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Ozet

Aragtirmada hikaye degerlendirmede kullanilacak islevsel stratejinin gelistirilmesi tizerinde durulmustur. Bu
kapsamda arastirmanin amaci, strateji olarak bilissel ve duyussal/iistbilissel alanlarin hikdaye degerlendirme
siirecinde nasil kullanilacagini belirlemektir. Bu amaca uygun olarak ogretmen adaylarina biligsel ve
duyussal/iistbilissel 6grenme alanlarinin teorik boyutu ve bu alanlarin birer strateji olarak nasil kullanilacag ile
ilgili egitim verilmistir. Bu egitimin ardindan &rnek dykiiler, katilimailar tarafindan ¢dziimlenmistir. Oykiilerin
aragtirma amacina ve verilen stratejiye uygun olarak nasil degerlendirilecegini belirlemek icin dereceli puanlama
anahtar1 gelistirilip kullanilmistir. Katilimcilarin hikdye degerlendirme siirecindeki gelisimlerini belirlemek
amaciyla 27 Ogretmen aday: ile alti haftalik katilimci odakli deneysel bir arastirma siireci tasarlanmugtir.
Uygulama siirecinde katilimcilar 6rnek Oykiileri gelistirilen dereceli puanlama anahtari ile degerlendirmislerdir.
Bu kapsamda katilimcilar &nce birinci hikayeyi strateji egitimi siirecinde incelemislerdir. Egitimden sonra
katilmeilar ikinci 6rnek hikayeyi degerlendirmislerdir. Katilimcilarin egitim siirecinde (birinci hikdye) ve
egitimin sonunda (ikinci hikaye) yaptigi degerlendirmeler karsilastirilarak bilissel ve duyussal/iistbilissel
O0grenme alanlarina gore kullanulan hikaye degerlendirme stratejilerinin islevselligi incelenmistir. Kullanilan
strateji ve dereceli puanlama anahtari ile ilgili yapilan degerlendirme sonuglarina gore hikaye degerlendirme
siirecinde her ikisinin de etkili ve islevsel oldugu belirlenmistir. Sonug olarak bilissel ve duyussal/iistbilissel
ogrenme alanlarina gore dykii degerlendirme stratejisi ve bu kapsamda gelistirilen dereceli puanlama anahtarinin
hikaye degerlendirme siirecinde kullanilabilecegi nerilmistir.
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Giris

Oykii ¢dziimleme bircok alanda kullanilan bir tekniktir. Bu teknik sadece edebi metinlerdeki
gomiilii anlamlar1 ¢ozmek icin degil, ayn1 zamanda sosyal bilimlerdeki diger gomiilii durumlar
cozmek icin de kullanilir (Breheny ve Stephens, 2015). Oykii ¢ziimlemesi veya daha genis manada
metin tahlili “Herhangi bir edebi eserin, biitiinliigii icinde, ama bu biitiinii olusturan her tiirlii unsurun en
ince ayrintilarina varincaya kadar (mana, yap1, dil ve iislup) belli bir metot cercevesinde ele alinip incelenmesi,
degerlendirilmesi ve yorumlanmasudir.” (Cetisli, 2004, s. 138). Edebiyatta ve sosyal alanlarda kullanilan bu
analizin amaci, metin veya olaydaki gomiilii mesajlarla diigtimleri ¢dzmektir. Bu kapsamda
okudugunu anlama siirecinde oykii ¢dziilemeye basvurulmaktadir (MacWhinney, Fromm, Holland,
Forbes ve Wright, 2010). Bu c¢Oziimleme siirecinin daha etkili olmasi icin etkili stratejilerin

kullanilmasi 6nemli bir husustur.

Ogrencilerin okudugunu anlama ve hikdye g¢oziimleme becerilerini destekleyecek etkili
stratejilerin Ogretimi, 6gretmen adaylarmin mesleki yeterlilikleri kapsaminda ele almmalidir. Bu
nedenle 6gretmen adaylarimin bu kapsamda iyi egitilmesi gerekir. Cilinkii 6gretmen yetistirmenin
onemli bir boyutu, adaylara 6gretim siirecinde kullanabilecekleri stratejilerle ilgili yeterli egitimin
verilmesidir. Dolayisiyla egitimde kullamilan stratejinin amacy; hedef konuyla ilgili 6grenenin
ogrenme kapasitesini arttirmak, farkindalik kazanmasmi saglamak, bagimsiz 6grenme ozelligini

gelistirerek isteyerek 6grenmesini saglayacak bir siire¢ hazirlamaktir (Dogan, 2002, s. 1).

Okuma siirecinde kullanilan stratejilerin metin 6zetleme, hikdyede gecen olaylar ve kisiler
arasindaki iligkileri anlama ve metindeki onemli bilgiyi Oonemsiz bilgiden ayirt etme siirecinde
Ogrencilere yardimci oldugu goriilmiistiir (Yazici, 2006, s. 239). Bu kapsamda metin ¢oziimlemede
genellikle hikdye piramidi, hikdye haritasi, kavram haritasi, hikdyenin yiizii stratejisi, bilgi stratejisi, hikdye
grameri gibi stratejiler kullanilmaktadir (Dimino, Gersten, Carnine ve Blake 1990; Willson ve William

1997; Yazici, 2006, s. 233; Senay, 2007).

Hikaye degerlendirme siirecinde dereceli puanlama anahtarinin etkili bir 6l¢me araci olarak
kullanildig1 goriilmektedir. Ozellikle dijital hikayelerin degerlendirilmesi siirecinde aragtirmanin
amacma uygun olarak dereceli puanlama anahtarindan (6lgek) yararlanilmistir. Bu kapsamda
hikayelerdeki gecisler ve diizenlemeler, sahne gecisi, planlama ve hikaye tahtasi olusturma, igerik ve
tema, bilginin dogrulugu, rol ve diyalog, orijinallik ve yaraticilik, belgelendirme vb. unsurlar
gelistirilen dereceli puanlama anahtari ile degerlendirilmistir (Via, 2002, Akt. Ozcan, Kukul ve
Karatas, 2016). Diger bir arastirmada ise dijital hikdye anlatiminin egitsellik yoniinii incelemek ve
degerlendirmek amaciyla dereceli puanlama anahtar1 gelistirilmistir. Ulagsilan bulgular sonucunda

gelistirilen dereceli puanlama anahtarinin hikaye degerlendirme siirecinde bir arag¢ olarak
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kullanilmas: 6nerilmistir (Cirali ve Usluel, 2013, Akt. Ozcan, Kukul ve Karatas, 2016). Ogretmen
adaylarinin hazirladiklar: dijital hikayeleri degerlendirmeleri icin dereceli degerlendirme Olgegi
gelistirilmistir. Ogretmen adaylarinin hazirladig: hikayeler 6nce arastirmacilar daha sonra katilimcilar
tarafindan dereceli degerlendirme Olgegi ile incelenmistir. Arastirmanin sonunda tamamlanan
dereceli degerlendirme dlgegi hikaye degerlendirme siireci icin dnerilmistir (Ozcan, Kukul ve Karatas,

2016).

Biligsel ve duyussal boyutlar dil becerileri {izerinde 6nemli islevlere sahiptir. Bu boyutlarin
dilin 6grenme alanlar iizerindeki etkileri soyle agiklanabilir: Biligsel boyut; bilgi, duyum, goriilen ve
okunanlarin belirli bir sira ile zihinsel islemlerden gecirilmesi ve yorumlanmasimi kapsamaktadir.
Duyussal boyut ise ¢ogunlukla anlatimla iliskili olarak anlatimin akiciligi, yalinligi, cekiciligi ve
yazinin okunakli olmasini icermektedir (Koksal, 1999, s. 7). Bilissel ve {istbiligsel alanin okuma ve
okudugunu anlama becerilerindeki etkisi farkl: yonlerden incelenmistir. Bunlardan birisi, okuma ve
okudugunu anlamda zorluk yasayan bireylerde bilissel ve iistbilissel stratejilerin etkililigidir (Boyle,
1996; Welch, 1992). Arastirmalarda iistbilissel alanin okuma becerisi iizerindeki etkilerine
odaklamilmakla beraber {istbilissel strateji temelli egitimin 6grenmenin farkli boyutlar1 {izerindeki
etkisi de incelenmistir. Yapilan incelemede {istbilissel stratejilerin program hazirlama, degerlendirme
uyumu, tutarli uygulama, acik strateji 6gretimi ve sozellestirilmis 6renme ortamlari iizerinde etkili oldugu

belirlenmistir (Ellis, Denton ve Bond, 2014).

Duyussal alan ve {istbilissel alan, kuramcilar tarafindan farkli 6grenme alanlari olarak
gelistirilmistir. Bu nedenle bu alanlar birbirinden bagimsiz kuramlar olarak incelenmistir. Krathwohl,
Bloom ve Masia (1964), duyussal alan kavramini davranislari icsellestirme ile agiklamislardir. Bu
kapsamda duyussal alandaki davraniglarin kaynagi distan gelen uyaricilardan ziyade igsellestirilen
siireclerden gelmektedir. Bu nedenle duyussal alanin 6grenme hedefleri; 6grenenin icsellesmis
tutumu, bireyin deger veya duygusal tepkilerin derecesine bagli olarak bir siire¢ boyunca sistematik
bir bi¢imde diizenlenebilir. Bu sistematik yapi, anlamli bir siireklilik olusturmaktadir. Krathwohl ve
digerleri (1964), bireyin duyussal tepkilerini giivenli bir metodolojik temel tizerinde ve makul
derecede nasil smiflandirabileceklerini incelemislerdir. Bu simiflandirmada biligssel kategorilerin
icerigini davranissal olgulari agiklama ile smirlamanin Onemini vurgulamiglardir. Bu nedenle
duyussal alan ile bilissel alan arasindaki baglantiya dikkat cekerler. Benzer bir iliski iistbilissel alan ile
bilissel alan arasinda da kurulmustur. Ciinkii Flavell (1979), {istbilissel alan biligsel fenomen hakkinda
bilissellik veya diisiinme hakkindaki diisiince olarak tamimlamistir. Arastirmacilar, bu tanimi biligsel
psikoloji ile iliskilendirerek ele almislardir. Bu kapsamda {istbilissel kavrami; 6grencilerin diisiinme ve
ogrenme etkinliklerini kontrol etmelerini saglayacak bilgiyi olusturma, bireysel biligsel siiregleri

izleme etkinligi, kendi diisiincelerini yonetme ve bununla ilgili farkindalik ve diisiinceleri izleme ve
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kontrol etme olarak belirtmislerdir (Cross ve Paris, 1988, s. 131; Hennessey, 1999, s. 3; Kuhn ve Dean,
2004, s. 270, Akt. Lai, 2011). Duyussal ve {istbilissel alanlarin bilissel alanla yakin olan bu iligkileri
itibari ile bu arastirmada duyussal ve {istbilissel alan bir arada verilmistir. Nitekim &nceki
aragtirmalarda Ogretim etkinliklerini tasarlama siirecinde duyussal ve {istbiligsel alamin birbiriyle
iligkili olarak verilmesinin etkili bir yontem oldugu belirlenmistir (S6nmez, 2017, Sénmez, 2019a). Bu
nedenle hikaye ¢oziimleme stratejisi egitiminin verildigi bu arastirmada bu duyussal ve {iistbiligsel

alanlara bir arada yer verilmistir.

Onceki arastirmada dgretmen adaylarinin biligsel ve duyussal/iistbilissel 6grenme alanlarina
uygun olarak hikaye yazma ve yazdiklar1 hikayeyi gelistirilen dereceli puanlama anahtariyla inceleme
yeterlilikleri degerlendirilmistir. Bu kapsamda katilimcilara biligsel ve duyussal/iistbilissel 6grenme
alanlarindan yararlanarak hikdye yazma siirecinde bunlardan birer strateji olarak nasil
yararlanacaklari ile ilgili egitim verilmistir. Daha sonra yazdiklar1 hikayeleri nasil inceleyecekleriyle
ilgili egitim verilmistir. Ulagilan bulgular sonucunda katihmcilarin bilissel ve duyussal/iistbiligsel
ogrenme alanlarini hikaye yazma ve yazdiklar1 hikayeyi inceleme siirecinde etkili birer strateji olarak
kullandiklar1 belirlenmistir (Sonmez, 2019a). Bu arastirmada edebl metinlerden hikaye tiiriiniin
bilissel ve duyussal/iistbilissel stratejilere gore nasil degerlendirilebilecegi tizerinde durulmustur.
Boylece Tiirkge dersinin miifredatindaki hikayeleri daha etkili bir sekilde incelemek amaciyla
Ogretmenlere yardimct olacak etkili bir degerlendirme stratejisinin ve aracinin (dereceli puanlama
anahtari) gelistirilmesi hedeflenmistir. Ciinkii yapilan alan taramasinda hikaye degerlendirmelerinin
genellikle hikdye piramidi, hikdye haritasi, kavram haritasi, hikdyenin yiizii stratejisi, bilgi stratejisi, hikaye
grameri vb. stratejiler ile yapildig1 goriilmiistiir. Bu nedenle bilissel ve duyussal/iistbiligsel alanlarin
birbiri ile iligkili birer boyut olarak hikaye degerlendirme siirecinde kullamilmadig1 goriilmiistiir. Bu
arastirmada ise bu kapsamdaki ihtiyacin giderilmesi hedeflenmektedir. Boylece dil egitim-6gretimi
siirecinde Dbiligsel ve duyussalf/iistbilissel Ogrenme alanlarindan daha etkili bir gsekilde

yararlanilacaktir.

