=N I
,’ E ) L \ ‘lf": !: L‘l ';'-
o . f t -.;:.,,‘ Gl Sy
:‘y““ \R E/ 4 ~‘ f , J ‘ { lf'.""\
:4_.|‘ i : ‘, i\

October, 2021, Vol: 7, Issue: 2

e-ISSN 2149-5602
e e




E/ig y\ i Journal of 7
B L’arfguaje E&ﬁfcafion and Research

e-1SSN: 2149-5602 Period: Biannual Since: 2015

https://dergipark.org.tr/en/publ/jlere

Vol. : 7 Issue :2  October 2021

Research Articles

1. The Effect of Listening Strategies on Perception of Self-Efficacy and Listening Achievement /
Pages: 227-257
Mert UGUR & Ali TURKEL

2. Silent Reading Fluency and Reading Comprehension: Two Halves of an Apple / Pages:258-
279
Treysi Lusi TERZIYAN

3. The Impact of Reciprocal Teaching on Pre-Service English-as-a-Foreign-Language Teachers’
Reading Comprehension Skills / Pages: 280-294
Giilten Kosar & Yunus Emre Akbana

4. Trends in Studies to Improve Reading Skills for Students with Reading Difficulties / Pages:
295-332
Zuhal Celiktiirk Sezgin & Akin Bilgin

5. Contextualized Teaching of Different Senses of “al-” in Turkish as a Foreign Language /
Pages: 333-355
Deniz Ekin Yavas & Funda Uzdu Yildiz

6. An Analysis of Theses Written on Teaching English to Young Learners in Turkey / Pages: 356-
370
Seyda Selen Cimen & Betiil Bal Gezegin

7. Users of Children’s Sections of Public Libraries: An International Reading Culture Research /
Pages: 371-388
Burcu Cildir, Emine Akyiiz & Yonca Ko¢mar Demirci

8. The Evaluation of the Secondary-School English Curricula According to Bloom’s Revised
Taxonomy / Pages: 389-404
Melek Nisa Dalkili¢ & Dilek Biiyiikahiska

9. Analysis of Pedagogical Texts Prepared for Academic Turkish as a Foreign Language in
Terms of Academic Vocabulary / Pages: 405-425
Burak Tiifek¢ioglu

10. Processing of Subject and Object Case Markers in Turkish / Pages: 426-449
Elif Erdevir & Mehmet Aygiines




J

E/q 5L Journal of h

\ o

R F Language Education and Research

JOURNAL OF LANGUAGE EDUCATION AND RESEARCH

Journal of Language Education and Research (JLERE) aims to contribute to academic development of
teachers as well as academics through publishing unique and scientific manuscripts related to all
levels, from pre-school to tertiary education, in the fields of teaching and learning mother and foreign
languages, general and applied linguistics as well as language research. In line with this aim, any
unique, theoretical, conceptual, or methodological scientific manuscript written in English or Turkish
on any issue related to language education and language research can be submitted to the journal for
possible consideration for publication. The manuscripts to be submitted for the journal should not have
been published before or submitted to any other publisher for consideration.

Journal of Language Education and Research is indexed/listed by ULAKBIM TR Index, DOAJ, MLA
International Bibliography, Linguistics Abstracts Online, CEEOL (Central and Eastern European
Online Library), SIS, SOBIAD, ResearchBib, The Linguist List, and Directory of Research Journal
Indexing, Google Scholar, Index of Turkish Education, and PBN (Polska Bibliografia Naukowa).

AUTHOR GUIDELINES

Authors are kindly asked to read the AUTHOR GUIDELINES and then use the suitable to format their
manuscripts. For main articles, authors are kindly asked to use ARTICLE TEMPLATE. For
Book/Article Reviews, you may use the TEMPLATES (Book Review Template and Article Review
Template). Authors should delete any kind of information that will reveal their identities when they
first submit their manuscripts for peer review. Moreover, they should fill in the author and abstract
information form on the journal website. The manuscripts submitted to the journal are first subject to
initial screening. They are evaluated in terms of the journal publication policy, conformity to author
guidelines and formatting issues within two weeks. The manuscripts that fail to follow the guidelines
are immediately returned to the author(s). Manuscripts should be submitted online. However, should
authors have any problems, they are kindly asked to get in touch with the Editor, whose contact details
are provided on the Contact page.



https://drive.google.com/file/d/1VkMJbYWQUIc8t9Wk-gvMV7DyzRR8hlJh/view?usp=sharing
https://drive.google.com/file/d/1UhME7TgAoJo8wAOweofq_rfYjBc4LCLC/view?usp=sharing
https://drive.google.com/file/d/1nP_rMHlbUhIlyqtdYszAzpCoxsjpiMcY/view?usp=sharing
https://drive.google.com/file/d/1UTEbfFwK2DSjfuyiDG6s5ncfRfmB42Yn/view?usp=sharing
https://drive.google.com/file/d/1UTEbfFwK2DSjfuyiDG6s5ncfRfmB42Yn/view?usp=sharing
https://dergipark.org.tr/jlere/contacts

Editors

Editor-in-Chief

Hakan ULPER, Burdur Mehmet Akif Ersoy University

Section Editors

(Listed alphabetically)
Ferit KILICKAYA, Adam Mickiewicz University in Poznan, Poland
Gokhan CETINKAYA, Pamukkale University

Hakan ULPER, Burdur Mehmet Akif Ersoy University

Editorial Board

(Listed alphabetically)

Ferit KILICKAYA, Adam Mickiewicz University in Poznan, Poland
Fidel CAKMAK, Alanya Alaaddin Keykubat University
Gokhan CETINKAYA, Pamukkale University
Hakan ULPER, Burdur Mehmet Akif Ersoy University
Golge SEFEROGLU, California State University
Isil ULUCAM-WEGMANN, Universitat Duisburg-Essen
[Iknur KECIK, Anadolu University
Jaroslaw KRAJKA, Maria Curie-Sklodowska University
Kutlay YAGMUR, Tilburg University
Mehmet Ali AKINCI, Universite de Rouen

Yeon KYOO-SEOK, Hankuk University

Yesim AKSAN, Mersin University




J
@L Journal of :

R?_fE/

L’m/yu&ye FEducation and Research

7(2), 2021

Journal of Language Education and Research

Research Article

The Effect of Listening Strategies on Perception of Self-Efficacy and

Mert UGUR ~

ARTICLE INFO
Received 22.10.2020
Revised form 16.03.2021

Accepted 27.04.2021
D0i:10.31464/jlere.815090

Keywords:

listening skill
listening strategies
listening achievement
listening self-efficacy

Acknowledgments

Statement of Publication Ethics

Authors’ Contribution Rate

Conflict of Interest

Listening Achievement***

Ali TURKEL"™

ABSTRACT

The purpose of this study is to determine the effect of teaching
listening strategies on 7th graders’ listening self-efficacy and listening
achievement. Therefore, one of the quantitative methods, quasi-
experimental method with control group was used. The research was
carried out with sixty 7th grade students in a secondary school in
Arpacay, Kars in the 2018-2019 academic year. The research lasted
eight weeks. Listening self-efficacy scale, narrative text achievement
test and informative text achievement test were used to collect data.
These scales were applied to the participants as pretest and posttest and
it's evaluated whether there is a significant difference between the two
tests. According to the analysis of the data, there was a significant
increase in the listening self-efficacy perception of the students in the
experimental group and their listening success in both text types
compared to the control group. In the light of these results, it was
determined that teaching listening strategies increased students'
listening self-efficacy and listening achievement.

The authors thank the journal reviewers and editor for their guidance in
improving this paper.

This study was conducted in accordance with scientific publication ethics. The
ethical approval for the study was obtained from the Governorship of Kars
with the document dated 16/11/2018 ,numbered 91782061-605.01-E21934428.

The manuscript was collaboratively composed from beginning to the end by
the two authors.

The authors declare that there is no conflict of interest.

PhD Student, ORCID ID: https://orcid.org/0000-0003-1234-601X , Dokuz Eylul University Turkish Language

Teaching Department, mertugur01@gmail.com

** Associate Professor, ORCID ID: https://orcid.org/0000-0003-4743-8766 , Dokuz Eylul University, Turkish Language
Teaching Department, ali.turkel@deu.edu.tr

***This study is derived from the first author’s master thesis titled “The effect of teaching listening strategies on
listening self-efficacy perception and listening achievement”.

Copyright © 2021 by JLERE- https://dergipark.org.tr/en/publ/jlere

ISSN: 2149-5602



https://dergipark.org.tr/en/pub/jlere
https://orcid.org/0000-0003-1234-601X
mailto:mertugur01@gmail.com
https://orcid.org/0000-0003-4743-8766
mailto:ali.turkel@deu.edu.tr

228 Mert UGUR & Ali TURKEL

Introduction

Among the four basic skills of language, which are reading, writing, listening and
speaking, listening is of great significance. Listening and reading are defined as
comprehension skills, whereas speaking and writing are the narration skills. Listening, as a
comprehension skill, is the very first language skill that is acquired by humans, of which
development is initiated prior to birth. The rest of the language skills are entirely built up
over the foundation of the listening skill. Listening skill is a significant field for the
development of learning, comprehension and intellectual skills (Gunes, 2007). Wolvin
(2012) states that, the listening practice should be a significant part of basic studies among
the educational program for today’s world of information. Personal and professional
achievements of students depend vastly on their effective communication skills. However,
it is possible to say that, for several reasons, the time provided for listening skill practices
is insufficient and that this skill is mostly underestimated (Dogan, 2016). On the other
hand, related studies reveal that the listening skill is the most frequently and intensely used
among others. According to Gonulal (2020), people are more inclined to listen, rather than
read, speak or write, which locates listening in the core of the language learning process.
Pinnell and Jaggar (2003) emphasize that, one makes use of the listening skill during at
least the half of the communication, which is realized on daily basis. According to Brent
and Anderson (1993), despite the fact that people acquire 80% of the information they
have via listening, most adults could have not achieved a listening efficiency of above 25%
(as cited by Turkel, 2012, p.129). Listening is mostly considered to be a passive skill and
that, it could have been enhanced without any assistance (Osada, 2004). The perception
that the listening skill is a self-sufficient one in terms of its development, resulted in the
neglection of it.

Listening skill is encountered during most of the human learning process (Dogan,
2016). Being a good listener is also the key for success. Listening is the foundation for
communication and acquisition of knowledge. Several studies have been realized
regarding the how students benefit from language skills in both their daily and academic
lives. Bird (1953) calculated the time that is spent for language skills in percentage as
follows: listening 42%, speaking 25%, reading 15% and writing %18. As per a survey that
was carried out among university students, they spared their time in percentage as follows:
listening 53%, reading 17%, speaking 16% and writing 14% (Barker 1980; as cited in
Cihangir, 2004, p.56). All these data reveal that the listening skill is the most used one
among others and that it should not be neglected but should be enhanced.

Perception of self-efficacy is effective on the life of the individual in various
aspects. Credence of self-efficacy are the judgements regarding one’s own skills for the
tasks to be undertaken for the realization of required arrangements and practices so that the
individual could accomplish certain things (Bandura, 1986; as cited in Linnenbrink &
Pitrinch, 2003). High or low levels of credence regarding self-efficacy are encountered in
various ways.

According to Aydin, Demircan and Innali (2015), individuals who enjoy high-level
of self-efficacy are decisive to successfully conclude arduous situations that they encounter
for the first time, instead of avoiding them. Whereas the ones with lower level of self-
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efficacy host more intense feelings of stress, nervousness and discontentment (Kilicoglu,
Karakus & Demir, 2011). In this regard, it is important to understand in what levels
students feel self-efficacy in listening. It is possible to state that; students with high-level
of self-efficacy would put more effort to overcome troubles that appear during the process
of listening and have more self-confidence to succeed. Whereas, for the ones with low-
level of self-efficacy, we can say that they would avoid the troubles of listening process,
easily get bored of listening activities and consider that their efforts would be of no effect
to change the outcome.

It is widely accepted that the listening skill has a high significance in the
communication process (Siegel, 2015). Most of the duty fall upon Turkish language
teachers, who are responsible for the mother language education. It should be considered
that students who reflect on the texts that they listen in Turkish language classes, question
and make inquiries about them realize a better learning (Sever, Kaya & Aslan, 2013).
Therefore, teachers shall guide their students and provide them with some techniques and
strategies to better benefit from the process of listening. It was for this purpose that, the
effect of listening strategies teaching on students’ perception of self-efficacy and their
listening accomplishments are inquired via this study.

Theoretical framework

Language is the most significant element of communication between humans. The
individual is required have an effective skill and habit of listening (Demir Atalay &
Melanlioglu, 2016). Having an effective listening skill is the prerequisite for one to build
up a healthy communication and have a concrete perception of his environment, incidents
and the life itself (1zin, 2005). Therefore, a high level of academic and social achievement
depends vastly on being an effective listener, hence receiving a well-designed listening
teaching.

Listening activity takes place in course of a process. Listeners perform some
cognitive and physical activities within this process. Hence, listening is not an activity,
which initiates and ends in an instant, but rather an activity of process that includes
numerous choices. Within this process, right choices would make it easier for the listener
to build up a meaning, whereas false ones would do the opposite (Yildiz, 2015). Taking
the listening durations within both educational and daily life into consideration, it becomes
clear that the listening activity shall be handled in a systematic manner. The necessity for
the teaching of listening strategies has been emphasized by the experts of field. Teachers
still mostly make use of the direct instruction method in today’s world. This fact increases
the duration for listening among students and they acquire 83% of what they learn via
listening (Ciftci, 2001). Therefore, it is possible to state that a student, whose listening skill
is not well-developed, is likely to experience an ineffective learning process, although his
intellectual capacity is not low.

Listening strategies may be defined as a set of physical and intellectual activities,
which are used by individuals before, during and after the listening process, in order to
increase the efficiency of it. Previously, listened was considered as a passive skill (Jung,
2003; Vandergrift, 2004). However, recently this view has lost its validity and it is
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accepted that listening is an active process, during which the audience interacts with the
listening material and builds up a meaning (Bentley & Bacon, 1996; Nunan, 1998; Holden,
2004). Utilization of some strategies during the process, would make it easier for the
audience to actively interact with the material and build up a meaning. Listening strategies
are utilized prior to, during and post listening activity. It may be helpful to describe these
strategies briefly.

Dogan (2016) states that the pre-listening strategies aims to prepare students for the
listening activity. This preparation has both intellectual and physical dimensions. Silence is
the primary physical preparation prior to listening. Other elements of physical dimension
may be sampled as; the organization of the source of sound and seating to enable an
effective hearing for all students, regulation of the room temperature and taking
precautions against outer noise. Intellectual strategies for pre-listening may be listed as
follows: describing the listening method and objectives, activating prior knowledge,
guessing, posing questions regarding the content of the material and looking for their
answers during the process of listening. As for pre-listening, there are also some strategies
that may be utilized during the listening activity. These are; the note-taking strategy, which
enables the recording of important parts of the listening material, making use of hints to
forecast about the material, the strategy of picking the key words that provide clues about
the subject of the listening material, pointing out the significant aspects by paying attention
to the intonation and emphasis of the speaker or the source of sound, the strategy of
building empathy which enables a bond with the characters and incidents that take place
within the content of the material, the strategy of relating with real life that enables the
bonding of incidents and situations in the listening material with the ones of real life,
materializing the auditory content via graphics, tables, diagrams and similar, question-
answer activity and re-listening. The purpose of all these activities is a better
understanding of the content.

During the post-listening process, students try to benefit from the listening activity
to the highest level by realizing activities like answering questions with the assistance of
pre-reading activities and notes which they took during the process of listening:
summarizing the content of the listening material and evaluating the text from certain
aspects (Dogan, 2016). Strategies of post-listening may be sampled as; summarization
strategy that points out important parts without going into detail, discussion strategy by
which different views on incidents, situations and characters are collected via discussion,
questioning the accuracy of pre-listening forecasts and the ones that were put forward
during listening, deduction strategy by which new knowledge was derived from the
information that was given in the material, cause and effect strategy, self-assessment
strategy by which strengths and weaknesses of listening process are determined, specifying
elements of incident, characters, setting, time and the narrator if the text was a narrative
one.

Listening strategies play a vital role for listening comprehension and in the
elimination of problems, which occur during the process of listening (Mendelsohn, 2006).
The purpose of strategic listening is to increase the level of comprehension. Individuals
who adopt them have a developed skill of forecasting and they are able to make use of the
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clues that are given in the text effectively (Akyol, 2006). The above mentioned
information reveals that teaching listening strategies shall be significantly dwelled on.

The purpose and significance of the study

Main purpose of this study is to find out whether teachings of listening strategies
have an effect on 7" graders, in terms of their perception of self-efficacy in listening and
their listening achievements. Listening is the most widely used skill in daily and academic
lives of individuals. It is important that this skill is developed and utilized with correct
methods and strategies; as for the skills of reading, speaking and writing. Individuals, who
utilize it correctly, are successful in all aspects of life. Therefore, the study puts forward
the hypothesis that the enhancement of listening skills and utilization of listening strategies
would contribute to every aspect of the individuals’ lives.

Literature review reveals that there are only a few studies regarding the effect of
listening strategy teaching on the perception of self-efficacy for listening and listening
achievements. This study aims to cover up this deficiency, provide a contribution to the
field and light the way with the outcomes of this study for researchers, who would like to
study on this field.

Within the content of the study, the problem statement is posed as follows:

Does listening strategy teaching have an effect on 7" graders’ perception of self-
efficacy in listening and their listening achievements?

Subproblems that are derived from the problem statement are as follows:
1) For the experimental and control groups:

a) is there a significant difference between the results of listening self-efficacy
pretests?

b) is there a significant difference between the results of pretests on the
achievement of narrative text listening?

c) is there a significant difference between the results of pretests on the
achievement of informative text listening?

2) For the experimental and control groups

a) is there a significant difference between the results of listening self-efficacy
posttests?

b) is there a significant difference between the results of posttests on the
achievement of narrative text listening?

c) is there a significant difference between the results of posttests on the
achievement of informative text listening?
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3) For the experimental and control groups

a) is there a significant difference between the results of listening self-efficacy
pretests and posttests?

b) is there a significant difference between the results of pretests and posttests on
the achievement of narrative text listening?

c) is there a significant difference between the results of pretests and posttests on
the achievement of informative text listening?

Methodology

Research design and publication ethics

In the study, which was carried out in order to determine the effect of listening
strategy teaching on 7™ graders’ perception of self-efficacy in listening and their listening
achievements, a semi-experimental survey model with pretest and posttest control groups
is utilized. According to Karasar (2015: 97), there are two groups in the pretest/posttest-
based model and those groups are formed via random assignment. They are used as the
experimental and control groups. Measurements are taken from both groups, prior to and
post experiments. The model includes pretest, which provides information regarding the
levels of similarity between groups before the experiment and enables the regulation of
outcomes of the posttest accordingly. Ethical principles were followed at every stage of the
study. The ethical approval for the study was obtained from the Governorship of Kars with
the document dated 16/11/2018 and numbered 91782061-605.01-E21934428.

Participants

The participants of the study are the students, who attend the boarding secondary
school located in the Arpacay district of city of Kars and constitute two 7th grade classes
namely 7-C and 7-D, during the academic year 2018-2019. Totally, 60 students
participated in the study, who were divided by half into the experimental group and the
control group. The participants are made up of 25 female and 35 male students.

Data collection and analysis

For the data collection process, Listening Self-Efficacy Scale of Aydin, Demircan
and Innali (2015) and Achievement Test for Narrative Texts and Achievement Test for
Informative Texts by Katranci (2012) are used. These scales are implemented on
experimental and control group students as pretests. Later, listening strategies were
practiced with the students of experimental group for 8 weeks, whereas control group
students carried on their standard schedules of the curriculum. By the end of the
implementation process, same scales were implemented as the posttests for both
experimental and control groups.

SPSS 22 (Statistic Package for Social Sciences) program was used for the analysis
of the collected data. Descriptive statistics of percentage, frequency, arithmetic average;
and parametric statistics of independent t-test and dependent t-test were used.
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Independent t-tests were used for the comparison of pretest and posttest of groups
before and after the experiment, whereas dependent t-tests were used for the comparison of
pretest and posttest scores within each group. Nevertheless, effect size was described for
the analysis of all subproblems.

Eta-squared (n2), which is the effect size, explains the level of total variance of
independent variable within the dependent variable. (Buyukozturk, 2016).

Procedure

The purpose of this survey is to determine the effect of listening strategies teaching
on 7" graders’ perception of self-efficacy in listening and their listening achievements.
Therefore, the experimental group was provided with listening strategies teachings, which
include some activities that were carried out via listening texts. Prior to the implementation
phase, Listening Self-Efficacy Scale, Achievement Test for Narrative Texts and
Achievement Test for Informative Texts were applied to both experimental and control
groups. Scales and tests, which were applied as pretests, were also applied as posttests by
the end of the implementation phase. Implementation phase of the survey lasted 8 weeks.

During the implementation phase, experimental group participants were taught
some listening strategies for 2 periods per week and some activities were carried out
accordingly. Activities, which are carried out with the experimental group, are planned and
implemented by the surveyor. Purpose of the implementations is to improve students’
perception of listening self-efficacy and their listening achievements. Therefore, some
drills, which were related with the listening texts, were handed out to the experimental
group students. Students studied on the drills on the basis of the texts that they listened to.

Activities, which were built on the listening strategies, consisted of 4 texts totally:
2 narrative and 2 informative. Listening texts were derived from textbooks, which were
approved by TTKB (Board of Education and Discipline) as per the Turkish Language
Curriculum. A pool of 5 narrative and 5 informative texts was formed for the selection of
texts. Experts of the field are consulted for this selection. Each text was studied for two
weeks. Whereas, participants of control group have not been subject to any experimental
process, but instead they studied texts in “Turkish Language Textbook for 7" Graders” of
MEB (Ministry of National Education) and carried out related activities as planned in the
curriculum.

Results

This section of the study includes findings regarding the subproblems and related
interpretations.

Findings and Interpretations Regarding The First Subproblem of The Survey
The first subproblem was stated as:

A) Is there a significant difference between the results of listening self-efficacy pretests of
the experimental group and the control group? Results are presented in Table 1.
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Table 1. Experimental and Control Groups’ Statistical Results of Pretest Independent t-Test of
Listening Self-Efficacy Scores

Group N X S Sd t p
Experimental 30 193,000 31,061
G. 58 186 853
Control G. 30 191,566 28.579

Analysis of Table 1 reveals the proximity of the experimental and control groups’
averages. There is no statistically significant difference (ts)=,186, p>,05). Average of
experimental group students is (X=193,000) and average of control group students is
(X=191,566). It is possible to accept that, groups were equivalent in terms of listening self-
efficacy, prior to the phase of experimental process. Effect size was calculated to be small
(n?=,001).

B) Is there a significant difference between the results of experimental and control groups’
pretests on the achievement of narrative text listening? Results are presented in Table 2.

Table 2. Experimental and Control Groups’ Statistical Results of Pretest Independent t-Test of
Narrative Text Achievement Scores

Group N X S Sd t p
Experimental 30 5,833 1,858
G. 58 -876 385
Control G. 30 6,233 1,675

Analysis of Table 2 reveals the proximity of the experimental and control groups’
averages. There is no statistically significant difference (tss)=-,876, p>,05). Average of
experimental group students is (X=5,833) and average of control group students is
(X=6,233). It is possible to accept that, groups were equivalent in their achievements of
narrative text listening, prior to the phase of experimental process. Effect size was
calculated to be small (n?=,001).

C) Is there a significant difference between the results of experimental and control groups’
pretests on the achievement of informative text listening? Results are presented in Table 3.

Table 3. Experimental and Control Groups’ Statistical Results of Pretest Independent t-Test of
Informative Text Achievement Scores

Group N X S sd t p

Experimental 30 6,666 2,186
G. 58 522 604

Control G. 30 6,366 2,266

© 2021 Journal of Language Education and Research, 7(2), 227-257



Analysis of Table 3 reveals the proximity of the experimental and control groups’
averages. There is no statistically significant difference between the results of two groups’
pretests on the achievement of informative text listening (tss)=,522, p>,05). Average of
experimental group students is (X=6,666) and average of control group students is
(X=6,366). It is possible to accept that, groups were equivalent in their achievements of
narrative text listening, prior to the phase of experimental process. Effect size was
calculated to be small (n?=,001).

Given that there is no significant difference among the three measurements of
experimental and control groups, it is possible to assert that the groups were equivalent in
terms of their listening self-efficacy and listening achievements, prior to the experimental
process.

Findings and Interpretations Regarding The Second Subproblem of The Survey

A) Is there a significant difference between the results of listening self-efficacy posttests of
the experimental group and the control group? Results are presented in Table 4.

Table 4. Experimental and Control Groups’ Statistical Results of Posttest Independent t-Test of
Listening Self-Efficacy Scores

Group N X S sd t p

Experimental 30 220,533 28.962

G. 58 4,892 ,000
Control G. 30 182,400 31,367

Analysis of Table 4 reveals a significant difference in favor of the experimental
group (t8=4,892, p<,05). Average of experimental group students is verified as
(X=220,533), whereas the average of control group students are (X=182,400). As per these
results, it is possible to state that listening strategies teaching has improved listening self-
efficacy. This situation can also be interpreted by saying that the students, who acquire and
effectively make use of listening strategies, perceive themselves to be more self sufficient
in listening. The effect size is as calculated large (n?=,291).

B) Is there a significant difference between the results of experimental and control groups’
posttests on the achievement of narrative text listening? Results are presented in Table 5.

Table 5. Experimental and Control Groups’ Statistical Results of Posttest Independent t-Test of
Narrative Text Achievement Scores

Group N X S sd t p

Experimental 30 7,866 1,525
G 58 4,747 ,000

Control G. 30 5,833 1,728
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As per the analysis of Table 5, score averages of achievements of narrative text
listening are statistically significant in favor of the experimental group (tss)=4,747, p<,05).
Average of experimental group students appears to be (X=7,866), whereas the average of
control group students are (X=5,833). The efficiency of listening strategies teaching can be
explanation for the significant difference between the scores of achievement of narrative
text listening in favor of the experimental group. The effect size is calculated as large (n?
=,279).

C) Is there a significant difference between the results of experimental and control groups’
posttests on the achievement of informative text listening? Results are presented in Table
6.

Table 6. Experimental and Control Groups’ Statistical Results of Posttest Independent t-Test of
Informative Text Achievement Scores

Group N X S sd t p

Experimental 30 9,400 1,220
G 58 5,805 ,000

Control G. 30 6,933 1,981

As per the analysis of Table 6, a statistically significant difference is observed in
between score averages of achievements of informative text listening in favor of the
experimental group (tss)=5,805, p<,05). Average of experimental group students appears
to be (X=9,400), whereas the average of control group students are (X=6,933). The
efficiency of listening strategies teaching can be explanation for the significant difference
between the scores of achievement of informative text listening in favor of the
experimental group. In other words, listening strategies teaching has increased students’
achievements in informative texts. The effect size is calculated as large (n?=,367).

Regarding the first subproblem of the survey, no significant difference was
observed in between the pretest results of experimental and control groups. Whereas for
the posttests of second subproblem, a significant difference was observed in the results of
each of three dependent variables. Therefore, it is possible to state that listening strategies
implementations have been effective in the improvement of students’ achievements of
listening and their self-efficacy. It is also possible to reach the conclusion that the activities
that teachers and students are provided with the textbooks of MEB (Ministry of National
Education) are not sufficient for the improvement of students’ listening self-efficacy and
their achievements in listening and that those resources should be improved.
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Findings and Interpretations Regarding The Third Subproblem of The Survey

The third subproblem is:

A) Is there a significant difference between the results of experimental and control
groups’ listening self-efficacy pretests and posttests? In accordance with the findings,
which were derived from the statistical results of dependent t-test, the inner variations of
experimental and control groups for the third subproblem of the survey are approached
with dependent t-test and are presented as below.

Table 7. Experimental and Control Groups Statistical Results of Dependent t-Test of Pretest and
Posttest Self-Efficacy Average Scores

Group Measurement N X S sd t p
i Pretest 30 193,000 31,061
Experimental 29 8,500 000
G. Posttest 30 220,533 28,962
Pretest 30 191,566 28,579
Control G. 29 2,730 ,011
Posttest 30 182,400 31,367

As seen in Table 7, listening strategies implementations on the experimental group
has provided an increase of 13% in the average of self-efficacy scores (t(9)= -8,500, p<
,05).  Whereas, the activities of MEB (Ministry of National Education) textbook has
caused a slight decrease in the listening self-efficacy of students, who are in the control
group (tee= 2,730 p<,05). It is possible to address this situation as a proof that, listening
strategies teaching is effective in the improvement of listening self-efficacy. The reason
why texts and related practices in the Turkish language textbook caused a slight decrease
in students’ self-efficacy, instead of improving it as expected can be that; they were
insufficient and not designed in accordance with the interests and requirements of students.
Effect size is measured as large for both the experimental (n? =,734) and the control group
(n?=,210).

B) Is there a significant difference between the results of experimental and control groups’
pretests and posttests on the achievement of narrative text listening? Results are presented
in Table 8.

Table 8. Experimental and Control Groups’ Statistical Results of Dependent t-Test of Pretest and
Posttest on the Narrative Text Achievement

Group Measurement N X S sd t p
i Pretest 30 5,833 1,858
Experimental 29 6,506 000
G. Posttest 30 7,866 1,525
Pretest 30 6,233 1,675
Control G. 29 1,054 ,300

Posttest 30 5,833 1,782
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As seen in Table 8, listening strategies implementations on the experimental group
has provided an increase of 26% in the narrative text achievement in the experimental
group (tee)= -6,506, p<,05). As a result, it is possible to address this situation as a proof
that, listening strategies teaching is effective in the improvement of experimental group
students’ narrative text achievements. Whereas the activities of the textbook have caused a
slight decrease in the narrative text achievements of students, who are in the control group,
just as in their self-efficacy in listening. The decrease is not statistically significant (tee)=
1,504 p>,05).

Effect size is measured as large (n?=,601) for the experimental group and small (n?=,038)
for the control group.

C) Is there a significant difference between the results of pretests and posttests on the
achievement of informative text listening?

Table 9. Experimental and Control Groups’ Statistical Results of Dependent t-Test of Pretest and
Posttest on the Informative Text Achievement

Group Measurement N X S sd t p
i Pretest 30 6,666 2,186
Experimental 29 7186 000
G. Posttest 30 9,400 1,220
Pretest 30 6,366 2,266
Control G. 29 -1,255 ,219
Posttest 30 6,933 1,981

As seen in Table 9, listening strategies and related practises has provided an
increase of 29% in the informative test achievement of the experimental group (tee)= -
7,186, p<,05). On the other hand, practises of the textbook has provided some increase in
the informative text achievement of the control group (te9= -1,255 p>,05), however this
increase is not in a level to create a significant difference. This slight increase might be due
to the recall of pretest experiences of the students. Effect size is measured as large (n?
=,648) for the experimental group and small (n?=,053) for the control group.

The analysis of the third subproblem showed that the results of all three dependent
variables of the experimental group reveal a significant difference in favor of the posttest.
Whereas for the control group, their posttest listening self-efficacy and narrative text
achievement reveals a decrease in an insignificant way and their informative text
achievement revels an insignificant increase. Taking these results into consideration, it is
possible to state that listening strategies teaching and related practises have increased
students’ listening achievements and their perception of self-efficacy for listening.

Discussion and conclusion

The analysis of literature regarding listening skills has revealed that various
methods, techniques and strategies have a positive contribution in the improvement of
listening skills and that they have a positive effect on listening achievements (Kaplan,
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2004; Dogan, 2007; Katranci, 2012; Yildiz, 2015; Kassem, 2015; Simasangyaporn, 2016).
This fact supports the results of this study.

Notion of self-efficacy involves the self- evaluation of the individual in order to
perform a task and determine challenging issues in learning (Aydin, Demircan & Innali,
2015). According to Bandura (1994), self-efficacy is not about individual’s level of
competency in his skills, but it is about how much he believes in them (as cited by
Akkoyunlu, Orhan & Umay, 2005:1). Individuals, who have a high-level belief in their
self-efficacy exert more effort in order to succeed, whereas the ones with a lower level of
self-efficacy give in and up more easily and have a difficulty in overcoming their concerns
and feelings of anxiety. Several surveys reveal that teaching of various strategies, methods
and techniques have provided a considerable increase in students’ perception of self-
efficacy (Muldur, 2017; Ayaz, 2018; Korkmaz, 2015). Rahimi & Abedini (2009) have
determined that there is a strong relation between listening self-efficacy and listening
achievement.

The comparison of experimental group students’ pretest and posttest results of self-
efficacy scale shows a significant difference in favor of posttest. There is an increase of
13% in the experimental group students’ perception of self-efficacy. Whereas, the listening
self-efficacy scale’s pretest and post test scores of control group students’, an insignificant
decrease is specified. As a result, it is determined that listening strategies teaching
increased experimental group students’ perception of self-efficacy in listening self-
efficacy.

The comparison of pretest and posttest scores for narrative text achievement of
experimental group students has revealed a significant difference in favor of posttest. An
increase of approximately 26% was provided in narrative text achievement when
compared with the pretest. On the other hand, when the results of control group students
are analyzed, an insignificant decrease in narrative text achievement was observed in their
narrative text achievements. Conclusively, it is determined that listening strategies
teaching and related activities have increased listening achievements for narrative texts.

The comparison of pretest and posttest scores for informative text achievement of
experimental group students, has revealed a significant difference in favor of posttest.
Experimental group students’ informative text achievements have increased 29%
approximately. When the results of the control group are analyzed, it is seen that there is
an increase in their informative text achievements, however that it has not created a
significant difference. Therefore, it is concluded that listening strategies teaching and
activities that are carried out in accordance with these strategies has increased
achievements in texts of informative type.

The comparison of posttest scores of experimental and control groups put forward a
significant difference in favor of the experimental group’s posttests for all three scales.
With reference to surveys, which reveal similar results, Yildiz (2015) surveyed about the
effect of listening strategies teaching on skills of listening comprehension and stated that
there is a significant difference in favor of posttests as a result of the pretests and posttests
that were carried out. Katranci (2012), analyzed the effect of meta cognition strategies
teachings on listening comprehension skills and concluded that there was a significant
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difference in listening comprehension in favor of the experimental group. Kocaadam
(2011), surveyed about the effect of note-taking training on listening skills and determined
that the scores of experimental group students’ posttests were significantly higher than the
scores of the control group students. Kassem (2015) analyzed the relation between the use
of listening strategies and the perception of self-efficacy in listening and reached the
conclusion that, students who frequently use listening strategies have a higher level of
listening skills and perception of listening self-efficacy. As revealed by the above
mentioned results, teaching of listening methods and strategies positively effect students’
listening achievements and their perception of self-efficacy.

In accordance with the results that are derived from this survey, it is recommended
that similar surveys should be carried out in various educational institutions, the
competency and awareness of teacher candidates should be improved with regards to the
use of listening strategies within the “Listening Training” module which is included in
Turkish Language Teacher Training under-graduate program, in-service trainings for the
effective use of listening strategies should be provided for the teachers, who are presently
on duty and the listening practices in Turkish language textbooks should be re-organized in
order to make them convenient for the implementation of listening strategies.
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Giris

Dort temel dil becerisi olan okuma, yazma, dinleme ve konugma becerileri arasinda
dinleme becerisinin 6nemi biiyliktiir. Dinleme ve okuma, anlama; konusma ve yazma,
anlatma becerileri olarak adlandirilmaktadir. Bir anlama becerisi olan dinleme, ilk
kazanilan dil becerisi olup heniiz diinyaya gelmeden dnce gelismeye baslamaktadir. Diger
dil becerilerinin tiimii dinleme becerisi {izerine yapilandirilmaktadir. Dinleme becerisi,
ogrenme, anlama ve zihinsel becerileri gelistirmede 6nemli bir alandir (Giines, 2007).
Wolvin’e (2012) gore giiniimiiz bilgi diinyasinda dinleme egitimi, 6gretim programindaki
temel calismalarin énemli bir parcasi olmalidir. Ogrencilerin Kisisel ve profesyonel
alandaki basarilar1 biiyiik 6l¢iide etkili iletisim kurabilmelerine baglidir. Buna karsin gesitli
nedenlerden otiirti dinleme becerisi egitimine ayrilan zamanin ¢ok az oldugu ve bu
beceriye gerekli 6nemin verilmedigi sOylenebilir (Dogan, 2016). Ancak ilgili calismalar
dinleme becerisinin en stk ve en ¢ok kullanilan dil becerisi oldugunu gostermektedir.
Gonulal’a (2020) gore insanlar okuduklarindan, konustuklarindan veya yazdiklarindan
daha fazla dinleme egilimindedirler, bu da muhtemelen dinlemeyi dil 6grenme siirecinin
merkezine koymaktadir. Pinnell ve Jaggar (2003), bir insanin giin i¢inde kurdugu
iletisimin en az yarisinda dinleme becerisini kullandigini1 vurgulamaktadir. Brent ve
Anderson’a (1993) gore insanlar bilgilerinin %80’ini dinleme yoluyla kazanirlar buna
ragmen birgok erigskinin dinleme verimliligini %25’in stline ¢ikaramadigi ifade
edilmektedir (aktaran Tiirkel, 2012, s.129). Dinleme edilgen bir beceri olarak diisiiniiliir ve
cogunlukla herhangi bir yardim olmaksizin gelistirilebilecegi diistiniilmektedir (Osada,
2004). Dinleme becerisinin kendine kendine gelisebilecek bir beceri oldugu diisiincesi
dinleme egitiminin ihmal edilmesine neden olmustur.

Insan hayatindaki 6grenmelerin bircogunda dinleme becerisi karsimiza ¢ikmaktadir
(Dogan, 2016). lyi bir dinleyici olmak, basarinin da anahtaridir. Dinleme, iletisimin ve
bilgi edinmenin temelidir. Giindelik hayatta ve akademik olarak okul yasaminda dil
becerilerinden yararlanma oranlariyla ilgili ¢esitli ¢alismalar gergeklestirilmistir. Bird
(1953), dinlemeye %42, konusmaya %25, okumaya %15, yazmaya %18 zaman ayrildigini
belirlemistir. Universitede 6grenim géren o&grencilerle yapilan bir arastirmaya gore
dinlemeye %53, okumaya %17, konusmaya %16 ve yazmaya %14 vakit ayrildig: ifade
edilmektedir (Barker 1980; aktaran Cihangir, 2004, s.56). Tim bu veriler bize dinleme
becerisinin en ¢ok kullanilan dil becerisi oldugunu, ihmal edilmemesi ve gelistirilmesi
gereken bir beceri oldugunu gostermektedir.

Oz yeterlik algis1 bireyin hayatin1 ¢ok farkli yonlerden etkileyebilmektedir. Oz
yeterlik inanci, bireyin belli bir basartya ulagmak i¢in gerekli diizenleme ve uygulamalari
gerceklestirmede yapacaklar1 islere yonelik kendi yetenekleri hakkindaki yargilaridir
(Bandura, 1986; akt. Linnenbrink & Pitrinch, 2003). Oz yeterlik inancinin yiiksek veya
diisiik olmas1 farkli sekillerde karsimiza ¢ikmaktadir. Aydin, Demircan ve Innali’ya (2015)
gore yiiksek 6z yeterlik inancina sahip bireyler ilk kez karsilastiklar1 ve caba sarf etmeleri
gereken durumlardan kagmak yerine bu durumlari basarili bir bigimde sonuca ulastirma
konusunda kararhidirlar. Oz yeterligi zayif olan bireyler ise 6z yeterligi yiiksek bireylere
gore daha fazla stres, gerginlik ve hosnutsuzluk duygularina sahiptirler(Kiligoglu, Karakus
& Demir, 2011). Bu baglamda 6grencilerin kendilerini dinleme konusunda ne diizeyde
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yeterli gordiikleri onemlidir. Dinleme 6z yeterlik algis1 yiiksek o6grencilerin dinleme
stireclerindeki problemlerle basa ¢ikmak igin daha ¢ok ¢aba sarf edecegi, basarmak igin
kendilerine daha ¢ok giivenecekleri sdylenebilir. Dinleme 06z yeterlik algist diisiik
ogrencilerin ise dinleme siireglerindeki problemlerle basa ¢ikmaktan kaginacagi, dinleme
etkinliklerinden kolay sikilacagi, ¢abalariin sonucu degistirmeyecegini diisiinecegi ifade
edilebilir.

Dinleme becerisinin iletisim siirecinde biiyiik bir 6neme sahip oldugu yaygin olarak
kabul edilmektedir (Siegel, 2015). Bu becerinin gelistirilmesinde ana dili egitiminden
sorumlu olan Tiirkce Ogretmenlerine biiylik gorevler diismektedir. Tiirk¢e derslerinde
dinledigi metin iizerinde disiinen, disiindiiklerini soran, sorgulayan 6grencilerin daha iyi
ogrenmeler gergeklestirdigi goz oniinde bulundurulmalidir (Sever, Kaya & Aslan, 2013).
Bu nedenle 6gretmenler 6grencilere dinleme siirecinden daha etkin bir sekilde nasil
yararlanabilecekleri konusunda cesitli teknik ve stratejileri 6gretmeli, onlara bu konuda
rehberlik etmelidirler. Bu amagla calismada dinleme stratejileri 6gretiminin 6grencilerin
dinleme 6z yeterlik algilarina ve dinleme basarilarina olan etkisi aragtirilmistir.

Kuramsal cerceve

Insanlar arasindaki iletisimin gerceklesmesini saglayan en onemli unsur dildir.
Etkili bir iletisim i¢in de, bireyin etkili dinleme yetenegi ve aligkanligina sahip olmasi
gerekmektedir (Demir Atalay & Melanlioglu, 2016). Insan ancak etkili bir dinleme
becerisine sahip olursa diger insanlarla saglikli iletisim kurabilir, ¢evresini, olaylar1 ve
yasami dogru algilayabilir (Izin, 2005). Bundan dolay1 6grencilerin akademik ve sosyal
basarilarinin yiiksek olmasi, etkili bir dinleyici olmalarina dolayisiyla iyi bir dinleme
egitimi almalarina baghdir.

Dinleme etkinligi bir siire¢ i¢inde olmaktadir. Dinleyiciler bu siireg iginde bir takim
biligsel ve fiziksel faaliyetler ger¢eklestirmektedir. Dolayisiyla dinleme bir anda baglayip
biten bir etkinlik degil, igerisinde birgok se¢im barindiran bir siire¢ etkinligidir. Bu siireg
icerisinde dogru segimler dinleyicinin anlam kurmasini kolaylastirirken yanlis tercihler ise
anlam kurmay1 zorlastirmaktadir(Yildiz, 2015). Hem egitim siirecinde hem de giinliik
hayatta dinlemeyle gegirilen siireler géz oniinde bulunduruldugunda dinlemenin sistemli
bir sekilde ele alinmasi gerektigi ortaya ¢ikmaktadir. Dinleme stratejileri ogretiminin
gerekliligi alan uzmanlar tarafindan vurgulanmistir. Giiniimiizde 6gretmenlerin hala en
cok kullandigi yontem diiz anlatim yontemidir. Bu durum da o6grencilerin dinlemeye
ayirdiklart zamani arttirmakta, 6grenciler ogrendiklerinin yaklasik %83’tinti dinleme
yoluyla elde etmektedirler (Cif¢i, 2001). Dolayistyla dinleme becerisi iyi olmayan bir
Ogrencinin, zihinsel kapasite acisindan zayif olmasa bile verimsiz bir 6grenme siireci
yasayacagi sOylenebilir.

Dinleme stratejileri, bireylerin dinleme etkililigini arttirmak igin dinleme
Oncesinde, dinleme sirasinda ve dinleme sonrasinda kullandiklar1 birtakim fiziksel ve
zihinsel etkinlikler olarak tanimlanabilir. Onceden dinlemenin pasif bir yetenek oldugu
diistiniilmekteydi (Jung, 2003; Vandergrift, 2004). Son zamanlarda ise bu goriis
gecerliligini kaybetmis, dinlemenin dinleyicilerin dinlenen materyalle etkilesime girerek
anlam olusturmasini gerektiren aktif bir siire¢ oldugu goriisii kabul gérmiistiir (Bentley &
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Bacon, 1996; Nunan, 1998; Holden, 2004). Boyle bir siiregte de dinleyicilerin birtakim
stratejiler kullanmasi1 dinlenen materyalle aktif bir sekilde etkilesime girerek anlam
kurmasini kolaylastiracaktir. Dinleme stratejileri dinleme Oncesinde, dinleme sirasinda ve
dinleme sonrasinda kullanilan stratejilerdir. Bunlardan kisaca bahsetmek faydali olacaktir.

Dogan’a (2016) gore dinleme oncesinde kullanilan stratejiler 6grencileri dinleme
etkinligine hazirlama amaci tasir. Bu hazirlik hem zihinsel hem de fiziksel boyuttadir.
Dinleme 6ncesi ¢alismalarin fiziksel boyutunda ilk sirada sessizligin saglanmasi yer alir.
Fiziksel boyutlar arasinda sayilabilecek diger hususlara ses kaynaginin tim Ogrenciler
tarafindan rahatlikla duyulabilecek sekilde diizenlenmesi, smiftaki tiim ogrencilerin
saglikli bir sekilde duyabilecek bigimde oturmasi, ortam sicakliginin dinlemeye uygun
olarak diizenlenmesi, disaridan gelebilecek yabanci seslere karsi 6nlem alinmasi gibi
ornekler sayilabilir. Dinleme 6ncesinde kullanilabilecek zihinsel stratejilere ise dinleme
yontemini ve amacim belirleme, 6n bilgileri harekete gecirme, tahminde bulunma,
dinlenecek icerige yonelik sorular olusturma ve dinleme sirasinda bu sorulara cevap arama
gibi 6rnekler verilebilir.

Dinleme Oncesinde oldugu gibi dinleme sirasinda da kullanilan bazi stratejiler
bulunmaktadir. Bu stratejiler dinlenen igerikteki 6nemli boliimlerin kayit altina alinmasini
saglayan not alma stratejisi; dinleme aninda ipuglarindan yola ¢ikarak dinlenen metne
iliskin tahminde bulunma; dinlenen igerikteki konuyla ilgili ipuglari veren anahtar
kelimeleri belirleme stratejisi; konugmacinin veya ses kaynagimin vurgu ve tonlamalarina
dikkat ederek ©Onemli noktalar1 belirleme; dinlenen igerikteki karakter ve olaylarla
duygudashik kurmayi saglayan empati kurma stratejisi; dinlenen igerikteki olay ve
durumlarla gergek hayat arasinda bag kurmayi saglayan gercek hayatla iliskilendirme
stratejisi; grafik, tablo, resim, sema vb. kullanarak dinlenen igerigin somutlastirilmast;
soru-cevap etkinligi; tekrar dinleme gibi stratejilerdir. Tiim bu stratejilerin amaci dinlenen
icerigin daha iyi anlagilmasidir.

Dinleme etkinliginden sonraki siiregte Ggrenciler dinleme Oncesinde {izerinde
durulan konular ve dinleme sirasinda alinan notlarin yardimiyla, soru sorulmussa bu
sorulart yanitlama, dinlenen igerigin 6zetini yapma, metni ¢esitli agilardan degerlendirme
gibi etkinlikleri gerceklestirip dinleme etkinliginden en st seviyede faydalanmaya
calisirlar (Dogan, 2016). Dinleme sonrasi stratejilerine dinlenen igerikteki Onemli
boliimlerin ayrintilara girilmeden ifade edildigi 6zetleme stratejisi; dinlenen igerikteki
olaylarin, durumlarin, kisilerin vb. tartisilarak farkli goriislerin ortaya c¢ikarildig: tartisma
stratejisi; dinleme Oncesi ve sirasinda yapilan tahminlerin dogrulugunu sorgulama;
dinlenen igerikte yer alan bilgilerden yeni bilgilere ulasildigi ¢ikarim yapma stratejisi;
neden-sonug iligkisi kurma stratejisi; dinleme siirecinde giligli ve zayif yonlerin
belirlendigi 6z degerlendirme stratejisi, olay metinlerinde olay, kisi, yer, zaman ve anlatici
gibi yap1 unsurlariin belirlenmesi gibi stratejiler 6rnek verilebilir.

Dinledigini anlamada ve dinleme siirecinde yasanan sorunlarin ortadan
kaldirilmasinda dinleme stratejileri hayati bir 6neme sahiptir (Mendelsohn, 2006). Stratejik
dinlemenin amaci, anlamanin derecesini yiikseltmektir. Dinleme stratejisini kullanan
bireylerin tahmin becerisi gelismistir ve metindeki ipuglarmi etkili bir sekilde
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kullanabilirler (Akyol, 2006). Tiim bunlar bize dinleme stratejisi dgretiminin iizerinde
onemle durulmasi gereken bir konu oldugunu géstermektedir.

Arastirmanin amaci ve 6nemi

Bu arastirmanin temel amaci, dinleme stratejileri 6gretiminin ilkogretim 7. sinif
ogrencilerinin dinleme 6z yeterlik algilarina ve dinleme basarilarina bir etkisinin olup
olmadiginin belirlenmesidir. Dinleme becerisi, bireylerin giinliik hayatta ve egitim
hayatlarinda en ¢ok kullandiklar1 beceridir. Bu becerinin tipki okuma, konugma ve yazma
becerileri gibi gelistirilmesi ve dogru ydntem ve stratejilerle kullanilmasi 6nem
tasimaktadir. Dinleme becerisini dogru kullanan bireyler, hayatin her alaninda da basarili
bireyler olarak karsimiza ¢ikmaktadir. Bu acidan bakildiginda dinleme becerisini
gelistirmenin ve dinleme stratejilerini kullanmanin bireylere yasamin her alaninda katki
saglayacagi ¢calismada varsayim olarak ileri stiriilmiistiir.

Alan yazin incelendiginde dinleme stratejileri 6gretiminin dinleme 6z yeterlik
algisina ve dinleme basarisina etkisine yonelik az sayida arastirmaya rastlanmistir. Bu
calisma ile alan yazindaki bu boslugun doldurulmasi, alana katki sunulmasi ve
arastirmanin sonuglarinin bu alanda ¢alisma yapmak isteyen arastirmacilara 1s1k tutmasi
hedeflenmektedir.

Arastirmanin kapsamina bagli olarak problem ciimlesi su sekilde belirlenmistir:

Dinleme stratejileri ogretiminin ilkogretim 7. siif Ogrencilerinin dinleme 6z
yeterlik algilarina ve dinleme bagarilarina etkisi var midir?

Problem ciimlesine bagli olarak olusturulan alt problemler sunlardir:
1) Deney ve kontrol gruplarinin,
a) dinleme 6z yeterlik 6n test sonuglari arasinda anlamli bir fark var midir?

b) dykiileyici metin dinleme basaris1 6n test sonuglar1 arasinda anlamli bir fark var
midir?

¢) bilgilendirici metin 6n test sonuglar1 arasinda anlamli bir fark var midir?
2) Deney ve kontrol gruplarinin,
a) dinleme 6z yeterlik son test sonuglar1 arasinda anlamli bir fark var midir?

b) Oykiileyici metin dinleme basarisi son test sonucglar1 arasinda anlaml bir fark var
midir?

c¢) bilgilendirici metin dinleme basaris1 son test sonuglar1 arasinda anlamli bir fark
var midir?

3)Deney ve kontrol gruplarinin,
a) dinleme 6z yeterlik On test-son test sonuglart arasinda anlamli bir fark var midir?

b) Oykiileyici metin dinleme basaris1 on test-son test sonuglar1 arasinda anlamli bir
fark var midir?

c)bilgilendirici metin dinleme basarist 6n test-son test sonuglari arasinda anlamli bir
fark var midir?
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Yontem
Arastirma deseni ve yayn etigi

Dinleme stratejileri 0gretiminin ilkdgretim 7. smif Ogrencilerinin dinleme 6z
yeterlik algilarina ve dinleme basarilarina etkisini belirlemek amaciyla yapilan arastirmada
On test- son test kontrol gruplu yart deneysel arastirma modeli kullanilmistir. Karasar’a
(2015: 97) gore Ontest sonteste dayali kontrol gruplu modelde rastgele atama ile
olusturulmus iki grup vardir. Bu gruplardan biri deney biri kontrol grubu olarak kullanilir.
Her iki gruptan da deney Oncesinde ve sonrasinda Ol¢iimler alimir. Modelde oOntest
bulunmasi bu gruplarin deneysel islem 6ncesindeki benzerlik seviyelerinin bilinmesine ve
sontestten elde edilen sonuglarin bu dogrultuda diizeltilmesine yardime1 olur. Arastirmanin
her asamasinda gerekli etik ilkelere uyulmustur. Olgeklerin katilimcilara uygulanmasi igin
gereken etik kurul izni Kars Valiligi 11 Milli Egitim Miidiirliigiinden 16/11/2018 tarihli ve
91782061-605.01-E21934428 sayili belge ile alinmistir.

Katilimcilar

Aragtirmanin katilime1 grubunu 2018-2019 egitim-6gretim yilinda Kars ili Arpacay
ilgesi Yatili Bolge ortaokulunda 6grenim gormekte olan 7-C ve 7-D siiflarindaki
ogrenciler olusturmustur. Calismaya deney grubundan 30 kontrol grubundan 30 olmak
iizere toplamda 60 6grenci katilmistir. Katilimeilarin 25’1 kadin, 35’1 ise erkektir.

Verilerin toplanmasi ve analizi

Verilerin toplanmas1 siirecinde Aydin, Demircan ve Innali (2015) tarafindan
gelistirilen Dinleme Oz Yeterlik Olgegi ile Katranci (2012) tarafindan gelistirilen
Oykiileyici Metin Basar1 Testi ve Bilgilendirici Metin Basar1 Testi kullanilmistir. Bu
Olcekler deney ve kontrol grubu 6grencilerine 6n test olarak uygulanmistir. Daha sonra
deney grubu ogrencileriyle 8 hafta boyunca dinleme stratejilerine dayali uygulamalar
yapilirken kontrol grubu 6grencileriyle 0gretim programina goére ders islenmeye devam
edilmistir. Uygulama siirecinin ardindan deney ve kontrol grubu Ogrencilerine ayni
olgekler son test olarak uygulanmistir.

