluating together (Johnson et al.,
1994; Felder & Brent, 1994).The study results of Giingdér and Un-Acikgdz (2006) support this finding.
They conclude that cooperative learning positively affects primary school students' use of reading
comprehension strategies and their attitudes towards reading.Because, in group reading activities,
students read the text together, sometimes explain it to each other, ask questions, criticize, comment
and think out loud. In other words, they carry out many mental processes related to the text apart from
just reading. This is thought to improve students' reading comprehension.

The difficulties experienced by students during group work are listed as more noise than normal
studies, group members having different thoughts, and having difficulty while performing task
distribution. It is thought that the listed difficulties are actually due to the natural structure of group
work. Group studies are studies where students interact and communicate more than they do in
individual studies. Due to this feature, there are more noise than individual studies, more than one
different ideas emerge as group members share their individual ideas and it is necessary to ensure a fair
distribution of duties among the group members. It is seen that students express all these situations as
difficulties. In order to overcome these difficulties arising in group work, it may be necessary for
students to employ various problem solving skills, social skills and communication skills.

Considering the results obtained from the study, it can be said that it would be useful to have RT
included in Turkish lesson curriculum due to the positive effects on the development of RC skills and
retention. Because the lack of importance given to reading comprehension studies in primary schools
causes low level reading comprehension in students. In order to overcome this deficiency, teaching of
comprehension strategies should be a part of the programs (Pilonieta & Medina, 2009). Starting from
the positive effects of reciprocal teaching technique on primary school students, it is considered that
program development experts should be encouraged to include, try and evaluate RT technique in
program development studies. At this point, teachers should also be given the opportunity to exercise
and encouraged to use this technique through in-service trainings and workshops. In this process,
teachers' academic and professional counseling and in-service training needs must be met, especially
concerning taking the role of guiding more than just conveying information, learning with students,
keeping students active in class, planning group activities, guiding students to think, research and
qguestion.
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Turkish Version

Girig

Okuma, bilgiye ulasma yollarinin en énemlilerinden biri olmasinin yani sira bilgi lretimine giden
yolda da en 6nemli basamaklardan birini olusturmakta ve bu baglamda toplumsal kalkinmanin da
temelini olusturmaktadir. Ogrencilerin okuma becerilerinin gelistirilmesi ve okuma aliskanhg
kazanmalari genellikle ilkégretim dizeyinde kritik 6neme sahiptir ve bu donemde 6grencilerle yapilan
okuma ve anlama calismalari ile okuma aliskanliginin da temeli atilmaktadir (Cift¢i & Temizylrek, 2008).
ilkokul Tiirkce dersi ®gretim programinda (MEB, 2017) da bilimsel diisiinen, anlayan, arastiran,
inceleyen, elestiren, sorgulayan, yorumlayan, okumaktan ve &grenmekten zevk alan bireyler
yetistirilmesi hedeflenmektedir. Ogrencilerde bu becerilerin gelisebilmesi okuma ve anlama becerilerinin
gelismesine baghdir. Programda, 6grencilerin okuma aliskanligi kazanmalarinin ve okuma becerilerini
gelistirmelerinin ilkégretim birinci siniftan itibaren basladig, bu sebeple ilkokul yillarinda okuma
becerilerinin gelisimine gereken 6nemin verilmesinin son derece 6nemli oldugunu vurgulamaktadir.

Ogrencilerin okudugunu anlama becerilerini gelistirmelerine ydnelik birtakim bilissel stratejilerden
yararlanmasi kaginilmaz gorinmektedir. Bilissel stratejiler, 06grencinin dikkatine, 6grenmesine,
hatirlamasina ve diisinmesine rehberlik eden ayrica bireyin kendini izleme, kendine rehberlik etmesine
yardim eden stratejilerdir (Senemoglu, 2009). Karsilikli 6gretim, bu bilissel stratejilerin de 6grenilmesine
ayni zamanda katki saglayici bir teknik olarak nitelendirilebilir. Ogrencileri, hayattaki gelecek rollerine
hazirlamak icin, 6gretmenlerin bilissel ve Ustbilissel okuma stratejilerini onlara acik bir sekilde
ogretmeleri gerekmektedir (Rowe, 2005). Arastirmalar, okuma becerileri agisindan yetersiz kisilerin
yazma ve disinme stratejilerini de iyi kullanamayan zayif dislinme becerisine sahip bireylere
donustiguni gostermektedir (Alfassi, 2004). Bu agidan bakildiginda, okudugunu anlama becerileri
gelismis bireylerden olusan bir toplum diisiinme ve anlama giicli yiksek bir toplum olarak cagdas
uygarhga katki saglayabilir.

Ogrencilerin okuma ve okudugunu anlamada yetersizlikler yasamasi hem onlarin kisilik gelisimi ve
akademik basarisini olumsuz etkilerken hem de toplumun kalkinma diizeyini etkileyebilecek sonuglara
sebep olabilmektedir. Cinkii okuma ve anlama becerileri 6grencinin kisiligini gelistirmesi, yasadig
toplumla saglikh iliskiler kurmasi, hayatta ve okulda basarili olmasini dogrudan etkilemektedir (Miller,
Miller & Rosen, 1988; Greenway, 2002; Tirkiye Egitim Bakanhg [MEB], 2009). Ogrencinin okulda,
toplumda ve hayatta basarili bir birey olmasina katki saglayan okudugunu anlama becerilerinin,
okullarda goz ardi edildigini, 6gretmenlerin 6gretim sirecinde anlama etkinliklerine oldukg¢a az zaman
ayirdiklarini ve bu durumun o6zellikle ilkokul kademesinde sorun olarak goriildigliinii ortaya koyan
calismalar bulunmaktadir (Ates & Akyol, 2013; Ness, 2011; Neuman, 2001; Pearson & Duke, 2002).
Okuma ve okudugunu anlama becerilerinin bireylerin bilissel, duyussal ve sosyal gelisimlerine katkilar
bilinmekle beraber maalesef (ilkemizde okudugunu anlama becerilerine iliskin blylik bir yetersizlik
durumu oldugunu ortaya koyan galisma sonuglari oldugu bilinmektedir (Acat, 1996; Ates, 2006; Celenk,
2003; Dogan, 2002; Giineyli, 2007; MEB, 2019; Sidekli, 2010; Yilmaz 2006).

Okulda basarili olmanin énemli géstergelerinden bir digeri Bandura’nin “Sosyal Ogrenme Kurami” ile
ortaya koydugu &z-yeterlik kavramidir. Oz yeterlik, kisinin égrenme ve davranislari gerekli seviyelere
ulastirmak icin kendi kapasitesine olan inancidir. Kendine iliskin yeterlik algilarinin olusturulmasinin ve
giiclendirilmesinin bazi davranislarin degisimini etkiledigi vurgulanmaktadir (Bandura, 1977). Oz yeterlik
algisi, bireylerin bir isi yapmaya karar vermesinde, ¢caba harcamasinda ve zorluklarla yizleserek o iste
sebat etmesinde etkilidir (Schunk, 1981). Oz yeterlik kavraminda akranlardan etkilenme de soz
konusudur. Akranlarinin bir konuda basarili oldugunu goéren 6grencinin 6z yeterligi artar. Clinkl ayni
konuda kendisinin de basarili olabilecegini diisiinerek motive olurlar. Goézlemlenen kisinin basarisiz
olmasi durumunda 6z yeterlikte azalma da s6z konusu olabilir. Kendilerine verilen konu ile ilgili glicli bir

505



Sultan Selen KULA, Yusuf BUDAK — Pegem Egitim ve Ogretim Dergisi, 10(2), 2020, 493-522

yeterlik algisi olan ¢ocuklarin, verilen gorevi basarmak icin biyilk caba gostermeleri beklenmektedir.
Bunun aksine kendilerini yetersiz olarak algilayan gocuklar verilen gérevden kaginma, goniilsiiz olma ve
zorluklarla karsilastiklarinda ¢abucak vazgegme egilimindedirler (Schunk, 2014). Dolayisiyla 6grencilerin
okuma ve okudugunu anlama basarilarinda 6zyeterlik algilarinin da 6nemli bir degisken olabilecegi
disunulebilir.

