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This study aimed to examine how the learning outcomes set in the mother tongue
teaching curricula are distributed across the thinking skills they are intended to
develop and in which contexts these thinking skills are addressed in the curriculum. In
this study employed the document analysis method, one of the qualitative research
methods. The scope of the study consists of the language development learning
outcomes stated in the pre-school curriculum which has been in effect since 2013 and
in Turkish and Turkish Language and Literature curricula that became effective in 2018;
thus, a total of 625 learning outcomes. The study conducted an intense data analysis
process consisted of seven stages, including repeated reading, coding, and continuous
comparison. The results of the study showed that the learning outcomes set in the
mother tongue teaching curricula aim to develop 16 different thinking skills.
Distinguishing seems to be the thinking skill aimed to be developed the most by the
learning outcomes in the mother tongue teaching curricula. The questioning, decision
making, comparing, synthesising, problem-solving, and adapting skills seem to be not
much emphasized in the curricula.
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Bu arastirmada ana dili 6gretim programlarinda yer alan kazanimlarin gelistirmeyi
amagladigi zihinsel beceriler temelinde nasil bir dagihm gosterdigi ve bu zihinsel
becerilerin  6gretim programlarinda hangi yonleriyle kullanildigini  incelemek
amagclanmistir. Arastirmada nitel arastirma modeli iginde yer alan dokiiman incelemesi
yontemi benimsenmistir. Arastirmanin ¢alisma kapsamini, 2013 yilindan bu yana
yururlikte olan okul 6ncesi egitim programi dil gelisimi kazanimlari ile 2018 yilinda
yurirltge giren Tlrkge ve Turk Dili ve Edebiyati dersi 6gretim programlarinda yer alan
toplam 625 kazanim olusturmaktadir. Arastirmanin veri analizi strecinde tekrarli
okuma, kodlama ve sirekli karsilagtirma yonteminin kullanildigi yedi adimdan olusan
yogun bir analiz slreci takip edilmistir. Arastirma bulgulari ana dili 6gretim programlari
kazanimlarinin 16 farkli zihinsel beceriyi gelistirmeyi amacladigini géstermektedir. Ana
dili 6gretim programlarinda yer alan kazanimlarin en fazla gelistirmeyi amagladig
zihinsel becerinin, ayirt etme oldugu gorilmektedir. Sorgulama, karar verme,
karsilastirma, sentez, problem ¢ézme ve uyarlama zihinsel becerilerinin programda
kendilerine az yer buldugu gorilmektedir.
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Introduction

As in every field, the rapid increase of knowledge in the 21st-century forces the field of education to
change. While how to include exponentially increasing information in the curriculum is being discussed,
on the one hand, studies on what are the characteristics that individuals fulfilling the requirements of
the future world should have and how to acquire them have been continuing on the other hand
(Afflerbach, Cho, & Kim, 2015; Ananiadou & Claro, 2009; Binkley, Erstad, Herman, Raizen, Ripley, Miller-
Ricci, & Rumble, 2012; Geisinger, 2016; Howells, 2018; Luckin, 2018; OECD, 2018; OECD, 2013;
Pellegrino, 2017; Swartz & Perkins, 2016; VanTassel-Baska & Little, 2016). In several countries,
curriculum development studies have been continuing based on these requirements, and this issue has
been addressed in many political texts. Academic literature and political texts on the education of the
future agreement on the need to improve students' thinking skills. For example, according to a World
Bank training report (Year of publication), the aim of education is to create individuals having
independent thinking skills and having the ability to solve their problems in a creative way (Klimova,
2012). The curriculum of the Turkish course focuses on the need of training individuals who produce
knowledge, use it functionally in life, solve problems, think critically, take initiatives, and individuals who
are determined, have communication skills, empathetic and contribute to society and culture (Ministry
of National Education [MONA], 2019). Aforementioned explanations reveal that the development of
students' thinking skills has become an important educational goal.

The importance given to thinking skills in education arises not only from the information explosion in
the 21st century but also from the complex skills that the future world will demand from an individual.
Cognitive field research, which is able to produce increasingly strong arguments by utilizing developing
technology, also increased the importance attributed to thinking skills (Eagleman, 2013; 2016). These
studies highlighted that thinking skills have the potential of the learning process and cognitive
capacities. Whimbey (1985) asserted that there is a relationship between the inclusion of thinking skills
in curriculum and teaching practices and academic success. Dewey (1933) made a major contribution to
the increasing importance of thinking skills in education. Dewey (1933), regarded as the first pedagogue
and educational reformer to differentiate thought levels, defined thinking as an ordered chain of
processes that proceed from reflection to questioning and critical thinking. This explanation he
contributed to the existing literature on thinking fostered the idea that individuals could gradually
develop higher-order thinking skills based on thinking skills classified on a hierarchical plan (Feuerstein,
Ya'acov, & Hoffman, 1980) and several new approaches, such as multiple intelligence theory (Gardner,
1983), have been instrumental in the development of the idea that every child has the potential to
develop their thinking skills by implementing right strategies. After this change of approach, the ideas
that teachers can develop thinking skills and teaching is a process of developing thinking skills have
become prevalent.

Many thinking teaching programs have been developed in different countries in parallel with the
change in understanding occurring on the basis of the findings of scientific studies on the development
of thinking skills. For instance, more than 100 programs on thinking skills have been developed in the
USA alone (Johnson & Siegel, 2010). An increasing number of researchers argued that thinking skills
should be part of both the school program and academic content. Ackerman and Perkins (1989) argued
that thinking skills should be part of the understanding of curriculum intertwined with traditional
fundamental subjects. According to Herrington and Kervin (2007), the understanding of curriculum is to
enable the development of thinking skills as a curriculum that equips students with the ability to grasp a
deep understanding of a subject and to make use of this ability in finding solutions to complex problems
to be encountered in the real world during adulthood.

The development of thinking skills, a part of curricula, is supported by several researchers (Resnick,
1987). These curricula provide the opportunity to benefit from the potential that learning areas and
contents have developing thinking skills, eliminating the transfer problem by giving the opportunity to
practice the skill in the authentic contexts created in schools and make it possible to overcome the
problems experienced due to the difficulties of creating a separate time for the development of thinking
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skills. Indeed, it appears existing Turkey curricula adopted this understanding. However, this requires a
serious and meticulous work, which includes making the situations visible in the curriculum, such as
which thinking skill is developed through which objective and content and how it is evaluated. The issue
here whether the discourse of developing thinking skills reflected in the goals and visions of the existing
Turkish curricula is properly and clearly reflected in the elements of the curriculum in a qualified
manner. These requirements are considered to be directly determining the potential of curricula to
develop thinking skills. In this respect, it is an important requirement to evaluate the extent to which
curricula are compatible with the purpose of developing thinking skills.

The most important component of curricula to examine the capacity of developing thinking skills is
the learning outcomes of curricula. A thinking skill that is not included in curricula as a learning outcome
will not be part of the teaching practices implemented in schools. In this respect, examining the learning
outcomes in curricula in terms of thinking skills enables to evaluate the status of the curricula in
supporting the development of thinking skills. This study also investigates the contexts that thinking
skills are addressed through learning outcomes. In this way, it will make it possible to determine which
aspects of thinking skills are handled in curricula, which aspects are excluded from the curricula, and,
more importantly, the extent to which language courses’ potential of developing thinking skills is
properly exploited. The findings of this study provided guidance in the curriculum development process
to optimize language courses’ potential to develop thinking skills.

Some studies investigated the learning outcomes in the curriculum of the Turkish course in relation
to the 21st-century skills (Bal, 2018; Belet-Boyaci & Giiner-Ozer, 2019; Kurudayioglu & Soysal, 2018),
Bloom’s Taxonomy (Aslan & Atik, 2018; Avsar & Mete, 2018; Biyikalan & Yildirim, 2019; Cergi, 2018;
Kapanadze, 2018; Soylemez, 2018), and curriculum elements (Atik & Aykag, 2009; Kocayigit & Aykag,
2019). Moreover, in addition to studies investigating the Turkish curriculum on the basis of teacher
opinions (Arslan & Engin, 2019; Bicak & Alver, 2018; Mentese & Gilindogdu, 2016; Yildirim & Er, 2013),
further studies comparatively investigated the by different time periods (Bulut, 2019; Ozeng, 2018). So
far, no study has holistically examined the learning outcomes of the mother tongue teaching curriculum
at pre-school, elementary school, middle school, and high school levels in relation to thinking skills and
the contexts in which thinking skills are addressed through the learning outcomes., Although research
on pre-school and secondary school curriculais limited, research on mother tongue teaching curricula
largely focused on Turkish lessons. This study aimed to examine how the learning outcomes set in the
mother tongue teaching curricula are distributed across the thinking skills they are intended to develop
and in which contexts these thinking skills are addressed in the curriculum. For this purpose, the study
aimed to examine the following research questions:

1. What is the distribution of the thinking skills which the learning outcomes set in the mother
tongue teaching curricula aim to develop across the levels of schooling?

2. What is the distribution of the thinking skills which the learning outcomes set in the mother
tongue teaching curricula aim to develop across the language skills?

3. Which aspects of the thinking skills aimed to be developed in the mother tongue teaching
curricula are addressed in the curricula?

Theoretical Background
Concept of Thinking and Its Scope

Thinking is defined as the mental production, change, and unification of mental units (thoughts)
obtained through perception (Cohen, 1971). It is also defined as a mental transformation of perceived
inputs to change thoughts, reason about, or evaluate them (Beyer, 1984). The definitions of the concept
show that the thinking processes include different types and levels of behaviour and are handled as an
act in which the individual is actively involved. It is also important to emphasize here that thinking has
some outcomes such as thought, knowledge and reasoning. Besides, thinking processes are interrelated
and considered a reflective effort and a creative experience (Presseisen, 1985). It is possible to get some
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important clues about how the teaching process should be planned based on the definitions of the
concept.

According to Dewey (1933), thinking is explained on the basis of sequential levels of thinking that
progress from reflection to questioning and critical thinking. In Dewey’s (1933) approach, thinking does
not occur spontaneously but should be stimulated by problems and questions. Sustaining the state of
suspicion, systematic and long-term questioning is the basis of thinking. Thinking can resolve
ambiguities and confusions, combine inequalities, answer questions, identify and solve problems,
achieve goals, guide inferences, shape predictions and decisions, support decisions, and end discussions
(King, Goodson, & Rohani, 1998). The goal of the educational process should enable students to transfer
their skills to the situations they encounter in their future lives by improving their thinking skills.

One of the most basic features of thinking is that the thinking process has different appearances in
terms of complexity. On this basis, it is seen that a large number of classifications have been made.
Bloom’s (1956) taxonomy is considered the most accepted classification among the thinking skills
classifications. This study classified thinking skills as knowing, comprehending, applying, analysing,
synthesising, and evaluating. Another classification made by Swartz and Parks (1994) classified them as
thinking capacities such as explanation, understanding, critical and creative thinking, problem-solving,
and decision making (Swartz & Parks, 1994). Metacognition is classified as one of the thinking skills by
Flavel (1976).

Beyer (1984) classified thinking skills as low basic skills and complex higher-order skills. While it is
possible to express basic skills as singular skills, skills requiring the use of more than one basic skill
together are expressed as higher-order thinking skills. In the revised Bloom’s Taxonomy (Anderson &
Krathwohl, 2001), lower-order thinking skills are recall, understanding, and applying while higher-order
thinking skills are analysing, evaluating, and creating. Mechanical application of previously learned
knowledge is not sufficient to perform mental processes that require the use of higher-order thinking
skills. Skills at this level require challenging and extensive use of mind. However, lower-order thinking
skills include routine and mechanical practices (Newmann, 1988). Higher-order thinking skills are
examined under the following skill areas: applying knowledge and skills to a new situation, reflective
thinking, decision making, logical understanding, and creative identification of problems, and finding an
unusual solution. Apart from the aforementioned classifications, there are different studies examining
the classification of thinking skills (Gagné & Briggs, 1979; Haladyna, 1997; Marzano, 2001).
Classifications developed for thinking skills are used in curriculum development, test development,
lesson planning, and teacher education.

When taking the relationship between language and thinking into consideration (Vygotsky, 1992),
the Turkish course has a high potential for developing higher-order thinking skills. Studies postulated
that problem solving, decision making, critical thinking, and creative thinking skills can be developed in
Turkish classes through language skills (Presseisen, 1985). In this regard, particular attention has been
given to developing thinking skills through the works conducted within the context of curricula in Turkey
since 2005. In fact, the Turkish curriculum aimed to develop thinking skills by means of listening,
speaking, reading and writing skills (MONE 2005). The revised Turkish curriculum used the concept of
competence framework, which can be evaluated within the scope of thinking skills. The curriculum has
following eight key competence areas: communication in the mother tongue, communication in foreign
languages, mathematical and basic competencies in science/technology, digital competence, learning to
learn, social and civic competencies, taking initiatives and entrepreneurship, cultural awareness and
expression (MONE, 2019). However, the curriculum text does not contain detailed explanations
indicating which thinking skills these competence areas cover. In addition, it should be noted that it is
not clearly mentioned within which learning outcome, through which content and by using which
strategies, competence areas will be applied and how they will be evaluated. The absence of these basic
explanations that will guide the implementation stage of the curriculum causes question marks on the
extent to which thinking skills can be effectively developed through the activities carried out within the
scope of the curriculum. Researches showed that the studies evaluating to what extent the curriculum
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contributes to the accomplishment of the goal of developing thinking skills provide data showing how
curricula can become more qualified in this regard.

Thinking Curricula

Programs that aim to develop thinking skills were generally examined under three approaches
(Johnson & Siegel, 2010; McGregor, 2007). These are discrete programs aiming to develop thinking skills
as a separate course, programs aiming to develop thinking skills in a certain discipline, and programs
aiming to develop them with an understanding injected into the entire program area. Some of the
thinking programs aim to develop thinking skills within a certain discipline. Some programs adopting this
approach are as follows: thinking with science (Adey, Shayer, & Yates, 2003), thinking with mathematics
(Allmond, Wells, & Makar, 2010), thinking with art (Burchenal & Grohe, 2007), thinking with geography
(Leat, 1998), and philosophy for children (Lipman, 1991). These programs aiming to develop students'
thinking skills within a certain discipline or subject area have been criticized as they have the problem of
how to plan the time of application because these programs designed as separate from standard course
curricula and they are considered weak in terms of the transfer of the skills to be developed to other
academic areas (Dilekli & Tezci, 2016)

The purpose of the other programs is to develop students' thinking skills independent of disciplines
and academic knowledge. These thinking programs, which advocate that thinking skills should be taught
as a separate subject, commonly offer a series of descriptive lesson plans. Content has been reshaped to
improve thinking skills. One of the pioneer examples of this approach, the Instrumental Enrichment
Program of Feuerstein, Ya'acov and Hoffman (1980), is a program that has been still studied on the basis
of the claim of developing intelligence in recent years (Blagg, 2012). The other examples of this
approach are as follows: Somerset's thinking programs (Blagg, Ballenger, & Gardner, 1996), Lake,
Needham, and Lealan's (1995), the top ten thinking tactics program, and Dawes, Mercer and Wegerif's
(1999) thinking together programs. These programs act on the assumption that the general skills
learned in lessons can be generalized to similar situations. Thinking programs adopting this approach
have been criticized for neglecting academic knowledge during the education process (Johnson & Siegel,
2010).

Another approach to teaching thinking skills is the infusion approach. In this approach, it is stated
that thinking skills should be injected throughout the program (Kirkwood, 2005; Resnick, 1987; Swartz &
Parks, 1994). This approach is the most accepted one among the thinking programs. In this approach,
program elements are used to develop relevant thinking skills. In this way, the development of thinking
skills can be incorporated into class practices. As stated by Resnick (1987), this approach provides a
natural knowledge base and environment where higher-order skills are practised and developed. While
thinking skills are taught at the same time as content, it allows children to use skills in and transfer them
to real contexts.

The most important issue studies on thinking skills examine is how thinking skill teaching is handled
in national curricula. The aim of developing thinking skills in learning environments is at the centre of
educational policies. However, in order to put these policies into practice, it is necessary to give clear
and comprehensible answers in curricula to the following questions: Which thinking skill to be taught
through which content in curricula, what kind of strategy content and thinking skill will be integrated,
how students can transfer thinking skills, how to design authentic contexts, and how to evaluate
students.

Method

This study aimed to investigate how the learning outcomes set in the mother tongue teaching
curricula are distributed across the thinking skills they are intended to develop and in which contexts
these thinking skills are addressed in the curriculum. In line with the purposes of this study, an
investigation conducted on the learning outcomes stated in the curriculum documents included in the
scope of the study. Therefore, this study employed the document analysis method, one of the
qualitative research methods. The document analysis method is defined as the investigation and
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analysis of the materials, including information about the phenomena serving the purpose of the study
(Yildirnm & Simsek, 2008). This study examined the mother language teaching curricula that are still in
effect in pre-school, elementary school, middle school, and high school levels and available from the
official internet site of the Turkish Ministry of National Education. Thus, the study adopted the
document analysis method.

Data Collection

The pre-school curriculum (2013), Turkish curriculum (2018) and Turkish Language and Literature
course curriculum (2018) are electronically available on the page titled “Curriculum Monitoring and
Evaluation System” found in the official website of the Turkish Ministry of National Education. The
curricula analysed in this study were electronically reached from this official website and downloaded to
the personal computer of the researcher. The study analyses were utilized to examine these documents.

Instrument

The scope of the study consists of the language development learning outcomes stated in the pre-
school curriculum which has been in effect since 2013 and in Turkish and Turkish Language and
Literature curricula that became effective in 2018; thus, a total of 625 learning outcomes. The
distribution of these learning outcomes across the levels of schooling is shown in Table 1.
Table 1.
Distribution of the Learning outcomes Analysed in this Study across the Levels of Schooling

Level The Number of the Existing The Number of the Learning
Learning outcomes outcomes Analysed

Pre-school 12 12

Elementary school 235 233

Middle school 289 285

High school 95 95

Total 631 625

Data Analysis

The study conducted an intense data analysis process consisted of seven stages, including repeated
reading, coding, and continuous comparison.