Arastirma kapsaminda toplanan verilerin analizinde SPSS 22 (Statistic Package for
Social Sciences) programi kullanilmistir. Betimsel istatistiklerden yiizde, frekans, aritmetik
ortalama; parametrik istatistiklerden bagimsiz t-testi, bagimli t-testi kullanilmistir.

Gruplarin deney Oncesi ve sonrast On test-son test puanlar1 karsilastirilirken
bagimsiz t- testi, gruplarin kendi icindeki ©On test ve son test puanlarinin
karsilagtirilmasinda ise bagimli t- testi kullanilmistir. Ayrica tiim alt problemlere yonelik
yapilan analizlerde etki biiylikligl aciklanmistir. Etki biiyiikliigii olarak isimlendirilen eta-
kare (n2 ) bagimsiz degiskenin bagimli degiskendeki toplam varyansin ne diizeyde
oldugunu ag¢iklamaktadir (Biiytikoztiirk, 2016).
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Deneysel islemler

Arastirmada dinleme stratejileri 6gretiminin 7. sif 6grencilerinin dinleme 6z
yeterlik algilarina ve dinleme basarilarina olan etkisinin belirlenmesi amaglanmistir. Bu
nedenle deney grubuna dinleme metinlerinden faydalanarak etkinlikler yoluyla dinleme
stratejileri dgretimi yapilmistir. Uygulama Oncesinde hem deney hem de kontrol grubu
ogrencilerine Dinleme Oz Yeterlik Olgegi, Oykiileyici Metin Basar1 Testi ve Bilgilendirici
Metin Basar1 Testi uygulanmistir. Uygulamanin sonunda 6n test olarak uygulanan dlgek ve
testler iki gruba da son test olarak uygulanmistir. Arastirmanin uygulama stireci toplam 8
hafta stirmiistiir.

Uygulama siirecinde deney grubundaki katilimcilara haftada 2 ders saati dinleme
stratejileri 6gretilmis ve buna dayali etkinlikler yapilmistir. Deney grubuyla yapilan
etkinlikler bizzat arastirmaci tarafindan planlanarak uygulanmistir. Yapilan uygulamalar
yoluyla o6grencilerin dinleme stratejileri yoluyla dinleme 6z yeterliklerini ve dinleme
basarilarin1  gelistirmek amaglanmistir. Bu amagla deney grubundaki o6grencilere
dinleyecekleri metinlere dayal1 olarak hazirlanan etkinlik kagitlar1 dagitilmistir. Ogrenciler
kendilerine dagitilan etkinlik kagitlarindaki g¢alismalar1 dinledikleri metinlerden yola
cikarak yapmislardir.

Dinleme stratejilerine dayali olarak olusturulan etkinliklerde 2 dykiileyici metin, 2
bilgilendirici metin olmak iizere toplam 4 metin kullanilmistir. Kullanilan dinleme
metinleri Tiirkge Ogretim Programi’na uygun sekilde TTKB tarafindan ders kitab1 olarak
onaylanmis kitaplardan alinmistir. Metinler belirlenirken 5 oykiileyici, 5 bilgilendirici
metinden olusan bir metin havuzu olusturulmustur. Metinlerin se¢iminde alan
uzmanlarimin gorlisiine bagvurulmustur. Her metin iki hafta siireyle islenmistir. Kontrol
grubundaki katilimcilara ise herhangi bir deneysel islem uygulanmamig, MEB’in okullara
gondermis oldugu “7. Sinif Tiirk¢e Ders Kitabi”ndaki metinler ve bununla ilgili etkinlikler
Ogretim programina gore islenmistir.

Bulgular

Aragtirmanin bu boliimiinde alt problemlere yonelik bulgular ele alinmis ve
yorumlara yer verilmistir.

Arastirmanin Birinci Alt Problemine iliskin Bulgular ve Yorumlar
Birinci alt problem,

A) Deney ve kontrol gruplarinin dinleme 6z yeterlik 6n test sonuglari arasinda anlamli bir
fark var midir? seklinde ifade edilmistir. Sonuglar Tablo 1°de sunulmustur.

Tablo 1. Deney ve Kontrol Grubu Dinleme Oz Yeterlik Puanlarinin On Test Bagimsiz t-Testi
Istatistigi Sonuclari

Grup N X S sd t P

Deney G. 30 193,000 31,061

58 ,186 ,853
Kontrol G. 30 191,566 28.579
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Tablo 1 incelendiginde deney ve kontrol grubu ortalamalarinin birbirine yakin
oldugu goriilmektedir. Istatistiksel olarak anlamli bir fark bulunmamaktadir (tss)=,186,
p>,05). Deney grubu o&grencilerinin ortalamas: (X=193,000) iken kontrol grubu
ogrencilerinin ortalamasinin ~ (X=191,566) oldugu belirlenmistir. Deneysel islem
siirecinden Once gruplarin dinleme 6z yeterligi agisindan birbirine denk oldugu kabul
edilebilir. Etki biyiikliigii (n?>=,001) kiigiik olarak hesaplanmustir.

B) Deney ve kontrol gruplarinin Oykiileyici metin dinleme basaris1t 6n test sonuclari
arasinda anlamli bir fark var midir? Sonuglar Tablo 2’de sunulmustur.

Tablo 2. Deney ve Kontrol Grubu Oykiileyici Metin Dinleme Basaris1 Puanlarmin On Test
Bagimsiz t-Testi [statistigi Sonuglari

Grup N X S sd t p
Deney G. 30 5,833 1,858
58 -,876 ,385
Kontrol G. 30 6,233 1,675

Tablo 2 incelendiginde deney ve kontrol grubu ortalamalarinin birbirine yakin
oldugu goriilmektedir. [statistiksel olarak anlamli bir fark bulunmamaktadir (t(s8)=-,876,
p>,05). Deney grubu o6grencilerinin ortalamas1 (X=5,833) iken kontrol grubu
ogrencilerinin ortalamasmin (X=6,233) oldugu goriilmektedir. Deneysel islem 6ncesinde
her iki grubun da Oykiileyici metin dinleme basaris1 acgisindan birbirine denk oldugu
soylenebilir. Etki biiyiikliigii (n?=,001) kiigiik olarak hesaplanmustir.

C) Deney ve kontrol gruplarimin bilgilendirici metin dinleme basarisi 6n test sonuglari
arasinda anlamli bir fark var midir? Sonuglar Tablo 3’te sunulmustur.

Tablo 3. Deney ve Kontrol Grubu Bilgilendirici Metin Dinleme Basarisi Puanlarinin On Test
Bagimsiz t-Testi Istatistigi Sonugclar1

Grup N X S sd t p
Deney G. 30 6,666 2,186
58 ,522 ,604
Kontrol G. 30 6,366 2,266

Tablo 3 incelendiginde deney ve kontrol grubu ortalamalarinin birbirine yakin
oldugu goriilmektedir. Sonuglara bakildiginda gruplarin bilgilendirici metin dinleme
basaris1 On test sonuglar1 arasinda istatistiksel olarak anlamli bir fark bulunmamaktadir
(ts8)=,522, p>,05). Deney grubu dgrencilerinin ortalamasi (X=6,666) iken kontrol grubu
ogrencilerinin ortalamasmin  (X=6,366) oldugu goriilmektedir. Deneysel uygulama
oncesinde gruplarin bilgilendirici metin dinleme basaris1 agisindan birbirine denk oldugu
kabul edilebilir. Etki biiyiikliigii (n?=,001) kiiciik olarak hesaplanmustir.

Arastirmada deney ve kontrol gruplarinin her {i¢ 6n Ol¢iimde de birbirinden
istatistiksel olarak anlamli bir fark gostermemesi gruplarin deneysel islem Oncesinde
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dinleme 6z yeterligi ve dinleme basarist agisindan birbirine denk oldugunun kaniti olarak
ileri stiriilebilir.
Arastirmanin Ikinci Alt Problemine fliskin Bulgular ve Yorumlar

A) Deney ve kontrol gruplarinin dinleme 6z yeterlik son test sonuglari arasinda anlamli bir
fark var midir? Sonuglar Tablo 4’te sunulmustur.

Tablo 4. Deney ve Kontrol Grubu Dinleme Oz Yeterlik Puanlarinin Son Test Bagimsiz t-Testi
Istatistigi Sonuclari

Grup N X S sd t p
Deney G. 30 220,533 28.962
58 4,892 ,000
Kontrol G. 30 182,400 31,367

Tablo 4 incelendiginde deney grubu lehine istatistiksel olarak anlamli bir fark
oldugu gorilmektedir(tss)=4,892, p<,05). Deney grubu 0&grencilerinin ortalamasi
(X=220,533) iken kontrol grubundaki 6grencilerin ortalamasinin  (X=182,400) oldugu
belirlenmistir. Bu sonuglara goére dinleme stratejileri 6gretiminin dinleme 6z yeterligini
gelistirdigi sdylenebilir. Bu durum dinleme stratejilerini bilen ve etkin bir sekilde kullanan
ogrencilerin kendilerini dinlemeye yonelik daha yeterli gormeleri ile de agiklanabilir. Etki
biiyiikliigii (n?=,291) biiyiik olarak hesaplanmustir.

B) Deney ve kontrol gruplarinin Gykiileyici metin dinleme basarisi son test sonuglari
arasinda anlamli bir fark var midir? Sonuglar Tablo 5’te sunulmustur.

Tablo 5. Deney ve Kontrol Grubu Oykiileyici Metin Dinleme Basaris1 Puanlarinin Son Test
Bagimsiz t-Testi Istatistigi Sonuclari

Grup N X S sd t p
Deney G. 30 7,866 1,525
58 4,747 ,000
Kontrol G. 30 5,833 1,728

Tablo 5 incelendiginde dykiileyici metin dinleme basaris1 puan ortalamalar1 deney
grubu lehine istatistiksel olarak anlamli bulunmustur (tss)=4,747, p<,05). Deney grubu
ogrencilerinin ortalamas1 (X=7,866) iken kontrol grubu o6grencilerinin ortalamasinin
(X=5,833) oldugu gériilmektedir. Oykiileyici metin basar1 puanlarinin deney grubu lehine
anlamli fark icermesi uygulanan dinleme stratejileri 6gretiminin etkililigi ile agiklanabilir.
Basgka bir deyisle, dinleme stratejileri 6gretimi Ogrencilerin Oykiileyici metin dinleme
basarilarim arttirmustir. Etki biiyiikliigii (n?=,279) biiyiik olarak hesaplanmistir.

C) Deney ve kontrol gruplarinin bilgilendirici metin dinleme basaris1 son test sonuglari
arasinda anlamli bir fark var midir? Sonuglar Tablo 6’da sunulmustur.
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Tablo 6. Deney ve Kontrol Grubu Bilgilendirici Metin Dinleme Basarisi Puanlarinin Son Test
Bagimsiz t-Testi Istatistigi Sonugclari

Grup N X S sd t p
Deney G. 30 9,400 1,220
58 5,805 ,000
Kontrol G. 30 6,933 1,981

Tablo 6 incelendiginde bilgilendirici dinleme basarisi puan ortalamalarinda deney
grubu lehine istatistiksel olarak anlamli fark gozlenmektedir (ts8=5,805, p<,05). Deney
grubu dgrencilerinin ortalamasi (X=9,400) iken kontrol grubu égrencilerinin ortalamasinin
(X=6,933) oldugu goriilmektedir. Bilgilendirici metin dinleme basar1 puanlar1 arasinda
deney grubu lehine olan fark uygulanan dinleme stratejileri 6gretiminin etkililigi ile
aciklanabilir. Diger bir ifadeyle, dinleme stratejileri 6gretimi 6grencilerin bilgilendirici
metin basarilarini arttirmistir.

Etki biiyiikliigii (n?=,367) biiyiik olarak hesaplanmustir.

Arastirmanin birinci alt probleminde deney ve kontrol gruplarinin 6n test sonuglari
arasinda anlamli bir fark gdzlenmemistir. Ikinci alt probleme yonelik son testlerde ise her
tic bagimli degisken sonuclarinda deney grubu lehine anlamli fark gozlenmistir. Bu
durumda 6grencilerin dinlemeye yonelik basarilarinin ve 6z yeterliklerinin gelisiminde
dinleme stratejileri uygulamalarinin etkili oldugu sdylenebilir. MEB tarafindan
ogretmenlere ve Ogrencilere sunulan ders kitaplarinda yer alan etkinliklerin 6grencilerin
dinleme 06z yeterliklerini ve dinleme basarilarim1 gelistirmede yeterli olmadigr ve
gelistirilmesi gerektigi sonucuna da varilabilir.

Arastirmanin Uciincii Alt Problemine iliskin Bulgular ve Yorumlar

Ugiincii alt problem,

A) Deney ve kontrol gruplarinin dinleme 6z yeterlik 6n test — son test sonuclar1 arasinda
anlamli bir fark var midir? seklinde ifade edilmistir. Bagimli t-testi istatistik sonuglarina
gore elde edilen bulgular dogrultusunda arastirmanin iiclincli alt probleminde deney ve
kontrol gruplarinin grup i¢i degisimleri bagimli t-testi ile ele alinarak tablo halinde
sunulmustur.

Tablo 7. Deney ve Kontrol Grubu On Test- Son Test Oz Yeterlik Ortalama Puanlar1 Bagiml t-
Testi Istatistigi Sonuglart

Grup Ol¢iim N X S sd t p
On Test 30 193,000 31,061
Deney G. 29 -8,500 ,000
Son Test 30 220,533 28,062
On Test 30 191,566 28,579
Kontrol 29 2,730 011
G. Son Test 30 182,400 31,367

Tablo 7’de goriildiigii gibi deney grubunda uygulanan dinleme stratejileri
uygulamalari, 0z yeterlik puanlar1 ortalamasinda yaklasik %13’liik bir artig saglamistir.
(teo)= -8,500, p< ,05) Kontrol grubunda (tee= 2,730 p<,05) uygulanan MEB ders
kitabina bagl etkinliklerin ise 6grencilerin dinlemeye yonelik 6z yeterliklerinin az
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miktarda azalmasina neden oldugu anlasilmaktadir. Bu durum dinleme stratejileri
Ogretiminin dinleme 6z yeterligini gelistirmede etkili oldugunun bir kanit1 olarak ileri
stirilebilir. Tiirkge ders kitabinda yer alan metin ve buna dayali etkinliklerin 6grencilerin
dinlemeye yonelik 6z yeterliklerini gelistirmesi beklenirken diisiik oranda azalmasina
neden olmasi ise ders kitaplarindaki dinleme etkinliklerinin yetersiz olmasi, dgrencilerin
ilgi ve gereksinimlerine gore diizenlenmemis olmasi gibi nedenlerle agiklanabilir. Etki
biiyiikliigii deney grubu (n? =,734) ve kontrol grubu icin (n? =210) biiyiik olarak
hesaplanmustir.

B) Deney ve kontrol gruplarinin oykiileyici metin dinleme basarist 6n test-son test
sonuclar1 arasinda anlamli bir fark var midir? Sonuglar Tablo 8’de sunulmustur.

Tablo 8. Deney ve Kontrol Grubu On Test-Son Test Oykiileyici Metin Dinleme Basaris1 Ortalama
Puanlar1 Bagimli t-Testi Istatistigi Sonuglari

Grup Olgiim N X S sd t p
On Test 30 5,833 1,858
Deney G. 29 -6,506 ,000
Son Test 30 7,866 1,525
On Test 30 6,233 1,675
Kontrol 29 1,054 300
G. Son Test 30 5,833 1,782

Tablo 8’de goriildiigii gibi deney grubunda (tr9)= -6,506, p<,05) uygulanan
dinleme stratejileri 6gretimi Oykiileyici metin dinleme basarisinda yaklasik %26’lik bir
artis saglamistir. Bu sonuca gore uygulanan dinleme stratejileri Ogretiminin deney
grubundaki 6grencilerin Oykiileyici metin dinleme basarilarii gelistirdigi sdylenebilir.
Kontrol grubunda ise ders kitabina bagli olarak yapilan etkinliklerin o6grencilerin
dinlemeye yonelik 6z yeterliklerinde oldugu gibi Oykiileyici metin dinleme basarisi
ortalamalarinin da az miktarda azalmasina neden oldugu anlagilmaktadir. Azalma
istatistiksel olarak anlamli degildir. (t(29)= 1,504 p>,05)

Etki biiyiikliigii deney grubu igin (n? =,601) biiyiik, kontrol grubu i¢in (n?=,038) kiiciik
olarak hesaplanmigtir.

C) Deney ve kontrol gruplariin bilgilendirici metin dinleme basaris1 6n test- son test
sonuclar1 arasinda anlamli bir fark var midir?

Tablo 9. Deney ve Kontrol Grubu On Test-Son Test Bilgilendirici Metin Dinleme Basarisi
Ortalama Puanlar1 Bagimli t-Testi Istatistigi Sonuclari

Grup Ol¢iim N X S sd t p
On Test 30 6,666 2,186
Deney G. 29 -7,186 ,000
Son Test 30 9,400 1,220
On Test 30 6,366 2,266
Kontrol 29 11,255 219

G. Son Test 30 6,933 1,981
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Tablo 9°da belirtildigi gibi deney grubunda (tp9)= -7,186, p< ,05) uygulanan
dinleme stratejileri ve buna dayali etkinlikler bilgilendirici metin dinleme basarisinda
yaklasik 9%29’luk artig saglamistir. Kontrol grubunda (t@e)= -1,255 p>,05) ise ders kitabina
bagli olarak yapilan etkinlikler 6grencilerin bilgilendirici metin dinleme basar1 puanlarinda
artis saglamistir ancak bu artis anlamli bir fark olusturacak diizeyde degildir. Kontrol
grubunda bilgilendirici metin basar1 ortalamasinin ¢ok az da olsa artmig olmasi,
ogrencilerin On testteki deneyimlerini hatirlamis olmasindan kaynaklanmis olabilir. Etki
bityiikliigii deney grubu igin (n? =,648) biiyiik, kontrol grubu igin (n?=,053) kiiciik olarak
hesaplanmustir.

Ugiincii alt problemin sonuglari incelendiginde deney grubunun her ii¢ bagimli
degisken sonuglarmin da son test lehine anlamli fark gosterdigi goriilmiistiir. Kontrol
grubunun ise dinleme 6z yeterliginin ve Oykiileyici metin dinleme bagarisinin son testte
anlamli fark olusturmayacak sekilde diisiis gosterdigi, bilgilendirici metin dinleme
basarisinin ise anlamli olmayan bir diizeyde artig gosterdigi belirlenmistir. Bu sonuglardan
yola ¢ikarak yapilan dinleme stratejileri 6gretimi ve buna dayali etkinliklerin 6grencilerin
dinleme basarilarin1 ve dinleme 6z yeterlik algilarini arttirdig1 sdylenebilir.

Sonug ve tartisma

Dinleme becerisi ile ilgili alan yazinda yapilan ¢alismalar incelendiginde ¢esitli
yontem, teknik ve stratejilerin dinleme becerisinin gelisiminde olumlu katki sagladig: ve
dinleme basarisin1 olumlu yonde etkiledigi goriilmektedir (Kaplan, 2004; Dogan, 2007,
Katranci, 2012; Yildiz, 2015; Kassem, 2015; Simasangyaporn, 2016). Bu da yapilan
calismanin sonuglarini destekler niteliktedir.

Oz yeterlik inanci, bireyin bir gorevi yerine getirmek icin kendi yetenegini
degerlendirmesi ve oOgrenmede zorluk c¢ekilen konular1 belirlemesini kapsar(Aydin,
Demircan & Innali, 2015). Bandura’ya (1994) gére 6z yeterlik bireyin becerilerinde ne
diizeyde yetkin oldugu ile ilgili degil, kendi becerilerine ne kadar inandigiyla ilgilidir(akt.
Akkoyunlu, Orhan ve Umay, 2005:1). Oz yeterlik inanc1 yiiksek bireyler basarmak igin
daha ¢ok caba sarf ederken 6z yeterlik algis1 diisiik bireyler kolay pes etmekte, ¢abuk
vazge¢mekte, endise ve kaygi gibi duygularla basa ¢ikmakta zorlanmaktadir. Yapilan
bircok arastirmada ¢esitli strateji, yontem ve tekniklerin dgretiminin Ogrencilerin 6z
yeterlik algilarinda olumlu diizeyde artis sagladigi goriilmektedir(Miildiir, 2017; Ayaz,
2018; Korkmaz, 2015). Rahimi ve Abedini (2009) dinleme 6z yeterligi ile dinleme basarisi
arasinda 6nemli ol¢iide iliski oldugunu belirlemistir.

Deney grubundaki ogrencilerin dinleme 6z yeterlik 6lgegi On test ve son test
sonuglar1 karsilastirildiginda son test lehine anlamli bir fark oldugu goriilmektedir. Deney
grubundaki Ogrencilerin 6z yeterlik algisinda yaklasik %13’lik bir artis oldugu
saptanmistir. Kontrol grubundaki 6grencilerin dinleme 6z yeterlik dlgeginin 6n test ve son
testinden aldiklar1 sonuglara bakildiginda ise anlamli olmayan diizeyde azalma oldugu
anlasilmaktadir. Sonug¢ olarak dinleme stratejileri 6gretiminin  deney grubundaki
ogrencilerin dinlemeye yonelik 6z yeterlik algisini arttirdigi belirlenmistir.
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Deney grubu 6grencilerinin dykiileyici metin dinleme basarisi 6n test ve son test
sonuglart karsilagtirildiginda son test lehine anlaml bir fark oldugu belirlenmistir. Deney
grubundaki 6grencilerin Oykiileyici metin dinleme basarisinda on teste gore yaklasik
%26’lik bir artig saglanmistir. Kontrol grubu 6grencilerinin sonuglarina bakildiginda ise 6z
yeterlikte oldugu gibi Oykiileyici metin dinleme basarisinda da son test sonuglarinda
istatistiksel olarak anlamli olmayan bir diisiis gozlenmistir. Sonug¢ olarak dinleme
stratejileri 0gretimi ve buna dayali etkinliklerin Oykiileyici tiirdeki metinlere yonelik
dinleme basarisini arttirdigi belirlenmistir.

Deney grubu 6grencilerinin bilgilendirici metin dinleme basarisi 6n test ve son test
sonuglar1 karsilagtirildiginda son test lehine anlamli bir fark bulunmustur. Deney grubu
ogrencilerinin bilgilendirici metin dinleme basaris1 yaklasik %29 artmistir. Kontrol grubu
ogrencilerinin sonuglar1 incelendiginde bilgilendirici metin dinleme basarisinda artis
oldugu ancak bu artisin anlamli bir fark olusturmadigi belirlenmistir. Buna gére dinleme
stratejileri 6gretimi ve bu stratejilere yonelik uygulanan etkinliklerin bilgilendirici tiirdeki
metinlere yonelik basariy1 arttirdig1 sonucuna ulasilmistir.

Deney ve kontrol gruplarinin son testten aldiklar1 puanlar karsilastirildiginda her ii¢
Olcek tiirlinde de son testlerde deney grubu lehine anlamli bir fark oldugu goriilmiistiir.
Arastirmanin sonuglariyla benzer sonuglari olan arastirmalardan soz edilirse, Yildiz
(2015), dinleme stratejileri o6gretiminin dinledigini anlama becerilerine olan etkisini
arastirmis, yapilan on test ve son test basari testlerinde son test lehine anlamli bir farklilik
oldugunu belirlemistir. Katranci (2012), iist bilis stratejileri 6gretiminin dinledigini anlama
becerilerine olan etkisini incelemis ve deney grubu lehine dinledigi anlama becerisi
yoniinden anlamli fark oldugu sonucuna ulasmistir. Kocaadam (2011), not alarak dinleme
egitiminin dinleme becerisi tizerindeki etkisini arastirmis, deney grubu 6grencilerinin son
test puaninin kontrol grubu 6grencilerinin son test puanindan anlamli diizeyde daha yiiksek
oldugunu belirlemistir. Kassem (2015), dinleme stratejileri kullanimi ile dinleme becerisi
ve dinleme 6z yeterlik algisi arasindaki iliskiyi incelemis ve dinleme stratejilerini siklikla
kullanan 6grencilerin dinleme becerilerinin ve dinleme 6z yeterlik algilarinin da yiiksek
diizeyde oldugu sonucuna ulagmistir. Bu sonuglarda da goriildiigii gibi dinlemeye yonelik
yontem ve stratejilerin 6gretimi Ogrencilerin dinleme basarisini ve 6z yeterlik algilarini
olumlu bi¢imde etkilemektedir.

Arastirmadan elde edilen sonuclar dogrultusunda benzer arastirmalarin egitim
kurumlarinin ~ farkli  kademelerinde de yapilmasi, Tiirk¢e Ogretmenligi lisans
programlarinda yer alan “Dinleme Egitimi” derslerinde 6gretmen adaylarinin dinleme
stratejilerinin  kullanim1  konusunda yetkinliklerinin ve farkindaliklarinin arttirilmasi,
gorevdeki Ogretmenlere dinleme stratejilerinin etkili kullanimi konusunda hizmet i¢i
egitimler verilmesi, Tiirk¢ce ders kitaplarinda yer alan dinleme etkinliklerinin dinleme
stratejilerinin kullanimina yonelik olarak diizenlenmesi onerilmektedir.
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ABSTRACT

The current study aims to differentiate reading fluency and reading
comprehension abilities in Turkish, a fairly transparent language. The
research in these abilities with regards to transparent languages is
limited. Moreover, Turkish educators appeal for a more comprehensive
knowledge of reading abilities and difficulties. To address these, a
cross-sectional correlation study was designed. The silent reading
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from 3™ to 7" grades were evaluated. The results demonstrated that
there was a positive moderate correlation between these two skills.
This moderate relationship was stable from 3™ to 7% grade. The finding
that this relation is only moderate indicates a lack of one-to-one
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Introduction

The act of reading requires decoding written words and putting these words
together to comprehend the text (for a review see Hoover & Tunmer, 1993). These two
components of reading correspond to two skills, respectively reading fluency and reading
comprehension. The subject of “reading” in education and education research in Turkey is
riddled with inconsistencies. Some studies can define “reading” only as “comprehending
and interpreting what is read” (e.g. Akin & Cecen, 2014). Moreover, the curriculum on
teaching reading in Turkish classes of elementary and middle schools illustrates a lack of
emphasis on reading fluency skills, especially in older grades (Ar1 & Keskin, 2016; Kokeii
& Demirel, 2017). On the other hand, when teachers are asked to evaluate “reading
difficulties”, they mostly associate “reading” with reading fluently and phonological
awareness (Dogan, 2013; Kodan, 2020). The current study aims to clarify the issues and
definitions regarding reading skills of Turkish children. The subjects of reading fluency
and reading comprehensions will be approached separately below. Moreover, the current
study will investigate the relationship between these two skills.

Reading Fluency

Teachers in Turkey associate reading difficulties with arduous reading, frequent
pauses and reading mistakes (Dogan, 2013). However, these are only signs of reading
fluency, one skill relevant for reading. Reading fluency can be defined as reading a text
correctly and speedily (Fuchs, Fuchs, Hosp, & Jenkins, 2001). This section focuses on
reading fluency, whereas the next section will focus on the other skill relevant for reading,
namely reading comprehension.

Children acquire the ability to read in Turkish, which is a relatively transparent
language (for more detail see Terziyan & Yildiz, 2020), faster than they do in English
(Oney & Goldman, 1984). However, this does not mean that all children will easily figure
out how to read in Turkish. In Erden, Kurdoglu and Uslu’s (2002) study on over two
thousand Turkish children in elementary schools, they have observed that 1.3% of the
children had not acquired the ability to read. Since Turkish is easier to read due to the fact
that it is mostly read the way it is written, Turkish children who have trouble reading stick
out like sore thumbs among their peers. However, some children might have slight
difficulties that make them harder to be noticed. The most assuring way of making sure all
children with reading fluency difficulties are identified is to routinely monitor their reading
fluency skills. Normative data on Turkish elementary students’ reading fluency skills can
be found in two studies: Erden et al. (2002), and Bakir and Babiir (2018).

Evaluations of oral reading fluency (i.e. reading out loud) as in these two studies
cause feasibility issues in classrooms since they require children to be evaluated one at a
time (Ulper & Yagmur, 2016). This suggests that expecting teachers to routinely monitor
their students’ oral reading fluency is not realistic. The unfeasibility issue of oral reading
fluency measures underlines the need for alternative methods of monitoring reading
fluency, such as silent reading fluency evaluations (Ulper & Yagmur, 2016). Moreover,
there is evidence that suggests silent reading fluency is more relevant for school since it
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has been found to be more tightly related to comprehending what one’s reading than oral
reading fluency (Klauda & Guthrie, 2008).

Since reading fluency skills and academic performance are closely related
(Rasinski et al., 2017), monitoring children’s reading fluency in any method is especially
crucial. An indication for such a relationship is found in investigations of children’s
reading processes. When children were asked to read aloud for the class, children with
reading fluency difficulties dedicate their cognitive load to accurately reading rather than
understanding what they are reading (LaBerge & Samuels, 1974). Therefore, the
reluctance for reading among children with reading fluency difficulties (Torppa,
Vasalampi, Eklund, Sulkunen & Niemi, 2020) is not surprising. This is troublesome
because children who read as a hobby have been observed to be more successful not only
in language courses but also in other courses such as science, math and history (Whitten,
Labby & Sullivan, 2016). For these reasons, reading fluency of children should be
monitored and children who are having difficulties should be immediately supported
before their difficulties start affecting their academic performance.

Reading Comprehension

Any English speaker can read “muh vee bohn joock™ /ma vi bon d3zuk/ out loud
fluently in their second try even if they struggle in their first try. However, English
monolingual speakers can only sound it out but cannot comprehend the meaning behind
them. On the other hand, a Turkish-English speaker might be able to see the meaning
behind this phrase (“mavi boncuk™ ‘blue bead’). This example demonstrates how reading
out loud fluently and reading comprehension are distinct processes. Accordingly, the act of
reading requires the ability to decode words and to understand them. Despite that, teachers
in Turkey associate reading difficulties only with reading fluency but not reading
comprehension (Dogan, 2013). Furthermore, while reading fluency difficulties can be
noticed by arduous reading with frequent mistakes, reading comprehension difficulties are
much harder to notice (Kelso, Whitworth, Parsons & Leitao, 2020). The importance of
reading comprehension increases significantly after the fourth grade since this marks the
switch from learning-to-read to reading-to-learn (Sanacore & Palumbo, 2009). In other
words, from fourth grade on teachers start expecting children to absorb knowledge from
reading assigned texts, which require many levels of reading comprehension skills.

Reading comprehension is comprised of low-level skills such as recognizing
words, and especially chunks as well as high-level skills such as inferring what is between
the lines (Pressley, 2000). Skills of reading comprehension can be summarized from lower
to higher levels as: (1) sentence comprehension, (2) putting together sentences to construct
the meaning of the text, (3) incorporating background knowledge with information in the
text, (4) discerning textual elements, (5) self-regulating their comprehension of the text
(Irwin, 1983; 1991; 2006). Especially higher-level reading comprehension skills are
strongly related to academic performance (Meneghetti, Carretti, & De Beni, 2006).
Deficits in any variety of reading comprehension skills have been observed in children
with reading comprehension difficulties (Williams, 1993).
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In international reading comprehension assessments, all of these reading
comprehension levels are specifically targeted. On such assessments, Turkish children
have performed significantly lower than children from other countries (Mullis, Martin,
Gonzalez & Kennedy, 2003). As a response to these results, Ministry of Education in
Turkey has overhauled the education system but upon seeing consistently low performance
of Turkish students in international assessments, some aspect of the education has reverted
back (Savas, 2017). Another country that has underperformed in these assessments was
Portugal (Aratjo, Folgado & Pocinho, 2009). When the possible underpinnings of their
results were investigated, researchers came to the conclusion that an emphasis on lower-
level reading comprehension skills and a lack of emphasis on higher-level reading
comprehension skills in Portuguese education leads to the low performance of Portuguese
children in international reading comprehension assessments (Aratjo et al., 2009). Turkish
education in elementary schools incorporates all levels of reading comprehension skills
(Tiim, 2016); however, the prominence by far is on lower-level reading comprehension
skills (Coskun, 2013; Sarar Kuzu, 2013; Ince & Goziitok, 2017; Celiktiirk Sezgin &
Gedikoglu Ozilhan, 2019). Moreover, when reading comprehension questions created by
teachers were investigated, it was revealed that teachers tended to create lower-level
reading comprehension questions (e.g. Polat & Dedeoglu, 2020). Therefore, it can be
surmised that Turkish children’s low performance in international reading comprehension
assessments might be explained by the lack of sufficient training in higher-level reading
comprehension skills in line with the findings of the Portuguese researchers.

Considering children with reading comprehension difficulties struggle most with
higher-level reading comprehension skills (Bowyer-Crane & Snowling, 2005), Turkish
education focusing mostly on lower-level reading comprehension skills might conceal the
difficulties these children might be having. It would be hard for teachers to notice
difficulties children might be having in higher-level reading comprehension skills if such
skills are almost never utilized in classes. Moreover, children with reading comprehension
difficulties might be lost within Turkish children’s overall low performance regarding
reading comprehension. Therefore, monitoring children’s reading comprehension skills
consistently is essential for discerning the ones who are struggling.

Monitoring children’s reading comprehension skills is also important for non-
language courses as well. While math and science courses focus on lower-level reading
comprehension skills such as retrieving explicitly stated information in Turkish elementary
education (e.g. Tastekinoglu & Aydin, 2014), same courses focus on higher-level reading
comprehension skills such as applying or evaluating information stated in the text in
Turkish middle school education (Ozcan & Oluk, 2007; Giindiiz, 2009; Biber & Tuna,
2017). Consequently, children with low reading comprehension skills might struggle in
these courses as well. Therefore, it is not surprising that children with reading
comprehension difficulties were observed to be unmotivated towards language courses as
well as other courses and overall exhibiting symptoms of burnout syndrome (Torppa et al.,
2020). Hence, it would be misguided to assume that reading comprehension difficulties
only affect language courses because they affect academic performance across-the-board.
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Current Study

The literature on literacy abilities in children has demonstrated that the relationship
between reading fluency and reading comprehension is positive, moderate and significant
even in higher grades (e.g. Denton et al., 2011). However, as Ziegler and Goswami (2006)
point out most studies on literacy acquisition has been focused on English but since
English language is highly distinct from other languages, literacy research in English is not
an appropriate lens for understanding literacy in other languages (for a review, see Share,
2008). Therefore, a relationship between reading fluency and reading comprehension in
English does not necessitate such a relationship in Turkish as well. Research on languages
more transparent than English have found that the strength of the relationship between
these two skills diminishes over time as children grow older and increase their literacy
skills (e.g. Torppa et al., 2016). Research on Turkish has found significant relationships in
elementary school between oral reading fluency and reading comprehension (Bastug &
Akyol, 2012; Bastug & Keskin, 2012; Yildirnm & Ates, 2012; Kaya & Yildirim, 2016) as
well as silent reading fluency and reading comprehension (Yildirnrm & Ates, 2012;
Cetinkaya, Ulper & Yagmur, 2015; Saragh Celik, 2019). Considering other languages
more transparent than English have demonstrated a decline in the strength of the
relationship between reading fluency and reading comprehension (e.g. Torppa et al.,
2016), there is a need for research demonstrating the relationship between these two skills
in Turkish over time from elementary school to middle school.

The current study aims to provide insight to the relationship between silent reading
fluency and reading comprehension in Turkish over time. This aim is relevant both for the
researchers interested in children’s literacy acquisition as well as the educators in Turkey.
The current study adds to the body of research on children’s literacy acquisition by
investigating the relationship between these two skills between ages 7 and 11 in a fairly
transparent language. Moreover, the current study is designed to provide support for
teachers who find their education on literacy related issues inadequate and urge for
increased education in these topics (Balci, 2019) by illustrating how these skills can be
investigated and how much these skills are related throughout elementary and middle
school. We expect to demonstrate a significant moderate positive correlation between
silent reading fluency and reading comprehension in Turkish speaking typically
developing children between third and seventh grades. However, in line with previous
research on relatively transparent languages, this relationship is expected to decrease over
time.

Methodology
Research design and publication ethics

The current study was a cross-sectional (between 3™ and 7™ grades) correlation
study with two variables (silent reading fluency and reading comprehension). The task
evaluating silent reading fluency measures the speed of accurate reading. The task
evaluating reading comprehension provides a text and measures participants’ ability to
comprehend and interpret the text at five levels detailed above. Approval for this study
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with the identification code REDC # 2019/51 was obtained from the Research Ethics and
Data Management Committee of Tilburg School of Humanities and Digital Sciences on
the 18th of June 2019.

Participants

Participants were collected from seven randomly chosen schools from two
boroughs of Istanbul, namely Bakirkdy and Sigli. Permissions have been obtained from the
directors of Ministry of Education of Istanbul, Bakirkdy and Sisli, school principals and
the parents of the participants. Moreover, verbal consents have been obtained from the
participants. The descriptive statistics on the participants are given in Table 1. The total
number of participants is 257. However, one of the 5" grader’s data has been removed
from the study due to failure to complete the study.

Table 1. The participants’ descriptive statistics

Grade Nurpt?er of Average Age Percentage.of Female Percenta}gg of Male
Participants (SS) Participants Participants
3 51 7,7 (0;4) 59 41
4 52 8;8 (0;5) 47 53
5 50 9;7 (0;5) 59 41
6 53 10;5 (0;4) 50 50
7 51 11;4 (0;4) 52 48
Materials

Silent reading fluency task evaluated children’s ability to read swiftly and
accurately. This task, which was created for the current study, was inspired by established
international assessments (Test of Silent Reading Efficiency and Comprehension, Wagner,
Torgesen, Rashotte & Pearson, 2010; Kaufman Test of Educational Achievement III,
Kaufman & Kaufman, 2014; Woodcock Johnson-IV: Tests of Achievement, Schrank,
Mather, & McGrew, 2014). The silent reading fluency task was composed of 60 easily
understandable sentences. The average number of letters in these sentences was 23.7.
Sentences made up of two words was 8, three words 30, four words 15 and five words 7.
Half of these sentences was true and the other half was false. The sentences were
especially easy to judge. An example of a true sentence was “Limonlar eksidir” ‘Lemons
are sour’. An example of a false sentence was “Cilek bir sebzedir” ‘Strawberries are
vegetables’. The motivation behind generating easily judged sentences laid with the
purpose of this task was to evaluate their reading fluency and not reading comprehension.

The other task in the current study is the reading comprehension task, which
evaluates children’s ability to understand and critically think about a text. This task was
created for the current study and was inspired by the international reading comprehension
assessments such as PIRLS (Mullis, Martin, Foy & Drucker, 2012) and PISA (Schleicher,
Zimmer, Evans & Clements, 2009). This task consists of an expository text and 15
questions about it. The questions fell into five categories and there were three questions
from each category. The categories are as follows:
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1. Finding explicit information: These questions required children to find
explicitly stated information in the text

il Inference within a paragraph: These questions required children to integrate
two explicitly stated information within a paragraph in order to make an
inference

1. Inference across paragraphs: These questions required children to integrate
two explicitly stated information in different paragraphs in order to make an
inference

v. Background information: These questions required children to integrate
information they already knew with a piece information explicitly stated
information in the text

V. Meta-linguistic and meta-textual knowledge: These questions required
children to think about language use and authorial intent

Procedure and Data Analysis

The author informed the schools about the study and discussed its details initially
with the principals and/or vice-principles of the schools. Then, she explained the details of
the study with either the school’s counselor or the classroom teachers depending on the
schools’ preferences. The author was provided with randomly selected classrooms per
grade level. She arranged the dates and times of testing with the school and supplied them
with enough informed consent forms for the students in the designated classrooms. On the
day of the testing, she collected the informed consent forms back. The author tested the
participants in a classroom at their school as a group. Students whose parents did not give
consent were given an assignment to work on by their teacher. The author obtained verbal
consent from the rest of the students before testing began. The students whose parents
consented but did not want to participate in the study were asked to complete the
assignment given by their teacher. Each student participating in the study was given a set
of stickers which all had the same number on them. They were asked to put a sticker on
each piece of paper they were turning in and they were informed to not to write their
names on the tasks. These numbers acted as the participants’ identifiers.

For the silent reading task, they were explained that they needed to put a “T ” next
to true statements and “F  next to false statements. In order to make sure they understood
the task, they were asked “What letter would you write for the sentence ‘Our flag is blue
and green’?”, which they answered aloud as a group. Then, they were asked “What letter
would you write for the sentence ‘Our flag is red and white?”, which again they answered
aloud as a group. Afterwards, they were given the opportunity to ask questions. When the
experimenter was satisfied that all the participant understood the task, they were handed
out printed version of the list of sentences in the silent reading fluency task. The print outs
were upside down so that they could not see the sentences until the timer was started.
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Third and fourth graders were told they had 3 minutes whereas fifth, sixth and seventh
graders were told they had 2 minutes. They were explained that they needed to read and
correctly assess as many sentences as they could in the allotted time. They were also
explained that they were not expected to finish going through all the sentences and that the
number of sentences were intentionally too many for them to be able to finish. Then, they
were asked to turn over the print outs at which time the researcher started the timer. The
participants were prompted when they had a minute left and another one when they had 15
seconds left. When their allotted time was up, they were asked to put their pens down and
pass their print outs to the front of the class. The score each participant received from this
task was calculated by determining the sentences they have correctly judged, counting the
number of words in these sentences and dividing this number by the allotted time (3 for
third and fourth graders but 2 for fifth, sixth and seventh graders). For example, if a fifth
grader correctly assessed six sentences as true or false, the researcher would count the
number of words in these six sentences and divide it by two. This value represents the
number of words they correctly read in one minute.

For the reading comprehension task, the participants were explained that they were
going to be asked to read a text and then answer questions about this text. They were told
that they could go back to the text while answering the questions. They were asked to
finish the task within 20 to 30 minutes. They were handed out the text and the questions.
The time for this task was more flexible. While all participants started this task at the same
time, some of them completed and turned in their papers before the allotted time was over.
The score they received from this task was the number of questions they correctly
answered.

Two separate one-way ANOVAs were conducted to determine whether there was a
difference between grades. One was for the silent reading fluency and the other for the
reading comprehension task. This analysis compares average score of each grade with each
other. For example, the average score of the third graders is compared to the average score
of fourth graders, and that of fifth graders, sixth graders and seventh graders. In order to
explore the relationship between silent fluency skills and reading comprehension skills, a
series of correlations between the scores of these two tasks were run. Due to the nature of
the data (e.g. it is not continuous), Spearman’s rank correlation was used (Khamis, 2008).
A correlation was conducted per grade as well as overall across the grades.

Results

The average scores participants received in the silent reading task by grade along
with the standard deviation and the first quartile are given in Table 2. This table can be
read as follows: Third graders on average read between 26.63 and 49.21 words in a
minute; moreover, 75% of the third graders read more than 30.3 words in a minute. The
ANOVA revealed a significant effect of grade, F(4, 254) = 42.394, p < .001. Post-hoc
comparisons revealed only the difference between the average scores of fourth and fifth
graders was insignificant while all the other differences between grades were significant.
This suggests that higher grades read more words per minute than lower grades.
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Table 2. The Results of the Silent Reading Fluency Task

Grade Average Standard Deviation First Quartile
3 37.92 11.29 30.3
4 48.03 11.91 36.0
5 51.18 15.61 40.9
6 62.08 18.61 51.0
7 74.27 17.59 62.0

The average scores participants received in the reading comprehension task by
grade along with the standard deviation and the first quartile are given in Table 3. The
ANOVA revealed a significant effect of grade, F(4, 254) = 16.01, p < .001. All post-hoc
comparisons revealed significant differences between grades except the difference between
fifth and sixth grade. Moreover, the difference between fourth and sixth grade was found
to be almost significant (p = .073). There were five types of questions in this task and 3
questions for each type. In other words, there were fifteen questions total. Average scores
on each type of question by grade are provided on Table 4.

Table 3. The Results of the Reading Comprehension Task

Grade Average Standard Deviation First Quartile
3 7.92 3.53 5
4 9.25 3.17 8
5 10.40 2.84 9
6 10.26 2.97 8.5
7 12.41 2.09 12

Table 4. The Results of the Reading Comprehension Task by Question Type

Finding Explicit Inference within a Inference across Background Meta-linguistic and

Grade : . Meta-textual
Information Paragraph Paragraphs Information Knowledge
3 2.0 1.7 1.2 1.5 1.6
4 2.1 2.0 1.5 1.8 1.9
5 23 24 1.6 1.9 2.2
6 2.1 2.4 1.6 1.8 2.2
7 2.8 2.7 2.0 2.2 2.7

The overall correlation between silent fluency task and reading comprehension task
revealed a positive and significant relationship between the tasks, rs = .613, p < .001, as
illustrated in Figure 1. The strength of this relationship was considered to be moderate
(Asaad & Hailaya, 2001, p. 105). Figure 1 includes all the participants. Each data point on
the figure represents how that participant performed on the reading comprehension task (y-
axis) and on the silent reading fluency task (x-axis). The correlations conducted per grade
also revealed positive and moderate relationships (third grade, rs = 0.55716; fourth grade,
rs = 0.36184; fifth grade, rs = 0.53694; sixth grade, rs = 0.4608; seventh grade, rs =
0.4217). All of these correlations were significant as well (p <.005).
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Figure 1. The overall relationship between silent fluency and reading comprehension
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Discussion and Conclusion

The current study cross-sectionally explored the development of silent reading
fluency skills and reading comprehension skills of Turkish students between third and
seventh grades. As expected, a positive moderate relationship has been found between
these two skills. This finding is in line with research on the relationship between silent
reading fluency and reading comprehension in other languages (e.g. Denton et al., 2011).
Moreover, these findings from the current study complement other studies that explore this
relationship in Turkish, which has mostly focused on elementary school students (Yildirim
& Ates, 2012; Cetinkaya et al., 2015; Saragli Celik, 2019) by illustrating this relationship
exists in middle school as well.

There might be an inclination to interpret this correlation in terms of low fluency
leading to low comprehension and high fluency leading to high comprehension. One might
think if the child is not decoding words, how can they understand what they are reading so
they might assume the reading fluency abilities of a child might determine their reading
comprehension. There are, in fact, researchers that argue “fluency is one of the most
necessary factors for comprehension” (Akyol & Kodan, 2016, p. 9). However, the opposite
can be argued as well. One might think if the child comprehends what they are reading,
they will activate relevant concepts in their minds, which will lead to recognizing the
following words faster. Support for such an argument can be found in Jenkins and
colleagues’ (2003) study that has found evidence for reading comprehension contributing
to reading fluency. On the other hand, one can also argue, as some researchers do, that
there is a reciprocal relationship between reading fluency and reading comprehension and
that they both contribute to each other (e.g. Strecker, Roser, & Martinez, 1998).
Alternatively, there can be a third variable that is contributing to both as in the example of
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the correlation between ice cream sales and drowning cases for which the third variable is
temperature (Babbie, 2004). The third variable affecting both reading fluency and reading
comprehension could, for example, be vocabulary skills. Vocabulary skills of children
have found to be predictors for both reading fluency (Lane et al., 2008) and reading
comprehension (Ouellette, 2006). The current study’s finding is a correlation and it is not
capable of supporting any of the previously stated arguments. “Correlation does not equal
causation, nor does it imply causation; it merely records the fact that 2... variables are not
completely independent of one another,” (Winters, Winters, & Amedee, 2010, p. 216).

If one cannot make such arguments listed above based on the current study’s
finding results, it begs the question what does this correlation indicate. Such a correlation
is not surprising considering all the manners reading fluency and reading comprehension
are interconnected as outlined above. What is perhaps surprising is that the level of this
correlation is only moderate. Literacy curriculum deemphasizing reading fluency skills in
older grades (Arn & Keskin, 2016; Kokgii & Demirel, 2017) treats reading fluency and
reading comprehension either as the same skill (i.e. assuming that just working on reading
comprehension would be enough to improve reading fluency) or as comprehension is the
only relevant skill in older grades. Both such assumptions would be false. The correlation
between reading comprehension and reading fluency is only moderate as the current study
demonstrated, which suggests that they are not the same skill. If they were the same skill,
the correlation would be much higher. The assumption that reading fluency is irrelevant in
older grades is also an erroneous one according to studies that illustrate the importance of
reading fluency for general academic success (e.g. Rasinski et al., 2005; Bigozzi et al.,
2017). The findings of the current study suggest that both reading fluency and reading
comprehension should be addressed in the literacy education curriculum even in older
grades. This might be counterintuitive for educators or researchers because techniques
often used for reading fluency in younger grades are not appropriate for older grades. For
example, Orge Yasar (2019) finds reading out loud, a common activity in early grades,
inappropriate for seventh graders. She recommends the solution of using age-inappropriate
reading fluency activities and asserts that other activities such as closet drama are more
appropriate for older students. Similarly, Rasisnski and colleagues (2005) point out that
techniques for improving reading fluency can be instigated through performative activities
such as reciting poetry. Emphasizing both reading fluency and reading comprehension
throughout education is necessary because the correlation between these two skills was
found to be remain moderate over time in the current study.

This relationship between silent reading fluency and reading comprehension in
Turkish remaining stable from third to seventh grade was contrary to the expectations.
While there have been studies on fairly transparent languages that have found a significant
relationship between reading fluency and reading comprehension in higher grades (for
Spanish see Alvarez Cafiizo, Cueva, Cuetos Vega, & Suarez Coalla, 2020), they have been
cross-sectional studies with limited age ranges. Since those studies have limited age
ranges, one cannot surmise whether the relationship between reading fluency and reading
comprehension used to be higher but decreased with time. Longitudinal research with
larger age ranges in fairly transparent languages, on the other hand, illustrated that in such
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languages the relationship between reading fluency and reading comprehension decreases
over time. For example, a study that investigated Finnish has found that the relationship
between silent reading fluency and reading comprehension diminishes within the first
couple of grades in elementary school (Torppa et al., 2016). They draw the conclusion that
in transparent languages children get so good at reading fluency that it does not influence
reading comprehension due to the ceiling effect. However, the methodology they use to
determine reading fluency overlooks an important aspect of reading fluency: prosody.
Prosody is reading “with appropriate expression or intonation coupled with phrasing that
allows for the maintenance of meaning” (Kuhn, Schwanenflugel, & Meisinger, 2010, p.
233). The current study suggests that when prosody is included in reading fluency
measures, the correlation between reading fluency and reading comprehension remains
stable even in fairly transparent languages. This underlines the importance of methodology
used to measure reading fluency and reading comprehension. Below various measurement
tools will be described and appraised.

The measurement tools used by Torppa and colleagues (2016) to assess and
evaluate silent reading fluency were focused on reading fluency at word level. One was a
matching task where the students matched pictures with words. The other was similar to
the Test of Silent Contextual Reading Fluency (Hammill, Wiederholt & Allen, 2006). In
this task, children were presented with a string of letters and they were asked to put lines
between words within the allotted time. For example, the string “moonpinkcatbook™ is
divided into “moon|pink|cat|book”. Studies on literacy acquisition in Turkish have used
similar tasks (e.g. Yildirim & Ates, 2012). The current study has not used these types of
task due to these tasks only assessing reading fluency at word level and excluding prosody
as well as these tasks’ incompatibility with the agglutinative characteristics of Turkish.
Since both of these measurement tools are at word level, they do not assess reading
prosody. Moreover, neither of these tasks would embrace the agglutinative characteristic
of Turkish. Any reading measurement tool in Turkish that avoids suffixes would not be
naturalistic because a large portion of words one reads has suffixes on them. For the
picture-matching tool, it would be impossible to have a picture for “kitabin™ ‘of the book’.
For the string-of-words tool, an attempt to cope with this issue would be using strings of
words with suffixes (e.g. “aydan|pembemsilkedim|kitaplar” ‘from the moon|pinkishjmy
cat|books’). However, this might lead to children drawing a line after the word root then
noticing the suffix, which would necessitate the children to erase the line they drew after
the word root and draw another line after the suffix. Hence, they might lose time, get
confused and even become frustrated.

Another type of silent reading fluency measurement used in the literature on
literacy acquisition in Turkish is asking children to read a passage and let the experimenter
know when they are done (e.g. Saracaloglu, Dedebali & Karasakaloglu, 2011). Such a
measurement tool assesses accuracy, speed and prosody and would be a better assessment
of reading fluency. However, this measurement does not provide insight into whether the
children actually read the whole passage or how accurately they read it (Fuchs et al.,
2001). A child could just skim the passage or another child declare that they are done
halfway through the passage and the experimenter wouldn’t really know unless a second
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part is added to this measurement. Asking reading comprehension questions after the child
reads the passage might be an appropriate way to judge whether the child has read the
whole passage. However, in this case the data of children who fail the reading
comprehension part would have to be thrown out. This might skew the data and such an
action would be considered avoidable data loss.

A type of silent reading fluency measure commonly used in literature (e.g.
Cetinkaya et al., 2015; Saracli Celik, 2019) is the standardized “Dogru ve Akici Sessiz
Okuma Testi” ‘Accurate and Fluent Silent Reading Test’ (Ulper & Yagmur, 2016), which
has taken its inspiration from the Test of Critical Early Reading Skills (Torgeson, Wagner,
Lonigan, & DeGraff, 2002). In this test, children are given a list of real and pseudowords
and asked to find as many real words as possible given in the allotted time. The children’s
score on this measurement is based on how many real words they have found in the given
time. However, it should be noted that this score is not a direct representation of the actual
number of items they read in this measurement because these children also read
pseudowords, which are not accounted for in their score. The pseudowords in this
measurement are generated from real Turkish words so that pseudowords are not
obviously apparent and the children cannot immediately tell that they are not Turkish
words. For example “kjfyua” would be very easy for children to recognize as “not a real
Turkish word” and therefore this measurement avoids such highly obvious fake words.
Examples of pseudowords used in this measure are “hespi” (from “hepsi” ‘all’), “coksu”
(from “cosku” ‘enthusiasm’), “izma” (from “imza” ‘signature ’), “yec¢rek” (from “¢eyrek”
‘quarter’) and “tagik” (from “kagit” ‘paper’) among many others (Sarach Celik, 2019). If
you know Turkish, you might have not even realized that the former three are
pseudowords because our brains can “read” words if the all the letters are jumbled expect
the initial and final letters. This phenomenon is called typoglycemia (Lower, 2014).
Typoglycemia and vocabulary skills have been found to be positively correlated (Assa,
2017). This suggests that children with higher vocabulary would be better at recognizing
words even if their middle letters are jumbled. In other words, such a child would see
“hespi1” and read “hepsi” and mark this pseudoword as a real word. This would mean that
children with higher vocabulary skills would make more mistakes on this measure, and
they would lose precious time marking down these wrong answers. Consequently, a child
with higher vocabulary skills would get a lower score than a child with lower vocabulary
skills but similar silent reading speed. Therefore, this measure might be biased against
children with higher vocabulary skills. Moreover, this measurement tool also neglects
prosody since it assesses children’s reading fluency as word level. For these reasons, the
current study opted not to use this measure.