Karsilikli 6gretim teknigi, 6gretmen ve 6grenciler arasinda karsilikli etkilesim, tahmin etme, agiklama,
sorgulama (soru sorma) ve Ozetleme gibi anlamaya yonelik stratejiler ve grup calismalari Gzerine
kurulmus bir tekniktir. Bu teknik okuma 6ncesi, okuma sirasi ve okuma sonrasi stratejileri harmanlayan
etkilesime ve iletisime dayali bir anlama teknigidir. Ogretmen, bir yandan karsilikli 6gretim stratejilerini
nasil kullandigini sesli bigcimde gostererek 6grencilere modellik etmektedir (Palincsar & Brown 1984).
Daha sonra 6grenciler, kiiclik gruplar seklinde, 6gretmenin rolliini Ustlenerek her bir stratejiyi sesli
diisinme vyoluyla uygulamaktadirlar (Oczkus, 2003). Ogretmenin ogrencilere ve 6grencilerin diger
ogrencilere modellik etmesi, karsilikli 6gretim tekniginin temel ilkesini olusturmaktadir. Yani sinif
ortaminda bir arada olan bireylerin hepsi karsilikli olarak birbirlerinin diisinme yollarini gérmekte ve
birbirlerinin dislinme ve 6grenme sireglerinden faydalanmaktadirlar. Karsilikli etkilesim ve iletisimin
yogun olarak yasandigi bu teknikte déniit kullaniimasi da oldukca énemlidir. Ogrenciler, ders siirecinde
aktif olmaya cesaretlendirilmeli, verilen donitlerle yapilan ¢alismanin ise yarar oldugu vurgulanmali ve
ogrencilerin bu bilgileri basarili bir sekilde transfer edebilmeleri igin bilgileri nerede, ne zaman ve ne
amagla kullanabilecekleri vurgulanmalidir (Brown, Day & Jones, 1983; Palincsar & Brown, 1984). Karsilikli
ogretimle ilgili 6zellikle yurt disinda pek ¢ok calisma ¢alisma yuratilmistir (Brady, 1990; Dermody,
1988; Kelly, Moore & Tuck, 1994; Klingner & Vaughn, 1996; King & Johnson, 1999; Lederer, 2000; Le
Fevre et al., 2003; Lubliner, 2004; Lysnchuk et al., 1990; Miller, Miller & Rosen, 1988; Palincsar, 1987;
Sarasti, 2007; Sporer et al.,, 2009; Takala, 2006; Taylor & Frye, 1992; Todd, 2006). Bu ¢alismalar
icerisinde ozellikle 6zel egitim alaninda 6grencilerin bilissel becerilerini gelistirmede karsilikli 6gretimin
siklikla kullanildigl gorilmektedir. Tirkiye’de de 6zel egitim alaninda karsilikli 6gretimin kullanildig
¢alismalar bulunmaktadir. Bu ¢alismalara 6rnek olarak okudugunu anlama konusunda zorluklar yasayan
ogrencilerin (Palincsar & Brown, 1984; Le Fevre, Moore & Wilkinson, 2003), 6grenme gigligl ceken
ogrencilerin (Lederer, 2000) ve zihinsel engeli olan 6grencilerin (Glldenoglu & Kargin, 2012; Gller &
Ozmen, 2010) okudugunu anlama becerilerini gelistirmede karsilikli 6gretimin etkili oldugu gésterilebilir.
Ayrica 8ykii anlama becerilerini (Giler & Ozmen, 2010), deyimleri 6grenmeyi (Ozbay & Akdag, 2013),
bilgi haritasi olusturma becerilerini (Gorgen, 2014), derin anlam kurmay: (King & Johnson, 1999), yazma
ve yonetme becerilerini (Miller, Miller & Rosen, 1988), kelime tanimlama (Bruce & Robinson, 2000), 6z-
degerlendirme (Greenway, 2002) ve yabanci dil 6grenme (Dokur, 2017) becerilerini gelistirdigi yoninde
sonuglar da oldugu bilinmektedir.

ilgili alanyazin incelendiginde ilkokul diizeyinde ve tiim sinifa yénelik karsilikli gretimin uygulandig,
herhangi bir ¢calismaya rastlanmamistir. Yurt disindaki calismalarla karsilastirildiginda tGlkemizde karsilikh
o6gretim ile ilgili yapilmis sinirh sayida c¢alisma olmasi bu alanda yapilacak yeni calismalara ihtiyag
oldugunu gostermekte ve bu arastirmanin 6nemini ortaya koymaktadir.

Arastirmanin Amaci

Bu arastirma karsilikh 6gretim tekniginin; ilkokul 4. sinifta okudugunu anlama becerilerinin
gelismesine, kalicilliga ve okudugunu anlama 6z-yeterlik algisina etkisini test etme amaciyla yapilmistir.
Bu baglamda asagidaki sorulara cevaplar aranmistir:

1. Karsilikh 6gretim tekniginin uygulandigi deney grubundaki 6grencilerin okudugunu anlamaya iliskin
on test, son test ve kalicilik puanlari arasinda anlamli bir fark var midir?

2. Karsihikh 6gretim tekniginin uygulandigi deney grubundaki 6grenciler ile mevcut 6gretim siirecinin
devam ettirildigi kontrol grubundaki 6grencilerin okudugunu anlamaya iliskin 6n test, son test ve
kalicilik testi basari puanlari arasinda anlamli bir fark var midir?
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3. Karsilikh 6gretim tekniginin uygulandigi deney grubundaki 6grenciler ile mevcut 6gretim siirecinin
devam ettirildigi kontrol grubundaki 6grencilerin okudugunu anlamaya iliskin 6z-yeterlik algilari son
test puanlari bakimindan anlaml bir fark var midir?

4. Karsihkl 6gretim tekniginin uygulandigi 6gretim sireclerine iliskin deney grubunda yer alan
ogrencilerin gorisleri nelerdir?

Yontem
Arastirma Modeli

Arastirmada deneysel yontem kullaniimistir. Bu ¢ergevede kontrol gruplu 6n test-son test deneysel
desen uygulanmistir. Son testten bir ay sonra da kalicilik testleri uygulanmistir. Ogrencilerin uygulama
surecinde gegirdikleri yasantilari daha iyi anlamak ve siirece iliskin daha detayli fikirler edinmek igin ise
nitel veriler de toplanmistir. Bu amagla deney grubunda yer alan 6grencilerle karsilkl 6gretim sireciyle
ilgili gérismeler yapilmistir.

Calisma Grubu

Bu arastirma, Turkiye’de bir devlet ilkokulunun 4. sinif Tiirkce derslerinde yiritilmistir.Okulda
dordinci siniflardan biri yansiz atama yoluyla deney grubu, digeri kontrol grubu olarak atanmistir. Her
iki grupta 25’ser 6grenci yer almistir.Deney grubunda 11 kiz ve 14 erkek 6grenci, kontrol grubunda ise 12
kiz ve 13 erkek 6grenci yer almistir. Deney gruplarinin hem Okudugunu Anlama Becerileri Basari Testi
(OABBT) hem de Okudugunu Anlamaya iliskin Oz Yeterlik Algisi Olcegi (OAOYAQ) 6n test puanlari
acisindan denk olup olmadigi bagimsiz gruplar igin (T) testi uygulanarak kontrol edilmis ve gruplarin her
iki testten elde ettikleri 6n test puanlari arasinda anlamli bir fark gézlenmemistir.

Deney ve kontrol grubunun Okudugunu Anlama Becerileri Basari Testi (t;g=-1.09, p>.05) ve
Okudugunu Anlamaya iliskin Oz Yeterlik Algisi Olcegi (t,5=.91, p>.05) 6n test puanari arasinda 48
serbestlik derecesi ve .05 manidarlk diizeyinde anlamli bir farklilik gézlenmemektedir. Bu sonuca gére
her iki grubun birbirine denk oldugu séylenebilir.

Veri Toplama Araglari

Arastirmanin amaci dogrultusunda verilerin toplanmasinda nicel ve nitel veri toplama araglari
kullaniimistir. Bu dogrultuda arastirmanin nicel boyutunda 6lgme araci olarak arastirmaci tarafindan
gelistirilen “Okudugunu Anlama Becerileri Basari Testi” ve “Okudugunu Anlamaya iliskin Oz Yeterlik
Algisi Olgegi” , nitel boyutu icin ise Ogrenci Gériisme Formu uygulanmistir.

Okudugunu Anlama Becerileri Basari Testi (OABT): Basari testinde ilkokul Tiirkge dersi dgretim
programinda yer alan okudugunu anlama kazanimlarinin her biri icin dérder madde yazilarak 52
maddelik, madde havuzu olusturulmustur.

Madde havuzu olusturulurken testin kapsam gegerligini saglamak amaciyla uzmanlarin géruslerine
basvurulmustur. OABT'de yer alan metinler, deney grubu 6grencileri tarafindan kullanilmayan ders
kitaplarindan alinmistir. Metinler, Tiirkiye Milli Egitim Bakanligi tarafindan onaylandig icin, metinlerin
6grenci dizeyine uygun oldugu kabul edilmistir. Okudugunu Anlama Becerileri Basari Testine iliskin
givenirlik ve gecerlik kontroliinii saglama amaciyla 533 6grenci lizerinde 6n uygulama yapilmistir. On
deneme sonucu toplanan veriler ITEMAN 3.50 programi kullanilarak madde analizine tabi tutulmustur.
OABT nin i¢ tutarlihk giivenirligine iliskin Cronbach alfa katsayisi (.92) olarak hesaplanmistir. Testin
ortalama madde gii¢ligu .56 olarak hesaplanmistir. Madde glicligi 1.00’e yaklastik¢ca kolay bir madde
oldugu .00’a yaklastikca zor bir madde oldugu yorumu yapilmaktadir (Ozcelik, 2013). Bu durumda
OABT'nin orta gliclikte bir test oldugu sonucuna ulasiimistir. Madde analizleri sonucunda gerekli
diizenlemeler yapilmis ve uygulanacak olan asil form, her kazanim igin ikiser soru olmak lzere toplamda
26 maddeden olugsmustur.
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Tablo 1.
Okudugunu Anlama Becerileri Basari Testi Deneme Formu Kapsamindaki Kazanimlar ve Kazanimlara
iliskin Maddeler.