1 stage. Transfer of the learning outcomes into the electronic environment: In the analysis process
of the study, a total of 625 learning outcomes found in the pre-school, elementary school, middle
school, and high school mother tongue teaching curricula were entered into a two-column electronic
document by the grade level.

2nd stage. Coding of the learning outcomes: As a result of the repeated reading, it was decided
which thinking skills the learning outcomes are intended to develop. While deciding which thinking skills
the learning outcomes are intended to develop, the meaning of the learning outcome statement as a
whole was focused on. For example, while deciding whether an learning outcome is intended to develop
the applying thinking skill, the only criterion considered was not the statement’s ending with the verb
“applies”, but also the meaning of the learning outcome statement as a whole was analysed to make
inferences about which thinking skill it is intended to develop. The process of making inferences was
conducted as focused on mental operations a student is expected to perform on “the linguistic stimuli
he/she reads, listens to, or watches”. The researcher asked the following question: “Which mental
operations is the student expected to perform on the linguistic stimuli he/she reads, listens to, or
watches” for each learning outcome. In this process, thinking skills classifications (Anderson &
Krathwohl, 2001; Bloom, 1956; Gagné & Briggs, 1979; Haladayna, 1997; Marzano, 2001) and the 21st-
century skills classifications (Binkley et al., 2012) were carefully examined. During the analysis,
explanations about the definitions and contents of the skills included in the classifications and the words
representing them were checked again and again. Moreover, the explanations placed under the learning
outcomes in the curricula were carefully examined. The thinking skill decided to be developed by the
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learning outcome was written in the box opposite the learning outcome in the two-column table. The
same procedure was conducted for 625 learning outcomes. As a result of this analysis procedure, a total
of 16 thinking skills whose explanations are given in Table 2 were derived.

3" stage. Classification of the learning outcomes on the basis of thinking skills: The learning
outcomes were classified on the basis of the thinking skills they are intended to develop, and then a
separate electronic document was prepared for each thinking skill. Thus, a total of 16 documents were
prepared for 16 thinking skills aimed to be developed in the curricula. In this way, it became possible to
see the learning outcomes aiming to develop the same thinking skill one under the other. The learning
outcomes classified on the basis of the thinking skills in this process were read repeatedly, and the
consistency in the classification was checked.

4" stage. Classification and summarization of the learning outcomes: The learning outcomes placed
in the table after the completion of coding were classified on the basis of the levels of schooling and
language skills. A descriptive statistics method was utilized to summarize the distribution of the thinking
skills across the levels and language skills.

5" stage. Performing open-coding related to the aspect of the thinking skill: The following question
was asked for each learning outcome aiming to develop the same thinking skill: “Which aspect of the
thinking skill is addressed in the learning outcome statement?” In this way, it was aimed to determine
which aspect(s) of the thinking skill is (are) targeted by the learning outcomes, and which aspect(s) is
(are) excluded. This also allowed the researcher to see the scope of the thinking skills derived during the
analysis process. In this stage of the analysis, each investigated learning outcome was coded on the
basis of this question.

6" stage. Expression of the aspect of the thinking skill within the context of the categorical structures:
By performing the continuous comparison operation on the classification clusters created by using the
codes given to the learning outcomes on the basis of the aspects of the thinking skill addressed in the
curricula, the necessary uniting and separating operations were conducted. This operation was
continued until the categories reached a stable state as a result of repeated readings.

Explanations related to thinking skills (categorical structures) derived through the analysis conducted
on the learning outcomes of the mother tongue teaching curricula are given below.

Table 2.
Thinking skills derived from the analysis conducted on the learning outcomes and their explanations

Thinking skills Explanation Verbs used

Distinguishing The student’s recognizing (finding, determining) Reads carefully, uses in suitable
the desired element/feature from among the places, distinguishes, detects,
linguistic stimuli he/she reads, listens to, or finds
watches, and giving the suitable response

Recall The student’s mental recall of the previously Says, defines, explains, imitates,
learned knowledge in line with the instructions recognizes, narrates,
and expressing it verbally or orally summarizes, orders

Guessing Student’s making predictions on the basis of Makes predictions, guesses
the linguistic stimuli he/she reads, listens to, or
watches

Making an The student’s being personally involved in the Makes inferences, determines

inference meaning construction process through the the subject, determines the
content he/she reads, listens to, or watches, title, grasps their meanings,
performing the mental operations required by determines the main
this process and then combining his/her idea/feeling, determines the

background information with this content (See
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Associating

Applying

Making decision

Meaning-based
construction

Evaluating

Questioning

Converting

Comparing

Synthesizing

Analysing

Keene & Zimmermann, 1997).

The student’s creating links, connections
between the different linguistic stimuli he/she
reads, listens to, or watches or between these
stimuli and what he/she has learned before

The student’s applying the operational
knowledge located in the area of language skills
in real life situations in compliance with the
rules

The student’s making selections on the basis of
the judgements he/she gives by reflecting on
the options included in the linguistic stimuli
he/she reads, listens to, or watches

The student’s expressing the meaning he/she
has constructed in compliance with the
instruction given verbally or orally

The student’s expressing the judgement he/she
has reached by evaluating the meaning,
importance, quality and quantity of the
linguistic stimuli he/she reads, listens to, or
watches on the basis of some criterion and
reasons verbally or orally

The student’s constructing questions about
the meaning, validity and reliability of the
linguistic stimuli he/she reads, listens to, or,
watches and participating in talks in this
context

The student’s converting the written, visual,
words and behaviours-based linguistic stimuli
he/she reads, listens to, or watches into each
other in compliance with the instruction

The student’s examining the linguistic stimuli
he/she reads, listens to, or watches to reveal
differences and similarities in terms of syntax
and semantics

The student’s reaching
meanings/results/judgements by  bringing
stimuli (elements) he/she reads, listens to, or
watches together

The student’s disintegrating linguistic stimuli
he/she reads, listens to, or watches into their
elements/basic components and understanding

192

Associates, reads  writings
written in different typefaces,

understands non-verbal
messages, establishes in-text
and out-of-text meaning

relationships

Applies strategies, writes letters
in compliance with the correct
technique, writes in compliance
with  the rules, fills in
accurately, uses properly

Makes decisions, uses in line
with the meaning, selects in
line with the meaning

Gives speeches prepared and
unprepared, writes meaningful
and rule-based sentences

Evaluates, revises, expresses
his/her opinions, evaluates the
content, evaluates the

contribution

Asks questions, participates in
discussions and talks, questions
reliability, guestions the
consistency

Writes words and sentences for
the given visual, enacts texts,
answers questions on the basis
of data presented in tables and
graphs, uses drawings and
visuals

Compares, makes comparisons

Reaches a
expresses results

conclusion,

Determines the elements of a
story, writes in compliance with
the stages of operation, writes
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the relationships between these an instruction in line with the
elements/basic components stages of operation,
distinguishes elements

Problem-solving The student’s developing solutions to the Find solutions, produces
problems expressed in the linguistic stimuli different solutions to the given

he/she reads, listens to, or watches problems
Adapting The student’s adapting his/her written and/or Adapts, uses different types of
oral expressions in line with the instructions expression

7" stage. Checking the inter-coder reliability: After the completion of the analysis process, the
analysis files were shared with three subject-area experts. They were asked to give feedback after
analysing the findings. In order to determine the inter-coder reliability, the following formula was used:
Reliability = Agreement / Agreement + Disagreement. By using this formula, the mean inter-coder
reliability coefficient was found to be 94.2%. A reliability coefficient higher than 70% means that the
study is reliable (Miles & Huberman, 1994). Thus, the coefficient found in this study was accepted to be
reliable. The analysis process was completed after the required corrections were made on the basis of
the feedback received from the three experts.

Validity and Reliability Analyses

In qualitative research, one of the validity and reliability studies is credibility meaning the accuracy
and credibility of the collected data (Giler, Halicioglu, & Tasgin, 2013). The data of this study were
comprised of the language development learning outcomes stated in the pre-school curriculum which
has been in effect since 2013 and in Turkish and Turkish Language and Literature curricula that came
into force in 2018. The data analysed in the current study were taken as they were published on the
official website of the Turkish Ministry of National Education. The data analysed in the current study
satisfied the requirement of credibility. Another way of ensuring credibility in qualitative research is
providing the detailed explanation of the number and characteristics of the study group, of how they
were selected, and of data collection tools and analysis techniques used in the study (Creswell & Miller,
2000). The methodology section of the study detailed the above-mentioned explanations. In this study,
all the learning outcomes (except for 6 learning outcomes as it could not be determined which thinking
skills they are intended to develop) that were included in the scope of mother tongue language teaching
in the pre-school, elementary school, middle school and high school curricula were analysed. This
supports the credibility of the research findings. In qualitative research, in order to satisfy the
requirement of objectivity, the requirement of confirmability should be satisfied. In this connection, all
the analysis findings were given in the appendix section of the manuscript. In the Table 21 (Appendix 1.)
given in the appendix section, it is possible to see with which thinking skill each learning outcome is
coded, and the learning outcomes are given with their codes in the curricula. Thus, it is possible to find
the explanation of each learning outcome in the table from the curricula. One of the requirements of
reliability in qualitative research is the inter-coder reliability. Accordingly, the analysis findings and
explanations of the codes were sent to the three subject-area experts for their review. In the inter-coder
reliability calculation, the reliability coefficient was found to be 94.2%.

Findings
1. Findings Related to the First Sub-problem of the Study

Within the context of the first sub-problem of the study, the study aimed to answer the following
question: “What is the distribution of the thinking skills which the learning outcomes set in the mother
tongue teaching curricula aim to develop across the levels of schooling?” Table 3 depicts the distribution
of the thinking skills which the learning outcomes set in the mother tongue teaching curricula aim to
develop across the levels of schooling.
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Table 3.
Distribution of the Thinking skills Which the Learning outcomes Set in the Mother Tongue Teaching
Curricula Aim to Develop across the Levels of Schooling

Pre-school 1°-8" Grades 9™12™ Grades Total

Thinking skills f % f % f % f %
Analysing 0 0 26 5 20 20.4 46 7.2
Meaning-based 3 13.1 45 8.7 4 4.1 52 8.1
Construction
Distinguishing 6 26.1 77 14.9 15 15.3 98 15.3
Making an 0 0 63 12.2 6 6.1 69 10.8
inference
Evaluating 3 13.1 44 8.5 16 16.3 63 9.9
Converting 1 4.3 14 2.7 0 0 15 2.3
Recall 3 13.1 45 8.7 9 9.2 57 8.9
Associating 1 4.3 51 9.8 8 8.2 60 9.4
Making decision 1 4.3 12 23 2 2 15 23
Comparing 0 0 8 1.5 1 1 9 1.4
Problem-solving 0 0 4 0.8 0 0 4 0.6
Synthesizing 0 0 2 0.4 0 0 2 0.4
Questioning 1 4.3 16 3.1 3 3.1 20 3.1
Guessing 0 0 45 8.7 4 4.1 49 7.7
Applying 3 13.1 63 12.2 6 6.1 72 11.3
Adapting 1 4.3 3 0.5 4 4.1 8 1.3

Total 23 100 518 100 98 100 639 100

The results of the study showed that the learning outcomes set in the mother tongue teaching
curricula aim to develop 16 different thinking skills. The number of thinking skills aimed to be developed
by the learning outcomes is 10 in the pre-school curriculum 16 in the 18" curriculum, and 13 in the 9™
12" curriculum. The results of the study depicted that the number of the learning outcomes intended to
develop the distinguishing thinking skill was the highest. As Table 3 indicates, nearly half of the learning
outcomes set in the curricula seem to aim to develop five thinking skills. The questioning, decision
making, comparing, synthesising, problem-solving, and adapting skills seem to be not much emphasized
in the curricula. The results of the study revealed that there is no consistent increase or decrease in the
complexity or simplicity of the thinking skills across the grade levels. In addition, some thinking skills
(distinguishing) are allocated up to 25 times more place than some other thinking skills (problem-
solving, synthesising) in the curricula.

In the pre-school curriculum, there are no learning outcomes aiming to develop the thinking skills of
making an inference, guessing, analysing, comparing, synthesising, and problem-solving. The Turkish
curriculum of the 1°-8" grades seems to be the curriculum aiming to develop the greatest number of
thinking skills yet relatively less emphasis is put on the thinking skills of decision making, synthesising,
problem-solving, and adapting. In the Turkish Language and Literature curriculum of the 912" grades,
there are no learning outcomes intended to develop the thinking skills of converting, problem-solving,
and synthesising, and relatively less emphasis is put on the thinking skills of guessing, questioning,
decision making, comparing, and adapting.

2. Findings Related to the Second Sub-problem of the Study

Within the context of the second sub-problem of the study, this study aimed to answer the following
question: “What is the distribution of the thinking skills which the learning outcomes set in the mother
tongue teaching curricula aim to develop across the language skills?”. Table 4 gives the distribution of
the thinking skills which the learning outcomes set in the mother tongue teaching curricula aim to
develop across the language skills.
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Table 4.

Distribution of the Thinking skills Which the Learning outcomes Set in the Mother Tongue Teaching
Curricula Aim to Develop across the Language Skills

Thinking skills Reading Listening Speaking Writing

f % f % f % f %
Analysing 28 9.2 4 3.8 1 1.5 13 9.4
Meaning-based 0 0 0 0 17 26.2 32 23
Construction
Distinguishing 66 21.6 2 1.9 10 15.4 14 10.1
Making an 40 13.1 22 20.6 0 0 7 5
inference
Evaluating 37 12.1 10 9.3 0 0 7 5
Converting 2 0.7 6 5.6 0 0 10 7.2
Recall 29 9.5 19 17.7 5 7.7 1 0.7
Associating 23 7.5 11 10.3 6 9.2 20 144
Making decision 9 3 1 0.9 0 0 0 0
Comparing 4 13 1 0.9 9 13.8 0 0
Problem-solving 4 1.3 0 0 0 0 0 0
Synthesizing 0 0 0 0 0 0 2 1.4
Questioning 11 3.6 5 4.7 3 4.6 0 0
Guessing 31 10.2 18 16.8 0 0 0 0
Applying 21 6.9 8 7.5 12 18.5 28 20.2
Adapting 0 0 0 0 2 3.1 5 3.6
Total 305 100 107 100 65 100 139 100

The results on the distribution of the thinking skills across the language skills revealed that the
thinking skill that is aimed to be developed the most within the context of reading skill is distinguishing.
On the other, it is seen that there are very few learning outcomes aiming to develop the thinking skills of
decision making, problem-solving, and synthesising. The listening skill learning outcomes seem to aim to
develop the thinking skill of making an inference the most. On the other hand, it is seen that there are
very few learning outcomes aiming to develop the thinking skills of comparing, decision making, and
synthesising. Half of the listening skill learning outcomes aim to develop the thinking skills of making an
inference, recall and guessing. Within the context of the speaking and writing learning outcomes, the
skill aimed to be developed the most is the thinking skill of meaning-based construction. However, there
are no learning outcomes aiming to develop the thinking skills of making an inference, evaluating,
problem-solving, and synthesising with the speaking skill and within the context of the writing skill,
there are no learning outcomes aiming to develop the thinking skills of comparing, decision making,
problem-solving, and guessing.

3. Findings Related to the Third Sub-problem of the Study

Within the context of the third sub-problem of the study, this study aimed to answer the following
question: “Which aspects of the thinking skills aimed to be developed in the mother tongue teaching
curricula are addressed in the curricula?” Which aspects of the 16 thinking skills the learning outcomes
set in the curricula aim to develop are presented in the tables below.
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Table 5.

The Thinking skill of Distinguishing in the Learning outcomes of the Mother Tongue Teaching Curricula

Thinking skill’s Area of Usage Learning Outcome

Distinguishing the requirements of stress, T.1.3.7. Reads paying attention to stress, intonation, and

intonation, and pronunciation pronunciation.

Distinguishing body language T.7.2.4. Uses body language effectively in his/her talks.

Distinguishing punctuation and spelling T.2.3.2. Reads paying attention to punctuation marks.

rules T.2.4.8. Uses capital letters and punctuation marks in
proper places.

Distinguishing types of vocabulary T.6.3.11. Distinguishes  simple, conjugated, and
compound words.

Distinguishing types of sentences T.4.3.4. Reads in compliance with the features of the text
type.

Distinguishing figures of speech T.5.3.32. Recognizes the figures of speech in the text.

Distinguishing the features of real, T.5.3.33. Distinguishes the real, metaphoric, and

metaphoric, and idiomatic words idiomatic words in the text he/she reads.

Distinguishing distortions of meaning T.7.3.13. Recognizes the distortions in meaning.

Distinguishing foreign-origin words T.5.4.12. Uses the Turkish versions of the words

borrowed from foreign languages yet not rooted in our
language in their writings.
Distinguishing synonyms, homonyms, and T.3.3.9. Finds the synonyms of the words.

antonyms
Distinguishing roots and affixes T.5.3.10. Distinguishes roots and affixes.
Distinguishing the functions of affixes T.6.3.7. Distinguishes the functions of inflections.

As can be seen in Table 5, there are twelve areas of usage for the thinking skill of distinguishing in
the mother tongue teaching curricula. These are distinguishing the requirements of stress, intonation
and punctuation; body language, punctuation and spelling rules, types of vocabulary, types of
sentences, figures of speech, features of real, metaphoric and idiomatic words, distortions of meaning,
foreign-origin words, synonyms, homonyms, antonyms, roots and affixes, and their functions.

Table 6.

The Thinking skill of Recall in the Learning outcomes of the Mother Tongue Teaching Curricula
Thinking skill’s Area of Usage Learning Outcome

Imitating T.1.1.2. Imitates the sounds he/she has heard.
Recognizing T.2.3.16. Recognizes types of text.

Recalling the features T.6.3.27. Explains the figural features of poetry.
Recalling what has been listened to and T.1.3.16. Outlines what he/she had read.

read

As it is in Table 6, there are four areas of usage for the thinking skill of recall in the mother tongue
teaching curricula. These are imitating, recognizing, recalling the features, and recalling what has been
listened to and read.

Table 7.

