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ABSTRACT

Keywords:

This study investigates the current state of teaching Turkish as a second language (TSL) in primary
schools and analyzes the linguistic, personal, social, and academic needs of bilingual students. Utilizing
a convergent parallel mixed methods design, qualitative data were collected through observations,
student products, researcher diaries, and semi-structured interviews with students, teachers, and field
experts. Quantitative data were obtained via the “Scale for Determining the Language Skills of Foreign
Primary School Students,” developed by the researchers. Findings revealed that students experience
difficulties across all Turkish language skill areas, with prominent needs in narration (speaking and
writing) and comprehension (listening and reading). Deficiencies were also identified in communication,
social integration, grammar, and vocabulary. Moreover, instructional practices often lack alignment with
students’ proficiency levels, and most teachers have received no formal training in TSL pedagogy. The
results emphasize the necessity of a systematic, multidimensional needs analysis based on CEFR
standards, and highlight the study’s contribution through a validated measurement tool and implications
for inclusive curriculum development.

Bilingualism, Language needs analysis, Primary school students, Teaching Turkish as a second
language

Iki dilli ilkokul 6grencilerinin ikinci dil olarak Tiirkce 6grenimine

0z

Anahtar
Sozciikler:

yonelik ¢cok boyutlu ihtiyag¢ analizi

Bu ¢alismanin amaci, ilkokullarda Tiirk¢enin ikinci dil olarak 6gretiminin mevcut durumunu incelemek
ve iki dilli ilkokul &grencilerinin dilsel, kigisel, sosyal ve akademik ihtiyaglarini analiz etmektir.
Yakinsayan paralel karma yontem deseniyle yiiriitiilen arastirmada, nitel veriler gézlemler, 6grenci
triinleri, aragtirmaci gilinlikkleri ile Ogrenciler, 6gretmenler ve alan uzmanlariyla yapilan yari
yapilandirilmig goriismeler araciligiyla toplanmistir. Nicel veriler ise arastirmacilar tarafindan
gelistirilen “Yabanci Uyruklu Ilkokul Ogrencilerinin Dil Becerilerini Belirleme Olgegi” ile elde
edilmistir. Bulgular, 6grencilerin Tiirk¢e dil becerilerinin tiim alanlarinda zorluk yasadigini; &zellikle
anlatma (konusma ve yazma) ile anlama (dinleme ve okuma) becerilerinde belirgin ihtiyaglar oldugunu
ortaya koymustur. Ayrica iletigim, toplumsal uyum, dilbilgisi ve kelime dagarcig1 (sdzvarligi) gibi dil
becerilerinde de yetersizlikler tespit edilmistir. Ogretim uygulamalarmin gogunlukla grencilerin
yeterlik diizeyleriyle uyumsuz oldugu ve dgretmenlerin bilyiik bir kisminin ikinci dil olarak Tiirkge
pedagojisi konusunda herhangi bir resmi egitim almadig1 belirlenmistir. Sonuglar, CEFR standartlarina
dayali sistematik ve ¢ok boyutlu bir ihtiyag¢ analizinin gerekliligini vurgulamakta; gecerli bir 6l¢me araci
ile kapsayict miifredat gelistirme konusunda ¢alismanin katki sundugunu gostermektedir.

Dil ihtiyag¢ analizi, Iki dillilik, Ikinci dil olarak T tirkge ogretimi, Tikokul ogrencileri
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INTRODUCTION

Bilingualism is increasingly recognized worldwide, with a growing body of research underscoring its
significance. Although the concept has long been debated and defined in various ways, it is commonly
understood as the ability to use two languages effectively (Grosjean, 2006). These languages often
include an individual’s native tongue and the dominant language of the host country (Luchtenberg,
2002). Beyond its linguistic dimension, bilingualism also functions as a vehicle for cultural identity
formation and social integration (Garcia & Wei, 2018). This prompts a key inquiry: regarding the
conditions under which an individual may be classified as bilingual?

Despite the diversity in its definitions, bilingualism is commonly conceptualized as effective
communication in two languages within social contexts. These often consist of one’s native language
and the societal language of a host or asylum country (Luchtenberg, 2002). Crucially, bilingualism
extends beyond linguistic competence; it also contributes to shaping one’s cultural identity and
enhancing social integration (Garcia & Wei, 2018). Therefore, defining the specific criteria for
bilingualism remains a central concern in the literature.

Traditional views on bilingualism were shaped by Bloomfield’s (1933) definition, which required
native-like proficiency in both languages to qualify as bilingual (Bloomfield, as cited in Romaine, 1999).
This approach emphasized linguistic competence. However, over time, the focus shifted toward the
context in which languages are used, highlighting the functionality of bilingualism. Cummins (2000),
adopting a contextual perspective, argues that perfect mastery of both languages is not essential; what
matters is how the two languages interact to form a coherent linguistic system.

As bilingualism began to be viewed as a cognitive and mental skill (Bialystok, 2001; Cummins, 2000),
its benefits became more apparent. Studies have shown that bilingual individuals tend to exhibit greater
cognitive flexibility, stronger working memory, higher metalinguistic awareness, and enhanced
problem-solving and multitasking abilities compared to monolinguals (Antoniou, 2019; Bialystok,
2001; Bialystok & Martin, 2004; Bialystok et al., 2012). However, more recent research suggests that
these cognitive advantages may be modest, task-dependent, and influenced by contextual factors
(Grundy, 2020).

The social dimension of bilingualism is equally important. Research adopting social and cultural
perspectives emphasizes the extent to which the second language fulfills social and cultural needs. This
viewpoint underscores communicative competence. Skutnabb-Kangas (1981) argued that both
languages should play meaningful roles in identity, culture, and community. Similarly, Romaine (1999)
highlighted the influence of native and societal languages, as well as the communicative strategies used
with children. Recent studies by Norton & Toohey (2011) and Creese & Blackledge (2015) demonstrate
that language learning is shaped not only by individual factors but also by social power dynamics and
identity structures. From this perspective, fostering a sense of belonging among bilingual students is as
crucial as supporting their linguistic development.

In Tirkiye, bilingualism has gained prominence due to increased migration, particularly since 2011. The
integration of refugee and migrant students into the education system has emerged as a pressing issue
(Cerna, 2019; Dryden-Peterson, 2016; Kirmiz1 et al., 2023). In this context, bilingualism often refers to
students who, lacking formal education in their native languages (Cerna, 2019), attempt to learn Turkish
both as a medium of communication and instruction. As the number of Syrian, Iragi, Afghan, and
African migrants and refugees continues to rise, efforts to teach Turkish have expanded significantly.

In recent years, there has been a shift from teaching Turkish as a foreign language—primarily to adults
in Public Education Centers and Turkish Teaching Centers (TOMER) toward more inclusive approaches
such as teaching Turkish as a second language (TSL). This study frames TSL within the context of
societal language instruction in primary schools affiliated with the Ministry of National Education.
These institutions serve bilingual students who have migrated to or sought asylum in Tiirkiye for
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compulsory reasons.