Kazanimlar Madde

Metinde verilen ipuglarindan hareketle, karsilastigi yeni kelimelerin anlamlarini tahmin ~ 2-21-27-45
eder.
Okuduklarinda ne, nerede, ne zaman, nasil, nigin ve kim (5N 1K) sorularina cevap arar. 4-17-28-40

Okuduklarinda karsilastirmalar yapar. 5-18-35-46
Okuduklarinda sebep-sonug iligkileri kurar. 1-14-29-42
Okuduklarinin konusunu belirler. 8-24-30-51
Okuduklarinin ana fikrini belirler. 6-20-36-50
Okudugu siirin ana duygusunu belirler. 11-22-43-52
Baslik ve icerik iliskisini sorgular. 10-13-32-34
Metindeki anlam bakimindan geliskili ifadeleri saptar. 3-23-37-44
Okuduklarindan g¢ikarimlar yapar. 7-12-31-41
Metinde ortaya konan sorunlari belirler ve onlara farkli ¢dzimler bulur. 19-26-38-47
Okudugunu o6zetler. 9-25-39-49
Okuduklarinda eksik birakilan ve konuyla ilgisi olmayan bilgiyi fark eder. 15-16-33-48

Okudugunu Anlama Oz Yeterlik Algisi Olgedi (OAGYAOD): Kula ve Budak (2020) tarafindan gelistirilen
Olcegin gelistirilmesi siirecinde Oncelikle kapsam gegerliginin belirlenmesi amaciyla uzman gorisine
basvurulmustur (Karasar, 2012). Bu &lcekte 29 madde yer almistir. Olgek maddeleri; “Bana Hig
Uymuyor”, “Bana Biraz Uyuyor”, “Bana Tamamen Uyuyor” seklinde Uglu likert tipinde dizenlenmistir.
Kiglk yastaki katiimcilara yonelik arastirmalar icin Ugll likert tipi Olgeklerin kullanilmasi uygun
gorilmektedir (Koklii, 1995). Olgegin kapsam gecerligini saglamak amaciyla basvurulan uzman gérisleri
dogrultusunda 32 maddelik madde havuzundan 2 madde c¢ikarilarak 30 maddelik deneme formu
olusturulmustur. OAOYAO’nin deneme uygulamasi 518 ilkokul dérdiincii sinif &grencisi (zerinde
gerceklestirilmistir. On deneme sonucu elde edilen veriler Gizerinden test istatistikleri hesaplanmistir.
Veri setinin agimlayici faktor analizi (AFA) icin uygunlugunu test etmek amaciyla Kaiser-Meyer-Olkin
(KMO) degeri ve Barlett testi sonuglari incelenmistir. OAOYAO’nin KMO orani .94 bulunmustur. Bartlett
testi sonuglarinda (p=.00, p<.05) da veri setinin faktor analizine uygun oldugu sonucuna ulasiimistir.
Gelistirilen 6lgegin tek faktorlii bir yapiya sahip oldugu yapilan analizler sunucu ortaya ¢ikmistir. Olcekte
yer alan her bir maddeye iliskin faktor yik degerlerinin (.30)'un Uzerinde olmasi sebebiyle 6lgekte
bulunan maddelerin kullanima uygun maddeler olduguna karar verilmistir.

Olgegin tek faktorlii yapisinin gecerligini sinamak amaciyla 350 ilkokul 4. sinif grencisiyle Lisrel 8.80
programi kullanilarak dogrulayici faktér analizi (DFA) yapilmistir. Yapilan DFA sonucunda maddelerin
faktor yikleri (A) .39- .60 arasinda degismektedir. Maddelere iliskin standartlastiriimis degerlerin .30 ve
Uzerinde olmasi kabul edilebilir bir etki blylkligiinde olduklarinin gostergesidir (Kline, 2010). Her bir
maddeye ait t degerleri ise 8.75 ile 14.48 arasinda degistigi gortlmektedir. Hesaplanan t degerlerinin
1.96'nin lizerinde olmasi Olgekteki maddelerin, ilgili oldugu boyutlari anlamli bir sekilde temsil ettigini
gostermektedir (Simsek, 2007). DFA sonucunda elde edilen uyum indeksleri incelendiginde p degerinin
manidar oldugu sonucuna ulasiimistir (p<.05). Bu nedenle x?/sd orani (799.91/377) hesaplanarak 2.12
olarak bulunmustur. x2/df <3.00 diizeyinde olmasini kabul edilebilir olarak ifade etmektedir (Kline,
2010). Faktor analizi sonucu yapisi belirlenen olgege iliskin tekrar uzman goriisi alinmis ve sonugta tek
boyutlu bir yapida ve 29 maddeden olusan 6lgegin, Cronbach-Alfa i¢ tutarlilk katsayisi .92 olarak
belirlenmistir.Buna gére OAOYAOQ yiiksek giivenirlikte bir dlcektir.

Ogrenci gériisme formu. Deney grubunda yer alan 6grencilerin karsilikli 6gretim tekniginin
uygulandigi basamaklara iliskin gorislerini belirlemek amaciyla yari yapilandiriimis “Ogrenci Goériisme
Formu”kullaniimistir. Gériisme formunda karsilikh 6gretim stireci ile ilgili 9 agik uclu soru yer almaktadir.
Gorusmeler, arastirmaci tarafindan gergeklestirilmistir. Gorlisme sorularinin kapsam gecerligine iliskin
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olarak uzman gorisiine basvurulmus, uzman gorisleri dogrultusunda gerekli dizenlemeler yapiimistir.
Nitel verilerin yorumlanmasindaki en buyik sorunlardan biri, verilerin kodlanmasi sirasinda karsilasilan
olasi yanhlk durumudur. Bu durumu ortadan kaldirmak igin betimlenen nitel veriler birden fazla uzmana
kontrol ettirilerek uygunluk kontroli yapilmistir.

Verilerin Toplanmasi

On deneme uygulamasi (pilot uygulama): Asil uygulamaya benzer kosullari saglayabilmek amaciyla
asil uygulamanin yapilacagi devlet okulunda deney ve kontrol grubunda yer almayan bir sinifta pilot (6n
deneme) uygulama calismasi yuritilmastir. Pilot uygulamaya 31 ilkokul 4. sinif 6grencisi katilmistir.
Haftada 2 giin 2’ser saat olmak Uzere toplam 8 saatlik calisma yuritilmistir. Calismanin tamamlandig
her glinlin sonunda dersin nasil gegtigine iliskin arastirmaci tarafindan Arastirma GinlGga tutulmus ve
ogrencilerden uygulamaya iliskin donitler alinmigtir. Pilot uygulama siireci boyunca uygulamanin
yapildigi sinifin, sinif 6gretmeninden uygulama sirecine iliskin gortsler de alinmistir. Pilot uygulama
sonucu ders planlarinda gerekli dizeltmeler yapilmistir.

Deneysel islem: Kontrol grubunda Tirkce dersleri sinif 6gretmeni tarafindan, mevcut programda
ongorilen yontemlerle yiratilmistir. Bu baglamda sinif 6gretmeninin yaptiklari genel hatlariyla su
sekilde siralanabilir:

e Metnin 6grenciler tarafindan sesli/ sessiz okunmasi.

e Ogrenciler tarafindan metnin anlatiimasi.

e Ogretmenin metinle ilgili aciklamalar yapmasi.

e Ogretmenin metinle ilgili sorular sormasi ve dgrencilerden cevaplarin alinmasi.
e Metinle ilgili sorularin 6grenci galisma kitabi tizerinde doldurulmasi.