The Thinking skill of Guessing in the Learning outcomes of the Mother Tongue Teaching Curricula
Thinking skill’s Area of Usage Learning Outcome

Guessing from the visual T.1.1.4. Makes guesses about the text he/she will listen

to, or watch on the basis of the visual/visuals.
Guessing from the context listened to, T.3.1.4. Guesses the meanings of the unknown words in
watched and read what he/she has listened to, or watched
Guessing from the title T.4.3.14. Guesses the subject of the text he/she will read
on the basis of the visuals and title.
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As can be seen in Table 7, there are tree usage areas for the thinking skill of guessing in the mother
tongue teaching curricula. These are guessing from the visual, the context listened to-watched and read,

and the title.

Table 8.

The Thinking skill of making an Inference in the Learning outcomes of the Mother Tongue Teaching

Curricula

Thinking skill’s Area of Usage

Learning Outcome

Making an inference about the subject
Making an inference about the title

Making an inference about figures, symbols,
and signs

Making an inference about the main idea,
supporting idea, main feeling, supporting
feeling

Making an inference about the contribution
of the expressions to the meaning

T.1.1.7. Determines the subject of what he/she has
listened to/watched.

T.4.4.7. Writes a title suitable for the content of what
he/she has written.

T.1.3.19. Grasps the meaning of figures, symbols, and
signs.

T.3.1.6. Determines the main idea/feeling of what
he/she has listened to, or watched.

T.4.3.11. Understands the contribution of idioms and
proverbs to the meaning of the text.

Regarding Table 8, making an inference thinking skill was used in five areas in the mother tongue
teaching curricula. These are making an inference about the subject, title, figures, symbols and signs,
main idea-supporting idea-main feeling, and contribution of the expressions to the meaning.

Table 9.

The Thinking skill of Associating in the Learning outcomes of the Mother Tongue Teaching Curricula

Thinking skill’s Area of Usage

Learning Outcome

Creating connections between different
typefaces

Creating connections between the messages
derived from the non-verbal media and the
meaning

Creating connections between instructions
and meaning

Creating connections between in-text and

out-of-text meanings

T.1.3.10. Reads writings written in different typefaces.

T.1.1.11. Understands the non-verbal messages of the
speaker.

T.4.3.25. Understands the instructions.

T.5. 3. Establishes connections between in-text and out-
of-text meanings.

It’s obvious in Table 9, there are four utilization areas for the thinking skill of associating in the
mother tongue teaching curricula. These are creating connections between the messages derived from
the non-verbal/visual media and the meaning, between the instruction and meaning, between in-text

and out-of-text meanings.

Table 10.

The Thinking skill of Applying in the Learning outcomes of the Mother Tongue Teaching Curricula

Thinking skill’s Area of Usage

Learning Outcome

Applying strategies and rules

T.1.3.12. Applies reading strategies.

As can be seen in Table 10, there is one area of usage for the thinking skill of applying in the mother
tongue teaching curricula. This is applying the strategies and rules required by language skills.

Table 11.

The Thinking skill of Decision Making in the Learning outcomes of the Mother Tongue Teaching Curricula

Thinking skill’s Area of Usage

Learning Outcome

Meaning-based decision making
Informed decision making

T.1.2.1. Uses words in line with their meanings.
T.8.3.30. Uses sources of information effectively.

Regarding Table 11, decision making thinking skill was used in two areas in the mother tongue
teaching curricula. These are meaning-based decision making and informed decision making.
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Table 12.
The Thinking skill of Meaning-Based Construction in the Learning outcomes of the Mother Tongue
Teaching Curricula

Thinking skill’s Area of Usage Learning Outcome

Unprepared talk T.1.2.2. Makes unprepared talks.

Prepared talk T.4.2.3. Makes prepared talks.

Sentence writing T.1.4.5. Writes meaningful and grammatical sentences.
Text writing T.4.4.5. Writes short texts including imaginary elements.

As it is in Table 12, meaning based contruction thinking skill was used in four areas in the mother
tongue teaching curricula. These are unprepared and prepared talks, writing sentences, and texts.

Table 13.

The Thinking skill of Evaluating in the Learning outcomes of the Mother Tongue Teaching Curricula

Thinking skill’s Area of Usage Learning Outcome

Evaluating what he/she has written T.1.4.10. Revises what he/she has written.

Expressing his/her opinions T.3.1.10. Expresses his/her opinions about what he/she has
listened to, or watched.

Evaluating the content T.4.1.11. Evaluates the content of what he/she has listened

to, or watched.
Evaluating the contribution of types of T.5.3.26. Evaluates the contribution of the conjunctions and
vocabulary and expressions to the connectors between the elements of the text to the meaning.
meaning

Considering Table 13, there are four areas of usage for the thinking skill of evaluating in the mother
tongue teaching curricula. These are evaluating what he/she has written, expressing his/her opinions,
evaluating the content, and evaluating the contribution of expressions to the meaning.

Table 14.

The Thinking skill of Analysing in the Learning outcomes of the Mother Tongue Teaching Curricula
Thinking skill’s Area of Usage Learning Outcome

Analysing on the basis of the narrative T.2.3.17. Determines the narrative elements in the text
elements he/she reads.

Analysing the stages of a task T.6.4.6. Writes a task according to its stages.

Analysing the narrative possibilities of the T.7.1.9. Determines the ways of developing the thought
text addressed in what he/she has listened to/read.

Analysing the elements of a sentence T.8.4.18. Distinguishes the elements of a sentence.

As it is in Table 14, there are four usage areas for the thinking skill of analysing in the mother tongue
teaching curricula. These are, analysing the narrative elements, stages of a task, narrative possibilities of
the text and elements of a sentence.

Table 15.

The Thinking skill of Questioning in the Learning outcomes of the Mother Tongue Teaching Curricula
Thinking skill’s Area of Usage Learning Outcome

Developing questions based on the text T.3.3.17. Asks questions about the text.

Participating in discussions T4.2.5. Participates in talks and discussions in the class.
Questioning the reliability of the sources of T.4.3.36. Questions the reliability of the sources of
information information.

Questioning the coherence in the text T.7.1.10. Questions the coherence in what he/she has

listened to, or watched.

As can be seen in Table 15, there are four areas of utilization for the thinking skill of questioning in
the mother tongue teaching curricula. These are developing questions based on the text, participating in
discussions, questioning the reliability of the sources of information and coherence in the text.
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Table 16.
The Thinking skill of Converting in the Learning outcomes of the Mother Tongue Teaching Curricula
Thinking skill’s Area of Usage Learning Outcome

Converting visual elements into verbal T.1.4.6. Writes words and sentences about the visuals.
elements
Converting  verbal expressions into T.3.1.9. Enacts the narrative texts he/she has listened to

movements or watched.

Converting signs into verbal expressions T.3.3.28. Answers questions about the information
presented in tables and graphs.

Converting written expressions into signs T.4.4.14. Uses drawings, graphs and visuals to enhance

what he/she has written

As it is in Table 16, there are four utilization areas for the thinking skill of converting in the mother
tongue teaching curricula. These are converting visuals elements into verbal elements, verbal
expressions into movements, signs into verbal expressions, and verbal expressions into signs.

Table 17.

The Thinking skill of Comparing in the Learning outcomes of the Mother Tongue Teaching Curricula

Thinking skill’s Area of Usage Learning Outcome

Comparing personality characteristics 4.3.27. Compares the characteristics of the heroes in the
text he/she has read.

Making comparisons between texts T.4.3.31. Makes comparisons between texts.

Comparing the presentation styles of T.8.3.33. Compares the written text of a literary text and

literary texts its media presentation.

It’s obvious in Table 17, comparing thinking skill was used in three areas in the mother tongue
teaching curricula. These are comparing personality characteristics, making comparisons between texts,
and comparing presentation styles of literary texts.

Table 18.

The Thinking skill of Synthesising in the Learning outcomes of the Mother Tongue Teaching Curricula
Thinking skill’s Area of Usage Learning Outcome

Synthesising research findings T.7.4.14. Presents research findings in writing.

As can be seen in Table 18, synthesising thinking skill was utilized in one area in the mother tongue
teaching curricula. This is synthesising research findings.

Table 19.

The Thinking skill of Problem-solving in the Learning outcomes of the Mother Tongue Teaching Curricula
Thinking skill’s Area of Usage Learning Outcome

Finding different solutions to problems T.8.3.22. Produces solutions to the problems addressed

in the text.

As it is in Table 19, there is one area of usage for the thinking skill of problem solving in the mother
tongue teaching curricula. This is finding different solutions to problems.

Table 20.

Thinking skill of Adapting to the Learning outcomes of the Mother Tongue Teaching Curricula

Thinking skill’s Area of Usage Learning Outcome

Adapting the expression styles of written and T.8.4.9. Uses different styles of expressions in his/her
oral expressions writings.

As can be seen in Table 20, there are one usage area for the thinking skill of adapting in the mother
tongue teaching curricula. This is adapting the expression styles of written and oral expressions.

Discussion & Conclusion

The results of this study revealed that the learning outcomes of the mother tongue teaching
curricula aim to develop 16 different thinking skills. The results revealed that the language development
learning outcomes in the pre-school curriculum aim to develop 10 thinking skills, the language
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development learning outcomes in the Turkish curriculum aim to develop 16 thinking skills, and the
language development learning outcomes in the Turkish language and literature course curriculum aim
to develop 13 thinking skills. Distinguishing seems to be the thinking skill aimed to be developed the
most by the learning outcomes in the mother tongue teaching curricula.

In the mother tongue teaching curricula, there are no learning outcomes to develop the synthesising
thinking skill within the reading language skill learning outcomes; there are no learning outcomes to
develop the problem-solving and synthesising thinking skills within the listening language skill learning
outcomes; there are no learning outcomes to develop the evaluating, problem-solving, and synthesising
thinking skills within the speaking language skill learning outcomes, and there are no learning outcomes
aiming to develop the questioning, decision making, and problem-solving thinking skills within the
writing skill learning outcomes. While no learning outcome directly related to the creative thinking skill
was found in the analysed curricula, the general number of the learning outcomes to develop the
problem-solving and synthesising thinking skills was found to be quite small among all the learning
outcomes in the curricula. This result is highly concerning in terms of indicating the extent to which the
goal of developing higher-order thinking skills can be achieved. The need for the development of higher-
order thinking skills is emphasized in the visions of curricula as well as in the academic and political texts
of many countries. In the curriculum of the Turkish course, the necessity of training individuals
producing knowledge, using it functionally in life, solving problems, critically thinking, taking initiatives,
being determined, having communication skills, being empathetic and contributing to society and
culture is emphasized (MONE, 2019). However, it seems that some of the higher-order thinking skills
that are directly related to the abovementioned qualifications are not fully reflected in the learning
outcomes. It is highly possible to see some research having similar results. For example, the study of
Aslan and Atik (2018) claimed that the number of learning outcomes to develop the higher-order
thinking skills of analysing, evaluating, and creating is not adequately covered by the learning outcomes
of the 2015-2017 Turkish curriculum. Uygun and Cetin (2020) argued that the Turkish curriculum of 2018
was prepared with an understanding that does not give enough importance to creative thinking in their
research, where they examined the writing learning outcomes. Conducting a similar study on the
learning outcomes set in the 2011 Turkish language and literature curriculum, Tahaoglu (2014) found
that some of the higher-order thinking skills are addressed in the curriculum to a very small extent.

Nearly half of the learning outcomes set in the analysed curricula seem to aim to develop the
following four thinking skills: distinguishing, applying, making an inference, and associating. It is seen
that there are significant differences between the ratios of the learning outcomes aiming to develop
different thinking skills in the curricula and in their distribution across the grade levels. For instance,
while there are a total of 96 learning outcomes aiming to develop the thinking skill of distinguishing,
there are only two learning outcomes aiming to develop the thinking skill of synthesising. It is
reasonable to query whether there is any pedagogical approach to explain why the number of learning
outcomes aiming to develop a specific thinking skill is 25 times higher than the number of learning
outcomes aiming to determine another specific thinking skill in the curricula. The result of this study
postulating that thinking skills were not evenly and adequately addressed by the learning outcomes in
the curricula concurs with the results of some recent studies examining the learning outcomes of
mother tongue teaching curriculum in relation to thinking skills (Avsar & Mete, 2018; Bal, 2018; Belet-
Boyaci & Giiver-Ozer, 2019; Cerci, 2018; Ciftci, 2010; Eroglu & Sarar-Kuzu, 2014; Kurudayioglu & Soysal,
2018; Soylemez, 2018). Despite the criticisms levelled by scientific research to the mother tongue
curriculum in this regard, the presence of similar problems in the updated curricula indicated that
scientific results in curriculum development attempts had been overlooked.

Another important result of this study revealed that there is no constant increase in the complexity
the thinking skills with increasing grade level. The number of thinking skills that is expected to increase
with increasing grade level due to their decreased complexity and some of them even completely
disappear. However, parallel to increasing grade level, the number and diversity of higher-order thinking
skills are expected to increase. For example, the learning outcomes to develop the thinking skills of
converting, synthesising, and problem-solving in the curricula of 18" grades are not included in the
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curriculum of 9"-12" grades. At this point, in terms of learning outcomes, it is necessary to underline
how important it is to consider the principles of sequencing, continuity, integration, cohesion, and
balance among curriculum components in a curriculum design (Ornstein & Hunkins, 2014). It is thought
that thinking skills should take their place in curricula within the framework of the requirements
indicated by the design principles, considering them as a curriculum component.

Research results showed that, in the curriculum development process, it is necessary to query
whether the skills, the prerequisites of the thinking skills, intended to be developed are included. A
spiral and holistic understanding should be adopted in the development of thinking skills. Learning
outcomes should be structured in a holistic way to support each other. Indeed, Costa and Lowery (2017)
stated that considering other skills that make up the cognitive prerequisites of a thinking skill will affect
learning outcomes positively. In this sense, the results of this study revealed that the place allocated to
the comparing, analysing and synthesising thinking skills that can be seen as a prerequisite/complement
of the thinking skill of making an inference is less than the place allocated to the thinking skill of making
an inference in the curricula of the different grade levels. The study of Tahaoglu (2014) posited a similar
evaluation. In addition, no explanation regarding the prerequisite mental requirements of thinking skills
has been found in the curricula. Besides the thinking skills that are to be developed on the basis of the
discipline and the thinking skills making up their pre-requisites should also be clearly explained in the
curriculum. Otherwise, it would increase the effectiveness of the curriculum in this regard. As a matter
of fact, the necessity of preparing consistent educational programs in terms of the inclusion of skills,
considering the relation of all the elements of a curriculum with each other is also emphasized in recent
research on mother tongue teaching curricula (Belet-Boyaci & Giiver-Ozer, 2019).

Educational scientists need to solve the following problems: Which aspects of these thinking skills
having an important place in the development of students’” mental potential will be developed and
through which language skills they will be developed. Considering the requirements of the future world
and the high potential of mother tongue education in this regard, paying little attention to the
development of the problem-solving skill in the curricula, for example, is highly concerning. After
analysing the Turkish curriculum of 2018, Séylemez (2018) concluded that the text having read, listened
to, or watched might have problems in itself, the number of learning outcomes intended to develop
problem-solving should be increased. Similarly, Belet-Boyaci and Giiver-Ozer (2019) claimed that the
Turkish course is a very suitable course for imparting the problem-solving thinking skill, one of the 21st-
century skills, to students in various contexts and contents. In this respect, it is safe to say that the
potential of language skills in developing thinking skills, during the development of curricula, should be
taken into consideration curricula.

In light of the study conclusions discussed above, the study has the following suggestions:

The rates of learning outcomes aimed at developing the thinking skills of creative thinking, problem-
solving, and synthesising in mother tongue teaching curricula should be increased. In this respect, it is
very important to analyse curricula on the basis of thinking skills aimed to be developed by the learning
outcomes in the curricula during the curriculum renewal studies. The thinking skills that were elicited by
this study can be used for the aforementioned purpose in the curriculum development process. In
addition, it should be clearly stated which learning outcome aims to develop which thinking skill(s) in
mother tongue teaching curricula. With this information, it could be possible to integrate the skills
expressed in the curriculum learning outcomes, perspectives, and qualifications section with the
teaching and learning process.

In developing thinking skills, it is necessary to focus on the potential of language skills. In this
context, it is important to examine which thinking skills of students can be better developed by reading,
listening, speaking, or writing skills and how the potential of different language skills in developing
thinking skills can be best expressed with the learning outcome statements. Curriculum development
specialists; along with other questions in the curriculum development process, should also seek answers
to the following questions: “Which thinking skills of students can be developed with language skills?,
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What kind of spiral structure should be used to handle thinking skills across the grade levels?, What are
the prerequisites/complementary learning requirements of thinking skills?”.

Thinking skills should be interpreted not as single structures; rather, they should be evaluated with a
holistic understanding and learning outcomes should be written in such an order that they can
constitute an integrated structure. In this way, learning outcomes in a curriculum can adequately
address thinking skills in a balanced manner.

The number of academic studies examining what thinking skills that should be developed in students
in all branches in different grade levels of schooling should be increased. Such studies should be
supported by policymakers, and the results of these studies should be used in the development of
curricula.

In their current state, the learning outcomes in the mother tongue teaching curricula should be
examined to reveal which thinking skills they exclude, which thinking skills they focus more than
necessary and which possibilities are overlooked. The results of such studies should be taken into
consideration to develop curricula. In this regard, the results of this study for the third sub-problem
should be taken into consideration.