Educational policies for bilingual students are informed by diverse models both in Tiirkiye and
internationally. These models reflect broader migration policies, language ideologies, and attitudes
toward cultural diversity (Garcia & Wei, 2018). A global debate persists over whether newly arrived
students should be educated through an immersion model in transitional classes or via a submersion
model, where instruction occurs directly in the societal language within mainstream classrooms (Taylor
& Sidhu, 2012). The immersion model, commonly implemented in European countries, aims to promote
strong bilingual proficiency, supporting both academic and linguistic development while fostering
cognitive flexibility over the long term (Thomas & Collier, 2002).

In Tiirkiye, both submersion and immersion models are practiced. In the submersion model, students
receive second language instruction directly in Turkish within mainstream schools. The immersion
model involves instruction through transitional programs, language courses, and specialized projects.
One notable initiative is the “Project for Supporting Inclusive Education for Kids in the Turkish
Education System” (PIKTES) (Turan & Solak, 2023). While most students in PIKTES provinces attend
separate classes composed of bilingual peers, many are integrated into mixed classrooms with Turkish
students. To further support bilingual students, the Ministry of National Education has implemented
several programs, including the Compensatory Education Program (IYEP), adaptation classes, Turkish
language courses through Public Education Centers, and in-school support classes. Although many
bilingual students, primarily Syrians may eventually return to their home countries, as of the 20242025
academic year, 433,304 bilingual students are enrolled in primary schools (Directorate General for
Lifelong Learning, 2024).

Research indicates that bilingual students in Turkish primary schools face substantial challenges in
listening, reading, writing, and speaking (Kirmizi et al., 2023; Turan & Solak, 2023). These language-
related difficulties adversely affect both their academic achievement and social communication
(Cummins, 2000). Furthermore, these challenges hinder school adaptation and may lead to behavioral
issues (Kirmiz1 et al., 2023; Ozer, 2023). Language barriers often contribute to academic and social
exclusion (Block, 2007; Cummins, 2000).

The literature reflects an expanding body of research that seeks to identify the challenges in teaching
Turkish to bilingual students and to propose effective strategies. However, many of these studies are
limited in scope, often focusing on specific groups such as Syrians or framing the issue within the
domain of foreign language instruction. Yet, teaching Turkish as a second language (TSL) entails
distinct pedagogical and linguistic dimensions, necessitating updated evaluative frameworks. This study
contends that addressing the issue within the framework of second language acquisition for migrant and
refugee students can make a substantial contribution to the field.

Effective second language instruction requires a systematic needs analysis to identify learner
requirements (Derwing & Munro, 2005; Tollefson & Tsui, 2018). Researchers emphasize the
importance of multidimensional needs analysis in capturing the complex learning processes of bilingual
students (Long, 2005; West, 2022). This study follows established scientific procedures for program
development and categorizes student needs according to the framework proposed by Coleman and
Goldenberg (2010), which encompasses linguistic, academic, socio-emotional, and cultural domains (as
cited in Durmus & Okur, 2013). Accordingly, the needs analyses conducted in this study are
multidimensional, evidence-based, and aligned with curriculum development principles.

Although numerous studies have explored the linguistic needs of bilingual students, many have relied
on the perspectives of a limited range of stakeholders and have not adequately addressed student profiles
across different educational levels. This study adopts a multidimensional approach to fill that gap by
identifying the Turkish language needs of primary school students in grades one through four, based on
insights from students, classroom teachers, and subject-matter experts. The needs analyses were shared
and evaluated in a scientific workshop attended by experts from various universities—specializing in
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Primary Education, Turkish Language Teaching, and Curriculum Development—as well as scholars
from TOMER. These analyses formed the foundation of the author’s doctoral dissertation and served as
a scientific basis for designing an original Turkish language teaching program. The dataset includes a
diverse student population, varying in nationality, grade level, Turkish proficiency, and instructional
model (immersion or submersion). In this regard, the study offers a more inclusive and needs-based
framework for teaching Turkish to bilingual students.

The research was conducted across a broad geographic area and involved a heterogeneous sample in
terms of nationality, academic level, and Turkish language proficiency. It incorporated both immersion
and submersion instructional models. Data were collected through multiple instruments over an
extended period, involving students, educators, and experts from both homogeneous (e.g., PIKTES) and
heterogeneous classroom contexts. This comprehensive methodology provides a more holistic
perspective than studies relying on a single data source (Sarmini et al., 2020).

A notable contribution of this study is the development of a language skills assessment scale, the first
objective tool designed to evaluate Turkish language proficiency among bilingual students (Giingor
Yereyikilmaz & Boyaci, 2024). In addition, the study assesses instructional environments, resource
adequacy, and teacher competencies. With its process-oriented, field-based, and multi-stakeholder
design, this research aims to make a multidimensional contribution to second language education.

The overall aim of this study is to identify both the current instructional practices in Turkish language
courses implemented for bilingual students receiving primary education, and the needs of these students
in terms of their language skills within the context of teaching Turkish as a second language. In line
with this overarching aim, the study seeks to answer the following research questions:

What is the current state of teaching Turkish as a second language in primary schools?
What are the personal and social, linguistic, and academic needs of bilingual primary school students
with regard to Turkish language instruction?

METHODOLOGY
Research Design

Due to the aims and nature of this study, the researchers employed the convergent parallel design, as
categorized by Creswell and Plano Clark (2015). This design entails the concurrent collection and
analysis of qualitative and quantitative data, granting equal emphasis to both types (Tashakkori &
Teddlie, 2009; Creswell & Plano Clark, 2015). It enables researchers to capture rich, detailed responses
to research questions while also ensuring generalizability through statistical sampling. To investigate
the relatively underexplored issue of classifying the Turkish language needs of primary school students
learning Turkish as a second language (TSL), this study utilizes a data-driven convergent parallel mixed
methods approach. This design facilitates the systematic identification and examination of both student
needs and current instructional practices. The main rationale for selecting this design lies in its capacity
to evaluate multiple aspects of the research focus simultaneously, offering an integrated and
comprehensive perspective. By integrating quantitative findings with qualitative interpretations, the
mixed methods approach offers a holistic understanding of the complex dynamics involved in teaching
Turkish as a second language (Creswell & Plano Clark, 2015). Figure 1 presents the stages of the
research process, structured in accordance with the principles of the convergent parallel design.