Deney grubunda ise Tiirkce derslerinin haftanin 2 gini 3’er ders saatlik zaman dilimi karsilikh
Ogretim teknigine gore hazirlanmig 6gretim sireci arastirmaci tarafindan uygulanmistir. Karsilikli 6gretim
teknigine uygun olarak hazirlanmis 6gretim sireci tahmin etme, soru sorma, aciklama ve 6zetleme
stratejileri temele alinarak olusturulmustur. Ders sirecinde arastirmaci tarafindan olusturulan
Okudugunu Anlama Cizelgesi, Hatirlatici Bilgiler Kartlari, Karsilikli Ogretim Yap-Bozu, Hikdye Haritasi
Cizelgesi kullanilmistir. Karsilikl 6gretimin 24 ders saatlik 6gretim plani genel hatlariyla soyledir:

e 1-3. Ders: Karsilkli 6gretimin dort temel stratejisi olan tahmin etme, soru sorma, aciklama ve 6zetleme
stratejileri kullanilarak “Kazlarin Ugusu” adli bilgilendirici metinin islenmesi. Ogretmenin model olarak
ve sesli diistinme yaparak karsilikli 6gretim stratejilerini 6grencilere tanitmasi.

e 4-6. Ders: Karsilikh &gretimin dért temel stratejisinin “Kendine inandigin Kadarsin” adli éykileyici
metin Uzerinde, ikili gruplar halinde uygulamaya baslanmasi ve 6gretmenin her bir stratejiye (tahmin
etme, soru sorma, aglklama ve 6zetleme) iliskin sesli dislinme yapmasi ve stratejilerin kullanimina
rehberlik etmesi.

e 7-9. Ders: Karsilikli 6gretimin stratejilerinin (tahmin etme, soru sorma, agiklama ve 6zetleme)“Odil”
adli oykileyici metin lzerinde, 6grenciler tarafindan ikili gruplar halinde uygulanmasi, zorlanilan
stratejilerde 6gretmenin sesli diisiinme yoluyla 6grencilere rehberlik etmesi.

e 10-12. Ders: Karsilikh 6gretim stratejilerinin “Koku” adh o6ykileyici metin (zerinde, 6grenciler
tarafindan 4-5 kisilik gruplarla uygulanmasi, her bir grubun tek bir strateji Gizerine yogunlasmasi. Tim
gruplarin ders sonunda yaptiklarini sinifla paylasarak stratejilerin yap-boz pargalari gibi birlestirilmesi.
Ogretmenin grup calismalarini kontrol ederek ihtiyac halinde 6grencilere yol géstermesi.

e 13-15. Ders: Karsilikli 6gretim stratejilerinin (tahmin etme, soru sorma, acgiklama ve Gzetleme) “Neyi
Seviyorsaniz O” adli bilgilendirici metin Uzerinde, Ogrenciler tarafindan 4-5 Kkisilik gruplarla
uygulanmasi, gruplarin verdikleri cevaplari sinifla paylasmalari. Ogretmenin grup calismalarini kontrol
ederek ihtiyag halinde 6grencilere yol gostermesi.

509



Sultan Selen KULA, Yusuf BUDAK — Pegem Egitim ve Ogretim Dergisi, 10(2), 2020, 493-522

¢ 16-18. Ders: Karsilikli 6gretim stratejilerinin “Haberlesme” adli bilgilendirici metin Uzerinde, 6grenciler
tarafindan tim sinif olarak uygulanmasi. Uygulama sirecindeki bazi etkinliklerin ikili gruplar
olusturularak gergeklestirilmesi. Ogretmenin, sesli diisinme ve model olma yoluyla dgrencilere destek
olmasi ve sireci yonlendirmesi.

e 19-21. Ders: Karsilikh 6gretim stratejilerinin “Cocuklar Dogustan Bilim Adamidir” adli bilgilendirici
metin lzerinde, 6grenciler tarafindan 4-5 kisilik gruplarla uygulanmasi. Gruba bir 6grencinin liderlik
etmesi. Metinle ilgili tahminlerin, sorularin, agiklama ve 6zetin tiim sinifca tahtada olusturulmasi.

® 22-24. Ders: Karsilikh 6gretim stratejilerinin “Resim” adli Oykiileyici metin Uzerinde, 6grenciler
tarafindan iki kisilik gruplarla uygulanmasi. Her grubun tim stratejileri (tahmin etme, soru sorma,
aciklama ve 6zetleme) grubun lider olarak sectigi 6grencilerin liderliginde uygulamalari. Ogrencilerin
tiim uygulamalarla ilgili gérislerinin alinmasi. Uygulamalarin degerlendirilmesi.

Verilerin Analizi

Nicel veri analizi: Arastirmanin alt problemleri dogrultusunda betimsel istatistikler olan yizde,
frekans, ortalama hesaplari yapilmistir. Verilerin dagilimini incelemek igin Kolmogorov-Smirnov testi
kullaniimigtir. Deney grubundaki 6grencilerin okudugunu anlamaya iliskin 6n test, son test ve kalicilik
testi basari puanlari arasindaki fark, Tekrarlanan Olgiimler icin Varyans Analizinin parametrik olmayan
karsiligi olan Friedman testi ile hesaplanmistir. Deney grubundaki 6grenciler ile kontrol grubundaki
ogrencilerin okudugunu anlamaya iliskin 6n test, son test ve kalicilik testi basari puanlari arasindaki farki
belirlemek icin Karisik Olgtimler icin iki Y&nlii Varyans Analizi kullanilmistir. Deney grubundaki dgrenciler
ile kontrol grubundaki 6grencilerin okudugunu anlamaya iliskin 6z-yeterlik algilari son test puanlarinin
karsilastiriilmasinda Mann Whitney U testi kullanilmistir. Kalicilik testi uygulamanin bitiminden 1 ay sonra
gerceklestirilmistir. Tim verilerin analizinde anlamllik diizeyi olarak .05 kabul edilmis ve analizler, SPSS
programi kullanilarak yapilmistir.

Nitel veri analizi: Ogrenci goériismelerinden elde edilen nitel verilerin analizinde, nitel veri analiz
tekniklerinden betimsel analiz kullanilmistir. Elde edilen veriler, belirlenen temalara gore gruplandiriimis
ve yorumlanmistir. Gériismelerden elde edilen veriler arastirmaci tarafindan degistirilmeden oldugu gibi
Microsoft Office Word kelime islemci programiyla yaziya aktarilmis boylece nitel veriler arastirmanin
problemi dogrultusunda islenebilir hale getirilmistir. Elde edilen ham veriler, 6grenci isimleri
kullanilmadan her katiimciya k1, k2, k3... k25 seklinde numara verilerek kodlanmistir. Calismanin
kodlayicilar arasi glvenirligini saglamak amaciyla veriler, iki arastirmaci tarafindan kodlanmis ve iki
arastirmacinin kodladigi veriler karsilastirilarak fikir birligine varilmistir. Miles ve Huberman’in (1994)
[Goris birligi/ (Gorus ayriigr + Goérus birligi) X 100.00] formula kullanilarak kodlayicilar arasindaki
tutarlilik hesaplanmistir. Bu hesaplama sonucunda, kodlayicilar arasindaki tutarhihgin %88 oldugu
belirlenmistir.

Bulgular

Deney Grubundaki Ogrencilerin Okudugunu Anlama Becerileri On Test, Son Test ve Kalicihk Testi
Puanlari

Karsilikli  6gretim tekniginin uygulandigi deney grubundaki 6grencilerin okudugunu anlama
becerilerine iliskin 6n test, son test ve kalicilik testi basari puanlari arasinda anlamli bir fark olup
olmadiginin incelemesi amaciyla, OABT deney grubuna on test, son test ve kalicilik testi olarak
uygulanmistir.

Tablo 2.

Deney ve kontrol Grubu Puanlarina lliskin Betimsel Istatistikler.

Alinabilecek En Gruplar On Test Son Test

Yiiksek Puan Gruplar n X ss n X ss n X ss

26 Deney 25 15,52 5.10 25 22.00 2.58 25 2244 284
Kontrol 25 17.12 5.28 25 16.80 4.85 25 13.32 5.89
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Tablo 2’'ye gére deney grubunun 6n test puan ortalamasi 15.52 son test puan ortalamasi 22.00 iken
kalicilik testi puan ortalamasi 22.44 olarak artis gosterdigi gozlenmistir. Deney grubundan elde edilen
verilerin normal dagip dagiimadigini test etmek amaciyla yapilan Kolmogrov Simirnov testleri
sonucunda deney grubunun son test (p=.04) ve kalicilik testi (p=.02) puanlarinin normal dagihm
gostermedigi sonucuna ulasiimistir.