Future research could examine how the learning outcomes in a mother tongue teaching curriculum
are interpreted by teachers and how they are transferred to classroom practices. Moreover, Turkish
textbooks could be examined for their suitability for developing thinking skills. Finally, further research is
needed to evaluate the extent to which students can master the thinking skills aimed to be developed
within the context of mother tongue teaching curricula.
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Tiirkge Siirimui

Giris

21. yuzyilda bilginin hizla artmasi her alanda oldugu gibi egitim alanini da degisime zorlamaktadir.
Ogretim programlarinda katlanarak artan bilgiye nasil yer verilecegi tartisilirken diger yandan gelecegin
diinyasinin gerekliliklerini yerine getirecek bireylerin sahip olmasi gereken 6zelliklerin neler oldugu ve
bunlarin nasil kazandirilacagina iliskin ¢alismalar sirmektedir(Afflerbach, Cho ve Kim, 2015; Ananiadou
ve Claro, 2009; Binkley, Erstad, Herman, Raizen, Ripley, Miller-Ricci ve Rumble, 2012; Geisinger, 2016;
Howells, 2018; Luckin, 2018;0ECD, 2018; OECD, 2013; Pellegrino, 2017; Swartz ve Perkins, 2016;
VanTassel-Baska ve Little, 2016). Dinyanin pek ¢ok (lkesinde bu gereklilikler temelinde program
gelistirme ¢alismalari devam etmekte ve bu konu, ¢ok sayida politik metinde kendine yer bulmaktadir.
Gelecegin egitimi konusunda akademik yazin ve politik metinler, 6grencilerin zihinsel becerilerinin
gelistiriimesi gerekliligi Gizerinde uzlasmis durumdadir. Ornegin Diinya Bankasi egitim raporunda egitimin
amacinin, bagimsiz dislinme becerisine sahip, problemlerini yaratici yollarla ¢b6zebilen bireyler
yetistirmek olmasi gerektigi ifade edilmektedir (Klimova, 2012). Tiirk¢ce dersi 6gretim programinda ise
bilgiyi Ureten, hayatta islevsel olarak kullanabilen, problem ¢6zebilen, elestirel distinen, girisimci, kararli,
iletisim becerilerine sahip, empati yapabilen, topluma ve kiiltiire katki saglayan nitelikteki bireyler
yetistirmenin gerekliligi Gzerinde durulmaktadir (MEB, 2019). Bu agiklamalardan, 6grencilerin zihinsel
becerilerinin gelistiriimesinin 6nemli bir egitim amacina donistugi gorilmektedir.

Egitimde zihinsel becerilere verilen 6nem sadece 21. ylzyilda yasanan bilgi patlamasi ve gelecegin
diinyasinin bireyden talep edecegi karmasik becerilerden kaynaklanmamaktadir. Artan teknoloji
sayesinde giderek daha glicli argiimanlar ortaya koyabilen bilissel alan arastirmalari da zihinsel
becerilere 6nem verilmesinde etkili olmaktadir (Eagleman, 2013; 2016). Bu arastirmalar zihinsel
becerilerin 6grenme sireci ve bilissel kapasitelizerinde sahip oldugu potansiyeli vurgulamaktadir.
Nitekim zihinsel becerilerin program ve 6gretim uygulamalarina dahil edilmesinin akademik basari ile
iliskili oldugu ifade edilmektedir (Whimbey, 1985). Zihinsel becerilerin egitim alaninda 6nem
kazanmasinda Dewey’inciddi bir katkisi olmustur. Diisiince seviyelerini farklilastiran ilk egitimci olarak
kabul edilen Dewey (1933) dislinmeyi, yansitmadan sorgulamaya ve elestirel dislinmeye dogru
ilerleyen siireglerin sirali bir zinciri olarak tanimlamistir. Dislinmeye getirdigi bu acgiklama, hiyerarsik bir
dizlemde siniflandirilmis zihinsel beceriler temelinde, bireylerde kademeli olarak (st dizey zihinsel
becerilerin gelistirilebilecegi fikrini beslemistir. Yine bilissel degistirilebilirlik teorisi (Feuerstein, Ya'acov
ve Hoffman, 1980) ve ¢oklu zekd kurami (Gardner, 1983) gibi ¢ok sayida galisma, her ¢ocugun dogru
stratejilerle zihinsel becerilerinde gelisim saglanabilecegi fikrinin gelismesinde etkili olmustur. Bu anlayis
degisimi sonrasinda 6gretmenlerin zihinsel becerileri gelistirebilecegi ve 6gretimin ise zihinsel becerileri
gelistirme silreci oldugu distincesi yayginlasmistir.

Zihinsel becerilerin gelisimi konusunda bilimsel ¢alismalarin bulgularina dayal olarak yasanan anlayis
degisimine paralel olarak dislinme 6gretimi konusunda, diinyanin farkh Glkelerinde bir¢ok dislinme
dgretimi programi gelistirilmistir. Ornegin, yalnizca Amerika’da zihinsel beceriler lizerine 100’den fazla
program gelistirilmistir (Johnson ve Siegel, 2010). Artan sayida arastirmaci, zihinsel becerilerin hem okul
programinin hem de akademik igerigin bir pargasi olmasi gerektigini savunmaktadir. Ackerman ve
Perkins (1989), zihinsel becerilerin geleneksel temel konularla i¢ ice gegmis bir program anlayisi icinde
ogretilmesi gerektigini iddia etmektedir. Herrington ve Kervin (2007), zihinsel becerilerin gelisimine
imkadn veren bir program anlayisinin konuyu derinlemesine anlama ve bu anlayisi yetiskin olarak
karsilasacagl karmasik, gercek diinyadaki problemlere uygulama kabiliyeti saglayan bir program olarak
tanimlamistir.

Zihinsel becerilerin 6gretim programlarinin bitlini icinde gelistirilmesi ¢ok sayida arastirmaci
tarafindan desteklenmektedir (Resnick, 1987). Bu programlar 6grenme alanlari ve igerigin zihinsel
becerileri gelistirme konusunda sahip oldugu potansiyelden yararlanma olanagi tanimakta, okullarda
olusturulan otantik baglamlar i¢inde beceriyi uygulama sansi vererek transfer problemini ortadan
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kaldirmakta ve zihinsel becerilerin gelistirilmesi igin ayri bir zaman yaratmanin zorluklarindan dolayi
yasanan sorunlarin Ustesinden gelinmesini saglamaktadir. Nitekim Turkiye’de uygulanan 06gretim
programlarinda da bu anlayisin benimsendigini gormek miimkindir. Ancak bu gereklilik kugskusuz hangi
zihinsel becerinin hangi kazanim ve igerikle gelistirilecegi ve nasil degerlendirilecegi gibi durumlarin
programda gorindr kilinmasini iceren ciddi ve titiz bir calismayi gerektirir. Tlrkiye’de uygulanan 6gretim
programlarinin amag ve vizyonlarina yansiyan zihinsel becerileri gelistirme soyleminin, program
ogelerine dogru, acik ve nitelikli bir bicimde yansitilip yansitiimadigi merak edilmektedir. S6zu edilen
gerekliliklerin programlarin zihinsel becerileri gelistirme konusundaki potansiyeli lizerinde dogrudan
belirleyici oldugu diistiniimektedir. Bu agidan 6gretim programlarinin zihinsel becerileri gelistirme amaci
ile hangi oranda uyumlu oldugunun degerlendirilmesi 6nemli bir gereklilige isaret etmektedir.

Ogretim programlarinin zihinsel becerileri gelistirme konusunda sahip oldugu kapasiteyi inceleme
konusunda en 6nemli bileseni kazanimlardir. Programlarda kazanim olarak yer almayan bir zihinsel
beceri, okullarda yirutiilmekte olan 6gretim uygulamalarinda da kendine yer bulamayacaktir. Bu agidan
o6gretim programlarindaki kazanimlarin zihinsel beceriler agisindan incelenmesi, programlarin zihinsel
becerilerin gelisimini destekleme konusundaki durumuna iliskin degerlendirmede bulunabilmeyi
mumkiin kilmaktadir. Arastirmanin diger bir boyutunda ise kazanimlarda, zihinsel becerilerin hangi
kapsamda ele alindigi incelenmektedir. Bu sayede 6gretim programlarinda s6z konusu zihinsel becerinin
hangi yonlerine yer verildigi, hangi yonlerinin disarida birakildigl, bunlardan da 6nemlisi ana dili
derslerinin zihinsel becerileri gelistirme konusunda sahip oldugu potansiyelden hangi oranda dogru bir
bicimde yararlanildigini gormek miumkin olabilecektir. Arastirma bulgularinin, ana dili derslerinin
zihinsel becerileri gelistirme konusundaki potansiyelinden en Ust diizeyde yararlanma konusunda
program gelistirme sirecine rehberlik edici bilgiler sagladigi dusunilmektedir.

Alanyazinda Tirkge dersi 6gretim programi kazanimlarini 21. yiizyil becerileri (Bal, 2018, Belet Boyaci
ve Giiner Ozer, 2019; Kurudayioglu ve Soysal, 2018), Bloom Taksonomisi (Aslan ve Atik, 2018; Avsar ve
Mete, 2018;Blylikalan ve Yildirim, 2019; Cer¢i, 2018; Kapanadze, 2018; Séylemez, 2018) ve program
ogeleri (Atik ve Aykag, 2009; Kocayigit ve Aykag, 2019) acisindan inceleyen arastirmalar bulunmaktadir.
Ayrica Turkce dersi 6gretim programini 6gretmen gorisleri agisindan (Arslan ve Engin, 2019; Bicak ve
Alver, 2018; Mentese ve Glindogdu, 2016;Yildirim ve Er, 2013) inceleyen arastirmalarin yaninda farkh
yillara ait &gretim programlarini karsilastirmali olarak degerlendiren (Bulut, 2019; Ozeng, 2018)
arastirmalar da dikkat ¢cekmektedir. Alanyazin incelemelerinde okul 6ncesi, ilkokul, ortaokul ve lise
kademelerine ait ana dili 6gretim program kazanimlarini zihinsel beceriler temelinde bitiinsel olarak
inceleyen ve zihinsel becerilerin programda kullanildigi kapsama da cevap veren bir arastirmaya
rastlanmamistir. Ote yandan ana dili 8gretim programlarina yénelik arastirmalarda biiyiik oranda Tiirkge
dersine agirhk verildigi buna karsin okul 6ncesi ve ortadgretim programlarina yonelik arastirmalarin
sinirli sayida oldugu goralmustir. Bu arastirmada ana dili 6gretim programlarinda yer alan kazanimlarin,
gelistirmeyi amacladigi zihinsel beceriler temelinde nasil bir dagihm goésterdigi ve bu zihinsel becerilerin
programlarda hangi kapsamda kullanildigini incelemek amaglanmistir.  Arastirmanin  amaci
dogrultusunda, asagidaki sorularin cevabi aranmistir:

1. Ana dili 6gretim programlarinda yer alan kazanimlarin gelistirmeyi amacladigi zihinsel beceriler,
6gretim kademeleri temelinde nasil bir dagilim géstermektedir?

2. Ana dili 6gretim programlarinda yer alan kazanimlarin gelistirmeyi amagladigi zihinsel beceriler, dil
becerileri temelinde nasil bir dagilim gostermektedir?

3. Ana dili 6gretim programlarinda gelistiriimesi amacglanan zihinsel beceriler, hangi yonleriyle
kullanilmaktadir?

Teorik Altyapi

Diisiinme Kavrami ve Kapsami

Duslinme, algi yoluyla elde edilen zihinsel birimlerin (dislincelerin) zihinsel olarak Gretimi,
degistirilmesi ve birlestirilmesi olarak tanimlanmaktadir (Cohen, 1971). Baska bir tanimda ise disiinme,
dislinceleri degistirme, onun hakkinda akil yliritme ya da degerlendirme icin algi girdilerinin zihinsel
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olarak doénusturilmesi olarak ifade edilmektedir (Beyer, 1984). Tanimlar incelendiginde dusinme
sureglerinin farkh tiir ve dizeyde davranislar icerdigi ve bireyin aktif olarak dahil oldugu bir eylem olarak
ele alindigi gorulmektedir. Bunun yaninda disiinmenin diistince, bilgi ve akil yiiritme gibi ciktilara sahip
oldugunu da ifade etmek onemlidir. Ayrica dislinme siregleri birbiriyle karsilikli etkilesim halinde olup
yansitici bir caba ve vyaratici bir deneyimdir (Presseisen, 1985). Diusinme kavramina getirilen
tanimlardan 6gretim sirecinin nasil planlanmasi gerektigine iliskin 6nemli ipuglari elde etmek
mimkinddr.

Dewey (1933), diisiinmeyi, yansitmadan sorgulamaya ve elestirel distince sureglerine dogru ilerleyen
sirali dusiinme seviyeleri temelinde agiklamistir. Dewey'e gore (1933) disinme kendiliginden
gerceklesmez, ancak sorunlar ve sorular tarafindan uyariimaldir. Siphe durumunu, sistematik ve uzun
siiren sorgulamayi sirdirmek distinmenin temelleridir. Disiinme belirsizlikleri ve karisikhg giderebilir,
esitsizlikleri birlestirebilir, sorulari cevaplayabilir, sorunlari tanimlayabilir, sorunlari ¢ézebilir, hedeflere
ulasabilir, ¢ikarimlara rehberlik edebilir, tahminleri sekillendirebilir, kararlari sekillendirebilir, kararlari
destekleyebilir ve tartismalara son verebilir (King, Goodson ve Rohani, 1998). Egitim slirecinin amaci,
Ogrencilerin zihinsel becerilerinde gelisme saglayarak bu becerileri gelecek hayatinda karsilastig
durumlara transfer edebilmesini saglamak olmalidir.

Dusinme konusunda en temel 6zelliklerden biri de diisinme siirecinin karmasiklik agisindan
birbirinden farkli goérinimlere sahip olmalaridir. Bu temelde c¢ok sayida siniflamanin yapildigi
gorulmektedir. Zihinsel beceriler lizerinde yapilan siniflamalar arasinda en fazla kabul géren siniflama
Bloom (1956) taksonomisidir. Bu ¢alismada zihinsel beceriler bilme, kavrama, uygulama, analiz, sentez
ve degerlendirme isimleri altinda siniflandiriimistir. Baska bir siniflamada ise agiklama, anlama, elestirel
ve yaratici diisinme, problem ¢ézme ve karar verme gibi diisinme kapasitelerinden s6z edilmektedir
(Swartz ve Parks, 1994). Zihinsel beceriler arasinda st bilisi de saymak gerekmektedir (Flavel, 1976).

Zihinsel beceriler Beyer (1984) tarafindan, dusuk temel beceriler ve karmasik Ust dizey beceriler
olarak siniflandiriimistir. Temel becerileri tekil beceriler olarak ifade etmek miimkiinken birden fazla
temel becerinin birlikte kullanimini gerektiren beceriler st diizey zihinsel beceriler olarak ifade
edilmektedir. Gozden gecirilmis Bloom Taksonomisi’'nde (Anderson veKrathwohl, 2001) ise alt diizey
zihinsel beceriler hatirlama, anlama ve uygulama; (st dlzey zihinsel beceriler ise analiz etme,
degerlendirme ve yaratma olarak ifade edilmektedir. Ust diizey zihinsel becerilerin kullanimini
gerektiren zihinsel islemlerin yerine getirilmesi i¢in Onceden &grenilen bilginin mekanik olarak
uygulanmasiyeterli degildir.Bu diizeydeki beceriler, zihnin zorlu ve genis kullanimini gerektirir. Buna
karsin alt diizey zihinsel beceriler rutin, mekanik uygulamalari icine almaktadir (Newmann, 1988). Ust
diizey zihinsel becerilerin bilgi ve becerileri yeni bir duruma uygulama, yansitici diisinme, karar verme,
problemleri mantiksal olarak anlama, yaratici bir sekilde tanimlama ve olagandisi bir ¢6ziim bulma
yetenegi gibi beceri alanlari altinda incelendigi gorilmektedir. Bu siniflamalarin disinda alan yazinda
zihinsel becerilerin siniflandirilmasina yonelik farkli ¢alismalar da vardir (Gagné ve Briggs, 1979;
Haladayna, 1997; Marzano, 2001).Zihinsel becerilere yonelik gelistirilen siniflamalar program gelistirme,
test gelistirme, ders planlama ve 6gretmen egitimi alanlarinda kullaniimaktadir.

Dil ve diisinme iliskisi dikkate alindiginda (Vygotsky, 1992) Tirkge dersi Ust dlzey zihinsel becerileri
gelistirme konusunda oldukga yiliksek bir potansiyele sahiptir. Tlrkce dersinde dil becerileri yoluyla
problem ¢6zme, karar verme, elestirel diisinme ve yaratici diisinme becerilerinin gelistirilebilecegi ifade
edilmektedir (Presseisen, 1985). Bu kapsamda Turkiye’de 6zellikle 2005 yilindan bu yana 6gretim
programlari kapsaminda yiritilen calismalar ile zihinsel becerileri gelistirme wvurgusu dikkat
cekmektedir. Nitekim Tirkce dersi 6gretim programinda dinleme, konusma, okuma ve yazma dil
becerileri araciligiyla zihinsel becerilerin gelistirilmesinin amagclandigi ifade edilmektedir (MEB,
2005).Guncellenen Tirkge dersi 6gretim programinda ise zihinsel beceriler kapsaminda
degerlendirilebilecek olan yetkinlik ¢ercevesi kavraminin kullanildigi goérilmektedir. Programda sekiz
anahtar vyetkinlik alaninda s6z edilmektedir. Bunlar, anadilde iletisim, yabanci dillerde iletisim,
matematiksel yetkinlik ve bilim/teknolojide temel yetkinlikler, dijital yetkinlik, 6grenmeyi 6grenme,
sosyal ve vatandaslikla ilgili yetkinlikler, inisiyatif alma ve girisimcilik, kultlirel farkindalk ve ifadedir
(MEB, 2019). Ancak program metininde bu yetkinlik alanlarinin hangi zihinsel becerileri kapsadigina

205



Emel BAYRAK OZMUTLU — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 49(1), 2020, 185-224

iliskin detayli acgiklamalar yer almamaktadir. Bunun yaninda vyetkinlik alanlarinin hangi kazanim
kapsaminda, hangi icerik aracihigiyla, hangi stratejiler kullanilarak uygulanacagi, 6lgme degerlendirme
durumlarinin neler olacaginin agiklikla ifade edilmedigi dikkat ¢ekmektedir. Programin uygulama
asamasina rehberlik edecek bu temel agiklamalara yer verilmemesi program kapsaminda yuritilen
calismalar ile zihinsel becerilerin hangi oranda etkili bir sekilde gelistirilebilecegi konusunda soru
isaretlerinin olusmasina neden olmaktadir. Ogretim programlarinin zihinsel becerileri gelistirme amacini
hangi oranda karsiladigini degerlendiren arastirmalarin, programlarin bu konuda daha nitelikli bir hale
gelmesi konusunda rehberlik edici bilgiler icerdigine inanilmaktadir.