Bu arastirmada Oykiileri degerlendirmek igin bilissel ve duyussal/iistbilissel 6grenme
alanlarina gore hazirlanan stratejilerin nasil kullanilacagi iizerinde durulmustur. Bu kapsamda
Ogretmen adaylarinin hikaye degerlendirme bilgilerini destekleyecek stratejileri kullanmalar

amaciyla egitim verilmistir. Bu nedenle asagidaki arastirma sorularina cevaplar aranmistir.

1. Biligsel ve duyussal/iistbilissel 6grenme alanlarina gore diizenlenen ve uygulanan hikaye

degerlendirme stratejisi egitiminin etkililigi nasildir?

2. Biligsel ve duyussal/iistbiligsel 6grenme alanlarina gore hikdye degerlendirme dereceli

puanlama anahtarinin islevselligi nasildir?
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Arastirma Modeli

Arastirma stirecinde veriler, birbiriyle iligkili belirli asamalarda toplanmistir. Bu iliskiye gore
oncelikli verilerin toplanmasi ve c¢oziimlenmesinden sonra diger ilgili verilerin toplanmasi ve
¢oziimlenmesi siirecine gecilmistir. Bu kapsamda arastirma deneysel desene gore tasarlanmustir.
Arastirmada nicel verilerin toplanmasi ve ¢oziimlenmesi islemi, karma yéntemin sirali zamanlamasina
gore yapilandirilmistir. Sirali zamanlamada nicel olarak toplanan veriler {izerinde ¢oziimlemeleri
yapilir ve arastirma siireci baglatilir (Creswell ve Plano Clark, 2015, s.89-5.91). Bu kapsamda toplanan
veriler, veri toplama islemi 6ncesi ve sonrasinda tek bir gruptan aralikli olarak olctimler alinarak

¢oziimlemeler yapilir (Creswell, 2012).
Calisma Grubu

Aragtirmanin verileri, Tiirkge Ogretmenligi Boliimii'niin birinci smifinda egitim-6gretim
goren Ogrencilerden toplanmustir. 27 katilimci ile yapilan c¢alisma, alti haftalik egitim-6gretim
siirecinde tamamlanmustir. Biitiin uygulamalara katilan 12 erkek ve 15 kadmn katilimcidan toplanan
veriler, incelenmis ve degerlendirilmistir. Bu grubun secilmesinin nedeni, birinci simifin miifredatinda
Edebiyat Bilgi ve Kuramlar: dersi kapsaminda hikaye tiiriiniin 6zellikleri ve analizi ile ilgili konularin
bulunmasidir. Boylece arastirma siireci, 6gretmen adaylarinin egitim-6gretim siirecini destekleyecek

ve bilgilerini pekistirecek sekilde tasarlanmistir.
Veri Toplama Araci ve Verilerin Analizi

27 hikdyenin degerlendirmelerini incelemek amaciyla dereceli puanlama anahtar
hazirlanmistir. Analitik dereceli puanlama anahtari, dncelikle 6lgiilecek genel performans 6zelliklerini
alt boyutlar halinde birbirinden ayirir. Daha sonra bunlarla iliskili farkli performans diizeyleri ile ilgili
tanimlamalar yapilir. Bu basamaklara uygun olarak arastirmada analitik dereceli puanlama anahtar:
kullanilmistir. Dereceli puanlama anahtar1 hazirlanirken; duyussal alanin kategorilerinden (yanitlama-
tepkide bulunma, deger verme, diizenleme, niteleme/icsellestirme) (Krathwohl, Bloom ve Masia,1964),
bilissel alanin kategorilerinden (hatirlama, anlama, uygulama, analiz etme, degerlendirme,
yaratma/tasarlama) ve {istbilissel bilgi tiirlerinden (stratejik bilgi, bilissel gorevler bilgisi, kendi
hakkindaki bilgi) yararlanilmistir (Anderson, Krathwohl, Airasian, Cruikshank, Mayer, Pintrich,
Raths ve Wittrock, 2001). Bunlardan hareketle puanlama anahtarmnin boyutlar1 belirlenmistir. Bu
kapsamda duyugsal ve biligsel alanin kategorileri ve iistbilissel bilgi tlirlerine uygun maddeler
hazirlanarak madde havuzu olusturulmustur. Taslagi hazirlanan dereceli puanlama anahtarmin
gecerliligini saglamak amaciyla Lawshe analizine basvurulmustur. Lawshe analizi su agsamalar:
kapsamaktadir: uzman grubunun belirlenmesi, aday olan 6lgek formlarimn hazirlanmasi, uzmanlardan

goriiglerin toplanmasi, maddelere yonelik kapsam gecerlik oranlarmmin belirlenmesi, dlgme islemine yonelik
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kapsam gecerlik indekslerinin belirlenmesi ve kapsam gecerlik oranlarimdaki indekslerin olgiitlerine bagl olarak
olcegin nihai formunun tamamlanmasi. Hazirlanacak Ol¢me araci, 5 ile 40 uzmanin goriisiine
basvurularak degerlendirilebilir. Her madde ilgili uzman tarafindan “ilgili madde hedeflenen yapiy1
Olctiyor”, “ilgili madde yapz ile iliskili ancak gereksiz” veya “ilgili madde hedeflenen yapiy1 6l¢gmez”
seklinde derecelendirilir. Bu analiz, kapsam gecerligine ek olarak maddenin 6rneklem grubuna
uygunlugu ve anlasilabilirligi konularinda uzman goriisiinii almak ic¢in de kullanilabilir (Lawshe,
1975). Bu analizin asamalaria uygun olarak Egitim Bilimleri ve Tiirk¢e Egitimi alanindan bes kisilik
bir uzman grubu olusturulmustur. Bu uzman grup, hem dereceli puanlama anahtarinin gelistirilme
asamasinda hem de Ornek hikayeleri inceleme asamasinda arastirmaya katilmislardir. Dereceli
puanlama anahtarinin gelistirilme asamasinda onu inceleyerek bir 6l¢gme araci olarak puanlama
anahtarinn islevselligi, gecerliligi ve gilivenirligi ile ilgili goriislerini belirtmislerdir. Hikayelerin
inceleme asamasinda ise gelistirilen puanlama anahtar1 ile ©rnek hikayeleri incelemislerdir.
Uzmanlarin yaptig1 bu inceleme sonuglari, 6gretmen adaylarinin incelemeleri ile karsilastirilmastir.
Boylece Ogretmen adaylarinin hikdye degerlendirmedeki basar1 diizeyi incelenmis ve

degerlendirilmistir.

Verilerin analizi siirecinde giivenirligi saglamak amaciyla soyle bir yontem takip edilmistir:
Puanlayicilarin yaptig1 degerlendirme sonuglar1 arasindaki tutarlilik uyusum ytizdesi incelenmistir.
Bu kapsamda “Giivenirlik = Goriis birligi/(Goriis Birligi + Goriis Ayriligr) x 100 ) [P= Na / (Na + Nd) x
100]” olarak gelistirilen formiil kullanilmistir (Miles ve Huberman, 1994, s. 64). Bu formiile gore
yapilan hesaplama sonucunda puanlayicilarin yaptigr degerlendirme sonuglari arasindaki tutarlilik
uyusumu %86 olarak bulunmustur. Boylece Ogretmen adaylarinin ve uzmanlarin metin

¢ozlimlemeden aldiklar1 puanlar, arastirmanin verilerini olusturmustur.
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Veri Toplama Siireci

Tablo 1. Strateji egitiminin uygulamalar:

Hafta

Egitim uygulamalar1

Birinci
hafta

Katilimcilarin  hikaye ¢oziimleme stratejileri, duyussal alan kategorileri [(yanitlama-tepkide
bulunma deger verme diizenleme, niteleme/icsellestirme], biligsel alan kategorileri (hatirlama,
anlama, uygulama, analiz etme, degerlendirme, yaratma/tasarlama) ve {istbiligsel bilgi tiirleri
(stratejik bilgi, bilissel gorevler bilgisi, kendi hakkindaki bilgi) ile ilgili &n bilgileri belirlenmis
olup bu konulardaki ihtiyaclar tespit edilmistir.

Ikinci
hafta

Hikaye ¢oziimleme bilgisi (hikayenin genel degerlendirmesi), duyussal, bilissel ve {istbiligsel
stratejiler ile ilgili egitim verilmistir.

Uciincii
hafta

Katilimailar, oncelikle bilissel kategorileri daha sonra duyussal kategorileri ve son olarak
iistbilissel bilgiyi kullanarak 6rnek metinleri nasil inceleyecekleri konusunda bilgilendirilmistir.

Dordiincti
hafta

Katilimcilar, Peyami Safa’min Anadolu’da Bir Gece (birinci hikaye) adli hikayeyi genel
degerlendirme, duyussal, bilissel ve tistbiligsel alanlardaki Olgiitlere gore degerlendirmislerdir.
Degerlendirmeler, dereceli puanlama anahtarma gore smif ici tartismalar ve beyin firtinasi ile
incelenmistir. Yapilan inceleme ile geri bildirimler verilmistir. Belirlenen eksiklik ve ihtiyaclardan
hareketle katilimcilara tamamlayici egitim verilmistir.

Besinci
hafta

Katilimcilar, Omer Seyfettin'in Diyet (ikinci hikaye) hikayesini Bilissel ve duyussalliistbilissel
ogrenme alanlarina gore hikdye degerlendirme dereceli puanlama anahtari ile incelemislerdir.

Altina
hafta

Metin inceleme stiireci degerlendirilmistir. Bilissel ve duyussalliistbilissel 6grenme alanlarina gore
hikdye degerlendirme dereceli puanlama anahtarma gore oncelikle birinci hikaye ¢6ziimleme sonuglari
daha sonra ise ikinci hikaye ¢oziimleme sonuglar1 karsilastirilmistir. Her iki ¢6ziimleme sonuglari
degerlendirilmistir. Ulasilan sonucglardan hareketle 6gretmen adaylarmmin hikdye ¢oéziimleme
siirecinde biligsel ve duyussal/iistbiligssel 6grenme alanlarina gore hikdye ¢oziimleme stratejisini
nasil kullandiklar1 kapsamli bir sekilde degerlendirilmistir.

Bulgular

Birinci Arastirma Sorusuyla Ilgili Bulgular

Bu bolimde bilissel ve duyussal/iistbilissel 0grenme alanlarina goére hazirlanan hikaye

degerlendirme stratejilerinin Ogretmen adaylarinin hikaye degerlendirme becerileri iizerindeki

etkisinin nasil oldugu incelenmistir. Bu kapsamda alt1 haftada verilen strateji egitimindeki bilgilere

gore katilimcilar Diyet ve Anadolu’da Bir Gece adl1 hikayeleri degerlendirmislerdir (Cetisli, 2004, s. 156-

s.162). Diyet ve Anadolu’da Bir Gece hikayelerinin degerlendirme sonuglar1 Kkarsilastirilarak

incelenmistir. Bu inceleme sonucunda iki 6nemli bulguya ulasilmistir. Bunlardan ilki, 6gretmen

adaylarinin bilissel ve duyusgsal/iistbiligsel hikdye degerlendirme stratejisine gore hikaye ¢dziimleme

becerilerindeki degisimin nasil oldugudur. Tkinci bulgu ise bu degisime bagl olarak alt1 hafta boyunca

verilen biligsel ve duyussal/iistbiligsel 6grenme alanlarina gore hikadye degerlendirme stratejisi

egitiminin ne kadar basarili ve etkili oldugu ile ilgili sonuglardir. Katilimcilar, hikaye degerlendirme

stratejisi egitimi siirecinde Diyet ve Anadolu’da Bir Gece adli hikayeleri Bilissel ve duyussal/iistbiligsel
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ogrenme alanlarina gore hikdye degerlendirme dereceli puanlama anahtar: ile degerlendirmislerdir. Bu

¢oziimlemenin detaylar1 Grafik 1 ve 2'de gosterildigi gibidir.