284

LR R A= PG SIaUE| 2025, Volume 14, Issue 3 www.turje.org


http://www.turje.org/

GUNGOR YEREYIKILMAZ & BELET BOYACI; Multidimensional needs analysis of bilingual primary students learning
Turkish as second language

Figure 1.
Stages of the Research Conducted in Accordance with the Convergent Parallel Mixed Methods Design

Qualitative
Analysis

Comparing [
wnd Relrng oo

Quantitative Data Collection

*Scale for Determining the Turkish
Language Skills Needs of Foreign
Primary School Students

As illustrated in Figure 1, qualitative and quantitative data were initially collected and then analyzed
separately. For the first sub-objective, which focused on analyzing the current situation, qualitative tools
were employed. For the second sub-objective—identifying the personal, social, linguistic, and academic
needs of students in the context of teaching Turkish as a second language—qualitative and quantitative
data were collected simultaneously. The two datasets were then compared, integrated, and interpreted
jointly. While qualitative data enabled an in-depth understanding of participants’ perspectives, the
guantitative data offered generalizable insights. Equal emphasis was placed on both methods, with data
collection and analysis conducted concurrently.

Participants

A multilevel mixed method sampling strategy (Teddlie & Yu, 2007) was employed to enhance the
external validity and transferability of findings. This approach combined probabilistic and purposive
sampling techniques across different stages of the study (Yilmaz & Metin, 2014), facilitating rich and
multidimensional data collection.

The selected provinces represent diverse regions in Tirkiye in terms of immigrant density and
demographic composition. This enhances the transferability of findings to varied socio-cultural contexts.
Furthermore, the sample size was designed to support the validity and robustness of both qualitative and
quantitative analyses. The sample was drawn from public schools in three provinces of Tirkiye
Eskisehir, Sanlwrfa, and Konya—which differ significantly in terms of immigrant density and
demographic characteristics. To ensure the inclusion of diverse refugee and migrant student profiles,
maximum variation sampling was employed. This strategy enabled the selection of students from
various nationalities, age groups, and linguistic backgrounds, all of whom were enrolled in primary
school grades one through four.

For primary school teachers and field experts, criterion sampling was used. Teachers were included if
they had at least two students of different nationalities in their classrooms and a minimum of one year
of experience in teaching Turkish as a second language (TSL). Field experts were selected based on
their academic specialization in areas such as migration, language education, or multicultural education,
and held academic titles such as Assistant Professor or Associate Professor, with published work in
second or foreign language education.

In total, participants were selected from 15 provinces across Tiirkiye, each exhibiting diverse socio-
demographic profiles. This diversity was intended to enhance both the generalizability and contextual
validity of the findings. Comprehensive demographic and background information for each participant
group is presented in tabular form. Detailed information about the teachers interviewed in Eskisehir,
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Sanlwurfa, and Konya is provided in Table 1.

Table 1.
Personal Information of Teachers Participating in the Interviews
Variables Categories N %
Grade Level Ist grade 13 29,6

2nd grade 10 228
3rd grade 12 272
4th grade 9 204

Bilingual student enrolment 1 to 10 30 68,1
Over 10 14 31,9
Experiences Unavailable 35 79,6
Available 9 204
Total 44 100,0

As shown in Table 1, the distribution of grade levels among the interviewed teachers is relatively
balanced. The majority reported having between 1-10 bilingual students in their classrooms, and most
lacked prior training or experience in teaching Turkish as a second language. In addition to the teachers
with whom interviews were conducted, teachers working in primary schools in Eskisehir, Sanlurfa,
Konya, Istanbul, Ankara, Bursa, Bursa, [zmir, Antalya, Diyarbakir, Van, Denizli, Erzurum, Mugla, Rize,
Rize, Kiitahya provinces and districts were administered “The Scale for Determining the Language
Skills Needs of Foreign Primary School Students” and their personal information is shown in Table 2.

Table 2.
Personal Information of the Teachers to Whom the Scale was Applied
Variables Categories N %
Grade Level Ist grade 58 11,2
2nd grade 182 353
3rd grade 160 31,1
4th grade 116 224
Bilingual student enrolment 1 to 10 263 50,8
10 to 20 102 19,8
20 to 30 81 15,5
30 to 40 52 10
40 to 50 18 3,5
Experiences Unavailable 328 63,6
MOoNE Inclusive Education 171 33,1
PIKTES Education 9 1,8
TOMER certificate 8 1,5
Total 516 100.0

Based on Table 2, it is seen that the scale was mostly applied to the 2nd grade teacher in terms of grade
level, followed by the 3rd grade, 4th grade and 1st grade teachers respectively. In terms of the number
of bilingual students in the classes, it is seen that most of the classes have between 1-10 students, while
the PIKTES teachers to whom the scale was applied have between 10-20, 20-30, 30-40 and 40-50
students respectively. It is seen that the majority of the teachers have no experience in teaching TSL. In
the selection of the field experts who participated in the interviews, the criterion of having experience
and studies on teaching TSL and teaching Turkish as a foreign language was brought and the information
about the field experts who participated in the interviews is shown in Table 3.
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Table 3.
Personal Information of the Field Experts who Participated in the Interviews
Variables Categories N %
Gender Female 7 54
Male 6 46
Title Assistant Professor 5 38
Associate Professor 5 38
Department Professor 3 14
Turkish as second/foreign language 8 62
Primary education 5 38
Total 13 100

According to Table 3, the interviewed experts consisted of five assistant professors, five associate
professors and three professors working in the field of basic education, mostly Turkish language
teaching, at Anadolu, Eskisehir Osmangazi, Mugla Sitki Kogman, TED, Hacettepe, Ankara and Sakarya
Universities. The personal information of the bilingual students participating in the interviews is shown
in Table 4.

Table 4.
Personal Information of the Bilingual Students who Participated in the Interviews
Variables Categories N %
Gender Female 50 454
Male 60 546
City Sanlurfa 55 50
Eskisehir 35 319
Konya 20 18,1
Grade Level 1st grade 15 137
2nd grade 27 24,6
3rd grade 28 254
4th grade 40 36,3
Student’s Nationality Syrian 41 37,2
Iraqgi 35 319
Afghani 11 10
Iranian 9 8,1
Uzbek 6 5,4
African 5 4,6
Kyrgyz 3 2,8
Place to learn Turkish School 98 89,1
Course 7 6,3
Family 5 4,6
Duration of being in Tirkiye 0-12 month 16 145
1to 2 years 55 50
2 to 3 years 30 273
Over 3 years 9 8,2
Aim of being in Tiirkiye Obligation 88 80
Family request 15 137
Loving Tiirkiye 7 6,3
Aim of learning Turkish Obligation 83 754
Love of Turkish & desireto learn 15 13,6
Family request 12 11
Total 110 100,0

According to Table 4, it is seen that the majority of the interviewed students are educated in Sanliurfa,
followed by Eskisehir and Konya respectively, and while there is not a great difference according to the
grade levels; it is seen that 4th grade students are more. The majority of the students are Syrian and Iraqi
students, followed by Afghan, Iranian, Uzbek, African and Kyrgyz students. It is seen that the majority
of the students learnt Turkish at school and the majority of the students have been in Tiirkiye for 1-2
years in 2017/2018. While the number of students who have been in Tiirkiye for 3 years or more is 9,
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the fact that there are 40 students in the 4th grade shows that these students are in the interim periods or
have started school. When the purpose of the students' being in Tiirkiye is analysed, it is seen that the
majority of the students study in Tiirkiye due to necessity.