The current study has chosen to adapt another type of silent reading fluency
measure into Turkish due to shortcomings of the types of measurements listed above.
However, the current measurement also has potential limitations. The current measurement
requires children to judge whether the sentence they read is true or false and such
judgments inevitably involve reading comprehension skills. In order to lessen the effects of
reading comprehension skills on this measurement, the sentences were constructed to be
highly straightforward. Moreover, avoiding reading comprehension skills in silent reading
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fluency is inescapable. All silent reading measures outlined above are also contingent on
the children’s ability to recognize words. When a person recognizes a word, they also
think about its meaning which has been demonstrated by priming studies (for an overview,
see Gulan & Valerjev, 2010). Such studies have shown that people tend to recognize
words faster if they are shown related words before hand. For example, they recognize
“dog” faster after seeing “cat” (a related word) than they do after seeing “salt” (unrelated
word). Therefore, while the silent reading measurement of the current study involves
reading comprehension skills, silent reading measurements cannot avoid reading
comprehension skills in any event.

The other measurement of the study, the reading comprehension measurement, is
similar to the one used by Torppa and colleagues (2016). This type of reading
comprehension measurement, which consists of reading a text and answering questions
about it, is frequently used on in the literature on literacy acquisition in Turkish (e.g.
Bastug & Keskin, 2012; Cetinkaya et al., 2015; Kaya & Yildirim, 2016; Saragh Celik,
2019). An example of a much less infrequently used measurement for reading
comprehension in the literature is confirming sentence meanings task (e.g. Yildinm &
Ates, 2012). In this measurement tool, children are expected to compare various sentences
and decide whether these sentences have the same meaning or not. The current study has
chosen to utilize the more frequently used measurement since it is analogous to reading
comprehension activities present in Turkish education books, which also revolves around
reading texts and answering questions about them (Tiim, 2016).

The current study illustrated how reading skills of children can be evaluated by
providing two measurement tools that focus on different reading skills, silent reading
fluency and reading comprehension. Teachers’ awareness of their students’ reading skills
is relevant for organizing their materials based on their classrooms’ general strengths and
weaknesses (Lane, Oakes, & Menzies, 2010). Measurement tools teachers can use to track
their students’ reading skills in Turkish are not widely available. They can use normative
information on elementary students’ oral reading fluency in Erden and colleagues’ (2002)
or Bakir and Babiir’s (2018) studies. There is no normative information on children’s
silent reading fluencies in the literature (Cetinkaya et al., 2015, p. 1000). On the other
hand, a normative measurement on children’s reading comprehension abilities is “Okuma-
Anlama Testi” ‘Test of Reading and Understanding’ (Ulper, Cetinkaya, & Bayat, 2017);
however, the author has failed to find information on this measurement online. There is
another measurement tool on reading comprehension titled “Sesli Okuma Becerisi ve
Okudugunu Anlama Testi” ‘Oral Fluency Skills and Reading Comprehension Test’, which
is still under the process of collecting normative information (Celik, Erden, Ozmen, &
Tural Hesapgioglu 2016, p. 108). Since children with reading difficulties referred to be
specialist by their teachers (Cappa & Giolivi, 2014), the lack of widely available normative
reading skills measurement is especially important because teachers have been found to be
highly lacking in terms of their knowledge of and ability to recognize specific learning
disorders, which includes reading difficulties (Clure, 2013; Flynn & Rahbar, 1998;
Madelaine & Wheldall, 2005). They also can have misconceptions about reading
difficulties (Ding, 2017). However, when teachers were provided with appropriate
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instruments to base their judgments on, teachers were highly reliable in their judgments of
children’s abilities (e.g. de Aratjo Vilhena, & Vieira Pinheiro, 2016). The current study
provides a sample of measurement tools for assessing and evaluating reading skills. Next,
standardized measurement tools for assessing and evaluating Turkish reading skills with
normative information should be developed and made wide available and free for teachers
to use. An important finding of the current study is that different reading skills should be
assessed and evaluated separately because as Figure 1 demonstrated a child can be good at
one reading skill and poor at another.

In the literature on reading difficulties in Turkish, some studies assess both reading
fluency and reading comprehension in other to determine which children have a reading
difficulty (e.g. Sidekli, 2010) while others only assess one of them (e.g. Kodan & Akyol,
2018; Kuruoglu & Sen, 2018). Moreover, some studies determine that a child has a reading
difficulty only if they have both poor reading fluency and poor reading comprehension
(e.g. Turkmenoglu & Bastug, 2017). While all these studies are informative, the manner in
which they defined reading difficulty criteria might have limited their findings. Studies
that use only reading fluency as a reading difficulty criterion, for example, would overlook
children who have reading difficulties due to poor reading comprehension. The current
study’s findings suggest that if one is using only reading comprehension or reading fluency
while determining reading difficulties, one might miss children who have reading
difficulties. This is in line with what Baydik (2011) observed in his study on reading
difficulties, which was that 5.2% of the students with reading comprehension difficulties
did not demonstrate reading fluency difficulties. Literature on reading difficulties in
English also illustrated that children might have a reading difficulty due to issues regarding
only reading comprehension, only reading fluency or both (e.g. Leach, Scarborough, &
Rescorla, 2003). Similar to Baydik (2011), Clemens and colleagues (2017) observed that
most children with reading comprehension difficulties in English also had reading fluency
difficulties but not all. They conclude that “If assessment is limited to solely to tests of
reading comprehension that do not allow for fine-grained analysis of component reading
and language skills, it may be difficult to determine whether comprehension difficulties are
constrained primarily by foundational skill deficits as opposed to difficulties in higher
order text processing” (p. 794). In other words, assessing a child’s reading difficulties is
not only to determine a reading difficulty but also to determine a course of action for
intervention. Therefore, the repercussions of not assessing children’s both reading
comprehension and reading fluency abilities are twofold. First, one might miss children
who have reading difficulties due to the area not tested. Second, one can have an
incomplete picture on what to work on in remediation or intervention in order to improve
children’s reading abilities.

Interventions for reading comprehension and reading fluency have quite different
approaches. Intervention for reading fluency difficulties involves phonological awareness
training (O'Shaughnessy & Lee Swanson, 2000), letter-sound training (Mercer et al.,
2000), explicitly teaching sight words/phrases (Mercer et al., 2000), repeatedly reading the
same text (Conderman & Strobel, 2008) and imitating teacher’s reading (Young, Mohr, &
Rasinski, 2015). On the other hand, intervention for reading comprehension difficulties
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involves prereading (activating prior knowledge about the subject and making predictions
about the text), summarizing the text, identifying main ideas of the text, self-monitoring
comprehension, explicitly teaching narrative story structure and clarifying vocabulary (for
an overview see Berkeley & Larsen, 2018). Since reading comprehension and reading
fluency require different types of interventions, one would not expect intervention in one
to improve the other. Ritchey, Palombo, Silverman and Speece (2017) investigated just
that and found that reading comprehension intervention (while improving reading
comprehension) did not improve reading fluency. Likewise, Soriano and colleagues (2011)
found that reading fluency intervention (while improving reading fluency) did not improve
reading comprehension. These studies underline the need for understand what a child is
having difficulty with and addressing them directly instead of just providing a random
reading intervention.

In conclusion, the current study demonstrates that silent reading fluency and
reading comprehension skills are only moderately correlated two skills. A comprehensive
view on a child’s reading proficiency would require both reading fluency and reading
comprehension skills to be assessed and evaluated because a child’s one skill does not
determine the other. As a matter of fact, there are children who have higher reading
fluency skills but lower reading comprehension skills as well as children who are vice
versa. This finding has consequences for education, diagnosis and intervention.
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Introduction

Developing reading comprehension skills of students at any level of education
performs a fundamental role in the success they will achieve in their current and
prospective educational lives, which illustrates that enhanced reading skills also underlie
the achievements students gain in any course they take at tertiary level. Parallel to this,
improving reading skills in a target language adds to the development of skills in using it.
The considerable weight carried by reading skills has led to the production of a plethora of
research on it thus far (Datta & Ross, 2002, Ersanli & Cakir, 2017; Ferrer et al., 2017;
Huang et al., 2014; Kingston & George, 2014; Moon et al., 2016; Nayak & Sylva, 2013;
Sahan, 2012).

Tertiary students are underprepared for fulfilling reading requirements of university
education (Feller et al., 2020), which could have its origin in their prior educational lives
(Wulfemeyer, 2019). To illustrate, undergraduate students’ academic reading proficiency
was reported not to vary according to their class level and not to show improvement
toward their graduation in the study by Gorzycki et al. (2016). Therefore, taking Reading
Skills course is construed to exert a profound impact on underprepared tertiary students’
success in college (Cox et al., 2003). Nonetheless, the positive impact to be created by
taking Reading Skills course on gaining academic achievement cannot be constrained
merely to underprepared tertiary students because its beneficial effect can also be extended
to the short- and long-term success to be achieved by pre-service English-as-a-foreign-
language (EFL) teachers (PSEFLTS). Given the fact that enhancing reading comprehension
skills plays a pivotal role in the successful completion of the initial English language
teacher education program, reciprocal teaching (RT), developed by Brown and Palincsar
(1982) notably with a view to improving reading skills by virtue of promoting the
interaction amidst students, could be resorted in the attempts made to hone PSEFLTS’
reading comprehension skills (e.g., Slater & Horstman, 2002; Zendler & Reile, 2018).
Nevertheless, review of the literature on RT unravels that the relationship between the
implementation of it and PSEFLTSs’ reading comprehension skills in the target language is
in need of research to be enlightened. For this reason, the present study has the potential to
fill the gap of concern in the literature.

Literature review

Teaching reading to tertiary and EFL students

College students, who are aware of the significance of developing their reading
skills (Howard et al., 2018), have been exposed to a variety of treatments such as
following a structured reading curriculum (Alamprese et al., 2011), extensive reading
programs (Cockerill et al., 2019; Morshedian et al., 2017; Nhapulo et al., 2017; Shore et
al., 2015), the provision of critical literacy instruction (Tagpmar & Cubukg¢u, 2020), and
the application of Cognitive Academic Language Learning Approach (Albashtawi, 2019)
to help them develop their reading skills. As well as these, improving vocabulary skills
(Ari, 2016; Khezrlou et al., 2017) and interventions in reading strategies are exhibited to
be useful for enhancing reading proficiency (Okkinga et al., 2018). The effect of the
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teaching of strategic reading on tertiary students’ reading skills has been the topic of an
indispensable number of research, one of which was carried out by Caverly et al. (2004).
The study reported the development in tertiary students’ reading scores as a result of
strategic reading instruction. Training students in metacognitive reading strategies was
demonstrated to promote their self-regulation as reading (Ditzel, 2010). A correlation
between metacognitive strategy use and reading proficiency was reported in Kim’s (2016)
paper. In the same vein, Kung’s (2019) study revealed that advanced EFL students
preferred to use cognitive and metacognitive knowledge as reading English texts.
Furthermore, the findings in that study illustrated that authentic texts increased learner
motivation. Increasing tertiary students’ motivation for reading, and thus, developing their
reading comprehension skills can be enabled by placing university students in the center of
the teaching of reading (Douglas et al., 2016). To exemplify, giving them a chance to have
a say in the choice of texts they will read could foster their reading comprehension
(Durmin & Sherman, 2008), which can gain meaning keeping in mind their age and
maturity.

Teaching of reading strategies, playing a vital part in improving reading
comprehension skills, should be based on a set of criteria like what strategies to teach,
when to teach them (Taraban et al.,, 2004) and how to teach them. Explicit strategy
instruction is presented in the literature to be effective in enhancing reading
comprehension (e.g., Ghavamnia, 2019). Explicitly taught cognitive and metacognitive
reading strategies were demonstrated to lead to improvement in EFL students’ reading
comprehension in the research undertaken by Aghaie and Zhang (2012). Individual
differences among adult learners should be taken into account as examining their reading
skills (Macaruso & Shankweiler, 2010) though it was indicated in Song et al.’s (2020)
study that English as-a-second language readers utilized similar strategies. The study by
Tsai, Ernst and Talley (2010) demonstrated that skilled Chinese EFL readers as against
less skilled ones used more strategies in reading English texts. The impact of modified
collaborative strategic reading on EFL college students’ reading comprehension was
examined in the research by Zoghi et al. (2010), which showed the intervention did not
result in significant gains in reading comprehension skills. In addition to the investigations
into the influence of the implementation of reading strategies on the reading
comprehension development, collaborative learning is yielded to contribute to reading
achievement (Ghaith, 2003). For instance, the research by Jalilifar (2010) revealed that
cooperative learning techniques were more effective than traditional ones in EFL students’
reading comprehension.

The effect exerted by technology integration on the development in reading skills is
also investigated (e.g., Chen & Chen, 2014; Kuehner, 1999; Wang, 2017). The study by
Kealey and Mather (2019) revealed that computer-assisted instruction helped college
students develop positive attitudes towards reading and increase their reading gains.
Likewise, implementation of blended learning was exhibited to be influential in improving
college students’ reading proficiency in Yang’s (2012) research. In line with that study, the
research carried out by Liu (2020) reported that online teaching of reading resulted in more
reading gains than traditional way of teaching reading. Additionally, it was indicated that
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online teaching of reading motivated students more via stimulating learning conditions.
Similarly, mobile assisted online instruction enhanced EFL students’ reading
comprehension in Chang and Hsu’s (2011) study. The research by Chang and Millett
(2015) reported that audio—assisted extensive reading produced higher levels of EFL
student reading comprehension when compared to silent reading. The level of reading
comprehension of students exposed to online-based reading strategy instruction was higher
than the one of students receiving paper-based reading strategy instruction in the research
by Huang (2016). The use of blogging was shown to increase the interaction amongst
tertiary students and to improve retention rate, yet it did not bring about a positive effect
on their reading achievement in Hsu and Wang’s (2010) paper.

Reciprocal teaching

RT, consisting of four consecutive stages: summarizing, questioning, clarifying and
predicting, enhances reading comprehension (King & Johnson, 1998; Seymour & Osana,
2003) through fostering student interaction in a structured way (Gruenham, 2012). The
research carried out by Soonthornmanee (2002) revealed that RT facilitated EFL students’
reading skills. Another study exploring the influence of RT on reading skills was
undertaken by Chang and Lan (2019) who based the technique on Moodle. The results
indicated that Moodle-based RT enabled EFL students to perform better on the post-
reading test. The study done by Palincsar and Brown (1984) demonstrated that
implementation of RT brought about improvement in reading comprehension. Similarly,
the participants being exposed to RT training developed their reading comprehension more
and scored higher in the post- and follow-up-tests in the study undertaken by Sporer et al.
(2009). Pointing out the value of RT, Gilbert (2018) drew the attention to the importance
of placing it within a wide spectrum of reading strategies by implementing it in disparate
reading communities. The research by Tarchi and Pinto (2016) indicated that RT could
create a learning environment that is rich of interaction. In addition, integrating RT into an
online learning environment contributed to enhancing EFL students’ reading
comprehension (Tseng & Yeh, 2018; Yang, 2010).

The review of literature unearths that there is no study investigating the influence
of RT on developing reading comprehension skills of PSEFLTs, who will need to
implement reading strategies to improve their prospective students’ reading skills. Keeping
in mind this gap in the literature, this study aims to find answers to the following research
questions.

1. Does the intervention in RT impinge upon PSEFLTs’ reading comprehension
skills?

la. Is there a statistically significant difference between pre-reading test results
of the experimental and control groups?

1b. Is there a statistically significant difference between post-reading test results
of the experimental and control groups?

2. What are PSEFLTSs’ views about the intervention in RT they have been subjected
to?
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Methodology

Resign design

This research was designed as a quasi-experimental study. As suggested by
Creswell (2012), pre- and post-test design approach was adopted in this study. Prior to the
start of the study, ethical approval was obtained from the ethics board of the university in
which this research was carried out. One of the two freshman groups, already formed at the
beginning of the academic year by the head of the department of English language
teaching, was selected as the experimental group and the other as the control group,
explicating why the present study is a quasi-experimental research.

Participants

A total of 109 freshman PSEFLTSs studying at a state university took part in this
study. Table 1 below displays the demographic information about them.

Table 1. Demographic Information about the Participants

Group N Age (X) Gender
Female Male

Experimental 56 194 44 12

Control 53 19.1 43 10

As can be seen in the Table, the number of the participants in the experimental
group (n = 56) is close to the one in the control group (n = 53). The mean age of the
experimental group participants was 19.4 while that of the control group was 19.1 when
this research was undertaken. The number of the female participants in the experimental
and control group (n = 44, n = 43, respectively) is higher than the male participants in the
experimental and control group (n = 12, n = 10, respectively).

The PSEFLTs were informed about the purpose of the study and their right about
withdrawing from the study any time they desired. No information that can reveal the
identity of the participants will be presented throughout this research to maintain the
anonymity and confidentiality in the research.

Context

In the context of this study, freshman PSEFLTs take two-hour Reading Skills |
course in the fall term of the first academic year in the program and two-hour Reading
Skills 11 course in the spring term of the same academic year. One midterm exam,
comprising 40% of the final grade and final exam constituting its 60% are administered to
assess how much PSEFLTs have learned from Reading Skills courses. Below are the
objectives of Reading Skills I and Il course.

Objectives of reading skills I course

This course is designed to help PSEFLTSs develop their reading skills comprising
reading between lines and guessing the main idea of a text. Additionally, this course aims
at helping them acquire high-level reading skills involving digging out the main idea of a
text, being able to use semantic connections amongst sentences, and becoming aware of
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various perspectives by reading authentic texts. Aside from these, another objective of this
course is to provide guidance to PSEFLTSs in picking up critical thinking skills (Higher
Education Board, 2018).

Objectives of reading skills Il course

This course is designed to help PSEFLTs develop their skills of drawing logical
inferences via deductive and inductive reasoning, reading between lines, and
comprehending literal and figurative meaning through analyzing the information provided
in passages. This course, additionally, aims at supporting PSEFLTs in developing their
ability to express personal opinions regarding the reading either orally or in written form.
This course also targets raising the awareness of PSEFLTs of the fact that what is
comprehended by the reader may vary from the meaning intended to be conveyed by the
author (Higher Education Board, 2018).

Procedure

This study was conducted when the study participants were enrolled in Reading
Skills 11 course and had passed Reading Skills I course successfully in the fall term. One of
the researchers taught the course in both groups. A pre-reading test was administered to
find out if there was a statistically significant difference between reading comprehension
achievements of the experimental and control group before the start of the intervention.
Then, the intervention in RT in the experimental group was commenced. Seven articles on
foreign language reading skills and PSEFLT education were selected by the researchers.
The PSEFLTSs in the experimental and control groups were asked to read the articles to be
worked on during class hours. The first article dealt with in the first week of the
intervention catered for helping the experimental group comprehend the stages of the RT
technique in the light of the explanations provided by the researcher and modelling done
by her. Following the elucidation as to employing the RT technique, the participants in the
experimental group were told to form groups of four. Each group member assumed a
different role in accordance with the stages of RT: summarizer, questioner, clarifier and
predictor. The researcher helped the participants who could not join a group form separate
groups. The experimental group participants wanting to change their groups were given the
permission to do so on the condition that such a change did not damage the equal
distribution of roles in the groups. The participants performing the role of summarizer
were also allocated as the moderator of the group. Nonetheless, other members adopting a
role other than that of summarizer could also perform the role of the moderator by
expressing their wish for that to their group members.

The summarizers were responsible for providing a synopsis of each article. Then,
the questioners asked questions about the topics covered in the article but were unclear and
therefore needed more clarification. Not only did the questioners ask the questions but also
the other three group members asked the questions they had in their minds. Afterwards, the
clarifiers tried to answer the posed questions; nonetheless, it was not only the clarifiers
who attempted to answer them but also other group members did it when they had answers
to them. Thereafter, the predictors verbalized their ideas about how the claims stated either
overtly or covertly in the texts could be reconsidered and/or suggested techniques could be
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applied to their own context. While the groups were fulfilling their roles, the lecturer
monitored and scaffolded them whenever they needed. Subsequent to the completion of all
the stages, the researcher handed out five open-ended questions about the text that
functioned as a tool to check participants’ comprehension of it. The groups were given ten
minutes to answer them, at the end of which they offered their answers to the questions.
Different answers given by the groups provoked the whole-class discussion. All the
procedures in the implementation of the RT technique were completed in two class hours.
When the experimental group worked on the articles in compliance with the RT technique,
the participants in the control group focused on the same articles in a traditional way. They
read the texts in class hours and then answered the questions relating to them individually.
Afterwards, the teacher got the answers from the control group participants. At the end of
the intervention lasting seven weeks, a post-reading test was administered. A semi-
structured interview was carried out with eight experimental group participants to learn
about their conceptions of the RT intervention.

Data collection tools and analysis

Pre- and post-reading tests

A pre-reading test containing five open-ended questions relating to an expository
text was developed by the researchers. The objective of administering the pre-reading test
was to make sure there was no statistically significant difference between reading
comprehension skills of the experimental and control group participants. The test and a
short description of the study including its purpose and research questions were e-mailed
to two EFL teacher educators to ensure it measured what it intended to measure. Slight
changes were made in the questions in view of their comments. Participants’ test papers
were marked by the two researchers. Inter-rater reliability was assessed to reveal the level
of agreement between the markers (Fink, 2010). Cronbach’s alpha value was .906 for the
pre-reading test. The data obtained from pre-reading test were analyzed by running
independent samples t-test. A post-reading test was administered, subsequent to the RT
intervention, with an eye to finding out whether or not there occurred a statistically
significant difference in reading comprehension achievement of the experimental and
control groups. The post-reading test was e-mailed to the same two EFL teacher educators
to make sure if the test was valid. The post-reading test papers were also marked by the
researchers. Inter-rater reliability was assessed for the post-reading test as well, which
demonstrated that Cronbach’s alpha value was .804. PSEFLTSs’ scores on the post-reading
test were analyzed performing independent samples t-test. To increase the credibility of
this study, peer debriefing (Lincoln & Guba, 1985) was realized by requesting the two
EFL teacher educators mentioned in the preceding sentences to check the processes gone
through from the beginning till the end of this research.

Semi-structured interview

Following the intervention and administration of the post-reading test, eight semi-
structured interviews, each lasting 25-35 minutes, were conducted. The questions asked in
the interviews were checked by the teacher educators referred to in the previous paragraph
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in an effort to make sure the interview questions served for the purpose of unearthing
PSEFLTSs’ conceptions of the intervention in the RT technique. An interview protocol was
kept for each interviewee to take notes of interviewees’ responses to the questions. Below-
stated questions are the ones produced for the interview:

1. What do you think about the effectiveness of the RT technique in the

development in your reading comprehension?

2. If you faced any problems during the intervention, could you please give

information about them?

3. As an English language teacher candidate, will you use the RT technique to help

your future students develop their reading skills?

Member checking was used in an attempt to validate the qualitative data (Birt et al.,
2016) and to increase the credibility of the study (Lincoln & Guba, 1985). The findings

gathered from the interviews were shared with the interviewees to ensure they mirrored
what they had in their minds about the RT intervention they were subjected to.

Findings

Findings in relation to the impact of the RT Intervention on PSEFLTSs’ reading
comprehension

The probable effect of the RT intervention on PSEFLTSs’ reading comprehension
skills was explored though analyzing the scores the experimental and control group got on
the pre- and post-reading tests. Table 2 below illustrates independent samples t-test results
of the pre-and post-reading tests.

Table 2. Independent Samples T-Test Results of Pre- and Post-Reading Tests

Test Group N Mean SD t-test

Pre-reading test Experimental 56 78.57 12.18 .093
Control 53 75.00 10.19

Post-reading test Experimental 56 87.67 8.81 .000
Control 53 79.90 11.79

Table 2 shows that there was no statistically significant difference between the pre-
reading test results of the experimental and control group participants (p = .093). In
agreement with that, the mean values of the pre-reading test results for the experimental
group (M = 78.57) and for the control group (M = 75.00) appear to be close to each other.
However, the difference in the mean values of the experimental (M = 87.67) and control
group (M = 79.90) is higher in the post-reading test and the p value, .000, indicates a
statistically significant difference between the experimental and control groups, which
occurred following the intervention. The mean value belonging to the experimental group
is bigger than that of the control group in the post-reading test, showing that the PSEFLTs
in the experimental group outperformed the ones in the control group.

Findings with respect to PSEFLTs’ Views about the RT Intervention

A semi-structured interview was conducted so as to unpack PSEFLTs’ perceptions
regarding their experiences of the RT intervention. The first question in the interview
provided insights into the experimental group participants’ conceptions concerning the
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effectiveness of the intervention in their reading comprehension skills. Interviewees’
responses to the first question showed that all the interviewees found the intervention as
effective at developing their reading comprehension skills. Contributing to enhancing
group members’ comprehension of the selected texts through carrying out their duties, the
experimental group participants felt motivated to perform them competently. In addition,
qualitative data analysis indicates that listening to questions posed about the texts by the
questioner and other group members and answers given to them enabled the PSEFLTS to
develop their reading comprehension skills. Interviewee 3 stated: “I believe RT helped me
improve my reading comprehension skills. Especially, exploring the texts together
developed my reading skills. | looked at the texts from different angles thanks to the
discussions in my group”. Similarly, interviewee 7 said: “l think my reading skills
improved more owing to the RT technique because | asked my questions about the things |
could not understand in the texts and got answers to them from my group members”.

Interviewees’ responses to the second question indicate that the intervention in the
RT technique was not free of problems for them. The common problem stated by the
interviewees was related to group members’ performances on their roles. They claimed
that not all group members fulfilled their responsibilities fully. Interviewee 4 stated: “l had
few problems during the intervention. For example, one of the members in my group did
not do her best to meet her duties”. In line with the views of interviewee 4, interviewee 8
said: “The clarifier in my group did not try to clarify the questions asked by the questioner
or us. This really damaged the soul of teamwork and demotivated me”. Another issue
raised in the interviews was related to the problems with having to be involved in a group
in which they were unhappy. Interviewee 3 said:

I wanted to change my group after two weeks because | was unhappy about my group. |
couldn’t find another group to join and I think the intervention could have been more effective
if I had become a member of a group in which I could feel more comfortable.

The third question in the interview served for unveiling interviewees’ views as to
applying the RT technique as teaching reading to their future students. All the interviewees
stated that they would implement the RT technique in their prospective lessons. According
to them, the RT technique could be effective in teaching reading to students of different
ages since students needed to be more active in RT, which could make lessons more
interesting and enjoyable for them. Interviewee 7 said: “l will apply the RT technique in
my lessons in the future because students are not passive in RT; on the contrary, they are
active and do most of the work in the reading lesson”. Interviewee 2 directed the attention
to her prior learning experiences to expound why she would implement RT in teaching
reading to her students in the future:

I had learnt reading in English in a traditional way. | mean the teacher reads the passage
and/or the teacher nominates students to read it, and then, tells them to answer the questions
about the passage individually. The RT technique could change this monotonous and
traditional way of teaching reading because it is student-centered and students are more active
in reading lessons. | believe it is more effective than traditional way of teaching reading.
Because of that, | will definitely use it to teach reading to my students in the future.
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Discussion

The findings showed that the question of whether or not implementing the RT
technique in Reading Skills course enhances PSEFLTs’ reading comprehension skills was
answered in the affirmative. The non-existent statistically significant difference between
the reading comprehension skills of the experimental and control group participants in the
pre-reading test changed into a statistically significant difference in the post-reading test.
The experimental group performed better in the post-reading test as the intervention in the
RT technique ended in more improvement in their reading comprehension skills. This
finding parallels a number of studies carried out with the same purpose of exploring the
effect of the RT technique on students’ reading skills (Palincsar & Brown, 1984,
Soonthornmanee, 2002; Sporer et al., 2009; Tseng & Yeh, 2018; Yang, 2010). This result
suggests that the RT technique could be implemented in reading courses in PSEFLT
education not only to support them in developing their reading skills but also to help them
realize that RT can work with younger students, in other words, with their prospective
students. Because RT is a technique that is particularly developed for teaching reading, the
stages in the RT technique could be applied to other courses necessitating a close reading
of several texts. Such a technique producing desired outcomes in developing PSEFLTSs’
reading skills could be considered to be promising in that tertiary students are presented in
the literature to be underprepared for tertiary level reading (Feller et al., 2020).
Considering the assertion that high level of reading comprehension skills positively
impinges on tertiary students’ success in their academic education (Cox et al., 2003), and
the findings presented in this study, it could be recommended that the RT technique should
be implemented as much as it could be in the courses offered in the first academic year to
help them develop their reading skills, which could directly affect their success in the
following academic years.

The qualitative data revealed PSEFLTs’ perceptions pertaining to the RT
intervention. The interviewees deemed it as effective in developing their reading
comprehension skills. The interviewees stated RT fostered student-centered teaching and
learning as they did almost all the work via interacting within their groups and the lecturer
provided help and guidance solely when they needed. Similarly, the phenomenon that
student interaction is facilitated as the RT technique is applied is also demonstrated in
other studies (Gruenham, 2012). Moreover, as is indicated in the literature (Douglas et al.,
2016), it is important for tertiary students to take control of the process of reading to be
proficient in reading. Likewise, the participants viewed RT as effective inasmuch as they
were more active through collaborating with their group members in the reading lessons
taught in compliance with the RT technique. In compliance with this finding, the related
literature entails studies reporting the positive effect of collaborative learning on students’
reading comprehension (Ghaith, 2003; Jalilifar, 2010). The positive conceptions the
PSEFLTSs held about the impact of RT on their reading skills were linked to their past
learning experiences of reading in that their prior reading experiences in English were
structured upon conventional teaching of reading. Associated with that, Wulfemeyer
(2019) pointed out the influence of tertiary student’ prior educational experiences on their
current low level of reading comprehension skills. The results obtained from the
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qualitative data indicate that joining a group in which PSEFLTs could work
collaboratively and efficiently might be hard for some of them. For this reason, as it is
highlighted in Macaruso and Shankweiler’s (2010) study, examinations on adult learners’
reading skills require taking into consideration individual traits. Therefore, lecturers
applying the RT technique should support PSEFLTs confronting group-related problems
more to help them make the most of it.

The qualitative data also showed that the interviewees would apply RT while
teaching reading to their prospective students. This finding shows that the way Reading
Skills courses are offered at tertiary level is likely to shape pre-service teachers’
prospective teaching of reading. Providing they are introduced and taught in line with the
methods and techniques maximizing their participation, they may tend to design their
teaching in accordance with them when they begin to teach.

Conclusions, limitations of the study and further research

This quasi-experimental study makes a major contribution to the literature with the
findings it has demonstrated. Implementing the RT technique in Reading Skills course led
to bigger improvement in experimental group’s reading comprehension skills. Since they
did almost all the work during the intervention, they felt highly motivated to shoulder
responsibility for developing their reading skills. The findings indicate that university
reading teachers must refrain from conducting the teaching of reading conventionally and
fine-tune how they teach reading according to teaching methods encouraging interaction
among students and facilitating student autonomy.

This study is not free of limitations. First and foremost, duration of the intervention
should be extended because it lasted for seven weeks in this research. Longitudinal studies
need to be conducted to explore in detail the effect of the intervention in the RT technique
on developing PSEFLTSs’ reading comprehension skills. In addition, more comprehensive
qualitative data could be gathered to gain illuminating insights into students’ experiences
of the RT intervention. This could be achieved by interviewing study participants not only
at the end of the intervention but also in the middle of it to make necessary amendments in
the intervention so that they can derive substantial benefit from it. The participants are
PSEFLTs in this study but the RT technique could be employed by reading teachers
teaching at different levels of education. Moreover, female and male students may not
benefit from the RT technique equally. Therefore, further research could be carried out to
explore the effect of the technique on female and male students.
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Introduction

Despite adequate intelligence level and a suitable learning environment, some
students may have difficulties in basic skills such as speech, reading, writing and
mathematics even in later grades. These difficulties are known as “special learning
difficulties”. The Ministry of National Education (MoNE, 2008: 3) defines the individual
with special learning disabilities as follows: Despite the sufficient level of intelligence in the
formal education program, individuals who have experienced negativity in understanding
and using the language in writing or verbally, intensifying their attention, mathematics,
reasoning, motor-organization skills, and for these reasons have low academic success
compared to their peers. It is not possible to talk about a typical concept for an individual
with learning difficulties. Each of these students also has different characteristics in terms
of academic, social or behavioral characteristics. Some of the students have difficulties in
only one area, while others may have difficulties in multiple areas (Gargiulo, 2003;
Pierangelo & Giuliani, 2006; as cited in Melekoglu, 2010: 92). In recent years, the number
of children with learning disabilities has increased significantly. One of the reasons for this
is that people are thought to have more awareness of these problems (Pollock et al., 2004
1).

Literature review

Skills related to the reading process; decoding of the word, reading/recognizing
words, fluent reading, reading comprehension (Bender, 2012: 183). Any problem that may
occur within these skills is known as “reading difficulties” among learning difficulties.
Kuruyer (2014: 12-13) stated that although some students do not have any lack of
intelligence, visual-hearing impairment, attention deficit and hyperactivity disorder
(ADHD), they are not able to perform the same performance in terms of reading ability
compared to their peers, and these difficulties can be called reading difficulty. A child's
difficulties with reading are the first point to realize that they have certain educational needs
(Pollock et al., 2004: 52). Because the reading difficulties are reflected in the language, and
this indicates a problem within the language system (Shaywitz & Shaywitz, 2004). In this
context, it can be said that the difficulties experienced with reading will be reflected in the
academic difficulties in many fields along with language problems.

According to the “Simple View of Reading”, decoding and comprehension are
required for a good read (Hoover & Gough, 1990). When children start reading, they are
new to word reading and may differ in the speed at which they gain the ability to decode.
Initially, children's competence in decoding words is almost identical to the comprehension
of reading. Over time, as children become proficient in decoding words, comprehension will
become more important (Oakhill, Cain & Elbro, 2019: 84). Even if children with certain
comprehension problems are good at reading words, they are often known as weak
understanders. Children with such problems are usually noticed before the 3rd and 4th
grades of primary school. Good readers are readers who have no difficulty in word reading
and language comprehension (Oakhill, Cain & Elbro, 2019: 84-85). Some children may be
deprived of reading because they are in a culturally disadvantaged environment, or sensory
problems such as hearing and vision may cause reading problems. Only mental functions
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may not be at the root of reading problems. Such children can overcome reading difficulties
after a period of exposure to a literacy environment (Pas, 2009: 9).

Another concept that comes up in the literature when it comes to reading difficulty
is dyslexia. Dyslexia is a term often used for poor reading ability. It is used to describe a
very specific reading difficulty (Pas, 2009: 3) and refer to problems in the perception of
letters and words due to perceptual problems in the brain and central nervous system, and
these problems are assumed to cause reading difficulties (Bender, 2012: 183). Another
concept that comes up in the literature when it comes to difficulty reading is dyslexia. When
we looked at the researches on the subject in Turkish, it was seen that the concepts of
“reading difficulty” and “dyslexia” were used together or in place of each other. Therefore,
it is worth explaining dyslexia and its properties within the scope of reading difficulties.

There are many different views about what dyslexia is and what it is caused by. The
most widely accepted view of dyslexia is that it relates to difficulties with reading and
spelling. In fact, these challenges are easily visible from the outside and are exhibited only
with the start of reading. Also, not every reading and spelling difficulty can be considered
as dyslexia. In order to be considered dyslexia; there should be main features such as reading,
speaking, writing, mind, coordination, organizational difficulties, information processing,
phonological difficulties, visual difficulties, inconsistencies (Peer & Reid, 2003: 9-13). It is
always important to make sure that a dyslexic child does not have a physiological (ear, eyes,
IQ) problem (Pollock et al., 2004: 52). In Stanovich's “Phonological-Core Variable
Difference Model” (1988), he claimed that the most important difference between normal
and weak readers was due to the sound scientific field in cognitive functions (Tracey &
Morrow, 2006: 155).

Diagnosis, understanding and determination of appropriate learning approaches to
dyslexia is an issue that has been raised in many government reports of different countries.
But despite the fact that there is a lot of information and resources about dyslexia, the
increase in this knowledge and resources may distract teachers and parents from an
agreeable point and cause some confusion (Reid, 2011: 4). The concepts of reading difficulty
/dyslexia have been raised more frequently in recent years than before. However, there is
not enough information on how to diagnose and identify students with reading difficulties
and how to implement an individualized curriculum (Celiktiirk Sezgin & Akyol, 2015: 7).
The importance of early intervention in reading problems has been clearly established
(Christo et al., 2009: 3). In this context, the literature review indicated the existence of many
studies on the subject. The collection, review and interpretation of such subject-specific
studies in the field will contribute to future studies in terms of guiding and presenting
recommendations in the context of research, implementation and policies (Davies, 2000; as
cited in Yildiz et al., 2019: 1052).

Researches on reading difficulties in Turkey can be grouped into the following
themes; diagnosis/causes of reading difficulties, research on diagnosis/evaluation (Balci,
2017; Bingol, 2003), research on the elimination of reading difficulties and the development
of reading skills (Akyol & Ketenoglu Kayabasi, 2018; Celiktiirk Sezgin & Akyol, 2015;
Deniz & Aslan, 2020; Ding, 2017; Duran & Sezgin, 2012; isler & Sahin, 2016; Kodan, 2015;
Saglam, 2019; Sidekli, 2010; Yamag, 2014) and teacher research on reading difficulties
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(Balc1, 2019; Dogan, 2013; Kodan, 2020; Sirem & Bas, 2021; Yurdakal & Susar Kirmizi,
2019).

In this research, studies aimed at improving the reading skills of students with
reading difficulties were discussed. In the relevant literature, it has been determined that
there are many interventional studies aimed at eliminating reading difficulties in Turkey and
different methods-applications are used in these researches. It was also determined that the
number of participants and implementation time in these studies differed. The aim of this
study is to examine the research trends of studies carried out in Turkey in order to improve
the reading skills of students with reading difficulty. In this way, it is aimed to reveal the
general appearance of the studies in Turkey in order to solve the reading problems of
students with reading difficulties. In addition, it is thought that the study may provide the
regular classroom teachers and Turkish-language teachers who are practitioners of the field,
new ideas about the educational practices, materials and measurement tools that they can
apply in the classroom environment for their students with difficulty reading. In this context,
the following questions were sought in the “studies to improve the reading skills of students
with difficulty reading”;

1. What is the distribution of studies by year?

. What are the publication types of studies?

. What are the research models of the studies?

. What is the grade level of the participants of the studies?

. What is the number of participants in the studies?

. How long is the implementation time/period of the studies?
. What are the reading methods and techniques of the studies?

o N O O A WODN

. What are the measuring tools of the studies?
Methodology

Model of research and publication ethics

This research which was carried out in accordance with the qualitative research
approach, seeks to determine the trends in studies carried out in Turkey aimed at improving
the reading skills of students with reading difficulties. Data was obtained based on one of
the qualitative data collection methods, document review method. Document review is a
method of data collection based on the examination of written materials containing the
subjects or events intended to be investigated (Yildirnm & Simsek, 2013: 217). This study
titled “Trends in Studies to Improve Reading Skills for Students with Reading Difficulties”
is a comprehensive literature review. Ethical approval is not applicable, because this article
does not contain any human or animal subjects.

Data source

For the purposes of research, thesis and articles “aimed at improving the reading
skills of students with difficulty reading”were included in the scope of the research. Related
studies were obtained using the databases “Dergipark Akademik”, “EBSCOhost”, “Google
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Academic” and “CoHE National Thesis Center”. Database queries were performed using
the keywords “reading difficulty”, “dyslexia” and “dyslexic” to find relevant research.

Data collection

Within the scope of the research, literature was scanned from the databases
determined. 2 January 2021 is the deadline for scans from related databases. A data pool was
obtained as a result of the literature review. From the data pool obtained, some criteria were
taken into account in determining the studies to be selected for analysis. Initial inclusion
criteria;

e being a study aimed at improving the reading skills of students with reading
difficulty
¢ the study has not been published as different types of publications. If the same
study was published as both a research paper and a thesis, the primary source,
i.e. thesis, was included in the research.
Other criteria for inclusion:

e Studies carried out in Turkey.
e Studies for students with reading difficulties
e Intervention research to address reading difficulties.
e Studies at the elementary level (1.-8. grades)
e Studies aimed at addressing the reading difficulties of students whose native
language is Turkish.
Exclusion criteria:
e Studies carried out abroad.

e Non-school-based studies.
e Studies on diagnosing reading difficulties.
e Theoretical studies on reading difficulties and dyslexia.

The data collection process carried out to determine the studies to be analysed within
the scope of the research according to the inclusion-exclusion criteria obtained is
summarized in Figure I.
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Figure 1. Tracked Path to the Paper Inclusion Process

Studies excluded (did

Database screened Search keyword Papers gathered not meet the criteria) Included studies
“dyslexia” n=44 n=40 n=4
CoHE National
Thesis Center “dyslexic” n=4 n=4 n=0
(thesis)
“reading difficulty” n=55 n=41 n=14
“dyslexia” n=29 n=25 n=3
Dergipark
Academic “dyslexic” n=1 n=1 n=0
(article)
“reading difficulty” n=52 n=29 n=23
“dyslexia” n=19 n=13 n=6
EBSCOhost « - - _ _
(article) dyslexic n=1 n=1 n=0
“reading difficulty” n=40 n=21 n=19
“dyslexia” n=40 n=33 n=7
Google Scholar « . _ _ _
(article) dyslexic n=10 n=10 n=0
“reading difficulty” n=72 n=52 n=20

Total number of papers included in the data

n=97
pool
Studies that were removed because they did
not meet the criteria n=44
Number of included papers in the data pool n=53

As shown in Figure 1, a total of 367 studies were reached in the first phase of the
research. The total number of studies included in the data pool is 97. In the next stage, 44
studies were excluded from the scope because they did not meet the criteria. At the end of
all these procedures, the final number of included studies in the data pool was determined
as 53 (18 thesis, 35 articles).

Data analysis

The data of this research were analyzed using the descriptive analysis technique. In
the descriptive analysis, the data is organized and interpreted according to predetermined
themes (Yildinm & Simsek, 2013: 256). In order to analyze the data, a data processing
template consisting of predefined categories has been created based on sub-problems. This
template contains information about the year of the studies, publication type, research
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models, grade level of participants, number of participants, implementation time/period,
reading methods/techniques and measurement tools used.

During the analysis of the data, both researchers independently processed the studies
examined in the research into the data processing template. Later, the researchers compared
the similarities and differences between subheadings and contents, and at the end of the
comparison, the data with disagreement was revised and consensus was reached. Thus, the
reliability of the research was tried to be increased.

Findings
The findings of this study were examined based on the sub-problems discussed in
the study. The first sub-problem of the study was determined as “What is the distribution of
the studies by year?”. In this context, the distribution of the studies examined is shown in
Figure 2.

Figure 2. Distribution of the Studies by Year

12

10
10 9

8

2005 2006 2008 2010 2011 2012 2013 2014 2015 2016 2017 2018 2019 2020

When the graph in Figure 2 is examined, one study in 2005 (1.88%), two studies in
2006 (3.77%), one study in 2008 (1.88%), four studies in 2010 (7.54%), one study in 2011
(1.88%), two studies in 2012 (1.88%). 3.77), two studies in 2013 (3.77%), two studies in
2014 (3.77%), four studies in 2015 (7.54%), six studies in 2016 (11.32%), five studies in
2017 (9.43%), five studies (9.43%) were carried out in 2018, 10 studies (18.86%) in 2019
and nine studies (16.98%) in 2020. It has been seen that the number of studies on the subject
has increased in recent years.

The second sub-problem of the study was determined as “What are the publication
types of studies? ”. In this context, the distribution of the studies examined is shown in Figure
3.

© 2021 JLERE, Journal of Language Education and Research, 7(2), 295-332



302
Zuhal CELIKTURK SEZGIN & Akin BILGIN

Figure 3. Distribution of the Studies Examined According to the Publication Type
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Figure 3 shows that 12 of the studies consist of master's (22.64%), 6 doctoral thesis

(11.32%), and 35 articles (66.04%). It has been identified that the majority of the studies are
of the type of article.

The third sub-problem of the study was determined as “What are the research
models of the studies? ”. In this context, the distribution of the studies examined is shown in
Figure 4.

Figure 4. Distribution of the Studies Examined According to the Research Models
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When Figure 4 is examined, it is seen that 19 of the related studies (35.84%) used
case study method, 20 (37.73%) used action research method and 13 (24.52%). used
experimental research methods. In a publication, the method is not specified. It is identified
that more action research is used in the studies.

The fourth sub-problem of the study was determined as “What is the grade level of

the participants of the studies? ”. In this context, the distribution of the studies examined is
shown in Figure 5.

Figure 5. Distribution of participants in the studies examined according to grade level.
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As shown in Figure 5, studies aimed at improving the reading skills of students with
reading difficulties, It is understood that it was done 1 time (1.88%) at the first grade
(1.88%), 8 times at the second grade (15.09%), 15 times at the third grade (28.3%), 15 times
at the fourth grade (28.3%), 5 times at the fifth grade (9.43%), 1 time at the sixth, seventh
and eighth grades (1.88%). 6 of the publications were carried out at more than one grade
(11.32%). It is understood that the studies were carried out mostly at the 3rd and 4th grades.

The fifth sub-problem of the study was determined as “What is the number of
participants in the studies? ”. In this context, the distribution of the studies examined is
shown in Figure 6.

Figure 6. Distribution of the Studies Examined According to the Number of Participants
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When Figure 6 is examined, it is understood that 32 (60.37%) studies with a single
participant, 9 studies with two or three participants (16.98%), 6 studies with four-five
participants (11.32%), 3 studies with six to nine participants (5.66%), 3 (5.66%) with ten or
more participants were carried out. has been determined that most of the studies were carried
out with a single participant.

The sixth sub-problem of the study was determined as “How long is the
implementation time/period of the studies?”. In this context, the distribution of the studies
examined is shown in Figure 7.

Figure 7. Distribution of the Studies Examined According to the Implementation Time

0-25 course hours 6
26-50 course hours 28
51-75 course hours Il
76-100 course hours |||
100 or more course hours 6
Course time not specified 5
0 5 10 15 20 25 30

Figure 7 shows that 6 (11.32%) studies in the range of 0-25 course hours, 28
(52.83%) studies were conducted in the 26-50 course hours range, 7 (13.2%) in the 51-75
course hours range, 1 (1.88%) in the 76-100 hours range, and 6 (11.32%) in the range of 100
course hours and above. In addition, the implementation performed in 5 of the studies
(9.43%) are not specified as course hours. In researches whose course time is not specified,
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information is available in the form of 12 weeks (2 papers), 17 weeks, 5 weeks, 7 weeks. It
is understood that the implementation time of most of the studies is between 26-50 course
hours.

The seventh sub-problem of the study was determined as “What are the reading
methods and techniques used in the studies?”. In this context, the distribution of the studies
examined is shown in Figure 8.

Figure 8. Distribution According to Reading Methods and Techniques Used in the Studies
Examined.

Other methods and techniques 26
Assisted reading ||/[2
Repetitive reading 22
Guided reading 3
Shared reading ||[2
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Program suitable for learning styles
Model reading

Chorus reading
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Word repetition technique
Paired reading I

Echo reading 11

Drama method |/|2
Multi-sensory approach
3P (Pause, Prompt, Praise) method 3

Dividing words into syllables |||2
Fernald method ||[2

When Figure 8 is examined it was seen that; in 2 studies (2.06%) the “Fernald
method”, in 2 studies (2.06%) “Dividing words into syllables”, in 3 studies (3.09%) “3P
(Pause, Prompt, Praise) method”, in 3 studies (3.09%) “Multi-sensory approach”, in 2
studies (2.06%) “Drama method”, in 11 studies (11.34%) “Echo reading method” was used.
Also “Paired reading strategy” in 7 studies (7.21%), “Word repetition technique” in 2 studies
(2.06%), “Chorus reading” in 2 studies (2.06%), “Model reading” in 2 studies (2.06%),
“Program suitable for learning styles” in 2 studies (2.06%), “Listening passage preview
strategy” in 4 studies (4.12%), “Shared reading” in 2 studies (2.06%), “Guided reading” in
3 studies (3.09%), “Repetitive reading” in 22 studies (22.68%), and “Assisted reading” in 2
studies (2.06%) were identified. In addition, it was observed that 26 “Other methods and
techniques” (26.8%) were used in the researches examined. Within these 26 methods and
techniques, the maximum frequency number is one and because it is too long to write on the
figure individually, it is presented all in one. In studies, it has been observed that repetitive
reading and echo reading methods are used more.
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The eighth sub-problem of the study was determined as “What are the measuring
tools of the studies? ”. In this context, the distribution of the studies examined is shown in
Figure 9.

Figure 9. Distribution of the Studies Examined According to the Measurement Tools Used
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As shown in Figure 9, “Observation form” was used 2 (3.77%) times and “Text
Q&A” was used 1 (1.88%) times to measure the improvement in reading skills. Also,
“Literacy skills rubric” 1 (1.88%), “Scale for identifying oral reading errors” 1 (1.88%),
“Oral Reading Skill and Reading Comprehension Test (SOBAT-2)” 1 (1.88%), “The
Informal Reading Inventory” 42 (79.24%), “Reading rate measurement” 2 (3.77%), “Test
of integrated language and literacy skills (TILLS)” 1 (1.88%), “Reading comprehension
inventory” 1 (1.88%) and “Reading comprehension skills monitoring schedule” 1 (1.88%)
times used. It has been determined that “The Informal Reading Inventory” is often preferred
in studies.

Discussion

The aim of this study is to determine the research trends of studies carried out in
Turkey to improve the reading skills of students with difficulty reading. Thus, it was thought
to be discussed with a holistic perspective of the general view and prominent publication
types/research models/ participants/ implementation time/period/ reading methods/
measurement tools. As a result of the review, 53 studies (18 thesis, 35 articles) were included
in the study.

According to results, when looking at the distribution of research by year, especially
in 2019 and 2020 the number of researches increased. In addition to this finding, it was
determined that the first study on the subject was in 2005. After the 2004-2005 academic
year in Turkey, a constructive education approach was introduced and with it, sound-based
sentence method was used in elementary school writing instruction in first grades.
According to the sound-based sentence method, first reading and writing instruction is
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started with sounds. After giving a few sounds to the learner, an instruction is provided in
such a way that sounds to syllables, syllables to words and words to sentences are reached
(Akyol, 2006: 86). For students who have distinctive difficulties in learning to read, teachers
should be based on sound-based sentence method. It should pay attention to the stages of
sound unit skills, the determination of a small number of skills for teaching, the individual
handling of skills and the general principles of the sound unit, such as the use of phoneme
sounds (Bender, 2012: 186). In this sense, it can be said that the primary school reading and
writing instruction applied in Turkey is an appropriate approach to addressing reading
difficulties.

When the distribution of the studies within the scope of the study according to the
publication types was examined, 6 doctoral thesis, 12 master's thesis and 35 articles were
determined. This situation shows that there is a greater orientation to articles than
postgraduate research on reading difficulties in Turkey.

According to another research result, it was determined that the action research
method was used more frequently than other methods in the researches examined. This
finding suggests that qualitative research methods are mostly preferred in studies aimed at
eliminating reading difficulties. Action research is a method that has become popular again
in recent years, especially in order to improve the practice in the field of education (Glesne,
2012: 32). In addition to filling the gap between theory and practice, action research creates
opportunities for teachers to facilitate their competence and create development and
experience for teachers (Johnson, 2015: 23). In this context, it can be said that action
research is one of the appropriate method in the researches to be carried out in order to
eliminate reading difficulties.

When sample groups were analyzed within the scope of the study, it was observed
that the sample grade consisted mostly of 3rd and 4th grades. The first grade is the period
when reading and writing are learned for the first time, also the reading and writing process
is completed at the end of the first grade.In the second year, studies are included to improve
the reading and writing skills of the students (MoNE, 2019: 14). After the completion of the
primary school and writing phase, students’ reading levels are expected to move to
“independent level”. Akyol (2020: 98) explained the free level as reading and making sense
of material suitable for the child's level without the help of anyone else. The inadequacies
of reading in the 3rd and 4th grades suggest difficulty reading. Therefore, there may have
been a trend towards this sample group in the research. Another conclusion obtained from
the research is that 8 studies were reached for middle school students (5th, 6th, 7th and 8th
grade). Based on this result, it can be said that there are students with reading difficulties at
the secondary school level in Turkey. However, it is vital to detect reading problems early
and to make necessary interventions. According to Balci (2015: 230), it is very difficult to
talk about early diagnosis of dyslexia in our country. There are students who cannot read or
have difficulty reading texts at the 3rd and 4th grade, or even at the middle school level.

When we looked at the number of participants in the studies, it was determined that
most of the studies were carried out with a single participant. It is noticeable that the number
of studies carried out with 10 or more participants is quite small. The ability to conduct such
research in larger sample groups requires costs in subjects such as the number of researchers,
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time and equipment. Therefore, it is thought that the researches were carried out mostly with
a single participant. On the other hand, it should be noted that the applications to be made
for students' reading difficulties should be in the form of individual or small group teaching
(EACEA, 2011, as cited in Celiktiirk Sezgin & Akyol, 2015: 7). This proposal supports the
tendency to work with a single or small number of participants in the studies.

It was understood that the implementation time of most of the studies examined
within the scope of the study was between 26-50 course hours. This result indicates to us
that this period may be appropriate for an individualized program to be prepared to address
reading difficulties. It is recommended that this period be taken as a reference in the
researches to be carried out after this.