Birinci hikaye
M Basaili basarili ama gelistirlebilir eksik yetersiz
25
18
109 8 164 9 14 9

I 2 2 0 31

_m ] N
on duyussal ustbiligsel biligsel karakter

degerlendirme boyut boyu boyut degerlendirme

Grafik 1. Birinci hikdyenin degerlendirme sonuglar

Tkinci hikaye
B Bagaili basarili ama gelistirlebilir eksik yetersiz
24
18 15
7 M5y DR 5 4 8 3, 0125,
duyussal ustbiligsel biligsel karakter
6n degerlendirme boyut boyu boyut degerlendirme

Grafik 2. Ikinci hikdyenin degerlendirme sonuglar:

Grafik 1 ve 2’de 6gretmen adaylarinin degerlendirdigi hikayeler incelenmistir. Katilimcilar
ornek hikayeleri dereceli puanlama anahtarindaki bes boyuta gore incelemislerdir. Katiimcilarin her
iki hikaye ile ilgili degerlendirme sonuglar1 karsilastirilmistir. Katilimcilarin birinci hikaye inceleme
sonuglarmin ikinci hikdye inceleme sonuglarma yakinhik ve uzaklik derecesine gore hikaye
degerlendirme stratejisinin basar1 diizeyi degerlendirilmistir. Ciinkii hikaye ile ilgili degerlendirmeler,
hikdyenin dogru c¢oziimiinii belirtmektedir. Buna bagl olarak bu boéliimde oncelikle hikaye
degerlendirme boyutlar ile ilgili bulgular ele alinmistir. Bes boyuta gore katilimeilarin 6rnek hikayeyi

degerlendirmeleri ile ilgili su bulgulara ulasilmistir.

Grafigin birinci boyutunda katilimcilarin birinci hikayenin genel degerlendirmesi ile ilgili
¢ozlimleme sonuglarina yer verilmistir. Strateji egitiminin bu asamasinda 6gretmen adaylarina bir
hikayede bulunmas: gereken temel 6zelliklerin neler oldugu ile ilgili egitim verilmistir. Bu 6zelliklere
gore ¢oziimlemede aranan Olgiitler sOyle verilmistir: Hikaye tiiriine bagl olarak kullanilan fiil ve
isimlerin kullanilma sikligt (M1), Metindeki dil bilgisi hatalar1 (M2), Anlatim bozuklugu (M3),
Hikayede merak unsuruna yer verilmesi (M4), Hikayedeki destekleyici olaylarin temel olay:

desteklemesi (M5), Hikayedeki ara karakterlerin temel olay1 desteklemesi (M6), Hikayedeki olay veya
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durumlarin Aristoteles teorisini (miikafat ve ceza) desteklemesi (M7), Hikayedeki igeriklerin hikaye
kurgusuyla iligkili verilmesi (MS8). Bu Olgiitlere uygun olarak katiimecilarin birinci hikaye
degerlendirmeleri ikinci hikaye degerlendirmeleri ile karsilastirildiginda her madde i¢gin su bulgulara
ulagilmistir: Birinci boyuttaki maddeler incelendiginde katilimcilarin 6rnek hikayedeki temel
Ozellikleri genel olarak basarili (10) ve basarili ama gelistirilebilir (9) olarak degerlendirdikleri, az
sayida katilimcinin ise bu boyutu hikdyede yetersiz olarak (8) degerlendirdigi tespit edilmistir.
Buradaki ozellikler, ikinci hikayede ise biraz farki olarak degerlendirilmistir. Ciinkii verilen ikinci
asama egitiminde katilimcilar daha dogru ¢oziimler yaparak 6rnek hikayede bu 6zellikleri genellikle
basarili ama gelistirilebilir (11) ve daha az diizeyde basarili (7) olarak degerlendirmislerdir. Aym

zamanda bazi katilimcilar bu 6zeliklerin hikayede kullanimin: eksik (5) ve yetersiz (4) bulmuslardir.

Bu asamada hikaye degerlendirmesinin ikinci boyutu olan kahramanin duyussal 6zellikleri
incelenmistir. Bu boyuttaki maddelerle hikaye kahramanlariin hikdyedeki deger, tema, duygu ve
diisiincelere vermis oldugu duyussal tepkileri incelenerek bu boyutun hikayede basarili bir sekilde
verilme diizeyi incelenmistir. Duyussal alanin yanitlama-tepkide bulunma, deger verme, diizenleme
ve niteleme/igsellestirme kategorilerine gore diizenlenen bu o&zellikler, puanlama anahtarina birer
oOl¢iit olarak eklenmistir. Bu maddeler Kahramanlarin hikdyede verilen mesajlarla ilgili uyaranlara dikkat
etmesi ve bunlara tepkide bulunmas: (M9), Kahramanin degeri kabul, tercih veya baghilig hakkindaki diisiince
ve tutumlarina yer verilmesi (M10), Kahramann deger ve inanglar: kabullenmek icin tepkide bulunmas: (M11)
ve Kahramamn degeri i¢sellestirmesi (M12) olarak verilmistir. Katilimcilarin bu maddelere gore duyussal
alanin birinci hikayede nasil kullanildigr ile ilgili degerlendirme sonuglar1 ikinci hikayenin
degerlendirmesi ile karsilastirildiginda her iki degerlendirmenin ¢ok fazla farklilasmadig:
goriilmektedir. Ciinkii katilimcilara gore bu ozellikler, birinci (25) ve ikinci (24) hikayede basarili bir
sekilde kullanilmustir. Katilimcilarin iki hikaye icin benzer degerlendirme yapmasi nedeniyle bu
asamadaki egitimin ve kullanilan hikaye degerlendirme stratejilerinin daha basarili oldugu
goriilmektedir. Ulasilan bu bulgular nedeniyle katilimcilarin dereceli puanlama anahtarmin bu

boliimiinii amaca uygun ve basarili bir sekilde kullandiklar1 belirlenmistir.

Bu boliimde hikaye degerlendirme siirecinde iistbilissel bilginin stratejik bilgi, bilissel
gorevler bilgisi ve kendi kendisi hakkindaki bilgi tiirlerinden hareketle hikaye kahramanlarinin
problem ¢ozme becerilerinin nasil kurgulandigt incelenmistir. Bu bilgilere goére hikaye
kahramanlarmnin problemlerle karsilasma siireci ve bu siire¢lerin ¢6ziimiiniin nasil verildigi
degerlendirilmistir. Ustbiligsel bilgi tiirlerinin bu 6zelliklerine gore hazirlanan maddeler, puanlama
anahtarina birer 6lgiit olarak eklenmistir. Bu maddeler; Kahramanin olay ve durumlar: planlamak, izlemek,
diizenlemek icin kendisine yardimci olacak stratejileri tanmimasina yer verilmesi (M13); Kahramammn hikdyedeki

olay veya durumlar: anlamak ve ¢ézmek icin onlarin ne oldugunu, onlart ne zaman ve neden kullanacagini
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bilmesine yer verilmesi (M14);, Kahramanin kendi kabiliyeti ile ilgili 0z yargilari, bir gorevi yerine getirmek icin
kendisi ile ilgili inanglari, degerleri ve ilgilerine yer verilmesi (M15) olarak belirlenmistir. Katihimcilarm bu
maddelere gore iistbiligsel bilgi tiirlerinin birinci hikayede nasil kullanildig ile ilgili degerlendirme
sonuglari ikinci hikayenin degerlendirmesi ile karsilastirilmistir. Grafik 1 ve 2’de her iki hikaye igin
yapilan degerlendirmenin fazla farklilasmadig: goriilmektedir. Her ne kadar katihmcilar tarafindan
bu 6zellikler birinci hikdyede gore daha az diizeyde basarili (16) olarak degerlendirilse de genel olarak
ornek hikayelerde iistbiligsel bilgilerin basarili kullanildig: belirtilmistir. Katilimcilarin her iki hikaye
icin yaptig1 degerlendirmelerin birbirine yakin olmas: bu kapsamda verilen strateji egitiminin basarili
oldugunu gostermektedir. Ciinkii egitim siirecinde katilimcilara {istbiligsel Olgiitlere gore hikaye
kahramanlarmin problem ¢ézme becerilerinin nasil incelenecegi aciklanmistir. Birbirine yakin olan bu
degerlendirme sonugclar1 gostermektedir ki 6gretmen adaylar: iistbilissel Olgtiitlerle hikayeleri amaca
uygun ve basarili bir sekilde degerlendirmislerdir. Boylece dgretmen adaylari, dereceli puanlama

anahtarinin bu boyutunu islevsel olarak kullanmislardir.

Bu asamada hikaye degerlendirme siirecinde kullanilan biligsel stratejinin etkililigi
incelenmistir. Bu kapsamda Yenilenmis Bloom Taksonomisinin bilissel kategorilerinden
yararlanilmigtir. YBT'nin bu kategorilerinden hareketle hikayedeki kahramanlarin bilissel
gelisimlerinin nasil verildigi incelenmistir. Boylece hikayedeki kahramanlarin kurguya bagl olarak
nasil gelistirildigi ile ilgili degerlendirmeler yapilmistir. Bilissel alanin hatirlama, anlama, uygulama,
degerlendirme, analiz etme ve yaratma kategorilerine gore hikdye kahramanin bilissel gelisim
ozellikleri incelenmistir. Bu bilgilere gore hikaye kahramanini degerlendirmek amaciyla biligsel alanin
kategorileri puanlama anahtaria birer Olciit veya madde olarak eklenmistir. Bu maddeler soyle
belirtimistir: Hikdyedeki olay ve durumlara baslamak icin kahramanin onceki yasantisindaki olay ve durumlar:
ammsamasma yer verilmesi (M16); Hikdyedeki mesajlart anlamak icin kahramanmin olay ve durumlar:
yorumlamasi, Orneklendirmesi, simiflamasi, 6zetlemesi, sonu¢ ¢ikarmasi, karsilastirmast ve agiklamasi
siireclerinden bazilarima yer wverilmesi (M17); Hikdyedeki mesaji vermek amactyla olay ve durumlarin
gergeklestirilmesi (M18); Hikdyedeki mesajlar: incelemek igin kahramanin olay ve durumlarin farkli ve benzer
yonlerini  birbirinden ayiwrmas: veya bunlart birbiriyle iligkilendirmesi (M19); Hikdyedeki mesajlart
degerlendirmek icin kahramanin olay ve durumlar: denetlemesi, elestirmesi, yargida bulunmast (M20); Problem
durumlarina ¢oziim iiretmek amacryla kahramanin hikdyede ¢oziim plani olusturmasi, ¢oziim iiretmesi veya olay
ve durumlart yeniden yapilandirmas: (M21) olarak belirlenmistir. Bu maddelere gore katilimcilarin
yaptig1 birinci hikdye kahramanlarini degerlendirme sonuglari, ikinci hikdye degerlendirmesi ile
karsilastirllmigtir. Grafik 1 ve 2’de bu béliimdeki degerlendirmenin dnceki boyutlara gore biraz fazla
farklilastigr goriilmektedir. Ciinkii Ogretmen adaylari, birinci hikdyede kahramanlarin biligsel

Ozelliklerini verilmesini genellikle basarilh (18) ve basarih ama gelistirilebilir (9) olarak

1088



KEFAD Cilt 20, Say1 3, Aralik, 2019

degerlendirmiglerdir. Oysa bu 06zellikler ikinci hikayede daha az oranda basarili (15), basarili ama
gelistirilebilir (8) olup bazi 6zellikler ise eksik (3) ve yetersiz (1) olarak verilmistir. Katilimcilarin
degerlendirmelerindeki bu farklilik, ikinci asamada bu boyut igin verilen egitimin basarili oldugunu
gostermektedir. Clinkii her iki degerlendirme grubuna gore 6rnek hikayelerde biligsel 6zellikler genel
olarak basarili, basarili ama gelistirilebilir olarak verilmistir. Bu degerlendirme sonuglarna gore
Ogretmen adaylari, bilissel kategorileri olgiitlerine gore hikayeleri genel olarak amaca uygun ve

basarili bir sekilde ¢6ziimlemisledir.