Data Collection Tools
Qualitative Dimension

In the qualitative dimension of the research, semi-structured interview, personal information and
interview form, student products, researcher diary were used as data collection tools.

Interview. The interview form used in this study was developed in alignment with the research
objectives and was structured by considering the specific characteristics of the participant groups. Semi-
structured interview forms were designed for three distinct groups: students, primary school teachers,
and field experts. During the development process, a comprehensive literature review was conducted,
and separate question pools were created for each group. The draft questions were submitted to three
academic experts in the field for content validation. Based on their feedback, necessary revisions were
made and the wording was finalized. To assess the clarity and applicability of the form, a pilot
implementation was conducted in a school with characteristics similar to the target population. This
pilot study involved three students, two teachers, and one field expert. Following the pilot, several
questions were simplified or revised to better match the participants’ age and language proficiency, thus
enhancing the overall usability of the form.

To ensure coding consistency during data collection, the researchers conducted preliminary coding trials
and established a thematic framework to guide the analysis. This preparatory phase served as a
methodological step to strengthen both the structural validity of the interview form and the reliability of
the collected data. The interviews began with bilingual primary school students. They were asked five
questions about their experiences with the Turkish language course, their process of learning Turkish,
and their perceived needs, presented in language appropriate to their comprehension level. Next, primary
school teachers were interviewed regarding their experiences teaching Turkish as a second language
(TSL), the challenges they encountered, and their observations of students’ needs. Field experts were
asked to provide evaluations of the current status of TSL instruction in primary schools and their
perspectives on student needs. Semi-structured interviews were conducted with all three participant
groups in the province of Eskisehir. To gather more diverse perspectives, additional interviews were
carried out with teachers and bilingual students from various districts of Konya and Sanliurfa using the
same interview forms.

Researcher Diary. During the data collection process, which spanned an academic year, the
first author systematically maintained a researcher diary. This diary included detailed observations of
bilingual students in grades one through four, focusing on their classroom interactions, participation in
courses, linguistic and pedagogical challenges in the learning process, teacher interventions, and patterns
of Turkish language use. The diary went beyond descriptive accounts and incorporated analytical
reflections on interview preparation, the dynamics of teacher—student interactions, the classroom
environment’s potential to support language development, and the relationship between observation
findings and other data sources. Observations were conducted using a structured observation form, with
each session systematically documented by date, location, participant codes, and duration. To ensure
validity and reliability, the diary entries were cross-referenced with interview data and student products
to enable data triangulation, and the resulting findings were reviewed by field experts. The researcher
also adopted a reflective stance, consistently documenting subjective impressions and ensuring internal
consistency and objectivity in data interpretation. Importantly, the researcher diary contributed not only
to the qualitative analysis but also directly informed the development of the language skills assessment
scale used in the study. Observed student needs, instructional barriers, and language use patterns were
key references in constructing the item pool of the scale. Thus, the study offered not only a descriptive
analysis but also an original contribution through instrument development.
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Student Products. While observations and interviews were conducted in the research setting,
student interview forms, personal information forms, students' notebooks, course notes, and information
included in the language skills development scale were analyzed as student products. Specifically,
student samples related to reading comprehension and writing skills were analyzed using qualitative
content analysis. Students’ narrative styles, levels of written expression, and text structures were
evaluated. These products played a significant role in identifying which language skills required
additional support. Moreover, they were analyzed in comparison with the views of teachers and experts,
thereby contributing to the concretization of students’ needs in the Turkish language course and related
language skills.

Quantitative Dimension

The quantitative data collection tools in the study consisted of personal information forms and a scale
designed to determine the language skills needs of bilingual primary school students.

Personal Information Form. Personal information forms were used to collect demographic
data from participants. The form included questions on participants’ demographic characteristics, as
well as items aimed at identifying students’ needs, such as languages spoken, duration and purpose of
their stay in Tiirkiye, and their goals for learning Turkish.

Scale for Determining the Language Skills Needs of Foreign Primary School Students. To
complement the qualitative data obtained for the study’s second sub-objective and to provide more
detailed insights into students’ Turkish language needs, quantitative data were collected using a scale
developed by the researchers in 2021 and published in 2024 (Giingér Yereyikilmaz & Boyaci, 2024).
The scale development process followed six steps. Sampling included primary school teachers working
in schools across 15 provinces and their districts, selected to represent various regions of Tiirkiye.
Initially, the scale was administered to 544 teachers. However, data from 28 teachers were excluded due
to noncompliance with predetermined criteria, resulting in a final sample of 516 valid responses. This
sample ensured both national representation and psychometric adequacy.

To assess construct validity, the data were normalized and subjected to factor analysis. The Kaiser-
Meyer-Olkin (KMO) test value was .76, indicating adequate sampling, while Bartlett’s Test of
Sphericity (BTS) produced a statistically significant result (y*> = 7326.94, p < .05; df = 300), confirming
the data's suitability for exploratory factor analysis (EFA).

According to Guadagnoli and Velicer (1988), at least 300 participants are required for EFA. In this
study, 316 of the 516 valid responses were used for EFA, with the remaining 200 used for confirmatory
factor analysis (CFA). To assess reliability, item-total correlations and Cronbach’s alpha (o) coefficients
were calculated. The overall Cronbach’s alpha was .88, indicating strong internal consistency. At the
factor level, alpha values were .91 for Factor 1, .82 for Factor 2, and .85 for Factor 3. Based on
Tabachnick and Fidell (2007), values between .60 and .80 represent good reliability. Therefore, the
overall scale and its sub-dimensions demonstrated high internal consistency and reliability. The finalized
scale consists of 25 items across three factors, designed in a five-point Likert format with responses
ranging from 1 (Strongly Disagree) to 5 (Strongly Agree). The score ranges to be taken from the scale
and the interpretation of the scores are shown in Table 5.

289

LR R A= PG SIaUE| 2025, Volume 14, Issue 3 www.turje.org


http://www.turje.org/

GUNGOR YEREYIKILMAZ & BELET BOYACI; Multidimensional needs analysis of bilingual primary students learning
Turkish as second language

Table 5.
Descriptive Statistics and Scoring Range of the Language Skills Needs Scale
N Item Minimum Maximum Mean Standard
Number Score Score (M) Deviation (SD)

Factor 1: Communication 516 11 11 55 35.80 454
Factor 2: Comprehension 516 9 9 45 24.13 3.37
Factor 3: Narration 516 5 5 25 15.05 1.95
Scale as a whole 516 25 25 125 74.97 8.41

As shown in Table 5, the scale, comprising 25 items across three sub-dimensions, was administered to
516 participants. The minimum possible score on the scale is 25, and the maximum is 125. The overall
mean score of the participants was 74.97 (SD = 8.41), indicating a moderate level of language skill
needs. The first sub-dimension, “communication”, had a mean score of 35.80 out of 55; the second,
“comprehension”, had a mean of 24.13 out of 45; and the third, “narration”, had a mean of 15.05 out of
25. In this context, lower scores in the sub-dimensions and the total scale reflect higher levels of student
need in language skills, while higher scores indicate lower levels of need. The need for a reliable and
context-sensitive assessment tool stemmed from the inadequacy of existing instruments to capture the
nuanced needs of bilingual students. Therefore, development was grounded in Common European
Framework of Reference for Languages (CEFR) and validated through expert review and piloting.