Diisiinme Programlari

Zihinsel becerilerin gelistiriimesini amaglayan programlar genel olarak (¢ yaklasim altinda
incelenmektedir (Johnson ve Siegel, 2010; McGregor, 2007). Bunlar zihinsel becerileri ayri bir ders olarak
gelistirmeyi amaclayan ayrik programlar, belli bir disiplin icinde gelistirmeyi amaclayan programlar ve
tim program alani icine enjekte edilmis bir anlayisla gelistirmeyi amaclayan programlardir. Yaklasimlar
incelendiginde, diisiinme programlarindan bir béliminin zihinsel becerileri belli bir disiplin alani iginde
gelistirmeyi amagladigi gorilmektedir. Bu yaklasimin uygulandigi programlara, fen ile disiinme (Adey,
Shayer ve Yates, 2003), matematikle diisinme (Allmond, Wells ve Makar, 2010), sanatla
diisinme(Burchenal ve Grohe, 2007), cografyayla disinme (Leat, 1998), cocuklar icin felsefe (Lipman,
1991) programlar érnek olarak gésterilebilir. Ogrencilerin belli bir disiplin ya da konu alani kapsaminda
zihinsel becerilerini gelistirmeyi amaglayan bu programlar, program kapsaminda gelistiriimeye calisilan
becerilerin diger akademik alanlara aktarma konusunda zayif olmasi ve programlarin standart ders
programindan ayrik olarak tasarlanmalarindan dolayr uygulama zamanin nasil planlanacagi sorununa
sahip olmasi nedeniyle elestirilmektedir (Dilekli ve Tezci, 2016)

Diger programlar ise 6grencilerin zihinsel becerilerini, disiplinlerden ve akademik bilgilerden bagimsiz
olarak gelistirmeyi amaclamaktadir. Zihinsel becerilerin ayri bir konu olarak Ogretilmesi gerektigini
savunan bu disiinme programlari, yaygin olarak bir dizi tanimlayici ders plani sunmaktadir. igerik,
zihinsel becerileri gelistirmek amaciyla yeniden sekillendirilmektedir. Bu yaklasimin ilk 6rneklerinden biri
olan Feuerstein, Ya'acov ve Hoffman’in (1980)Enstrimantal Zenginlestirme Programi yakin donemlerde
halen zekayi gelistirme iddiasi temelinde incelenen bir programdir (Blagg, 2012). Somerset'in disiinme
programlar (Blagg, Ballenger ve Gardner, 1996), Lake, Needham ve Lealan’in (1995) en iyi on disiinme
taktigi programi ve Dawes, Mercer ve Wegerif'in (1999) birlikte diisinme programlari bu yaklasimin
diger Ornekleridir. Bu programlar derslerde 0Ogrenilen genel becerilerin diger durumlara
genellenebilecegi varsayimi temelinde hareket etmektedir. Bu yaklasima sahip diisiinme programlari ise
egitim stirecinde akademik bilgiyi 6nemsizlestirdigi gerekcesiyle elestirilmistir (Johnson ve Siegel, 2010).

Zihinsel becerilerin 6gretiminde bir diger yaklasim asilanmis program yaklasimidir. Bu yaklasimda,
zihinsel becerilerin programin bitlinine enjekte edilmesi gerektigi ifade edilmektedir (Kirkwood, 2005;
Resnick, 1987; Swartz ve Parks, 1994). Diisinme programlari arasinda bu yaklasim en fazla kabul
gorendir. Bu yaklasimda program o6gelerinden, ilgili zihinsel beceriyi gelistirmek amaciyla yararlanilir. Bu
sayede zihinsel  becerilerin  gelistirilmesi  sinif ~ uygulamalarina  dahil  edilebilmektedir.
Resnick’in(1987)dedigi gibi bu yaklasim, daha lst dizey becerilerin uygulanacagi ve gelistirilecegi dogal
bir bilgi tabani ve ortami saglamaktadir. Zihinsel beceriler icerikle ayni anda 0Ogretilirken, ¢ocuklara
gercek baglamlarda becerileri kullanma ve transfer etme olanagi taninmaktadir.

Zihinsel beceriler konusundaki ¢alismalar icinde lzerinde durulmasi gereken en 6énemli konu ulusal
dgretim programlarinda, zihinsel beceri 6gretiminin nasil ele alindigidir. Ogrenme ortamlarinda zihinsel
becerileri gelistirme amaci, egitim politikalarinin merkezinde yer almaktadir. Ancak bu politikalarin
hayata gegirilebilmesi icin 6gretim programlarinda hangi zihinsel becerinin hangi igerik araciligiyla
ogretilecegi, icerik ve zihinsel becerinin nasil bir strateji ile butlnlestirilecegi, 6grencilerin zihinsel
beceriyi transfer edebilecegi otantik baglamlarin nasil tasarlanacagi ve 6grencilerin nasil
degerlendirilecegi gibi sorulara programlarda agik ve net cevaplar verilmesi gerekmektedir.
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Yontem

Bu arastirmada ana dili 6gretim programlarinda yer alan kazanimlarin gelistirmeyi amagladigi zihinsel
beceriler temelinde nasil bir dagilm gosterdigi ve bu zihinsel becerilerin programlarda hangi kapsamda
kullanildigini incelemek amacglanmistir. Arastirma amaglari dogrultusunda, ¢alisma kapsamina dahil
edilen 6gretim programi dokiimanlarinda yer alan kazanimlar (izerinde bir incelemenin yiratilmesi
gerekmektedir. Bu nedenle arastirmada nitel arastirma yontemlerinden biri olan dokiiman inceleme
yontemi benimsenmistir. Dokiiman inceleme y&ntemi, arastirma amacina hizmet eden olgular ile iliskili
bilgileri iceren materyallerin incelenmesi ve analizi olarak tanimlanmaktadir (Yildirim ve Simsek, 2008).
Bu arastirmada okuldncesi, ilkokul, ortaokul ve lise kademelerinde yirurlikte olan ve Milli Egitim
Bakanliginin resmi internet sayfasindan ulasilabilen ana dili 6gretim programlari incelenmis ve analiz
edilmistir. Bu acgidan arastirmada dokiman incelemesi yéntemini kullanmanin uygun olduguna karar
verilmistir.

Calisma Grubu

Arastirmanin galisma kapsamini, 2013 yilindan bu yana yurirlikte olan okul 6ncesi egitim programi dil
gelisimi kazanimlari ile 2018 yilinda yurirlige giren Tirkge ve Tirk Dili ve Edebiyati dersi 6gretim
programlarinda yer alan toplam 625 kazanim olusturmaktadir. Gelistirmeyi amagladig zihinsel beceri
konusunda bir c¢ikarimda bulunulamayan 6 kazanim, g¢alisma kapsaminin disinda tutulmustur.
Arastirmada incelenen kazanimlarin kademeler temelinde gosterdigi dagihm Tablo 1./de goraldugi
gibidir.

Tablo 1.

Arastirmada Incelenen Kazanimlarin Ogretim Kademeleri Temelinde Dagilimi

Kademe Var Olan Kazanim Sayisi incelenen Kazanim Sayisi
Okul 6ncesi 12 12

ilkokul 235 233

Ortaokul 289 285

Lise 95 95

Toplam 631 625

Verilerin Toplanmasi

Arastirma kapsaminda incelenen Okul Oncesi Egitim Programi (2013), Tiirkge Dersi Ogretim Programi
(2018) ve Tiirk Dili ve Edebiyati Dersi Ogretim Programi (2018) diger dgretim programlari gibi, Milli
Egitim Bakanligiresmi internet sitesinin, “Ogretim Programlarini izleme ve Degerlendirme Sistemi”
sayfasinda, elektronik olarak erisime acgiktir. Arastirmada incelenen Ogretim programlarina, resmi
internet sayfasindan elektronik olarak erisilmis ve dijital olarak arastirmacinin kisisel bilgisayarina
yliklenmistir.  Arastirma kapsaminda vyapilan tim incelemeler bu dokimanlar (zerinde
gerceklestirilmistir.

Verilerin Analizi

Arastirmanin veri analizi slrecinde tekrarli okuma, kodlama ve sirekli karsilastirma yonteminin
kullanildigi yedi adimdan olusan yogun bir analiz siireci takip edilmistir.

1.adim. Kazanimlarin elektronik ortama tasinmasi: Arastirmanin analiz stirecinde okuldncesi, ilkokul,
ortaokul ve lise kademelerine ait ana dili 6gretim programinda yer alan 625 kazanimin tamami siniflar
temelinde bir elektronik belgeye iki situnlu bir yapi icinde yerlestirilmistir.

2.adim. Kazanimlarin kodlanmasi: Tekrarli olarak okumalarin sonucunda kazanimlarin hangi zihinsel
beceri ya da becerileri gelistirmeyi amacgladigina karar verilmistir. Kazanimlarin hangi zihinsel beceriyi
gelistirmeyi amacladigina karar verilirken, kazanim climlesinin bir bitiin olarak anlamina odaklaniimistir.
Ornegin bir kazanimin uygulama zihinsel becerisini gelistirmeyi amacladigina karar verilirken sadece
“uygular” fiiliyle bitmesi gerekliligi aranmamis, kazanim ctiimlesinin biitlinsel olarak anlamina bakilarak
hangi zihinsel beceriyi gelistirmeyi amagladigina iliskin ¢ikarimlarda bulunulmustur. Cikarimda bulunma
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islemi 6grencinin “okudugu, dinledigi/izledigi dilsel uyaranlar Uzerinde yapmasi beklenen zihinsel
islemlerin ne oldugu temelinde gergeklestirilmistir. Arastirmaci tarafindan her kazanima “... kazaniminda
ogrenciden; okudugu, dinledigi/izledigi dilsel uyaranlar (zerinde hangi zihinsel islemi yapmasi
beklenmektedir?” sorusu yonlendirilmistir. Bu slrecte zihinsel beceri siniflamalari (Anderson ve
Krathwohl, 2001; Bloom, 1956; Gagné ve Briggs, 1979; Haladayna, 1997; Marzano, 2001) ve 21. ytzyil
becerilerine yonelik siniflamalar (Binkley, vd., 2012) dikkatle incelenmistir. Analiz siirecinde
siniflamalarda gegen becerilerin tanim, kapsam ve temsil edildigi sozcliklere iliskin agiklamalara tekrarh
olarak basvurulmustur. Ayrica 6gretim programlarinda kazanimlarin altinda yer alan agiklamalar dikkatle
incelenmistir. Kazanimin gelistirmeyi amacladigina karar verilen zihinsel beceri, iki sutunlu tabloda
kazanimin karsisindaki kutucuga yazilmistir. Bu islem 625 kazanimin tamami igin uygulanmistir. Analiz
islemleri sonucunda Tablo 2.’de agiklamalarina yer verilen 16 zihinsel beceri ¢ikarilmistir.

3.adim. Kazanimlarin zihinsel beceriler temelinde siniflandiriimasi: Kazanimlar gelistirmeyi amacladigi
zihinsel beceriler temelinde siniflandirilarak her bir zihinsel beceri igin ayri bir elektronik belge
olusturulmustur. Ana dili 6gretim programlarinda gelistirilmesi amaclanan 16 zihinsel beceri icin 16 farkli
belge olusturulmustur. Bu sayede ayni zihinsel beceriyi gelistirmeyi amaglayan kazanimlari alt alta
gormek mimkiin olmustur. Bu siiregte zihinsel beceriler temelinde siniflanan kazanimlar, tekrarl olarak
okunmus ve siniflandirmadaki tutarlilik kontrol edilmistir.

4.adim. Kazanimlarin siniflandiriimasi ve 6zetlenmesi: Kodlama isleminin ardindan olusturulan
tabloda yer alan kazanimlar kademeler ve dil becerileri temelinde siniflandiriimistir. Zihinsel becerilerin
kademe ve dil becerilerine gore gosterdigi dagihm, betimleyici istatistiklerden vyararlanarak
ozetlenmistir.

5.adim.Zihinsel becerinin isaret ettigi yéne iliskin agik kodlama yapiimasi: Ayni zihinsel beceriyi
gelistirmeyi amaclayan kazanimlara “ kazanim ifadesinde, ... zihinsel becerisinin hangi yoni
kullanilmaktadir?” sorusu yénlendirilmistir. Bu kapsamda kazanimlar temelinde zihinsel becerinin hangi
yonlerinden yararlanildigi hangi yonlerinin ise disarida birakildigini gérmek amaclanmistir. Bu ayni
zamanda analiz stirecinde ¢ikartilan zihinsel becerilerin kapsamini gérmeyi mimkiin kilmistir. Analizin bu
asamasinda incelenen her kazanim yukarida ifade edilen soru temelinde kodlanmistir.

6.adim. Zihinsel becerileri kullaniima yéniiniin kategorik yapilar temelinde ifade edilmesi: Zihinsel
becerinin programda kullanilan yoni temelinde kazanimlara verilen kodlara gére yapilan siniflama
kiimeleri Uzerinde, surekli karsilastirma yontemi uygulanarak gerekli birlestirme ve ayirma islemleri
yapilmistir. Tekrarli okumalarin ardindan kategoriler degismeyen bir duruma gelinceye kadar bu islem
sirdardlmistir.

Ana dili 6gretim programi kazanimlar tzerinde gerceklestirilen analiz islemi ile c¢ikartilan zihinsel
becerilere (kategorik yapilar) iliskin agiklamalar asagida goruldigu gibidir.

Tablo 2.
Arastirmada kazanimlar lzerinde gergeklestirilen analiz islemi ile ¢ikartilan zihinsel beceriler ve
actklamalari

Zihinsel beceri Agiklama Fiil ifadesi

Ayirt Etme Ogrencinin  okudugu, dinledigi/izledigi dilsel Dikkat ederek okur, uygun
uyaranlar arasindan, istenilen unsuru/ o6zelligi yerlerde kullanir, ayirt eder,
fark etmesi(bulmasi, belirlemesi) ve bu unsura tespit eder, bulur
uygun tepkide bulunmasi

Hatirlama Ogrencinin yonergeler dogrultusunda daha Séyler, tanimlar, aciklar, taklit
o6nce 6grenmis oldugu bilgileri zihinsel olarak eder, tanir, anlatir, 6zetler,
geri cagirmasi ve sozli ya da yazil olarak ifade siralar

etmesi

Tahmin Etme Ogrencinin  okudugu, dinledigi/izledigi dilsel Tahminde bulunur, tahmin
uyaranlara  dayali  olarak  kestirimlerde eder
bulunmasi
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Cikarimda
Bulunma

iliskilendirme

Uygulama

Karar verme

Anlam  temelli
yapilandirma

Degerlendirme

Sorgulama

Donusturme

Karsilagtirma

Sentezleme

Analiz etme

Problem ¢6zme

Ogrencinin okudugu, dinledigi/izledigi icerikle
kisisel anlam olusturma surecine dahil olmasi,
bu surecin igerdigi zihinsel islemleri yerine
getirmesi ve o igerikle ilintili art alan bilgisini

birlestirmesi (Bkz. Keene ve Zimmermann,
1997).
Ogrencinin okudugu, dinledigi/izledigi

birbirinden farkli 06zellikte dilsel uyaranlar
arasinda ya da bu uyaranlar ile daha oOnce
ogrendikleri arasinda karsilikli bag, ilgi kurmasi

Ogrencinin dil becerileri alanina giren islemsel
bilgileri kuralina uygun olarak hayata gegirmesi

Ogrencinin  okudugu, dinledigi/izledigi dilsel
uyaranlarin  icerdigi  secenekler {zerinde
distnerek verdigi yargilar temelinde se¢cimde
bulunmasi

Ogrencinin verilen yénergeye uygun olarak
yapilandirdigl anlami yazili ya da so6zlii olarak
ifade etmesi

Ogrencinin  okudugu, dinledigi/izledigi dilsel
uyaranlarin anlamini, 6nemini, niteligini ve
niceligini  bir takim Ol¢it ve gerekgeler
temelinde ele alarak vardigi yargiyi yazili ya da
s6zIU olarak ifade etmesi

Ogrencinin  okudugu, dinledigi/izledigi dilsel
uyaranlarin anlamina, gegerligine ve
guvenirligine iliskin sorular olusturmasi ve bu
kapsamdaki konusmalara katiimasi

Ogrencinin okudugu, dinledigi/izledigi yazill,
gorsel, s6z ve harekete dayali uyaranlari
yonergeye uygun olarak birbirine dénistliirmesi

Ogrencinin  okudugu, dinledigi/izledigi dilsel
uyaranlarin bi¢cim/ anlam acisinda benzer ya da
ayri yanlarini ortaya ¢ikarmak icin incelemesi
Ogrencinin okudugu, dinledigi/izledigi
uyaranlari  (ogeleri) bir araya getirerek
anlam/sonug/yargiya ulasmasi

Ogrencinin  okudugu, dinledigi/izledigi dilsel
uyaranlari ogelerine/temel parcalarina
basamaklarina ayirmasi ve bu Ogeler/temel
parcalar arasindaki iliskileri kavramasi

Ogrencinin okudugu, dinledigi/izledigi dilsel
uyaranlarda ifade edilen problemlere yonelik
¢Ozlim/gozlimler gelistirmesi
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Cikarimlar yapar, konusunu
belirler, baslik belirler,
anlamlarini kavrar, ana
fikrini/ana duygusunu belirler,
anlama katkisini belirler

iliskilendirir, farkli yazi
karakterleri ile yazilmis yazilari
okur, sozlii olmayan mesajlarini
kavrar, metin ici ve metin digi
anlam iliskileri kurar

Stratejileri  uygular, harfleri
teknigine uygun olarak yazar,
kuralina uygun vyazar, uygun
olarak doldurur, dogru ve
yerinde kullanir

Karar verir, anlamlarina uygun
olarak kullanir, anlamina uygun
olarak secer

Hazirhkh ve hazirliksiz konusma
yapar, anlaml kuralli cimleler
yazar

Degerlendirir, gbzden gegirir,
gorislerini ifade eder, icerigini
degerlendirir, katkisini
degerlendirir

Sorular sorar, tartisma ve
konusmalara katilir,
guvenilirligini sorgular,
tutarhhgi sorgular

Gorsellerle ilgili kelime ve
climleler yazar, metinleri
canlandirir, tablo ve grafiklerde
yer alan bilgilere iliskin sorulari
cevaplar, ¢izim, grafik ve
gorseller kullanir

Karsilastirir, karsilastirma yapar

Sonucuna
ifade eder

varir, sonuglarlnl

Hikaye unsurlarini belirler,
islem basamaklarina gore yazar,
islem basamaklarina uygun
yonerge yazar, ogelerini ayirt
eder

Cozim bulur, alinan sorunlara
farkli ¢ozimler Gretir
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Uyarlama Ogrencinin yazill ve/veya sé6zl(i ifadelerini Uyarlar, anlatim bigimlerini
yonergelere uygun bir bigime uyar duruma kullanir
getirmesi

7.adim. Kodlayicilar arasi giivenirligin kontrol edilmesi: Analiz siirecinin tamamlanmasinin ardindan,
¢ uzman ile analiz dosyalari paylasilmistir. Analiz bulgularini inceleyerek gerekli geribildirimlerde
bulunmalari istenmistir. Kodlayicilararasi gtivenirlik calismasinda; Glvenirlik = Gorus birligi / Goris birligi
+ Gorus ayrihgr formuld kullanilmistir. Bu formiile gore, tim sorularin kodlayicilararasi guvenirlik
oranlarinin ortalamasi % 94.2 olarak bulunmustur. Givenirlik hesaplarinin %70’in Uzerinde ¢ikmasi,
arastirma igin guvenilir kabul edilmektedir (Miles ve Huberman, 1994). Burada elde edilen sonug,
arastirma icin givenilir kabul edilmistir. U¢ uzmandan gelen geribildirimler dogrultusunda gerekli
diizenlemeler yapilarak analiz islemi tamamlanmustir.