Biligsel ve duyussal/iistbilissel 6grenme alanlarina gore hikaye degerlendirme stratejisinin bu
son asamasinda hikayedeki karakterlerin degerlendirilmesine yer verilmistir. Bu kapsamda karakterin
bagkalari ve 0z degerlendirme ile nasil degerlendirildigi incelenmistir. Boylece hikayedeki
kahramanlarin kurguya bagh olarak nasil gelistirildigi ile ilgili degerlendirmeler yapilmistir. Ug
asamada hikaye kahramanlarini degerlendirmek amaciyla hazirlanan 6zellikler, puanlama anahtarima
birer madde (6l¢iit) olarak eklenmistir. Bu maddeler: Hikdyede kahramanlarin olay 6rgiisii icerisinde 6z
degerlendirmesinin yapilmas: (M22), Hikdyede kahramanlarin olay orgiisii icerisinde bagkalar: tarafindan
degerlendirilmesi (M23), Hikdyede kahramanlarin olay 6rgiisii icerisinde 6grenme eksiklilerinin farkinda olmas:
(M24). Bu maddelere gore katilimcilarin yaptigi birinci hikaye kahramanlarmni degerlendirme
sonuglari, ikinci hikdye kahramanlarin1 degerlendirmesi ile karsilastirilmistir. Grafik 1 ve 2'nin son
boyutunda katiimcilarin yaptig1 hikdaye degerlendirmelerinin baz1 yonleri farklilastig1 goriilmektedir.
Ciinkii Ogretmen adaylarina gore birinci hikayede kahramanlarin degerlendirilmesi ile ilgili
Ozelliklerin genellikle basarili (14) ve basarili ama gelistirilebilir (9) 6zellikte iken, bazi 6zelliklerin ise
eksik (3) ve yetersiz (1) olarak verilmistir. Bu 6zellikler ikinci hikayede daha az oranda basarili (10),
basarili ama gelistirilebilir (12) olup bazi &zellikler ise eksik (3) ve yetersiz (2) olarak verildigi
belirtilmistir. Her iki grubun degerlendirmeleri karsilastirildiginda degerlendirmeler arasinda biiyiik
farkliliklarin olmadigr belirlenmistir. Bu sonug strateji egitiminin bu asamasindaki oOzelliklerin
Ogretmen adaylari tarafindan genel olarak anlasildigini gostermektedir. Bu degerlendirme sonuglarina
gore 6gretmen adaylari, verilen Olgiitlere gore kahramanlari genel olarak amaca uygun ve basarili bir
sekilde degerlendirerek hikayeyi ¢oziimlemislerdir. Boylece 6gretmen adaylar:i dereceli puanlama

anahtarinin bu boyutunu islevsel olarak kullanmisglardir.
ikinci Arastirma Sorusuyla ilgili Bulgular

Bu asamada hazirlanan dereceli puanlama anahtariin degerlendirilmesi ile ilgili bulgulara
yer verilmistir. Bu bulgular, dereceli puanlama anahtarinin gelistirilmesi siirecinde elde edilen
sonugclar1 kapsamaktadir. Bu arastirmada kullanilan dereceli puanlama anahtarinin gelisim siireci igin

onceki arastirmalarda kullanilan 6l¢me araci gelistirme siireglerinden yararlanilmistir. Bu nedenle



Sonmez, H.

ilgili yonteme uygun olarak gelistirilen dereceli puanlama anahtar1 6nceki 6l¢gme araglarinin bazi

Ozelliklerine uyarlanarak hazirlanmistir (Sonmez, 2019a; Sénmez, 2019b; Sénmez, 2019c).

Oncelikle 10 katilimer ile iki haftalik bir pilot uygulama yapilmistir. Katihmcilarin hikaye
degerlendirme Olgiitleri soyle belirlenmistir: Dereceli puanlama anahtarindaki 6lciit dogru ve tam
olarak verilmisse 2, eksik olarak verilmisse 1 ve ilgili Ol¢iitiin olmamasi ise 0 puan tiizerinden
degerlendirilmigtir. Biitiin maddeler puanlandiktan sonra puanlama anahtarinda her boyuttaki
maddelerin aritmetik ortalamasi belirlenmistir. Aritmetik ortalamaya yakinlik veya uzaklik derecesine
gore degerlendirilen hikayelerin basari diizeyleri incelenmistir. 0 ve 2 arasinda degisen aritmetik
ortalamaya yakinlik derecesine gore hikaye degerlendirme basar: diizeyleri; 0-0,4 [Yetersiz (Y)], 0,5-0,9
[Eksik (E)], 1-1,4 [Basarili ama Gelistirilebilir (BG)] ve 1,5-2 [Basarili (B)] seklinde belirlenmistir
(Osgood, Suci ve Tannenbau, 1959). Bu yonteme uygun olarak yapilan hikdye degerlendirme
sonuglari uzman incelemesine sunulmustur. Dereceli puanlama anahtarini incelemek amaciyla bes
alan uzmanmin goriisiine basvurulmustur. Seckisiz yolla belirlenen bes hikaye degerlendirmesi,
puanlayicilara gonderilmistir. Uzmanlarin verdigi doniitlere bagli olarak “Bilissel ve duyussal/iistbilissel
ogrenme alanlarina gore hikidye degerlendirme dereceli puanlama anahtar1” {izerinde degisiklikler
yapilmistir. Bu kapsamda islevsel olan maddeler korunmus; zayif olan bazi maddeler iyilestirilmis,
iyilestirilemeyenler maddeler ise ¢ikarilmistir. Bu iyilestirme siirecinin sonunda Olgiitler (maddeler)

arasinda gerekli siralamalar yapilarak puanlama anahtarmin organizasyon semas: tamamlanmuistir.

Aciklanan bu yonteme uygun olarak gelistirilen dereceli puanlama anahtarinin etkililigi
onceki arastirmalarda da incelenmistir. Bu kapsamda Tiirk¢e dersi 6gretmen adaylarmmin etkili
dinleme ve izleme becerisi egitimi i¢in etkinlik hazirlamalari ile ilgili aragtirma yapilmistir. Hazirlanan
etkinlikler, bu yonteme uygun olarak gelistirilen dereceli puanlama anahtari ile incelenmistir.
Inceleme sonucunda dinleme ve izleme becerisi etkinliklerini degerlendirmek igin kullanilan dereceli
puanlama anahtarinin amaca uygun ve islevsel dl¢iimler yaptigi sonucuna varilmistir (Sénmez 2019b).
Kullanilan bu yontemin dil 6gretim siirecindeki etkililigini diger bir agidan incelemek amaciyla bu
yontemin yazma becerilerini degerlendirme siirecindeki islevi incelenmistir. Bu kapsamdaki
arastirmada verilen stratejilere gore 6gretmen adaylar1 hikayeler yazarak hikayelerini bu yonteme
uygun olarak gelistirilen dereceli puanlama anahtari ile incelemislerdir. Kullanilan dereceli puanlama
anahtarmin yazma becerisini degerlendirme siirecinde etkili ve igslevsel bir ara¢ oldugu belirlenmistir
(Sonmez, 2019a). Son olarak Ogretmen adaylarina iki onemli egitim yaklasimina gore etkinlik
hazirlama yeterliliklerini desteklemek amaciyla etkinlik hazirlama stratejileri egitimi verilmistir. Bu
egitim kapsaminda katihimcilar bilissel-yapilandiric1 stratejilere gore etkinlikler hazirlamiglardir.
Hazirlanan etkinlikler, bu yonteme uygun olarak gelistirilen dereceli puanlama anahtari ile incelenmis

ve degerlendirilmistir. Bu degerlendirme sonuglarina gore bu yonteme uygun olarak hazirlanan
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dereceli puanlama anahtari, hazirlanan etkinlikleri islevsel olarak oOl¢tiigii belirlenmistir (Sonmez,
2019c). Bu bulgu bu yodnteme uygun olarak hazirlanan onceki iki arastirmanin sonuglarini

desteklemektedir.

Bu arastirmada belirlenen yonteme uygun olarak hazirlanan dereceli puanlama anahtarinin
Tiirkge dersinin O0nemli muhtevalarindan olan hikaye degerlendirme siirecindeki islevselligi
incelenmistir. Bu kapsamda gelistirilen dereceli puanlama anahtarmin etkili ve giivenilir bir arag
oldugu belirlenmistir. Bu nedenle gelistirilen dereceli puanlama anahtari, hikaye degerlendirmek icin
arastirmacilar ve Tiirkge dersi dgretmenlerinin kullanimina sunulmustur. Ozellikle Tiirkce dersi
Ogretmenleri; Ogrencilere tavsiye edecekleri hikayelerin cocuklarin bilissel, duyussal/iistbilissel
gelisim oOzelliklerine uygunlugunu degerlendirmek amaciyla bu dereceli puanlama anahtarindan
yararlanabilirler. “Bilissel ve duyussal/iistbilissel temelli hikaye degerlendirme dereceli puanlama
anahtar1”1 ile ulasilan sonuglara bagh olarak ilgili hikaye ogrencilere tavsiye edebilirler veya
onerilmeyebilir. Dolayisiyla bu dereceli puanlama anahtar: ile degerlendirilen hikayenin ¢ocuklarin
bilissel, duyussal/iistbilissel gelisim &zelliklerini yiiksek bir diizey destekledigi belirlenirse (maddeler
¢ogunlukla 1 ve 2 araliginda ise) 6grencilere tavsiye edebilir. Yapilan degerlendirme sonuglar: diisiik
bir diizeyde ise (maddeler ¢ogunlukla 0 ve 1 araliginda ise) ilgili hikaye ¢ocuklarin biligsel, duyussal

ve lstbilissel gelisim 6zelliklerini desteklemedigi i¢in 6nerilemez.
Sonuc ve Tartisma

Arastirmada Ogretmen adaylarnin duyussal, bilissel ve istbilissel stratejilere gore hikaye
degerlendirme becerilerindeki gelisim incelenmistir. Bu kapsamda alt1 hafta boyunca verilen bilissel
ve duyussal/iistbilissel 6grenme alanlarina gore hikaye degerlendirme stratejisi egitiminin ne kadar
basarili ve etkili oldugu ile ilgili sonuglar elde edilmistir. Katilmcilarin puanlama anahtarinda iki
hikayeyle ilgili degerlendirme sonuglar1 karsilastirilmistir. Boylece katilimcilarin strateji egitiminin
birinci asamasinda yaptig1 incelemeler ile strateji egitiminin sonunda yaptig1 inceleme sonuglarinin
birbirine yakinlik ve uzaklik diizeyine gore hikdye degerlendirme stratejisinin basar1 diizeyi
degerlendirilmistir. Egitimin birinci boyutunda katilimcilar 6rnek hikayelerin genel o6zelliklerini
degerlendirmislerdir. Ulasilan sonugclar, hikayelerin genel degerlendirmesi kapsaminda verilen strateji

egitiminin basarili oldugunu gostermektedir.

Hikaye degerlendirmenin ikinci boyutu olan kahramanin duyussal 6zellikleri kapsaminda
kahramanlarin hikayedeki deger, tema, duygu ve diisiincelere vermis oldugu duyussal tepkiler
incelenmistir. Duyussal alanin yamnitlama-tepkide bulunma, deger verme, diizenleme ve
niteleme/icsellestirme kategorilerine gore katilimcilar ornek hikayeleri basarih bir sekilde

degerlendirmislerdir. Onceki arastirmalarda duyussal boyutun daha ¢ok anlatimla iliskili olup
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anlattimin yalinhgi, akicaligi, cekiciligi ve yazinin okunakhigini kapsama yonleriyle ele alindig:
goriilmektedir (Koksal, 1999, s. 7). Bu calismada ise duyussal alan ile metin arasinda daha kapsamli ve
gliclii bir iliskinin oldugu goriilmiistiir. Ozellikle metnin derin yapisini ¢ozmek ve kahramanlarin
duyussal 6zelliklerini daha detayl bir sekilde incelemek amaciyla duyussal alanin kategorilerinden

yararlanilabilecegi belirlenmistir.

Hikaye degerlendirme stratejisinin diger bir asamasinda stratejik bilgi, biligsel gorevler bilgisi
ve kendi kendisi hakkindaki bilgi tiirlerinden hareketle iistbilissel bilgi tiirlerinin birer strateji olarak
nasil kullanildig1 incelenmistir. Katilimcilar, bu bilgilere gore hikaye kahramanlarinin problemlerle
karsilasma ve bunlari ¢6zme becerilerinin nasil verildigini degerlendirmislerdir. Bu degerlendirme
sonuglarina gore Ogretmen adaylari, tstbilissel Olglitlerle hikayeleri amaca uygun ve basarili bir
sekilde incelemislerdir. Katiimcilarin dereceli puanlama anahtarinin bu boyutunu islevsel olarak
kullanmalar1 nedeniyle bu kapsamda verilen strateji egitiminin basarili oldugu belirlenmistir. Bu
sonugtan hareketle 6nceki arastirmalarda oldugu gibi bu arastirmada da iistbilissel bilginin okuma
becerisi {izerinde olumlu etkilerinin oldugu goriilmiistiir (Ellis, Denton ve Bond, 2014; Boyle, 1996;
Welch, 1992). Bu nedenle okuma ve okudugunu anlama ile ilgili etkili ve bagarili bir egitim siirecini

tasarlamak amaciyla iistbiligsel alandan strateji olarak yararlanilabilir.