Based on the theoretical scoring range, the scale scores were categorized into three intervals to interpret
students’ level of need: scores between 25-58 indicate high need, 59-91 indicate moderate need, and
92-125 indicate low need. This classification enables a descriptive interpretation of the results and
assists in identifying the priority areas for students' Turkish language development.

The motivation for developing a reliable and context-sensitive assessment tool arose from the limitations
of existing instruments in capturing the nuanced needs of bilingual students. Accordingly, the scale was
developed with reference to the CEFR, and its content validity was ensured through expert reviews and
pilot testing.

Data Analysis

The qualitative data of the study were collected through semi-structured interviews, interview forms,
the researcher’s diary, and student products, and were analyzed using content analysis. The analysis of
data obtained from semi-structured interviews followed the four stages of content analysis outlined by
Yildirim and Simsek (2012): (1) coding the data, (2) identifying themes, (3) organizing codes and
themes, and (4) defining and interpreting the findings. The analysis was conducted manually by the
researchers, with multiple readings performed throughout the coding process to ensure consistency in
code generation and theme development.

Reliability of the analysis was strengthened through cross-checking and comparing coding decisions
between researchers, and necessary revisions were made based on mutual agreement. After transcribing
the audio recordings, data were coded using identifiers for experts (E), teachers (T), and students (S).
Categories were derived from the codes, followed by the identification of main themes and sub-themes.
The themes developed by the researchers and an external field expert were reviewed, and inter-coder
reliability was calculated using Miles and Huberman’s (1994) formula for consensus and disagreement.
The resulting agreement rate was 91%, indicating reliable data. The finalized main and sub-themes were
defined and interpreted in the findings section in relation to the research sub-objectives.

For the analysis of quantitative data, SPSS 22 and Lisrel 8.7 software were used for confirmatory factor
analysis. Initially, normality tests were conducted by examining skewness and kurtosis coefficients.
Within the scope of factor analyses, exploratory factor analysis (EFA), confirmatory factor analysis
(CFA), and Cronbach’s alpha internal consistency coefficient analyses were carried out. As the data
were found not to follow a normal distribution, non-parametric tests such as the Kruskal-Wallis H and
Mann-Whitney U tests were used (Glingdr Yereyikilmaz & Boyaci, 2024).
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Validity and Reliability

Content and construct validity criteria, reliability analyses, normality tests and internal consistency
coefficients were calculated for the scale used to determine the language skills needs of bilingual
primary school students, which was the quantitative data collection tool of the study. Qualitative data
analysis was carried out by two researchers, and thematic consensus was achieved through external
expert review. Inter-coder reliability was calculated using Miles and Huberman’s (1994) formula,
yielding a rate of 91%. For quantitative data, the KMO value was .76, Bartlett’s test was statistically
significant, and Cronbach’s alpha was .88. These results indicate strong validity and reliability of the
scale. In order to ensure the validity and reliability of the qualitative data, the criteria of “credibility”,
“transferability”, “consistency” and “confirmability” defined by Lincoln and Guba (2000). Within the
scope of the “credibility” criterion, strategies suggested by Creswell and Poth (2016) such as
“triangulation, member control, in-depth description, use of richness, spending long time in the field,
peer review and use of external moderators’ were adopted. Data diversity was ensured through
triangulation by using different data collection tools.

Data analysis was carried out by two researchers and three field experts were consulted for peer review
in the analysis of both qualitative and quantitative data to increase validity. The duration of the research
was kept long and continuous contact with the research setting and participants was maintained through
observations, researcher diaries and interviews. For in-depth description, demographic information and
the characteristics of the research setting and participants were described in detail. An independent
external consultant with expertise in second language teaching and assessment and evaluation was
involved in the study to provide additional supervision. The consultant reviewed the development of the
data collection instruments, evaluated the analysis process, and provided feedback on the reliability and
validity of the findings. As a result of the resulting consultant analyses and reports, the data were cross-
checked to ensure the accuracy and integrity of the research process. Finally, with regard to the
“consistency” and “confirmability” criteria, field experts were consulted during the data collection and
analysis stages to confirm the consistency of the results.

Ethical Issues

An ethics committee approval and research permission were obtained prior to the implementation of the
Turkish language course for primary school grades 1-4 and the conduct of interviews with teachers and
students (Anadolu University Social Sciences and Humanities Scientific Research and Publication
Ethics Committee, 20/06/2018 - 11938658). During the collection of data through interviews, scale
development, student products, and the researcher’s diary, care was taken not to disrupt the course flow
in the research environment and to avoid causing discomfort to students and teachers. All participants
were fully informed about the purpose of the study, confidentiality principles, and voluntary
participation. Age-appropriate consent forms were prepared for students, and written consent was
obtained from their parents. Anonymity was strictly maintained throughout the data handling process.
The personal information of participants was kept confidential, and privacy was ensured. The data
collected were not shared with any individuals or institutions outside the scope of the research.

FINDINGS

This section presents the findings and interpretations based on the questions aligned with the study’s
general and sub-objectives. Qualitative data were interpreted through main and sub-themes, supported
by tables and figures. Quantitative data findings were presented in tables. All data collection tools were
analyzed collectively. The main and sub-themes were developed and are illustrated in Figure 2.
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Figure 2.
Themes Derived from the Research Data

TEACHING TURKISH AS A SECOND
LANGUAGE IN PRIMARY SCHOOL

Current Situation in teaching Turkish as a Bilingual stud " needs in teaching
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As illustrated in Figure 2, the main themes of the study are: (1) “the current situation in teaching Turkish
as a second language” and (2) “bilingual students’ needs for the Turkish language course”. The
findings related to the sub-themes under these main themes are presented below.

Problems in
professional
experience &

Problems in language
skills & competences
competences

Findings on the Current Situation in Teaching Turkish as a Second Language (TSL)

In this section, based on the first sub-objective of the study -“What is the current situation regarding the
teaching of TSL in primary schools?” - various qualitative data collection methods were employed.
Observations were conducted in primary school classrooms (Grades 1 to 4), a researcher diary was
maintained, student products were analyzed, and semi-structured interviews were carried out with
bilingual students, teachers, and field experts. Additionally, interview forms were administered to both
students and teachers. The data collected were analyzed through content analysis, and the findings are
presented in Figure 3.