When we looked at the distribution of reading methods and techniques used in the
studies included in the study, it was seen that repetitive reading and echo reading methods
were used more. This result indicates a tendency in major reading methods and techniques
in the related research field. The method of repetitive reading is based on the reader reading
a short and meaningful text several times until he/she reaches a certain level of fluency
(Samuels, 1979: 377). It increases children's understanding of re-reading stories several
times (Yaden, 1988). Echo reading is a strategy based on the teacher reading the line of a
story and then the students reading the same line by mimicking the teacher's intonation and
sentences (Vacca et al., 2015: 227). In these techniques, the aim is to reach a certain level
of fluency. Students with reading difficulties experience comprehension problems as well
as fluent reading problems. Kuruyer (2014: 25) stated that students with reading difficulties
miss the meaning because they spend a lot of time recognizing and distinguishing words,
which is due to the fact that short-term memory spends more performance than it is capable
of decoding and distinguishing words. Studies have shown that there is not much focus on
methods to improve the comprehension skills of students with reading difficulties. Future
research also recommends strategies to improve comprehension skills. In this context, it is
recommended that future research on the subject include strategies to improve
comprehension skills.

In the studies examined, it was determined that “The Informal Reading Inventory”
was often preferred. This inventory was adapted into Turkish by Akyol (2020) using the
studies of Harris and Sipay (1990), Ekwall and Shanker (1988) and May (1986). The
frequency of orientation to a measuring tool in the research topic indicates that the
measurement tools are inadequate at the point of measurement and evaluation in this field.
In evaluating the student's reading performance, word recognition, fluency and
comprehension are important critical areas (Akyol et al., 2014: 3). In this context, these
critical skill areas should be taken into account in the evaluation of reading skills of students
with reading difficulties.

Conclusion

When “the studies aimed at improving the reading skills of students with reading
difficulties” were examined in Turkey, it was determined that there was an increase in the
number of researches carried out, especially in recent years. However, it can be said that
more studies are needed because reading difficulties are an important learning disability
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domain that affects a child’s academic skills as well as his/her entire life. Additionally, when
the distribution of studies on the subject according to the type of publication was examined,
it was seen that graduate studies were outnumbered according to the articles. In this context,
it is seen as important to guide and direct graduate students to studies that address the issue
of difficulty reading.

In the studies examined, it was observed that the duration of interventional
applications to eliminate reading difficulties is usually 25-50 course hours. It is thought that
longitudinal research on the subject is needed in order to evaluate the reading skills of
students with reading difficulties over a wider period of time. It has also been observed that
repetitive reading and echo reading methods are often used in studies. In line with this, in
future research, it is recommended to use different reading methods and techniques. In the
study, it was determined that a limited number of measuring instruments were used to
identify reading difficulties. Accordingly, it is thought that various measuring tools should
be developed for the detection and evaluation of reading difficulties of the students. In this
study, papers on reading difficulties in the Turkish sample were examined. Therefore, it
seems important to include international studies in the research sample in future studies.
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Giris

Yeterli zekda ve uygun 6grenme ortamina ragmen bazi 6grenciler ileriki siiflarda
bile konusma, okuma, yazma, matematik gibi temel beceri alanlarinda zorluklar
yasayabilmektedir. Yasanilan bu zorluklar “6zel 6grenme giicliigii” olarak bilinmektedir.
Milli Egitim Bakanligi (MEB, 2008: 3) 6zel 6grenme gii¢liigii olan bireyi; orgilin egitim
programinda yeterli zeka diizeyine ragmen dili yazili ya da sozlii olarak anlama ve
kullanabilmede, dikkati yogunlastirmada, matematikte, akil yiirlitmede, motor ve
organizasyon becerilerinde olumsuzluklar yasayan ve bu nedenlerden dolay1 yasitlarina gore
diisiik akademik basar1 gdsteren birey olarak tanimlamistir. Ogrenme giicliigii olan birey
icin tipik bir kavramdan bahsetmek miimkiin degildir. Bu 6grencilerin her biri akademik,
sosyal ya da davranigsal ozellikler agisindan da birbirinden farkli 6zelliklere sahiptir.
Ogrencilerin bazilar1 sadece bir alanda giicliik yasarken, bazilar1 birden ¢ok alanda giigliik
yasayabilirler (Gargiulo, 2003, Pierangelo ve Giuliani, 2006; akt. Melekoglu, 2010, s.92).
Son yillarda 6grenme gii¢liigli olan ¢ocuklarin sayist onemli Olgiide artmistir. Bunun

nedenlerinden birisi olarak, insanlarin bu sorunlar hakkinda daha fazla farkindalik sahibi
olmasi diisiiniilmektedir (Pollock vd., 2004: 1).

Alanyazin taramasi

Okuma siirecine iliskin beceriler; kelimenin kodunu ¢6zme, kelime okuma/tanima,
akic1 okuma, okudugunu anlama boyutlarinda ele alinmaktadir (Bender, 2012: 183). Bu
beceriler icerisinde olusabilecek herhangi bir sorun 6grenme giicliikleri igerisinde “okuma
giicliigii” olarak bilinmektedir. Kuruyer (2014: 12-13) baz1 6grencilerin, herhangi bir zeka
eksikligi, gorme-isitme yetersizligi, dikkat eksiligi ve hiperaktivite bozuklugu (DEHB)
olmamasina ragmen, yasitlarina gore okuma becerisi konusunda ayni performansi
sergileyemediklerini, bu yasadiklar1 zorluklarin da okuma gii¢liigii olarak
adlandirilabilecegini belirtmistir. Bir ¢cocugun okuma ile ilgili yasadiklar1 zorluklar belirli
ogretimsel ihtiyaglarin oldugunun kabul edildigi ilk noktadir (Pollock vd., 2004: 52). Ciinkii
okuma giigliikleri dile yansir, bu durumda dil sistemi igerisindeki bir eksiklige isaret eder
(Shaywitz & Shaywitz, 2004). Bu baglamda, okuma ile ilgili yasanilan zorluklarin dil
sorunlart ile birlikte pek¢ok alandaki akademik zorluklara yansiyacagi sylenebilir.

Basit Okuma Modeli’ne (The Simple View of Reading) gore, iyi bir okuma i¢in kod
cozme ve anlama gereklidir (Hoover & Gough, 1990). Cocuklar okumaya basladiklarinda,
kelime okuma konusuna yenidirler ve kod ¢ézme becerisini hizla kazanma konusunda
farklhilik gostermektedirler. Baslangigta, cocuklarin kelimelerin kodunu ¢6zme konusundaki
yetkinlikleri, okudugunu anlama ile neredeyse aynidir. Zaman igerisinde c¢ocuklar
kelimelerin kodunu ¢6zme konusunda yetkin hale geldikge anlama daha 6nemli hale
gelecektir (Oakhill, Cain & Elbro, 2019: 84). Belirli anlama sorunu olan ¢ocuklar kelime
okumada 1iyi olsalar bile, genellikle zayif anlayicilar olarak bilinir. Bu tiir sorunlart olan
cocuklar genellikle ilkokulun 3. ve 4. smifindan 6nce fark edilirler. Iyi okuyucular ise,
kelime okuma ve anlamada ¢ok zorlanmayan okuyuculardir (Oakhill, Cain & Elbro, 2019:
84-85). Baz1 cocuklar kiiltiirel acidan dezavantajli bir ortamda olduklar1 i¢in okumadan
yoksun kalabilmektedir ya da igitme, gorme gibi duyusal sorunlar okuma sorunlarina neden
olabilmektedir. Okuma sorunlarinin temelinde sadece zihinsel islevler yer almayabilir. Bu
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gibi ¢ocuklar, okuryazar bir ortama maruz kaldiktan bir siire sonra okuma giicliiklerinin
istesinden gelebilirler (Pas, 2009: 9).

Okuma gii¢liigii denince alanyazinda karsimiza ¢ikan bir diger kavram disleksidir.
Disleksi, genellikle zayif okuma yetenegi icin kullanilan bir terimdir. Cok 6zel bir okuma
giicliiglinii tanimlamak i¢in kullanilmaktadir (Pas, 2009: 3). Disleksi, beyin ve merkezi sinir
sisteminde algisal sorunlara bagl olarak harflerin ve kelimelerin algilanmasinda yasanan
sorunlar1 ifade etmek i¢in kullanilir ve bu sorunlarin okuma giigliiklerine yol actigi
varsayilmaktadir (Bender, 2012: 183). Tiirk¢e alanyazindaki konu ile ilgili arastirmalara
bakildiginda, “okuma giicliigii” ve “disleksi” kavramlariin birlikte ya da birbirilerinin
yerine kullanildig1 goriilmiistiir. Bu ylizden okuma giigliikleri kapsaminda disleksiyi ve
ozelliklerini de agiklamakta yarar vardir.

Disleksinin ne oldugu ve neden kaynaklandigina iliskin ¢ok farkli goris
bulunmaktadir. Disleksiye iligkin en yaygin kabul edilen goriis; okuma ve heceleme ile ilgili
zorluklarla ilgilidir. Aslinda bu zorluklar disaridan kolaylikla gézlenebilen 6zelliklerdir ve
ancak okumaya baglama ile birlikte sergilenmektedir. Yine, her okuma ve heceleme zorlugu
disleksi olarak kabul edilemez. Disleksi olarak kabul edilebilmesi i¢in; okuma, konusma,
yazma, zihin, koordinasyon, organizasyonel gligliikler, bilgi isleme, fonolojik zorluklar,
gorsel zorluklar, tutarsizliklar gibi ana 6zelliklerin olmasi gerekmektedir (Peer ve Reid,
2003: 9-13). Ancak bu noktada dislektik bir ¢ocugun, fizyolojik (kulak, gozler, IQ) bir
sorununun olmadigindan emin olmak her zaman onemlidir (Pollock vd., 2004: 52).
Stanovich’in ortaya attig1 “Fonolojik-Temel Degisken Farklilik Model”de (Phonological-
Core Variable Difference Model)” (1988) normal ve zayif okuyucular arasindaki en énemli
farkin biligsel fonksiyonlardaki ses bilimsel alandan kaynaklandigini iddia etmistir (Tracey
ve Morrow, 2006: 155).

Disleksinin tanilanmasi, anlagilmasi ve uygun 6grenme yaklasimlarinin belirlenmesi
bir¢ok hiikiimet raporunda ¢okca giindeme gelmis bir konudur. Ancak disleksi hakkinda ¢ok
bilgi ve kaynak olmasina ragmen, bu bilgi ve kaynaklardaki artis, 6gretmenleri ve
ebeveynleri her zaman hem fikir olunabilecek bir noktadan uzaklagtirmakta ve bazi kafa
karigikliklarina neden olmaktadir (Reid, 2011: 4). Okuma giigliigii/disleksi kavramlari son
yillarda eskiye oranla daha sik giindeme gelmektedir. Ancak okuma giigliigii olan
ogrencilere teshisin ve taniin nasil konulacagi ve bireysellestirilmis 6gretim programinin
nasil uygulanacagina iliskin yeterli bilgi bulunmamaktadir (Celiktiirk Sezgin ve Akyol,
2015: 7). Okuma problemlerinde erken miidahalenin 6nemi agik¢a tespit edilmistir (Christo
vd., 2009: 3). Bu baglamda, yapilan alanyazin taramasi sonunda konuya iliskin pek ¢ok
arastirmaya ulasilmistir. Alandaki konuya 6zgli bu tiir ¢alismalar1 toplamanin ve bu
caligmalarin  biresiminin yapilmasi ve yorumlanmasi, gelecekte gercgeklestirilecek
caligmalara arastirma, uygulama ve politikalar bakiminda yon verme ve Oneriler sunma
bakimindan katkilar saglayacaktir (Davies, 2000; akt. Yildiz vd., 2019: 1052).

Tiirkiye’de yapilmis okuma giicliigiine iliskin arastirmalar; okuma gii¢liigiiniin
teshis/nedenleri, tanilanmasina/degerlendirilmesine iligkin arastirmalar (Balci, 2017;
Bing6l, 2003), okuma gii¢liigiiniin giderilmesine ve okuma becerilerinin gelistirilmesine

yonelik aragtirmalar (Akyol ve Ketenoglu Kayabasi, 2018; Celiktiirk Sezgin ve Akyol, 2015;
Deniz ve Aslan, 2020; Ding, 2017; Duran ve Sezgin, 2012; Isler ve Sahin, 2016; Kodan,
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2015; Saglam, 2019; Sidekli, 2010; Yamag, 2014) ve okuma gii¢liigiine iliskin dgretmen
arastirmalar1 (Balci, 2019; Dogan, 2013; Kodan, 2020; Sirem ve Bas, 2021; Yurdakal ve
Susar Kirmizi, 2019) temalar1 altinda gruplanabilir.

Bu arastirmada, okuma giicliigii olan 6grencilerin okuma becerilerini gelistirmek
amaciyla yapilan ¢alismalar ele alinmistir. Alanyazinda Tirkiye’de okuma gligliigiiniin
giderilmesine yonelik pek¢ok miidahaleli arastirmanin oldugu ve bu arastirmalarda farkli
yontem ve uygulamalarin kullanildigi, bu ¢alismalardaki katilimci sayisinin ve uygulama
stirelerinin  farklilastigi goriilmektedir. Bu calismanin amaci; okuma giicliigli olan
ogrencilerin okuma becerilerini gelistirmeye yonelik Tirkiye’de yapilan caligmalarin
egilimlerini incelemektir. Boylelikle okuma giigliigii olan 6grencilerin, okuma problemlerini
gidermede, Tiirkiye’deki calismalarin  genel goriiniimiiniin ortaya c¢ikartilmasi
hedeflenmistir. Buna ek olarak, alanin uygulayicisi olan smif ve Tiirk¢e 6gretmenlerine,
okuma giicliigii olan Ogrencilerine yonelik olarak, smif ortaminda uygulayabilecekleri
egitim-6gretim uygulamalari, materyaller, 6lcme araclar1 gibi konularda fikir verecegi
diisiiniilmektedir. Bu baglamda, arastirmada asagidaki sorulara cevap aranmistir. Okuma
giicliigii olan 6grencilerin okuma becerilerini gelistirmek amaciyla yapilan;

1. Calismalarin yillara gore dagilimi nedir?

2. Calismalarin yayn tiirleri nedir?

3. Calismalarin modelleri nedir?

4. Calismalarin katilimeilarinin sinif diizeyi nedir?
5. Calismalarin katilimci sayist nedir?

6. Calismalarin uygulama siiresi nedir?

7. Calismalarin okuma yontem ve teknikleri nedir?

8. Calismalarin 6lgme araclar1 nedir?

Yontem

Arastirmanin modeli ve yayin etigi

Okuma giicligii olan Ogrencilerin okuma becerilerini gelistirmeye yonelik
Tiirkiye’de yapilan c¢aligmalarin egilimlerini belirlemeye amaglayan bu calisma nitel
arastirma yaklagimina dayali olarak yiiriitiilmiistiir. Veriler nitel arastirma yaklagimlarindan
dokiiman incelemesi yontemine dayali olarak elde edilmistir. Dokiiman incelemesi,
arastiritlmasi hedeflenen konu ya da olaylarin yer aldig1 yazili materyallerin incelenmesine
dayali bir veri toplama yontemidir (Yildirim ve Simsek, 2013: 217). “Okuma Giigliigii Olan
Ogrencilerin Okuma Becerilerini Gelistirmeye Y&nelik Calismalarin Egilimleri” baslikli bu
caligma literatiir taramaya dayal1 bir arastirma makalesidir. Bu tiir bir ¢alisma i¢in etik kurul
raporu gerekli degildir.

Veri kaynagi
Arastirmanin verileri; “Dergipark Akademik”, “EBSCOhost”, “Google Akademik”
ve “YOK Ulusal Tez Merkezi” veri tabanlarindaki okuma giigliigii olan dgrencilerin okuma
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becerilerini gelistirmeye doniik yapilan aragtirmalardir (tez, makale). Arastirma kapsaminda
belirlenen “okuma giicligli”, “disleksi” ve “dislektik” anahtar sozciikleri dikkate alinarak
veri tabanlarindan taramalar yapilmistir.

Verilerin toplanmasi

Arastirma kapsaminda belirlenen veri tabanlarindan alanyazin taramasi yapilmistir.
Belirlenmis veri tabanlarindan yapilacak taramalar i¢in son tarih 02 Ocak 2021 olarak
kararlastirilmistir. Yapilan taramasi sonucu bir veri havuzu elde edilmistir. Elde edilen veri
havuzundan incelemek tlizere seg¢ilecek c¢alismalarin belirlenmesinde bazi ilksel Olgiitler
getirilmistir. Bunlar;

e Okuma gii¢liigii olan 6grencilerin okuma becerilerini gelistirmeye yonelik bir
calisma olma

e Ayni ¢aligmanin farkli yerlerde tliretilmemis-yayinlanmamis olmasi. Eger
ayni ¢alisma hem arastirma makalesi hem de tez olarak yayimlanmissa,
birincil kaynagin yani tez halini arastirmaya dahil etme.

Dahil etme i¢in diger 6l¢iitler sunlardir:
e Tirkiye’de yapilan calismalar.
e Okuma giigliigii olan 6grencilere yonelik caligmalar
e Okuma giigliiklerini gidermeye yonelik miidahaleli arastirmalar.
e {lkdgretim diizeyinde olan ¢alismalar (1.-8. smiflar)

e Anadili Tiirkge olan &grencilerin okuma giicliiklerine gidermeye yonelik
caligmalar.

Haric¢ tutma olciitleri:
e Yurt disinda yapilan ¢alismalar.
e Okul temelli olmayan c¢aligmalar.
e Okuma giigliigiinii teshis ve tanilamaya yonelik ¢aligmalar.
e Okuma giicliigii ve disleksiye iliskin kuramsal ¢aligmalar.

Veri havuzunun olusturulmasi ve getirilen oOlgiitlere gore arastirma kapsaminda
incelenecek c¢alismalarin belirlenmesi igin yiiriitilen veri toplama siireci Sekil 1’de
Ozetlenmistir.
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Sekil 1. Calisma Secim Siirecine Yonelik izlenen Yol

= - A ht Olgiitlere uymadig Veri havuzuna
aran.lztn )l')apl an rans r: anaftar Erisilen calisma icin cikarilan alinan aday
veritabani CTE calismalar caliymalar
“disleksi” n=44 n=40 n=4
YOK Ulusal
Tez Merkezi “dislektik” n=4 n=4 n=0
(tez)
“okuma giiglig” n=55 n=41 n=14
“disleksi” n=29 n=25 n=3
Dergipark
Akademik “dislektik” n=1 n=1 n=0
(makale)
“okuma gii¢ligii” n=52 n=29 n=23
“disleksi” n=19 n=13 n=6
EBSCOhost o o _ - -
(makale) dislektik n=1 n=1 n=0
“okuma giigligi” n=40 n=21 n=19
“disleksi” n=40 n=33 n=7
Google
Akademik “dislektik” n=10 n=10 n=0
(makale)
“okuma giigligi” n=72 n=52 n=20

Veri havuzuna dahil edilen toplam aday

n=97

c¢alisma sayisi
Olgiitlere uymadig icin ¢ikarilan ¢cahsmalar n=44
Veri havuzundaki kesinlestirilmis calisma =53

sayIs1

Sekil 1 incelendiginde, aragtirmanin basinda toplam 367 ¢alismaya erisilmistir. Veri
havuzuna dahil edilen toplam aday ¢alisma sayisi ise 97 dir. Daha sonra 6dlglitlere uymadigi
i¢in 44 calisma ¢ikartilmistir. Tiim bu islemlerin sonunda veri havuzundaki kesinlestirilmis
caligma sayis1 53 olarak (18 tez, 35 makale) belirlenmistir.

Verilerin ¢oziimlenmesi

Bu aragtirmanin verileri betimsel analiz teknigi kullanilarak ¢oziimlenmistir.
Betimsel analizde veriler Onceden belirlenmis temalara gore diizenlenmekte ve
yorumlanmaktadir (Yildirim ve Simsek, 2013: 256). Verilerin ¢oziimlenmesi amaciyla, alt
problemlere dayali olarak kategorilerden olusan bir veri isleme sablonu olusturulmustur.
Burada; calismalarin yili, yayin tiirii, arastirma modelleri, katilimcilarin sinif diizeyi,
katilimer sayisi, uygulama siiresi, okuma yontem ve tekniklere ve kullanilan 6lgme
araglarina iliskin bilgiler yer almaktadir.
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Verilerin ¢ézlimlenmesi asamasinda, iki arastirmaci da birbirinden bagimsiz olarak
veri isleme sablonuna arastirmada incelenen c¢alismalari islemislerdir. Daha sonra,
arastirmacilar alt basliklar ve igerikler arasindaki benzerlik ve farkliliklar1 karsilastirmislar.
Yapilan karsilagtirmanin sonunda ise, fikir ayrilig1 olan veriler yeninden gézden gecirilmis
ve fikir birligi saglanmaya calisilmistir. BOylece arastirmanin giivenirligi artirilmaya
calisiimastir.

Bulgular

Bu aragtirmanin bulgulari, arastirmada ele alinan alt problemlere dayali olarak
incelenmistir. Arastirmanin birinci alt problemi c¢alismalarin “Yillara gére dagilimi
nasi/dir?” olarak belirlenmistir. Bu kapsamda incelenen calismalarin dagilimi Sekil 2°de
gosterilmistir.

Sekil 2. Incelenen Calismalarin Uygulama Yapilan Yillara Gore Dagilimi

12
10
10 9

8

2005 2006 2008 2010 2011 2012 2013 2014 2015 2016 2017 2018 2019 2020

Sekil 2’deki grafik incelendiginde, 2005 yilinda bir (%1,88), 2006 yilinda iki
(%3,77), 2008 yilinda bir (%1,88), 2010 yilinda dort (%7,54), 2011 yilinda bir (%1,88),
2012 yilinda iki (%3,77), 2013 yilinda iki (%3,77), 2014 yilinda iki (%3,77), 2015 yilinda
dort (%7,54), 2016 yilinda alt1 (%11,32), 2017 yilinda bes (%9,43), 2018 yilinda bes
(%9,43), 2019 yilinda 10 (%18,86) ve 2020 yilinda dokuz (%16,98) calismanin oldugu
anlasilmaktadir. Konuyla ilgili yapilan caligmalarin sayisinin son yillarda arttigi
gorilmiistiir.

Arastirmanin ikinci alt problemi arastirmalarin “Calisma tiirleri nelerdir?” olarak
belirlenmistir. Bu kapsamda incelenen ¢alismalarin dagilimi Sekil 3°te gosterilmistir.

Sekil 3. Incelenen Calismalarin Yayin Tiiriine Gore Dagilimi

Yiiksek Lisans Tezi a2
Makale B
Doktora Tezi 6
0 5 10 15 20 25 30 35 40

Sekil 3 goriildiigii tizere, ¢calismalarin 12°si yiiksek lisans (%22,64), 6’s1 doktora tezi
(%11,32), 35’1 ise makalelerden (%66,04) olugsmaktadir. Caligsmalarin biiyiik cogunlugunun
makale tiiriinde oldugu belirlenmistir.
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Aragtirmanin {igiincii alt problemi ¢alismalarin “Arastirma modelleri nelerdir?”
olarak belirlenmistir. Bu kapsamda incelenen ¢aligmalarin dagilimi Sekil 4’te gosterilmistir.

Sekil 4. Incelenen Calismalarin Arastirma Modellerine Gére Dagilimi

Daruen Catsmast ][O
Eytemn Arastarmast |||
Deneysel-Yart Deneysel [ [[IIIIAMMMINMIHHIISE

Yontem Belirtilmemis ""m”

0 5 10 15 20 25

Sekil 4 incelendiginde, arastirma modeli bakimindan c¢aligmalarin 19’unda durum
calismast (%35,84), 20’sinde eylem arastirmast (%37,73) ve 13’linde ise deneysel
yonteminin (%24,52) kullanildig1 goriilmektedir. Bir yayinda ise yontem belirtilmemistir.
Calismalarda daha ¢ok eylem arastirmasinin kullanildig1 goriilmektedir.

Arastirmanin dordiincii alt problemi calismalarin “Katilimcilarimin simif diizeyi
nedir?” olarak belirlenmistir. Bu kapsamda incelenen c¢aligmalarin dagilimi Sekil 5°te
gosterilmistir.

Sekil 5. incelenen Calismalardaki Katilimcilarm Sinif Diizeyine Gore Dagilimi

t.smt ]

2 s [N INMIROARIRTRTRTRRACNIRIA I

3. st || e
st

s. st [ ANRLIIRIA I
6. st [
7. st [l
e. st [[{f
Birden Fazla S Diizeyi (Karma) [ RLINACAIALRRIEI
0 2 4 6 8 10 12 14 16

Sekil 5’te goriildiigl lizere, okuma giicliigii olan 6grencilerin okuma becerilerini
gelistirmeye yonelik calismalarin birinci sinif diizeyinde 1 (%1,88), ikinci sinif diizeyinde 8
(%15,09), tgiincti sinif diizeyinde 15 (%28,3), dordiincii sinif diizeyinde 15 (%28,3) ve
besinci sinif diizeyinde 5 (%9,43), altinci, yedinci ve sekizinci sinif diizeylerinde 1’er
(%1,88) yapildig1 anlasilmaktadir. Yayinlarin 6 tanesi ise birden fazla simif diizeyinde
gerceklestirilmistir (%11,32). Calismalarin, daha ¢ok 3 ve 4. Siuf diizeyinde yapildigi
anlasilmaktadir.

Arastirmanin besinci alt problemi ¢alismalarin “Katilimer sayisi nedir?” olarak
belirlenmistir. Bu kapsamda incelenen ¢alismalarin dagilimi Sekil 6°’da gdsterilmistir.
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Sekil 6. Incelenen Calismalarin Katilimc1 Sayisina Gore Dagilimi

10 ve zeri kaniner [ [
6 le9 kauener [
4ite s kanener [T
2 ite 3 kantenen [ NIATINNGI
ek kanahener |
0 5 10 15 20 25 30 35

Sekil 6 incelendiginde, tek katilimcr ile 32 (%60,37), iki ile ii¢ katilimer ile 9
(%16,98), dort ile bes katilimet ile 6 (%11,32), alt1 ile dokuz aras1 katilimer ile 3 (%5,66),
on ve lizeri katilimer ile 3 (%5,66) calismanin yapildigi anlasilmaktadir. Calismalarin biiyiik
bir kisminin tek katilimei ile yapildigi belirlenmistir.

Arastirmanin altinct alt problemi ¢alismalarin “Uygulama siiresi ne kadardir?”
olarak belirlenmistir. Bu kapsamda incelenen ¢alismalarin dagilimi Sekil 7°de gosterilmistir.

Sekil 7. Incelenen Calismalarin Uygulama Siiresine Gore Dagilimi

0-25 Ders seati Uygulama. [ [
26 50 Ders seai Uygutama [ AR AR EMmgeil
st.- 75 pers seai Uygulama. [ [

76 - 100 Ders Saati Uygulama mm

100 ve Uzeri Ders saati Uygatama. [}
Uygulanan Ders Saati Belirtilmeyen ”""""""""""m”m

0 5 10 15 20 25 30

Sekil 7° de goriildiigi tizere, 0-25 ders saati araliginda 6 (%11,32), 26-50 ders saati
araliginda 28 (%52,83), 51-75 ders saati araliginda 7 (%13,2), 76-100 ders saati araliginda
1 (%1,88), 100 ve iizeri ders saati araliginda 6 (%11,32) uygulamanin gerceklestigi
goriilmektedir. Ayrica ¢aligsmalarin 5’inde (%9,43) yapilan uygulamalar ders saati olarak
belirtilmemistir. Ders saati belirtilmeyen arastirmalarda 12 hafta (2 yayinda), 17 hafta, 5
hafta, 7 hafta seklinde bilgiler mevcuttur. Caligmalarin biiylik bir kisminin uygulama
siiresinin 26-50 ders saati arasinda oldugu anlasilmistir.

Aragtirmanin yedinci alt problemi calismalarin “Kullanilan okuma yontem ve
teknikleri nelerdir?” olarak belirlenmistir. Bu kapsamda incelenen c¢alismalarin dagilimi
Sekil 8’de gosterilmistir.
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Sekil 8. incelenen Calismalarda Kullanilan Okuma Y éntem ve Tekniklerine Gére Dagilimi

Diger Y antemm ve Teknikler - ]|

Yardimli Okuma ||||||m||"
Tekrarix Okuma [
Rehberli Okuma Y6ntemi |||||||||||||H|||"
Paylasarak Okuma |
Paragrafin Onceden Dinlenmesi Stratejisi |||||||||||"""|"H"”
Ogrenme Stillerine Uygun Program |||||||ﬂ||||
Model Okurma [
Koro Okuma [ [2]
Kelime Tekrar Teknigi ||||||m||"

Esti okuma steatejisi |1 A0
Eko(yankatryact) Okuma |||
Drama Y 6ntemi |||||||ﬂ||||
Goklu Duyusal Yaklasim |[[[J&]]
3P (Pause, Prompt, Praise) Metodu |||||||||||||H|||||

Kelimeleri Hecelerine Bolme ||||||m||||

Fernald Yontemi ||||||m||"
0 : 10 15 20 25

Sekil 8 incelendiginde, Fernald yonteminin 2 (%2,06), kelimeleri hecelerine
boélmenin 2 (%2,06), 3P metodunun 3 (%3,09), ¢oklu duyusal yaklasimin 3 (%3,09), drama
yonteminin 2 (%2,06), eko (yankilayici) okumanin 11 (%11,34), esli okuma stratejisinin 7
(%7,21), kelime tekrar tekniginin 2 (%2,06), koro okumanin 2 (%2,06), model okumanin 2
(%2,06), 6grenme stillerine uygun programin 2 (%2,06), paragrafin énceden dinlenmesi
stratejisinin 4 (%4,12), paylasarak okumanin 2 (%2,06), rehberli okumanin 3 (%3,09),
tekrarlt okumanin 22 (%22,68), yardimli okumanin 2 (%2,06) calismada kullanildigi
goriilmistiir. Ayrica; belirtilenler diginda, 26 farkli yontem ve teknigin (%26,8) incelenen
arastirmalarda kullanildig1 goriilmiistiir. Bu 26 yontem ve teknik igerisinde maksimum
frekans sayis1 birdir ve sekil {izerinde tek tek yazilmasinin ¢ok uzun olmasi nedeniyle de
hepsi bir arada verilmistir. Calismalarda, tekrarli okuma ve eko okuma yontemlerinin daha
cok kullanildig1 gortilmiistiir.

Arastirmanin sekizinci alt problemi ¢alismalarin “Ol¢me araglar: nelerdir? ” olarak
belirlenmistir. Bu kapsamda incelenen ¢alismalarin dagilimi Sekil 9°da gosterilmistir.
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Sekil 9. Incelenen Calismalarin Olgme Araglaria Gore Dagilimi

Okudugunu Anlama Becerileri izlem Cizelgesi |[|1
Okudugunu Anlama Envanteri ||||1
Dil ve Okur-Yazarlik Becerileri Testi (TILLS) |1
Okuma Hiz1 Olgiimii  |[|2

Yanlis Analizi Envanteri a2
SOBAT-2 |1
Sesli Okuma Hatalar1 Belirleme Olgegi |1
Okuma-Yazma Beceri Rubrigi ||1
Metine Yonelik Soru Cevaplar |||1
Gozlem Formu ||| 2

0 5 10 15 20 25 30 35 40 45

Sekil 9°da goriildiigi lizere, okuma becerilerindeki gelisimin 6l¢tilmesi i¢in gozlem
formu 2 (%3,77), Metne Yonelik Soru Cevaplar 1 (%1,88), Okuma-Yazma Beceri Rubrigi
1 (%1,88), Sesli Okuma Hatalarim Belirleme Olgegi 1 (%1,88), Sesli Okuma Becerisi ve
Okudugunu Anlama Testi (SOBAT-2) 1 (%1,88), Yanlis Analiz Envanteri 42 (%79,24),
Okuma Hiz1 Olgiimii 2 (%3,77), Dil ve Okur-Yazarlik Becerileri Testi (TILLS) 1 (%1,88),
Okudugunu Anlama Envanteri 1 (%1,88) ve Okudugunu Anlama Becerileri Izlem Cizelgesi
1 (%1,88) ¢alismada kullanilmigtir. Caligmalarda siklikla “Yanlis Analiz Envanteri”nin
tercih edildigi belirlenmistir.

Tartisma

Bu calismanin amaci; okuma giicliigli olan ogrencilerin okuma becerilerini
gelistirmeye yonelik Tirkiye’de yapilan ¢aligmalarin egilimlerini incelemektir. Boylelikle
konuya iligkin genel goriinlimin ve One ¢ikan yayin tiirleri/aragtirma
modelleri/katilimcilar/uygulama siireleri/okuma yontemleri/6l¢me araglarinin biitiinciil bir
bakis acici ele alinacagi diisiiniilmektedir. Yapilan incelemenin sonucunda 53 caligma (18
tez, 35 makale) aragtirmaya dahil edilmistir.

Caligma sonunda, aragtirmalarin yillara gore dagilimina bakildiginda; 6zellikle 2019
ve 2020 yillarinda arastirmalarin sayisinda artis oldugu goriilmiistiir. Bu bulguya ek olarak,
konuya iligkin yapilan ilk ¢alismanin 2005 yilinda oldugu belirlenmistir. Tiirkiye’de, 2004-
2005 egitim-0gretim yilindan sonra yapilandirmaci egitim yaklasimina geg¢ilmis ve bununla
birlikte; birinci siniflarda ilkokuma yazma o6gretiminde ses temelli ciimle yOntemi
kullanilmaya baglamistir. Ses temelli ciimle yontemine gore; ilkokuma ve yazma 6gretimine
seslerle baslanmakta, birkag ses verildikten sonra, seslerden hecelere, hecelerden kelimelere,
kelimelerden ciimlelere ulasilacak sekilde bir 6gretim yapilmaktadir (Akyol, 2006: 86).
Okumay1 6grenmede ayirt edici zorluklar yagsayan 0grenciler i¢in, 6gretmenler ses birimi
temelli 6gretimi esas almalidir. Ses birimi becerilerinin asamalarina, 6gretim i¢in az sayida
beceri belirlenmesine, becerilerin ayr1 ayri ele alinmasina ve fonem sesleri kullanilmasi gibi
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ses birimin genel ilkelerine dikkat etmelidir (Bender, 2012: 186). Bu anlamda, Tiirkiye’de
uygulanan ilkokuma yazma oOgretim yaklasimi okuma giicliiklerinin de giderilmesinde
uygun bir yaklasim oldugunu sdylenebilir.

Incelenen ¢alismalarin yayn tiirlerine gore dagilimi incelendiginde, 6 doktora tezi,
12 yiiksek lisans tezi ve 35 makale tiirlinde yayin belirlenmistir. Bu verilerden hareketle en
cok calismanin makale tiirlinde oldugu anlasilmaktadir. Bu durum, Tiirkiye’de okuma
giicliigiine yonelik caligmalarda; lisansiistii calismalara gore, makalelere daha ¢ok yonelim
oldugu seklinde yorumlanabilir.

Arastirma sonunda, ¢alismalarda en ¢ok eylem arastirmasi yonteminin kullanildigi
anlasilmistir. Bu bulgu, okuma gii¢liigiinii gidermeye yonelik caligmalarda nitel arastirma
yontemlerinin tercih edildigini ortaya koymaktadir. Eylem arastirmasi o6zellikle egitim
alaninda uygulamay1 gelistirmek amaciyla, son yillarda yeniden popiilerlesen bir yontemdir
(Glesne, 2012: 32). Eylem arastirmasi, kuram ile uygulama arasindaki boslugu doldurmanin
yaninda, 6gretmenlerin yetkinligini kolaylastirma ve dgretmenlere gelisme ve deneyim
olusturma noktasinda firsatlar yaratmaktadir (Johnson, 2015: 23). Bu baglamda, okuma
giicliiklerinin giderilebilmesi i¢in yapilacak aragtirmalarda eylem arastirmasinin uygun bir
yontem oldugu sdylenebilir.

Arastirmada, incelenen c¢alismalardaki 6rneklem alinan sinif diizeyinin daha ¢ok 3.
ve 4. siniflarda oldugu goriilmiistiir. Ilkokul birinci sinif ilkokuma ve yazmanin dgrenildigi
dénemdir ve birinci sinifin sonunda okuma ve yazma 6gretimi sonlanir. Ikinci simifta ise
ogrencilerin bu becerilerini gelistirici calismalara yer verilir (MEB, 2019: 14). Ilkokuma ve
yazma asamasinin tamamlanmasindan sonra Ogrencilerin okuma diizeylerinin “serbest
diizey” bir bagka isimle “bagimsiz diizey”e gegmesi beklenir. Akyol (2020: 98) serbest
diizeyi, ¢ocugun diizeyine uygun bir materyali bir bagkasinin yardimi1 olmadan okumasi ve
anlamlandirmasi olarak agiklamistir. 3. ve 4. sinifta okumada yetersizliklerin olmasi, okuma
glicliigiinii akla getirmektedir. Bu yilizden arastirmalarda bu 6rneklem grubuna yonelim
olmus olabilir. Arastirmadan elde edilen bir bagka sonug ise, ortaokul 6grencilerine yonelik
(5.,6.,7. ve 8. smif) 8 arastirmaya ulagilmis olmasidir. Bu sonugtan hareketle, Tiirkiye’de
ortaokul diizeyinde okuma giicliigii olan 6grencilerin var oldugu sdylenebilir. Oysaki,
okuma problemlerinin erken tespit edilmesi ve gerekli miidahalelerin yapilmasi hayati 6nem
tagimaktadir. Balci’ya (2015: 230) gore de iilkemizde disleksinin erken tanilanmasindan
bahsetmek gii¢c olmakla birlikte, 3. ve 4. sinifta hatta ortaokul diizeyinde bile okuyamayan
ya da okumada gii¢liik yasayan 6grenciler bulunmaktadir.

Calismalardaki katilimc1 sayisina bakildiginda ise, ¢alismalarin biiyiik bir kisminin
tek katilimci ile yapildigi belirlenmistir. 10 ve {izerinde katilimci ile gergeklestirilen ¢alisma
sayisinin olduk¢a az oldugu goze carpmaktadir. Bu gibi aragtirmalarin daha biiyiik 6rneklem
gruplarinda yapilabilmesi arastirmaci sayisi, zaman ve arag-gere¢ gibi konularda maliyet
gerektirmektedir. Bu yiizden arastirmalarin daha c¢ok tek katilimer ile gerceklestirildigi
diistiniilmektedir. Bir diger yandan, 6grencilerin okuma giicliiklerine yonelik yapilacak
uygulamalarda bireysel ya da kiigiik grup 6gretimi olmasina dikkat edilmelidir (EACEA,
2011; akt. Celiktiirk Sezgin ve Akyol, 2015: 7). Bu bilgi, ¢alismalardaki tek ya da az
sayidaki katilimct ile ¢alisilmasini destekler niteliktedir.
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Arastirma kapsaminda incelenen c¢aligmalarin biliyiik bir kismimin uygulama
stiresinin 26-50 ders saati arasinda oldugu anlasilmistir. Bu sonug bize okuma giigliigiini
gidermede hazirlanacak bir bireysellestirilmis program i¢in bu siirenin uygun olabilecek bir
siire aralig1 oldugunu isaret etmektedir. Bundan sonra yapilacak arastirmalarda bu siirenin
referans olarak alinmasi 6nerilmektedir.

Arastirma kapsaminda incelenen calismalarin kullanilan okuma yontem ve
tekniklerine gore dagilimina bakildiginda; tekrarli okuma ve eko okuma yontemlerinin daha
cok kullanildig1 goriilmiistiir. Bu sonug¢ arastirmalarda belli basli okuma yodntem ve
tekniklerine yi1gilma oldugunu gostermektedir. Tekrarli okuma yontemi; okuyucunun kisa
ve anlamli bir metni, belli bir akicilik diizeyine ulasincaya kadar birka¢ kez okumasina
dayanmaktadir (Samuels, 1979: 377). Cocuklarin, hikayeleri birka¢ kez yeniden okumalar1
anlamalarini artirmaktadir (Yaden, 1988). Eko okuma ise, 6gretmenin bir hikdyenin satirini
okumasi1 ve ardindan 6grencilerin ayni satir1 6gretmenin tonlamasini ve climlelerini taklit
ederek okumasina dayali bir stratejidir (Vacca vd., 2015: 227). Bu tekniklerde amag belli bir
akicilik diizeyine gelmektir. Okuma gii¢liigii olan 6grencilerin, akict okuma sorunlarinin
yaninda anlama sorunlar1 da yasamaktadirlar. Kuruyer (2014: 25) okuma giicliigii yasayan
ogrencilerin kelime tanima ve ayirt etmeye cok fazla zaman harcadiklar1 i¢in anlami
kacirdiklarini, bunun nedeninin de kisa siireli bellegin kelime tanima ve ayirt etmeye
kapasitesinin tistiinde bir performans harcamasindan kaynaklandigini ifade etmistir.
Incelenen calismalarda, okuma giigliigii yasayan dgrencilerin anlama becerilerini gelistirici
yontemler ilizerinde ¢ok durulmadigi goriilmistiir. Gelecekte yapilacak arastirmalarda,
anlama becerisini gelistirici stratejilere de yer verilmesi dnerilmektedir.

Incelenen caligmalarda siklikla “Yanlis Analiz Envanteri’nin tercih edildigi
belirlenmistir. Bu envanter, Akyol (2020) tarafindan; Harris ve Sipay (1990), Ekwall ve
Shanker (1988) ve May (1986)’den yararlanilarak Tiirk¢eye uyarlanmistir. Arastirmalarda
bir 6lgme aracina yonelimin sikligi, bu alanda 6l¢gme ve degerlendirme noktasinda 6lgme
araglarnin  yetersiz olduguna isaret etmektedir. Ogrencinin okuma performansini
degerlendirmede, kelime tanima, akicilik ve anlama 6nemli kritik alanlardir (Akyol vd.,
2014: 3). Bu baglamda, okuma giicligii olan O6grencilerin okuma becerilerinin
degerlendirilmesinde, bu kritik beceri alanlar1 dikkate alinmas1 gerekmektedir.

Sonuc¢

Tiirkiye’de yapilmis “okuma giicliigli olan oOgrencilerin okuma becerilerini
gelistirmeye yonelik ¢alismalar” incelendiginde, ozellikle son yillarda arastirmalarin
sayisinda artis oldugu goriilmiistiir. Ancak okuma giicliigiinlin, ¢ocugun akademik
becerilerin yani sira tiim yasamin etkileyen 6nemli bir 6grenme gii¢liigli oldugu i¢in bu
konuda daha fazla calismaya gerek duyulmaktadir. Arastirmada konuya iliskin ¢alismalarin
yayin tiirline gore dagilimina bakildiginda, lisansiistli caligmalarin makalelere gore sayica
az oldugu goriilmiistiir. Bu kapsamda, lisansiistii 6grencilerin, okuma gii¢liigli konusunu ele
alan caligmalara yonlendirilmesi 6nemli goriillmektedir.

Yapilan c¢alismalarda okuma giicliigiinii gidermeye yonelik miidahaleli
uygulamalarin genelde siiresinin 25-50 ders saatinde oldugu goriilmiistiir. Okuma giigliigii
olan dgrencilerin okuma becerilerinin daha genis zaman aralifinda degerlendirilebilmesi
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icin konuyla ilgili boylamsal arastirmalara ihtiya¢ oldugu diisiiniilmektedir. Calismalarda
siklikla tekrarli okuma ve eko okuma yontemlerinin kullanildigi goriilmistiir. Gelecekte
yapilacak arastirmalarda, farkli okuma yontem ve tekniklerinin kullanilmasi 6nerilmektedir.
Arastirmada okuma gii¢liigiiniin belirlenebilmesine yonelik sinirli sayida dlgme aracinin
kullanildig1 goriilmiistiir. Bu kapsamda, Ogrencilerin okuma sorunlarmin tespiti ve
degerlendirilmesine yonelik gegerlik-giivenirlik ¢alismasi yapilmig yeni 6lgme araglarinin
gelistirmesi gerektigi diisiiniilmektedir. Arastirmada okuma gii¢liigiine yonelik ¢alismalar
Tirkiye Ornekleminde incelenmistir. Bundan sonra yapilacak arastirmalara yurt disi
calismalarda dahil edilebilir.
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Introduction

Teaching meaning-form relationships is an important step of vocabulary teaching, but
the number of known words alone is not enough to achieve proficiency in a foreign language;
the depth of knowledge about known words is just as important. Therefore different types of
knowledge about words must be learned, including their different senses.

Polysemy is a widely encountered phenomenon in natural languages and the majority
of the words in a language have more than one sense. Because it is a widely encountered
phenomenon and the number of senses is particularly high in high-frequency words, polysemy
causes problems to foreign language learners at all levels. The studies (Schmitt, 1998, Karlsson,
2013; Oztiirk, 2018) show that even advanced learner’s knowledge of different senses is
inadequate. This inadequacy leads to problems in foreign language teaching both in terms of
language production and comprehension (Watanabe, 2014; Saito, Webb & Trofimovich, 2016;
Oztiirk, 2017).

Different types of word knowledge require different approaches to teaching. Even
though new words and their meaning-form relationship is taught more effectively with
decontextualized activities, such as word lists, in order to deepen the knowledge of already
known words and to teach different word knowledge types, such as collocations, constraints
on usage, different senses, the contextualized approach should be adopted (Nagy, 1995; Horst,
Cobb & Meara, 1998; Waring & Takaki, 2003; Webb, 2007; Schmitt, 2008; Nation & Meara,
2010).

This study aims to create sentence contexts for “al-”, the fourth most frequent verb in
Turkish, for contextualized teaching of its different senses in Turkish as a foreign language.
The sentence contexts for different senses of the verb are created based on its different senses’
valences. This study is intended to be a model for contextualized teaching of different senses
of verbs based on their differences in valence in general. Verbs show variety in their contextual
distribution and their distributional richness is related to their semantic flexibility. Verbs
change their meaning depending on the arguments that they are used with (Fellbaum, 1990,
1998; Lemmens, 1998). Therefore, polysemy is closely related to valence in verbs. Verbs differ
in terms of their valences in some of their senses and the differences in valence can be seen in
the number, semantic roles, grammatical functions and semantic properties of obligatory and
optional arguments.

Literature Review

Contextualized Teaching of Different Senses of Words

Experimental studies (Prince, 1996; Laufer & Schumeli, 1997; Webb, 2007; Mehrpour,
2008; Herusatoto, 2011; Unald1, Bardake1, Akpmar & Dolas, 2013; Sadeghi & Nobakht, 2014)
that compare the contextualized and decontextualized approach show that the decontextualized
approach is more effective in terms of the number of words that can be taught in a certain
period of time. However, a closer look at these studies reveals that these studies focus only on
teaching new words and teaching the meaning-form relationship of words.

© 2021 Journal of Language Education and Research, 7(2), 333-355
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The decontextualized approach is much more effective in terms of teaching a large
number of words in a short period of time and also at the first stage when the meaning-form
relationship of new words is learned. However, contextualized activities are more effective in
the development of different word knowledge types and in the enrichment of the knowledge
about words whose meaning-form relationship is already known (Nagy, 1995; Horst et al.,
1998; Waring & Takaki, 2003; Webb, 2007; Schmitt, 2008; Nation & Meara, 2010). Webb
(2007) states that studies that only measure the development of meaning-form relationships
conclude that the contextualized activities do not have a significant effect on vocabulary
teaching. But according to Webb (2007), different types of word knowledge should be
examined if the effect of the context on vocabulary learning is to be determined.

Studies on the effect of contextualized activities on different word knowledge types
(Pigada & Schmitt, 2006, Webb, 2007, Baleghizadeh & Nik, 2011) show that there is a positive
relation between contextualized activities and different word knowledge types. Pigada &
Schmitt (2006) investigate the effect of intensive reading on the knowledge about spelling,
grammatical features and meanings of words and conclude that the knowledge about the
spelling of words is greatly improved as a result of intensive reading. Baleghizadeh & Nik
(2011) compare the effects of word lists and different context types (single sentence and
paragraph) on teaching adjective+preposition and preposition+noun colligations and conclude
that contextualized activities are more effective than word lists in teaching these colligations.

The knowledge of different senses is also another word knowledge type that is closely
related to context and therefore is expected to benefit from the contextualized approach.
Learning polysemous words starts with the core sense and as the duration of language learning
increases, other senses of the words are learned. Studies (Schmitt, 1998; Crossley, Salsbury &
McNamara, 2010) show that learning different senses of polysemous words is a gradual
process. In their study, Crossley et al. (2010) demonstrate that foreign language learners begin
to learn and produce different senses of words after learning the core sense. Even though
language learners use polysemous words in the early stages of learning, the use of other senses
starts in the later stages.

Webb (2007) emphasizes the importance of context in learning different senses. Webb
(2007) argues that the meaning of polysemous words is mostly only clear in context, therefore
it is not very possible to learn such information with decontextualized activities, this
information can only be learned from context. Learning different senses of words takes place
over time through encountering different senses of words in different contexts (Schmitt, 2000,
Bogaards, 2001). Bogaards (2001) states that words are used in different meanings in different
contexts and that students encounter these contexts piece by piece. For this reason, learning
words takes place over time through encountering different meanings in different contexts
piece by piece. Similarly, Schmitt (2000) argues that the semantic limitations of words can be
learned by constantly encountering words in different contexts. According to Schmitt (2000),
each different context that the word is encountered increases the understanding of collocations,
different meanings and other high-level knowledge of that word. In regard to teaching different
senses of words, Hoshino, Sakata, Morimoto, Matsukubo & Tsubaki (2018) emphasize the
importance of well-structured materials. Hoshino et al. (2018) recommend that beginner-level
texts should focus on core senses and after the core sense is learned, they should start focusing
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on different senses. For this purpose, it should be ensured that students encounter various
expressions with different meanings of words in texts.

Experimental studies (Iravani & Ghasemi 2013; Watanabe 2014) that focus on the
relationship between context and polysemy support these views. Iravani & Ghasemi (2013)
examine the effects of 3 different types of clues (elaborated context, semantic frameworks and
meaning chains) on the comprehension of unfamiliar meanings of polysemous words in EFL
and conclude that the elaborated context is a more effective type of clue in regard to the
comprehension of the meanings that are not familiar to students. Watanabe (2014) measures
the effects of meaning relatedness and context constraint on lexical ambiguity resolution in
EFL and shows that both meaning relatedness and context facilitate the process.

Relation Between Verbal Polysemy and Valence

Verbs are more flexible in meaning compared to the other part-of-speech categories and
the reason for this is that they have more tendency to change their meaning depending on the
arguments they are used with or co-occur with (Fellbaum, 1990, 1998; Lemmens, 1998). Verbs
can show different distributional properties and have different valences in their different senses.
Verbal polysemy is explained by polyvalence; having multiple valences (Leech, 1992;
Rappaport Hovav & Levin, 1998; Zaefferer, 2002; Levin & Rappaport Hovav, 2005). The
differences in valence can be seen in the number, semantic roles, grammatical functions and
semantic properties of obligatory and optional arguments (Uzun, 1997; Vater, 2003; Ugar,
2009; Asher, 2011; Sen & Turan, 2012; Spalek, 2015).

The differences in the number, semantic roles and semantic properties of obligatory and
optional arguments are seen in the examples (1)-(2) from Vater (2003). The verb “gehen” (‘to
g0’) in German has two different meanings as in (1) and (2). In (1), the Goal argument “zum
Bahnhof” (‘to the station’) is optional. On the contrary in (2), the Goal argument “nach
London” (‘to London’) is obligatory and its omission leads to an ungrammatical sentence. In
both (1) and (2), the Goal argument denotes a location. The comparison of the subjects of both
these examples reveals that in these two constructions, semantic role and semantic properties
of the subject differ. In (1), the subject has the semantic role Agent and it must be animate. On
the contrary in (2), the subject has the semantic role Theme and must be inanimate.

(1) a. Paul geht zum Bahnhof.
‘Paul is going to the station.’
b. Paul geht.
"Paul is going/walking."
(2) a. Der Brief geht nach London.
‘The letter is going to London.’
b. *Der Brief geht.
(Vater, 2003: 104)
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Uzun (1997) gives examples from the verb “gec¢-" (‘to pass’) in Turkish and shows that
in different senses this verb has a different number of arguments and grammatical functions of
these arguments can also differ. In (3a-3g), different senses of “ge¢-" and example sentences
are given.

3) a. Giines 6n camdan arka cama gegti. (“bir yerden bagka bir yere gegmek™)

‘The sun moved from the windscreen to the rear window.’ (‘to move from one place to
another.”)

b. Bu hastalik hayvanlardan insanlara gecer. (“bulagmak”)
‘This disease is transmitted by animals to humans.’ (‘to be transmitted by (disease)’)
c. Otobiis bu duraktan gegmez. (“ugramak’)
‘The bus does not pass by this stop.” (“to pass by”)
d. Soyledikleri yaziya gegsin. (“yazmak, kaydetmek”™)
‘Let what he/she said be written.” (“to write, to record”)
e. Bu para artik gegmiyor. (“tedaviilde olmak™)
‘This money is not valid anymore.” (‘to be in circulation (money)’)
f. Ali sinifim1 gecti. (“bitirmek, basarmak™)
‘Ali passed his class.” (‘to finish, to achieve’)
g. Bu haberi biitiin gazetelere gegin. (‘“aktarmak, iletmek”)
‘Pass this news to all newspapers.’ (‘to pass on, to convey’)
(Uzun, 1997: 6)

In (3a) and (3Db), the verb “gec-" has similar valence properties. In both these senses,
the verb can take two objects; dative-marked (-(y)A) and ablative-marked (-DAn). In (3c¢), the
verb only takes an ablative-marked object (-DAn) and in (3d), it takes a dative-marked object
(-(y)A). In (3e), the verb is intransitive. In (3f), the verb only takes an accusative-marked object
(-(y)D) and in (3g), it takes two objects; accusative-marked (-(y)I) and dative-marked (-(y)A).