Tablo 3.
Deney Grubunun On Test, Son Test ve Kalicilik Testlerine Iliskin Friedman Testi.
Gruplar  Olglimler n Sira Ort. sd xz p Fark r n
Deney On test 25 1.26 2 2139 .00 2-1 .75 .57
Grubu 3-1 .81 .65
Son test 25 2.36
Kalcilik 25 2.38

Tablo 3’e gore deney grubu 6grencilerinin okudugunu anlamaya iliskin 6n test, son test ve kalicilik
testi puanlari arasinda istatistiksel agidan anlamli bir farkin oldugu séylenebilir (x’= 21.39; p<.05). Bu
farkin hangi olciimler arasinda oldugunu belirlemek amaciyla Wilcoxon mached-paires signed ranks testi
uygulanmistir (Pallant, 2010). Uygulanan Wilcoxon mached-paires signed ranks testi sonuglarina gore
deney grubunun 6n test ile son test puanlari arasinda (z=-3.77; p<.05) son test puanlari lehine; 6n test ile
kalicillik testi puanlar arasinda (z=-4.04; p<.05) kalicilik puanlar lehine anlamli bir fark oldugu
gorilmistir. Deney grubunun son test puanlari ile kalicilik puanlari arasinda (z=-.57; p>.05) anlamh bir
farkhhk bulunmadigi ifade edilebilir. Friedman testi icin dogrudan bir etki degeri hesabi bulunmamakla
birlikte yapilan Wilcoxon mached-paires signed ranks testi ile elde edilen z degeri lzerinden etki degeri
(r) hesaplanabilmektedir (Yatani, 2018). z degeri icin etki blyuklGgiu r = Z / VN formdliyle bulunur. r
degeri icin .50 yliksek etki, .30 orta etki ve .10 ise dustk etki biyukltkleri olarak ifade edilmektedir
(Coolican, 2009). Tablo 3’te goruldugi gibi r etki degeri (.75 ve .81, r>.50) yiiksek etki blyukligindedir.
Bu bulgu, karsilikli 6gretim tekniginin deney grubu 6grencilerinin okudugunu anlama puanlarini anlamh
bir sekilde arttirdigini gostermektedir.

Deney ve Kontrol Grubundaki Ogrencilerin Okudugunu Anlamaya iliskin On Test, Son Test ve Kalicilik
Testi Puanlari

Deney grubundaki 6grenciler ile kontrol grubundaki 6grencilerin okudugunu anlamaya iligkin 6n test,
son test ve kalicilik testi basari puanlari arasindaki farki incelemek amaciyla, OABT deney ve kontrol
grubuna on test, son test ve kalicilik testi olarak uygulanmistir.

Arastirma sorusunda, hem 6n test, son test ve kalicilik testi olmak Uzere (g tekrarli 6l¢im hem de
deney ve kontrol gruplari arasindaki gruplararasi farki ortaya koymak amaclandigi icin, Karisik Olciimler
icin ki Yonli Varyans Analizi kullaniimalidir (Pallant, 2010).Karisik Olciimler icin iki Yénli Varyans
Analizinin kullanilabilmesiigcin 6ncelikle kiresellik varsayiminin saglanmasi gerekmektedir. Bunun igin
Mauchly testi yapilmistir. Tablo 4’e gore tiim iliskili grup kombinasyonlari arasindaki varyans farklarinin
esitligini test eden Mauchly Kiresellik Testi sonucunda (.23; p>.05) kiresellik varsayiminin saglandigi
gorilmektedir.

Tablo 4.

Karisik Olciimler Igin Iki Yonlii Varyans Analizi Mauchly Kiiresellik Testi Sonuglari.

Degisken Mauchly’s W Yaklagik )(2 sd p
Zaman (6n test, son test, kalicilik testi) .94 2.93 2 23

Tablo 5’e gore deney ve kontrol grubu 6grencilerinin okudugunu anlamaya iliskin 6n test, son test ve
kalicilik testi puanlari arasinda (F,=29.28; p=.00, p<.05) istatistiksel agidan anlamli bir fark oldugu ve bu
farkin deney grubu lehine oldugu goriilmektedir (Bakiniz Tablo 2).
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Tablo 5.

Deney ve Kontrol Grubu On Test, Son Test ve Kalicilik Testi Puanlarina lliskin Anova Sonuclari.

Varyansin Kaynagi KT sd KO F p Kismi nz
Gruplar Arasi 47882.67 1

Grup (D-K) 674.16 1 674.16 29.28 .00 .38
Hata 1105.17 48  23.024

Gruplar igi 237.17 2 118.58

Grup*Zaman 735.52 2 367.76 18.14 .00 .27
Hata 1945.30 96 20.26

Elde edilen bu sonug, deneysel islemin okudugunu anlama becerileri izerindeki etkisini agik¢a ortaya
koymaktadir. Karsilikh 6gretim tekniginde yer alan stratejilerin kullanimi 6grencilerin okudugunu anlama
becerilerini olumlu yénde etkilemektedir. Yani sireg icerisinde yapilan, tahmin etme, agiklama, soru
sorma ve Ozetleme stratejilerinin okudugunu anlama becerilerini ve bu becerilerin kalicihgini arttirdig
sdylenebilir. Ogrenmelerin kalici olmasinda, bilginin zihinde saklanmasi ve geri cagrilmasi siregleri
etkindir. Bilgi isleme kurami, 6grenmeyi, bilgiyi bellekte organize etmeyle ve anlamli olarak kaydetmeyle
iliskilendirmektir (Schunk, 2014). Bu durumda deney grubuna uygulanan karsilikli 6gretim etkinliklerinin,
ogrencilerin stratejilerden yararlanma yollarini anlamli olarak kaydetmelerini sagladigi ve kalici oldugu
yoninde yorumlanabilir.

Deney ve Kontrol Grubundaki Ogrencilerin Okudugunu Anlama Oz-Yeterlik Algilari Son Test Puanlari

Deney grubundaki 6grenciler ile kontrol grubundaki 6grencilerin okudugunu anlamaya iliskin 6z-
yeterlik algilari son test puanlari arasindaki farki incelemek amaciyla, OAOYAO deney ve kontrol grubuna
hem 6n test hem de son test olarak uygulanmistir.

Tablo 6.

Deney ve Kontrol Grubu Oz-Yeterlik Puanlarina lliskin Betimsel Istatistikler.

Alinabilecek En On Test Son Test

Yiiksek Puan Gruplar n X 3 n X 3
87 Deney 25 70.36 8.09 25 81.20 5.53

Kontrol 25 68.32 7.66 25 77.12 10.24

Tablo 6’ya gbre deney grubunun 6n test puan ortalamasi 70.36, son test puan ortalamasi
81.20’dir.Kontrol grubunun ©6n test puan ortalamasi 68.32, son test puan ortalamasi 77.12’dir. Bu
sonuglara gore her iki grubun son test puanlari 6n test puanlarina gore artis gdstermistir. Deney ve
kontrol grubunda yer alan &grencilerin OAOYAQ son test puan ortalamalarinin dagilimlarinin normal
olup olmadigi Kolmogrov Simirnov testi ile test edilmistir. Kolmogorov-Smirnov testinde, p>.05 oldugu
durumlarda verilerin normal dagilim gosterdigi soylenebilir. Deney ve kontrol grubundaki 6grencilerin
OAQOYAO son test puanlarinin (p=.00) normal dagilim géstermedigi sonucuna ulasiimistir.

Deney ve kontrol gruplarindaki 6grencilerin okudugunu anlama 06z yeterlik algilarina iliskin son test
puanlarinin birbirinden anlamli bir farklilik gdsterip gostermediginin belirlenebilmesi amaciyla son testler
icin t testinin nonparametrik karsiligi olan Mann Whitney U testi yapilmistir (Gravetter & Wallnau, 2013).

Tablo 7.
Deney ve Kontrol Gruplari Okudugunuanlama Oz Yeterlik Algisi Olgedi Son Test Puanlarina lliskin Mann
Whitney U Testi.

Gruplar n Sira Ort. U z p
Deney 25 27.42 264.50 -.93 .35
Kontrol 25 23.58
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Tablo 7’ye gére deney ve kontrol grubu dgrencilerinin OAOYAO’den elde ettikleri son test ortalama
puanlari arasinda .05 dlzeyinde istatistiksel agidan anlamli bir farkin olmadigi (U=264.50; p>.05)
gorulmektedir.

Bu bulgu karsilikh 6gretimin, 6grencilerin okudugunu anlama 6z yeterlik algilarini anlamli dlglide
etkilemedigi seklinde yorumlanabilir. Aslinda 6grencinin 6z yeterliginin, kendi yaptigi etkinliklerin basaril
olma durumundan dogrudan etkilendigi ifade edilmektedir (Senemoglu, 2009). Deney grubu
ogrencilerinin okudugunu anlama becerilerine iliskin basari diizeylerinin kontrol grubu basari diizeyine
gore anlamli farklihk géstermesine ragmen, kendilerini bu alanda yeterli gérmedikleri séylenebilir. Bu
durumun karsilikli 6gretim stirecinde yasadiklari zorluklardan kaynaklandigi diistinulebilir. Clinkii verilen
goérevin zor oldugunun distnilmesi 6z yeterligi olumsuz etkilemektedir (Schunk, 2014). Bu zorluk
hissinin asilabilmesi, 6grencilerin 6z yeterlik algilarini arttirabilmek icin uygulama siresinin daha uzun
olmasinin etkili olabilecegi disinilebilir.