Figure 3.
Findings on the Current Situation in Teaching TSL
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As illustrated in Figure 3, the current teaching context is analyzed in terms of “student characteristics
and competences” and “teacher characteristics and competences”’. Below, we discuss findings related
to each category.
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Findings Regarding Student Characteristics and Competences

Within the scope of this main theme, which addresses the current status of teaching Turkish as a second
language (TSL), the focus was on students’ Turkish language skills and competences. These were
analyzed under two sub-themes: (1) “problems in language skills” and (2) “competences and negative
attitudes towards the Turkish language course”.

Problems in Language Skills and Competences

While the language skills and competences of bilingual students were analysed within the scope of
comprehension (listening, reading), narration (speaking and writing) skills, the situation in their ability
to communicate with the community language Turkish was also considered. During the interviews,
students were asked to complete a personal information form in order to observe their Turkish reading
and writing abilities and to assess their language levels according to the Common European Framework
of Reference for Languages (CEFR).

The CEFR descriptor “Can fill in an uncomplicated form with personal details such as name, nationality,
and marital status” was used as a reference. Based on this, students’ performance in form-filling was
analyzed to infer their reading and writing skills. The results regarding their ability to complete this form
are presented in Table 6.

Table 6.
Students’ Form-Filling Skills
Grade Level Adequate Limited Inadequate

1st grade 8 12 3
2nd grade 7 16 3
3rd grade 2 22 6
4th grade 2 20 9
Total 17 70 23

As shown in Table 6, only 17 out of 110 students were able to complete the form accurately with minimal
errors. Seventy students provided incomplete or limited responses, while 23 students-most of whom
were in the upper grades-were unable to fill out the form at all. These results indicate that a significant
portion of the students struggle with basic literacy skills, particularly in reading and writing.
Interestingly, some students in Grades 3 and 4 demonstrated lower literacy levels than their peers in
earlier grades. This discrepancy appears to stem not only from language-related challenges but also from
disruptions in educational continuity. These findings underscore the need for targeted and remedial
language support programs. This interpretation is further supported by an entry in the researcher’s diary:

“While interviewing Syrian, Iraqi, and Kyrgyz students, I noticed that they struggled to complete
the personal information forms. According to their teachers, six out of seven of these students had
enrolled in school mid-year; only the Kyrgyz student, who had been in the same class since grade
1, had received consistent Turkish language instruction. This student was able to fill in both the
personal and interview forms legibly, clearly, and meaningfully, and spoke fluently during the
interview. In contrast, the remaining students’ writing was illegible, disorganized, and
incomprehensible. They struggled with line placement, syllable segmentation, and word
construction, and found it difficult to understand and respond to the questions.” (Researcher’s

Diary)

Simultaneously, interviews with field experts and classroom teachers corroborated these findings. Field
expert E13 stated, “Children who begin school in the upper grades without prior knowledge of Turkish
face even greater difficulties as they advance in their education. These children are not only unfamiliar
with reading and writing but are also expected to meet academic standards designed for native Turkish
speakers. This makes it extremely difficult for them to develop both comprehension and narration
skills.” Such insights reveal that the curriculum presupposes a baseline level of literacy and
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comprehension, which newly arrived students often lack. This misalignment between student readiness
and curriculum expectations highlights the urgent need for specialized support. Samples of language
skills of students who start school in the intermediate periods while filling out the personal information
form are shown in Figure 4.

Figure 4.
A Sample of Students’ Skills in Completing the Personal Information Form

As shown in Figure 4, several students experienced difficulties writing basic personal details such as
their name, nationality, and spoken languages. The forms often included irrelevant, incorrect, or
nonsensical entries, reinforcing the observation that many students lack foundational literacy skills.

T11, a second-grade instructor, commented on the struggles faced by one of her students who had
entered school without prior literacy training:

“The child can speak reasonably well but has a limited vocabulary... Since the student started
attending this year, he is still not literate. While he can communicate using learned patterns from
daily life, his comprehension and writing skills remain extremely limited.” (T11)

Limited vocabulary and literacy hinder students’ ability to express themselves in class, even when they
possess basic speaking skills.

Following her interaction with this student, the researcher noted in her diary:

“During my interview with Abbas, an Iraqi student, he was able to respond to questions slowly and
with limited vocabulary. However, when asked to write basic personal details such as his name,
nationality, and age, he demonstrated very limited literacy skills.” (Researcher’s Diary).

These challenges were also evident in students’ attempts to transcribe a short poem into their notebooks,
as shown in Figure 5.
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Figure 5.
Student Notebook Samples Related to Language Skills and Competencies

In Figure 5, errors in spelling, punctuation, spacing, vocabulary use, and sentence structure are evident.
This supports the view that bilingual students face substantial difficulties in basic writing conventions.
T14, whose students had been with her since the first grade, noted: “Although my students have acquired
basic reading and writing skills over time, their abilities to comprehend texts and express themselves
remain weak. They have not adequately developed these higher-level language skills.” This shows that
even with basic literacy, students lack deeper comprehension and narration skills. Without these
abilities, they can't follow instructions or participate effectively, revealing a critical gap in current
instruction.

Field expert E8 commented on the contrast between native and bilingual students:

“Turkish students generally acquire listening and speaking skills informally before school. Although
they may face some regional variations, these are typically resolved quickly. In contrast, foreign
students lack this pre-academic exposure, which significantly impairs their listening and speaking
abilities.” And T39 added: “Reading and writing comprehension are extremely problematic.
Without understanding, the child cannot follow instructions, communicate, or respond
appropriately. They essentially become like ‘deaf-mutes’ in the classroom.” (ES8)

Collectively, the data demonstrate that most bilingual students experience serious deficiencies in all
areas of Turkish language proficiency, particularly in reading, writing, comprehension, narration, and
communication. Many students were unable to complete simple forms or respond to interview questions.
Errors in spelling, sentence construction, punctuation, and layout were common across student work
samples. These findings were supported by teacher and expert interviews, as well as observational data
from the researcher’s diary. Students particularly struggled with narration and comprehension skills
which aligns with findings from previous studies emphasizing the fragility of communicative
competence among refugee children (Sarmini et al., 2020; Zayimoglu Oztiirk, 2021). Moreover, there
was a consensus that students had not adequately acquired grammar and vocabulary skills, which is
consistent with the issues highlighted by Moral1 (2018) and Karakog et al. (2024) regarding similar
student populations.

Negative Attitudes Towards the Turkish Language Course

Within the overarching theme of student characteristics and competencies, the data also revealed that a
considerable number of students held negative attitudes toward the course. This sub-theme is presented
through both student and teacher perspectives. In the semi-structured interviews conducted with
students, they were asked the question, “What are your thoughts about the Turkish language course?”
The responses obtained are summarized in Figure 6.
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Figure 6.
Student Opinions towards the Turkish Language Course

Turkish
Turkish is language
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As shown in Figure 6, the majority of students expressed that they found the course to be difficult. Many
reported difficulties in understanding the content, which led to low levels of participation and
motivation. A smaller subset acknowledged the importance of learning Turkish and expressed a desire
to improve, while a few students indicated that they enjoyed the course. Overall, these findings suggest
that negative attitudes toward the Turkish language course are prevalent among bilingual students and
are likely rooted in their insufficient language proficiency.