Asher (2011) gives examples for the relation between the meaning of verbs and the
semantic properties of their arguments. The verb “sweep” has two meanings depending on its
direct object’s semantic properties; whether it is a location or a portion of matter. Because the
verb has different meanings with different types of objects, copredication and ellipsis with two
different types of objects result in ungrammatical sentences in (4¢) and (4d).

4) a. John swept the kitchen and Mary the entryway.
b. John swept the dust and Mary the leaves.
c. #John swept the kitchen and Mary the leaves.
d. # John swept the kitchen and the dust.
(Asher, 2011: 33)

Another example that is given by Asher (2011) is the communication verbs. The

meaning of the communication verbs, such as “shout”, “whisper”, “whistle”, etc. changes
according to whether or not they take an object and the type of objects they take as in (5).

(5) a. John shouted (whispered, whistled, whined . . . ). (activity)
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b. John shouted (whispered, whistled, whined . . . ) a warning. (accomplishment)

c. John shouted (whispered, whistled, whined . . . ) at the animal. (accomplishment or
activity)

d. The bullets whistled past John. (accomplishment)
(Asher, 2011: 33)

Similarly, Spalek (2015) conducts a corpus-based study on the verbs “romper” (‘to
break’) and “cortar” (‘to cut’) in Spanish and concludes that different object types that these
verbs can take result in different interpretations of these verbs.

There are several studies that focus on the relation between verbal polysemy and
valence in Turkish (Uzun, 1997; Ucar, 2009; Sen & Turan, 2012). These studies show that
verbs have different valences in some of their senses in Turkish. Uzun (1997) classifies
polysemy that is caused by the changes in valence as structural polysemy and determines four
ways that these changes occur: obligatory arguments are added or removed, optional arguments
are removed or optional arguments become obligatory arguments. In this study, Uzun (1997)
focuses on only the semantic roles of the obligatory and optional arguments.

Ucar (2009) investigates the changes in valence of 90 verbs in Turkish that have five
or more senses in dictionaries based on the classification of Uzun (1997). Ucgar (2009)
determines the changes in the number and semantic roles of the obligatory and optional
arguments of these 90 verbs in their different senses. Sen and Turan (2012) analyze the number
and the grammatical function of the obligatory arguments of 414 verbs in Turkish that are
found in the dictionary under the letter “A”. Ugar (2009) and Sen & Turan (2012) focus on the
different aspects of valence and they do not account for all aspects of valence; i.e. the number,
semantic roles, grammatical function, semantic properties of obligatory and optional
arguments. Also, both of these studies determine different senses of verbs based on Turkish
dictionaries.

Methodology

Selecting the Verb

This study aims to create example sentence contexts for contextualized teaching of a
high-frequency verb in Turkish; “al-” (‘to take, to get’). This verb is selected for this study
because of the strong relation between frequency and polysemy and the importance of teaching
high-frequency words in foreign language vocabulary teaching®. The verb “al-” is the fourth
most frequent verb in Turkish National Corpus (with 50,997,016 running words) (Aksan,
Aksan, Mersinli & Demirhan, 2017) with the raw frequency 312199 and a dispersion value of
0.97. First three verbs in the TNC corpus are the verbs “yap-" (‘to do, to make’), “ol-” (‘to be,
to become’) and “et-" (‘to do, to make’) which are mostly used as light verbs (Ozbek, 2008;

4 See Yavas (2020) for the application of this model to 8 other high-frequency verbs in Turkish; gel-, ¢ik-,
calis-, geg-, kal-, a¢-, dur-, birak-.
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Ucgar, 2009; Aksehirli, 2013). These verbs are eliminated because, as light verbs, they have
limited contributions to the meaning and the valence of the complex predicate.

Determining the Different Senses of “al-”

Senses of “al-” that are included in this study are based on the findings of the Meaning
Production Survey and Semantic Relatedness Survey conducted in Ugar (2009). In Ugar
(2009), different meanings produced by the native speakers for a verb are accepted as different
senses of that verb and the most frequently produced meaning is accepted as the core sense of
that verb (Meaning Production Survey). Afterwards, different senses’ semantic relatedness to
the core sense is assessed through native speaker judgments and senses are classified as
polysemy or homonymy based on their semantic relatedness (Semantic Relatedness Survey).
The senses classified as homonymy in Ugar (2009) are not included in this study.

Based on these findings, the verb “al-” has four different senses;
1) Begendigi arabay1 sonunda aldu.
‘He/She finally bought the car he/she liked.’
2) Postacidan mektubu aldi.
‘He/She received the letter from the postman.’
3) Masanin iistiindeki kalemi aldi.
He/She took the pen, which was on the table.’
4) Milli atlet altin madalyay1 aldu.
‘The national athlete received the gold medal.’
(Ugar, 2009: 519)
In sense 1, “al-" has the meaning ‘to buy something’; in sense 2, it has the meaning ‘to

receive or get something’; in sense 3, it has the meaning ‘to take, pick up or grab something’
and in sense 4, it has the meaning ‘to receive or win a reward, prize, medal, etc.’.

Valence Analysis

For valence analysis of “al-”, valences of different senses of “al-” are analyzed. First,
the number, grammatical functions and semantic roles of the obligatory arguments are
determined. Afterwards, the semantic roles that the verb can take as optional arguments are
determined. Finally, different senses are compared in order to determine the differences in the
semantic properties of the arguments. This comparison is made between the senses that show
similarity in their valence.

Semantic roles that can be an optional argument in every sense, such as Cause, Time,
Manner, and Comitative are not included in the analysis. Some verbs accept the roles of Force
and Instrument in the subject position, however, Force and Instrument roles in the subject
position are not included in the analysis.
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Creating Example Sentence Contexts

At this stage, example sentence contexts are created based on the valences determined
for each verb sense in the previous stage. Three example sentence contexts are created for each
situation of valence possibilities: obligatory arguments, obligatory arguments+one optional
argument, obligatory arguments+another optional argument, and so on.

In this study, the proficiency level is not taken into account, and therefore, it is aimed
that the example contexts are suitable for all levels. For this reason, simple structures and
simple and frequent words are used in the creation of the example contexts. Furthermore, in
some examples, additional sentences are included in order to reinforce the meaning of the verb.

It is also intended to support and reinforce the verb meaning with the chosen words and
structures. Words, phrases and structures that are frequently used with the verb are used and
these are determined through searches in the TSCorpus® (Sezer and Sezer, 2013; Sezer, 2016,
2017) and online search engines.

Results

Valence Analysis of “al-”
The verb “al-” has four different senses;
1) to buy something
2) toreceive or get something
3) to take, pick up or grab something
4) to receive or win a reward, prize, medal, etc.

In sense 1, the verb “al-" requires two obligatory arguments; Agent role as subject and
Theme role as direct object® as in (6). As for optional arguments; “al-” can take the roles of
Source role as an ablative-marked NP (magaza-dan ‘from the store’, firin-dan ‘from the
bakery’, etc.) as in (7), Beneficiary role as an indirect object (Ayse’ye ‘for Ayse’, kardesim-e
‘for my little sister/brother’, sevgilim-e ‘for my boyfriend/girlfriend’, etc.) as in (8), Instrument
role as a comitative/instrumental-marked NP (kredi karti-yla ‘with a credit card’, nakit para-
yla ‘with cash’, hediye ¢eki-yle ‘with gift card’, etc.) as in (9) and Price role as a dative-marked
NP (5 lira-ya ‘for 5 lira’, etc.) as in (10).

(6) Esin kalem aldi.
Esin-NOM  pencil-ACC
Agent Theme
‘Esin bought a pencil.’

(7) Esin firin-dan ekmek  aldi.

Esin-NOM  bakery-ABL bread-ACC

> http://tscorpus.com

® Direct object of a sentence is marked with the accusative case in Turkish, although accusative case marker
sometimes is not realized depending on the definiteness of the NP.

© 2021 Journal of Language Education and Research, 7(2), 333-355


https://tscorpus.com/

341 Contextualized teaching of “al-"

Agent Source Theme

‘Esin bought bread from the bakery.”

(8) Esin Ayse’ye cicek aldi.
Esin-NOM  Ayse-DAT  flower-ACC
Agent Beneficiary = Theme
‘Esin bought flowers for her mother”

(9) Esin kredi karti-yla kitap aldi.
Esin-NOM  credit card-INST book-ACC
Agent Instrument Theme

‘Esin bought a book with a credit card.’

(10) Esin 5 lira-ya kitap ald.
Esin-NOM 5 lira-DAT  book-ACC
Agent Price Theme

‘Esin bought a book for 5 lira.’

In sense 2, the verb “al-” requires two obligatory arguments; Receiver role as subject
and Theme role as direct object as in (11). As for optional arguments; “al-” can only take the
role of Giver role as an ablative-marked NP (okul-dan ‘from the school’, postaci-dan ‘from the
postman’, Ali’den ‘from Ali’, etc.) as in (12).

(11) Esin mektup aldi.
Esin-NOM letter-ACC
Receiver Theme

‘Esin received a letter.’

(12) Esin okul-dan belge-yi aldi.
Esin-NOM  school-ABL document-ACC
Receiver Giver Theme

‘Esin received the documents from the school.’

In sense 3, the verb “al-” requires two obligatory arguments; Agent role as subject and
Theme role as direct object as in (13). As for optional arguments; the verb “al-” can take the
roles of Source role as an ablative-marked NP (¢anta-dan ‘from the bag’, masa-dan ‘from the
table’, c¢cekmece-den ‘from the drawer’, etc.) as in (14) and Instrument role as a
comitative/instrumental-marked NP (masa-yla ‘with tongs’, kasik-la ‘with the spoon’, elim-le
‘with my hand’, etc.) as in (15).

(13) Esin kalem-i aldi.
Esin-NOM  pencil-ACC
Agent Theme

‘Esin took the pencil.’

(14) Esin canta-dan clizdan-1 aldi.
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Esin-NOM bag-ABL wallet-ACC
Agent Source Theme

‘Esin took her wallet from her bag.’

(15) Esin et-1 masa-yla aldi.
Esin-NOM  meat-ACC  tongs-INST
Agent Theme Instrument

‘Esin picked up the meat with tongs.’

In sense 4, the verb “al-” requires two obligatory arguments; Receiver role as subject
and Theme role as direct object as in (16). As for optional arguments; “al-” can take the roles
of Giver role as an ablative-marked NP (devlet-ten ‘from the government’, UNESCO’dan
‘from UNESCQ?’, etc.) as in (17), Location role as a locative-marked NP (olimpiyatlar-da “in
the Olympics", Cannes Film Festivalinde ‘at the Cannes Film Festival’, Almanya’da

Germany’, vb.) as in (18) and Attribute role as a locative-marked NP (yilizme-de ‘in

swimming’, edebiyat kategorisi-nde ‘in the literature category’, etc.) as in (19).

(16) Esin madalya aldi.
Esin-NOM  medal-ACC
Receiver Theme

‘Esin received a medal.’

(17) Proje UNESCO’dan odiil aldi.
project-NOM UNESCO-ABL award-ACC
Receiver Giver Theme

‘The project received an award from UNESCO’

(18) Proje Almanya’-da odil aldi.
project-NOM Germany-LOC award-ACC
Receiver Location Theme

‘The project received an award in Germany.’

(19) Esin ylizme-de madalya aldi.
Esin-NOM  swimming-LOC medal-ACC
Receiver Attribute Theme

‘Esin received a medal in swimming.’

Table 1. Different Senses of “al-”” and Their Valences

Meaning Obligatory Arguments Optional Arguments

1. to buy something Source, Instrument, Beneficiary, Price

Agent, Theme

2. to receive or get

. Receiver, Theme Giver
something
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3. to take, pick up

. Agent, Theme Source, Instrument
or grab something
4. to receive or win
a reward, prize, Receiver, Theme Giver, Location, Attribute

medal, etc.

Table 1 contains information about valences of different senses of “al-”. In terms of
their obligatory arguments’ number, semantic roles and grammatical functions, sense 1 and
sense 3 (Agent-subject/Theme-direct object) and sense 2 and sense 4 (Receiver-subject/Theme-
direct object) are similar. However, even though sense 1 and sense 3 show similarity in their
obligatory arguments, these two senses take different optional arguments. This is also the case
with sense 2 and sense 4.

Sense 1 can take the roles Source, Beneficiary, Instrument and Price as optional
arguments. On the other hand, sense 3 can only take the roles Source and Instrument as optional
arguments. Even though these senses can both take the Source and Instrument roles, semantic
properties of these two arguments differ in both senses. In sense 1, the Source argument must
be a place where the act of buying can happen’ as in (20a), on the other hand, this argument
can be any physical place in sense 3 as in (20b). In sense 1, the Instrument argument must be
an instrument for buying, such as money, and credit card as in (21a), and in sense 3, it must be
an instrument for holding or grasping objects, such as gloves, and tongs as in (21b).

(20) a. Esin firin-dan ekmek aldi. (sense 1)
Esin-NOM bakery-ABL bread-ACC
Agent Source Theme

‘Esin bought bread from the bakery.’

b. Esin canta-dan clizdani aldi. (sense 3)
Esin-NOM bag-ABL wallet-ACC
Agent Source Theme

‘Esin took her wallet from her bag.’

(21) a. Esin kredi karti-yla kitap ald1 (sense 1)
Esin-NOM credit card-INST book-ACC
Agent Instrument ~ Theme

‘Esin bought a book with a credit card.’

b. Esin et-i masayla aldi. (sense 3)
Esin-NOM meat-ACC  tongs-INST
Agent Theme Instrument

‘Esin picked up the meat with tongs.’

As for sense 2 and sense 4, both of these senses can take the Giver semantic role as an
optional argument but in sense 2, this argument must be a person from which the receiving of
an object can happen as in (22a). In sense 4, this argument must be an organization, such as an

7 This argument even does not have to be a physical location, as in the example “internetten” ‘from the
internet’.
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institution, a corporation that can give rewards, prizes, etc. as in (22b) The Receiver and the
Theme argument also has different semantic properties in these two senses. In sense 4, the
Receiver argument can be inanimate as well, as opposed to sense 2 as in (22a) and (22b). In
sense 2, this argument must be human. In sense 4, the Theme argument must be an object that
can be won, such as a prize and a reward as in (23b). But in sense 2, the Theme argument can
be any object that can be received as in (23a).

(22) a. Esin Ali’den belgeyi ald. (sense 2)
Esin-NOM Ali-ABL document-ACC
Receiver Giver Theme

‘Esin received the documents from Ali.’

b. Proje UNESCO’dan odiil aldi. (sense 4)
project-NOM UNESCO-ABL award-ACC
Receiver Giver Theme

“The project received an award from UNESCO’

(23) a. Esin mektup aldi. (sense 2)
Esin-NOM letter-ACC
Receiver Theme

‘Esin received a letter.’

b. Esin madalya aldi. (sense 4)
Esin-NOM medal-ACC
Receiver Theme

‘Esin received a medal.’

Example Sentence Contexts for Different Senses of “al-”

In this section, the example sentence contexts for each sense of “al-” are listed. They
are created based on the properties of their valence determined in the previous section. The
phrases that are used in the example contexts, and the obligatory and optional arguments that
these phrases correspond to can be found in the tables (2-5).

Example Sentence Contexts for Sense 1

Table 2. Phrases Used in the Creation of Sentence Contexts for Sense 1

Semantic Roles Phrases

Agent* ben, sen, o, arkadasim, o (Beste), o (Cem), irem, siz
(I, you (sing.), he/she, my friend, she (Beste), he (Cem), Irem, you
(pl))
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Theme* hangi cantayl/ hangisini, hi¢bir sey, yeni bir elbise, ekmek, eski
kitaplar, bu kitabi, bu kazagi, oyuncak, ¢igek, bu esyalari, su,
kahveyi, kazagini, kalem, defter, arabanizi
(which bag/which one, nothing, a new dress, bread, old books, this
book, this sweater, toy, flowers, these things, water, coffee, her
sweater, pencil, notebook, your car(pl.))

Source bakkaldan, sahaftan, internetten
(from the grocery store, from the second-hand bookstore, from the
internet)

Beneficiary bana, ona (kardesime), sevgilisine

(me, him/her (brother/sister), for his/her boyfriend/girlfriend)

Instrument hediye ¢ekiyle, bozuk paralarimla, kredi kartiyla
(with the gift card, with my coins, with credit card)

Price 10 liraya, 2 liraya, 6 liraya, ne kadara/kaca
(for 10 lira, for 2 lira, for 6 lira, for how much money)

*: obligatory arguments

Sentence contexts created with Agent and Theme arguments:
1) Iki cantay1 da ¢ok begendim. Sence hangi ¢antayi/hangisini almaliyim?
‘I really liked both bags. Which bag/which one do you think I should buy?’
2) Higbir sey alamadim ¢iinkii magazadaki her sey ¢ok pahaliydi.
‘I couldn't buy anything because everything in the store was too expensive.’
3) Yeni bir elbise aldim.

‘I bought a new dress.’

Sentence contexts created with Agent, Theme and Source arguments:
4) Bakkaldan ekmek alir misin?
‘Can you buy bread from the grocery store?’
5) Sahaftan eski kitaplar ald1.
‘He/She bought old books from the second-hand bookstore.’
6) Bu kitabi internetten aldim, internette daha ucuzdu.

‘I bought this book online, it was cheaper on the internet.’

Sentence contexts created with Agent, Theme and Beneficiary arguments:

7) Arkadasim bana bu kazagi ald1 ama kazagin rengini begenmedim/iistiime olmadv/kiiclik
geldi.
‘My friend bought me this sweater, but I didn't like its colour/it doesn't fit me/it is small

for me.’

8) Gelecek Persembe kardesimin dogum giinii. Ona oyuncak alacagim.
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‘Next Thursday is my brother's/sister’s birthday. I'll buy him/her a toy.’
9) Yilbasinda sevgilisine ¢igek almas.
‘He/She bought flowers for his/her boyfriend/girlfriend for New Year's Eve.”

Sentence contexts created with Agent, Theme and Instrument arguments:

10) Beste gecen ay bir ¢ekiliste hediye ¢eki kazanmisti. O yilizden bu esyalart hediye ¢ekiyle
aldi.

‘Beste won a gift card in a draw last month. That's why she bought these things with
the gift card.

11) Bozuk paralarimla su aldim.
‘I bought water with my coins.’

12) Cem’in nakit parasi yoktu, o ylizden kahveyi kredi kartiyla ald1.
‘Cem didn’t have cash, so he bought the coffee with credit card.’

Sentence contexts created with Agent, Theme and Price arguments:
13) Irem kazagin 10 liraya ald1.
‘Irem bought her sweater for 10 lira.’
14) 2 liraya kalem, 6 liraya da defter aldi.
‘He/She bought a pencil for 2 lira and a notebook for 6 lira.”
15) Arabaniz1 ne kadara/kaca aldiniz?

‘For how much did you buy your car?’

Example Sentence Contexts for Sense 2

Table 3. Phrases Used in the Creation of Sentence Contexts for Sense 2

Semantic Roles Phrases

Receiver* Beste, sen, ben, bagkan
(Beste, you, I, the president)

Theme* mektubu, 6gretmenin e-mailini, bir mektup, belgeleri,
paray1, fisi
(the letter, the teacher's email, a letter, the documents,
the money, the receipt)

Giver sekreterden, ondan (Cem’den), kasiyerden

(from the secretary, from him (from Cem), from the
cashier)

*. obligatory arguments
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Sentence contexts created with Receiver and Theme arguments:
1) Cem bir ay 6nce Beste’ye mektup yollamisti. Beste mektubu bugiin almus.
‘Cem sent a letter to Beste a month ago. Beste has received the letter today.’
2) Ogretmenin e-mailini aldin m1?
‘Have you received the teacher's email?’
3) Diin bir mektup aldim ama kim gonderdi bilmiyorum.

‘I received a letter yesterday but I don't know who sent it.’

Sentence contexts created with Receiver, Theme and Giver arguments:
4) Bagkan sekreterden belgeleri aldi.
‘The president received the documents from the secretary.’
5) Paray1 Cem’e vermistim, ondan paray1 aldin mi?
‘I gave the money to Cem, did you get the money from him?’
6) Kasiyerden fisi almadim.
‘I didn't get the receipt from the cashier.’

Example Sentence Contexts for Sense 3

Table 4. Phrases Used in the Creation of Sentence Contexts for Sense 3

Semantic Roles Phrases

Agent* 0, ben, frem Cem’in babasi, annesi
(he/she, I, Irem, Cem’s father, his/her mother)

Theme* gitarini, kagit, kalem, telefonumu, cantasini, bir kitap,
clizdanimu, tencereyi, topu, camlari

(his/her guitar, a paper, a pen, my phone, his/her bag, a
book, my wallet, the pot, the ball, the glass)

Source odadan, kitapliktan, cantamdan
(from the room, from the bookcase, from my bag)

Instrument eldivenle, sopayla, siipilirgeyle
(with gloves, with a stick, with a broom)

*: obligatory arguments
Sentence contexts created with Agent and Theme arguments:

1) Gitarini ald1 ve sarki calmaya basladi.
‘He/She took his/her guitar and started playing a song.’
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2) Kagit, kalem aldim ve adresi kagida yazdim.
‘I took a paper and a pen and wrote the address on the paper.’
3) Arkadasimi arayacaktim. Telefonumu aldim ama sarj1 yoktu ve kapanmist.

‘I was going to call my friend. I picked up my phone but its battery had died and it was
turned off.’

Sentence contexts created with Agent, Theme and Source arguments:
4) Irem odadan ¢antasim aldu.
‘Irem took her bag from the room.’
5) Kitapliktan bir kitap ald.
‘He/She took a book from the bookcase.’
6) Cantamdan ciizdanimi aldim.

‘[ took my wallet from my purse.’

Sentence contexts created with Agent, Theme and Instrument arguments:
7) Tencere ¢ok sicakti, o yiizden tencereyi eldivenle aldi.
‘The pot was very hot, so he/she took the pot with gloves.’
8) Cocuklar top oynuyorlardi ve top agaca takildi. Cem’in babas1 topu sopayla aldi.

‘The children were playing ball and the ball got caught in the tree. Cem's father took
the ball with a stick.’

9) Bardak kirildi ve her yer cam oldu. Annesi camlari siiptlirgeyle aldi.

‘The glass was broken and it was everywhere. His/her mother swept the glass.’

Example Sentence Contexts for Sense 4

Table 5. Phrases Used in the Creation of Sentence Contexts for Sense 4

Semantic Roles Phrases

Receiver* o (Irem), takimmmiz, bu 6ykii, dedem, is adami, bdliim
baskanimiz, okulumuzun projesi, milli sporcular, film,
okulumuzun 6grencileri, Michael Phelps, Tirkiye
(Irem, our team, this story, my grandfather, the
businessman, our head of department, our school project,
national athletes, the film, students in our school, Michael
Phelps, Turkey)

Theme* basar1 belgesi, kupa, ddiil, birgok madalya, plaket, altin
madalya, bir¢cok 6diil, madalya
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(a certificate of achievement, a trophy, an award, many
medals, a plaquet, a gold medal, many awards, a medal)

Giver vakiftan, devletten, tiniversiteden
(from the foundation, from the government, from the
university)

Location Almanya’da, olimpiyatta, festivallerde, yarismada
(in Germany, in the Olympics, at festivals, in the
competition)

Attribute geng kategorisinde, glireste, ylizmede

(in the junior category, in wrestling, in swimming)

*: obligatory arguments

Sentence contexts created with Receiver and Theme arguments:
1) Irem gok caliskan bir 6grenci. O yiizden y1l sonunda basari belgesi ald.

‘Irem is a very hard-working student. That's why she received a certificate of
achievement at the end of the year.’

2) Takimimiz turnuvada birinci oldu ve kupa aldi.
‘Our team won the tournament and won a cup.’

3) Bu 0ykii, 6ykii yarismasinda en iyi 0ykii se¢ildi ve odiil aldi.
‘This story was selected as the best short story in the short story competition and
received an award.’

Sentence contexts created with Receiver, Theme and Giver arguments:
4) Dedem savas zamaninda askerdi ve bu yiizden devletten bir¢ok madalya ald.

‘My grandfather was a soldier in wartime and therefore he received many medals from
the government.’

5) Is adami y1l boyunca vakfa birgok bagista bulundu ve y1l sonunda vakiftan plaket aldi.

‘The businessman made many donations to the foundation throughout the year and he
received a plaquet from the foundation at the end of the year.’

6) Boliim bagskanimiz liniversiteden 6dil aldi.

‘Our head of department received an award from the university.’

Sentence contexts created with Receiver, Theme and Location arguments:
7) Okulumuzun projesi Almanya’da 6diil aldi.
‘Our school's project was awarded in Germany.’
8) Milli sporcular olimpiyatta altin madalya alda.
‘National athletes won a gold medal in the Olympics.’
9) Sinemaya yeni bir film geldi. Film festivallerde bir¢ok 6diil almis.
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‘A new movie came to the cinema. The movie has received many awards at festivals.

Sentence contexts created with Receiver, Theme and Attribute arguments:
10) Okulumuzun 6grencileri, yarismada geng kategorisinde madalya aldi.
‘Students in our school won a medal in the junior category in the competition.’
11) Tiirkiye giireste bircok madalya aldi.
‘Turkey won many medals in wrestling.’
12) Michael Phelps ylizmede toplam 11 altin madalya aldi.
‘Michael Phelps won a total of 11 gold medals in swimming.’

Discussion

The valence analysis of the verb “al-” shows that “al-” has different valences in its
different senses. The differences in its valence are seen in the number, grammatical functions,
semantic roles and semantic properties of the obligatory and optional arguments. These
findings are in line with other studies that study the relationship between verbal polysemy and
valence in Turkish (Uzun, 1997; Ugar, 2009; Sen & Turan, 2012).

All of the examined senses of “al-” differ in terms of their obligatory and optional
arguments and if these arguments are shared among senses, they appear to have different
semantic properties. As a result, it was possible to create example sentence contexts that are
different from each other for each verb sense, both in terms of grammatical functions and
semantic properties of the phrases that are used.

Conclusion

This study aims to determine the relation between valence and polysemy of the verb
“al-" in Turkish and to use this information in contextualized teaching of different senses of
“al-” in Turkish as a foreign language. First, valences of different senses of “al-" are analyzed.
Afterwards, example sentence contexts are created for each verb sense based on their valence
for the purpose of contextualized teaching of the different senses of ““al-" in Turkish as a foreign
language.

In this study, the senses of the verb are limited to the findings of the Meaning Production
Survey and Semantic Relatedness Survey applied to native speakers in Ugar (2009). However,
of course, conscious meaning production of native speakers does not fully reflect the diversity
of the meanings of verbs. But this study is carried out for educational purposes and it is assumed
that the meaning production of native speakers reveals the most frequent senses of that verb.
The frequency of senses is as much as important as the frequency of the words in foreign
language teaching. High-frequency senses are learned earlier than less frequent senses
(Schmitt, 2010: 54). Therefore, the teaching should also start with the more frequent senses
and continue with the less frequent ones. Unfortunately, there is no study in Turkish that
investigates the sense frequencies of highly polysemous verbs, such as “al-".
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This study is intended to be a model for contextualized teaching of different senses of
verbs. In future studies, the model developed in this study can be applied to different verbs in
Turkish and to different languages as well. This study does not take into account the proficiency
level. In future studies, the level of proficiency can be taken into account in adapting the model.
Verbs and their senses can be selected according to the level of proficiency and the grammatical
structures and words that are suitable for that level can be used in the creation of the sentence
contexts.
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Introduction

There is a worldwide trend of introducing foreign language(s) to young learners in
schools (Garton et. al., 2011; Enever, 2011). Due to its current popularity and status globally,
English is the first ranking language among the languages included in the curriculums for
young learners. Parallel to this increasing interest in an early start to English language
learning, the body of research on teaching English to young learners is also growing and it
has been debated a lot in the past years.

The term ‘young learners’ comprises “a range of learners who share commonly
accepted characteristics such as having short attention spans and learning holistically”
(Kirkgoz, 2018, p.172). Yet, in the discussions of who is referred as young learner, it is seen
that there are different views and various age ranges of young learners (YL) exist in the
literature. While for some scholars, YLs are accepted as those between five and twelve years
of age (Cameron, 2001), others categorize it as six to eleven (Phillips, 1993) or five to ten
(Harmer, 2001). As all these categorizations target a broad age group, and this may yield
danger of overlooking the discrepancy among children’s cognitive, physical, psychological,
and linguistic characteristics, a further division was made as “very young learners (VYLs)”
referring to those younger than six (Ellis, 2014).

In many Asian and European countries, there is a recent tendency to give central
importance to TEYL and introduce it at early ages in primary schools (Murphy, 2014; Pinter,
2006; Spolsky & Moon, 2012). Turkey, being one of these countries, has witnessed a shift
in this regard. The latest educational reform in Turkey released in 2012 has been one of the
major factors influencing TEYL in Turkey. Twelve years of compulsory education (4+4+4,
referring to four years for primary, secondary, and high schools) was initiated, and the start
age of English instruction was lowered to the second year of primary education. Students
started to take two hours of English a week in the second grade as of the 2013-2014 academic
year.

This shift yielded new discussions because age is a leading factor that shapes the
overall instruction and approaches in language teaching. There is no doubt that due to the
differences in physical, cognitive, social, emotional, and motor skills, teaching language to
a six-year-old would differ from teaching language to an eleven-year-old student. This
situation has also been highlighted by Kirkgoz (2018) that primary school children are not
only “less cognitively aware”, but they are also in the ongoing process of “developing
literacy in their first language.”

There are several motivations behind the attempt to integrate language teaching in
the curricula at a younger age. In addition to the major factor of globalization (Copland &
Garton, 2014), another propelling force to pull down the start age of English instruction is
related to age and language learning. There is a widespread belief of “the early the better”
which takes us back to the discussions of Critical Period Hypothesis (CPH) rooted in the
field of SLA. In a nutshell, it is claimed that there is a cutoff age in puberty and language
learning is easier at a younger age because cortical connections can easily be formed until
this cutoff age. Thus, learning a language after puberty is basically foreclosed. Discussing
the evidence for and against CPH is beyond the scope of this paper but it should be noted
that its impact on language teaching was immense.
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Motivated by all these recent discussions and mounting attention on TEYL as an area
of investigation, this study aims to analyze theses written in the field of teaching English to
young learners (TEYL) in the last six years in Turkey. To our knowledge, there is no study
evaluating theses concerning TEYL directly. Therefore, this study is based on this gap in
the literature and aims at contributing to the field by carrying out a systematic review of
theses to reveal recent tendencies and to illuminate future directions of graduate research
into TEYL. It is important to carry out systematic reviews in certain periods since “an
understanding of trends in dissertation research can show what issues, theories, and
methodologies young researchers and their faculty mentors are interested in” (Drysdale,
Graham, Spring & Halverson, 2013; p. 91). Such reviews have the potential to uncover the
state of research carried out by new researchers. Hence, the study attempts to present a
complete picture of graduate research on TEYL in Turkey.

Carrying out a content analysis of theses published in the National Thesis Center, the
study answers the research questions below to determine the trends, gaps, and current
situation of TEYL by focusing on the subjects (participants), methods, techniques used, and
applications in the thesis under investigation.

1. How has the distribution of theses published by Turkish researchers changed through the
years?

2. What is the tendency among the theses written in the field of teaching foreign languages
to young learners in the last six years in Turkey?

a. What are the (sub)topics studied in the theses?

b. What are the research designs employed in the theses?

c. What are the sampling methods used in the theses?

d. What are the research contexts that the studies were conveyed?
e. Who are the participants in the studies under investigation?

By finding answers to these research questions, the study can provide an overall
picture of TEYL in Turkey and is expected to help researchers, teacher educators,
curriculum developers, teachers, and other potential beneficiaries to see the contemporary
situation, limitations, problems, future directions, and possible suggestions in this field.

Methodology

The study was carried out in descriptive research design to evaluate the graduate
research in the field of TEYL. Given the aim of the study, the general survey model was
used and document analysis of the theses was done. Survey model is employed when the
aim is to describe a current situation by identifying specific features related to it
(Buyiikoztiirk, et. al., 2012). By aiming at generating interpretive explanations based on a
collection of graduate studies on TEYL, this study was designed to extend the existing
knowledge and provide a holistic view on TEYL by examining the target studies. For this
purpose, the theses on TEYL were collected based on certain criteria, and categories/patterns
were found with the help of a computer software for qualitative analysis. The stages
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followed to carry out this study are: (i) Setting the criteria: to reach all the relevant theses,
the criteria were set to serve the relevant purpose and to ease the access of target theses. The
criteria were finding the Turkish and English theses on YL and language teaching prepared
in both master and doctoral programs in Turkish universities and limiting the year of
publication between 2014-2020. (ii) Analysis: At this stage, the theses collected were
analyzed based on predetermined categorizations. (iii) Interpretation: as the last stage, to
reach an in depth understanding of the phenomenon, the findings were discussed, analyzed,
and interpreted. All these stages were carried out in a cyclical process as further explained
below.

Data collection and analysis

We electronically surveyed all theses and dissertations found on the National
Dissertation and Thesis Database of Council of Higher Education (CoHE) that addressed
TEYL. We searched some keywords that included “teaching English to young learners,
teaching children, and young learners.” The most inclusive one that listed all the theses
addressing an aspect of teaching English to young learners was “young learners.” The other
two keywords were observed to restrict the search to only some of the theses. The relevant
theses and dissertations published in Turkey between the years 2014-2020 were found and
stored for research purposes.

Once all relevant theses were obtained, each thesis was subjected to the content
analysis. The data of the present study was gathered through a form that was adapted from
Paper Classification Form (PCF) by Ciltas, Giiler, and Sozbilir (2012) and the Educational
Technologies Publication Classification Form (ETPCF) by Goktas et al. (2012). It includes
descriptive information such as the name of university and the type of departments where
the theses were written, year of acceptance, type of the program (master or doctoral), title,
research topic(s) covered, sub-subjects, research methods employed, data collection tools
utilized, participants (study group), and data analysis methods. Each thesis was coded
according to these eleven categories using a software program for qualitative analysis. The
researchers worked cooperatively in the process of classification of the theses to reach a
consistent coding. It should also be noted here that the statements were taken as they were
declared in the theses and no comments were included in the coding process by the
researchers. For instance, if there were no clear statements including the sampling method
in the theses, no inferences were made about the sampling method used in the procedure and
this was coded as ‘no sampling method specified’ in the code list. An independent third rater
who is an expert in the field cooperated to discuss the discrepancies. Based on these
discussions, discrepancies were resolved.

All research questions were extracted from the theses to determine the topical trends.
We adapted a pattern established by Emerson et al. (1995) for coding the theses based on
the research questions. The topics, sub-topics were grouped into categories and the
categories were further grouped into broader categories. The number of each topic and sub-
topics were counted by tallying. This was a cyclical process and was carried out by both
researchers firstly on their own and then together.
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Results

Overall, our data included seventy-four Masters’ thesis and six dissertations (M.A
and PhD) written on teaching English to young learners. They were prepared in 33 different
state and private universities in Turkey. The departments that the theses were written are
Educational Technologies (n=1), Pre-School Education (n=3), Curriculum and Instruction
(n=5), and English Language Teaching (n=71). The tendency among the thesis collected is
investigated and it is reported by answering the research questions.

Distribution of theses

Distribution of theses changed through the years. Table 1 illustrates the years
theses were written in and the type of thesis as M.A. and PhD.

Table 1. Distribution of theses and the type of the theses according to years

Year No of the theses Type of the theses

2014 11 10 M.A, 1 Ph.D.
2015 18 18 M.A.
2016 16 13 M.A., 3 Ph.D.
2017 12 11 M.A., 1 Ph.D.
2018 10 10 M.A.
2019 4 4 M.A.
2020 9 8§ M.A., 1 Ph.D.
TOTAL 80 74 M.A., 6 Ph.D.

It is seen that 2015 was the year with the highest number of theses prepared and
there is a recent decrease in the number of studies conducted. Additionally, there is a big
difference between the number of dissertations and master’s theses written in total.

Distribution of sub-subjects studied in the theses

It is observed that the focus of the theses on YL was varied. 17 sub-subjects were
identified. The findings concerning sub-subjects are presented in Table 2.

Table 2. Distribution of sub-subjects studied in the theses

Sub-subjects n
Young learner (YL) Vocabulary 20
The use of a specific teaching method/technique 18
The use of a specific material 17
Program/coursebook/course evaluation and 10
development

YL language skills 10
Attitude / Perception

9
Language acquisition 6
YL teacher qualifications 6
The role of Portfolio 5
YL assessment 5
YL motivation 5
YL teacher education 5

© 2021 Journal of Language Education and Research, 7(2), 356-370



361
Analysis of Theses on TEYL

YL grammar

Language learning strategies
YL pronunciation
Intercultural competence
Teacher beliefs & practices

— = N NN

As shown in Table 2, the most common areas covered were vocabulary (n=20), the
use of a specific teaching method/technique (n=18), the use of a specific material (n=17),
YL program/ coursebook/ course evaluation and development (n=10), YL language skills
(n=10), and attitude/perception studies (n=9). Language acquisition, teacher qualifications,
portfolio, assessment, motivation, teacher education, grammar, language learning strategies,
pronunciation, intercultural competence, and teacher beliefs/practices are under-studied sub-
subjects in teaching English to young learners in the last five years.

Further analysis of some sub-subjects yielded sub-categorizations of the themes
found. For example, the theses that were written on the use of a specific language teaching
method/ technique for young learners were geared towards game-based teaching (n=S8),
drama (n=4), Total Physical Response (n=2), Content and Language Integrated Learning
(n=1), brain-based teaching (n=1), on-line differentiated reading (n=1), and the use of songs
(n=1). Studies on language skills included theses on skills such as speaking (n=4), reading
(n=2), writing (n=2), listening (n=2). Language acquisition as a sub-subject covered issues
such as input-based instruction (n=1), age effects (n=2), social-emotional stability (n=1),
focus on form instruction (n=1), and corrective feedback (n=1).

Research designs employed in the theses

The next research question is on the research design employed in the theses
collected. As seen in Table 3, various research designs were employed in the theses under
investigation.

Table 3. Distribution of research designs employed in the theses

Research design n
Mixed method 25
Quasi-experimental 14
Qualitative 12
Quantitative 8
Case study 8
Action research 6
Experimental 5
One group pretest posttest design 1
Conversation Analysis 1

The most common design used is mixed method (n=24). It is followed by quasi-
experimental methods (n=14). The next most common was qualitative design (n=12). Other
research designs employed were quantitative (n=8), case study (n==8), action research (n=6),

© 2021 JLERE, Journal of Language Education and Research, 7(2), 356-370



362
Seyda Selen CIMEN & Betiil BAL GEZEGIN

experimental (n=5), One group pretest posttest design (n=1) and conversation analysis

(n=1).
Sampling methods used in the theses

The findings related to the question of how researchers chose their samples are
shown in Table 4.

Table 4. Distribution of sampling methods used in the theses

Sampling method n
Sampling method not specified 22
Convenience sampling 20
Random sampling 14
Purposive sampling 9
Cluster random sampling 3
No sampling method 4
Stratified sampling 1
Nonprobability sampling 1
Momentary time sampling 1

Total 75

The number of theses in which the sampling method was not specified is twenty-
two. The most common sampling method used was convenience sampling (n=20) which
was consecutively followed by random sampling (n=14), purposive sampling (n=9), cluster
random sampling (n=3), stratified sampling (n=1), nonprobability sampling (n=1), and
momentary time sampling (n=1). Some of the theses stated that no sampling method was
used in the study because all samples were included (n=4). The restricted theses (n=5) were
not included in the analysis regarding the sampling method.

Participants (Study Groups) in the theses
Table 5 illustrates the participants (study groups) in the theses analyzed.

Table 5. Distribution of participants in the theses

Participants n
Young learners 67
Young learner teachers 22
Parents 3
Pre-service teachers 3
(Young learner) teacher educators 2

When the participants in the target studies are grouped according to their age levels,
it is found that there are young learners (n=67), young learner teachers (n=22), parents (n=3),
pre-service teachers (n=3) and young learner teacher educators (n=2). The young learners
are further grouped into very young learners (n=11), young learners (n=20) and older young
learners (n=36). Some of the theses included multiple participant groups. Some of the theses
studied with multiple participant groups.
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Research contexts of the studies

When the theses were examined in terms of the research contexts, the following
findings that are shown in Table 6 were obtained.

Table 6. Distribution of research contexts

Research context n
Primary school 44
Secondary school 15
Kindergarten 11
Higher Education 4
Not specified 1
Total 75

The studies investigated were conducted in mainly four different settings: primary
school (n=44), secondary school (n=15), kindergarten (n=11) and higher education (n=4). It
is seen that primary school was dominant as the target context. One of the theses did not
specify the research context. The restricted theses (n=5) were not included in the analysis.

Discussion and Suggestions

This study offers a detailed analysis of eighty theses and dissertations written on
teaching English to young learners in Turkish universities between 2014 and 2020. The
distribution of theses over the years shows that there is a slow decrease in the number of
theses through 2020. Although there seems to be a variation on the topics studied, a
considerable number of thesis and dissertations were written on similar topics which are
vocabulary teaching, using songs, games, and teaching of a particular skill. Based on the
findings of this study, it is suggested that the number of studies in the following sub-subject
areas should be increased:

*Assessment of young language learners

*The teaching of grammar to YLs

*Language skills development in YLs

eIntercultural competence in YLs

*The use of Content and Language Integrated Learning (CLIL) in YL EFL classes

*YL teacher beliefs and practices

Gaining insights into the assessment of YLs, which is a critical issue in young learner
education due to the age properties and the risk of discouraging children from learning
languages is crucial. Therefore, graduate work that focuses on assessment is needed in the
field of TEYL. Among the researchers who focused on assessment of young learners in their
theses, Ozdemir (2017) examined the effect of portfolio on self-assessment; Fisne (2016)
examined an integrated language testing program for the 4th grade young learners with an
attainment-based perspective. As for teacher perspectives in assessment, Ayas (2014)
investigated teachers’ conceptions and practices concerning assessment in English for young
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learners and Cakir (2020) analyzed teachers' beliefs and practices on the assessment of 4th
grade EFL students in Turkey, Italy, and Finland. However, the number of theses that focus
on assessment is only a few. What is more, a variety of sub-topics related to assessment
needs to be focused on within theses. For instance, graduate students can particularly
investigate self-assessment, in-class assessment, and authentic assessment the use of which
are convenient for the nature of child learning and recommended both in the CEFR (CEFR,
2001) and English language curriculum (for grades 2-8) in Turkey (MoNE, 2008).

The teaching of grammar to YLs can be another focus of graduate research that will
well inform the field. Even though the teaching of grammar for very young learners and
young learners in the kindergarten and primary schools is not recommended, older young
learners in the lower secondary schools still deal with grammar. There were only two theses
by Bayrak (2017) and Goksu (2014) that study grammar teaching with a language
acquisition point of view. The former is a master’s thesis and investigated the effect of input-
based instructions, while the latter is a doctoral dissertation and studied the effect of
corrective feedback through the focus on form instruction. However, there is still a need for
theses that scrutinize how grammar is dealt within the classes and in the textbooks in older
young learner contexts to contribute to the field. More specifically, for the teaching of
grammar to (older) young learners, there is a great need to explore the implementation of
action-oriented approach. Action-oriented approach serves the very nature of children’s
language learning since it “views learners as users of a language, primarily as ‘social agents’,
1.e., members of society who have tasks to accomplish in a given set of circumstances, in a
specific environment and within a particular field of action” (Council of Europe, 2001; p.
9). Therefore, theses can investigate how to employ action-oriented approach in the teaching
of grammar on the side of the teachers, the learners, and in terms of the teaching/learning
process in YL contexts.

Development of language skills in young learners was studied in ten theses since 2014;
however, the language skills were dealt with individually. For instance, Giilsen (2018)
studied the effects of online differentiated reading on reading comprehension skills and
learner autonomy; Dogar-Kayadelen (2018) examined peer editing in YL writing classes;
Celik-Korkmaz (2016) investigated the effects of multi-sensory language teaching on
learners’ listening and reading skills; and Alpaslan (2015) focused on digitalized learning
activities to promote speaking skills. Overall, theses studied the effect of an implementation
on the development of an individual language skill. Therefore, it will contribute to the field
if researchers notice the gap and study the development of language skills in an integrated
way in YL contexts.

Although there has been a growing interest in the intercultural competence as a
research topic in language teaching in general, the development of intercultural competence
is under studied in graduate research in the field of TEYL. The one and only thesis was by
Yurchak (2016) who examined the role of culture in a young learner context by investigating
perceptions of teachers, parents, students, and administrators towards intercultural
competence. Teacher practices in developing intercultural competence in YLs, the place of
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intercultural competence in YL materials, and young learners’, teacher candidates’ and YL
teachers’ awareness on interculturality and intercultural competence can be explored in
graduate research. Additionally, the use of CLIL and YL teacher beliefs are other topics that
are under studied in the theses that focus on TEYL.

A detailed analysis has shown that there are important sub-subjects which have not
been dealt within any of the theses written. For instance, even though the use of task-based
language teaching and storytelling has been strongly recommended for teaching English to
YLs (Bayyurt, 2010; Cameron, 2001; Haznedar, 2010 among others) and there are a majority
of best practices about them, there are no theses written on these subjects. Additionally,
values education through EFL classes has not been studied in the theses written up to 2020
despite it is strongly suggested in the English language curriculum for grades 2-8 (MoNE,
2008)

When the focus and scope of the theses were investigated, it is seen that there is a
recent tendency to conduct studies on the issues related with technology use in language
teaching for YL. For instance, there are theses written on digital storytelling (Canli Bekar,
2019); Education Information Network, EBA (Pehlivan, 2020); Web 2.0 tool VOKI
(Istifanoglu, 2020). We assume that such studies integrating technology will attract more
attention particularly on distance education. Upon the breakout of the pandemic and closure
of schools, distance education has become the new getaway. Schools all around the world
have shifted to distance education suddenly. Some of the institutions were experienced and
easily adapted to the news system, yet there were also schools which had to go through hard
times to get used to this new system. YLs is one of these student groups who faced various
problems and troubles in this changing context. Therefore, we believe that urgent studies on
YLs’ language learning in distance education are needed. Studies focusing on issues such as
recent implementations of integrating technology in YL classrooms, challenges faced,
interaction in online meetings, classroom management issues, pedagogical suggestions,
educational practices, classroom management, applications and methods from actual
settings, motivating and engaging YLs in online learning, YLs’ needs in distance education,
learner involvement, YL language teachers’ training on skills for using technology,
developing effective materials and resources are anticipated to be published in the coming
days. There is also a gap of research found on how instructors perceive and use technology
in pedagogical settings (Tatar & Yildiz, 2010). Therefore, YL contexts as a pedagogical
setting can be explored in terms of instructors’ perceptions and use of technology.

As for the research design employed in the theses; there is a tendency towards the
mixed method research design. The reason for this tendency can be owing to the strengths
of combining both the qualitative and quantitative research designs. By doing this, the
weaknesses of using only one type of research design have been avoided. It is also noted
that the number of other research types such as case study, action research or conversation
analysis is limited. For instance, a recent thesis by Oztiirk (2020) employed conversation
analysis (CA) methodology and utilized video-recorded data and provided invaluable results
on how interaction is realized in language classrooms “by the interactants to achieve social
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actions through taking, sharing, and allocating turns, co-constructing actions in sequences
of talk, repairing trouble in talk-in-interactions in any other interactional contexts” (Walsh,
2002).

In terms of data collection procedures, as Giingér and Eksi (2019) suggested,
video/audio recorded classroom interactions, YL classroom observations, and
diaries/journals can provide valuable insights on teaching English to YL. Such various data
can enable gaining a deeper understanding of what is happening in real classroom settings
in terms of classroom interaction, teaching practices, students’ motivation etc.

Another issue noticed is the lack of theses with larger-scale, longitudinal, and
interdisciplinary perspective with a broader view of the phenomenon. Carrying out such
studies can contribute to the continuity and sustainability of the overall discussions on YL
and language teaching. We analyzed a master’s thesis which investigated foreign language
teachers’ beliefs about assessment of young language learners and their practices of
assessment in language classes in Turkey, Italy, and Finland (Cakir, 2020). Learning about
common problems that YL teachers are struggling with in three different countries in the
world or realizing the variation in the assessment types used provide insights for both YL
teachers, teacher educators, curriculum designers, and material developers.

When the sampling methods of the theses were analyzed, it was found that twenty-two
studies did not specify how the sampling process was carried out. In the theses with
information on the choice and inclusion of the participants, there is a tendency towards
convenience sampling and random sampling. Although we believe in the robustness of
studies with smaller participants groups, we think that it would be a valuable contribution if
studies on YL in Turkey could also focus on diverse geographical regions with larger data.
There is a tendency towards primary and secondary schools as research contexts in the theses
written. The number of theses that use kindergartens and universities (ELT departments with
future YL teachers) as research contexts should be increased and various stakeholders such
as pre-service teachers, YL teacher educators, and very young learners should be included
in the theses as participant groups.

Conclusion

This study provides an analysis of eighty master’s theses and dissertations written
between the years 2014-2020 at Turkish universities. By showing an overall picture and
revealing the tendencies and distributions of categories such as research methods used,
topics covered, and participants, this review sheds light into potential new dimensions for
research on YL. In the light of available research findings, it seems that YL remains a
popular topic for master’s level studies. Graduate research in YLs’ language learning is not
high in quantity and it is decreasing yearly. If the number of PhD level studies increase, the
field will become more diversified. Additionally, there is still an accumulation on certain
topics such as vocabulary learning or employing a language teaching approach. We
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recommend increased research in all aspects of language teaching to YL instead of focusing
on teaching of one skill or just vocabulary teaching. By showing the tendencies of sub-
themes in the theses, we identified possible areas for future research opportunities with YL
such as the assessment of young language learners, developing intercultural competence, the
use of CLIL, storytelling and tasks in YL classes, and YL teacher beliefs and practices.
Carrying out studies using qualitative methods is another suggestion. New data collection
tools must be developed. Mixed method studies that help gathering more data from various
settings in a longer period can be utilized. We see a need for more research which is carried
out in actual classrooms with video-recordings. It should also be noted here that collecting
data in young learner contexts needs great care. In developing data collection tools and in
designing research projects, researchers should take Pinter’s (2011) discussion of ethical and
methodological issues with children into account and pay attention to understand how
children differ from adults as research participants. Pinter (2011) emphasizes the importance
of developing child-friendly instruments and inviting children’s active participation and
warns against the methodological challenges and the risk of using different de-
contextualized tests. Pinter (2011) mentions the following lines as the starting point of
exploring methodological issues in research with children:

Underlying all research are the researcher’s own beliefs and assumptions about children and
childhood. You, as a researcher engaged in projects with children, will have to think about
how your own understanding and conception of ‘childhood’ and ‘children’ will influence the
way you approach children, the way you talk to them and the kinds of roles and
responsibilities you may assign to them (p. 202).

This study is significant in that it provides an updated, general picture of the topic
YL in the field of language teaching in Turkey. It helps the target audience of educators,
teacher candidates, researchers, and theses supervisors to see the existing body of research
and better understand the future directions of TEYL. Although this research provides
important inspiration and recommendations for future research based on existing research
in the field of TEYL, it is limited in the sense that it only focuses on graduate level theses.
Therefore, there is also a need for a review of research published in journals to have a
complete understanding of research carried out in Turkey in the field of TEYL.
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Introduction

It is observed in the literature that studies displaying the efficiency of social
elements in developing a reading culture are increased. As matter of fact, reading is
described as a social practice embedded in social elements, and how an important role the
sociocultural factors play in development of a reading culture is expressed (Lyons,
Kotilainen & Ilkka, 2015; Gee, 2000; Simone, 1999). Such social elements are construed
by means of any practices in the child’s world in relation to reading, families’ relation with
reading, and social networks configured for reading (Karadag, 2013; Sever, 2013; Yilmaz,
2008; Kamalova & Koletvinova, 2016). At this point, there is a need of a concept to
discuss reading in a larger perspective besides being a cognitive skill.

A concept of reading culture involving cultural and social practices of reading by
expressing the social elements thereof is the most comprehensive concept to be utilized.
Interaction between various social elements such as public libraries, schools, and families
is important in development of a reading culture (Ekici & Yilmaz, 2014; Phillips et al.,
2017). Nevertheless, it is noted that systematic approaches are very limited for the function
of public libraries in the configuration of reading culture when such studies on reading
culture are considered, and that the studies on the same subject particularly in Turkey are
generally conducted quantitatively. Therefore, the purpose of this study conducted to fulfill
the need of developing an in-depth perspective is to present the qualitative research pattern
of the role of children’s sections of public libraries in the process of acquiring a reading
culture in an international perspective.

Literature review

Public libraries, which increase the social capital with its social interactions and
create a third venue in addition to homes and schools, have a powerful impact on creation
of a social capital in terms of both corporate and communal context (Varheim, 2017;
Karadeniz & Yilmaz, 2015). Having provided various shared venues to different parts of
the society, fulfilling varying needs thereof, and increasing social interaction and trust, it is
not surprising to define public libraries as a force increasing the social capital (Goulding,
2004: 4). In speaking of the social capital, another concept that should be discussed is
networks. Falk (2001) mentions that literacy as a tool of communication plays an
important role in creation of networks and sustaining such connection when he speaks of
literacy in the scope of reading culture. Public libraries as a network do not only assume
various functions by means of spaces, social climate, and events they provide, but also
nourish the community of users and the social capital of such communities.

The intended uses of public libraries, their users, books, and other products
available therein have changed in time in the light of legislations and social developments
experienced. Evolutions in education and increased research in children’s literature incited
children to use newly founded public libraries and school libraries (Lerner, 2007: 254).
Features of public libraries were reconfigured for educational purposes suitable for
children and special sections for children were created in libraries. Seefeldt and Syre
(2004) remark that public libraries were made available to public in Europe after the
French Revolution when recounting this historical development. All these endeavors for
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enlightenment of the people resulted in opening new public libraries one after another in
early stages just as bookshelves and in later stages, in large scales as of mid-nineteenth
century (Seefeldt & Syre, 2004: 19-20). Although there is a rather old history of book
lending services in Turkey, public libraries in the modern perception started in 1920s after
establishment of the Republic (Keseroglu, 1989). Public libraries continued to develop and
evolve until present times, and the number of public libraries reached to 7.148 in Germany
in 2019 (Saechsische Landesfachstelle fiir Bibliotheken, 2020), and 1.182 in Turkey
(KYGM, 2020).