Hikaye degerlendirme siirecinde kullanilan biligsel stratejilerle hikayedeki kahramanlarin
bilissel gelisimlerinin nasil verildigi incelenmistir. Katiimcilar, hikayedeki kahramanlarin kurguya
bagh olarak nasil gelistirildigi ile ilgili degerlendirmeler yapmistir. Bu degerlendirme sonuglari,
Ogretmen adaylarmin bilissel kategorileri 6lclitlerine gore hikayeleri genel olarak amaca uygun ve
basarili bir sekilde ¢oziimlediklerini gostermektedir. Bu sonug, bilissel alan kapsaminda verilen
strateji egitiminin bagarili oldugunu belirtmektedir. Onceki aragtirmada oldugu gibi bu arastirmada
da bilissel temelli stratejileri kullanan 6grencilerin okudugu metni daha iyi anladiklar1 ve bu metni
daha degerlendirdikleri belirlenmistir (Suyitno, 2017). Ciinkii bilissel temelli hazirlanan okuma ve
okudugunu anlama odakli Ogretim siireclerinin basarili oldugu bu arastirma sonucunda da
gorilmiistiir. Bu nedenle daha o©nce vurgulandigi gibi bilissel temelli metin olusturma ve
degerlendirme yaklasimi, metnin yapisin1 daha yaratict ve metindeki tutarligt daha basarili

kilmaktadir (Kendeou, Van Den Broek, Helder ve Karlsson, 2014).

Okudugunu anlama ve metni ¢éziimleme siireci, okuyucu ile metin arasinda gelisen iki
onemli boyuttur. Hikaye c¢oziimleme siirecinde genellikle metin 6zellikleri boyutu {izerinde
durulmaktadir. Okuyucu oOzelliklerine dayali boyut ise genellikle arka planda kalmaktadir. Bu
aragtirmada hikaye ¢oziimleme siirecindeki bu eksikligin nasil giderilebilecegi iizerinde durulmustur.
Bu kapsamda hem okuyucu hem de metin 6zelliklerinin ortak unsurlarindan hareketle hikaye

degerlendirme stratejisinin gelistirilmesi amaglanmistir. Bu amaca bagli olarak gelistirilen hikaye
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degerlendirme stratejisinin birinci boyutu olan genel 0Ozellikler bolimii metinle ilgili boyutu
kapsamaktadir. Gelistirilen hikaye degerlendirme stratejisinin ikinci, ti¢lincii, dordiincii ve besinci
boyutlar1 ise hem metin hem de okuyucunun ortak ozellikleri olan duyussal/iistbilissel, bilissel ve
karakter degerlendirmesiyle ilgili Ozellikleri kapsamaktadir. Bu yapiya uygun olarak metnin
degerlendirmesini saglamak ve okuyucunun metni anlama diizeyini belirlemek amaciyla dereceli

puanlama anahtar1 gelistirilmistir.

Ogretmen egitiminde strateji egitimi, genellikle meslek bilgisi kapsamindaki derslerin
iceriklerinde verilmektedir. Bu kapsamda verilen stratejilerin Ozellikle alan egitiminde nasil
kullanilacag ile ilgili bilgi ve beceriler eksik kalmaktadir. Bu eksikligin hissedildigi yerlerden birisi de
bilissel, duyussal ve {istbiligsel 6grenme alanlarinin birer strateji olarak okuma, yazma, konusma,
dinleme ve izleme egitimi ile nasil iliskilendirilecegiyle ilgili yeteri egitimin verilmemesidir. Bu
nedenle 0gretmen adaylari, egitim bilimleri kapsaminda aldiklar1 bilgileri alan egitimi kapsaminda
aldiklar1 bilgilerle nasil iliskilendirecekleri konusunda giicliikler yasamaktadirlar. Aynmi zamanda
egitim bilimleri kapsamindaki bu bilgi ve becerileri dil egitiminde etkili bir 6gretim materyali olarak
nasil kullanacaklariyla ilgili giicliikleri de yasamaktalar. Ogretmen adaylarinin bu kapsamdaki
ihtiyaglarinin giderilmesi onemli bir husustur. Nitekim belirlenen bu ihtiya¢ durumunu gidermek
amaciyla onceki calismalarda biligsel, duyussal ve {istbilissel alanlar ile yazma becerisi ve
dinleme/izleme becerisi arasindaki iliski deneysel olarak incelenmistir. Bu kapsamda verilen strateji
egitimi ile yazma ve dinleme/izleme becerileri egitiminin nasil daha islevsel olarak diizenlenebilecegi
incelenmistir. Bu nedenle o6gretmen adaylarmin bilissel, duyussal ve {istbilissel stratejilerden
yararlanarak bu becerilerle ilgili 6gretim siirecini daha etkili bir sekilde nasil hazirlayacag: ve
degerlendirecegi arastirilmistir (Sonmez 2019b; Sénmez, 2019a). Belirlenen ihtiyac1 gidermek amaciyla
yapilan diger arastirmada ise 6gretmen adaylarmin dil bilgisi konusu ve ilgili dil becerisi i¢in bilissel-
yapilandirici stratejilerden yararlanarak etkinlik hazirlama becerileri incelenmistir. Bu calismada,
bilissel-yapilandirici temelli stratejilere gore hazirlanan etkinliklerin, ilgili dil becerisi ve dil bilgisi

konularinin 6gretiminde etkili ve islevsel oldugu belirlenmistir (S6nmez, 2019c).

Bu arastirmada bilissel ve duyussalfiistbilissel Ogrenme kavramlarinin alan egitim
kapsaminda (hikaye degerlendirme) birer strateji olarak nasil kullanacaklariyla ilgili egitim
verilmistir. Hem bu calismada hem de yukarida belirtilen ii¢ arastirmada vurgulanan yontemle
verilen strateji egitimlerinin oldukga basarili oldugu belirlenmistir. Dolayistyla birbiriyle iligkili olan
bu dort arastirmanin bulgularina bagli olarak hem verilen strateji egitimi yonteminin hem de
gelistirilen Ol¢me aracimin (dereceli puanlama anahtari) dil Ogretim siirecinde bir arada

kullanilabilecegi sonucuna varilmistir.
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Oneriler

Ogrencilerin okuduklari metni daha genis bir bakis agisiyla ve yaratici olarak anlamalari,
yorumlamalari, degerlendirmelerini saglayacak degerlendirme stratejilerine ihtiya¢ vardir.
Ogrencilerin bu kapsamdaki ihtiyaclarin1 gidermek amaciyla biligsel, duyussal ve {istbiligsel alanlar
bir yontem olarak kullanilabilir. Bu arastirmada; biligssel, duyussal ve {iistbilissel alanlara gore
ogrencilerin okuduklari metni nasil degerlendirebileceklerine odaklanilmistir. Ulasilan sonuglara
bagli olarak okuma ve okudugunu anlama becerilerini gelistirmek amaciyla 6gretim etkinlikleri

tasarlama siirecinde bilissel, duyussal ve iistbiligsel alanlar birer strateji olarak kullanilabilir.

Bilissel, duyussal ve {istbilissel temelli stratejilerin okuma, yazma ve s0zli iletisim
becerilerinin egitimi iizerindeki islevlerinin belirlenmesi gerekir. Bu nedenle arastirmacilarin
dikkatlerini bu yone odaklamalarinda biiyiik yarar vardir. Ciinkii fakiiltede bilissel, duyussal ve
iistbilissel kapsamda verilen birgok bilgi O0gretmen adaylarmin zihinlerinde teorik boyutuyla
kalmaktadir. Bu cihetle 6zellikle bilissel, duyussal ve tistbilissel kapsamindaki bilgileri alan egitimine

amaca uygun ve etkili birer strateji olarak uyarlayacak deneysel calismalara ihtiyag duyulmaktadar.

Tiirkce dersi 6gretmen adaylarinin egitim bilimleri kapsamindaki bilgileri alan egitime nasil
uyarlayacaklar1 veya bunlar dil becerilerini gelistirmek icin nasil kullanacaklar ile ilgili eksiklik ve
ihtiyaclarinin giderilmesi 6nemli bir husustur. Bu ihtiyac1 gidermek icin 6gretmen adaylar ile
goriisme, anket, 0lcek vb. 0l¢me araglari kullanilarak durum tespitine dayali arastirmalara ihtiyag

duyulmaktadir. Bu nedenle gelecek calismalarda arastirmacilarin bu duruma odaklanmalar: gerekir.

Yapilan deneysel uygulama siireci ile Ogretim stratejisi ve Slgme araci olarak hazirlanan
“Bilissel ve duyussalliistbilissel 6grenme alanlarina gore hikdye degerlendirme stratejisi” ve “Bilissel ve
duyussal/iistbilissel 6grenme alanlarina gore hikdye degerlendirme dereceli puanlama anahtar:”’nin etkili ve
islevsel oldugu belirlenmistir. Bu sonug itibariyle hikdye degerlendirme stratejisi ve dereceli
puanlama anahtari, 6gretmenlere ve arastirmacilara okuma ve okudugunu anlama becerilerini
gelistirmek amaciyla Onerilmektedir. Bu aragtirmanin bulgulari, diizenlenen strateji egitimi ve bu
stratejilere gore Ol¢gme araci hazirlama yonteminin incelendigi onceki ¢alismalarin sonuglarim
desteklemektedir (S6nmez, 2019a; Sénmez, 2019b; Sonmez, 2019c). Dil egitimin bilissel, duyussal ve
iistbilissel Ogrenme alanlarma gore hazirlanmasi ile ilgili yapilan bu sentezleme calismalarmin
sonuglarina bagli olarak olusturulan strateji egitimi ve gelistirilen 6l¢me aracinin dil 6gretim siirecinde
bir yontem olarak kullamilmas: Onerilmektedir. Boylece 6gretmen adaylari, dgretim siirecini nasil
tasarlayacaklari, bu 6gretim siirecini nasil olgecekleri ve degerlendirecekleri ile ilgili bilgi ve beceriyi

kazanacaklardir.
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Tablo 2. Dereceli puanlama anahtar

Boyut

Olay/Durum Hikayenin

analizi

on

degerlendirilmesi

Maddeler ve olgiit araligi 1./2. 1./2.
Hikaye? Hikaye
puanlart X3

Basar1

araligt

Hikaye tiiriine bagl olarak kullanilan fiil ve
isimlerin kullanilma siklig1 orantili ise 2, en az
bir boliim az ise 1, orantili degilse 0 puan
verilir.

Metinde dil bilgisi hatalar1 yoksa 2, 1-3 arast
hata varsa 1, 3 ve {izeri hata varsa 0 puan
verilir.

Anlatim bozuklugu varsa 0,yoksa 2 puan
verilir.

Hikayenin her boliimiinde merak unsuruna
yer verilmigse 2, sadece bir boliimde
verilmigse 1, verilmemisse 0 puan verilir.

Hikayedeki destekleyici olaylardan en az biri
temel olay1 desteklemiyorsa 1, en az ikisi
temel olay1 desteklemiyorsa 0, tamami
destekliyorsa 2 puan verilir.

Hikayede ara karakterlerin en az biri temel
olay1 desteklemiyorsa 1, en az ikisi temel olay1
desteklemiyorsa 0, tamami destekliyorsa 2
puan verilir.

Hikayede olay ve durumlar, Aristoteles
teorisini (miikafat ve ceza) desteklemiyorsa 0,
destekliyorsa 2 puan verilir.

Hikayedeki igerikler hikaye kurgusuna bagh
olarak bilinenden bilinmeye dogru eksik
olarak verilmigsel, tam olarak verilmisse 2,
verilmemigse 0 puan verilir.

1 S6nmez, 2019a; Sonmez, 2019b; Sonmez, 2019¢’den uyarlanma.

22 "yeterli”, 1 “eksik” ve 0 “yetersiz”
30-0,49: Yetersiz (Y)
0,5-0,9: Eksik (E)
1-1,4: Bagarili ama Gelistirilebilir (BG)
1,5-2: Bagarili (B)
‘Y, E, BG, B

1./2.
Hikaye
genel

basar1

diizeyit
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Kahraman
¢Ozumii

Duyussal

alan

Ustbilissel

alan

Biligsel

alan

Kahramanlarin hikayede verilen mesajlarla
ilgili uyaranlara dikkat etmesi ve bunlara
tepkide bulunmasina yer verilmisse 2,
verilmemigse 0 puan verilir.

Kahramanin degeri kabul, tercih veya
baghlig1 hakkindaki diisiince ve tutumlarina
yer verilmisse 2, verilmemisse 0 puan verilir.

Kahramanin deger ve inanglara kabullenmek
igin tepkide bulunmasina yer verilmisse 2,
verilmemigse 0 puan verilir.