T6 provided the following insight into this issue: “When students have difficulties with language skills,
they are unable to complete assignments or participate in class activities. As a result, their motivation
for Turkish language learning declines.” This shows that language skill deficits directly reduce
students’ motivation and engagement. Their negative attitude likely results from struggle, not disinterest.
E5 also commented on the interplay between proficiency and attitude: “Language skills and positive
attitudes cannot be developed without a foundational level of language proficiency and cognitive
competence.” Additionally, E7 remarked on students’ lack of motivation:

“Some students are not motivated to learn Turkish. This is particularly true for those who see their
stay in Tiirkiye as temporary or who anticipate relocating to another country. In such cases, students
often question the utility of learning Turkish and develop negative attitudes.” (E7)

The data indicate that resistance to Turkish language instruction is largely shaped by students’ limited
proficiency. “This limitation impairs their ability to engage with the course material, which manifests
as low motivation—as noted by S14 who said, “I don’t like Turkish. I don’t understand anything.” and
by Teacher T6 who stated that “students stop participating once they feel linguistically left behind.”

Interviews revealed that many students characterized the Turkish language course as challenging and
unappealing, using statements such as “Turkish is not a nice subject.” While a few students described
the course as fun and acknowledged its necessity, others based their evaluations solely on their level of
comprehension, suggesting that those who struggled the most tended to perceive the course more
negatively. Taken together, these findings imply that foundational language deficits are a key barrier to
the development of positive attitudes toward Turkish language learning.

Teacher Characteristics and Competencies

Under this main theme, teacher characteristics and competencies were discussed within the scope of the
subthemes “methodological problems in teaching TSL” and “problems in professional experience and
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competencies” and interpreted under subheadings.
Methodological Problems in Teaching Turkish as a Second Language

This sub-theme encompasses the instructional challenges observed in teaching TSL—an area that
requires approaches, curricula, course design, and classroom applications that differ from those used in
teaching Turkish as a mother tongue. The data indicate that both teachers and experts perceive
significant inadequacies in this area. E4 noted: “In schools affiliated with the MoNE, Turkish is often
taught to foreign students using the same methods applied to native speakers. However, if these students
are learning Turkish as a second language, the instruction should be appropriately differentiated.”

Teacher perspectives mirrored those of the experts. T2 stated: “Our current education system is not
designed for teaching Turkish to these students. As teachers, we are often uncertain about what kind of
instruction we should provide.” T12, who works under the PIKTES framework, emphasized the
importance of targeted support:

“Unlike in other primary schools, we offer supplementary instruction in Turkish. This is crucial for
our students. Nevertheless, even within the scope of this project, we face major challenges in
teaching Turkish effectively. We need training in second language instruction.” (T12)

These perspectives collectively illustrate a systemic mismatch between the curricular tools, instructional
methods, and the linguistic profiles of bilingual students. Teachers reported that the materials currently
in use do not account for learners’ varying language backgrounds. Furthermore, most teachers lack
formal training in second language pedagogy, which limits their ability to tailor instruction to the needs
of bilingual learners. The evidence suggests a critical need for both structural reforms and teacher
capacity-building in the field of TSL instruction.

Problems in Professional Experience and Competencies

This sub-theme addresses the observed deficiencies in teachers’ professional experience and their
competencies related to second language instruction. Field expert E6 highlighted this issue explicitly:

“All teachers should receive specialized training to work with bilingual students. While some attend
in-service training programs, many do not. I am unsure what kind of training is provided in schools,
but my impression is that teachers feel helpless—they do not know what to do with these children,
and as a result, often do nothing.” (E6)

To evaluate teacher competencies more concretely, participants were asked whether they implemented
any instructional practices tailored to bilingual students with language difficulties. Their responses are
presented in Table 7.

Table 7.
Teachers’ Views on Applications for TSL
Response f
I do not implement any practices for bilingual students 28
I attempt limited practices when time allows 10
I implement strategies specifically for second language learners 6
Total 44

According to Table 7, the majority of teachers reported implementing no specific practices for second
language instruction. Only a small number made limited attempts, while even fewer applied dedicated
strategies for supporting bilingual learners. Observational notes from the researcher’s diary supported
these findings:
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“Many of the teachers who reported limited or no tailored practices believed that foreign students
should be educated in separate classrooms or schools. During interviews, these teachers frequently
expressed frustration, confusion, and anxiety about how to teach these students. Most seemed unsure
of what educational strategies to use and how to proceed.” (Researcher’s Diary)

Interestingly, all the teachers who reported applying specific second language teaching practices were
those who worked within the PIKTES project and had received (MoNE) training. One such, T14,
described her approach:

“Initially, we faced serious challenges. To support students, we relied heavily on visual aids,
textbook illustrations, and even gestures. For example, | would show a picture of a school and then
say the word aloud, asking the student to repeat it. It was a slow but necessary process.” (T14)

Teachers were also asked to elaborate on the course content, materials, teaching methods, and
assessment techniques they used. Table 8 presents an overview of the instructional materials reported
by teachers.

Table 8.
Course Materials/Products Used by Teachers in TSL
Course Materials/Products f
Only the textbook 38
Self-developed instructional materials 14
Oral and written literary materials 14
Digital tools (e.g., videos, animations) 3
Book sets 1
Total 70

As seen in Table 8, the majority of teachers relied solely on the standard textbook. Only a minority
supplemented their instruction with teacher-developed or literary materials. The use of digital tools or
comprehensive book sets was very limited. Table 9 presents data on the teaching methods and techniques
used.

Table 9.
Teaching Methods and Techniques Employed
Teaching Methods and Techniques f

Traditional methods (lecture, problem-solving) 73
Traditional methods (question-answer, brainstorming) 43
Educational games and drama 31
Individualized teaching activities 8
Computer based instruction 4
Out-of-class techniques (e.g., observation) 9
Total 168

Teachers predominantly reported using traditional methods such as lecture and question-answer. While
some employed educational games and drama, these approaches—which are particularly effective in
second language acquisition—were underutilized. Computer-based and individualized teaching
methods were rare. Assessment practices are summarized in Table 10.
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Table 10.
Assessment and Evaluation Techniques in TSL
Assessment Method / Technique f

Traditional tests (e.g., multiple choice, essays) 60
Drama-based assessment 11
Interview-based assessment
Performance evaluation
Peer evaluation
Observation
Concept maps
Portfolios
Self-evaluation
Project-based assessment
Total
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The data in Table 10 reveal that traditional assessment tools dominate classroom practices. Although
some teachers reported using alternative methods such as performance evaluation, drama, and
observation, these approaches remain underused despite their documented effectiveness in second
language contexts. Teachers also emphasized that the majority of them had not received specialized
training in teaching Turkish as a second language, relying instead on general monolingual pedagogies.
This is consistent with the concerns raised by Durmus and Okur (2013) and Demir Basaran (2021), who
identified the lack of pedagogical preparation for teachers in second language settings as a key barrier
to effective instruction.