It is known that public libraries serve to various purposes. Public libraries steer and
support the process of acquiring a reading habit by library regulars (Lauristin &
Vihalemm, 2014: 203), and help development of reading as a reading culture, which is a
more complex process (Pirlibeylioglu, 1993: 59-60). Manguel (2006) mentions that public
libraries help developing the reading skills of individuals as well as changing their social
status. “Public libraries have an important role in the process of structuring the society by
establishing bridges between the resources and communal participation” (Scott, 2011).
Children’s section of public libraries provides various practices and opportunities such as
organizing events for children, collections of books and other publications addressing to
varying levels, organizing story reading sessions for children and courses for teachers,
allocating reading spaces for both children and families, organizing meetings of children
and writers, and establishing book clubs, etc. It may be said at this point that the most
important function of public libraries to transform reading skills to a new form of
intangible human capital (Kotilainen, 2016: 305). To understand better the role of public
libraries in the process of acquiring a reading culture, it is necessary to observe the
meaning ascribed to reading by library regulars, libraries’ functions, and any social
characteristics they carry to public libraries.

Current study was designed to learn the patterns of use of children’s sections of
public libraries and understand the functions and social characteristics that library regulars
find or bring to children’s sections. In comparison to previous studies focusing on
quantitative data or making analyses on local perspectives, we used a qualitative approach
and international context (Turkey and Germany). As Kotilainen (2016) mentioned it is
important to study library regulars to understand how the quantitative data of the
community, which library regulars are members of, are reflected locally. Such a research
makes it possible to grasp the facilities and opportunities that individuals of a given
community may have in learning to read and transform it into a reading culture. The
motivations and reasons for visiting libraries, as voiced by library regulars, help to
describe their perspective of reading culture. During the process of the study, the
children’s sections of three libraries, which have similarities and differences, were
examined, and a framework of these three libraries was drawn. The starting point for the
researchers is to answer how the children’s sections of public libraries as a social network
work within the context of reading culture. From this point on, answers to two research
questions below were sought:

1. What are the facilities and social elements for children provided by public
library children’s sections?
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2. What are the general patterns of using public library children’s sections and
functions thereof attributed by users?

Methodology

Research design and publication ethics

The study has adopted the design of a qualitative case study, as the sections
allocated to children in public libraries constitute a rich and unique case. Creswell (2016)
indicates that in a multiple case study, a subject or issue is selected, and the researcher may
choose various programs to study from various places or from several programs in the
same place. In the current study on the people using the children’s sections of provincial
public libraries, multiple cases were included in the scope of the study to sample the
selected subject. In this context, the children’s sections of the public libraries in Erzincan
(Turkey), Nigde (Turkey) and Essen (Germany), where each researcher lives, were
included in the scope of the study. The methodology of the case study contains the detailed
study of specific, actual, and observable formations that are not separate from society but
are part of it. The researcher may arrive at a solution related to the cases studied by mean
of collecting and analyzing data from each formation observed (Moorman, 2002: 27). In
this process, the authors complied with Research and Publication Ethics and research was

conducted with the ethics committee approval of Erzincan Binali Yildirim University dated
10/09/2021 and numbered 105606.

Contex

The sections allocated to children in provincial public libraries, the general outlook
of the regulars of these sections, and the meaning they attribute to libraries constituted the
subject of the study. Selection of libraries was based on the following criteria: library type
(public library), having children’s section, accessibility by researcher, cooperation of
library staff. Three provincial public libraries in three cities (Erzincan and Nigde in
Turkey, and Essen in Germany) were included in the scope of the study. These libraries
were selected because the researchers lived in these cities.

As to the cities of study libraries, Essen has a population of around 582.000 (City
Population, 2020), whereas Erzincan has 231.517, and Nigde has 352.727 according to the
data in 2017 (TUIK, 2020). All three are the central libraries of the cities where they are
located. The children's libraries function as a section of such city libraries. In all three,
children’s sections are located on the ground floor. Also in Essen Public Library, the
children’s section has three large spaces. In this section, one of the independent paces is
allocated to the children, and the other has resources for the kids aged between zero and
six. Between these two independent sections, there is a space containing resources for
children aged between 6 and 14.
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Participants

In both countries, public libraries are open around the year. Before starting the
observation process, the researchers visited the libraries to learn more about the library
environments and hold preliminary conversations with librarians. Following the
completion of structuring the data collection tools, an implementation plan was drawn up
in cooperation with the librarians. The data were collected in three libraries in the period of
July to August. The researchers conducted observations and interviews at three libraries
for approximately three weeks inside library buildings.

Interviews were carried out with children and adults visiting the libraries during the
period when the study was conducted, and observations were performed on how they make
use of the space. The library users aged between zero and 18 were considered as child
regulars. The ages of the library regulars varied between zero and 68. The children aged
below four were not included in the interviews, but in observations. During the period of
the study, activities were organized for children at the public libraries in Erzincan and
Essen, but not in Nigde.

Table 1. Participants

Participants City Interview
Child Participants | Erzincan 32

Essen 27

Nigde 13
Total 72
Adult Erzincan 17
Participants Essen 18

Nigde 8
Total 43

At three libraries, 72 children and 43 adults were interviewed. The number of
interviews per library differed because of the number of users visiting the library during
the period of the study.

Data collection and analysis

The research data were collected through observations, interviews, and research
field notes. The data collected from three sources demonstrated not only the case of each
library individually, but also made it possible to compare three cases with each other.
Creating a robust description providing a sense of how the natural actors in a given setting
experience such setting (Schutt, 2006).

Research field notes of researchers

The researchers paid a visit to respective libraries, introduced themselves to the
librarians and briefed them about the study. After getting consent from relevant library
management, they spent several days at given library to get a better understanding of the
children’s section before starting their study. The researchers attended workshops, if any,
held at the library to take notes of the information on library regulars. In the stage of data
analysis, the data collected from any regular, who attended the workshops, were discussed
separately in the section "Activities Conducted at the Library".
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The researchers took field notes to reveal the library uses of library regulars, who
took part or not in the interviews. Eight items were determined regarding to the age groups
of the regulars of children’s sections and their families to have common points in the field
notes. Yet, the notes were not restricted only to such items. At the end of each day, the
researchers shared these notes with each other, and the points raised during the meetings
were added to the notes. The interviews with library staff took the form of asking
questions, and occasionally, conversations for clarification of certain matters and served as
the sources of the researchers' field notes.

Observation form

The data related to observations were collected using an Observation Form,
developed by the researchers. The Observation Form was structured as having four basic
parts: the physical features of library, the quality of library space accessible by children,
social climate, and general view of the activities conducted at library. In structuring the
Observation Form, a preliminary test was carried out at the library using the form to
determine any deficiencies of the form, and necessary corrections were made. In the
Observation Form, each part was elaborated by dividing it into sub-items. The total
number of items on the form was 17; six items for physical environments, six items for
spaces accessible by children, two items for social conditions, and three items for
activities. The observations were made at the children’s sections of the provincial public
libraries.

Interviews

A semi-structured Interview Form was developed by the researchers to be utilized
in the interviews with the regulars of provincial public libraries. Two different Interview
Forms were drawn up, as individuals to be interviewed were restricted to children and their
parents. After each type of Interview Form was structured, expert opinion was sought
regarding to them, and necessary corrections were made before piloting interviews.
Following the piloting, the Interview Forms were finalized.

All participants of the study were natural library regulars. Which regulars would be
taken within the scope of the study was determined at the days when the researchers were
at given libraries, and no prior planning was made. The mother tongue of all participants
from Turkey is Turkish. As to the regulars in Germany, some spoke German while others
were bilingual (Turkish and German). The interviews with such participants were
conducted in Turkish and German with the help of another bilingual researcher, who
helped the study. The number of the participants interviewed is given in Table 1.

The adult and child participants were first inquired about their gender, age,
educational background, and profession. Then, the semi-structured interviews were held
when they were asked about frequency of using library, people accompanying them,
purpose of visiting a library, manner of making use of a library, how a library setting is
perceived, and communications with librarians. The regulars visiting the children’s
sections were briefed about the study and asked if they would agree to participate therein.
The interviews were held with those agreeing to participate in a suitable place within
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libraries or at the desks available in children’s sections. The interviews were conducted
simultaneously with observations. Each interview with an adult or a child took
approximately 15-20 minutes while being recorded using a voice recorder.

Procedure

In the present study designed as a multiple-case study, multiple cases were
included in the study framework for sampling selected subjects. First, the themes within
each case were analyzed in detail using the method of "within-case analysis". Then, a
comparative thematic analysis was performed among the cases using the method of
"across-case analysis" to interpret the case. When multiple cases were selected, first, the
themes within the cases were analyzed using the method of "within-case" analysis, and
then, a comparative thematic analysis is performed among the cases using the method of
"across-case analysis" to interpret the case (Creswell, 2016: 101). In line with these steps,
in the present study, each case was defined within itself and then, the themes that emerged
following the method of "across-case" analysis were presented.

The interviews held with library regulars at three different libraries using a voice
recorder were transcribed. The observation and field notes taken by the researchers were
also typed. In the present study, firstly, inductive analysis was performed and all the data
from observations and interviews were coded. Inductive analysis consists of discovery of
patterns, themes, and categories within the data (Patton, 2014: 453). Each researcher coded
her own interviews, observations, and field notes. In the second phase, all the coding was
combined, and all three researchers collectively reviewed the codes and created the
categories. During the creation of categories, the overlapping data were reviewed and the
data falling outside the categories were removed, and the patterns were obtained. The
"within-case" analysis was performed under the headings of physical features (location,
library space, shelving, and collection) of libraries, quality of spaces available to children,
social climate, and general view of activities for children.

Results

The findings consist of two parts. These parts were created based on two research
questions formulated within the context of the aim of study. The first part pursued an
answer the question “What are the facilities provided by public libraries for children?”” The
within-case status of each library was demonstrated. The second part tried to find the
answer to the question “What is the general outlook of the regulars making use of such
facilities and the meaning they attribute to public libraries?” The themes emerged when the
cases were compared were listed.

Within-case findings

Reading facilities in the children’s section of Essen Public Library

Quality of spaces for children: The sitting areas are arranged based on age groups;
each area has desks and chairs with proper sizes for targeted age groups. In addition, there
are three armchairs in front of windows and four desks with chairs for adults in the
sections for the 0-6 age group. There is a wooden sitting area with stairs covered many
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colorful cushions thereon, normally used for story reading activities. It was observed that
families preferred to use this area for reading books to their children outside the activity
hours. Children use this area and an area covered with the Twister game figure for playing
games. The noise levels in the sections decline as the age groups increase. There are three
computers, one in each department, used for searching the catalog. In addition, there is a
round table with a tag “Child and Computer” with three computers thereon and nine stools
around it. During the observation period, children used these computers solely for playing
games. The books and materials in the children section are classified according to age
groups. Additionally, there is a section for the bilingual books, including Turkish-German,
Arabic-German, Russian-German, and Chinese-German ones especially for preschool era
in separate boxes. The number of Turkish-German books in this section was reported by
the library manager as 295.

Social climate: In the children’s section, there are lavatories and a baby changing
room equipped with all the needs considered. In addition, there is a cafeteria called
"Literaturcafe" inside the library servicing to regulars, including breakfast during the
working hours (08.00-17.00) with its indoor and outdoor areas. The entire library and the
children’s section are designed for accessibility by wheelchairs. The library with high
access also has an elevator. The children’s section has audiobooks for the visually
impaired people and such areas suitable for listening to such books.

General view of activities for children: The activities that adults can monitor are
the activities slated for the age group “4 years and above” and “7 and above”. The
librarians cite the individualities of children and lack of sufficient space for the
participation of adults.

The facilities provided by the children’s section of Essen Public Library, as a
whole turn, the library into a social living space for its regulars. The library provides
children and adults with various opportunities for social interaction as children can read
books, play games, or attend workshops, etc. with their parents or peers. The approach
adopted by the children’s section of Essen Public Library expresses that the library
authorities no longer regard reading restricted only to printed books or borrowing books
but turn it into a process through which children can improve their life skills. Thanks to
such facilities, the library could be embedded culturally in the daily lives of children and
parents. This is believed to promote library regulars in terms of reading culture.

Reading culture facilities in the children’s department of Erzincan Public Library

Quality of spaces for children: The children section is located on the library’s
ground floor. The section is clearly marked with a label reading “Children’s Section”. The
floor thereof is covered entirely with tiles. The room is sufficiently heated, but not
equipped with an air conditioning system. The room appears poorly illuminated, especially
at the corner away from windows. The corner in question has some tables and shelves. The
tables and chairs in the children’s section are colorfully designed suitable for sitting by
children up to 5-years old; nevertheless, there are no sitting areas designed for younger or
older children. In addition, there are no areas for different activities; rather, the children’s
section is designed as a reading hall, which can also be used by children up to 18 years old.
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The books are not lent to non-subscribers, although they can make use of study halls and
read books in the children’s section. There are approximately 14,000 books at the children
section and there are not any materials other than books.

Social climate: There is a special hall at the library designed solely for visually
impaired individuals; therein, there are four computers available for them. The computers
are always on and in working condition, but the staff noted that there is not visually
impaired regular of the library. The library does not offer transportation services for people
with disabilities; however, the entrance of the library is designed to allow easy access by
such people. The book lending services are located on the ground floor, but there are
apparent difficulties for people with physical disabilities to access to the upper floors to
make use of the study halls. This is because of lacking an elevator facility in the building.
Furthermore, there are no social facilities such as cafeteria, change room, etc. in the
building.

General view of activities for children: During the observation period, a 3-week
event for the summer period was organized at the library. The activities to be included in
the event were determined by the library staff in cooperation with the field experts. There
was an activity every day except Sundays. The activities, such as Story Time, Healthy
Lifestyle Seminar, Music Recital, Drama, Self-Protection Seminar, and Art Workshop
were open to all participants. Thanks to personal efforts of the library director,
participation by the groups of summer school and rehabilitation center students upon prior
arrangement was high, but voluntary participations were limited.

The children’s section of Erzincan Public Library has only bookshelves and tables.
Various workshops of arts are also organized for children in this area. However, any
children and adults, who were reported as voluntary participants to any activity, represent
the individuals, who became aware of and decided to attend such activities for a while
after coming to the library to borrow books. None of any voluntary participants came to
the library just for attending the events. The fact that the children’s section has been
designed only for facilitating the act of reading printed materials is proof of the traditional
perspective regarding the reading culture. This approach isolates the act of reading from its
social setting and restricts the library's function for mediating the development of reading.

Reading culture facilities in the children’s section of Nigde Public Library

Quality of spaces for children: In the children’s section, there are two tables with
three chairs and no playground around. Although the tables and chairs are designed
specifically for children, they are not comfortable for using by children in terms of height,
etc. There is no area allocated to preschoolers. There is no quiet room only for children.
Children try to be as quiet as possible in the book lending section.

Social climate: There are lavatories and a canteen on the lower floor within the
same building. There is an elevator for disabled people to access to the library, but no
special room for disabled regulars in the children’s section.

General view of activities for children: No activity was organized for children
during the study period. The library staff noted that a story reading activity was organized
for preschool children only once to promote the library to children.
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The children’s section of Nigde Public Library consists of several bookshelves and
tables in a small room. The book lending service and the reading section are in the same
space, effectively restricting the area of movement of readers therein. In addition, there are
only few seats in the children’s section making it impossible to organize any event therein.
Allocation of such a limited space to the library restricts its function solely to book lending
and makes it hard for readers to utilize any other function of reading at the library. These
restrictions related to the library spaces allocated for utilization by readers create problems
in a way the library can promote the reading culture process of readers.

Across-case themes

Social characteristics of readers

In Nigde, regulars of the library are generally the primary and secondary school
children aged 6 to 14. Primary school students come to the library generally with their
mothers, whereas secondary school students alone or with friends. Likewise, the library
regulars in Erzincan are mainly the children over six years old. Some secondary school
students come to the library alone while most primary school students are accompanied by
their parents whereas some are accompanied by their siblings attending secondary or high
schools. It was observed that in Essen, the children aged below 12 in average come to the
library with their parents, although some users aged 12 to 19 years old visit the library
alone, or with their friends and sit as a group. The library regulars in Nigde and Erzincan
did not demand any social interaction in library environments. On the other hand, in Essen,
individuals are incorporated into the library setting with a broader social circle, and their
experiences in terms of the reading culture are more diversified as a result.

Through the gender profile, virtually all the adults, who visited the children’s
sections of the libraries in Nigde and Erzincan, were mothers, whereas some fathers visited
the library’s children’s sections very occasionally. The mothers came alone or with their
children to borrow books only for their children, not for themselves. The ages of the
mothers using the library varied from 30 to 45. Upon an inquiry whether she came to the
children’s section only, a mother answered "Yes, for the time being. I currently focused on
my children; therefore, we visit the dedicated sections. I cannot spare much time for
myself; therefore, we use the children’s sections only" (ER6/F/33).” Thus, the mothers in
this location stated in general that they borrowed books only for their children because
they did not have time for themselves. In Essen, parents and grandparents accompanied
their children or grandchildren. There was no significant difference in terms of gender or
any age group. There were even grandparents coming alone to use the children’s section:
"I come to this department to select books for my baby grandchild. I borrow books and
take them to him/her. Sometimes, I bring my grandchild as well. My workplace is around
neighborhood. I will borrow a book and go back. There is a good selection of children's
books here" (ES8/M/48). In Nigde and Erzincan, task of promoting reading to children is
assumed solely by mothers and utilize libraries in the process. Although this task is
performed solely by mothers in families, it undermines the process by which children

! City, number of participants, gender, and age were specified in the codes, respectively.
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could establish bonds with libraries and weakens their reading-related practices which they
could internalize by transferring from library to their daily lives. In Essen, social
environment, which is a natural part of daily life, is transferred to the library environment.
This, in turn, paves the ways for children to transfer reading practices to their family and
other social settings.

Ghost visitors, preschool children

In the public libraries of Nigde and Erzincan, it was observed that parents generally
did not borrow books for their preschool children. When they borrowed, they did it only
during the extra time left over after selecting books for their schoolchildren when they
accompanied their primary/secondary schoolchildren. One of the mothers interviewed
made the following comment: "My daughter selects her books on her own. She is nine
years old. The younger one does not know how to read. She is only five years old"
(Ni4/F/34). In Nigde, there was no library regular coming to the library with his/her
preschool child solely to borrow books for the child. In Erzincan, it was observed that
only some mothers came to the library with their preschool children after the teachers of
the children attending to a preschool facility promoted the use of the library.

Children can become subscribers of the children’s sections of the public libraries in
Nigde and Erzincan only after they start to attend a primary school. Preschool children can
borrow books only through their parents or their adult relatives as a workaround. Yet, this
practice gives the impression to parents that a preschool child is not expected to read
books. However, small children, who are accompanied by their parents and elder siblings,
select, and try to read books or make sense of them by just looking at the pictures in them.
"Only one of my children can use the library. The other one cannot use it because s/he
cannot read and write but looks around and observes us when we visit the library. This
applies to the youngest one as well" (N11/F/38).

Even though the very foundations of reading skills of children are laid during the
preschool era, it was observed that preschool children were unable to make sufficient use
of the libraries in Nigde and Erzincan. Although some books designed for preschool
children were available in the libraries, such approach of families and the library led to the
reduction of reading practice to the act of reading through printed letters.

A place looking like a bookstore

In Essen Public Library, most of the participants described themselves as library
regulars. They noted that they visit the library at least once a week. When inquired about
the frequency with which she used the library, a girl said, "In general, I come to the library
in order to do my homework; therefore, I come here either every day or at least every other
day" (ES3/F/11).

In Nigde and Erzincan, on the other hand, the readers indicated that they visit the
library once in every 15 days or once a month: "We borrow three books and come back in
10-15 days. We leave the library as soon as we borrow the books. We stay for 5-10
minutes in the library" (NI/F/34); similar responses were common. Likewise, a mother
using the library in Erzincan described her visiting frequency as follows: "Once in 15 days
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and it changes every time. If the book is read already, we come back once a week. It is
because we live in a far distant location..." (ER/F/35). The reason for citing the frequency
of visits to the library as once in every 15 days is apparently the maximum duration of 15
days for borrowing a book. When a mother was inquired about her last visit to the library,
she was puzzled with the question: "15 days ago, as usual. This is because we have 15
days for returning the books borrowed" (ER11/F/40). Some participants rarely took their
children along to the library so that they might be introduced to the books. Yet, the time
spent at the library did not exceed half an hour. "We come to the library so that my
daughter, who graduated to the second grade, can acquire the habit of reading and observe
the library climate, and feel and touch various books. When we come here, we read a few
books and borrow our quota of three books for returning them in two weeks. We spend at
least half an hour at the library during each visit" (NI3/F/33).

It is evident that the users of the public libraries in Nigde and Erzincan tend to see
the library as a place where they can exchange books. The duration for borrowing a book
is 15 days; readers may come for borrowing books again when the time is due and visit
even before then. Yet, the reason for an earlier visit is the finishing of reading a borrowed
book. Upon finishing the reading of any current book, the reader visits the library for
another one. The relationship of readers with the library fail to evolve into a social habit as
this relationship remains restricted to borrowing books only.

A place like a playground

Public libraries are no longer just a building from where books are borrowed but
became such venues influencing the relation of child with books in different ways (events,
reading hours, meeting of literates, parents’ seminaries, etc.). However, functions of
libraries change in line with sociocultural changes. While families in Turkey go to libraries
mostly for borrowing books, families in Germany consider libraries as a social
environment and spend time in libraries.

The regulars of Essen Public Library had diverse objectives in using the library.
Some children indicated that they went to the library to play games, saying, "We generally
come to the library to play card games" (ES16/M/7). A user considering the library as an
entertaining venue explained her reason for coming to the library as follows: "I come from
another city. This library has many games. The library in the city where I live has a rich
collection just like this one, but there are more games here. So, when I visit my relatives in
this city, I come to this library with my cousins to play games" (ES20/F/9).

Some library users visited Essen Public Library for renting movies, ensuring the
participation of their children in the activities, borrowing books and doing homeworks:
"We come to the library to play games and chat with my friends. Therefore, we come to
the children’s section in order not to disturb the others studying. This time, we are just two
of us, but most of the time, we come as a large group. So, we become noisy to some
extent" (ES/F/14). “The kids would be with me in two visits out of three; they make better
use of the library than me. We primarily come for borrowing books and CDs, and
sometimes, renting games and movies. When I come here alone, I generally borrow
resources for improving my German” (ES6/M/38).
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It is observed that readers in Nigde and Erzincan have no expectations from
libraries as a social network. In the period of observations in Nigde Public Library, there
was no event organized for ensuring such social network. However, although there are free
events in Erzincan Public Library such as movies for public access, children's theatres,
conferences, etc., library users do not prefer to attend to such events. When asked of their
expectations from the library, users mostly expressed their recommendations and requests
for physical elements of the library “It could have been a bit larger, working areas could be
more spacious and environment could be more lighted. The environment could have more
picture that can attract children's attention” (ER1/F/33).

This outlook in Essen diversifies not only the habits of regulars utilizing public
libraries, but also relationships thereof with the act of reading. As readers go beyond the
simple act of borrowing and reading printed books and participate in various activities in
an environment characterized with books, public libraries become part of their social living
spheres. It is obvious that having libraries becoming a social network is not related just to
organize some events in libraries. Having no expectation by the users in Nigde and
Erzincan for libraries being such a social network may be associated with that fact that
they have no such necessity in their lives. The meaning of libraries attributed by library-
goers is important in constructing such social networks they bring in and received from
libraries.

Reading as a sub-skill for academic success

It was observed that teachers played an important role in the social circle of
children in relation to public libraries. Almost all secondary schoolchildren visiting
Erzincan Public Library alone stated that their teachers promoted the use of library. Some
of them indicated that they were library regulars since their primary school years. The
children were similarly motivated for visiting the library in Nigde as well. In Essen, the
children were guided by their parents and teachers for using the library; however, the
former acquired the habit of using the library at early ages.

Many users of two public libraries in Turkey stated that they borrowed mainly
novels and stories. In the search of the underlying reason thereof, we came across to the
significance that parents and schools attached to academic achievement. A user
commented as follows: "We buy the books needed our courses whereas borrow books
from library for reading" (NI/F/37). In this context, it was observed that parents considered
reading books as a sub-skill promoting academic achievement and perceived libraries as
the places facilitating this. A father, who brought his child to the library in Erzincan, said
about the libraries: "I must note that I have been using the libraries since my childhood,
my secondary school years. I have passed all my exams since I became a library regular. I
have become successful in all exams I took. I owe it to reading books; I still read books as
you see. But my kid is not good at reading books" (ER9/M/46). It is evident that the father
prioritizes academic success by taking his child along to the library so that s/he can be
successful at exams.

Although the influence of teachers regarding how children are introduced to
libraries was visible in all three cities, the tendency to construe reading in connection with
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academic achievement in Nigde and Erzincan affects the bond that children establish with
books. These observations imply that the act of reading is priced based on its contribution
to academic achievement.

Discussion

In this study, the qualitative case study method was utilized for comparative
examination of the children’s sections of three public libraries in two countries with
separate reading and library data. The different lenses on the reading culture they
accommodate as well as the differences and similarities in the reader profiles and facilities
of these three libraries were presented through various salient motifs. It was found that two
countries differed in terms of both library users and facilities provided by the libraries,
whereas the public libraries in Nigde and Erzincan, had similar motifs.

It is known that in communities with high levels of reading culture, the numbers
and functions of libraries are broader (Ekici & Yilmaz, 2014; Lauristin & Vihalemm,
2014). It was found that the readers in three cities spent their time in children’s sections of
the public libraries through different activities. In consideration of how these functions
affect the library regulars, it was observed that the users of the children’s section of Essen
Public Library had more diverse objectives in using the library. The reasons for visiting a
public library can be very diverse; desire to search for a particular kind of literature,
browse the latest magazines, check on the new arrivals at the library, etc. (Lepik, 2013).
On the other hand, it can be maintained that parents and children identified the public
libraries in Nigde and Erzincan primarily as a facility for borrowing and returning books.
At this point, it is very likely that the physical facilities of two libraries in Nigde and
Erzincan played a role in this process. It is very hard for public libraries to attract visitors
when they are designed as a social environment. Even if parents focus on the academic
achievement aspect of reading, Sin (2009) argues that the academic use of school libraries
is stronger while use of public libraries may include a more social component. Referring to
libraries as treasures, Pihl, van der Kooij and Carlsten (2017) assert that well equipped
libraries should offer various facilities such as books, music, newspapers, Internet access,
and games, and only such sophisticated and diverse resources may attract children with
different skills to the library. Libraries essentially fulfill the deficiency of bond and
connection between readers and knowledge. Accordingly, varying needs of communities
also transforms and diversifies the functions of libraries. “Libraries, nowadays becoming
such centers to support both formal and informal communications between individuals,
contribute to socialization of individual, and hence, to the social capital” (Karadeniz &
Yilmaz, 2015).

Preschoolers emerged as an invisible social group in the libraries both in field and
in practice in Nigde and Erzincan. The literacy experiences in the preschool period have a
direct impact on the development of reading culture in later periods (Scarborough, Dobrich
& Hager, 1991). It is crucial to increase the number of activities geared toward preschool
children in libraries to ensure the development of reading culture in society. At the same
time, in this period, children need support of an adult mostly for development of literacy
abilities. It is possible to say that involving libraries and book in the relation of parents and
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children may strengthen such relations Such activities may be those requiring parents and
children visiting libraries together. “Artistic workshops, such as language, career,
technology courses, painting, and music, positively affect the levels of social confidence of
participants as result of acculturation. Consequently, such a small network of relations of
individuals created in libraries have an impact on the social capital at communal scale”
(Karadeniz & Yilmaz, 2015: 193).

The motivations of families in Turkey for utilization of children’s sections of
libraries seem to be related to their knowledge and experiences regarding libraries as well
as designing library spaces and any activities organized therein. Since libraries are an
unfamiliar public venue for families, families may not feel safe therein for being together
with their children (Lingwood, Billington & Rowland, 2020).

Suggestions

When the children’s sections of public libraries are reorganized to address the
emerging needs, the readers' perceptions of libraries as "book borrowing places",
particularly for Turkey, may be eliminated. Preschool children should be allowed
becoming official subscribers of libraries to enhance the allure of libraries for preschool
children. An environment may be created in which experts of children’s literature, experts
of information and document management, teachers, pre-service teachers, librarians,
children, and parents may work together.

Further research could focus on gender, social class, and explore relations between
cultural resources and libraries in other context (e.g., different countries or different type
of libraries). Moreover, qualitative studies on library users and function of libraries could
further elaborate the association between social and cultural capital and reading culture.

Conclusion

Libraries are crucial in gaining various skills for reading in the process of acquiring
the reading culture with the social practice they provide. Public libraries are no longer just
a building from where books are borrowed but became such venues influencing the
relation of child with books in different ways (events, reading hours, meeting of literates,
seminaries for parents, etc.). It was found that there were many different variables
involved in the process by which libraries mediate the reading culture; such variables can
be explained both as the socio-cultural elements of libraries and as social practices
introduced by readers to library settings. The way in which a library space is structured,
the social climate of libraries, or the nature of events organized shape the facilities of the
reading culture within a library setting. As result, the facilities provided by libraries as well
as the profiles of their regulars help to understand how a reading culture in a library setting
is reflected on the society at a micro level.

While families in Nigde and Erzincan go to libraries mostly for borrowing books,
families in Essen consider libraries as a social environment and spend time in libraries.
Such differences in utilization of libraries seem to be related to users’ sociocultural
characteristics. The fact of families in Nigde and Erzincan borrowing books from libraries
mostly for their school-going children, not preschool children, indicates that families
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associate reading books with literacy. Facilities provided in the children’s sections of
libraries and the looks of users of these sections demonstrate how the reading culture is
reverberated to the society at micro levels.

For involving the children’s sections of public libraries in the daily lives of
individuals, it is essential to arrange those venues in such a way to fulfill interests,
pleasures, and needs of children. It is advisable to consult and make certain arrangements
together with librarians, professionals, families, and educators regarding such social
practices to activate the social network function of libraries by means of both national and
international regulations at practical levels.

References

City Population (2020). City population-Essen.
https://www.citypopulation.de/en/germany/nordrheinwestfalen/nordrhein_ westfalen/05113
000 essen/

Creswell, J. W. (2016). Nitel arastirma yontemleri: Bes yaklasima gére nitel arastirma ve
arastirma deseni [Qualitative inquiry & research design: Choosing among five
approaches]. Ankara: Siyasal Kitabevi.

Ekici, S. & Yilmaz, B. (2014). Ankara’daki anaokullarinin okuma aligkanligina hazirlik
yeterlilikleri agisindan degerlendirilmesi [Evaluation of the Reading Habit Readiness
Adequacy of Kindergartens in Ankara]. Tiirk Kiitiiphaneciligi, 28(4), 547-582.

Erzincan 11 Halk Kiitiiphanesi (2020). Tarihge [History]. http://erzincan.kutuphane.gov.tr/TR-
61949/tarihce.html

Falk, I. (2001). Literacy by Design, not by default: social capital’s role in literacy learning, Journal
of Research in Reading. 24(3), 313-323.

https://doi.org/10.1111/1467-9817.00152

Gee, J. P. (2000). Discourse and sociocultural studies in reading. In M.L. Kamil, P.B. Mosenthal,
P.D. Pearson, & R. Barr (Eds.), Handbook of reading research (Vol. 111, pp. 195-207).
Mahwah, NJ: Erlbaum.

Goulding, A. (2004). Library and Social Capital- Editorial. Journal of Librarianship and
Information Science, 36(1), 3—6.

https://doi.org/10.1177/0961000604042965

Kamalova, L. A. & Koletvinova, N. D. (2016). The problem of reading and reading culture
improvement of students-bachelors of elementary education in Modern High Institution.
International Journal of Environmental and Science Education, 11(4), 473-484.

https://doi.org/10.12973/ijese.2016.318a

Karadag, O. (2013). Okuma kiiltiiriine katkilar1 bakimindan Tiirk¢e ders kitaplarinin resimlemeleri
(illiistrasyonlar1) [I1lustration in Turkish coursebooks with regard to its contribution to
reading culture]. Egitimde Kuram ve Uygulama, 9(2), 84-93.

Karadeniz, S. & Yilmaz, B. (2015). Sosyal sermaye baglaminda kiitiiphane kurumu [The Library in
the context of social capital], Bilgi Diinyast, 16(2), 180-203.

https://doi.org/10.15612/BD.2015.487

Keseroglu, H. S. (1989). Halk kiitiiphanesi politikast ve Tiirkiye Cumhuriyeti’nde durum [Policy of
public library and situation in Turkish Republic]. Istanbul: Edebiyat Fakiiltesi Basimevi.

© 2021 Journal of Language Education and Research, 7(1), 371-388


https://meet.google.com/linkredirect?authuser=0&dest=https%3A%2F%2Fwww.citypopulation.de%2Fen%2Fgermany%2Fnordrheinwestfalen%2Fnordrhein_westfalen%2F05113000__essen%2F
https://meet.google.com/linkredirect?authuser=0&dest=https%3A%2F%2Fwww.citypopulation.de%2Fen%2Fgermany%2Fnordrheinwestfalen%2Fnordrhein_westfalen%2F05113000__essen%2F
https://meet.google.com/linkredirect?authuser=0&dest=http%3A%2F%2Ferzincan.kutuphane.gov.tr%2FTR-61949%2Ftarihce.html
https://meet.google.com/linkredirect?authuser=0&dest=http%3A%2F%2Ferzincan.kutuphane.gov.tr%2FTR-61949%2Ftarihce.html
https://doi.org/10.1111/1467-9817.00152
https://doi.org/10.1177/0961000604042965
https://doi.org/10.12973/ijese.2016.318a

Children’s Sections of Public Libraries ... 387

Kotilainen, S. (2016). Literacy skills as local intangible capital, the history of a rural lending
library c. 1860—1920. Helsinki: Finnish Literature Society SKS.

KYGM (2020). 2015-2019 yullar: halk kiitiiphaneleri genel istatistikleri [2015-2019 General
statistics of public libraries]. https://kygm.ktb.gov.tr/TR-204967/2015-2019-yillari-halk-
kutuphaneleri-genel-istatistikle-.html

Lauristin, M. & Vihalemm, P. (2014). Reading in changing society. Tartu: University of Tartu
Press.

Lepik, K. (2013). Governmentality and cultural participation in Estonian public knowledge
institutions. Doctoral Dissertation. Tartu: University of Tartu Press.

Lerner, F. (2007). Kiitiiphanelerin hikayesi [The history of libraries]. (Trans. D. Cenkgiler).
Istanbul: Bilesim Yayincilik.

Lingwood, J., Billington, J. & Rowland, C. (2020). Evaluating the effectiveness of a ‘realworld’
shared reading intervention for preschool children and their families: A randomised
controlled trial. Journal of Research in Reading, 43(3), 249-271.

https://doi.org/10.1111/1467-9817.12301

Lyons, M., Kotilainen, S. & Ilkka, M. (2015). The functions and purpose of vernacular literacy: An
introduction. Journal of Social History (Special Issue: The Functions and Purpose of
Vernacular Literacy), 49(2), 283-286.

https://doi.org/10.1093/jsh/shv034
Manguel, A. (2006). The library at night. New Haven & London: Yale University Press.

Moorman J. A. (2002). Combined school/public libraries in the United States: Three comparative
case studies. Doctoral Dissertation. University of [llinois at Urbana-Champaign the
Graduate College.

Nigde Il Halk Kiitiiphanesi (2020). Tarihgemiz [History]. http://nigde. kutuphane.gov.tr/TR-
103048/tarihcemiz.html

Olasehinde, M. O., Akanmode, O. A., Alaiyemola, A. T. & Babatunde, O. T. (2015). Promoting
the reading culture towards human capital and global development. English Language
Teaching, 8(6), 194-200.

http://dx.doi.org/10.5539/elt.v8n6p194

Patton, M. Q. (2014). Qualitative research & evaluation methods: Integrating theory and practice.
California: Sage Publications.

Phillips, A., Crocker, R., Leege, R., Turner, J. & Ebo, E. (2017). Building a reading culture
through partnerships. /FLA. 1-10.

http://library.ifla.org/id/eprint/1747

Pihl, J., Van Der Kooij, K. S. & Carlsten, T. C. (Eds.). (2017). Teacher and librarian partnerships
in literacy education in the 2 1st century. Rotterdam: Sense Publishers.

Pirlibeylioglu, M. (1993). Okuma aliskanliginin gelistirilmesinde kiitiiphanelerin rolii ve 6nemi
[The role and importance of the libraries in development of reading habit]. /n 1. Halk
Kiitiiphaneciligi Sempozyumu Bildiriler (Symposium on Public Libraries). Ankara:
Kiitiiphaneler Genel Mudiirliigl. 59-61.

Saechsische Landesfachstelle fiir Bibliotheken (2020). DBS-Gesamtauswertungen fiir 2019
veroffentlicht (Overall evaluations for 2019 published).
https://www.lds.sachsen.de/bibliothek/?ID=16632&art_param=957#

Scarborough, H. S., Dobrich, W. & Hager, M. (1991). Preschool literacy experience and later
reading achievement, Journal of Learning Disabilities, 24(8), 508-511.

© 2021 JLERE, Journal of Language Education and Research, 7(1), 371-388


https://kygm.ktb.gov.tr/TR-204967/2015-2019-yillari-halk-kutuphaneleri-genel-istatistikle-.html
https://kygm.ktb.gov.tr/TR-204967/2015-2019-yillari-halk-kutuphaneleri-genel-istatistikle-.html
https://meet.google.com/linkredirect?authuser=0&dest=http%3A%2F%2Fnigde.kutuphane.gov.tr%2FTR-103048%2Ftarihcemiz.html
https://meet.google.com/linkredirect?authuser=0&dest=http%3A%2F%2Fnigde.kutuphane.gov.tr%2FTR-103048%2Ftarihcemiz.html
https://meet.google.com/linkredirect?authuser=0&dest=https%3A%2F%2Fwww.lds.sachsen.de%2Fbibliothek%2F%3FID%3D16632%26art_param%3D957%23

388 Burcu CILDIR, Emine AKYUZ & Yonca KOCMAR DEMIRCI

https://doi.org/10.1177/002221949102400811

Schutt, R. K. (20006). Investigating the social world: the process and practice of research. North
America: SAGE Publications.

Scott, R. (2011). The Role of Public Libraries in Community Building, Public Library Quarterly,
30Q3), 191-227.

https://doi.org/10.1080/01616846.2011.599283

Seefeldt, J. & Syre, L. (2004). Ge¢mise ve gelecege agilan kapr Almanya’da kiitiphaneler [The
door opens past and future libraries in Germany]. (Trans. M. Arun). Hildesheim: Georg
Olms Verlag.

Sever, S. (2013). Cocuk edebiyati ve okuma kiiltiirii [Children's literature and reading culture].
[zmir: Tudem Yaymcilik.

Simone, K. (1999). Public libraries as partners in youth development. New Y ork: DeWitt
Wallace-Reader’s Digest Fund.

Sin, S.-C. J. (2009). Structural and individual influences on information behaviour. A national
study of adolescents’ use of public libraries. Doctoral Dissertation. University of
Wisconsin- Madison.

Stadtbibliothek Essen (2020). Informationszentrum stadtbibliothek (Information about the library).
https://www.stadtbibliothek-essen.de/ueber uns/ueber uns.de.html

TUIK (2020). Il ve cinsiyete gére il/ilce merkezi, belde/kéy niifusu ve niifus yogunlugu (Population
of province/ district center, town/ village by city and gender), 2017,
https://data.tuik.gov.tr/tr/display-bulletin/?bulletin=adrese-dayali-nufus-kayit-sistemi-
sonuclari-2017-27587#

Varheim, A. (2017). Public libraries, community resilience, and social capital, Proceedings of the
Ninth International Conference on Conceptions of Library and Information Science,
Uppsala, Sweden, June 27-29.

Yilmaz, B. (2001). Avrupa Birligi (AB) iilkeleri ve Tiirkiye'de halk kiitiiphaneleri: Niceliksel bir
karsilastirma [Public libraries in the European Union (EU) countries and Turkey: a
qualitative comparison], Tiirk Kiitiiphaneciligi, 15(4), 378-398.

Yilmaz, B. (2008). Cocuklarda okuma kiiltiiriinii gelistirmede ebeveyn ve 6gretmenin rolii [Role of
parents and teachers in developing reading culture of children]. In Cocuk ve Okuma
Kiiltiirti Sempozyumu (Symposium on Child and Reading Culture). Egitim-Sen Yayinlart,
133-140.

© 2021 Journal of Language Education and Research, 7(1), 371-388


https://meet.google.com/linkredirect?authuser=0&dest=https%3A%2F%2Fwww.stadtbibliothek-essen.de%2Fueber_uns%2Fueber_uns.de.html
https://meet.google.com/linkredirect?authuser=0&dest=https%3A%2F%2Fdata.tuik.gov.tr%2Ftr%2Fdisplay-bulletin%2F%3Fbulletin%3Dadrese-dayali-nufus-kayit-sistemi-sonuclari-2017-27587%23
https://meet.google.com/linkredirect?authuser=0&dest=https%3A%2F%2Fdata.tuik.gov.tr%2Ftr%2Fdisplay-bulletin%2F%3Fbulletin%3Dadrese-dayali-nufus-kayit-sistemi-sonuclari-2017-27587%23

Journal of

R &@u@e Fducation and Research

7(2), 2021

Journal of Language Education and Research

Research Article

The Evaluation of the Secondary-School English Curricula According to

Melek Nisa DALKILIC *

ARTICLE INFO
Received 10.08.2021
Revised form 25.09.2021

Accepted 20.10.2021
Doi:10.31464/jlere.982511

Keywords:

Bloom’s Revised Taxonomy
Critical Thinking

English Language Curriculum
21'-century skills

Acknowledgments

Statement of Publication Ethics

Authors’ Contribution Rate

Conflict of Interest

Bloom’s Revised Taxonomy

Dilek BUYUKAHISKA ™

ABSTRACT

This study aims to evaluate the extent of the objectives in the
Secondary-School English curriculum concerning cognitive levels in
Bloom’s taxonomy. This aim underlies the first question of the study.
The second and third questions inquire about the comparison among
the grades and the homogeneity. Along with the adoption of the
qualitative method, document and content analysis were implemented
to categorize the objectives. The number of the curriculum objectives
was 245 from 5th to 8th graders. Three notable outcomes were reached.
First, each grade substantially suggests lower-order thinking skills.
Besides, understanding is the surpassing level regardless of the grades.
Lastly, receptive skills were dominantly consulted in lower-order
thinking levels, while higher-order thinking skills were mainly applied
in productive skills. Consequently, the research concludes that the
objectives in the curriculum are not sufficient enough in developing
higher-order thinking skills of secondary-school students.

The authors thank two independent coders for their attribution to the study by
increasing the reliability.

This study has been conducted by following the publication ethics. However,
ethics committee approval is not needed for the given research article due to
its’ qualitative nature.

Both authors contributed to the article equally.

The authors affirm that there is no conflict of interest.

*Master Student, ORCID ID: https://orcid.org/0000-0001-7769-9452, Ondokuz Mayis University, Department of English
Language Teaching, nisadalkilic@gmail.com

** Assistant Professor., ORCID ID: https://orcid.org/0000-0002-4370-7626, Ondokuz Mayis University, Department of
English Language Teaching, dbuyukahiska@omu.edu.tr

***This study is an expanded version of the oral presentation submitted at the 1 International Foreign Language

Education Symposium, Gazi University.

Copyright © 2021 by JLERE- https://dergipark.org.tr/en/pub/jlere

ISSN: 2149-5602



https://dergipark.org.tr/en/pub/jlere
mailto:nisadalkilic@gmail.com
mailto:dbuyukahiska@omu.edu.tr

390 Melek Nisa DALKILIC & Dilek BUYUKAHISKA

Introduction

Rapid changes in modern life due to globalization influence education to a great
degree because the goals of education are to meet the demands of the ever-changing world
and to help people acquire citizenship. As an outcome of the developments in the world,
one of the most significant shifts has been the movement from 3 Rs (reading, writing, and
arithmetic) to 4Cs (critical thinking, communication, collaboration, and creativity) in
reference to National Education Association-NEA (2015).

Today, 4 Cs are known as the combination of certain skills needed both in personal
and professional lives in the 21% century (Pardede, 2020). These requirements of the future
education systems are marked out at an international level due to their emphasis on the
world’s fate. According to OECD (2018), education prepare students not only for work-
life but also provides necessary knowledge and skills for the new generation “to become
active, responsible and engaged citizens” (p. 4). Among these needed qualifications,
students are expected to use the raw data to generate new knowledge and to think beyond
the given information, so knowing is just a beginning step to set sail for the original ideas.
Highly connected with this idea, critical and creative thinking skills are targeted to be
mastered. Therefore, developing critical thinking skills in education contributes to no less
a degree. NEA (2015) clarifies the significance of critical thinking skills in the modern
world. With regards to it, this skill is demanded for every student in the 21 century even
though it was designated for gifted students in earlier times.

Critical thinking also has a strong connection with education as “one cannot learn
well without thinking well” (NEA, p. 8). Thus, working on this skill has numerous
advantages both in the social lives of people and in their academic achievements. Van
Roekel (2008) remarks on the significance of training critical thinking by integrating it into
different subject matters in the classrooms. However, practicing this skill is not simple, so
students need to pass through systematic stages by bringing novelty at every turn.
Therefore, it is required to be engaged in the schools where pre-planned programs are
implemented. In this way, critical thinking could be developed more successfully.

As well as practicing within different lessons, there are significant benefits for
implementing critical thinking skills in foreign language classes (Gandimathi & Zarei,
2018). First of all, students need training for this skill as a part of their curriculum in each
lesson and grade. It also has numerous advantages in the context of the foreign language
teaching department because diverse thought-provoking questions are expected to be asked
in promoting critical thinking. These open-ended and subjective questioning lead students
to speak and explain their ideas thoroughly, which in turn, gives them more options in
using the target language (Pardede, 2020). However, being a critical thinker requires
particular necessities, from simple to complex. These necessities were resulted in various
definitions of critical thinking by scholars.

For Ennis (1993), critical thinking refers to the “reasonable reflective thinking that is
focused on deciding what to believe or do.” Halpern (2003) defines this term as a branch
of thinking for problem-solving and making judgments. Carroll (2000) associates critical
thinking with open-mindedness, modesty, and skepticism since these characteristics are
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not related to dogmatic thoughts. To sum up these ideas, critical thinking requires
processing information and thoughts at higher levels.

Consequently, critical thinking is a comprehensive higher-level thinking. Being able
to benefit from it hinges upon dwelling on this skill properly. Since significant stages of
human lives take place at the schools, promoting and integrating critical thinking into the
school environment is highly crucial for growing critical thinkers. When it is supported in
the schools until forming a habit, a great step towards being a more conscious and efficient
society is going to be taken.

There are several methods provided by scholars to promote critical thinking in
schools. Among them, Bloom’s taxonomy takes the lead by being extensive and valid in
the world of education. Numerous studies (Gokler, Alpay & Ari, 2012; Assaly & Smadi,
2015; Rahpeyma & Khoshnood, 2015; Kozikoglu, 2018; Evcim & Ozenici, 2019; Demirci
& Gokdeniz, 2020) use Bloom’s taxonomy to assess the critical thinking level of the target
matter such as curriculum, exams or the coursebooks because it is one of the leading
sources for evaluating critical thinking in education (Krathwohl, 2002; Amer, 2006;
Biimen, 2006)

Bloom’s revised taxonomy is an updated version of the original taxonomy. Bloom’s
scholars, Anderson and Krathwohl (2001), adapted the original taxonomy due to the
developments in the world and named it after Bloom’s revised taxonomy, which was

displayed and clarified below with subcategories and explanations.

Figure 1. The Comparison between Bloom's Original and Revised Taxonomy

1956 2001
ciéaite
Evéluaticr><
Synthesis Evaluate
Analysis Analysis
Application Apply
Comprehension Understand
Knowledge Remember
NOUN | > To VERB form

Even though containing knowledge and cognitive dimension in the revised taxonomy
was different than the original one, only the cognitive process dimension is considered in
the current study. This is the one that is similar to the original taxonomy with small
changes such as using verb versions instead of nouns. Besides, the last two steps in the
higher-order thinking levels are relocated by renaming the last step as ‘create’. In this way,
producing new ideas is considered the last step of achieving critical thinking.

As mentioned above, the cognitive process dimension is a directly adapted version
due to the need for proper expressions for the objectives (Krathwohl, 2002). Thus, the
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categories mostly resemble each other. In the well-known book ‘A Taxonomy for
Learning, Teaching, and Assessing’, which was written by Bloom’s scholars, Anderson
and Krathwohl (2001) clarify the detailed content and requirements of each cognitive
level. According to them, remembering as the first step of cognitive processing deals with
recalling one’s background knowledge in the subject matter. The first step in achieving
critical thinking also has two sub-headings called recognizing and recalling. Both of them
facilitate retrieving information in one’s long-term memory. The understanding level is
about making sense of the information that was learned. By interpreting, exemplifying,
classifying, summarizing, inferring, comparing, and explaining, learners may construct
their meaning on the subject. In that way, they comprehend the target topic. The applying
is related to using the information in new ways apart from the way of the first time
experiencing it. It includes executing and implementing under this category. Analyzing is
the starter of higher-order thinking. Following this step, learners build on their higher
levels in the way of achieving critical thinking. It is concerned about breaking the whole
into its’ relevant parts and making sense of between them. Differentiating, organizing, and
attributing are components of the analyzing level. The evaluating was the last step of
Bloom’s original taxonomy. However, it was replaced as the fifth step. Making judgments
and justifying decisions according to given criteria are significant requirements of this
level. In order to achieve this, learners may practice checking and critiquing activities. The
highest level in the cognitive process is the creating level. At this point, learners need to
put all the information and ideas until this point to create something new and original.
When the learners achieve it, they are considered as practitioners of critical thinking in the
subject matter. Creating has sub-categories as generating, planning, and producing.

As well as the importance of critical thinking, the curriculum is a crucial source
because it is a starting point for each educational program. Establishing a comprehensive
curriculum ensures numerous ways as long as the duration of the program. Biimen (2006)
states that objectives have fundamental roles in managing a coherent unity in education.
Thus, the content and the core meaning affect the entire program. As well as many
linguistic features, current issues need to be included in the curriculum explicitly. The
adaptation of critical thinking in the curriculum and objectives could be achieved as one of
the 21%-century issues. Anderson (2002) affirms that Bloom’s taxonomy could be utilized
to assess the critical thinking levels of the target curriculum regardless of the grades or the
subject matters. Therefore, it is both useful and beneficial to examine the curriculum from
critical thinking perspectives to preview the current situation of the target educational
systems.

Considering all the essential aspects mentioned above, this study aims to evaluate
English curricula in Secondary Schools to reveal the critical thinking levels of the
objectives.

Research questions

1. To what extent do the English curriculum of Secondary-Schools reflect the
cognitive levels of Bloom’s Revised Taxonomy?

© 2021 Journal of Language Education and Research, 7(1), 389-403



The Evaluation of the Secondary-School... 393

2. Are there any differences among 5, 6™, 7% and 8™ graders in terms of having
lower or higher-level objectives?

3. Are there any significant differences among the language skills in representing
Bloom’s taxonomy?

Literature review

Studies conducted in English language teaching

The revised version of Bloom’s taxonomy is utilized in many different studies of
education. Various areas such as curriculum, coursebook, or exam evaluation are touched
upon to reflect on the current situation of critical thinking in education. There are some
studies trying to determine the critical thinking degree of the English curriculum by using
Bloom’s revised taxonomy.

In the study of Gokler et al. (2012), the factors such as curriculum objectives, SBS
questions, and written examination questions were included in terms of critical thinking.
The data is obtained through document analysis and evaluated by considering Bloom’s
revised taxonomy. Not only the curriculum objectives but also SBS and written
examination questions resulted in lower levels of critical thinking. In other ways, the
remembering, understanding, and applying levels were dominant throughout the data.

Kozikoglu (2018) aimed to assess the relationship between the TEOG exam and the
English language curriculum of 8™ graders by concentrating on critical thinking levels.
Considering the TEOG exam, only the remembering and understanding levels were
promoted. The rest of the levels were not even referred, so the national exam was
dominant on lower-order thinking skills. On the other hand, the distribution of the levels
was heterogeneous in the English curriculum of 8" graders. The applying level was
preferred in more than half of the objectives. Understanding, analyzing, and creating levels
followed the application with the frequency of 19,10, and 7. Remembering and evaluating
were the least repeated objectives. Therefore, an alignment was not found between the
national exam and the English curriculum.

Another similar study was conducted by Demirci and Gdkdeniz (2020). Their
purpose was quite similar to the previous study, so they examined the relationship between
TEOG questions and curriculum objectives. 158 teachers were surveyed to express their
ideas on the issue. Then, TEOG exam questions and the objectives in the curriculum were
classified with document analysis. These processes resulted in the deficiency of higher-
order thinking levels both in the exam and the curriculum. The levels of remembering,
understanding, and applying were attained, whereas analyzing, evaluating, and creating
levels did not exist. Regarding TEOG exam questions, only one question out of 40 related
to the analyzing level as higher-order thinking.

Studies conducted in other disciplines in Turkey

Since critical thinking is one of the current trends in education, the curricula in
various disciplines were evaluated in Turkey to reflect on the critical thinking levels
supported in the curriculum. In the following section, the evaluation of curriculum in
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different subjects was expressed to present the current situation of Turkey in terms of
critical thinking levels.

French is one of the optional foreign languages in high schools in Turkey. As a
result, Karagiil and Oral (2020) evaluated the curriculum of A1.1 and A1.2 of the French
curriculum considering the critical thinking levels. To do so, Bloom’s revised taxonomy
was used in the coding. Both curricula resulted in the redundancy of the lower levels in the
cognitive process dimension and conceptual knowledge in the knowledge dimension.
Besides, the skills were differentiated and analyzed separately. The understanding level
outnumbered in the listening objectives, while the applying level was more common in the
speaking skill objectives. Even though the analyzing level was found to be less (n=3),
reading skills mostly reflected on the understanding level. The objectives of the writing
skill were high in the applying level, yet only one objective was matched with the
analyzing level.