Deney Grubundaki Ogrencilerin Karsihkli Ogretim Tekniginin Uygulandigi Ogretim Siireglerine iliskin
Gorusleri

Deney grubunda yer alan 25 6grenci ile karsilikli 6gretim tekniginin uygulandigi Tlrkce derslere iliskin
goriismeler yapilmistir. Deney grubu 6grencilerine karsilikli 6gretim tekniginin uygulama siirecine iligskin
gorusleri sorulmustur. Bu goriisler olumlu ve olumsuz olarak iki kategoriye ayrilarak incelenmistir.

Ogrencilerin goériisleri incelendiginde, teknigin bir geregi olarak deney grubundaki 6grencilerin diger
arkadaslarina liderlik etmeleri durumundan memnun olduklari, dersi kendi kendilerine yénlendirmenin
onlara keyif verdigini (f=5) vurgulamislardir. Ornegin, k2 kodlu 6grenci, “Tahmin etme, soru sorma,
actklama ve 6zetlemeyi ¢ok glzel yapmaya basladim. Bu basamaklar sayesinde metni daha iyi anlamaya
basladim.” sézleriyle karsilikl 6gretimin anlamayi kolaylastirdigini ifade etmistir. k5 kodlu 6grenci ise,
karsilikli dgretimde liderlik etme ydniinii vurgulayarak: “Bize cok sey ogretti. ilk baslarda her seyi
yapmadan 6nce 6gretmene soruyorduk. Sonra kendi kendimize yapmaya basladik. Gruplar olusturarak
arkadaslarimizla birlikte galistik.” yorumunu yapmistir. Karsilikli 6gretimde gruplarla ¢alismaya dikkat
¢ceken k6, “Grupga calisarak arkadaslarimla birlikte g¢alistim. Grupga ¢alismanin ¢ok guzel bir sey
oldugunu 6grendim.” ifadesine yer vermistir. Bu bulgular i1siginda 6grencilerin karsilikh 6gretime iliskin
genel olarak olumlu disiinceler icinde oldugunu sdylemek mimkiindiir. Ozellikle ders siireci icinde
calistigi grup arkadaslarina liderlik etmenin, onlari yonlendirmenin, zaman zaman 06gretmen
yonlendirmesinden bagimsiz olarak kendi gruplariyla dersi islemenin karsilikli 6gretim siirecine iliskin
olumlu disilinceler olusmasina katki sagladigi gorilmektedir. Bu goérusler 1siginda karsilikli 6gretimin
ogrencileri olumlu yonde etkiledigi séylenebilir.

Karsilikh 6gretim tekniginin uygulama siurecinde 6grenciler, grup ¢alismalari sirasinda goérev dagilimi
yapmakta (f=3) ve grup arkadaslari ile ortak karara varmakta (f=3)zorlandiklarini ifade etmislerdir. Grup
calismalari bireysel calismalara oranla, 06grencilerin ders icinde daha fazla iletisim kurmasini
desteklemektedir. Daha fazla iletisim ve etkilesim kurmaktan kaynaklanan birtakim catismalarin da
yasanmas! kacinilmazdir. Ogrencilerin ortak karar almakta zorlanmasi fakat bir sekilde bu durumun
Ustesinden gelmeleri de karsilikhh 6gretimin grupla galismayi destekleyen yapisina dayanan dogal bir
durum olarak degerlendirmek mimkdnddr.

Karsilikli 6gretimde en zorlanilan strateji: Karsihkli 6gretim tekniginin uygulandigl 6gretim
sireglerine iliskin deney grubunda yer alan 6grencilere sirecte en zorlandiklari strateji sorulmustur.
Ogrencilerin karsilikli 6gretim stratejileri icerisinde en zorlandiklari strateji olarak 6zetleme stratejisini
gordikleri (n=10) sonucuna ulasiimistir. Daha sonra sirasilyla acgiklama, soru sorma ve tahmin etme
stratejileri gelmektedir. Bu durumun sebebi olarak 6zetlemenin uzun ve zor bir is oldugunu, ozet
cikarirken kendi sozleri ile metni yeniden ifade etmenin kendilerini zorladiklarini ifade etmislerdir.
Ornegin k19 kodlu 6grenci “Ozetleme. Ciinkii ciimleleri kendi sézlerimizle toparlamak ¢ok zordu.
Aklimizda kalanlari yazmak zordu.” sozleriyle bu durumu ifade etmistir.
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Karsilikh égretimde grup ¢alismalari: Ogrencilerin karsilikli 6gretim derslerinde uygulanan grup
¢alismalarina iliskin gorisleri olumlu ve olumsuz olarak iki temada toplanmaktadir. Olumlu olarak
“Fikirleri Paylasmak (f=9), Yanlis Yapma Korkusunun Kalkmasi (f=7), Metinleri Daha lyi Anlama (f=6),
Giiven Duygusu (f=2) ve Eglenceli Olma (f=1)" kategorileri dikkat cekmektedir. Ornegin k15 kodlu
ogrenci, ““Grup arkadaslarinla disiincelerini paylasmak. Birlikte calisirken daha ¢ok bilgi edinmek ve
onlarin distncelerden yararlanmak.” sozleriyle grup calismalarinda arkadaslariyla fikir ahs verisi
yapmanin énemi lizerinde durmustur. k17 kodlu 6grenci ise, “Mesela bir sey dislinliyorsun metinle ilgili,
ama emin degilsin. Grupla c¢alisirken iste bu emin olmadigin yerleri ¢cok kolayca yapabiliyorsun. Clinkii
gruptaki diger kisilerin fikrini soruyorsun.” diyerek grup c¢alismalarinin 6grencilerde yanlis yapma
korkusunu azalttigini ifade etmektedir.

Deney grubu ogrencileri, karsiliklh 06gretim siirecinde grup c¢alismalarinda yasanan birtakim
gicliklerden de s6z etmislerdir. Olumsuz olarak degerlendirilen bu kategoriler; “Sesli Ortamda Calisma
(f=11), Birbirinden Farkh Distinme (f=7), Gorev Dagillimi Yaparken Zorlanma (f=5)” olarak
siralanmaktadir. Karsilkli 6gretimle islenen derslerde giriltii olmasi 6grencilerin en sik ifade ettigi
olumsuzluk olarak dikkat cekmektedir. k8 kodlu 6grenci “Grupla calisirken bazen ¢ok ses olabiliyor.
Ciinkii herkes kendi fikrini sdyliiyor. Her kafadan bir ses cikiyor. Oyle zamanlarda ne yapacagimizi
bilemiyoruz. Ogretmenimiz de bdyle olunca ¢ok yoruldu.” sézleriyle sinif ortamindaki sesin sebebini her
dgrencinin fikirlerini sdyliyor olmasina bagladigi goriilmektedir. Ogrencilerin ifade ettigi olumsuz
durumlardan digeri ise farkh fikirlere sahip olmalaridir. k3 kodlu 6grenci “Herkesin fikrinin alinmasi glizel
ama herkesin farkh dusiinmesi ¢ok zor oluyor. Kendi diisiindiiklerimizi agiklamak, kabul ettirmek zor
oluyor. Onu ikna etmek gerekiyor. Grupta eger herkes ayni anda konusursa o da c¢ok zor
oluyor.”s6zleriyle bu durumu ifade etmislerdir.

Tartisma, Sonug ve Oneriler

ilkokul 4. simif Tiirkce dersinde yiiriitiilen bu arastirmada, karsilhkl 6gretim tekniginin uygulandig
deney grubu o6grencilerinin okudugunu anlamaya iliskin 6n test, son test ve kalicilik testi puanlari
arasinda istatistiksel agidan anlamli bir farkin oldugu belirlenmistir. Bu farkin 6n test ile son test puanlari
arasinda; son test puanlari lehine ve 6n test ile kalicilik testi puanlari arasinda, kalicilik testi puanlari
lehine oldugu gorilmistir. Bu sonu¢ deney grubu 6grencilerinin okudugunu anlama becerilerinin
gelistigine isaret olarak alinabilir. Bu artisin karsilikli 6g8retim tekniginin uygulanmasinin bir sonucu
oldugu disunulmektedir. Okudugunu anlama becerilerinin gelisiminde strateji kullanimin 6nemi
bilinmekle beraber kullanilan stratejinin karsilikh 6gretim gibi birden fazla bileseni barindirmasi da
dnemli bir faktérdiir (Giler & Ozmen, 2010). Karsilikli 6gretim okuma 6ncesi, okuma esnasi ve okuma
sonrasinda kullanilan stratejilerin harmanlanmasini gerektiren ¢ok 6geli bir tekniktir (Palincsar & Brown,
1984). Bu durumun karsilikli 6gretimin, okudugunu anlama Gzerindeki olumlu etkisinin 6nemli
sebeplerinden biri oldugu distnilebilir.