Gegerlilik ve Glivenirlik Caligmalari

Nitel arastirma yonteminin benimsendigi bu arastirmada gecerlilik ve givenirlik calismalar
kapsaminda asagidaki c¢alismalar yuritilmastir. Nitel arastirmalarda gegerlilik ve glvenirlik
¢alismalarindan biri olan inandiricilik, toplanan verilerin dogrulugu ve inandiricili§i anlamina gelmektedir
(Guler, Halicioglu ve Tasgin, 2013). Bu arastirmanin verilerini, 2018 yilinda giincellenen Tiirkge ve Tirk
Dili ve Edebiyati dersi 6gretim programi kazanimlari ile 2013 yilindan bu yana yirirlikte olan okul dncesi
egitimi programlarindaki dil gelisimi kazanimlari olusturmaktadir. Arastirma kapsaminda analiz edilen
veriler, Milli Egitim Bakanhginin resmi internet sayfasinda yayinladigi sekliyle alinmistir. Bu agidan
arastirmada incelenen verilerin, inandiricilik gerekliligini yerine getirdigi sdylenebilir. Nitel arastirmalarda
inandiricihgl saglamanin bir diger yolu ¢alisma grubunun sayi ve 6zellikleri, nasil segildikleri, arastirmada
kullanilan veri toplama araglari ve analiz tekniklerinin ayrintili bigimde agiklanmasidir (Creswell ve Miller,
2000). Arastirmanin yontem baslig altinda yukarida s6zii gegen bilgiler ayrintili bigimde agiklanmistir.
Arastirma kapsaminda okul 6ncesi, ilkokul, ortaokul ve lise kademesinde ana dili 6gretimi kapsamina
giren (gelistirmeyi amacladigi zihinsel beceri konusunda bir ¢ikarimda bulunulamayan 6 kazanim
haricinde) tim kazanimlar incelenmistir. Bu durum arastirma bulgularinin inandiriciligini
giclendirmektedir. Nitel arastirmalarda objektiflik gerekliligi icin teyit edilebilirlik gereginin yerine
getiriimesi gerekmektedir. Bu kapsamda makalenin ek bdliminde analiz bulgularinin  timu
paylasiimistir. Ekte yer alan tabloda her kazanimin hangi zihinsel beceri ile kodlandigini gérmek mimkiin
olup, kazanimlar 6gretim programlarindaki kodlari ile yer almaktadir. Bu agidan tabloda yer alan
kazanimin ne olduguna 6gretim programlarindan ulasmak mimkindir. Nitel arastirmalarda glvenirlik
gerekliliklerinden biri kodlayicilar arasi glivenirliktir. Bu gereklilik kapsaminda analiz bulgulari ve kodlara
yonelik agiklamalar ¢ uzmanin gorisiine sunulmustur. Kodlayicilar arasi glivenirlik ¢alismasinda tim
sorularin kodlayicilararasi glivenirlik oranlarinin ortalamasi %94.2 olarak bulunmustur.

Bulgular
1. Arastirmanin Birinci Alt Problemine iliskin Bulgular

Arastirmanin ilk probleminde “Ana dili 6gretim programlarinda yer alan kazanimlarin gelistirmeyi
amagladigl zihinsel beceriler kademelere gore nasil bir dagihm godstermektedir?” sorusunun cevabi
aranmistir. Ana dili 6gretim programlarindaki kazanimlarin gelistirmeyi amagcladigi zihinsel becerilerin,
kademeler temelinde gosterdigi dagilm Tablo 3.’de goruldugi gibidir.
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Tablo 3.
Ana Dili Ogretim Programlarindaki Kazanimlarin Gelistirmeyi Amacladidi Zihinsel Becerilerin Kademelere
Gore Dagilimi

Zihinsel Beceriler Okuldncesi 1-8.sinif 9-12.sinif Toplam
f % f % f % f %

Analiz etme 0 0 26 5 20 20.4 46 7.2
Anlam temelli yap. 3 13.1 45 8.7 4 4.1 52 8.1
Ayirt etme 6 26.1 77 14.9 15 15.3 98 15.3
Gikarimda bul. 0 0 63 12.2 6 6.1 69 10.8
Degerlendirme 3 13.1 44 8.5 16 16.3 63 9.9
Donlstlirme 1 4.3 14 2.7 0 0 15 2.3
Hatirlama 3 13.1 45 8.7 9 9.2 57 8.9
iliskilendirme 1 4.3 51 9.8 8 8.2 60 9.4
Karar verme 1 4.3 12 23 2 2 15 23
Karsilastirma 0 0 8 1.5 1 1 9 1.4
Problem ¢6zme 0 0 4 0.8 0 0 4 0.6
Sentez 0 0 2 0.4 0 0 2 0.4
Sorgulama 1 4.3 16 3.1 3 3.1 20 3.1
Tahmin etme 0 0 45 8.7 4 4.1 49 7.7
Uygulama 3 13.1 63 12.2 6 6.1 72 11.3
Uyarlama 1 4.3 3 0.5 4 4.1 8 1.3
Toplam 23 100 518 100 98 100 639 100

Arastirma, ana dili 0gretim programlarinda yer alan kazanimlarin 16 farkh zihinsel beceriyi
gelistirmeyi amagladigini gostermektedir. Bu sayi okul 6ncesinde 10, 1-8 sinifta ise 16, 9-12sinifta 13’tir.
En fazla sayida gelistiriimesi amaglanan zihinsel becerinin ayirt etme oldugu gorilmektedir. Tablo3.
o6gretim programlarinda yer alan kazanimlarin yaklasik yarisinin, ilk 5 sirada yer alan zihinsel becerileri
gelistirmeyi amacladigini gostermektedir. Sorgulama, karar verme, karsilastirma, sentez, problem ¢ézme
ve uyarlama zihinsel becerilerinin programda kendilerine az yer buldugu gériilmektedir. incelemelerde,
siniflara goére zihinsel becerilerin basitligi ya da karmasikhgl temelinde tutarl bir artis ya da azalis
gostermedigi goriilmektedir. Bunun yaninda programda bir takim zihinsel becerilerin (ayirt etme)
kendilerine, diger becerilerin (problem ¢6zme, sentez) yaklasik 25 kati kadar fazla yer bulabildigi
gorilmektedir.

Okuléncesi 6gretim programinda ¢ikarimda bulunma, tahmin etme, analiz etme, karsilastirma, sentez
ve problem ¢6zme zihinsel becerilerini gelistirmeyi amaglayan kazanim olmadigi gérilmektedir. 1-8.
siniflara ait Tlirkce dersi 6gretim programi en fazla zihinsel becerinin gelistirilmesini amacglayan program
olup karar verme, sentez, problem ¢6zme ve uyarlama zihinsel becerilerine az yer verildigi
gorulmektedir. 9-12 siniflara ait Turk Dili ve Edebiyati dersi 6gretim programinda, donistiirme, problem
¢6zme ve sentez zihinsel becerilerini gelistirmeyi amaglayan kazanim olmadigi; tahmin etme, sorgulama,
karar verme, karsilastirma ve uyarlama zihinsel becerilerine az yer verildigi gorilmektedir.

2. Arastirmanin ikinci Alt Problemine iliskin Bulgular

Arastirmanin ikinci alt probleminde “Ana dili 6gretim programlarindaki kazanimlarin gelistirmeyi
amacladigi zihinsel beceriler, dil becerilerine gore nasil bir dagilim gostermektedir?” sorusunun cevabi
aranmistir. Ana dili 6gretim programlarindaki kazanimlarin gelistirmeyi amagcladigi zihinsel becerilerin, dil
becerileri temelinde gosterdigi dagilim Tablo 4’te gorildugi gibidir.
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Tablo 4.
Ana Dili Ogretim Programlarindaki Kazanimlarin Gelistirmeyi Amacladidi Zihinsel Becerilerin Dil
Becerilerine Gére Dagilimi

Zihinsel Okuma Dinleme Konusma Yazma
Beceriler f % f % f % f %
Analiz etme 28 9.2 4 3.8 1 1.5 13 9.4
Anlam t. yap. 0 0 0 0 17 26.2 32 23
Ayirt etme 66 21.6 2 1.9 10 154 14 10.1
Gikarimda b. 40 13.1 22 20.6 0 0 7 5
Degerlendirme 37 12.1 10 9.3 0 0 7 5
Donugtirme 2 0.7 6 5.6 0 0 10 7.2
Hatirlama 29 9.5 19 17.7 5 7.7 1 0.7
iliskilendirme 23 7.5 11 10.3 6 9.2 20 14.4
Karsilastirma 9 3 1 0.9 0 0 0 0
Karar verme 4 13 1 0.9 9 13.8 0 0
Problem ¢6zme 4 13 0 0 0 0 0 0
Sentez 0 0 0 0 0 0 2 1.4
Sorgulama 11 3.6 5 4.7 3 4.6 0 0
Tahmin etme 31 10.2 18 16.8 0 0 0 0
Uygulama 21 6.9 8 7.5 12 18.5 28 20.2
Uyarlama 0 0 0 0 2 3.1 5 3.6
Toplam 305 100 107 100 65 100 139 100

Zihinsel becerilerin dil becerileri temelinde gosterdigi dagilim incelendiginde okuma dil becerisi
kapsaminda en fazla gelistiriimesi amaglanan zihinsel becerinin ayirt etme oldugu goériulmektedir. Buna
karsilik karar verme, problem ¢6zme ve sentez zihinsel becerilerini gelistirmeyi amaglayan oldukga az
saylda kazanim oldugu gorilmektedir. Dinleme dil becerisi kazanimlari en fazla ¢ikarimda bulunma
zihinsel becerisini gelistirmeyi amaglamaktadir. Bunun yaninda karsilastirma, karar verme ve sentez
zihinsel becerilerini gelistirmeyi amaclayan az sayida kazanim oldugu gorilmektedir. Dinleme dil
becerisinin kazanimlarinin yarisi ¢ikarimda bulunma, hatirlama ve tahmin etme zihinsel becerilerinin
gelistirilmesini amacglamaktadir. Konusma ve yazma dil becerisi kapsaminda en fazla gelistirilmesi
amaglanan zihinsel becerinin anlam temelli yapilandirma oldugu goérilmektedir. Bunun yaninda
konusma dil becerisi ile gikarimda bulunma, degerlendirme, problem ¢dzme ve sentez zihinsel becerisini
gelistirmeyi amaclayan kazanim olmadigi; yazma dil becerisi kapsaminda karsilastirma, karar verme,
problem c¢6zme ve tahmin etme zihinsel becerisini gelistirmeyi amaglayan kazanim olmadigi
goriilmektedir.

3. Arastirmanin Ugiincii Alt Problemine iliskin Bulgular

Arastirmanin lglnci alt probleminde “Ana dili 6gretim programlari gelistirmeyi amagladigi zihinsel
becerileri hangi yonleriyle kullanmaktadir?” sorusunun cevabi aranmistir. Asagida, ana dili 6gretim
programlarinda gelistiriimesi amaglanan 16 zihinsel becerinin programda hangi yonleriyle kullanildigi
kazanim érnekleriyle birlikte incelenmektedir.

Tablo 5.
Ana Dili Ogretim Program Kazanimlarinda Ayirt Etme Zihinsel Becerisi

Zihinsel Becerinin Kullanim Alani Kazanim

Vurgu, tonlama, telaffuz gerekliliklerini T.1.3.7. Vurgu, tonlama ve telaffuza dikkat ederek okur.

Beden dilini ayirt etme T.7.2.4. Konusmalarinda beden dilini etkili bir sekilde
kullanir.

Noktalama ve yazim kurallarini ayirt etme T.2.3.2. Noktalama isaretlerine dikkat ederek okur.
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T.2.4.8. Blyuk harf ve noktalama isaretlerini uygun
yerlerde kullanir.

Kelime turlerini ayirt etme T.6.3.11. Basit, tliremis ve birlesik kelimeleri ayirt eder.

Climle tarlerini ayirt etme T.4.3.4. Metinleri tirtn 6zelliklerine uygun bicimde okur.

S6z sanatlarini ayirt etme T.5.3.32. Metindeki s6z sanatlarini tespit eder.

Gergek, mecaz, terim oOzelliklerini ayirt T.5.3.33. Okudugu metindeki gercek, mecaz ve terim

etme anlamh sozclkleri ayirt eder.

Anlatim bozukluklarini ayirt etme T.7.3.13. Anlatim bozukluklarini tespit eder.

Yabanci kaynakh kelimeleri ayirt etme T.5.4.12. Yazdiklarinda yabanci dillerden alinmis, dilimize
heniiz yerlesmemis kelimelerin Turkgelerini kullanir.

Es anlamli, es sesli, zit anlamli kelimeleri T.3.3.9. Kelimelerin es anlamhlarini bulur.

Kok ve ekleri ayirt etme T.5.3.10. Kokleri ve ekleri ayirt eder.

Eklerin islevlerini ayirt etme T.6.3.7. Cekim eklerinin islevlerini ayirt eder.

Tablo 5’'te gorildugi gibi ana dili 6gretim programlarinda ayirt etme zihinsel becerisinin on iki farkh
kullanim alani vardir. Bunlar vurgu, tonlama, telaffuz gerekliliklerini; beden dilini, noktalama ve yazim
kurallarini, kelime tirlerini, climle tirlerini, s6z sanatlarini, gercek-mecaz-terim 6zelliklerini, anlatim
bozukluklarini, yabanci kaynakli kelimeleri, es anlamli-es sesli-zit anlamli kelimeleri, kok ve ekleri ve
bunlarin islevlerini ayirt etmedir.

Tablo 6.

Ana Dili Ogretim Program Kazanimlarinda Hatirlama Zihinsel Becerisi

Zihinsel Becerinin Kullanim Alani Kazanim

Taklit etme T.1.1.2. Duydugu sesleri taklit eder.

Tanima T.2.3.16. Metin tirlerini tanir.

Ozellikleri hatirlama T.6.3.27. Siirin sekil 6zelliklerini agiklar.
Dinlediklerini, okuduklarini hatirlama T.1.3.16. Okuduklarini ana hatlariyla anlatir.

Ana dili 6gretim programlarinda hatirlama zihinsel becerisinin Tablo 6’da gorildugi gibi dort farkh
kullanim alani bulunmaktadir. Bunlar taklit etme, tanima, O6zellikleri hatirlama ve dinlediklerini,
okuduklarini hatirlamadir.

Tablo 7.

Ana Dili Ogretim Program Kazanimlarinda Tahmin Etme Zihinsel Becerisi

Zihinsel Becerinin Kullanim Alani Kazanim

Gorselden tahmin etme T.1.1.4. Gorselden/gorsellerden hareketle

dinleyecegi/izleyecegi metin hakkinda tahminde bulunur.
Dinlenilen, izlenilen ve okunan baglamdan T.3.1.4. Dinlediklerinde/izlediklerinde gecen, bilmedigi
tahmin etme kelimelerin anlamini tahmin eder
Basliktan tahmin etme T.4.3.14. Gorsellerden ve baghktan hareketle okuyacagi
metnin konusunu tahmin eder.

Tablo 7’de gorildigi lizere ana dili 6gretim programlarinda tahmin etme zihinsel becerisinin Gg farkli
kullanim alani vardir. Bunlar gorselden, dinlenilen-izlenilen ve okunan baglamdan ve basliktan tahmin
etmedir.

Tablo 8.

Ana Dili Ogretim Program Kazanimlarinda Cikarimda Bulunma Zihinsel Becerisi

Zihinsel Becerinin Kullanim Alani Kazanim

Konuya iliskin ¢ikarim T.1.1.7. Dinlediklerinin/izlediklerinin konusunu belirler.
Bashga iliskin ¢ikarim T.4.4.7. Yazdiklarinin igerigine uygun baslik belirler.
Sekil sembol ve isaretlere iliskin ¢ikarim T.1.3.19. Sekil, sembol ve isaretlerin anlamlarini kavrar.
Ana fikir/yardimci fikir/ana duyguya iliskin T.3.1.6. Dinlediklerinin/izlediklerinin ana fikrini/ana
cikarim duygusunu belirler.

ifadelerin anlama katkisina iliskin ¢ikarim T.4.3.11. Deyim ve atasOzlerinin metnin anlamina

katkisini kavrar.
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Ana dili 6gretim programlarinda ¢ikarimda bulunma zihinsel becerisinin bes farkli kullanim alani
oldugu Tablo 8'de de gorlilmektedir. Bunlar konuya, bashga, sekil sembol ve isaretlere, ana fikir-yardimci
fikir-ana duyguya ve ifadelerin anlama katkisina iligskin ¢ikarimlarda bulunmadir.

Tablo 9.