Another subject taught in Turkey is social studies, so the critical thinking level of its’
curriculum was conducted by Filiz and Baysal (2019). The curricula of fourth, fifth, sixth,
and seventh graders were analyzed. Fourth and fifth graders’ curricula were supreme in the
understanding levels, while sixth and seventh graders indicated the analyzing with the
understanding level. Among all the curricula, conceptual knowledge was dominant. Thus,
lower levels were highlighted in the secondary schools’ curricula of social studies lessons.

Filiz (2019) conducted a study to analyze secondary school curricula of Turkish
lessons. The objectives of 5%, 61, 7™ and 8" graders were categorized according to
Bloom’s revised taxonomy. The results in common are the frequency of the understanding
and applying levels. In another way, the lower levels were dominant in all grades.
Additionally, the categories of the knowledge dimension are gone through. Factual and
procedural knowledge are the most repeated categories. Furthermore, meta-cognitive
knowledge was not found in the 5" and 6" grades, but it was also only detected once in the
7% and 8™ grades. It is evident that lower levels were preeminent in the Turkish course
curriculum.

The study of Dogan and Burak (2018) investigates the curriculum objectives of the
4™ orade in the domain of science regarding critical thinking. Similar to other studies,
Bloom’s revised taxonomy was utilized to gather the data. As comprising nearly half of the
objectives, the understanding level was the dominant level in the cognitive process
dimension. The applying level came after the understanding as the most frequent level
found in the curriculum. The lower levels constituted 70% of the curriculum. The higher
levels were not referred to sufficiently, so achieving critical thinking was unsatisfactory
with the current curriculum. Besides, conceptual knowledge was the most referenced
category in the knowledge dimension, with 48%. Factual and procedural knowledge were
at similar rates. However, meta-cognitive knowledge was not found in any of the
objectives.

Kablan, Baran, and Hazer (2013) carried out a study on critical thinking in the field
of mathematics. The objectives in the sixth to 8" graders’ curriculum were examined with
the help of Bloom’s revised taxonomy. The cognitive levels highlighted in the objectives
were coded according to the cognitive levels: remembering, understanding, applying,
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analyzing, evaluating, and creating. The findings of the overall study inferred that almost
half of the objectives in three of the grades promote the understanding level the most. The
applying level reveals quite similar findings by including 38.1% of the overall objectives.
On the other hand, remembering, which is one of the lower levels, was not found in any of
the objectives. The higher levels were sightly referred to and supported in the curriculum.
When it comes to the grade levels separately, the 6 and 8" graders’ curricula were
dominant in the understanding level while the 7" graders’ curriculum mostly supported the
applying level in the cognitive domain.

Methodology

Research design and publication ethics

The current study was conducted in order to examine the Secondary-School
curriculum from the perspective of critical thinking, so the degree to which the curriculum
represents critical thinking was evaluated by employing Bloom’s revised taxonomy. Each
grade in the Secondary-School was included in the research. Thus, the curricula of the 5%,
6, 71 and 8™ graders were taken into account.

Data collection and analysis

The documents were reached in the Monitoring and Evaluating System of
Curriculum, so they are official references presented by the Ministry of Education in
Turkey. Since the curriculum is a kind of document, a qualitative method was determined
initially. In accordance with the data and the method, document analysis was employed as
the data was composed of written documents. Two hundred forty-five objectives were
obtained in total. The number of objectives ranges from one grade to another. For instance,
5™ grade has the least number of objectives with a frequency of 52. However, 8" grade
comes first by having 70 objectives at all. 6 and 7" grades are quite similar as they
involve in 60 and 63 objectives.

Procedure

Following the collection of the objectives, the data were coded and categorized
considering the cognitive levels of Bloom’s revised taxonomy. Each objective was
matched up with one of the cognitive levels of remembering, understanding, applying,
analyzing, evaluating, and creating. The frequency and percentages of the results were
tabulated. The results were also compared among the grades whether they all were resulted
in similar degrees or not. Besides, the findings were analyzed considering four language
skills.

Achieving reliability and validity in qualitative studies is significant due to the
subjective nature of this method. However, the value of the qualitative method gets higher
when these points are considered (Yildirim & Simsek, 2018). Within this point of view,
the current study aimed to reach a reliable and valid evaluation. In order to attain validity,
the processes and the stages of the study were clearly represented in this section. Besides,
some coding samples were supplied to reflect on and exemplify the findings in the results
section. On the other hand, reliability is about consistency with different coders (Kirk &
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Miller, 1986; as cited in Thyer, 2010). To do so, the reliability formula was adopted from
Miles and Huberman (1994). This formula (number of agreements/ number of agreements
+ disagreements) embodies more than one coder and necessitates similar findings among
them. Two coders were included in the coding, and it resulted in 84%, so the current study
is regarded as reliable as the limit for a reliable outcome is 70.

Results
Adopting the qualitative method for the current study led to the utilization of
document and content analysis because the curriculum as a kind of document was being
examined. First of all, some coding samples from the curriculum were provided below in
order to increase the validity of the research.

Table 1. Samples of the Curriculum Coding

Cognitive levels Statements of the Objectives Extracted from the Curriculum

Students will be able to name the common illnesses in a simple way. (5th grade)

Remember - : — -
Students will be able to pick up specific information from short oral texts about

weather conditions and emotions. (6™ grade)

Students will be able to describe people doing different actions. (6™ Grade)

Understand Students will be able to understand simple texts about festivals around the

world. (5% Grade)

Students will be able to state their preferences. (7" Grade)
Apply

Students will be able to talk about their holidays. (6" Grade)

Students will be able to write simple pieces to compare people. (7" Grade)

Analyze
Students will be able to make simple comparisons between different tourist
attractions. (8" Grade)

Evaluate No objective was found in this cognitive level.

Students will be able to design a brochure, advertisement, or a postcard about
their favorite tourist attraction(s). (8" Grade)

Create
Students will be able to write short and simple poems/stories about their
feelings and responsibilities. (8" Grade)

In accordance with the coding, the findings were demonstrated in another table
below. In this table, several dimensions were included. Firstly, the frequency of the
cognitive levels in the curriculum objectives was categorized within the grades in the
secondary school. Moreover, the percentages were presented to have coherence among the
grades since they have variety in the number of the objectives. Therefore, this table
clarifies the findings of each grade separately. The relationship between the four skills and
cognitive levels was also interpreted following the explanation of each grade.
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Table 2. Frequency and Percentages of the Coding According to the Cognitive Levels

Levels
& S > 52
3 & > 5 s Q
o @ i=] [ o, o
3 21 = < g S
S o < N 8 o
Grades e =4 @ @
Frequency 7 30 15
5% Grade — - - -
Percentage (13%) (58%) (29%)
Frequency 15 22 19 3
6% Grade — - },
Percentage (25%) (36%) (32%) (5%) (2%)
Frequency 12 27 19 2
7% Grade — - 30
Percentage (19%) (43%) (30) (3%) (5%)
Frequency 9 29 22 7
8t Grade — - %
Percentage  (13%) (42%) (1%)  (10%) (4%)
Frequency 43 108 75 12 7
Total — -
Percentage 17% 44% 31% 5% 3%

The first research question delivers general findings derived from the curriculum, so
it is related to the overall coding of the objective statements according to Bloom’s
taxonomy. The results of each grade level’s coding were clarified below.

In the 5™ grade’s coding, none of the higher levels were found in the objectives, so
the analyzing, evaluating, and creating levels were not attained. When it comes to lower
levels, the understanding took the majority by having 58%, and the applying followed it
with 29%. Remembering was the least practiced level among the levels by covering seven
objectives, resulting in 13%.

The findings of the levels according to four skills show that writing skill was not
included in the 5™ grade’s curriculum. The reading and listening levels resulted in similar
findings. Both levels were high in the ‘understanding’ level while slightly reflecting on the
‘remembering’ level. Besides, the speaking skill covered all of the lower levels. Here, the
‘applying’ levels take the attention by being covered only in the speaking skill.

6" grade’s curriculum represented each cognitive level except the evaluating.
However, the analyzing and creating levels comprised the minority of the objectives by
having only 7% altogether. On the contrary, lower levels took the biggest proportion. The
understanding attributed this with 36% and applying with 32%. The remembering was not
so different from these lower levels.

Four of the skills were represented in the 6 grade’s curriculum. Receptive skills
mostly demonstrate the remembering and understanding levels. This result is quite similar
to 5™ grade’s coding. Speaking skills covered the majority of the curriculum, and the
frequency of the applying level is also apparent in this skill. Writing, on the other hand,
begins in this grade. Even though having a few objectives, higher levels were practiced in
this skill. The coding of the 7" grade’s curriculum is not distinctive from the previous
grades. Lower levels attract the attention by covering 92% of all the objectives. At the
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same time, the analyzing and creating levels are slightly included with 8%. Within the
higher levels, evaluating was not supported.

Not surprisingly, reading and listening skills develop the remembering and
understanding levels. Covering 26 objectives, speaking skill is dominant in the applying
level. At the same time, the frequency of the understanding level was closer to applying by
having only three fewer objectives. Besides, writing skill stands out by comprising nearly
all of the levels despite their less frequency. At this point, the remembering and evaluating
levels were missing.

In the 8" grade’s curriculum, the numerical data shows that the proportion of the
higher levels are 14% altogether. This result is higher than the rest of the grades. Even
though this is not a homogeneous distribution, it is clear that the frequency of higher levels
gets more as the grade levels get higher. Likewise, the distribution of lower levels
proceeds in the order of understanding, applying, and remembering.

Respectively, receptive skills only promote remembering and understanding in the
lower levels. Speaking skill includes different dimensions such as understanding, applying,
and analyzing. The lowest level is applying in the writing skill, so students were asked to
use the information in different ways. Then, they were asked to practice analyzing and
creating at the higher levels.

When it comes to the second research question, it intends to compare the grades
regarding reflecting lower or higher levels. This question may also be answered by
examining Table 2. One of the most remarkable results for this question is the finding of
the 5™ grade’s coding because none of the objectives belongs to the higher grades so it
ends up with 100% in the lower level. Even though each curriculum in the secondary
school predominantly comprises lower levels, the percentage of the higher levels increases
as the grades get higher. Therefore, the higher levels have 4% in the 6™ grade, 5% in the
7% and 10% in the 8" grade. Considering the cognitive levels, the remembering and
applying levels have generalizable outcomes. The remembering level and its’ frequency
are inversely proportional, so the number of the remembering level decreases as the grade
gets closer to the 8™ grade. On the contrary, the applying level is directly proportional.
Thus, the applying level is encountered more as the grade advances, so the 8 graders have
more objectives to achieve the third cognitive level.

Coding of the document led to another classification by taking the third research
question into account. This last question aims to find out the difference between four skills
and the cognitive levels. In line with this question, the figure below displays the overall
findings of the skills according to the cognitive levels in Bloom’s taxonomy regardless of
the grades. In other words, these levels were differentiated considering the four skills:
reading, listening, speaking, and writing. This kind of classification is clear in terms of
analyzing the relationships between the skills and the cognitive levels by adding up the
total objectives in the curricula. In this way, it reflects on the relationship between the
language skills and the cognitive levels in the 5th, 6th, 7th, and 8th grades.
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Figure 2 Frequency of the Cognitive Levels according to Four Skills
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With the first glance at the table, it is apparent that reading and listening skills solely
reflect on the remembering and understanding levels. The rest of the levels were not aimed
to be practiced in this skill. In another saying, receptive skills developed only the lower
levels except for the applying.

The speaking skill comprised four of the levels in order from remembering to
analyzing. The frequency of the objectives for applying attracted attention as it nearly
doubled the number of objectives in the reading and listening skills. Besides, the applying
level surpassed the other levels by covering more than half of the objectives, which was a
great extent when considering the overall results. The understanding level followed as the
second most practiced level in the speaking skill. The remembering and the analyzing
levels were notably low. Even though it was less frequent, the analysis was mostly
practiced level compared to other skills.

The distribution of the levels in the writing skill was not so divergent. Each level
except the remembering and the evaluating was practiced within this skill. The findings
were closer to each other when compared to the previous ones. Similar to speaking, which
is also one of the productive skills, the applying level was dominant in the writing. It was
striking that the creating level was only touched upon here since there was no objective
supporting the highest level in the other skills. What is more, creating was the second most
practiced level here, so practicing writing skills is significant in the development of critical
thinking. On the other hand, the understanding level was barely included, while the
analyzing level was not so different.

Discussion

This qualitative study required to document and content analysis because of
curriculum analysis. Bloom’s revised taxonomy was utilized in the coding step. As a result
of coding and findings, notable results emerged according to the research questions. In
pursuit of elucidating the results, they were compared with the other studies in the field.

The first research question concerns the degrees to which the curricula reflect on
critical thinking. The findings reveal the preeminence of the lower levels. Most
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surprisingly, the 5™ grader’s curriculum resulted in the entire reflection of the lower levels,
so only remembering, understanding, and applying levels were stated in this curriculum.
Not so distinctively, the rest of the grades signify the dominance of the lower levels by
covering 93%, 92%, and 85% from 6 to 8™ graders.

In parallel with this result, the second research question, related to differences among
the grades, can be answered by consulting the previous finding. When the percentages of
the lower levels were reaffirmed, they ranged from 100% in the fifth grade to 85% in the
eighth grade. A decrease in the percentages implies inequality among the grades. Thus, it
may be said that the proportion of the higher cognitive levels increases as the grade levels
go through. However, this does not even change the dominancy of the lower levels.

Another outstanding result was in the domain of the understanding level. Based on
the dominancy of the lower levels, the frequency of the understanding level attracts the
attention by having more than half of the objectives in the 5" grade and covering nearly
half of the objectives in the 6™, 7 and 8" grades.

When it comes to four language skills which are about the last research question, it is
obvious that certain levels are associated with certain skills. Reading and listening skills
only supported the remembering and understanding levels. In this ways, it is highly explicit
that receptive skills correlate with the lower levels, especially the first two basic levels.
Apart from that, the productive skills shine out by covering various levels. In addition to
lower levels, higher levels were included and practiced within the productive skills with
slight additions. On the other hand, applying was the leading level both in speaking and
writing skills.

These substantial results had similarities with the other studies in the literature. First
of all, the situation of the curricula in the Secondary Schools in Turkey was analyzed by
reflecting on the critical thinking degrees. The results of these studies were significant in
terms of seeing the big picture in the Secondary-Schools as the development of critical
thinking is interconnected with different branches, and they influence one another.

Aiming to reveal the critical thinking levels, the curricula from 4" to 7™ graders were
examined in the social studies lesson by Biiyiikalan and Baysal (2019). This study resulted
in the dominancy of the understanding level throughout the grades. In a similar vein, the
findings of the current study displayed the superiority of the understanding level.
Likewise, the study of Kablan et al. (2013), which evaluated the curriculum of 6, 7%, and
8" graders, concluded that nearly half of the objectives were covered with the
understanding level. In comparison with the present study, the results are quite parallel
within the given grades. As a distinctive point, the 5" grade in which the understanding
level covered more than half of the objectives was not included in the field of math. Not so
differently, the curriculum evaluation of the secondary school Turkish lesson (Filiz, 2019)
found that the understanding and applying levels were preeminent. The second most
practiced level in this study was also the applying level. Lastly, Dogan and Burak (2018)
analyzed 4" grade’s curriculum in terms of critical thinking in the field of science. Seventy
percent of the objectives belonged to the lower levels. Although both science and the
English lesson resemble having lower levels, the current study revealed redundancy of the
lower levels compared to the field of science. To sum up, the present study seems to be
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consistent with the research in the other branches in secondary schools. It can be
concluded that the different lessons’ curriculum objectives in secondary school fail to
develop critical thinking.

Another significant issue concerning critical thinking emerges in the field of foreign
language teaching. Numerous studies on curriculum, exam questions or coursebooks were
conducted in order to reflect on the critical thinking levels of the target matters as it is a
trendy and current topic in education and foreign language teaching. Some significant
comparisons were made with the current study and the other studies in foreign language
teaching. The evaluation made by Karagiil and Oral (2020) in the field of the French
language teaching department has a crucial similarity with this study from the point of
connecting language skills and cognitive levels of Bloom’s revised taxonomy. As a result
of examining Al.l. and Al.2. coursebooks’ curricula, receptive skills were associated
mostly with the understanding level while the productive skills developed the applying
level. This finding confirms the association between the two studies as they both resulted
in the same findings considering the skills and the cognitive levels.

Kozikoglu’s (2018) research is confined to the context of the 8" grade. Therefore,
the results of the 8" graders’ curriculum coding were compared with that study. In this
point of view, both studies are highly correlated to each other when the 8" graders’
curriculum coding was considered, which was a reliable result because the understanding
and applying levels were dominant in the curriculum objectives of both studies.

As a different source to be analyzed, Evcim and Ozenici (2019) dealt with English
Language Teaching Profession Field Exam (TPFE) in line with Bloom’s taxonomy and
critical thinking. In both studies, a high proportion of the objectives belongs to the lower
levels. Besides, the absence of the evaluating level was correlative in the findings.
However, the creating level was also missing in the TPFE exam questions, which is a
distinctive feature of the current study.

There were many other studies (Gokler et al. 2012; Rahpeyma & Khoshnood, 2015;
Demirci & Gokdeniz, 2020) in which the English language teaching sources such as the
curriculum, exam questions, or coursebooks were examined. Each of the given research
resulted in the dominancy of the lower levels. This outcome is broad since many of the
studies, including the current one, ended up with this deduction. Thus, English language
teaching sources or tools prepared in Turkey are insufficient in supporting critical thinking
levels equally. Instead, they turn out to be considerably high in conclusion.

All in all, the current study contributed literature that justifies the findings in a great
deal with the previous works both within and out of the field, considering the fact that
there were quite a lot of similar findings in the given sample studies.

Suggestions for Practice

In conjunction with these findings, the curriculum developers, teachers, educators,
and professionals need to keep some of the suggestions deduced in the current study to
increase the number of critical citizens of the future. Therefore, increasing the number of
higher levels and designing a more homogeneous curriculum is essential to develop more
critical thinkers. A homogeneous curriculum does not demand the accumulation of some
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cognitive levels, so each level is to be reflected in similar degrees. As well as the overall
homogeneity of the cognitive levels in the curriculum, four skills should be supported
equally within these cognitive levels. In other words, skills should not be matched with
certain cognitive levels, as in the example of receptive skills in which only the
remembering and understanding levels were promoted. Each material needs to support
activities, objectives or exam questions from lower to higher levels to form a unity for
critical thinking. When it comes to comparing the grades, the lower ones, especially the 5
grade, lack higher cognitive levels. However, the higher levels do not have to appear only
in the higher grades. Even the primary grades are capable of practicing critical thinking.
All in all, consideration and application of these points may help students develop critical
thinking habits easier in their lives. As well as the students, EFL teachers may also be
encouraged more when they witness the importance of critical thinking in the curriculum
explicitly. That’s why taking these given concrete steps in this domain of language
teaching helps both citizens and the countries for future generations.

Conclusion

Due to the importance of using critical thinking abilities in the 21% century, the field
of education takes the lead to prepare students as future influencers of the world. The
current study contributed this in the domain of English language teaching by examining
the secondary school curricula in Turkey. As there was no other study that evaluates the
secondary school curricula within this perspective, the current research crucially
contributes to the literature. As a result of the analysis, it was obvious that none of the
grades in the secondary school curriculum promoted critical thinking accurately. In each
grade, the lower levels were highly predominant. At the same time, receptive skills were
related to lower levels while higher levels were only touched upon in the productive skills.
Besides, it was overt that the number of objectives promoting higher levels gets more as
the grade levels get higher, so 8" grade had more higher-level objectives while 5 grade
had no higher cognitive level. The literature, by the way, showed that the current results
were also consistent with numerous research in terms of the predominancy of the lower
levels in the English curriculum, coursebooks, or exams. Even though this study shed light
on the current situation of the secondary-school English curriculum objectives, some
limitations inevitably came out. First of all, the scope of the study was restricted to the pre-
assigned groups in the secondary school, which were 5%,6™, 7% and 8 grades. This group
is only a part of the whole when the beginning of foreign language education in Turkey is
considered. Therefore, future studies may focus on the involvement of the entire foreign
education curriculum from the 2™ to 12" grades in order to broaden the scope. Besides, the
objectives stated in the curriculum were taken into account, so the content analysis dealt
only with these statements, and it was not checked whether the coursebooks reflect on
these objectives. Thus, a comparative study between the objectives and coursebook
activities could also be evaluated. Lastly, the current study is purely qualitative in nature
due to the analysis of the document. Hence, it evaluated the curricula in depth. For further
consideration, the views of teachers or students could also be involved. In addition to this,
EFL teachers may be observed in the classroom if they come up with extra solutions to
compensate for the deficiencies in the curriculum.
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Introduction

Words, as linguistic units, have a fundamental role in oral and written
communication as they illustrate concepts. In this respect, vocabulary teaching is critical in
foreign language teaching, the aim of which is to communicate in the target language
(Alipoor & Jadidi, 2016). It is a significant issue to decide which linguistic units will be
accepted as words in word list development processes (Coxhead, 2000). However,
defining words conceptually is not easy. For this reason, there are many definitions of
words in the literature. It is seen that the word definitions in the literature are shaped
according to the features and functions of the words in the language. In the word
definitions created in terms of the features of the words, features such as the presence of
spaces between them in the text and their having meanings are stated (Demir, 2017;
Jackson, 2016; Imer, Kocaman & Ozsoy, 2013). It is known that words have certain limits
in the language. However, in Turkish spelling, not every element with spaces, such as mX,
dA, and ki, is considered a word (Demir, 2017). Thus, while defining a word, the function
of the word in the language is taken into account and a word definition is created
according to that function. From a semantic/lexicographic point of view, the word is
defined as the smallest independent meaning carrier that is coded in dictionaries (Demir &
Yilmaz, 2012). Another definition describes it as “new language units in linguistic
operations such as inflection, derivation, or combining, etc., which has the characteristics
of a head word in dictionaries, and which are definite or widespread forms of writing and
pronunciation” (Yilmaz, 2014). In both definitions, it is stated that the word has a
headword feature with definitions in dictionaries. In the present research, according to the
Turkish Language Institution Current Turkish Dictionary (CTD), the units defined as head
words are accepted as words.

The main purpose of foreign language teaching is to enable the learner to
communicate in the target language by improving their reading, listening, speaking, and
writing skills. In order to achieve this, learners need to attain a sufficient level of
vocabulary knowledge. This is because learners' vocabulary levels are seen as a criterion in
terms of their proficiency in a foreign language and their language performance (Juanggo,
2018; Karadag, 2018), and it is considered an important factor in the development of
language skills, primarily of reading and listening (Cheng & Matthews, 2018; Castro-
Garcia, 2017; Escobar, Kalashnikova & Escudero, 2018). Moreover, the depth and width
of vocabulary knowledge are also indicators of second language speaking skills (Enayat &
Derakhshan, 2021). In addition, it is known that vocabulary development activities
improve learners' general language levels (Topkaraoglu & Dilman, 2013; Masrai &
Milton, 2018; McLean, Stewart, & Batty, 2020; Matthews, 2018; Koizumi & In'nami,
2013; Staehr, 2008) and the comprehension levels of learners of Turkish as a foreign
language are related to reading texts, but primarily reading words fluently (Ulper, 2018).
Therefore, vocabulary teaching plays an important role in the success of foreign language
teaching in relation to language skills. The content of the foreign language teaching
program varies according to the foreign language learning purpose of the learners: as
teaching for general communication purposes or for specific communication purposes.
Academic language teaching is a sub-branch of language teaching for specific purposes
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that is shaped according to the needs of learners in academic contexts such as education or
the work environment. The difference between foreign language teaching for academic
purposes and foreign language teaching for general purpose is that the curriculum is
designed by focusing on the special communication needs of the learners in a certain
academic context, rather than teaching a language for general purpose (Kocaman-Giirata &
Durmus, 2020). In this context, the term academic language typically refers to school or
other academic communication environments where the content of knowledge is found,
acquired, and applied (Heppt & Stanat, 2020). Although dimensions of general-purpose
language and academic language overlap, the differences in the content and form of
academic language significantly affect the performance levels of students (Demirel, 2020).
The sophisticated vocabulary of academic language is a feature that distinguishes it from
the basic language (Zucker, Carlo, Montroy & Landry, 2021). In addition, in terms of
education, the qualifications of the educational materials in academic Turkish in terms of
vocabulary are taken into account when designing a curriculum for the language that
learners will use and encounter in academic environments in academic language teaching.
Furthermore, it is important for learners to develop their academic vocabulary in academic
Turkish lessons for the success of academic Turkish education.

Literature review

Academic Vocabulary

Words are units of conceptual or functional value spread throughout the language.
Thus, the frequency of use of words may vary according to the texts in which they are
used, depending on their conceptual value. It is accepted that some words are used more
frequently in academic texts than in other fields (Hyland & Tse, 2007) and words that are
used more frequently in academic texts than in non-academic texts are classified as
academic words (Malmstrom, Pecorari, & Shaw, 2018). These words, which become
prominent in terms of use in academic texts, are named after being differentiated into
general-purpose academic words and special-purpose academic words or academic words
and technical words. Accordingly, the vocabulary in academic texts is divided into two
categories: special-purpose academic words, which express words that are frequently used
in certain disciplines, such as the word ‘mathematics’, and general-purpose academic
words, which are commonly used in all disciplines, such as the word ‘examine’. Along
with this distinction, in the literature, a distinction between academic words and technical
words is also made. According to this, academic words are composed of academic texts,
high school and university textbooks and journals, or vocabulary in academic texts other
than general texts, while technical words represent words in special fields and specific
disciplines such as law, mathematics, chemistry, and philosophy (Nation & Newton, 1996;
Yang, 2015). Academic vocabulary is often functionalized as designated academic
lexemes that students are likely to use at university (Skoufaki & Petri¢, 2021). In general
terms, academic vocabulary lists include words that are common in academic texts and do
not have this commonality anywhere else such as ‘accumulate’, ‘achieve’, ‘compound’,
‘complex’, and ‘proportion’, while technical vocabulary refers to vocabulary that is useful
for learners to use language for specific purposes, such as reading academic texts in certain
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disciplines or attending conferences on certain topics (Nation, 2001). While there are
academic words in a certain percentage in academic texts, they differ in terms of type,
frequency, collocation, and meaning in different disciplines (Hyland & Tse, 2007). The
fact that academic and technical words are found in academic texts in a certain ratio in
terms of number (frequency and percentage) and usage (type, collocation, meaning)
necessitates academic vocabulary teaching in order to understand academic texts. In the
literature, it is stated that the vocabulary in the text should be known at the rate of 80-89%
in order to understand listening texts and 95% in short texts (Bonk, 2000), but in later
research (Schmitt, 2008) there are findings that at least 90% should be known for an ideal
level of understanding. A sufficient level of academic vocabulary knowledge is required to
attain 95%-98% of the vocabulary in the texts (Pecorari, Shaw & Malmstrém, 2019). In
addition, improving academic vocabulary also contributes to students' academic writing
(Vongpumivitch, Huang & Chang, 2009; Khani & Tazik, 2013). In the present research,
word lists were extracted from the texts used in academic Turkish teaching and, with the
help of these word lists, it was aimed to describe the position of academic words in
Turkish in the texts used in teaching academic Turkish and to use them in teaching
academic Turkish. Vocabulary lists are a method used in teaching vocabulary (Green,
2019; Lei & Liu, 2016). This method is helpful for learners in terms of where to start,
especially at the beginner level, and is of great convenience to educators when preparing
materials and textbooks (Brezina & Gablasova, 2013). The present research is important in
terms of determining the numerical values of academic words in Turkish in academic texts
based on the vocabulary in academic Turkish language sets, their conceptual description
by separating them from terms and general usage words, and their application for teaching
vocabulary and concepts in academic Turkish classes.

Methodology

The research sample consists of the vocabulary in academic Turkish, social sciences,
and engineering/health sciences textbooks. In this context, a total of 2000 different
lexemes were obtained from the textbooks "Academic Turkish in Social Sciences for
International Students (Volumes I-1I)", published by Kiiltiir-Sanat Bookstore for the field
of social sciences, and the textbook "Academic Turkish Social Sciences for International
Students", prepared by Can Ofset. A total of 1943 different lexemes were obtained from
the textbook "Academic Turkish in Science and Health Sciences for International Students
(Volume III)", published by the Culture-Art printing house, and "Academic Turkish
Sciences for International Students" and "Academic Turkish Health Sciences for
International Students", published by Can Ofset, in the field of engineering sciences and
health sciences. Non-probability sampling was used in the research. In this type of
sampling, the probability of the units entering the sample is not the same or the probability
is unknown, so the results cannot be generalized to the population (Erkus, 2017). In the
research, inferences were made on the data and no generalization was made to any
population. The research was descriptive, investigating the vocabulary in academic
Turkish language sets in terms of academic words. The research was in relational research
format. Relational research studies are those in which cause—effect relationships cannot be
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established, and where change or control, even partial, is not possible due to its nature or
practical reasons (Erkus, 2017). In the research, the vocabulary between social sciences
and engineering/health sciences within the scope of academic Turkish language sets was
statistically compared.

Data collection and analysis

The lexemes that make up the research data were obtained from the textbooks used
in academic Turkish courses for students who will study at universities in Turkey:
“Academic Turkish in Social Sciences for International Students I-II” and “Academic
Turkish in Sciences and Health Sciences for International Students III,” which are created
by Istanbul University, and the textbooks “Academic Turkish Sciences for International
Students,” “Academic Turkish Social Sciences for International Students,” and “Academic
Turkish Health Sciences for International Students,” prepared by Erciyes University.

The word list in the academic texts that constitute the research data is divided into 3
categories: general usage words, academic words, and technical words. Like Coxhead
(2000), but based on the Turkish language, the first 2000 most frequently used words are
accepted as general usage words. To determine this, the lexemes in each category were
compared with the 2000 most frequently used lexemes in Turkish according to the
Frequency Dictionary of Turkish (FDT) (Aksan, Aksan, Mersinli & Demirhan, 2017), and
the words the same as these lexemes were marked as general usage words and excluded
from the scope.

Academic words refer to words that are commonly used in different academic texts,
while technical words refer to words that are commonly used in certain fields (Nation,
2001). In order to specify technical words, the word list forming the research data was
compared with the Turkish Language Association Science and Art Terms Dictionary
(TLA-SATD). TLA-SATD 1is an electronic dictionary that includes a total of 93
dictionaries of terms in various social, natural, engineering, and health sciences disciplines.
Based on TLA-SATD, the words used as terms were marked as technical words and
excluded from the scope. Vocabulary units other than general usage words and technical
words were accepted as academic words and included in the research.

In order to collect these data, the textbooks were first converted into PDF files, and
then the word lists in the textbooks in the research and the frequency of use of these words
were obtained by using the programs ABBYY Fine Reader 9.0 and kfNgram. Within the
scope of the research, first, the word list and frequency of the words in the social sciences
and engineering/health sciences textbooks were specified, and the numbers of general
usage, academic, and technical words in these fields were determined. By comparing the
obtained vocabulary with the FDT and TLA-SATD, general usage and technical words in
related fields were extracted. Accordingly, 1176 of the 2000 lexemes in the field of social
sciences were marked as general usage words and 465 of them were marked as technical
words; thus, 359 academic words were obtained, except for general usage words and
technical words in the field of social sciences. In the field of engineering/health sciences,

© 2021 JLERE, Journal of Language Education and Research, 7(2), 405-425



410 Analysis of Pedagogical Texts Prepared. . .

1012 of 1943 lexemes were marked as general usage words and 643 as technical words,
and the remaining 291 lexemes were accepted as academic words and included in the
scope of the research. Then the obtained words and their frequencies were analyzed in
terms of their conceptual properties and frequency values. Lexemes classified as social
sciences and engineering/health sciences words were evaluated in terms of their
percentages in their categories, the most frequently used word types, and conceptual
features, and the differences in usage between social sciences and engineering/health
sciences were analyzed with the Mann—Whitney U test.

Results

The numerical values of the lexemes in social sciences and engineering/health
sciences textbooks used in academic Turkish lessons are shown below.

Academic Vocabulary in Social Sciences

In the research, a total of 2000 different lexemes were listed from the words and
verbs that have conceptual value from the “Academic Turkish in Social Sciences for
International Students I-II” and “Academic Turkish Social Sciences for International
Students” textbooks.

Figure 1. Academic Vocabulary in Social Sciences

T

et
8l Academic

According to Figure 1, there are 2000 words in total in the field of social sciences
and 359 of these words are academic words, while the number of general usage and
technical words is 1641. Academic words constitute 17.95% of the words in the field of
social sciences numerically. Tables 1 and 2 show the 20 most frequently used words in
academic Turkish social sciences textbooks that make up the social sciences corpus in the
research.

Table 1. Social sciences corpus 10 most frequently used words list

Words Frequency Words Frequency
1. ol- (to be/to have) 1516 6. et- (to make) 480
2. insan (human) 545 7. sosyal (social) 452
3. dil (language) 507 8. bilgi (information) 445
4. bilim (science) 490 9. yer (place) 444
5. metin (text) 481 10. asag1 (down) 386

As shown in Table 1, the verb ol- (to be/to have) is the most frequently used
auxiliary verb in the field of social sciences and clearly differs in frequency from the
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words that follow it. In the field of social sciences, the word ol- (to be/to have) is used
either as a verb, as in “... problem olabilir (may be a problem), ... etkisi olabilir (may have
an effect)”, or as an auxiliary verb, as in “ait oldugu... (to belong), sahip oldugu... (to
have)”. The frequencies of the other words “et- (to make)” and “yap- (to do)”, which are
used as auxiliary verbs in Turkish, are lower than those of the verb ol- (to be/to have). It is
seen that the verb et- (to make), with a frequency of 480, is used in auxiliary verb position,
as in “dahil et- (to include) and ifade et- (to express)”, and in idioms such as “gdz ard1 et-
(to ignore)”.

Table 2. Social sciences corpus 11-20 most frequently used words list

Words Frequency = Words Frequency

11. tartis- (to discuss) 51 16. ayril- (to leave) 45

12. tartisma (discussion) 51 17. kavrayabilme (ability to 45
comprehend)

13. birakil- (to be left) 50 18. literatiir (literature) 45

14. maliye (finance) 50 19. dayan- (to hang on) 39

15. yazil- (to be written) 50 20. satin al- (to buy) 39

The verb yap- (to make), with a frequency of 255, is used as “...edebi yapan... (one
engaged in literary)”. The words “insan (human), dil (language), and 6nemli (important)”,
which are among the 20 most frequently used words in the field of social sciences, are
among the words that learners can encounter outside of academic Turkish lessons; they are
also used in everyday language. However, the words "metin (text), bilgi (information),
kaynak (source), and etkinlik (activity)" are of important conceptual value in academic
environments. It is noteworthy that these words are used with high frequency in academic
texts in social sciences. The 20 most frequently used words in the Social Sciences corpus
academic word list are shown in Tables 3 and 4.

Table 3. Social sciences corpus 10 most frequently used academic words list

Words Frequency Words Frequency
1. yapil- (to be done) 176 6. alin- (to be taken) 67
2. bulun- (to be found) 131 7. getiril- (to be brought) 60
3. tarihi (historical) 100 8. basla- (to start) 58
4. edil- (to be made) 76 9. ipucu (clue) 56
5. isaretle- (to mark) 71 10. goriil- (to be seen) 55

In the list of the 20 academic words most frequently used in social sciences, passive
verbs stand out. Four of the five most frequently used words are verbs (yapil- (to be done),
bulun- (to be found), edil- (to be made), and isaretle- (to mark)) and three of these verbs
(yapil- (to be done), bulun- (to be found), and edil- (to be made)) are passive. When
examined in terms of frequency, the frequency of use of academic words changes
gradually after the first three words. The fact that the words "metin (text), bilgi
(information), kaynak (source), and etkinlik (activity)" in Table 1 in the academic word list
were not included in the academic word list due to the meaning they have as terms caused
an increase in the number of verbs in the 20 most frequently used academic word list.
When the 359 academic words in the field of social sciences are examined in general, the
most frequently used word is "yapil- (to be done)", with 176 uses. This word, which is the
passive form of the word “yap- (to make)”, has been included in the list as a separate word
since it is used as a headword in the GTS. While the word “yap- (to make)” is in first place
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in the general list, the fact that the passive word “yapil- (to be done)” is in the academic
word list after the general usage and technical words are removed shows that this word and
its derivatives appear in academic texts with a high frequency. Academic words in the field
of social sciences include words that are used in academic texts such as "tarihi (historical)"
and "ipucu (clue)" that do not have a specific use in a particular field.

Table 4. Social sciences corpus 11-20 most frequently used academic words list

Words Frequency = Words Frequency

11. tartis- (to discuss) 51 16. ayril- (to leave) 45

12. tartigma (discussion) 51 17. kavrayabilme (ability to 45
comprehend)

13. brrakil- (to be left) 50 18. literatiir (literature) 45

14. maliye (finance) 50 19. dayan- (to hang on) 39

15. yazil- (to be written) 50 20. satin al- (to buy) 39

Academic words in the field of social sciences include words that have a more
general meaning compared to the terms used in academic texts such as "katilimci
(participant)", "dinsel (religious)", and "kazanim (learning outcome)". When the verb
usages in the academic word list in the field of social sciences are examined, it is seen that
"bulun- (to be found)", with 131 repetitions, is the most frequently used verb except for the
verb "yapil- (to be done)". Moreover, the verb “edil- (to be made)” occurs with 76
repetitions in compound words such as “elde edil- (to be obtained), kabul edil- (to be
accepted), tercih edil- (to be preferred), and ifade edil- (to be expressed)”. It is noteworthy
that these words, which are most frequently used in academic verb usage in the field of
social sciences, have a passive structure. Apart from these, there are active verbs such as
“bagla- (start), tartis- (discuss), dayan- (to hang on), and satin al- (to buy)” in the field of
social sciences.

Within the scope of the research, the total vocabulary frequency in the field of social
sciences and the frequency of use of academic words were specified and the result is
shown in Figure 2.

Figure 2. Frequency of Use of Academic Words in the Field of Social Sciences

According to the figure above, the total frequency of use of 359 vocabulary units in
the field of social sciences is 3763 and the frequency of use of general and technical words
is 50,835. When the data are calculated in percentiles, the percentage of academic words in
the field of social sciences is 7% in terms of frequency of use. From these findings, it is
understood that the numerical percentage of academic words in the field of social sciences
(17.95%) is significantly higher than the percentage of usage (7%). In this case, it can be
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concluded that the frequency of use of academic words in the field of social sciences is
lower compared to the number of words.

Academic Vocabulary in Engineering/Health Sciences

In the present research, a total of 1943 different lexemes that have conceptual value
were listed from the words and verbs in the “Academic Turkish in Engineering Sciences
for International Students”, “Academic Turkish in Health Sciences for International
Students”, and “Academic Turkish in Sciences and Health Sciences III” textbooks. Figure
3 shows the number and percentage of academic words in the field of engineering and
health sciences.

Figure 3. Number and percentage of academic words in engineering/health science textbooks

Academic
Vocabulary |
| 201:15%

Engineering-
Health Sciences
Vocabulary
1652; 85%

According to Figure 3, 291 out of 1943 vocabulary units in the field of
engineering/health sciences were listed as academic words and these academic words
constitute 15% of the vocabulary in the field of engineering/health sciences. The total
number of technical and general usage words in the field of engineering/health sciences is
1652. Technical and general usage words constitute 85% of the total vocabulary in
engineering/health sciences.

Table 5. List of the 10 most frequently used words in the corpus of engineering/health sciences

Words Frequency = Words Frequency
1. ol- (to be/to have) 1241 6. etkinlik (activity) 584
2. bilim (science) 792 7. et- (to make) 444
3. metin (text) 721 8. asag1 (down) 431
4. bocek (bug) 710 9. saglik (health) 411
5. akademik (academic) 628 10. i¢ (inside) 407

The most frequently used word in the vocabulary of the corpus of engineering/health
sciences is the verb “ol- (to be/to have)” with 1241 repetitions and a clear difference. In the
relevant textbooks, the verb in question is used as a verb, as in “... bilim olarak... (as a
science) and ...metodolojik olarak...(methodologically)”, and as an auxiliary verb, as in
“...yardimci olur (helps)”. The auxiliary verb “et- (to make)”, which is in seventh place
with 444 repetitions, is used in verbs such as “elde et- (to obtain) and takip et- (to follow)”
in the relevant textbooks. Apart from this, it is seen that three of the first five words (bilim
(science), metin (text), akademik (academic)) in the list of most frequently used academic
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words in engineering/health sciences are words that have conceptual value in academic
discourse.

Table 6. List of the 11-20 most frequently used words in the corpus of engineering/health sciences

Words Frequency = Words Frequency
11. bilgi (information) 391 16. boliim (section) 284
12. Tiirkge (Turkish) 374 17. konu (topic) 274
13. alan (field) 362 18. caligma (study) 270
14. ilgili (related) 316 19. hastalik (illness) 255
15. kullanil- (to be used) 286 20. kaynak (source) 252

Words such as "etkinlik (activity), alan (field), kaynak (source)", which are among
the top 20 most frequently used words in engineering/health sciences textbooks, can also
be evaluated in this way. When the verb usages are examined, it is seen that there is the
passive verb "kullanil- (to be used)", except for words that can be used as auxiliary verbs
such as "ol- (to be/to have) and et- (to make)". In this respect, it can be said that there are
mostly nouns with conceptual value in the list of engineering/health sciences.

Table 7. List of the 10 most frequently used academic words in the corpus of engineering/health
sciences

Words Frequency = Words Frequency
1. kullanil- (to be used) 286 6. yapil- (to be done) 150
2. galisma (study) 270 7. elde et- (to be obtained) 90
3. bulun- (to be found) 237 8. sosyal (social) 84
4. fen (natural sciences) 217 9. isaretle- (to mark) 80
5. veril- (to be given) 180 10. literatiir (literature) 77

The most frequently used lexeme in the research is the verb "kullanil- (to be used-)",
with 286 repetitions. This word is followed “calisma (study)”, with 270 repetitions, and
“bulun- (to be found)”, with 237 repetitions. It is noteworthy that verbs such as "veril- (to
be given, edil- (to be made), yapil- (to be done), elde et- (to obtain), and isaretle- (to
mark)" are in the majority in the ten most frequently used lexical units in the academic
vocabulary list in the field of engineering/health sciences. This can be conceptually
attributed to the fact that more terms are used in the field of engineering/health sciences
than in the social sciences.

Table 8. List of the 11-20 most frequently used academic words in the corpus of
engineering/health sciences

Words Frequency = Words Frequency

miihendislik (engineering) 70 getirebilme (to be able to bring) 46

goriil- (to be seen) 59 isten- (to be wanted) 44

robotik (robotics) 58 belirt- (to indicate) 44

ayirt (distinguish) 57 edebilme (to be able to make) 43

robot (robot) 56 kavrayabilme  (ability  to 42
comprehend)

When academic words other than general usage and technical words are examined in
engineering/health sciences textbooks, it is seen that three of the first five most frequently
used words (kullanil- (to be used), bulun- (to be found), and veril- (to be give)) are verbs
and these verbs are in passive form. Then come the verbs “yapil- (to be done), elde et- (to
obtain), isaretle- (to mark), goriil- (to be seen), isten- (to be wanted), and belirt- (to
indicate)” in the list.
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Academic words in engineering/health sciences are similar to those in the field of
social sciences in terms of passive verb usage. In this respect, it appears that there is a
certain standard in the academic Turkish language structure. In the list, it is seen that the
words that are frequently used in academic environments such as "calisma (study), ayirt
(distinguish), kavrayabilme (ability to comprehend), fen (natural sciences), and sosyal
(social)" and academic words that fall into the field of engineering such as "robotik
(robotics) and robot (robot)" are used.

In the list of academic words in the field of natural sciences and health sciences,
there are words that are in more general use in academic texts such as "anlayabilme
(ability to understand), kavrayabilme (ability to comprehend), and uygun (appropriate)"
along with the words "miihendislik (engineering), robotik (robotics), astrolog
(astrologist)". In the use of verbs, it is understood that active and passive verbs such as
"tartis- (to discuss), dikkate al- (to take into account), birakil- (to be left), and saglan- (to
provide)" and mostly verbs expressing actions in academic discourse are dominant. Within
the scope of the research, it was seen that 1943 lexemes are used 49,516 times in the field
of engineering and health sciences. The numerical information on the use of academic
words and technical and general usage words in the engineering/health sciences corpus is
shown in Figure 4.

Figure 4. Frequency and frequency percentage of academic words in engineering/health sciences
textbooks

According to the chart above, the total frequency of academic words in the field of
engineering/health sciences is 4354. The frequency of academic words constitutes 8.79%
of the engineering/health sciences corpus. The total usage frequency of technical and
general usage words in the field of engineering/health sciences is 45.162 and the
percentage is 91.21%. While academic words in the field of engineering/health sciences
constitute 15% of the total vocabulary in this field, they constitute 8.29% in terms of use.
In this case, academic words in the field of engineering/health sciences also decrease
significantly in terms of use.

Academic Vocabulary Frequency Differences
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Within the scope of the research, the total word difference between social sciences
and engineering/health sciences was analyzed with the Mann—Whitney U test. The result is
shown in Table 9.

Table 9. Mann—Whitney U table showing the difference between the frequencies of the lexemes in
the fields of social sciences and engineering/health sciences

Social Sciences and Engineering

/Health Sciences Total Number of Minimum V4 p
Lexemes N Mean Maximum

Social Sciences 2000 27.29 1 1516 -1.131 258
Engineering and Health Sciences 1943 25.48 1 1241

According to Table 5, the average frequency of 2000 lexemes in the field of social
sciences is 27.29 and the average frequency of 1943 lexemes in the field of
engineering/health sciences is 25.48. While the lexemes in both fields are used at least
once, the most frequently used lexeme in the field of social sciences is used 1516 times,
and in the field of engineering/health sciences it is used 1241 times. There is no
statistically significant difference between the frequencies of the total lexemes in the field
of social sciences and the lexemes in the field of engineering/health sciences (p.258>p.os).
From these findings, it is understood that the vocabulary in social sciences textbooks and
engineering/health sciences textbooks shows a balanced distribution in terms of their
frequencies.

Table 10. Mann—Whitney U table showing the difference between the frequencies of academic
vocabulary in the fields of social sciences and engineering/health sciences

Academic Vocabulary in the Fields
of Social Sciences and Engineering
/Health Sciences

N Mean Minimum Maximum z p
Social Sciences 359 10.42 1 176
- : - -1.410  .158
Engineering/Health Sciences 291 14.96 2 286

According to Table 9, while the average of 359 academic words in the field of social
sciences is 10.42, the minimum number of uses is 1, and the maximum number of uses is
176. The number of academic words in the field of engineering/health sciences is 291, the
minimum number of uses is 2, and the maximum number of uses is 286. The average
number of uses of academic words in the field of engineering/health sciences is 14.96.
There is no statistically significant difference between the frequency of use of academic
words in social sciences and engineering/health sciences (p.158>p.05). Thus, academic
words have a balanced distribution within their fields.

Discussion

In academic vocabulary studies, first of all, it is necessary to decide which words are
academic words. Studies on academic vocabulary have increased in recent years, but it is
not easy to create a definite definition of the concept of academic vocabulary. In academic
vocabulary studies, academic words are distinguished from words with a high frequency of
use in everyday language (Coxhead, 2000; Gardner & Davies, 2015). In this respect,
academic words are separated from general usage words in the research. Academic words
are also separated from technical words that have the meaning of terms and express the
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vocabulary that is used in academic texts but differs from the high frequency words
covering the texts in general and terms specific to various disciplines. It is seen that these
academic words lexically constitute 17.95% of the texts in social sciences and 15% in
engineering/health sciences. It is understood that it constitutes a significant percentage of
the texts in terms of the number of single uses. However, in terms of frequency, it
decreases to 7% in social sciences and 8.79% in engineering/health sciences. This shows
that the frequency of use of words is low, but it is at a significant percentage in terms of
single use. This finding is compatible with the finding reported by Coxhead (2000, p. 214)
concerning English language: “Academic words (e.g., substitute, underlie, establish,
inherent) are not highly salient in academic texts, as they are supportive of but not central
to the topics of the texts in which they occur”. Considering the findings of other studies
(Bonk, 2000; Schmitt, 2008; Pecorari, Shaw & Malmstrom, 2019) investigating the
relationship between vocabulary knowledge and comprehension, it is possible to say that
percentages such as 15% and approximately 18% in terms of single uses are quite decisive.
Within the scope of the present research, it was determined that both the total vocabulary
frequencies (p.258>p.05) and academic word frequencies (p.158>p.05) in social sciences
and engineering/health sciences do not have a statistically significant difference. The
absence of a significant difference between the total vocabulary frequencies indicates that
the vocabulary in academic texts does not change in terms of disciplines. In addition,
academic vocabulary does not differ in terms of frequency on the basis of disciplines
either. This enables a generalization of 7%-8% in terms of the frequency percentages of
academic words in the texts. This number is also in line with the implications of other
studies on English language (Nation, 2001; Hyland & Tse, 2007). From a conceptual point
of view, it can be concluded that academic words, with words such as sozlii (verbal),
kazanim (outcome), faydali (useful), belirgin (distinctive), and esasl (essential), have the
characteristics of giving academic quality to written and oral discourse, increasing the
impact of the discourse, and, in this respect, it affects the pragmatic aspect of academic
discourse. However, there are also words open to discussion regarding the clear
distinctions between their category as academic words and terms, such as Hristiyanlik
(Christianity), tiizel (corporate), and epigrafi (epigraphy). Since these words are not
included as terms in the TDK Science and Art Terms Dictionary, they are listed as
academic words. However, they are words worth discussing in terms of conceptual value.

In the present research, finally, a list of words obtained from the textbooks that make
up the research corpus and suggested to be used in concept teaching in academic Turkish
lessons is presented. Word lists are a technique used especially in purposeful vocabulary
teaching. Most word lists are used to determine the purpose of vocabulary teaching,
evaluate vocabulary knowledge and its improvement, analyze text difficulty and richness,
create and adapt reading materials, design vocabulary teaching tools, decide on the
vocabulary of academic curriculum items, and meet other important academic needs
(Gardner & Davies, 2014). In addition, by examining the academic word list produced, it
is possible to evaluate the academic words presented to the learners in academic Turkish
lessons with different studies.