Deney grubu ile kontrol grubu 6grencilerinin okudugunu anlamaya iliskin 6n test, son test ve kalicilk
testi puanlari arasinda deney grubu lehine istatistiksel agidan anlamh bir fark oldugu sonucuna
ulasilmistir. Bu sonug, deney grubu 6grencilerinin kontrol grubuna oranla okuma becerileri agisindan
daha basarili oldugunu gbéstermektedir. ilkdgretimin en belirgin amaglarindan biri 6grencilerin
okudugunu anlama becerilerini gelistirmektir. Clinkii okudugunu anlama becerileri bir sonraki egitim
kademelerindeki 6grenmeler icin 6nemli bir temel saglamaktadir (Alvermann & Earle, 2003; Kirsch et.
al.,, 2002). Son 20 yilda yurtdisinda yapilan okudugunu anlama arastirmalarinin biyik ¢ogunlugunun
amaci okudugunu anlamayi kolaylastirmaya yonelik etkili okuma stratejileri gelistirmektir (National
Reading Panel, 2000). Uzman kisilerin gozetiminde dogru bir bicimde uygulanan karsilikh 6gretim
tekniginin okudugunu anlama becerilerinin gelisimine 6nemli katkilar sagladigi kanitlanmistir (Koch &
Sporer, 2017; Lysynchuk et. al., 1990; Rosenshine & Meister, 1994; Palincsar & Brown, 1984). Genel
olarak bakildiginda yapilan ¢ok sayida galisma karsilikli 6gretimin, 6grencilerin okudugunu anlama
diizeylerini arttirdigini ortaya cikarmistir (Palincsar, 1987; Dermody, 1988; Miller, Miller & Rosen 1988;
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Brady, 1990; Lysnchuk et. al., 1990; Taylor & Frye, 1992; Kelly, Moore & Tuck, 1994; Klingner & Vaughn,
1996; King & Johnson, 1999; Lederer, 2000; Le Fevre et. al., 2003; Lubliner, 2004; Takala, 2006; Todd,
2006; Sarast,i 2007; Sporer et. al., 2009).

Ogrenme sonucu olusan davranislarin, sik kullanilmasa dahi uygun uyaricilar kargisinda, yeri
geldiginde ortaya cikabildigi bilinmektedir (Budak, 2016). Bu durumda 6grenmenin kalicihgindan s6z
etmek mimkindiir. Ogrencilerin derslerde grup ile calismalarinin, &grenme kaliciligini arttirdigi
bilinmektedir (Unlii & Aydintan, 2011). Bu grup ¢alismalari, 6grencilerin 6grenme siirecinde derste aktif
olmalarini ve bu nedenle de yaptiklarini daha uzun siire hatirlamalarini saglamaktadir (Unlii & Aydintan,
2011). Bu bilgiden hareketle karsilikl 6gretim tekniginin de uygulama sirecinde grup ¢alismalarinin
hakim olmasinin, okudugunu anlama becerilerine iliskin basari duzeyi ve kalicilik puanlari Gzerinde etkili
oldugu duistnulebilir. Ayrica 6grenme kalicihgini saglamada bir diger 6nemli faktoriin 6grenciye yeterli
zamanin verilmesi oldugu bilinmektedir (Hashey & Connors, 2003). Ogrencilerin bilgiyi igsellestirmeleri,
kalici hale getirebilmeleri icin onlara yeterli zaman verilmelidir.

Karsilikli 6gretim tekniginin 6nemli kazanimlarindan biri de 6grencilerin st bilissel disinme
becerilerini gelistirmesidir (Bruce & Robinson, 2000). Ustbilis, kisinin herhangi bir seyi 6grenmenin ve
anlamanin yani sira o bilgiyi nasil 6grendiginin de farkinda olmasidir (Senemoglu, 2009). Bu farkindaligin,
o0grenmeleri daha kalici hale getirecegi dusiiniilmektedir.

Bu arastirmada elde edilen bulgular, dérdiinci sinif Tirkge dersinde karsilikli 6gretimle diizenlenmis
o6gretim sirecinin, okudugunu anlama becerilerinin gelisimi lizerinde mevcut 6gretim programinda
onerilen yontem ve tekniklerden daha etkili oldugunu géstermektedir. Calisma sonucuna benzer sekilde
Guldenoglu & Kargin (2012), Palincsar & Brown (1984) ve Carter (1997) da karsilikh 6gretim tekniginin
uygulanmasinin 6grencilerin okudugunu anlama becerilerini gelistirdigini ortaya koymuslardir. Ayrica bu
teknigin vyalnizca sinif gibi kuglk gruplarin basarisini arttirmaktan ziyade tim okul genelinde
uygulandiginda, okulun genel 6grenci basarisini da bir yildan kisa siirede arttirdigi bilinmektedir (Carter,
1997).

Arastirmada deney grubundaki 6grenciler ile kontrol grubundaki 6grenciler arasinda okudugunu
anlama oOz-yeterlik algilari son test puanlari incelendiginde, deney grubu Ogrencilerinin 6z-yeterlik
algilarinin kontrol grubuna goére daha yiksek oldugu gorilmustir. Fakat bu fark istatistiksel agidan
anlamli bulunmamistir. Arastirmanin nitel bulgulari da bu sonucu destekler niteliktedir. Karsilikli 6gretim
tekniginin uygulandigi deney grubunda yer alan 6grencilerin, grup calismalarinda goérev dagilimi
yaparken zorlanma, grup iginde ortak bir kararda birlesme konularinda zorluklar yasadiklari sonucuna
ulasilmistir. Bu durum o6grencilerin geleneksel yontemlerde, sinifta pasif bir alici roliinde olmalarindan
kaynakl olabilecegi disunulmektedir. Karsilikh 6gretimde Ogrencilerin birlikte calisma, birlikte karar
verme, sorumluluk alma, 6gretmenden bagimsiz calisabilme gibi pek de alisik olmadiklari siiregleri
yonetmekte zorlandiklari gériilmektedir. Ogrencilerin karsilikli 6gretim siirecinde bu birtakim zorluklar
yasamalarinin, 6z-yeterlik algilarini da olumsuz yonde etkilemis olabilecegi dusinilebilir. Cunkd,
o6grencilerin herhangi bir konuya iliskin 6z yeterlik algilarinin, yaptiklari islerden sagladiklari basari
hissiyle dogrudan bir etkilesim halinde oldugu bilinmektedir (Senemoglu, 2009). Ogrenci icin “Basarabilir
miyim?” sorusunun cevabi onun 6z yeterlik algisini ortaya koymaktadir (Viau, 2015). Bu durumda
ogretme O6grenme slrecinde, 6grencilerin kendilerini konuyla ilgili basarili hissetmeleri, 6z yeterlik
algisinin yiksek olmasinda etkili goriilebilir. Deney grubu 6grencilerinin okudugunu anlama becerileri
acisindan basari dizeylerinde artis gorilmesine ragmen, kendilerini bu alanda yeterli gérmedikleri
sonucuna ulasiimistir. Bu durum, geleneksel yontemlerle ders islemeye aliskin olan 6grencilerin tek
dogruyu 6gretmenin bildigi algisindan, 6gretmenden bagimsiz ¢alisma kiltiriine asina olamamalarindan
dolayisiyla da kendilerini yeterli gérmemelerinden kaynaklandigi diisinilebilir. Ogrenciler karsilikli
ogretimi uygularken zorlanmiglardir. Verilen gorevin zor oldugunun disiiniilmesi 6z yeterligi olumsuz
etkilemektedir (Schunk, 2014). Bu sakincanin ortadan kalkmasi karsilikli 6gretim tekniginin uzun siireli
uygulanmasiyla mimkin olabilir.
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Arastirmada, deney grubundaki o6grencilerin karsilikli 6gretimin uygulandigi dersler hakkindaki
gorusleri incelendiginde, 6grencilerin diger arkadaslarina liderlik etmeleri durumundan memnun
olduklari, dersi kendi kendilerine yonlendirmenin onlara keyif verdigi, bu teknigin, okuduklari metinleri
daha iyi anlamalarini sagladigini ve grupla galismanin kendilerine katki getirdigi sonucuna ulasiimistir. Bu
bulgu ile ortisen sekilde, Hashey ve Connors (2003) tarafindan iki yil boyunca karsilikh 6gretim
uygulanan arastirma sonuglarinda da 6grencilerin uygulama sireci ilerledikge grup icinde 6gretmenden
yardim almadan etkilesimi saglayabildikleri ve siireci yonetebildikleri ortaya ¢ikmistir. Gilbert (2018),
karsilikh 6gretim uygulamalarini yaraticilk yoniinden zenginlestirdikge, grup ici etkilesimin arttigi ve
grupla 6grenmenin, 6grencilerin anlama dizeyini oldukg¢a gelistirdigi sonucuna ulagmistir. King ve
Johnson (1999) tarafindan yapilan galisma sonuglarinda da; ¢alismaya katilan 6gretmenler diizenli bir
sekilde ve anlasilir bicimde karsilikli 6gretimin dort stratejisinin nasil kullanilacagini modellediklerinde,
etkili bir sekilde nasil karsilikli 6gretim diyaloglarini kullanacaklarini gosterdiklerinde, uygulamalara
rehberlik ettiklerinde, 6grencilere pekistire¢ ve donlt verdiklerinde, 6grencilerin karsilikh 6gretim
siirecini 6gretmenlerinin bir aynasi gibi uygulayabildikleri ortaya konulmustur. Ayni bulguyu destekler
nitelikte Miller, Miller ve Rosen (1988)'in yaptigl calismada da karsilikh 6gretim tekniginin uygulandig
ogrencilerin lehine, bu 6grencilerin yonetme becerilerinde kontrol grubu 6grencilerine goére anlamh bir
farklilik oldugu ortaya ¢ikmistir. Yani karsilikli 6gretim uygulamalari sonucunda 6grencilerin, ders sirecini
yonlendirmede, arkadaslarina 6gretmenmis gibi liderlik etmede basarili hale geldikleri gorilmektedir.
Yine ¢alisma bulgusu ile benzer sonuca ulasan Todd (2006), 4. sinif kaynastirma 6grenciler ile karsihkl
o6gretim uygulamalari yapmis ve bu uygulamalar sonucunda 6grencilerin stratejileri kendi kendilerine
uygulayabilme konusunda gelisim gosterdikleri sonucuna ulasmistir.