Ana Dili Ogretim Program Kazanimlarinda iliskilendirme Zihinsel Becerisi

Zihinsel Becerinin Kullanim Alani Kazanim

Farkh yazi karakterleri arasinda iliski kurma T.1.3.10. Farkli yazi karakterleri ile yazilmis yazilari okur.
Sozlli olmayan araglardan aktarilan mesajlar T.1.1.11. Konugmacinin s6zli olmayan mesajlarini
ile anlam arasinda iligki kurma kavrar.

Yoénergeler ile anlam arasinda iliski kurma T.4.3.25. Yonergeleri kavrar.

Metin igi ve metin disi anlamlar arasinda iligki  T.5. 3.Metin ici ve metin digi anlam iliskileri kurulur.
kurma

Tablo 9’da agiklandigi lizere ana dili 6gretim programlarinda iliskilendirme zihinsel becerisinin doért
farkli kullanim alani bulunmaktadir. Bunlar farkli yazi karakterleri arasinda, s6zli olmayan/gorsel
araglardan aktarilan mesajlar ile anlam arasinda, yonergeler ile anlam arasinda, metin ici ve metin disi
anlamlar arasinda iliski kurmadir.

Tablo 10.

Ana Dili Ogretim Program Kazanimlarinda Uygulama Zihinsel Becerisi

Zihinsel Becerinin Kullanim Alani Kazanim

Strateji ve kurallari uygulama T.1.3.12. Okuma stratejilerini uygular.

Tablo 10’da goruldigu gibi ana dili 6gretim programlarinda uygulama zihinsel becerisinin bir kullanim
alani bulunmaktadir. Bu dil becerilerinin gerektirdigi strateji ve kurallari uygulamadir.

Tablo 11.

Ana Dili Ogretim Program Kazanimlarinda Karar Verme Zihinsel Becerisi

Zihinsel Becerinin Kullanim Alani Kazanim

Anlam temelli karar verme T.1.2.1. Kelimeleri anlamlarina uygun kullanir.

Bilgi kaynaklarina karar verme T.8.3.30. Bilgi kaynaklarini etkili bir sekilde kullanir.

Ana dili 6gretim programlarinda karar verme zihinsel becerisinin Tablo 11’den de anlasilabilecegi gibi
iki kullanim alani bulunmaktadir. Bunlar anlam temelli karar verme ve bilgi kaynaklarina karar vermedir.

Tablo 12.

Ana Dili Ogretim Program Kazanimlarinda Anlam Temelli Yapilandirma Zihinsel Becerisi
Zihinsel Becerinin Kullanim Alani Kazanim

Hazirliksiz Konusma T.1.2.2. Hazirliksiz konusmalar yapar.

Hazirlikh Konusma T.4.2.3. Hazirlikl konugsmalar yapar.

Climle Yazma T.1.4.5. Anlamli ve kuralli cimleler yazar.

Metin Yazma T.4.4.5. Hayali 6geler barindiran kisa metin yazar.

Tablo 12’de gériildigu gibi ana dili 6gretim programlarinda anlam temelli yapilandirma zihinsel
becerisinin dért kullanim alani vardir. Bunlar hazirliksiz ve hazirlikl konusma, climle ve metin yazmadir.

Tablo 13.

Ana Dili Ogretim Program Kazanimlarinda Degerlendirme Zihinsel Becerisi

Zihinsel Becerinin Kullanim Alani Kazanim

Yazdiklarini degerlendirme T.1.4.10. Yazdiklarini gbézden gegirir.

Gorislerini ifade etme T.3.1.10. Dinledikleriyle/izledikleriyle ilgili goruslerini ifade
eder.

icerik degerlendirme T.4.1.11. Dinlediklerinin/izlediklerinin igerigini degerlendirir.

Sozciik tdrlerinin ve ifade bicimlerinin  T.5.3.26. Metni olusturan unsurlar arasindaki gecis ve

anlama katkisini degerlendirme baglanti ifadelerinin anlama olan katkisini degerlendirir.
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Tablo 13’ten de anlasilabilecegi gibi ana dili 6gretim programlarinda degerlendirme zihinsel
becerisinin dért kullanim alani bulunmaktadir. Bunlar yazdiklarini, géruslerini, icerigi, sézcik turleri ve
ifade bigimlerinin anlama katkisini degerlendirmedir.

Tablo 14.

Ana Dili Ogretim Program Kazanimlarinda Analiz Etme Zihinsel Becerisi

Zihinsel Becerinin Kullanim Alani Kazanim

Hikaye unsurlari temelinde analiz etme T.2.3.17. Okudugu metindeki hikaye unsurlarini belirler.

is ve islem basamaklarini analiz etme T.6.4.6. Bir isi islem basamaklarina gore yazar.

Metnin anlatim olanaklarini analiz etme T.7.1.9. Dinlediklerinde/izlediklerinde bagvurulan
disunceyi gelistirme yollarini tespit eder.

Ciimlenin 6gelerini analiz etme T.8.4.18. Ciimlenin 6gelerini ayirt eder.

Tablo 14’te gorUlugu gibi, ana dili 6gretim programlarinda analiz etme zihinsel becerisinin dort
kullanim alani vardir. Bunlar hikaye unsurlarini, is ve islem basamaklarini, metnin anlatim olanaklarini ve
climlenin 6gelerini analiz etmedir.

Tablo 15.

Ana Dili Ogretim Program Kazanimlarinda Sorgulama Zihinsel Becerisi

Zihinsel Becerinin Kullanim Alani Kazanim

Metne dayali sorular gelistirme T.3.3.17. Metinle ilgili sorular sorar.

Tartismalara katilma T4.2.5. Sinif igindeki tartisma ve konusmalara katilir.

Bilgi kaynaklarinin glivenirligini sorgulama T.4.3.36. Bilgi kaynaklarinin guivenilirligini sorgular.
Metindeki tutarlihg sorgulama T.7.1.10.Dinlediklerinde/izlediklerinde tutarliligi sorgular.

Ana dili 6gretim programlarinda sorgulama zihinsel becerisinin Tablo 15'te gorildigi gibi dort
kullanim alani vardir. Bunlar metne dayali sorular gelistirme, tartismalara katilma, bilgi kaynaklarinin
givenirligini ve metindeki tutarhligi sorgulamadir.

Tablo 16.

Ana Dili Ogretim Program Kazanimlarinda Déniistiirme Zihinsel Becerisi

Zihinsel Becerinin Kullanim Alani Kazanim

Gorsel unsurlari s6zIU ifadelere donlstirme  T.1.4.6. Gorsellerle ilgili kelime ve climleler yazar.

Sozlii ifadeleri hareketlere donistiirme T.3.1.9. Dinledigi/izledigi hikdye edici metinleri
canlandirir.

Gostergeleri sozll ifadelere dontstiirme T.3.3.28. Tablo ve grafiklerde yer alan bilgilere iliskin
sorulari cevaplar.

Yazih ifadeleri gostergelere donistirme T.4.4.14. Yazdiklarini zenginlestirmek icin ¢izim, grafik ve

gorseller kullanir

Tablo 16’daki agiklandigi Gizere ana dili 6gretim programlarinda donistiirme zihinsel becerisinin dort
kullanim alani vardir. Bunlar goérsel unsurlari sozli ifadelere, sozlli ifadeleri hareketlere, gostergeleri
sozli ifadelere ve yazili ifadeleri géstergelere donistirmedir.

Tablo 17.

Ana Dili Ogretim Program Kazanimlarinda Karsilastirma Zihinsel Becerisi

Zihinsel Becerinin Kullanim Alani Kazanim

Karakter 6zelliklerini karsilastirma 4.3.27. Okudugu metindeki kahramanlarin o6zelliklerini
karsilastirir.

Metinler arasi karsilastirma yapma T.4.3.31. Metinler arasinda karsilastirma yapar.

Edebi metinlerin sunum turlerini  T.8.3.33. Edebi eserin yazili metni ile medya sunumunu

karsilagtirma karsilastirir.

Tablo 17’de gorildigi Gzere ana dili 6gretim programlarinda karsilastirma zihinsel becerisinin (g
kullanim alani bulunmaktadir. Bunlar karakter ozellikleri, metinler arasi ve edebi metinlerin sunum
tdrlerini karsilagtirmadir.
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Tablo 18.

Ana Dili Ogretim Program Kazanimlarinda Sentez Zihinsel Becerisi

Zihinsel Becerinin Kullanim Alani Kazanim

Arastirma bulgularini sentezleme T.7.4.14. Arastirmalarinin sonuglarini yazil olarak sunar.

Tablo 18’de gorildiugl gibi ana dili 6gretim programlarinda sentez zihinsel becerisinin bir kullanim
alani bulunmaktadir. Bu arastirma bulgularini sentezlemedir.

Tablo 19.

Ana Dili Ogretim Program Kazanimlarinda Problem C6zme Zihinsel Becerisi

Zihinsel Becerinin Kullanim Alani Kazanim

Problemlere farkh ¢6ziimler bulma T.8.3.22. Metinde ele alinan sorunlara farkli ¢ézimler

Uretir.

Tablo 19'da agiklandig gibi ana dili 6gretim programlarinda problem ¢ézme zihinsel becerisinin bir
kullanim alani oldugu gérulmektedir. Bu problemlere farkl ¢6ziimler bulmadir.

Tablo 20.
Ana Dili Ogretim Program Kazanimlarinda Uyarlama Zihinsel Becerisi
Zihinsel Becerinin Kullanim Alani Kazanim

Yazili ve sozll ifadelerine anlatim bigimlerini  T.8.4.9. Yazilarinda anlatim bigimlerini kullanir.
uyarlama

Tablo 20’de goruldigiu Uzere ana dili 6gretim programlarinda uyarlama zihinsel becerisinin bir
kullanim alani vardir. Bu, yazili ve s6zlu ifadelerine anlatim bigimlerini uyarlamadir.

Tartisma ve Sonug

Arastirma bulgulari ana dili 6gretim program kazanimlarinin 16 farkh zihinsel beceriyi gelistirmeyi
amagladigini gostermektedir. Arastirmada okul dncesi egitimi programi dil gelisimi kazanimlarinin 10,
Tirkge dersi Ogretim program kazanimlarinin 16, Turk Dili ve Edebiyati dersi O6gretim program
kazanimlarinin 13 zihinsel beceriyi gelistirmeyi amacladigi belirlenmistir. Ana dili 6gretim programlarinda
yver alan kazanimlarin en fazla gelistirmeyi amacladigi zihinsel becerinin, ayirt etme oldugu
gorilmektedir.

Ana dili 6gretimi programlarinda okuma dil becerisi kazanimlari icinde sentez; dinleme dil becerisi
kazanimlari iginde problem ¢dzme ve sentez; konusma dil becerisi kazanimlari icinde degerlendirme,
problem ¢dzme ve sentez; yazma dil becerisi kazanimlari iginde ise sorgulama, karar verme ve problem
¢6zme zihinsel becerisini gelistirmeyi amaclayan kazanim olmadigi goériilmektedir. incelenen &gretim
programlarinda yaratici distinme becerisi ile dogrudan iliskili kazanim olmadigi goériliirken; problem
¢ozme ve sentez zihinsel becerilerini gelistirmeyi amaglayan kazanimlarin genel ortalamadaki payinin
oldukga dustik oldugu gorulmustir. Bu bulgu ana dili 6gretim programlarinin lst dlizey zihinsel becerileri
gelistirme amacini hangi 6lglide yerine getirebildigi konusunda olduk¢a disiindirictudir. Cok sayida
tUlkenin akademik ve politik metinlerinde oldugu kadar 6gretim programlarinin vizyonlarinda Ust diizey
zihinsel becerilerin gerekliligi Gzerinde durulmaktadir. Tiirkce dersi 6gretim programinda ise problem
¢cozebilen, elestirel diisiinen, girisimci, kararli, iletisim becerilerine sahip, empati yapabilen, topluma ve
kilture katki saglayan niteliklere sahip bireyler yetistirmenin gerekliligi ifade edilmektedir (MEB, 2019).
Buna karsin sayilan niteliklerle dogrudan iliskili olan Ust diizey zihinsel becerilerden bazilarinin
kazanimlara tam olarak yansitiimadigi goriilmektedir. Alanyazinda benzer sonuglara isaret eden
arastirmalari gérmek mimkiindir. Ornegin Aslan ve Atik (2018), 2015-2017 yili Tiirkce dersi 6gretim
program kazanimlarinda ¢éziimlemek, degerlendirmek ve yaratmak gibi list diizey zihinsel becerilere ait
kazanimlarin sayisinin az oldugunu belirlemistir. Uygun ve Cetin (2020) ise yazma kazanimlarini
inceledikleri arastirmasinda, 2018 Tiirkce Dersi Ogretim Programinin, yaratici diisiinmeye yeterli
diizeyde 6nem vermeyen bir anlayisla hazirlandigini ifade etmektedir. Benzer bir ¢calismayi 2011 Tirk Dili
ve Edebiyati kazanimlari tzerinde yapan Tahaoglu (2014), bir takim Ust dizey zihinsel becerilerin
kazanimlar icindeki oranin oldukga dislik oldugunu ifade etmektedir.
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Arastirma incelenen 6gretim programlarinda yer alan kazanimlarin yaklasik yarisinin ilk dort sirada
yer alan ayirt etme, uygulama, c¢ikarimda bulunma ve iliskilendirme zihinsel becerilerini gelistirmeyi
amagladigini géstermektedir. Diger yandan kazanimlarin gelistirmeyi amagladigi zihinsel becerilerin
kendi aralarinda ve kademeler temelinde orantisiz bir dagihma sahip oldugu goriilmektedir. Ornegin
ayirt etme zihinsel becerisini gelistirmeyi amaclayan 96 kazanim varken sentez zihinsel becerisini
gelistirmeyi amaglayan iki kazanim oldugu gériilmektedir. incelenen &gretim programlarinda bir takim
zihinsel becerilerin kendilerine, digerlerinin yaklasik 25 kat daha fazla yer bulmasinin herhangi bir
pedagojik aciklamasinin olup olmadiginin sorgulanmasi gerektigi disinulmektedir. Zihinsel becerilerin
program kazanimlarinda yeterli ve dengeli bir bicimde yer bulamadigi bulgusu ana dili 6gretim program
kazanimlarini beceriler temelinde inceleyen yakin dénem arastirma bulgulariyla 6rtiismektedir (Avsar ve
Mete, 2018; Bal, 2018; Belet-Boyaci ve Giiver-Ozer, 2019; Cergci, 2018;Ciftgi, 2010; Eroglu ve Sarar-Kuzu,
2014;Kurudayioglu ve Soysal, 2018; Soylemez, 2018). Bilimsel arastirmalarin ana dili 6gretim
programlarina bu konuda getirdigi elestirilere ragmen giincellenen programlarda benzer problemlerin
devam etmesi, program gelistirme siirecinde egitim bilimleri bulgularindan hangi oranda yararlanildigini
distindirmektedir.

Arastirmadaki bir diger 6nemli bulgu, zihinsel becerilerin karmasikhigl temelinde, sinif dizeyleriyle
orantili bir artis ya da azalis gdstermiyor olmasidir. Sahip oldugu karmasiklik geregince sinif diizeyiyle
birlikte artmasi beklenen bir takim zihinsel becerilerin sayisi azalmakta ya da yok olmaktadir. Oysa sinif
diizeyiyle paralel olarak Ust dizey zihinsel becerilerin sayi ve cesitliliginin artmasi beklenmektedir.
Ornegin 1-8.sinifta gelistirilmesi amaglanan doénistiirme, sentez ve problem ¢ézme zihinsel becerilerini
gelistirmeyi amaclayan kazanimlara, 9-12 sinifta yer verilmedigi gérilmektedir. Bu noktada bir program
tasariminda program bilesenleri arasinda ardisiklilik, streklilik, bltinlestirme, bagdastirma ve denge
ilkelerini dikkate almanin 6grenme ciktilari agisindan ne denli énemli oldugunun altini gizmek
gerekmektedir (Ornstein veHunkins, 2014). Zihinsel becerilerin, bir program bileseni olarak dikkate
alinarak, tasarim ilkelerinin isaret ettigi gereklilikler cercevesinde programlardaki yerini almasi gerektigi
distnilmektedir.

Arastirma bulgular diger yandan program gelistirme siirecinde, kazanimlarla gelistiriimesi amaclanan
zihinsel becerilerin 6n kosulu olan becerilere yer verilip verilmediginin sorgulanmasi gerektigini
gostermektedir. Zihinsel becerilerin gelisiminde sarmal ve butincil bir anlayis benimsenmelidir.
Kazanimlar birbirlerini destekleyecek bir butiinsellik icinde yapilandiriimalidir. Nitekim Costa ve Lowery
(2017), bir zihinsel becerinin bilissel 6n gerekliliklerini olusturan diger becerilerin dikkate alinmasinin,
6grenme sonuglarini olumlu yonde etkileyecegini ifade etmektedir. Arastirma bulgulari bu agidan
incelendiginde programda agirlikli olarak yer verilen g¢ikarimda bulunma zihinsel becerisinin 06n
kosul/tamamlayicisi olarak degerlendirilebilecek karsilastirma, analiz ve sentez zihinsel becerilerinin
siniflar temelinde onun kadar yer almadigi gorilmektedir. Benzer bir degerlendirmeyi Tahaoglu’'nun
(2014) arastirmasinda géormek mumkiindir. Bunun yaninda 6gretim programlarinda zihinsel becerilerin
on kosul zihinsel gerekliliklerine yonelik herhangi bir agiklamaya rastlanmamaktadir. Programda disiplin
temelinde gelistiriimesi gereken zihinsel becerilerine oldugu kadar onlarin 6n kosulunu olusturan zihinsel
becerilerin neler oldugu acikg¢a yer almalidir. Aksi halde, 6gretim programlarinin bu konuda etkili olmasi
oldukga gii¢ bir hale gelecektir. Nitekim programin tim ogelerinin birbirleriyle olan iliskisi goz 6éniinde
bulundurularak, becerileri icerme durumu bakimindan tutarli 6gretim programlari hazirlanmasi
gerekliligi ana dili 6gretimi programlarina yonelik yakin dénem arastirmalarinda da ifade edilmektedir
(Belet-Boyaci ve Giiver-Ozer, 2019).