Conclusion
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As a result of the research, academic words with a numerically distinctive feature
have been listed, unlike the high frequency words and terms used in everyday language
used in academic texts. It is difficult to determine precise boundaries in terms of semantics
when distinguishing between academic words and technical words (terms). However, apart
from the term feature, it is also a fact that there are words whose frequency of use becomes
evident in academic texts compared to the vocabulary in everyday language, and,
accordingly, there are words that are used prominently both in academic environments and
in the discourses of people with a high level of education. It is seen that these words,
which are accepted as academic words, have a lower frequency of use (7%-8%) than the
number of lexical uses (15%-18%), but are in a decisive position in terms of improving
academic comprehension and expression skills when the number of single uses is taken
into account. According to the results of the present research, it is seen that these Turkish
words, which do not differ according to the academic types of the texts, are close to
English language in terms of frequency of use and the number of occurrences in the texts.
In addition, it is understood that academic words generally differ from terms and general
usage words in terms of conceptual and usage frequency, and they are in a decisive
position regarding academic comprehension skills considering their usage percentages in
Turkish academic language.
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Appendix A. The Academic Word List in Social Science

yapil-
bulun-
tarihi

edil-
isaretle-
alin-
getiril-
bagla-
ipucu
goriil-
tartig-
tartisma
birakil-
maliye
yazil-
ayril-
kavrayabilme
literatiir
dayan-
satin al-
ebedi
ayirt
robot
isten-
belirt-
madeni
dikkate al-
eslestir-
tatmin
olustur-
iiretil-
arkeolojik
mitolojik
felsefi
tirli
incelen-
okuyabilme
belirlen-
ilahiyat
kamusal
meydana gel-
e-tandem
karsilag-
anlayabilme

finansal
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176
131
100
76
71
67
60
58
56
55
51
51
50
50
50
45
45
45
39
39
35
34
34
32
31
31
30
29
29
28
28
27
27
24
24
23
23
22
22
22
22
22
20
19
19

Appendices

bulunabilme
sozli

aktor

amach
arastir-
askeri
kurul-
propaganda
anlat-

m.0
entelektiiel
kat
davranigsal
endiistriyel
arkeolog
hitap
mevcut
sosyokiiltiirel
zithk

dinsel
katilimci
odaklan-
olusturabilme
sunul-
uygulan-
adlandiril-
diisiinsel
genisletebilme
gosteril-
hazirlan-
insanoglu
kazanim
yasan-
erdemli
gelistiril-
kronolojik
orf
Ozetleyebilme
soylen-
tanimlayici
temsili
bilin-

blog
diigiiniil-
faydali

18
18
17
17
17
17
17
17
16
16
15
15
14
14
13
13
13
13
13
12
12
12
12
12
12
11
11
11
11
11
11
11
11
10
10
10
10
10

iliskili
kullanabilme
kurumsal
numaralt
reklamcilik
ahlaki
basit
baslikli
beklen-
belirgin
esaslt
filozof
hristiyanlik
karsilanma
kurulu
orgiitsel
popiiler
sayil-
tasnif
tramvay
tiizel

video
yakali

adli
agirhikh
asil
baglantili
duyul-
gecebilme
hristiyan
ibadet
ihlal
istenil-
kapsamli
kiymetli
olusturma
sosyolojik
sozde
siireli
siiphesiz
yaratma
yiiriitiil-
aktarabilme
anlasil-

anlatil-
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artirtlma
baglan-
belirlenme
belirtil-
binlerce
denil-
eglendirme
fail

figleme
hizlica

icra
ilgilendir-
ilis-
itibariyla
kazandir-
kokenli
nitelendiril-
partner
siirdiir-
vazgegil-
yansitabilme
yapilma
alanyazin
azalma
basaril
bash

bekei
bilingli
dakikalik
dervis
devletlerarasi
dilbilimci
epigrafi

fen

finanse et-
getirme
girebilme
iliskilendiril-
izah
izlenme
konul-
kuralc1
kiitiiphane
manevi
mecbur
neden-sonug
nihai

Olcekli

© 2021 JLERE, Journal of Language Education and Research, 7(2), 405-425

DN L L L W b D b b i b D b b b b D b b b b b b i O DD DD DD oo o Y

seramik
sistemli

s6z dizimsel
temelli
toplan-
yorumlanma
akilsal
algilan-
amaglan-
anayasal
asgari
ayrmtili
basarisiz
benimse-
benzeri
birlesmis
bulunma
cografi
cesitlilik
cevrilme
degerlendiril-
degerlendirilme
devamsizlik
eklektisizm
farkindalik
gecir-
hukuksal
iradi

islami
iyilestir-
katilabilme
kil-

kiyas
kiigiimse-
mahrum
mahsur
mahsus
mahzur
mevhum
modernite
motive
miitekamil
nitelikli
ruhsal

sade
sanatsal
sarf et-
sayili
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sebebiyle
segmeli
sekreterlik
siniflandirici
sigortacilik
sozel
sozlesmeci
san

tahkim
tahsis
takdirde
tamamla-
teamiil
tekrarlan-
usak

vaat

web
yayimlan-
adeta

adil
aktaril-
algilayis
algisal

alisilmig

anlamlandirabilme

as-
asamali
bakil-
¢oziimleyebilme
degerli
denizcilik
detayli
dilsel
diplomasi
diplomatik
dizayn
durul-
duyussal
diinyevi
diizenlen-
elektrikli
elestirel
enerjik
erdemsiz
format
gecersizlik
gegin-
gecirme
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gelismislik
gereksiz
gerektir-
hareketli
hazirlayabilme
icat
ideolojik
iletil-
imparator
inceleyebilme
islamiyet
istatistiksel
istikrarh
islen-

ithal

kablolu

karli
karmagiklas-
kastedil-
kazanma
kestirme
kolayca
koordine
kripto
kumas
kurulma
lisansiistii
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makroekonomik
maruz
masraf
mefhum
mesleki
milyon
modernlesme
mubhtelif
miinhasir
miiracaat
miitekamillik
niceliksel
nifuz
oncelikli
orgiitlenme
pesin

plaka

planl
politikaci
saglanma
sanil-

satim

segil-
serbestce
sirastyla
sofist

solu-
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staj

stiriil-
tanrisal
tarafsiz
telif

telsiz
teoloji
tesir

teskil
tibbi
tonoz
unutul-
ustalik
uyarinca
uyulma
vagon
vazife
vergileme
vergilendirilme
yasat-
yayinlanma
yenilik¢i
yorumlan-

yonetsel
yiizlerce
meydana ¢ikar-
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kullanil-
calisma
bulun-

fen

veril-
yapil-

elde et-
sosyal
isaretle-
literatiir
miihendislik
gortl-
robotik
ayirt

robot
getirebilme

isten-
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270
237
217
180
150
90
84
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77
70
59
58
57
56
46
44

belirt-
edebilme
kavrayabilme
tartig-
anlayabilme
dikkate al-
yapabilme
alin-

uygun

tarihi
anlamli
birakil-
cevapla-
resmi
dayan-
kirlilik
okuyabilme

44
43
42
40
39
35
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32
31
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29
28
28
26
26
24

saglan-
tiretil-
yazabilme
yenilen-
baslikli
endiistriyel
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meydana gel-
bilin-
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elektrikli
gelistiril-
yazil-
kullanilma
zararli
saptan-
tanimlan-
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tibbi
adlandiril-
bulas-
gosteril-
kullanabilme
entelektiiel
gegebilme
iliskili
zamanl
gelistirilme
hazirlan-
maruz
anlatil-
aziz
gevresel
diisiiniil-
fisleme
glutensiz
giivenli
kronolojik
odaklan-
Ozetle-
ruhsal
tiirli
beklen-
belirlenme
boyutlu
denil-
genigletebilme
olusturabilme
siklikla
tanimlayici
yeterli

adl
alanyazin
batirma
dervis
girebilme
incelenme
kiitiiphane
nakil
tanin-
aktarilma
amaglan-
amach
ciddi
dagitik
kiyasla-
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kokenli
numaral
olusturul-
tesir
yetistiril-
birlesmis
cesitlilik
diizenlen-
katilabilme
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sozli
algilan-
anlat-
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belirleyebilme
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atil-

baglan-
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getirme
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hedeflen-
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Olcekli
saptanma
sebep
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yansitabilme
aktarabilme
bildiril-
detayli
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kalp-damar
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memnuniyet
miisahede
OK uygulamast
onle-
Ozellesmis
rehabilite
sayil-

sikga
siniflandiriima
yararlan-
yayimlan-
yoluyla
yonetil-
alimma
bakil-
barindir-
belirlen-
bertaraf
bilesenli
capli
elektriksel
file

hasarl

hitap

hiicreli
ihtiva

ilik
kapsamli
kesitsel
mahrum
milyar
nitelikli
norogelisimsel
niikleer
onlenme
rahatlikla
sosyo-ekonomik
sozel
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sunul-
tamamla-
tarihsel

telif
toplumcu
tiiketilme
yaralt

asgari
asilma

atesli

atil

azalma
azaltilma
azami
baglatil-
batiril-
bilgilendirici
bilimci
birlestirilme
bulutlu
cevrele-
¢ikarilma
cizili
¢oziimleyebilme
dakikalik
damat-
degerlendiril-
denizcilik
desteklenme
dilsel

duyul-
eklemle-
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elestirel
etkilen-
etkinli
faydali
feza

fren

gelirli
gerceklestiril-
gonderilme
goriilme
gozlen-
giinesli
haberdar
hatali
hazirlayabilme
hazirlikli
ikna edici
ilerledikge
imzala-
imzalan-
incelen-
isimli
istatistiki
istenil-
kanamali
kandir-
katil
kavlak
kayipsiz
kazandir-
kilolu
kireglestirme

W W W W W W W W W W W W W W W W W W W W W W W W W W WwWw W w w w w

kolayca
konulu
kosullandirma
mahsul
mesnetsiz
milyonlarca
muhtemelen
odakli
okun-

pdf
psikiyatrik
sedye
siralan-
silindirik
spss

staj

sarj

simdiki
tahrip

teskil

tolere et-
uygulan-
video
yapici
yararl
yasan-
yemle-
yetistirmecilik
yoneticilik
yiiriitiil-
bertaraf et-
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Introduction

Although interpreting language is a process that takes place very quickly and
effortlessly, this process is actually very complex. For this reason, different methods are
used to explain the processing of the language, especially in recent years.

It is noteworthy that agreement and case assignment processes are among the topics
studied extensively on the processing of syntactic structures in the literature. Agreement,
with its most general definition, is expressed as the matching of morphological signs that
reflect the relationship of the word in a sentence with other arguments in that sentence
(Baker, 2013). The co-variance feature of agreement provides the opportunity to establish
relationships between non-adjacent elements (Carreiras, Salillas, & Barber, 2015); in other
words, it allows the matching of person, number, gender (¢-features) and case features
among structures that are not in a contiguous relationship in the syntax. There are many
studies in the literature that examine the matching relationship of features such as person,
number or gender between the verb and the argument structure (Kutas & Hillyard, 1983;
Carreiras, Quifiones, Mancini, Hernandez-Cabrera, & Barber, 2004; Frenck-Mestre,
Osterhout, McLaughlin, & Foucart, 2008). Moreover, it is also possible to mention studies
that examine the processing of differences created by the agreement of ¢-features between
the subject and the verb (Hagoort, 2003; Pereyra, Klarman, Lin, & Kuhl, 2005; Nevins,
Dillon, Malhotra, & Phillips, 2007; Frenck-Mestre et al., 2008; Zawiszewski & Friederici,
2009; Molinaro, Barber, & Carreiras, 2011; Aygiines, 2013; Mancini, Molinaro, &
Carreiras, 2013).

Another feature that agreement is frequently mentioned together is the case markers.
Case markers are defined as the determination of the grammatical functions of an argument
such as subject and object in a sentence (Spencer & Zwicky, 1998) and case assignment
process is referred to as a highly interactive field that can affect all syntactic, morphological
and semantic processes (Frisch & Schlesewsky, 2005). Especially, in the languages where
free word order is possible, the word order does not provide a valid clue about the syntactic
function of the arguments of the sentence, it is also necessary to analyse the case markers
correctly to determine this function (Diaz, Sebastian-Gallés, Erdocia, Mueller, & Laka,
2011).

Considering the issue in Turkish framework; it is known that Turkish has a rich case
marker repertoire, a predefined subject-object-verb canonical word order, but it is a language
with free word order. As can be seen in the examples below, the subjects in Turkish are
nominative case marked in the main clause (see 1 a/ b/ c) and genitive case marked in the
subordinate clause (see 1d) (Kornfilt, 2003; Aygen, 2007; Bakirli & Ercan, 2010). In
addition, it is seen that the subjects in Turkish can be marked with accusative case in
subordinate clauses through Exceptional Case Marking (as in 1e) (Aygen, 2002, 2004, 2006;
Kornfilt, 2003):

(1a) Ali-O kitap aldi.

Ali-NOM book-NOM buy-PST.
““Ali bought a book.”’

(1b) Ali-@ kitab-1 aldi.

© 2021 JLERE, Journal of Language Education and Research, 7(2), 426-449
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Ali-NOM book-ACC buy-PST.
““Ali bought the book.”’
(1c) Ben-@ [Ali-O okul-a gitti] sandim.
I-NOM [Ali- NOM school- DAT go- PST] think- PST.
‘I thought that Ali went to the school.””’
(1d) Ben-@ [Ali-nin Kitab-1 aldigini] biliyorum.
I-NOM [Ali- GEN book- ACC buy- PST- 3SG- GEN] know- PST.
‘I know that Ali bought the book.”’
(1e) Ben-@ [Ali-yi okul-a gitti] sandim.
I-NOM [Ali- ACC school- DAT go- PST] think- PST.
‘I thought that Ali went to the school.”
There is also a claim that the tense-aspect-modality features (Aygen, 2004) are

determinative in the assignment of case markers as opposed to the view that agreement is
determinative in the authorization of the subject's case (Kornfilt, 2003).

While nominative case feature of the subject is determined by the agreement between
the head of Tense Phrase (TP) and the subject Determiner Phrase (DP), it is stated that the
case features of the object is assigned by the verb. In other words, the relation between the
head and its complement is established within the Verb Phrase (VP), so it is seen that the
object case varies depending on the verb (see 2a/ b):

(2a) Ben-@ okul-a gidiyorum
I-NOM school- DAT go- PRE.
‘I am going to the school.”’

(2b) Ben-@ okul-u seviyorum.
I-NOM school- ACC like- PRE.
I like the school.”’

In Turkish, it is seen that the subject case is determined with nominative or genitive
case markers while the object case is determined according to the [+DEF] and [-DEF] object
features. In Turkish, which is one of the languages in which Differential Object Marking
(DOM) is seen, object case is affected by the semantic and pragmatic knowledge provided
by the verb (Bossong, 1983; Comrie, 1981; Aissen, 2003). In DOM languages, Bussong
(1983) mentions two kinds of semantic properties on differentiating an object: Animacy,
which is independent from the context, and definiteness, which varies according to
syntagmatic and pragmatic environments. While [HUM]> [+ANI]> [-ANI] scale is
mentioned in term of animacy, personal pronoun>proper name>[+DEF] NP>[-DEF]
NP>>[-SPEC] NP scale is emphasized for definiteness. At this point, it is suggested that
prominence plays an active role in case marking, which suggests that objects in high
prominence are case marked. Moreover, Aissen (2003) suggests that DOM is related to the
phenomenon of object shift. According to this idea, [+DEF] objects can shift in general, but
shifting an [+DEF] object is possible only when it can be interpreted as specific. Therefore,
the [+DEF] and [-DEF] structures take an active role in determining referential object
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features. Furthermore, it is suggested that [+DEF] structures cause less processing cost than
[-DEF] structures (Aissen, 2003). This situation reveals that specificity should be mentioned
in determining the [+DEF] and [-DEF] structures in the object position (Eng, 1991; Klein &
Swart, 2011). For this reason, it is stated that if the object has the feature of specificity, it
should be marked with accusative case, whereas the overt state marking is not observed in
[-SPEC] and [-REF] objects (Eng, 1991; Erguvanli Taylan & Zimmer, 1994; Heusinger &
Kornfilt, 2005). When we look at the examples (3a) and (3c) below, the object in (3a) is [-
DEF] but [+SPEC], therefore, the object is marked with accusative case, but in (3c), the
object is [-DEF] and does not have specificity, so accusative case is not assigned (see 3a /
3c). When we look at the (3b) and (3d) examples, the object in (3b) is accusative case marked
and it is known by the speaker which man is being mentioned. However, in the (3d) example,
it is unlikely to know which ticket is mentioned or for what the ticket is (see 3b / d):

(3a) Ali-O bir kitab-1 al-d1. ([-DEF], [+SPEC])
Ali a book-ACC buy-PAST
““A book is such that Ali bought it.”’

(3b) Zeynep-© adam-1 gor-dii. ([+DEF], [+SPEC]))
Zeynep man-ACC See-PAST
‘‘Zeynep saw the man.”’

(3c) Ali-Q bir kitap-@ al-d1. ([-DEF], [-SPEC])
Ali a book buy-PAST

““Ali bought some book or other.”

(3d) Bilet-@ sat-1yor-lar. ([-REF])
ticket Sell-PRES-(3.PL)
““They are selling ticket.”” (Papadopoulou ve dig, 2011)

Emeksiz (2003) argues that specificity stems from the fact that the verb provides real
and unreal events in the [+DEF] and [-DEF] object situations and that the verb also has
specificity, in other words, the specificity stems from the presumptive referents provided by
the verb. In terms of definiteness, there is no need for presuppositions because it is affected
by the grammatical features. She also opposes the approach where object specificity is
determined by accusative case marking and argues that referential hints in [-DEF] situations
give object specificity in real contexts.

As a result, determination of subject and object case markers are syntactically
different processes. Agreement (Kornfilt, 1997; Kornfilt, 2003; Heusinger & Kornfilt, 2005)
or tense-aspect-modality features (Aygen, 2004) are considered effective in determining the
subject case marker in Turkish. On the other hand, it is seen that the verb is determinative
for the case features of the objects. At this point, Differential Object Marking (DOM) plays
an important role in determining referential object features because DOM allows to
distinguish object in terms of animacy and definiteness. Moreover, definiteness brings
specificity feature which plays a role in [+DEF] case assignment. By this way, it is suggested
that differentiation of subject and overtly case-marked object might be easier.
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As can be seen, case assignment is an important process in terms of evaluation of the
sentence. In this study, it is aimed to explain the meaning of case processing and therefore,
in literature review part, detailed information is given about the case processing and the
factors affecting this process.

Literature review

In the literature, there are many studies examining the effect of case markers on
syntactic and semantic processes (Cho, et al., 2002; Schlesewsky & Frisch, 2005; Mueller,
Hahne, Fujii, & Friederici, 2005; Yang & Bergen, 2007; Mueller, Girgsdies, & Friederici,
2008; Zawiszewski & Friedericia, 2009; Chow, Nevins, & Carreiras, 2018).

Processing of subject and object case markers

In the studies on subject and object processing, it is seen that the Event-Related Brain
Potentials (ERP) method is mostly used. Therefore, brief information should be given about
ERP components before mentioning the studies in the literature. First, ERP is a method
based on measuring the electrical activity produced by the brain against certain stimuli. In
the ERP literature, it is suggested that components such as N400, P600, LAN are related to
language processing. In this case, the N400 component is defined as a component that peaks
in negative polarity 400 ms after stimulus presentation, and the increase in this component
is associated with lexical-semantic matching difficulty (Kutas and Hillyard, 1980a, 1980b)
and morphological and syntactic processing (Bornkessel, McElree, Schlesewsky, &
Friederici, 2004). The P600 component is a component that peaks in positive polarity 600
ms after stimulus presentation and is associated with syntactic processing (Friederici &
Mecklinger, 1996; Hagoort et al., 1993; Hagoort, Wassenaar, & Brown, 2003). The LAN
component is a component that peaks at 250-500 ms post-stimulus interval and associated
with the mismatches between subject and verb (Burkhardt, Fanselow & Schlesewsky, 2007,
Coulson, King & Kutas 1998b; De Vincenzi et. al., 2003; Hagoort & Brown 2000; Roehm
et. al., 2005) and verbal working memory (Kluender & Kutas, 1993; Miinte et. al., 1998).

Schlesewsky and Frisch (2005) examine the process of subject and object case
markers in German using the ERP method. In the first experiment of this study, there are
non-grammatical structures in which both subject and object are used identically as
nominative and dative case marked, and in the second experiment, non-grammatical
structures in which both subject and object are used identically as nominative and accusative
case marked. As a result of the study, it is stated that the N400 pattern, which reflects lexical-
semantic processes, and the P600 pattern that occurs in syntactic disorders are observed in
NOM- NOM and DAT- DAT sentence structures. It was also pointed out that if ungrammatical
case marking is used in the subject and object position, the processing is negatively affected
in both positions, however, it does not make a significant difference in terms of processing
the case markers on the subject and the object.

Mueller et al. (2005), on the other hand, analyses the language processing of native
speakers and second language learners in Japanese, where they include grammatical
structures as well as non-grammatical structures in which the subject and the object are
marked with nominative and accusative case. While the P600 pattern is observed in the
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second language learners participating in the study, both the N400 and the P600 biphasic
pattern are observed in native speakers. This finding reveals that there is a difference in the
processing of case markers between native speakers and second language learners. Second
language learners notice syntactic violations just like native speakers, but they do not show
similar results when compared to native speakers in terms of processing of the semantic
violations. For this reason, Mueller et al. (2008) examine the processing of case markers
regardless of the meaning (semantics) in terms of the second language acquisition process
with a following study. As a result of this study, the participants display the P600-N400
biphasic pattern like native speakers. When the two studies are compared, it is suggested
that not using the semantic input facilitates language processing of second language learners
like native speakers. This result reveals that case marker violations used in subjects and
objects are noticed independently from semantic features. In addition, the effect of positional
differences of case markers is not mentioned in both studies. This shows that case markers
used in ungrammatical structures are affected by the verb and are effective in determining
the positional values of the verb.

Aygiines, Aydin, & Demiralp (2014) examine the relationship between the
agreement and case markers in the embedded clauses in Turkish with the ERP, in which
there are violations in the case marker (* Benim agladim saniyordu ‘S/he thought I cried.”)
and the agreement marker on the verb (* Ben agladin saniyordu ‘S/he thought I cried.”). In
this study, findings are contrary to the arguments made in Diaz et al. (2011). They observed
differences in the processing of the case markers and agreement in both matrix verb and the
embedded verb. While N40QO is seen in the processing of case morphology in the embedded
verb, no such effect is seen in the processing of agreement. In the matrix verb, which
provides more reliable information in the comparison of the two features, the right-
lateralized N400 is seen in the processing of case morphology, while the left-lateralized
N400 is seen in the processing of the agreement. In the study, activation of different neural
sources in the processing of agreement and case markers in Turkish weakens the view that
¢-features authorize the subject case, as standardly assumed in the literature (Kornfilt, 1984;
Brendeomon & Csato, 1986, and others), and favours Aygen's (2002, 2007, 2011) view of
case synchronism and ¢-synchronism being independent from each other.

Bornkessel, McElree, Schlesewsky, & Friederici, (2004) focus on the case violations
in subject-object positions in their study, in which they examine state properties in German
structures with ERP study. In this study, structures in which the phrase structure begins with
nominative or accusative case marked words, N400 response was observed in the structures
where dative case marked words are used in the sentence initial position instead of
nominative case marked words and it has been determined that the processing takes longer.
As aresult, itis claimed that the difference observed between nominative and the dative case
markers is due to the expectation of using the subject in nominative case in German.

In the ERP study on Basque, an ergative language which allows both subject-verb
and object-verb agreement, multiple verb agreement and case system are examined to
determine whether the subject-verb agreement differs between transitive and intransitive
clauses (Chow, et al., 2018). In the study, subject-verb agreement violations are compared
in transitive (there is object-action agreement, subject is ergative) and intransitive (no object-
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verb agreement, subject is absolutive) (Santesteban, Pickering, & Branigan, 2013)
sentences. As a result of the study, it is found that the P600 pattern is observed in both
ergative and absolutive case marked subjects while it has been found that the participants
have difficulty because of early posterior negativity in the structures using absolutive case
marked subject, and that different neurocognitive mechanisms are effective in the processing
of the subject with ergative and absolutive case markers (Chow et al., 2018). It is claimed
that the difference of the findings obtained in this study from Bornkessel, et al. (2004) may
be due to the difference between languages. While the subject is nominative case marked in
German, the subject in Basque is used in ergative case, which is not used in German.
Although the studies show different results, it is seen that the position of the verb is effective
in the processing of the case markers in both studies.

As reviewing the studies on the processing of subject and object case features, it is
observed that different findings are obtained. Contrary to the studies that argue for a
difference in the processing of subject and object case markers (Bornkessel, et al., 2004;
Chow, et al., 2018), there are also studies suggesting that there is no difference (Schlesewsky
& Frisch, 2005; Mueller, et al., 2005; Mueller, et al., 2008). In studies that argue that there
is a difference in the processing of subject and object case markers, it is emphasized that
case markers are syntactically effective in determining the subject and object position and
semantically influencing the processing of the sentence. In studies that argue that there is no
difference in the processing of subject and object case markers, it is argued that case markers
are included in the processing without observing subject-object distinction.

Processing [+DEF] and [-DEF] objects

One of the issues discussed in the processing of object case markers is how this will
affect the processing if the object is [+DEF] and [-DEF].

In Chinese, one of the languages which allows DOM (Bussong, 1983; Aissen, 2003),
Yang & Bergen 2007 examined how scrambled case markers are determined. According to
Aissen, case markers determine the importance degree of the objects used in terms of
specificity and animacy. As a result of the study, the use of case markers in scrambled
objects showing animacy and human characteristics in Chinese is obligatory while case
markers in inanimate objects are optional. On the other hand, different results are obtained
in the examinations made in terms of definiteness. It has been stated that case markers are
mandatory in [-DEF] and [- SPEC] scrambled objects, and that case markers can optionally
be omitted from the sentence in the [+DEF] and [+SPEC] scrambled objects. It is argued
that this difference is since the case-marked words used in the pre-verbal position in Chinese
are specified and they are [-DEF] in the postverbal position. They argue that the words used
in the preverbal position show definiteness regardless of their grammatical task, and the fact
reveals the effect of syntactic processes (Yang & Bergen, 2007).

In another study examining the processing of [+DEF] and [-DEF] object case
markers in Spanish in terms of native speakers and second language learners, similar results
a Mandarin Chinese (Jegerski, 2015). In Spanish, overt case marker —a suffix is used to
distinguish the [+DEF] object from the subject. Also, the clitics la / lo ([+DEF] object) and
le ([-DEF] object) are used to mark the object position in Spanish. As a result of this study,
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it is determined that unlike native speakers, second language learners adhere to the clitics
used in the preverbal position to distinguish the [+ DEF] object. In addition, the participants
are not sensitive to the —a case marking of the [+DEF] object when the lo / la clitics are not
used in the processing. For this reason, it has been suggested that case marking in the second
language does not depend on structural and categorical deficiencies during syntactic
processing, and case marking does not have an effect on the distinction between [+DEF] and
[-DEF] object. Similar results were obtained in another study on Quitefio, a Spanish dialect
(Sufier & Yépez, 1988). The Quitefio dialect allows the position of the object to remain
empty without the need to use any clitic. It is claimed in the study that there is no distinction
between the [+DEF] and the [-DEF] object, and even when clitics are used in the sentence,
no difference is observed in the meaning of the sentence. In short, the [+ DEF] object
distinction is not seen as an important linguistic variable in terms of processing.

Contrary to these studies which argue that there is no difference between the
processing of [+DEF] and [-DEF] objects, it is possible to mention a study arguing that there
is a difference in the processing of [+DEF] and [-DEF] objects. In a study conducted on the
distinction between the [+DEF] and [-DEF] object in Korean, it is observed that second
language learners of Korean prefer the [+DEF] object more than [-DEF] object (Cho, et al.,
2002). This situation shows that similar to the Accessibility Hierarchy Hypothesis (Keenan
& Comrie, 1979a), [+DEF] structures are more accessible than [-DEF] ones.

When we look at the studies focusing on the case of being [+DEF] and [-DEF] of the
object location, it is emphasized that there is no difference between the two cases (Yang &
Bergen, 2007; Jegerski, 2015; Suiier & Yépez, 1988). It is also possible to mention a study
that defends the opposite of these studies (Cho, et al., 2002). For this reason, it is not possible
to talk about a consensus in the studies on the [+DEF] and the [-DEF] object case. Based on
these studies, it can be claimed that the characteristics of the case markers play an important
role in the syntactic and semantic processing.

The aim of this study is to examine the processing of subject and object case markers
in Turkish. Aim of this study is to analyse the subject-verb agreement and the effect of the
information provided by the verb on the object processing and on the determination of the
[+DEF] and [-DEF] object case markers.

Research hypothesis

Hypothesis 1: It is predicted that native speakers will process the object case [+DEF]
structures faster than [-DEF] structures. As demonstrated by the Accessibility Hierarchy
Hypothesis, [+DEF] structures are assumed to be more accessible than [-DEF] ones (Keenan
& Comrie, 1979a). In addition, the fact that it is possible to talk about DOM supports this
prediction (Comrie, 1981; Eng, 1991). Moreover, it is emphasized that the relation the object
establishes with the verb rather than the case markers is effective in the interpretation of the
[-DEF] objects. In other words, it is stated that the locations in which [-DEF] objects can be
found in the sentence are limited because they are unmarked objects and the transportation
of these structures is essentially carried as pied-piping the entire remnant VP (Issever &
Gracanin-Yiiksek, 2011). It is assumed that this limitation of the [-DEF] structures will
increase the processing cost.
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Hypothesis 2: It is predicted that native speakers will process the object case markers
faster than the subject case markers. Object- verb relationship is a more local than the
subject-verb relationship. Except for structural cases, case markers are lexically assigned by
the verb. It is stated that while the structural cases are mapped by certain functional heads
in the derivation, the lexically assigned cases are assigned to its object by verb at the moment
of the first Merger, thus occurring at a shorter distance. (Woolford, 2006). This distinction
between structural and non-structural cases prolongs the processing, as the distance between
processing creates a cost on working memory while processing subject-verb agreement
(Zawiszewski & Friedericia, 2009; Haskell & MacDonald, 2005; Franck, Lassi,
Frauenfelder, & Rizzi, 2006).

Methodology
Context

This study was carried out in Hatay where the first author lived and in Istanbul where
the second author lived.

Participants

There are 23 participants (10 females, 13 males) whose native language is Turkish
in the study. A statistical power analysis is performed for sample size estimation using
G*Power3 (Faul, Erdfelder, Lang, & Buchner, 2007). This study's effect size is 0.797,
considered very close to the large using Cohen's (1988) criteria. With an alpha = .05, power
(1-B) = 0.80, the projected sample size needed is 23 (N = 23) for this simplest within-group
comparison. Thus, our proposed sample size of 23 is adequate for this study's main objective
and allowed for expected attrition and our additional objectives of controlling for possible
subgroup analysis. All participants are university students or university graduate.
Participants are at least high school level and have no neurological or psychological
disorders. All participants are right-handed and have normal or corrected vision. Before
starting the study, all participants signed the informed consent form.

Materials

As the experimental conditions, there are two grammatical conditions in which the
object has [+DEF] and the [-DEF], as well as two conditions in which there are violations
in the object and the subject case (Table 1).

All sentences in the experimental set have SUBJECT-ADVERB OF TIME-OBJECT- VERB
word order. Subjects in sentences are formed from occupational names. Past tense -DI suffix
is used in verbs and all verbs are conjugated by the third person singular. As object case
violation, dative case marker is used where there should normally be a [+ DEF] case marker.
For the subject case, instead of the correct nominative case marker, genitive case is used as
a violation of the subject case. Moreover, fillers are used to both equalize the number
between grammatical and non-grammatical conditions and to equalize the distribution
between structures in the experiment. Grammatical fillers consist of the sentences which
include nominative subject and dative object case marking (Aktor-@ gegen ay filme ¢alisti.
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““Actor-NOM worked on the movie-DAT last month’”) and genitive subject and accusative
object case marking (Aktoriin gecen ay filmi ¢ekildi. ‘‘the movie-ACC of the actor-GEN
was filmed last month’”). Non-grammatical fillers consist of the sentences which include
nominative subject and the object case marking (*Aktor-@ gegen ay film-@ galisti. “’actor-
NOM worked on a movie-NOM last month’’) and nominative subject and accusative object
case marking (*Aktor-@ gegen ay filmi gekildi. ‘“The actor- NOM movie-ACC was shot last
month.””). The purpose of using these fillers is to prevent participants from gaining an
advantage in the analysis of the sentence in favour of a condition and to make it possible to
decide on the grammaticality of the sentence only by seeing the verb. Fillers are not included
in the analysis process.

In the study, a repair test is conducted with 26 participants to determine whether the
conditions about object case violation and subject case violation includes a mismatch in the
relevant categories. As a result of the analysis, it is seen that there is a significant difference
between the conditions, X? (25) = 13080,908, p <.001. In the object case violation, it is
observed that 94.5% of the participants change the case feature of the object position, 2.9%
of the participants change the verb at a rate of 2.2% and the remaining participants use the
other forms of repair. Therefore, in the object case violation condition, it is seen that a
reinterpretation is made in the object case by the participant. In subject case violation, it is
seen that 73.6% of the participants repair the sentence by changing the subject’s case feature
and 12.7% of the participants change both the case feature of the subject and the action while
the remaining participants apply other forms of repair or interpret the sentence
grammatically. Therefore, in the subject case violation condition, it is seen that the
participants associate the relevant mismatch significantly with the subject case.

Table 1. Examples of Sentences in the Experiment

Conditions Example sentences N

Grammatical 1 Aktor-0 gecen ay film-@ seyretti. 30
Actor-NOM last month a movie-NOM watched.

““Actor watched a movie last month.”’

Grammatical 2 Aktor-@ gegen ay filmi seyretti. 30
Actor-NOM last month the movie-ACC watched.

““Actor watched the movie last month.”’

Object case violation * Aktor-@ gegen ay filme seyretti. 30
* Actor-NOM last month to movie-DAT watched.

““Actor watched to movie last month.”’

Subject case violation * Aktoriin gegen ay filmi seyretti. 30
* Actor-GEN last month the movie-ACC watched.

““Actor’s watched the movie last month.”’

Data collection procedures

Before starting the study, an application is made to the Istanbul University Social
Sciences Ethics Committee and all procedures followed were in accordance with the ethical
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standards of the responsible committee on human experimentation (Istanbul University
Social and Humanities Research Ethics Committee) and with the Helsinki Declaration of
1975, as revised in 2000 (The committee approval is received on 19/06/2020- issue: 68637).
As a result of the examination, it is unanimously decided that there is no ethical problem in
the study. Moreover, informed consent was obtained from all patients for being included in
the study.

The Self -Paced Reading task is used in the study. In the Self -Paced Reading task,
the participants are asked to silently read the sentences presented as words on the computer
screen as soon as possible, and then they are asked to evaluate the grammaticality of the
sentences with the end each sentence. How long the words stay on the screen is under the
control of the participant and they must press the space bar to see each word. The
experiments last 30-40 minutes for each participant, including breaks. The response times
of the participants to each word, and their responses regarding the evaluation of the
grammaticality of the sentence are recorded.

The research is conducted in a quiet environment. Before starting the research, an
exercise consists of 15 sentences is made for the participants to have information about the
research. 240 sentences including the fillers are presented to the participants in 6 sections in
random order. There are 5-10-minutes breaks between each section.

Statistical analysis

Statistical analysis is made on average reading time responses for subject, object and
verb areas. However, the processing difference is expected to occur in the area where the
verb is presented. In the analyses, the response times of the participants to 30 stimuli
presented for each condition are averaged and then we compute a repeated-measures
ANOVA. In the study, two statistical analyses are performed regarding the reaction times.
In the first analysis, CONDITION (2 Level: [+DEF] objects, [-DEF] objects) is included
within subject factors in the repeated measures ANOVA applied to determine the effect of
the object being [+ DEF]. In the study, a second statistic is applied to determine whether
there is a difference in the processing of object agreement and subject agreement. In this
second statistic, there is CONDITION (3 Level: grammatical, object-case violations,
subject-case violations) within subject factors. In addition to this statistical analysis on
reaction times, ANOVA is also applied on the correct response numbers given by the
participants for each of the relevant factors.

In the statistical analysis, if the degree of freedom is more than one, Greenhouse-
Geisser (Greenhouse-Geisser, 1959) correction is applied. In case of significant difference
in the main effect created by the conditions, pair-wise comparisons are made to determine
the source of the difference. Bonferroni correction (Bonferroni, 1936) is applied to p values
in pair-wise comparisons. SPSS 24 software is used for statistical analysis.

Results

Reaction times related to the first analysis: Object being [+DEF], [-DEF]
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In the first experiment, it is aimed whether there is a processing difference in the
processing of two grammatical sentences containing [+DEF] and [-DEF] objects, and within
this framework, participants' reading rates of subject-object-verb in the sentence are
determined and compared. In other words, this analysis examines whether there is a
difference in the form of the following two sentences in terms of in terms of the object being
[+ DEF]:

Table 2. Examples of sentences included in the first analysis

Conditions Example sentences N

Grammatical 1 Aktor-0 gecen ay film-@ seyretti. 30
Actor-NOM last month a movie-NOM watched.

““Actor watched a movie last month.”’

Grammatical 2 Aktor-0 gecen ay filmi seyretti. 30
Actor-NOM last month the movie-ACC watched.

““Actor watched the movie last month.”’

Reaction times related to subject position

When the reading times of the subjects are examined, there is no statistically
significant difference in sentence forms in which the object is [+DEF] and [-DEF], F (1,22)
= 3.969, MSE = 31.788, p> .05, np? = .153. In other words, it is seen that the participants
process the subjects of the sentences in the two conditions for a similar time and there is no
significant difference between them.

Reaction times related to object position

When the reading times of the objects are examined, there is a statistically significant
difference in the sentence forms in which the object is [+DEF] and [-DEF], F (1,22) = 8.703,
MSE = 6.614, p <.01, np? = .283. When pair-wise comparisons are considered, it is seen
that reading times of [-DEF] structures are longer than [+DEF] structures. In other words,
processing of [-DEF] structures create more cognitive cost (Figure 1).

Figure 1. Reaction Times About the Object
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Reaction times related to the verb position

When the reading times of the verbs, which are the main critical area, are examined,
there is a statistically significant difference in sentence forms in which the object is [+DEF]
and [-DEF], F (1,22) = 41.534, MSE = 75.188, p <.001, zp? = .654. When looking at
pairwise comparisons, it is seen that the reading times of [-DEF] structures are longer than
the [+DEF] structures as in the object position (Figure 2).

Figure 2. Reaction Times About the Verb
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Reaction times related to the number of correct answers

It appears that there is a significant difference between the two conditions in terms
of the number of correct answers, F (1,22) = 15.428, MSE = 3.113, p = .001, np? = .412.
When looking at pair-wise comparisons, it is seen that the response is less accurate when
the object is [-DEF] (M = 26.217, Std Err = .522) according to the condition that the object
is [+DEF] (M = 28.261, Std Err = .253).

Reaction times related to the second analysis: Processing of case features of subject
position and object position

In the second analysis, it is fundamentally questioned whether there is a difference
between the processing of the subject case and the processing of the object case. In this
framework, the subject, object and verb fields in the following sentence structures are
analysed.

Table 3. Examples of sentences in the second analysis

Conditions Example Sentences N

Grammatical Aktor-@ gecen ay filmi seyretti. 30
Actor-NOM last month the movie-ACC watched.

““Actor watched the movie last month.”’

Object case violation *Aktor-@ gecen ay filme seyretti. 30
Actor-NOM last month to movie-DAT watched.

““Actor watched to movie last month.”’

Subject case violation * Aktoriin gegen ay filmi seyretti. 30
Actor-GEN last month the movie-ACC watched .

““Actor’s watched the movie last month.”’
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Reaction times related to subject position

When the reading times of the subjects are examined, there is no statistically
significant difference between the grammatical conditions, including the violations of the
object case and the subject case, F (1.214,26.706) = 0.651, MSE = 26.641, p> .05, yp’*=
.029. In other words, it is seen that the participants process the subjects of the sentences in
the three conditions for similar periods and genitive case on the subject does not create a
processing difference.

Reaction times related to object position

Considering the reading times of the object position, there is a statistically significant
difference between the three conditions, F (1.395,30.694) = 5.222, MSE = 3.358, p <.05,
np? = .192. However, when the pair-wise comparisons are examined, it is seen that there is
no significant difference between grammatical condition and object case violations (p> .05),
grammatical condition and subject case violations (p> .05), object case violations and
subject case violations (p> .05). In other words, it is seen that the participants process the
objects of the sentences in the three conditions at similar times, and there is no meaningful
differentiation reflected in their pair-wise comparison.

Reaction times related to verb position

Considering the reading times of the verb position, there is a statistically significant
difference between the three conditions, F (1.965,35.008) = 19.467, MSE = 38.277, p <.001,
np? = .469. When the pair-wise comparisons are examined, it is seen that there is a
significant difference between grammatical condition and object case violations (p <.05),
grammatical condition and subject case violations (p <.001), object case violations and
subject case violations (p <.01). Looking at the average durations, it is seen that grammatical
structures are processed the fastest, while the violation in the subject case is the structure
that requires the longest time (Figure 3).

Figure 3. Reaction times regarding the verb
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In summary, in the second experiment, it is observed that a pattern in the form of
subject- case violations > object- case violations > grammatical structures in terms of the
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length of the reading period in the verb field that constitutes the critical word of the study.
In other words, it is seen that subject case violations create more cognitive cost than both
object case violations and grammatical condition while object case violations create more
cognitive cost than grammatical condition.

Reaction times related to the number of correct answers

It appears that there is a significant difference between the three conditions in terms
of the number of correct answers, F (2.44) = 6.714, MSE = 1.997, p <.01, 5p? = .234.
Considering the pair-wise comparisons, significant differentiation occurs between object
case violations (M = 28.913, Std Err = .320) and subject case violations (M = 27.319, Std
Err = .452) (p <.01) and participants respond to the subject case violations condition with
lower accuracy. On the other hand, it is seen that both object case violations and subject case
violations do not differ (p> .05) from the grammatical condition (M = 28.261, Std Err =
.253).

Discussion

Discussion on the first analysis: The processing effect of the object being [+DEF] and
[-DEF]

In the literature, there are also studies that indicate that there is no difference between
the two structures (Sufier & Yépez, 1988; Yang & Bergen, 2007; Jegerski, 2015), in contrast
to the study that suggests difference between the processing of [+DEF] and [-DEF] object
case (Cho et al., 2002) is available. In a study on Korean (Cho, et al., 2002), participants
defined [+DEF] structures as more noticeable, while in studies on Spanish (Jegerski, 2015),
Chinese (Yang & Bergen, 2007), and Quiteno (Sufier & Yépez, 1988), it is suggested that
definiteness can be achieved through verbal information, clitics or without any signs.

In DOM languages, it is suggested that case features give the object a quality in terms
of definiteness and specificity, and the [+DEF] case marker are used to distinguish subject
and object from each other (Heusinger & Kornfilt, 2005; von Heusinger & Kornfilt, 2017).
Similarly, the study conducted on Korean shows that the participants prefer to use the
[+DEF] object more than [-DEF] object (Cho et al., 2002). Ozge, Kiintay, and Snedeker
(2019) in the study in which they evaluated [-DEF] object in terms of syntactic and semantic
processes, it is claimed that some elements in the sentence preserve their position within the
sentence for semantic, grammatical or syntactic reasons even though Turkish is a language
with scrambling, and [-DEF] object should be in the position just before the verb. It is added
that the noun case suffixes give certainty to the words and so, [+DEF] object can be used in
different positions in the sentence (Gronbech, 1995).

On the other hand, it is seen that the findings of the first experiment differed with
studies on Mandarin Chinese (Yang & Bergen, 2007) and Spanish (Sufier & Yépez, 1988;
Jegerski, 2015). In the study conducted on Mandarin Chinese, it is claimed that the feature
of definiteness is influenced by the [+ANI] and [-ANI] features and that animacy rather than
definiteness is determinative on the object situation. In other words, it is stated that the object
with the [+ANI] feature enables an idea about who is mentioned, but it is difficult to process
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because [-ANI] object does not refer to something definite (Yang & Bergen, 2007).
Similarly, in the study on the second language acquisition of Spanish, it is stated that there
IS no separation between the [+DEF] and [-DEF] object in the processing (Sufier & Yépez,
1988; Jegerski, 2015).

The findings of the first analysis show that both the object position and verb position
[-DEF] structures have longer reading times compared to [+DEF] structures, in other words,
they create a higher processing cost. The fact that the difference in processing is seen not
only in the field of verb but also in the field where the objects are presented may be due to
the non-specificity of [-DEF] objects and the consequence of the fact that they are always
VP-internal (even though the entire VP may undergo movement) (Issever & Gracanin-
Yiiksek, 2011). However, according to Issever & Gracanin-Yiiksek, this pied-piping does
not involve the verb because by the time the VP movement happens, the VP contains only
the [-DEF] object, after the verb has vacated it on the way to T°. In other words, discrete
processing of [-DEF] objects due to the pseudo-incorporation with verb increases the
processing cost. Furthermore, they suggest the fact that [+DEF] objects are interpreted as
[+SPEC] is not because of accusative case marking. Rather, it is because overt case marking
(accusative case) makes it possible for the object to move out the VVP. In short, object case
marking allows constituents to move individually instead of pied-piping the whole VP
phrase, as assumed for [-DEF] objects in Issever & Gracanin Yiiksek (2011). Overall, this
situation causes [+SPEC] reading for [+DEF] objects. In this research, we can suggest the
same processing features when we look at the findings. The findings imply that [-DEF]
objects and their case-marked counterparts, when they are immediately preverbal, do not in
fact occupy the same position, and we could assume that this causes the extra processing
cost for [-DEF] objects: [-DEF] objects seem to be internal to the VP, while case-marked
objects are not (Cagr1, 2005, 2009; Issever, 2008) for further reading). If we assume that
accusative case is assigned under sPEC-HEAD relation with v° (issever & Gracanin-Yiiksek,
2011), then this implies that [+DEF] objects are assigned accusative case in a local fashion
with v°, on the other hand, [-DEF] objects are always VVP-internal and they lack the higher
functional structure to bear overt case morphology, namely the DP and the KP layers (Arslan
Kechriotis, 2006; Erguvanli, 1984; Oztiirk, 2005, 2009). For this reason, Issever and
Gracanin-Yiiksek’s findings and the arguments made therein might be a good explanation
for the [+DEF] and [-DEF] object processing differences.

The reflection of the processing difference starting at the object position in the verb
field might be caused by the relationship between the object position and the verb position
in terms of assignment of the object case. Therefore, it can be thought that the processing
difference, which starts with the formal analysis of the [+ DEF] structures in the object field,
continues in the verb field, and this might be due to the fact that verb plays a fundamental
role in the authorization of the case features of the object. In other words, it is seen that the
information provided by verb affects the use of object case features (Klein & de Swart,
2011). Emeksiz (2003) argues that specificity in cases of [+ DEF] object stems from
presupposition referrals provided by verb. Similarly, von Heusinger and Kornfilt (2017)
reported in their studies on Turkish and related languages that case markers used in [+DEF]
structures are related to specificity. Specificity provided by [+DEF] situation gives [+SPEC]
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and distinctive information in contrast to the general information provided by [-DEF] case.
Therefore, specificity might have a facilitating effect on the processing as it might be seen
in this study.

Discussion on the second analysis: The processing of subject and object case markers

As a result of the second analysis in the processing of subject and object case, it is
seen that there is no difference between the conditions in the processing of subject and object
positions. Therefore, non-grammatical situations in the subject and object position do not
affect the participants' processing, which might show us that case features do not affect the
processing. Normally, nominative case used in the subject case is a feature that is expected
to be observed in the subject in Turkish, and therefore the participants tend to expect the
first element of the sentence in nominative case. On the other hand, genitive case is used to
express the subject of the subordinate clause in Turkish and is considered as a category that
fulfils the nominal function (Kornfilt, 2003; Aygen, 2007; Karatas, 2019). However, in this
study, we can see that using different case features does not affect the processing. It is seen
that this multiprobability does not make a difference in terms of processing. Like in subject
position, object case violation does not affect the processing and the participants might not
take case violations into consideration. Therefore, we might assume that subject and object
stand in the same domain and the participants might take into consideration just the word.
At this point, it is possible to mention subject-object symmetry in Turkish. Likely, Oztiirk
(2005) suggests that when the verb moves to a higher position like T, all arguments count
as equidistant to verb, which means that all arguments have an equivalent relation to the
verb because any argument can move to Spec of TP once verb moves to T. Moreover, Kayne
(1994) proposes linear ordering among the segments of the same category. For this reason,
we can see that subject and object positions are equidistant from each other and therefore,
processing difference might not be the case in this study.

When the reading times of the verb position are examined, it is seen that there is a
statistically significant difference between the three conditions, and when the pairwise
comparisons are examined, there is a significant difference between the grammatical
condition and the object case violation, the grammatical condition and the subject case
violation, and the object case violation and the subject case violation. In terms of the length
of the reading period in the verb, it is seen that subject case violation creates more cognitive
cost than both object case violation and grammatical condition, while object case violation
creates more cognitive cost than grammatical condition. These findings might show that the
verb is important in the processing of case features and both object case and subject case are
determined in this field.

Looking at the average durations, it is seen that while grammatical structures are
processed in the fastest way, structures containing violations in subject case require the
longest time; in other words, when participants do not see the subject-verb agreement, they
need more processing time about the syntactic and semantic order of the sentence (Kutas
and Hillyard, 1983; Spencer & Zwicky, 1998; Carreiras et al., 2015). In terms of the length
of reading time in the field of verb, it is seen that object case violations create more cognitive
cost than grammatical condition, whereas object case violations have a lower reading time
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than subject case violations, in other words, it does not create a cognitive cost as much as
subject case violations. Thus, besides processing subject-verb non-agreement, a speaker
might also have to process the non-matching subject case. To say, while subject case
violation causes two violations, object case violation is just one violation. Similarly, Karatas
(2019) observes that the processing of genitive case takes longer than the other case markers
(nominative, accusative and dative) in the ERP study on the processing of Turkish case
features in the mother tongue and the second language and adds that genitive case is not an
argument of the verb. She suggests that participants make use of the lexical and syntactic
processing of the verb when deciding on non-grammatical case features.

In the study, there are some syntactic possible reasons why the subject case creates
more processing cost than the object case. The nature of the relationship between subject-
verb and object-verb seems to be one of the reasons for this difference. In subject-verb
agreement, there is a pairing relationship between a subject determiner phrase (DP) which
has [+PER] and [+NUM] properties, but has the [-CASE] feature, and T° head, which has
[+CASE] (NOM) feature but has [-PER] and [-NUM] features. On the other hand, the
relation between object-verb and the verb is also the result of agreement between the
functional head V° of verb phrase (VP) and NP, so that VV° assigns [+CASE] feature (ACC)
to NP. Therefore, it can be thought that in the subject-verb agreement there is a need to
match @—features between the subject and the verb, which is raised to T°, and this may result
in a higher processing cost.

Another possible reason why the subject case creates more processing costs than the
object case can be that there is an asymmetry in the repair processes of the conditions
including subject violations and object violations in experimental conditions. In other words,
while non-grammaticalness is noticed in the processing of (4a) while creating VP, there is a
more complicated process to recognize the grammaticality in (4b). Because a noun phrase
must either have a possessive structure (aktor-iin evi ‘‘actor’s house’’) or a genitive case
must be mapped to the relevant unit by a nominalized N (head of the noun phrase) in order
to assign a genitive case (Ali [aktor-iin filme git-ti-g-in]-i santyor. ‘“Ali thinks that the actor
went to the movie.”’) (Pesetsky & Torrego, 2011). Since these two possibilities are out of
question for the structure (4b), the sentence is not grammatical. However, in contrast to the
violations in the object case, the violation in the subject case requires more possibilities to
be checked, such as the subject being in the possessive structure and in the subject position
of the embedded clause. As it is referred in the previous section, subject case violation might
cause two different violations and as it is seen here, subject case violation might cause
different expectations in term of speakers. Therefore, it is possible that both the more
possibilities to be checked and that these checks are not made within a limited area such as
verb phrase (VP) and extend to tense phrase (TP) cause processing cost.

(4a) *Aktor gecen ay filme seyretti.
Actor- NOM last month movie-DAT watch-PST.
““Actor watched to movie last month.”’
(4b) *Aktoriin gegen ay filmi seyretti.
Actor- GEN last month movie-ACC watch-PST.
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““Actor’s watched the movie last month.”’

Another possible reason for the difference between object case marking and subject
case marking might be because of feature inheritance approach (Richards, 2007). According
to this approach, subject case marking takes place between the spec of TP and T° which
mediated by phase head C because Chomsky (2005) proposes tense and agreement features
related with inflectional system are not property of T; instead, they belong to phase head C.
Moreover, object case marking occurs between verb head and object in complement position
of the verb phrase (VP). In other words, it is seen that internal VP processing (object-verb
agreement) is faster than external VP processing (subject-verb agreement). In internal VP
processing, there are accusative case assigning functional head V° and its complement while
it is seen that external VP processing extends until TP through C. In this case, the
relationship between verb and object is within local merge, whereas the relation between T
and subject is mediated by C (Richards, 2007). Therefore, the greater structural distance
might cause the working memory to be loaded more as it can be seen in his study.

Conclusion

In terms of syntactic processes, it is stated that case features play an active role in
the language processing (Cho et al., 2002; Schlesewsky & Frisch, 2005; Mueller et al., 2005;
Yang & Bergen., 2007; Mueller et al., 2008; Zawiszewski & Friederici, 2009; Aygiines,
2013; Aygiines, et al., 2014; Chow et al., 2018). In this study, it is aimed to examine
processing of subject and object case features and the cognitive effect of object being [+
DEF] with Self- Paced Reading Study.

In the literature, there are studies that indicate that there is no difference between the
two structures (Sufier & Yépez, 1988; Yang & Bergen, 2007; Jegerski, 2015), whereas there
are also study suggesting difference between the processing of [+DEF] and [-DEF] object
case (Cho et al., 2002) is available. Looking at the processing process of [+ DEF] objects in
this study, it is seen that the processing of [-DEF] objects create a greater processing cost,
which is consistent with the Differential Case Marking. In DOM languages, case features
add quality to the object in terms of definiteness, and [+DEF] structures cause less
processing cost compared to [-DEF] structures (Aissen, 2003). More definiteness of the
[+DEF] structures (von Heusinger & Kornfilt, 2005; von Heusinger & Kornfilt, 2017)) and
[+ SPEC] of these structures (Emeksiz, 2003) provides more clues in terms of processing
and facilitate processing. In addition to this, it is possible that [-DEF] objects cannot act
independently of the verb and these structures are in a position within VP (Issever &
Gracanin-Yiiksek, 2011). The findings of the first analysis also show that both in the object
position and verb position, [-DEF] structures have longer reading times compared to [+DEF]
structures, in other words, they create a higher processing cost. The reflection of the
processing difference starting at the object position in the verb field may be caused by the
relationship between the object position and the verb position in terms of assignment of the
object case. In other words, it is seen that the information provided by verb affects the use
of object case features (Klein & de Swart, 2011).

As a result of the second analysis in the processing of subject and object case, it is
seen that there is no difference between the conditions in the processing of subject and object
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positions. Therefore, we might assume that non-grammatical situations in the subject and
object position do not affect the participants' processing. Even if different case features are
used, the participants might not focus on the case in the study. Rather, they might focus on
just the word and its relationship with the verb. Moreover, there are two possible
interpretations on the first member of the subject case violations condition, NP (Aktor-iin
““Of actor/ actor’s’’), such as being the subject of embedded sentence or the demonstrative
position of a possessive phrase at this stage. It is seen that this multiprobability in terms of
processing does not make a difference in terms of processing. Like in subject position, object
case violation does not affect the processing. Therefore, we can also mention about another
possibility which the participants might process the subject and object equidistant. Oztiirk
(2005) emphasizes that the subject remains in-situ within Specs of vP unless it needs to
impose scope properties and the object also raises to adjoin to one of the Specs of vP to
check its case feature in a local relation, which might suggest the any type of operation will
see those two positions equidistant from each other.

In the second experiment, it is seen that subject case violation creates more cognitive
cost than both object case violation and grammatical condition, while object case violation
creates more cognitive cost than grammatical condition in terms of the length of the reading
period in the verb. In other words, the participants might need more processing time about
the syntactic and semantic order of the sentence when they do not see the subject-verb
agreement, (Kutas and Hillyard, 1983; Spencer & Zwicky, 1998; Carreiras et al., 2015).
Thus, the participants might also have to process the non-matching subject case besides
processing subject- verb non-agreement. These findings might also suggest that the verb is
important in the processing of case features and both object case and subject case are
determined in this field. In the study, there are some syntactic possible reasons why the
subject case creates more processing cost than the object case. The processing of the object
case in VP and the short distance between the complement and the head; the realization of
the subject case feature in TP and the fact that the structural distance between the two
elements is long, and the need for some additional operations such as the matching of the
agreement features between the subject and verb morpheme are considered as possible
reasons under this difference (Pesetsky & Torrego, 2011; Richards, 2007).

Suggestions for Practice

It does not seem possible to determine exactly which or which of the possibilities
including more space in the working memory, locality, pseudo-incorporation between verb-
object, lexical determination that can underlie the difference of the case assignment
processes are effective in the experimental design of this study. Therefore, the development
of the issue with new experiment sets to test these sub-explanations will contribute to the
literature.
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