Deney grubundaki 6grencilerin, karsilikli 6gretim etkinliklerinin, okuduklari metinleri daha kolay
anlamalarini sagladig gorilmdistir. Arastirmanin nicel ¢6ziimlemelerden elde edilen sonuglar da
arastirmanin bu nitel sonuglariyla ortismektedir. Karsihkl 6gretim tekniginin uygulandigi deney
grubundaki 6grenciler ile normal 6gretim sirecinin devam ettirildigi kontrol grubundaki 6grenciler
arasinda okudugunu anlamaya iliskin basari diizeyi arasinda deney grubu lehine anlamli bir fark ortaya
cikmistir. Bir metni okudugunda daha kolay anlamak, 6grencilerin yalnizca Tirkge derslerinde degil diger
tim derslerde kullanabilecekleri bir beceridir. Stefani (1998) de okuma becerisi ile akil yiritme ve
yazma becerilerinin 6grencilerin akademik basarilarina belirgin bir sekilde katki getirdigini ifade etmistir.

Deney grubundaki 6grencilerin karsilkli 6gretim stratejileri icerisinde en zorlandiklari stratejinin
dzetleme stratejisi oldugu sonucuna ulasilmistir. Ozetlemenin temelinde, okudugunu anlamanin da
temel ciktilarindan biri olan; pek ¢ok bilgi kiimesi icinden en 6nemli bilgileri ayirt edebilme yer
almaktadir. Ozetleme becerisi, anlama, planlama ve anlatma siireglerinden olusmaktadir. ilk asamada
kaynak metni okuyup anlama gergeklesir. Sonra metni kisaltabilmek igcin dnemli noktalari belirleyerek
plan olusturulur. Son olarak da 06zet metni yazma veya anlatma gercgeklestirilir (Cikrikgi, 2008).
Ozetlemenin bu ¢ok asamali siire¢ yapisindan kaynakl olarak 6grencilerin stratejiyi uygulamakta
zorlandiklari dustinilebilir. Cooper ve Greive (2009)’in ilkokul dordinct sinif 6grencileri ile yaptigi
calisma sonuglarinda da 6zetleme stratejisinin 6grenciler tarafindan diger stratejilere oranla daha zor
olarak nitelendirildigi sonucuna ulasiimistir. Karsilikli 6gretimin 6grencilerin 6zetleme yapma becerilerini
gelistirdigini, 6zetlemenin dogasina uygun bicimde c¢ogunlukla ana fikirlerden olusan ozetler
yazabilmelerine olanak sagladigini gésteren galisma sonuglari bulunmaktadir (Dermody, 1988; Palincsar,
1987; Palincsar & Brown, 1984; Taylor & Frye, 1992).

Arastirmada deney grubundaki 6grenciler, karsilikli 6gretim slirecinde grupla ¢alismanin; fikirlerini
birbirleriyle paylasmaya imkan sagladigini, derste yanlis cevap verme veya yanlis yapma korkularini
azalttigini, okuduklari metinleri grup c¢alismasi sirecinde yaptiklar etkinlikler sebebiyle daha iyi
anladiklarini, kendilerine ve birbirlerine daha ¢ok gliven duymalarini sagladigini ve grup etkinliklerinin
eglenceli oldugunu ifade etmislerdir. Bu bulguyu destekler nitelikte Celik, Senocak, Bayrakgeken,
Taskesenligil ve Doymus (2005) da grup ¢alismalarinin olumlu bagimliligi saglama, bireysel sorumluluk
alma, ylz yuze etkilesimi gliclendirme, sosyal becerileri gelistirme ve birlikte degerlendirme (Johnson et
al., 1994; Felder & Brent, 1994) dzellikleri oldugunu ifade etmislerdir. Giingdr ve Un-Acikgdz (2006)’{in
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de yaptiklari calisma sonuglari bu bulguyu desteklemektedir. is birlikli 6grenmenin ilkokul 6grencilerinin
okudugunu anlama stratejilerini kullanimlari ve okumaya yénelik tutumlarini olumlu etkiledigi sonucuna
ulagmiglardir. Glinkd grupla yapilan okuma g¢alismalarinda 6grenciler metni birlikte okumakta, kimi
zaman birbirlerine anlatmakta, sorular sormakta, elestirilerde bulunmakta, yorum yapmakta ve sesli
disinebilmektedirler. Yani yalnizca okuma yapmak disinda metin ile ilgili pek ¢ok zihinsel islem
ylratmektedirler. Bu durumun da 6grencilerin okuduklarini anlamalarini gelistirdigi distnilmektedir.

Ogrencilerin grup galismalari sirasinda yasadiklari zorluklar, grup galismalarinda normalden fazla ses
olmasi, grup Uyelerinin birbirinden farkh dislincelere sahip olmasi ve gérev dagilimi yaparken zorlaniyor
olmalari olarak siralanmistir. Siralanan zorluklarin aslinda grup ¢alismalarinin dogal yapisindan kaynakli
oldugu dusunilmektedir. Grup ¢alismalari 6grencilerin bireysel ¢alismalara oranla daha fazla iletisim ve
etkilesim halinde olduklari galismalardir. Bu 6zelligi dolayisiyla da bireysel ¢calismalara gore daha fazla ses
olmakta, grup Uyeleri bireysel fikirlerini paylastiklari icin birden fazla farkli fikirler ortaya ¢ikmakta ve
grup Uyeleri arasinda adaletli olarak gorev dagilimini saglamak gerekli olmaktadir. Tum bu durumlari da
ogrencilerin zorluk olarak ifade ettikleri goriilmektedir. Grup calismalarinda ortaya ¢ikan bu zorluklarin
Ustesinden gelebilmek icin, 6grencilerin gesitli problem ¢ézme becerilerini, sosyal becerilerini ve iletisim
becerilerini ise kosmalari gerekli gorulebilir.

Arastirmadan elde edilen sonuglar géz 6niinde bulunduruldugunda, karsilikli 6gretim tekniginin
okudugunu anlama becerilerini gelistirmesi ve kaliciiga olan olumlu etkisi sebebiyle, Tirkge
programlarinda bir 6gretim teknigi olarak yer almasinin yararli olacag séylenebilir. Clinkl ilkokullarda
okudugunu anlama calismalarina gereken 6nemin verilmemesi, 6grencilerin okudugunu anlama
seviyelerinin dlstk olmasina neden olmaktadir. Bu eksikligin giderilmesi icin anlama stratejilerinin
o6gretimi programlarin bir parcasi olmalidir (Pilonieta & Medina, 2009). Karsilkli 6gretim tekniginin
ilkokul 6grencileri Gzerindeki olumlu etkilerinden yola g¢ikarak, program gelistirme ¢alismalarinda
program gelistirme uzmanlarinin, karsilikhh 6gretim teknigine yer vermeleri, bu teknigi denemeleri ve
degerlendirmeleri igin tesvik edilmelerinin gerekli oldugu dusinilmektedir. Bu noktada 6gretmenlere de
hizmet ici egitimler ve calistaylar yoluyla karsihkh 6gretim ile ilgili ahstirmalar yapma ve bu teknigi
kullanmaya cesaretlendirilme olanagi sunulmalidir. Bu sirecgte 6gretmenlerin, 6zellikle bilgi aktarmadan
daha ¢ok rehberlik etme, 6grencilerle birlikte 6grenme, 6grencileri ders icinde aktif tutma, grup
calismalari planlama, o6grencileri disiinme, arastirma ve sorgulamaya yonlendirme konusunda
o6gretmenin akademik ve mesleki danismanlga ve hizmet ici egitim ihtiyaclari giderilmelidir.
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