Kahramanin degeri i¢csellestirmesine yer
verilmigse 2, verilmemisse 0 puan verilir.

Kahramanin olay ve durumlar: planlamak,
izlemek, diizenlemek icin kendisine yardimci
olacak stratejileri tanimasina yer verilmisse 2,
verilmemigse 0 puan verilir.

Kahramanin hikayedeki olay veya durumlar1
anlamak ve ¢6zmek i¢in onlarin ne oldugunu,
onlari ne zaman ve neden kullanacagini
bilmesine yer verilmisse 2, verilmemigse 0
puan verilir.

Kahramanin kendi kabiliyeti ile ilgili 6z
yargilari, bir gorevi yerine getirmek igin
kendisi ile ilgili inanglari, degerleri ve
ilgilerine yer verilmisse 2, verilmemisse 0
puan verilir.

Hikayedeki olay ve durumlara baslamak igin
kahramanin 6nceki yasantisindaki olay ve
durumlar1 animsamasina yer verilmisse 2,
verilmemigse 0 puan verilir.

Hikayedeki mesajlar1 anlamak igin
kahramanin olay ve durumlar1 yorumlamast,
orneklendirmesi, siniflamasi, 6zetlemesi,
sonug ¢ikarmasi, karsilagtirmasi ve agiklamasi
slirecinden en az bir tanesi varsa 1, en az iki
tanesi varsa 2, bunlardan hig biri yoksa 0
puan verilir.

Hikayedeki mesaj1 vermek amaciyla olay ve
durumlarin gergeklestirilmesine yer
verilmisse 2, verilmemisse 0 puan verilir.

Hikayedeki mesajlar1 incelemek igin
kahramanin olay ve durumlarin farkl ve
benzer yonlerini birbirinden ayirmasi veya
bunlar1 birbiriyle iliskilendirmesi siirecinden
en az bir tanesi varsa 1, en az iki tanesi varsa
2, her ikisi de yoksa 0 puan verilir.
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Tip gelisimi

Hikayedeki mesajlar1 degerlendirmek igin
kahramanin olay ve durumlar1 denetlemesi,
elestirmesi, yargida bulunmasiyla ilgili en az
biri varsa 1, en az iki tanesi varsa 2, bunlardan
hig biri yoksa 0 puan verilir.

Problem durumlarina ¢éziim tiretmek
amaciyla kahramanin hikdyede ¢6ziim plarnu
olusturmasi, ¢6ziim iiretmesi veya olay ve
durumlar1 yeniden yapilandirmasi
stirecinden en az bir tanesine varsa 1, en az iki
tanesi varsa 2, bunlardan hicbir yoksa 0 puan
verilir.

Hikayede kahramanlarm olay o6rgiisii
igerisinde 6z degerlendirme yapmasina yer
verilmigse 2, verilmemisse 0 puan verilir.

Hikayede kahramanlarm olay 6rgiisii
icerisinde bagkalar1 tarafindan
degerlendirilmesine yer verilmisse 2,
verilmemigse 0 puan verilir.

Hikayede kahramanlarin olay orgiisii
igerisinde 6grenme eksiklilerinin farkinda
olmasina yer verilmisse 2, eksik verilmisse 1,
verilmemigse 0 puan verilir.
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by comparing the analyses made by the participants during the training process (first story) and at the end of
training (second story). According to the results of the evaluation about the strategy and the rubric, both were
found to be effective and functional in the story analysis process. As a result, it has been suggested that the story
analysis strategy and the rubriccan be used in the story analysis process.
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Introduction

Narrative analysis is a technique used in many areas. This technique is used not only to solve
the embedded meanings in literary texts but also to solve other embedded situations in the social
science (Breheny and Stephens, 2015; Cetisli, 2004: 138). The purpose of this analysis, which is used in
literature and social sciences, is to solve embedded messages in a text or event. In this context, story
analysis is used in the reading comprehension process (MacWhinney, Fromm, Holland, Forbes, and

Wright, 2010).1t is important to use effective strategies to make this analysis process more effective.

Effective strategy training to support students' reading comprehension and text analysis skills
should be considered within the prospective teachers’ professional competencies. Therefore,
prospective teachers should be well educated in this context. Because an important aspect of teacher
training is to provide candidates with adequate training about the strategies they can use in the
teaching process. Therefore, the purpose of the strategy used in education is to increase learners’
learning capacity on the subject, to raise awareness, to develop a process of independent learning and
to prepare a process that will enable them to learn willingly (Dogan, 2002: 1). As a matter of fact, the
strategies used in the reading process helped the students in the process of summarizing the text,
understanding the events in the story and the relationships between people and distinguishing the
important information in the text from the insignificant information (Yazici, 2006: 239). In this context,
strategies such as story-mapping, concept mapping, strategy knowledge, story grammar are used in story
analysis (Dimino, Gersten, Carnine, and Blake 1990; Willson and William, 1997; Yazici, 2006: 233;
Senay, 2007).

It is seen that the rubric is used as an effective measurement tool in the story evaluation
process. Particularly in the process of evaluating digital stories, the rubric (scale) was used in
accordance with the aim of the research. In this context, evaluation elements such as transitions and
arrangements in stories, stage transition, planning and storyboard creation, content and theme, the
accuracy of the knowledge, role, and dialogue, originality and creativity, certification were evaluated
with the developed rubric (Via, 2002, cited in Ozcan, Kukul, and Karatas, 2016). In another study, a
rubric was developed to examine and evaluate the educational aspect of digital storytelling. As a
result of the findings, the rubric was proposed to be used as a tool in the story evaluation process
(Ciralt and Usluel, 2013, cited in Ozcan, Kukul, and Karatas, 2016). A rubric was developed for
prospective teachers to evaluate the digital stories written by them. The stories prepared by the
prospective teachers were examined by the researchers and then the participants with the rubric. The
rubric completed at the end of the study was suggested for the story evaluation process (Ozcan, Kukul

and Karatasg, 2016).
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Cognitive and affective dimensions have important functions in language skills. The effects of
these dimensions on the learning areas of language can be explained as follows. Cognitive dimension
covers the mental processing, interpretation of information, sensations, sightings and readings. The
affective dimension is mostly related to narration and includes the simplicity, fluency, attractiveness
and legibility of writing (Koksal, 1999: 7). The effect of the cognitive and metacognitive domain on
reading and reading comprehension skills was examined from different aspects. One of these is the
effectiveness of cognitive and metacognitive strategies in individuals who have difficulty in reading
and reading comprehension (Boyle, 1996; Welch, 1992). Although this research focuses on the effects
of the metacognitive domain on reading skills, the effect of metacognitive strategy-based education on
different dimensions of learning is also examined. In the analysis, it was determined that
metacognitive strategies had an impact on engaging curriculum, assessment integration, consistent

practice, explicitstrategy instruction, and verbalizing (Ellis, Denton, and Bond, 2014).

The affective domain and metacognitive domain have been developed by theorists as different
learning domains. Therefore, these domains are examined as independent theories. Krathwohl,
Bloom, and Masia (1964) described the concept of the affective domain by “internalization” of
behaviors. In this context, the source of behavior in the affective domain comes from internalized
processes rather than external stimuli. Therefore, the learning objective of the affective domain is that
a learner's internalized attitude can be systematically regulated throughout a process depending on
the degree of individual's values or emotional responses. This systematic structure constitutes “a
meaningful continuum”. Krathwohl (1964), studied how to classify an individual's affective responses
on a safe and reasonable methodological basis. They emphasized the importance of limiting the
content of cognitive categories for explaining behavioral phenomena. Therefore, they draw attention
to the connection between the affective domain and the cognitive domain. A similar relationship was
established between the metacognitive domain and the cognitive domain because Flavell (1979)
defined the metacognitive field as "cognition about cognitive phenomena" or "thinking about
thinking". Researchers have addressed this definition by associating it with cognitive psychology. In
this context, metacognitive concepts are stated as students’ ability to control the thinking and learning
activities to create information, activity to monitor individual cognitive processes, to manage their
own thoughts and awareness and monitoring and control their thoughts (Cross and Paris, 1988: 131;
Hennessey, 1999: 3; Kuhn and Dean, 2004: 270, cited in Lai, 2011). In this study, affective and
metacognitive domains are given together in terms of these close relationships between affective and
metacognitive domains with the cognitive domain. As a matter of fact, it has been determined in the
previous studies that the affective and metacognitive field is given in relation to each other in the

process of designing instructional activities (Sonmez, 2017; Sonmez, 2019). For this reason, in this
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research where story analysis strategy training is given, these affective and metacognitive domains are

included together.

In the previous study, the prospective teachers' competencies in the story writing process and
examining the stories they wrote in accordance with cognitive and affective/metacognitive learning
domains were examined. In this context, participants were given training on how to use this strategy
in the story writing process. Then, they were given training on how to examine their stories. As a
result of the findings, it was determined that the participants used the cognitive and
affective/metacognitive learning domains as effective strategies for writing stories and analyzing these
stories (S6nmez, 2019). In this study, how the stories can be evaluated according to cognitive and
affective/metacognitive strategies is emphasized. In this context, a story evaluation strategy has been
prepared by making use of the story analysis dimensions which were determined functionally in the
previous research. The rubric was developed to evaluate the stories in accordance with the processes
of this training. The effective stages of the previous research have been utilized for the development
of this rubric. Thus, it is aimed to develop an effective assessment strategy and tool (rubric) to help
teachers in order to examine the stories in the Turkish lesson curriculum because in the literature
review, it is seen that stories are evaluated with strategies such as story pyramid, story-mapping,
concept mapping, story face strategy, strategy knowledge, story grammar in general. Therefore, it has
been seen that cognitive and affective/metacognitive domains have not been used in story analysis
and evaluation processes. In this study, it is aimed to meet the needs of the story evaluation process in
this context. Thus, cognitive and affective/metacognitive learning domains will be utilized more

effectively in the language education process.

In this research, the way to use strategies prepared according to cognitive and
affective/metacognitive learning domains to analyze stories has been emphasized. In this context,
strategy training was given with the aim of using strategies to support participants” knowledge of text

analysis.In order to achieve this aim, answers to the following research questions were sought.

1. How is the effectiveness of story assessment strategy training designed and applied according to

cognitive and affective/metacognitive learning domains?

2. How is the functionality of the rubric (story analysis strategy) according to cognitive and

affective/metacognitive learning domains?
Research Model

During the research process, the data were collected at certain interrelated stages. According
to this relationship, the process of collecting and analyzing other relevant data was started after the

collection and analysis of the priority data. In this context, the research was designed according to
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experimental design. The process of collecting and analyzing quantitative data was structured
according to the explanatory sequential mixed method. In this method quantitative data is collected by
sequential scheduling, and data analysis is conducted and then the research process is started
(Creswell and Plano Clark, 2015: 89-91). In this context, the collected data is analyzed intermittently

from a single group before and after the data collection process (Creswell, 2012).
Study Group

The data of the study were collected from the students of the first grade of Turkish Language
Teaching Department. The study was conducted with 27 participants and was completed in six weeks.
The data (collected from 12 male and 15 female participants who participated in all applications) were
examined and evaluated. The reason for choosing this group is that there are topics related to the
characteristics and analysis of the story genre within their Literature Knowledge and Theories lesson.
Thus, the research process was designed in a way to support the prospective teachers' education

process and reinforce their knowledge.
Data Collection Tool and Data Analysis

In order to evaluate the analysis of 27 stories, a rubric was prepared. The analytic rubric first
distinguishes the overall performance characteristics to be measured into sub-dimensions. Then,
definitions are made about the different performance levels associated with them. In accordance with
these steps, the analytical rubric was used in the study. When preparing the rubric, categories
(responding, valuation, organization, characterization) of the affective domain) (Krathwohl,
Bloomand, and Masia, 1964), categories of the cognitive domain (remembering, understanding,
applying, analyzing, evaluating, creating/designing), and metacognitive knowledge types (strategic
knowledge, cognitive tasks knowledge, self-knowledge) (Anderson, Krathwohl, Airasian, Cruikshank,
Mayer, Pintrich, Raths, and Wittrock, 2001) were used. In this context, a pool of items was prepared
with items appropriate to the categories of affective and cognitive domains and metacognitive knowledge.
Thus, Lawshe analysis was applied to ensure the validity of the rubric drafted. Lawshe analysis
consists of basic steps such as forming the expert group, preparing candidate scale forms, collecting expert
opinions, determining the content validity rates for the items, determining the content validity indexes for the
measurement and creating the final form according to the criteria. 5 to 40 experts' opinion can be consulted
to evaluate the prepared measurement tool. Each item is evaluated by the expert as: The related item
measures the targeted structure, the related item is associated with the structure but is unnecessary, and the
related item does not measure the targeted structure. In addition to the scope validity, this analysis can be
used to obtain expert opinion on the suitability and comprehensibility of the substance to the sample

group (Lawshe, 1975). In accordance with this analysis, an expert group (five persons) was formed
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from the field of Educational Sciences and Turkish Education. This expert group participated in the
process both in the development of the rubric and in the analysis of sample stories. They examined the
rubric in the development stage and determined their opinions on the functionality, validity, and
reliability of this rubric for using a measurement tool. During the evaluation of the stories, they
examined the sample stories with this rubric. The evaluations of the stories conducted by the experts
were compared to the prospective teachers' story evaluations. Thus, the success level of prospective

teachers in story evaluation was examined and assessed.