Ogrencilerin zihinsel potansiyellerinin gelisimi konusunda oldukca dnemli bir yer tutan bu zihinsel
becerilerin hangi dil becerisi araciligiyla hangi yonlerden gelistirilecegi, egitim bilimcilerinin ¢dzmeleri
gereken bir sorundur. Gelecegin dinyasinin gereklilikleri ve bu konuda ana dili egitiminin sahip oldugu
ylksek potansiyel dikkate alindiginda ornegin arastirmada goriilen problem ¢6zme becerisinin sahip
oldugu oran olduk¢a distndirictdir. Nitekim 2018 yili Tarkge dersi 6gretim programina yonelik
arastirmasinda Soylemez (2018), okunan, dinlenen/izlenen metnin kendi icinde problemler
barindirabilecegi dislintldigliinde problem ¢dzmeye yonelik kazanimlarin artirilmasi gerektigini ifade
etmektedir. Benzer bir bicimde Belet-Boyaci ve Giiver-Ozer (2019) 21. yiizyll becerilerinden biri olan
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problem ¢b6zme zihinsel becerisini 6grencilere gesitli baglam ve iceriklerde kazandirilmasi igin Tiirkce
dersinin oldukga uygun bir ders oldugunu belirtmistir. Bu agindan 6gretim programlarinin gelistiriimesi
surecinde dil becerilerinin zihinsel becerileri gelistirme konusunda sahip oldugu potansiyelin dikkate
alinmasinin altini gizmek gerektigi disiinilmektedir.

Arastirmada ulasilan sonuglara dayali olarak asagidaki 6nerileri getirmek mimkindur.

Ana dili 6gretim programlarinda yaratici dislinme, problem ¢ézme ve sentez zihinsel becerilerini
gelistirmeyi amaglayan kazanimlarin oranlari artirilmahdir. Bu agidan program gelistirme calismalari
surecinde kazanimlarin gelistirmeyi amagladig zihinsel beceriler temelinde analizinin yapilmasi blyuk
onem tasimaktadir. Bu arastirmada cikartilan zihinsel becerilerin program gelistirme siirecinde bu
amagla kullanilabilecegi distiniimektedir. Ayrica ana dili 6gretim programlarinda hangi kazanimin hangi
zihinsel beceri ya da becerileri gelistirmeyi amagladigi agik ve net olarak ifade edilmelidir. Bu bilgi
sayesinde program amag, perspektif ve yeterlilikler boliminde ifade edilen becerilerin 6gretme ve
o6grenme sireci ile bltunlestirilmesi mimkin olabilir.

Dil becerilerinin zihinsel becerileri gelistirme konusunda sahip oldugu olasiliklar Gzerinde durulmasi
gerekmektedir. Bu kapsamda: Okuma, dinleme, konusma ve yazma dil becerilerinin, 6grencilerin hangi
zihinsel becerilerini gelistirme konusunda daha yliksek bir potansiyele sahip oldugu ve bu potansiyelden
yararlanmak igin nasil bir kazanim ifadesinin kullaniimasi gerektiginin Uzerinde durulmasi 6nem
tasimaktadir. Program gelistirme uzmanlari, program gelistirme siirecinde diger sorularin da yaninda:
“Dil becerileri ile 6grencilerin hangi zihinsel becerileri gelistirilebilir? Zihinsel beceriler sinif dizeyleri
temelinde nasil bir sarmal yapi icinde ele alinabilir? Zihinsel becerilerin 6n kosul/tamamlayici
o6grenmeleri nelerdir?” sorularina da odaklanmalidirlar.

Zihinsel beceriler tekil yapilar degil batincil bir anlayisla yorumlanmali ve kazanimlar bu bitiincdl
anlayisi yansitacak sekilde bitinlesik bir yapiyr olusturan bir sirada yazilmahldir. Bu sayede 6gretim
programinda yer alan kazanimlar zihinsel beceriler agisindan yeterli ve dengeli bir goériinime sahip
olabilir.

Kademeler temelinde tim branslar kapsaminda Ogrencilerde gelistiriimesi gereken zihinsel
becerilerin neler olduguna iliskin akademik c¢alismalarin sayisi artirilmalidir. Bu tiir ¢calismalar politika
yapicillar tarafindan desteklenmeli ve sonuglari 6gretim programlarinin gelistirme silirecinde
kullaniimalidir.

Ana dili 6gretim programindaki kazanimlarin bu haliyle hangi zihinsel becerileri disarida biraktigi,
hangisine fazlaca agirlik verdigi, hangi olasiliklari dikkate almadiginin incelenmesi gerekmektedir.
inceleme bulgulari program gelistirme ¢alismalarinda dikkate alinmalidir. Bu kapsamda bu arastirmanin
Uglncl alt problemine yonelik bulgularin dikkate alinmasinin faydali olacagi disiinilmektedir.

Gelecek arastirmacilarin ana dili 6gretim programinda yer alan kazanimlarin 6gretmenler tarafindan
nasil yorumlandigi, sinif uygulamalarina nasil aktarildigini incelemeleri tavsiye edilebilir. Ayrica Tirkce
ders kitaplarn zihinsel becerileri gelistirmeye uygunluk agisindan incelenebilir. Son olarak ana dili
derslerine ait 6gretim programlari temelinde gelistirilmesi hedeflenen zihinsel becerilere 6grencilerin
hangi oranda erisebildigini degerlendiren arastirmalarin yapilmasinin gerekli oldugu dusiinilmektedir.
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Appendix Table 21.
Distribution of the Thinking skills Which the Learning outcomes Set in the Mother Tongue Teaching Curricula Aim to Develop

Analysing T.2.3.17.,T.2.4.4.,7.33.18, T.3.4.5,T.43.20,, T.4.4.2.,T.53.16., T.5.3.28.,, T.5.4.6., T.6.3.22., T.6.4.6., T.7.1.9.,
T.7.39,7.7.3.21,7.7.3.36,, T.7.3.37.,, T.7.3.38., T.7.4.6,, T.8.1.12., T.8.3.11,, T.8.3.20., T.8.3.29,, T.8.3.34.,
T.8.3.35., T.8.4.6,, T.8.4.18,, A1.7., A.2. 4,A2.5,A.2.6,A2.7,,A2.8,A2.9,A3. 4,A3.5,A3.6,A.45,
A4.7,A.4.10,B.2.,B5., B6., B.7., C1.2.,C23, C24.

Meaning- Outcome3, Outcome5, T.1.2.2., T.1.2.3,, T.1.4.5,, T.2.2.2.,, T.2.2.3, T.2.4.1., T.2.4.2., T.2.43,, T.3.2.2., T.3.2.3,,

based T.3.4.1.,7.3.4.2.,1.3.43,T7.3.4.10, T.4.2.2., 7.4.2.3, T.4.4.1,, T.4.4.3., T.4.4.4, T.4.45,7.5.2.1., T.5.2.2,,

Construction

T.5.4.1,7.5.4.2.,15.43,T.54.14,T.5.4.16, T.6.2.1,, T.6.2.2., T.6.4.1., T.6.4.2., T.6.4.3., T.6.4.9., T.6.4.14.,
T.7.21,7.7.2.2,1.7.41,7.7.4.2,1.7.4.3, T.7.4.11,, T.7.4.15,, T.8.2.1,, T.8.2.2., T.8.2.3., T.8.4.1,, T.8.4.2.,
T.8.4.3., B.1, B.5., B.6., B.7.

Distinguishing

Outcomel, Outcome2, Outcome6, Outome9, Outcomel0, Outcomell, Outcomel?2, T.1.1.1., T.1.1.3,, T.1.3.6,,
T.1.3.7.,T7.1.48,T.2.3.2,7.23.3,T7.2438.,,T7.3.26.,T.3.3.2,7.3.3.3,T7.3.3.8,,T7.3.3.9,, T.3.3.10,, T.3.3.20,,
T.3.3.23,7.34.7,7.3.48.,T.3.4.14,7.3.4.16.,T.4.26.,T.43.1,7.43.2,7.434,,T.43.7,,T.43.8,T.4.3.9,
T.4.3.10,T.4.3.23,,T.4.3.26,,7.4.3.30.,,T.4.4.8,T7.4.4.10.,T.4.4.13,,T.4.4.19,,T.5.2.7,7.5.3.1,T7.5.3.2,, T.5.3.7.,
T.5.3.8.,,T.5.3.9,,T.5.3.10, T.5.3.12,,T.5.3.23,, T.5.3.30,, T.5.3.32,, T.5.3.33,, T.5.4.5,, T.5.4.12,, T.6.2.7,, T.6.3.1,,
T.6.3.2,T.6.3.7,T7.6.3.11,,T.6.3.26.,7.6.3.28.,T7.6.3.31,,7.6.4.12.,,T.7.2.4,7.7.2.7,,7.7.3.1,,T.7.3.2,, T.7.3.8,,
T.7.3.10.,T.7.3.13,,7.7.3.26.,7.7.3.27,,T.7.3.29,,7.7.49.,7.8.2.6.,7.8.3.1., T.8.3.7,,T.8.3.8,, T.8.3.24,, T.8.3.28,,
Al.3,A1.4,A1.6,A.2.8,A.2.10,,A2.11,A3.7,A3.8,,A39,A4.8,A4.9,B8.,C.1.9,C.1. 10, C.1.
12.

Making an
inference

T.1.3.17,T.1.3.18,T.1.3.19, T.2.1.6., T.2.3.13., T.2.3.15,, T.2.4.7., T.3.1.5, T.3.1.6., T.3.1.8.,, T.3.3.14., T.3.3.15.,
T.3.3.19,T.3.3.24., T.3.4.4, T.4.1.5, T.4.1.6., T.4.1.8,, T.4.3.11,, T.4.3.16., T.4.3.17., T.4.3.21.,, T.4.3.28.,, T.4.4.7.,
T.5.1.3.,7.5.1.4, T.5.1.7, T.5.3.6., T.5.3.11,, T.5.3.14., T.5.3.20., T.5.3.24., T.5.3.31,, T.5.4.15., T.6.1.5., T.6.1.6.,
T.6.1.7.,7.6.3.19., T.6.3.20,, T.6.3.21., T.6.3.29., T.6.4.8.,, T.7.1.5., T.7.1.6., T.7.1.7.,, T.7.3.12,, T.7.3.16., T.7.3.17.,
T.7.3.18.,T.7.3.23,, 7.7.3.28,, T.7.4.12,, 7.8.1.5,, T.8.1.6., T.8.1.7., T.8.3.6., T.8.3.16., T.8.3.17., T.8.3.18.,
T.8.3.19, T.8.4.13.,A.1.2.,A2.3.,A.2.9., A3.3., Ad4. 4, C2.2.

Evaluating

Outcome 7, Outcome 11, Outcome 12, T.1.1.7., T.1.4.10., T.2.1.4., T.2.4.10., T.3.1.10., T.3.2.5., T.3.4.11., T.4.1.9.
, T.4.1.11., T. 4.3.33,, T.4.3.37,, T.4.4.11,, T.5.1.10,, T.5.1.11., T.5.3.17., T.5.3.25., T.5.3.26., T.5.4.9., T.6.1.10.,
T.6.1.11.,T.6.3.6., T.6.3.8., T.6.3.9., T.6.3.10,, T.6.3.12,, T.6.3.13., T.6.3.14., T.6.3.24.,, T.6.3.32,, T.6.4.10.,
T.7.1.12,T.7.3.6,7.7.3.7, 1.7.3.11,, T.7.3.22., T.7.3.31,, T.7.4.16,, T.8.1.10., T.8.1.11,, T.8.3.9., T.8.3.10.,
T.8.3.21, T.8.4.16.,, T.8.4.20.,,A.1.5,, A.1. 8., A.1.9.,,A.1. 10.,, A.2. 8., A.2. 12., A.2. 13, A.2. 14, A.3. 10, A.3. 11,
A3.12., A4.6.,A4. 11, A.4. 12., A.4. 13., B.10.

Converting

Outcome 8, T.1.4.6., T.3.1.9., T.3.3.28,, T.3.4.9., T.4.1.10,, T.4.4.14., T.4.4.15., T.5.1.8., T.6.1.8., T.6.3.35.,
T.7.1.8.,7.7.3.34.,7.7.4.5., 7.8.1.8.,, T.8.3.32., T.8.4.5.

Recall

Outcome 7, Outcome 8, Outcome 9,T.1.1.2,,T.1.1.6,T.1.1.8,,T.1.3.1,, T.1.3.15,, T.1.3.16., T.2.1.3,, T.2.1.5,,
T.2.3.1.,,T.2.3.12,,T7.2.3.14,,T.2.3.16.,T.3.1.3,,T.3.1.7,, T.3.3.1,, 7.3.3.13,, T.3.3.16,, T.3.3.21,, T.4.1.3,T.4.1.7,,
T.4.3.15.,T.4.3.18,,7.4.3.24,,T.5.1.5,T7.5.1.6,,T.5.3.13,,T7.5.3.19,,7.6.1.3,, 7.6.1.4,, T.6.3.16., 7.6.3.17.,
T.6.3.27,T7.7.1.3,,T.7.1.4,,7.7.3.15,,T.7.3.19,,T7.8.1.3,,T.8.1.4,, 7.8.3.13,, T.8.3.14,, T.8.4.19,, A.1. 11., A.2. 15,,
A3.13,A4.14,C.1.1,C1.5,C1.7.,C.1.15,, C.2.5.

Associating

Outcome 5, T.1.1.9., T.1.1.11,, T.1.3.10., T.1.4.9,, T.2.1.7,, T.2.1.9., T.2.3.5,, T.2.3.18., T.2.3.19,, T.2.4.5., T.2.4.6.,
T.3.1.11, T.3.1.13, T.3.3.5, T.3.3.22,, T.3.3.25., T.3.3.26,, T.3.3.27,, T.3.4.6,, T.4.1.13,, T.4.3.5., T.4.3.22.,
T.43.25.,T.4.3.29., T.4.3.32,T.4.3.34,, T.4.4.6,, T.5.2.6,, T.5.3.3, T.5.3.34,, T.5.4.7., T.5.4.13,, T.5.1.9,, T.6.1.9.,
T.6.2.6.,7.6.3.3., 1.6.45,T7.6.4.7.,7.6.4.13.,7.7.1.14., T.7.2.6.,7.7.3.3., T.7.4.7., T.7.4.10,, T.7.4.13., T.8.1.13.,
T.8.2.7.,7.8.3.3., 1.8.4.7.,7.8.4.10,, T.8.4.15,, A.2.2.,A.3. 2, A4.2. A4 3,A4.6. B9, C1.6,C1. 13.

Making
decision

T.1.21,7.2.21,73.21,T4.21,T.43.35,75.25,T.6.25,T.6.3.33,T.7.2.5,,7.7.3.32,,T.8.2.5,, T.8.4.12,,
T.8.3.30,C.1.14,C2.1,

Comparing

T.43.27,7T43.31,7.5.3.27,,T.6.3.25.,T.7.3.25.  T.7.3.35,,T.8.3.23,, T.8.3.33,,A.1. 13,,C.2.6,,

Problem-
solving

T.5.3.15,T.6.3.23,,T.7.3.24,, T.8.3.22.

Synthesizing

T.7.4.14,T7.8.4.14.

Questioning

Outcome 8, T.3.3.17,,T4.2.5,T.4.3.19,T.4.3.36,T7.5.3.18,T.5.3.29,,7.6.3.18,, 7.6.3.34,, 7.7.1.10,, T.7.3.20,,
T.7.3.33,17.8.1.9,T1.8.3.15,T.8.3.31,C.2.7,C.2..8.

Guessing

T.1.1.4,7.1.1.5,T.1.3.9, T.1.3.11, T.1.3.13,, T.1.3.14., T.2.1.1,, T.2.1.2,, T.2.3.7., T.2.3.8,, T.2.3.9,, T.2.3.10,,
T.2.3.11,T.3.1.1,7.3.1.2, T.3.1.4, T.3.3.7, T.3.3.11,, T.3.3.12,, T.4.1.1,, T.4.1.2,, T.4.1.4,, T.43.12, T.4.3.13,,
T.4.3.14.,T75.1.1,75.1.2, T.5.3.5, T.5.3.21, T.5.3.22,, T.6.1.1.,, T.6.1.2., T.6.3.5., T.6.3.15., T.6.3.30., T.7.1.1.,
T.7.1.2.,7.7.3.5.,1.7.3.14.,,7.7.3.30,, 7.8.1.1.,, T.8.1.2,, T.8.3.5., T.8.3.12,, T.8.3.27., A.1. 1.,A.2. 1, A3. 1, A.4. 1.,

Applying

Outcome4, Kazanim5, Outcome 7, T.1.1.10., T.1.2.4.,, T.1.3.2,, T.1.3.3,, T.1.3.4,, T.1.3.5, T.1.3.8,, T.1.3.12,,
T.1.4.2,7.1.43,T.14.4,T.14.7,7.1.4.13,,T7.2.1.8,T.2.2.4, T.2.3.4,T.2.3.6., T.2.49,, 7.2.4.13,, T.2.4.14.,
T.3.1.12, T.3.2.4, T7.3.3.4, T.3.3.6, T.3.4.13,, T.3.4.15., T.3.4.17., T.4.1.12,, T.4.2.4., T.4.3.3., T.4.3.6, T.4.4.9.,
T.4.4.16.,T.4.4.17.,T.4.4.18.,T.4.4.20,, T.4.4.21., T.4.4.22.,,T.5.1.12,,T.5.2.3.,, T.5.2.4,, T.5.3.4., T.5.4.4,,
T.5.4.8,7.5.4.11,7.6.1.12,, T.6.2.3,,7.6.2.4., T.6.3.4,, T.6.4.4.,7.7.1.13,, T.7.2.3., T.7.3.4.,, T.7.4.4,, T.8.1.14,,
T.8.2.4.,7.8.3.2. T.83.4,T1.84.4,T.8.4.11., A.1.12,, A.2.16, A3.14, A4. 15, C.1. 11, C.1. 16, C.1. 17.,

Adapting

Outcome 2, T.7.4.8., 7.8.4.8., 7.8.4.9., B.3., B.4., C.1. 4.C.1. 3.
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