In order to ensure the reliability of the data analysis process, the following method was used.
Firstly, the percentage agreement between the raters' evaluation results was examined as: “Reliability =
number of agreements/ total number of agreements + disagreements) x 100) [P= Na/ (Na + Nd) x 100]”
(Miles and Huberman, 1994: 64). As a result of the calculation made according to this formula, the
percentage agreement between the raters' evaluation was found as 86%. Thus, these scores of the

prospective teachers and experts from the story evaluation formed the data of the research.
Data collection process

Table 1. Applications of strategy training

Week Applications of training
The first Participants' needs were determined about story analysis strategies, affective domain categories
week [(response-response valuation regulation, characterization/internalization], cognitive domain

categories (remembering, understanding, applying, analyzing, evaluating, creating/ designing)
and metacognitive knowledge (strategic knowledge, cognitive tasks, information about
himself/herself).

The second The training was given on story analysis knowledge (general assessment of story) and affective,

week cognitive and metacognitive strategies.
The third Participants were informed about how to examine the sample story using cognitive categories,
week affective categories and metacognitive knowledge.

The fourth The participants evaluated Peyami Safa's story named Anadolu'da Bir Gece (first story) according

week to the criteria of general evaluation, affective, cognitive and metacognitivedomains. The analyses
were evaluated according to the rubric in-class discussions and brainstorming. Feedback was
given through this review. Based on the identified deficiencies and needs, additional training was
given to the participants.

The fifth The participants examined Omer Seyfettin's story named Diyet (second story) with the rubric
week according to their cognitive and affective/metacognitive learning domains.

The sixth The story review process was evaluated. The results of the first story analysis and the second story
week analysis were compared to the rubric according to cognitive and affective/metacognitive learning domains.

The results of both analyses were evaluated. Based on the results, how the prospective teachers
used story analysis strategy according to cognitive and affective/metacognitivelearning areas in
the story evaluation process was comprehensively evaluated.
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Findings

Findings Related to the First Research Question

In this section, the effect of text analysis strategies prepared according to cognitive and

affective/metacognitive learning domains on the prospective teachers' storytelling skills is examined.

In this context, according to the information given in the strategy training in six weeks, the

participants analyzed the stories called “Diyet” and “Anadolu’da Bir Gece” (Cetisli, 2004: 156-162). The

results of the analysis of the “Diyet” and “Anadolu’da Bir Gece” stories were evaluated by comparison.

As a result of this evaluation, two important findings were reached. The first of these is the change in

the prospective teachers' storytelling skills according to their cognitive and affective/metacognitive

text analysis strategy. The second finding is related to the success and effectiveness of story analysis

strategy training according to the cognitive and affective/metacognitive learning domains given

throughout six weeks. In the process of text analysis strategy training, the participants analyzed the

stories of “Diyet” and “Anadolu’da Bir Gece” according to the rubric. The details of this analysis are

shown in Graph 1 and 2.

The first story
M Successful M successful but can be improved deficient insufficient
25
10 9 g I 9 g Yo,
- B B Hm
pre-evaluation affective metacognitive cognitive character
dimension knowledge domain evaluation
Graph 1. The evaluation results of the first stories
The second story
M Successful M successful but can be improved deficient insufficient
24
18 15
7115 4 D ER 5 4 8 3 10125,
e B B =
pre-evaluation affective dimension metacognitive  cognitive domain character
knowledge evaluation

Graph 2. The evaluation results of the second stories

In Graph 1 and 2, the results of story analyzed by the prospective teachers are presented. The

participants examined the sample stories according to the five dimensions in the rubric. The results of

1106



KEFAD Volume 20, Issue 3, December, 2019

the analysis of the two stories were compared. The proximity and distance of the first story analysis
results to the second story analysis results were evaluated. Accordingly, the similarity and difference
between each story show the level of successful story analysis by the participants. These dimensions
also include the level of success in strategy training dimensions. In this section, firstly, findings related
to story analysis dimensions are discussed. According to the five dimensions, the following findings

were obtained regarding the participants' analysis of the samplestory.

In the first dimension of the Graph 1, the analysis results related to the participants' general
evaluation of the first story was included. At this stage of the strategy training, prospective teachers
were given training on what the main characteristics that should be included in a story are. The
criteria sought in the analysis according to these characteristics are as follows: using the frequency of the
verbs and nouns are sufficient according to the story type (I1), grammar errors in the story (12), ambiguity in
the story (13), curiosity in the story (I4), the events in the story support the basic event (I5), all the protagonists
in the story are related to the story structure (16), the events or situations in the story support Aristotle’s theory
(reward and punishment) (I7), the content in the story is given in a certain systematic (I18). In accordance with
these criteria, when the first story analysis of the participants was compared to the second story
analysis, the following findings were obtained for each item. When the items in the first dimension
were examined, it was determined that the participants evaluated the basic characteristics of the
sample story as generally successful (10) and successful but can be improved (9). At the same time, it
was found that few participants evaluated this dimension as insufficient in the story (8). The features
here are evaluated to be slightly different than in the second story because, in the second stage of
education, participants made more accurate solutions and evaluated these characteristics as successful
but can be developable (11) and less successful (7). At the same time, some participants found the use

of these features in the story asincomplete (5) and insufficient (4).

At this stage, the second dimension of story analysis (the characters' affective characteristics)
was examined. In this dimension, the affective reactions of the story characters to the values, themes,
feelings, and thoughts in the story were examined. At the same time, the level of giving this
dimension successfully in the story was examined. These characteristics, which are organized
according to the categories, of the affective domain (response, valuation, regulation, and
qualification/internalization) are added to the rubric as criteria. These items are listed as follows:
protagonists react to warnings about messages given in the story (19), the protagonists’ thoughts and attitudes
about the acceptance, preference or loyalty of the target values is given (I10), protagonist’s reaction to accept the
values (I11) and protagonist’s internalization of the values of the story (I12). When the results of the
evaluation of the affective domain in the first story were compared to the second story, it was seen

that both evaluations did not differ much. Because the participants evaluated that these features were
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used successfully (25/24) in the sample stories. Since the participants made similar evaluations for two
stories, it was seen that the training and story evaluation strategies used at this stage were more
successful. Therefore, it was determined that the participants used this part of the rubric appropriately

and successfully.

In this section, the protagonists’ problem-solving skills are examined based on strategic
knowledge, cognitive tasks, and awareness about themselves. According to this information, the
process of encountering the problems of protagonists and how the solutions were given were
evaluated. Items prepared according to these characteristics of metacognitive knowledge were added
to the rubric as criteria. These items are listed as follows: protagonists realize the right strategy to solve the
problems (I13), the protagonists use the right strateqy to solve the problems (I14), and the protagonist is aware
of his/her own ability to overcome problems (I15). According to these items, the participants' evaluation
results about how metacognitive knowledge was used in the first story were compared to the
evaluation of the second story. Graph 1 and 2 show that the evaluation for both stories does not differ
much. Although these characteristics were considered to be less successful (16) by the participants in
the sample story, it was stated that metacognitive information was successfully used in the sample
stories. The fact that the evaluations made by the participants of both stories were close to each other
shows that the strategy training given in this context was successful. Because during the education
process, the participants were explained how to analyze the protagonists' problem-solving skills
according to these metacognitive criteria. The results of this evaluation, which are close to each other,
show that prospective teachers have successfully analyzed stories with metacognitive criteria. Thus,

prospective teachers have used this dimension of the rubric functionally.

At this stage, the effectiveness of the cognitive strategy used in the story analysis process was
examined. In this context, cognitive categories of Revised Bloom's Taxonomy were utilized. Based on
these categories of RBT, protagonist's cognitive development in the story is examined. Thus,
evaluations were made about how the characters in the story were developed depending on the
fiction. The cognitive development characteristics of the protagonist were examined according to the
categories of remembering, understanding, applying, evaluating, analyzing and creating. According
to this information, the categories of the cognitive domain were added to the rubric as a criterion or
item in order to evaluate story protagonists. These items are listed as follows: In order fo start the events
and situations in the story, the protagonist should remember the events and situations in his previous life (116),
There are more than three the sub-cognitive processes of understand to interpret, exemplify, classify, summarize,
draw conclusions, compare and explain events to understand the messages in the story (I117). There are at least
two sub-cognitive processes of apply to realize of events and situations to give the message in the story (I18).

There are at least two sub-cognitive processes of analyze to examine the messages in the story, the protagonist
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separates or associates different and similar aspects of events and situations (I19). There are at least two sub-
cognitive processes of evaluation to evaluate the messages in the story, the protagonist criticizes and judges
events and situations (120). And there are at least two sub-cognitive processes of create to form a solution plan
in the story, to produce a solution or to reconstruct events and situations in order to find solutions to
problematic situations (121). According to these items, participants’ first story evaluation results were
compared to the second story evaluation. Graph 1 and 2 show that the evaluation by both groups
differs slightly from the previous dimensions. Because the prospective teachers evaluated the
cognitive characteristics of the protagonists in the first story as successful (18) and successful but can
be improved (9). However, these characteristics are less successful in the second story (15), successful
but can be improved (8) and some features are given as missing (3) and insufficient (1). A slight
differentiation of the evaluations of the participants shows that the training given for this dimension
was successful in the second stage. Because according to both evaluation groups, cognitive
characteristics were given as successful, successful but can be developed. According to the results of
this evaluation, prospective teachers have successfully analyzed the stories according to the criteria of
cognitive categories. Therefore, it has been seen that pre-service teachers use this dimension of the

rubric functionally.

In the last stage of the story analysis strategy according to the cognitive and
affective/metacognitive learning domain, the participants have evaluated the characters of the story.
In this context, how the character is evaluated by others and self-evaluation is examined. Thus,
evaluations were made about how the characters in the story were developed depending on the
fiction. In three stages, the features prepared to evaluate the story protagonists were added to the
rubric as a criterion or item. These items are listed as follows: The protagonists’ self-assessment is included
in the story (122). The protagonists’ peer/group assessments are included in the story (123). Feedback was given
about the protagonists’ deficiencies in the story; in order to protagonists realize their learning deficiencies (124).
According to these items, the participants’ evaluation results regarding the first story were compared
to the second story evaluation. In the last dimension of Graph 1 and 2, it is seen that the evaluation
made by the two groups differ in some aspects. Because, according to the prospective teacher, the
characteristics related to the evaluation of the protagonists in the first story are generally given as
successful (14) and successful but can be developed (9). However, some features are given as missing
(3) and insufficient (1). In the second story, these features were reported as less successful (10),
successful but can be improved (12) and some features were given as incomplete (3) and insufficient
(2). When the evaluations of both groups were compared, no big differences were found between the
evaluations. This result shows that the characteristics of this stage of strategy training are generally

understood by prospective teachers. According to the results of this evaluation, the prospective
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teachers analyzed the protagonists in accordance with the given criteria and analyzed the story

successfully. Thus, prospective teachers used this dimension of the rubric functionally.
Findings Related to the Second Research Question

In this section, findings related to the evaluation of the rubric prepared were included. These
findings include the results obtained during the development of the rubric. For the development
process of the rubric used in this research, the measurement tool development processes used in the
previous studies were benefited. Therefore, the rubric developed in accordance with the related
method is completed with some adaptations regarding some of the characteristics of the previous

measurement tools (Sonmez, 2019a, Sénmez, 2019b, Sonmez, 2019¢).

Firstly, a two-week pilot study was conducted with 10 participants. The participants' story
evaluation criteria were determined as follows: 2 points are given if the criterion in the rubric is correctly
and fully awarded. If these criteria are incomplete, 1 point is given, and if there is no criterion, 0 point is given
(Osgood, Suci, and Tannenbau, 1959). After all items were scored, the arithmetic mean of the items of
each dimension was determined in the rubric. The success levels of the stories evaluated according to
the proximity or distance to the arithmetic mean were examined. The success levels of story
evaluation according to the degree of proximity to the arithmetic mean varying between 0 and 2 were
determined as follows: 0-0,4: Insufficient (I); 0,5-0,9: Partially Insufficient (PI); 1-1,4: Should be
Developed (SD); 1,5-2: Successful (S). The results of the story evaluation done in accordance with this
method were presented to the expert review. In this context, five experts were consulted to examine
the rubric. Five assessments of the stories, which were randomly determined, were sent to the raters.
Depending on the feedback given by the experts, changes were made on “The story grading rubric
prepared according to cognitive and affective/metacognitive learning domains”. In this context, the functional
items were preserved; some weak items were improved, and the items that could not be improved
were removed. At the end of this improvement process, the organization chart of the rubric was

completed by doing the necessary rankings between the criteria (items).

The effectiveness of the rubric developed in accordance with this method has been examined
in previous studies. In this context, experimental research has been carried out with the prospective
teacher to prepare activities for effective listening and monitoring skills training. Prepared activities
were examined with the rubric developed in accordance with this method. As a result of the study, it
was concluded that the rubric used to evaluate listening and monitoring skills activities is a suitable
and functional measurement tool (S6nmez 2019b). In order to examine the effectiveness of this method
in the language teaching process from different aspects, the function of this method in the assessment

process of writing skills was examined. According to the strategies given in this study, the prospective
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teachers wrote their stories and examined their stories with a rubric developed in accordance with this
method. The rubric used was found to be an effective and functional tool in the process of assessing
writing skills (Sénmez, 2019a). Finally, the prospective teachers have been given activity preparation
strategy training in order to support their competence in preparing activities according to two
important educational approaches. Within the scope of this training, participants prepared activities
according to cognitive constructivism strategies. Prepared activities were examined and evaluated
with the rubric developed in accordance with this method. According to the results of the evaluation,
the rubric prepared in accordance with this method was found to measure the prepared activities
functionally. This finding supports the results of two previous studies prepared in accordance with

this method (Sonmez, 2019¢).

In this study, the functionality of the rubric prepared in accordance with the method
determined in the story evaluation process, which is one of the important contents of the Turkish
lesson, was examined. It has been determined that this rubric is an effective and reliable tool. For this
reason, this rubric is suggested to researchers and Turkish teachers to evaluate the stories. In
particular, Turkish language teachers can use this rubric to assess the stories that support students’
cognitive, affective/metacognitive development characteristics. Depending on the results achieved
with “The story grading rubric prepared according to cognitive and affective/metacognitive learning domains”,
they may suggest or not suggest the relevant story to their students. Thus, the target story can be
proposed to the students if it is determined that this story supports children's cognitive,
affective/metacognitive development according to the rubric (mostly between 1 and 2 items). If the
evaluation results are low (the items are mostly in the range of 0 and 1), the target story cannot be

proposed because it does not support children's cognitive, affective and metacognitive development.
Conclusion and Discussion

In the study, prospective teachers' story analysis skills according to affective, cognitive and
metacognitive strategies were examined. In this context, the results of the story analysis strategy
training according to the cognitive and affective/metacognitive learning domains given through six
weeks were obtained. In the participants' rubric, the analysis results related to the two stories were
compared. Thus, the success level of the story analysis strategy was evaluated according to the
proximity and distance level of the results of the analysis conducted by the participants in the first
step of the strategy training. In the first dimension of the training, the participants evaluated the
general characteristics of the sample stories. The results show that the strategy training given in the

general evaluation of the stories is successful.
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In the second dimension of story analysis, the affective responses of the protagonists to the
values, themes, emotions, and thoughts in the story were examined. The participants successfully
analyzed the sample stories according to the categories of the affective domain (response, valuation,
regulation and characterization/internalization). In the previous studies, it is seen that the affective
dimension is mostly related to narration and it is handled in terms of its simplicity, fluency,
attractiveness, and coverage of the legibility of writing (Koksal, 1999: 7). In this study, it is seen that
there is a more comprehensive and strong relationship between affective domain and text. In
particular, it was determined that the categories of the affective domain could be used in order to

solve the deep structure of the text and examine the analysis of the characters in a more detailed way.

In another stage of story analysis strategy, the use of metacognitive strategies was examined
by using strategic knowledge, cognitive tasks knowledge, and self-knowledge. According to this
information, the participants evaluated how the character’s ability to solve the problems is. According
to the results of this evaluation, prospective teachers analyzed the stories by metacognitive criteria in a
suitable and successful way. The strategy training given in this context was found to be successful as
the participants used this dimension of the rubric functionally. Based on this result, it was seen that
metacognitive knowledge had a positive effect on reading skill as in previous studies (Ellis, Denton,
and Bond, 2014; Boyle, 1996; Welch, 1992). For this reason, the metacognitive domain can be used as a
strategy in order to design an effective and successful educational process related to reading and

reading comprehension.

Through the cognitive strategies used in the story analysis process, the characters’ cognitive
development in the story was examined. The participants evaluated how the characters in the story
were developed based on fiction. According to the results of this evaluation, it was determined that
the prospective teachers successfully analyzed the stories according to the criteria of cognitive
categories. This result indicates that the strategy training given in the cognitive field is successful. As
in the previous study, it was determined that students who use cognitive-based strategies better
understand and evaluate the text they read more clearly because cognitive-based reading and
comprehension-oriented teaching processes were successful in this study (Suyitno, 2017). Therefore, as
mentioned earlier, cognitive-based text creation and analysis approach make the text structure more

creative and consistent more successfully (Kendeou, van den Broek, Helder and Karlsson, 2014).

The process of reading comprehension and analyzing the text is two important dimensions
developing between the reader and the text. The story analysis process usually focuses on the size of
text features. The dimension associated with reader features is often lagging behind. In this research,
how this deficiency in the text analysis process can be solved is emphasized. In this context, it is aimed

to develop a story analysis strategy based on the common elements of both reader and text features.
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The first dimension of the story analysis strategy, which has been developed in line with this aim,
includes the general features section, which is the text related dimension. The second, third, fourth and
fifth dimensions of the story analysis strategy developed include the features of both text and reader
related features of affective, metacognitive, cognitive and character assessment. In accordance with
this structure, the rubric has been developed in order to provide text solution and to determine the

level of understanding of the text of the reader.

In education faculties, strategy training is usually given in the content of courses within the
scope of educational sciences. In this context, knowledge and skills about how to use these strategies
especially in field education may be insufficient. This lack is felt about how the cognitive, affective,
and metacognitive learning domains can be used as a strategy for reading, writing, speaking,
listening/ monitoring education. For this reason, prospective teachers have difficulties with how to
relate the knowledge they received in the educational sciences with the knowledge they received in
their field education. They may also experience difficulties in using this knowledge and skills as an
effective teaching material in language education. It is an important issue to meet the prospective
teachers' needs in this context. As a matter of fact, in the previous studies, the relationship between
cognitive, affective, and metacognitive domains and writing skills and listenin g/monitoring skills was
investigated experimentally. In this context, it was examined how strategy training can be organized
to give writing/ listening skills training more functionally. For this reason, it has been researched how
prospective teachers can design and evaluate the teaching process about these skills by using
cognitive and affective metacognitive strategies (Sonmez 2019b; Sénmez, 2019a). In the other study in
order to meet the identified need, the prospective teachers' ability to prepare activities by using
cognitive constructivism strategies for teaching grammar subjects related language skill was examined.
In this study, it was determined that activities prepared according to cognitive constructivism based
strategies were effective and functional in teaching target language skills and grammar (S6nmez,

2019¢).

It was determined that the strategy training given in accordance with this method in both this
study and in the three studies mentioned above were quite successful. Thus, depending on the
findings of these four related studies, it was concluded that both the given strategy training method
and the method to develop a measurement tool (rubric) could be used together in the language

education process.
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Suggestions

There is a need for assessment strategies that enable students to understand, interpret and
evaluate the text they read in a wider perspective and creatively. Cognitive, affective and
metacognitive domains can be used as methods in order to meet students' needs in this scope.
Therefore, this research focused on how prospective teachers can evaluate the text according to

cognitive, affective/metacognitive domains.

The functions of cognitive, affective/ metacognitive-based strategies in the education of
reading, writing, and verbal communication skills need to be determined. Therefore, it is necessary
that researchers focus their attention on this direction because a lot of knowledge given in the faculty
about cognitive, affective/ metacognitive contents remains in prospective teachers' memory just
theoretically. In this respect, there is a need for experimental studies that will adapt the cognitive,

affective/metacognitive knowledge to field education as appropriate and effective strategies.

It is important to address Turkish prospective teachers’ needs about how to adapt the
knowledge within the scope of educational sciences to the field or how to use them to improve the
language skills. In order to meet this need, specific research such as interviews, questionnaires, and

scales etc. are needed. Therefore, in future studies, researchers should focus on this case.

Depending on the results, cognitive, affective/metacognitive domains can be used as strategies
in designing instructional processes in order to develop reading and reading comprehension skills.
With the experimental application process, it was determined that "the story evaluation according to
cognitive and affective/metacognitive learning domains prepared as a teaching strategy" and “ The
story grading rubric prepared according to cognitive and affective/metacognitive learning domains” were
effective and functional. As a result, the story evaluation strategy and the rubric are proposed to
teachers and researchers in order to improve reading and reading comprehension skills. The findings
of this study support the results of previous studies in which the strategy training and the method of
preparing measurement tools according to these strategies were examined (Sénmez, 2019a; Sonmez,
2019b; Sonmez, 2019c). It is suggested that strategy training and the developed measurement tools,
which are formed depending on the results of these synthesizing studies about preparing language
education according to cognitive and affective/metacognitive learning domains, will be used as a method
in the language education process. Thus, prospective teachers and teachers will gain knowledge and

skills about how to design the language teaching process, measure and also evaluate this process.
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Appendix

Table 2t. The rubric

Dimension Substances and criteriarange first/ first/ first/second

second
second story

stor
¥ story general

ratings?  success success

3
rangex level 4

Event/ Preliminary Using the frequency of the verbs and nouns are
situation evaluationof  sufficientaccording to the story type (2), less

analysis the story sufficient (1), insufficient (0).

There isnot grammar errorsin the story (2), less
than 3 (1) more than 3 (0).

There isnot ambiguity (2) there isambiguity (0).

The curiosity elementis givenin each part of the
story (2), givenonly in one part (1), not givenin any
part (0).

The supporting events in the story support the basic
event (2) do not support (0).

All the protagonists in the story are related to the
story structure (2), some of them are not related (0).

The events and situationsin the story support the
Aristotle’s theory (reward for good behavior and
punishment for bad behavior) (2), do not support

0).

The content in the story is givenina certain
systematic (from known to unknown) (2), not given

(0)-

Protagonist The affective Protagonists react to warnings about messages
analysis domain givenin the story (2), do notreact (0).

The protagonists’ thoughts and attitudes about the
acceptance, preference orloyalty of the target values

is given (2), not given (0).

Protagonists react to accept the values (2), do not

1 Adapted from Sonmez, 2019a; Sonmez, 2019b; Sénmez, 2019c¢.
22 “Sufficient”, 1 “ Partially Insufficient ” and 0 “Insufficient”
30-0,4: (I) Insufficient (I)

0,5-0,9: Partially Insufficient (PI)

1-1,4: Should be Developed (SD)

1,5-2: Successful (S)

41, PL SD, S
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react (0).

Protagonists assimilate the values of the story (2),
do notassimilate (0).

The Protagonists realize the right strategy to solve the
metacognitive  problems (2), do notrealize (0).
domain
The protagonists use the right strategy to solve the
problems (2), do notuse (0).

The protagonistis aware of his/her own ability to
overcome problems (2), not aware of (0).

The cognitive ~ There are the sub-cognitive processes of remember
domain (recall) (2), there are not sub-cognitive processes (0).

There are more than three the sub-cognitive
processes of understand (interpreting, exemplifying,
classifying, summarizing, inferring, comparing and
explaining) (2), et least two sub-cognitive process
(1), there are not sub-cognitive processes (0).

There are at least two sub-cognitive processes of
apply (executing, implementing) (2), et least one
sub-cognitive process (1), there are not sub-
cognitive processes (0).

There are at least two sub-cognitive processes of
analyze (differentiating, organizing, attributing) (2),
et least one sub-cognitive process (1), there are not
sub-cognitive processes (0).

There are at least two sub-cognitive processes of
evaluation (checking, critiquing) (2), etleast one
sub-cognitive process (1), there are not sub-
cognitive processes (0).

There are at least two sub-cognitive processes of
create (generating, planning, producing) (2), et least
one sub-cognitive process (1), there are not sub-
cognitive processes (0).

Protagonist' The protagonists’ self-assessmentisincluded (2),

development  notincluded (0).

Peer/group assessments for the protagonists are
included (2), notincluded (0).

Feedback was given about the protagonists’
deficiencies (2), not given (0).