Findings Regarding the Needs of Bilingual Students in the Turkish Language Courses

In accordance with the second sub-objective of the study—namely, “What are the personal, social,
linguistic, and academic needs of bilingual primary school students regarding Turkish language
instruction?”—qualitative and quantitative data were collected concurrently. Semi-structured interviews
were conducted with teachers, students, and field experts. Additionally, interview forms were
administered, a researcher diary was maintained, and student products were analyzed. The qualitative
data were processed through content analysis. After this, the “Scale for Determining the Language Skills
Needs of Foreign Primary School Students” was applied to teachers to provide a quantitative evaluation
of the students’ Turkish language needs, aligning with the CEFR proficiency levels. The findings are
organized thematically and illustrated in Figure 7.

Figure 7.
The Needs of Bilingual Students Regarding Teaching Turkish as a Second Language
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Based on the data presented in Figure 7, bilingual students’ needs in the context of TSL instruction are
categorized under three main themes: (1) personal and social needs, including communication and social
integration; (2) academic needs, centered around systematic needs analysis; and (3) language needs,
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which encompass comprehension, narration, and communication skills. Each theme is explored in the
subsections below.

Findings Regarding Personal and Social Needs

The qualitative findings regarding students’ needs highlighted personal and social dimensions,
particularly communication and social adaptation. These factors are seen as prerequisites for the
development of a sense of belonging and successful integration into both school and broader societal
settings.

Communication and Adaptation to Society

Communication skills serve not only as linguistic capabilities but also as essential components of
students’ personal and social development. The ability to communicate effectively in Turkish is crucial
for fostering school engagement, peer interaction, and overall integration into society. E2 emphasized
this point: “In my view, students need to adapt to school, be accepted by their peers and teachers, and
feel comfortable both in and out of the school environment.” E7 elaborated:

“The need to feel a sense of belonging—whether to a society, a school, a peer group, or a teacher—
is intrinsically tied to language. Students must be able to use the language and communicate in
order to feel confident. Participating in class activities, games, or conversations is integral to
building communication skills and integrating into school life.” (E7)

These perspectives demonstrate that the development of communication skills is foundational not only
to academic success but also to students’ psychological well-being and social adjustment. Therefore,
language instruction should address both linguistic and emotional-social needs in an integrated manner.
Findings highlighted that students required enhanced communicative support and social-emotional
assistance. Students expressed a desire for more structured opportunities to practice speaking in both
classroom and informal settings, reflecting the literature’s emphasis on language proficiency as a
facilitator of social integration (Sarmini et al., 2020; Zayimoglu Oztiirk, 2021).

Findings Regarding Academic Needs

The academic needs of students were another major area highlighted by the participants. These needs
were discussed within the sub-theme of systematic needs analysis, particularly regarding the alignment
of instruction with the CEFR framework and students’ cognitive, emotional, and educational profiles.

Needs Analysis Studies

Field expert E5S emphasized that an accurate understanding of students’ needs is essential for designing
effective instruction: “To ensure that students can express their needs and desires, we must understand
their developmental stages, cognitive and emotional characteristics, and their expectations in terms of
adaptation, self-expression, and learning. Needs assessments should align with the CEFR framework.”
E7 added:

“Students vary significantly in their individual characteristics, duration of language exposure, and
existing language levels. One student may have just arrived and speak no Turkish; another may
have limited proficiency; yet another may be relatively fluent. These factors must be diagnosed
through systematic needs assessment, and instruction should be tailored accordingly.” (E7)

From an academic standpoint, both teachers and students agreed on the need to restructure Turkish
language instruction to better reflect learners’ actual proficiency levels. Teachers advocated for
diagnostic assessments and the formation of level-based classrooms. This recommendation aligns with
the CEFR framework and scholarly work emphasizing the importance of needs analysis and level-
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appropriate curricula in second language instruction (North & Piccardo, 2016; West, 2022).The data
clearly indicate that a systematic and personalized approach to needs analysis is essential for the
effective teaching of Turkish as a second language. Aligning these assessments with CEFR standards
ensures both validity and applicability.

Findings Regarding Language Needs

Students’ language needs were explored in depth using both qualitative and quantitative data. The
language domains most frequently cited by participants include comprehension (listening and reading),
narration (speaking and writing), and general communication skills.

Comprehension, Narration and Communication Skills

Students were asked two key questions in the interviews: “Which Turkish language skill do you find
most difficult?” and “Which skill(s) do you need the most help with?” Their responses are shown in
Table 11.

Table 11.
Students’ Perceived Language Needs in TSL Instruction
Language Skill f

Speaking 32
Writing 23
Reading 20
Listening 14
All language skills 8
Vocabulary 8
No need 5
Total 110

According to Table 11, speaking (f = 32) was the most frequently reported area of difficulty, followed
by writing (f = 23), reading (f = 20), and listening (f = 14). A small number of students mentioned
vocabulary and overall skill development, while only five reported no specific needs. These qualitative
findings were reinforced by entries in the researcher’s diary:

“Both the oral and written components of the interviews posed difficulties for the majority of
students. Many appeared nervous and had trouble understanding the questions. Their responses
were often limited to single words. Even writing basic personal details proved challenging. When |
asked them to read a consent form aloud, only three students—one Kyrgyz, one Turkmen, and one
Iranian—were able to do so.” (Researcher’s Diary)

Teachers were also asked to identify the language skills their students struggled with the most. Their
responses are shown in Table 12.

Table 12.
Teachers’ Perceptions of Students’ Language Needs
Language Skill f

Speaking 38
Writing 31
Grammar 29
Vocabulary 27
Reading 26
Listening 24
All language skills 22
Total 197

Table 12 shows that teachers reported speaking (38) and writing (31) as the skills needed most, followed
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by grammar (29), vocabulary (27), reading (26), listening (24), and “all language skills” (22), out of 197
responses. Comparing Tables 11 and 12 shows that both students and teachers highlight speaking and
writing as critical needs. The alignment between student and teacher reports underscores that speaking
difficulties are a prominent concern in both the interview data and the survey data. The convergence
between student and teacher perceptions—particularly around speaking and writing—strengthens the
validity of the needs assessment. Both groups emphasized narration skills over receptive ones, aligning
with CEFR's framework, which classifies spoken production as more cognitively demanding. This
overlap suggests targeted interventions should prioritize active use of Turkish.

In both groups, reading was seen as a more pressing need than listening, suggesting comprehension
remains a challenge. For example, the researcher attempted to elicit basic communicative routines (e.g.,
asking about days of the week, greetings) from students, but none had mastered even simple Al-level
phrases. This situation appears in the researcher's diary as follows:

“During the interviews, in terms of the expected goals and life skills in the course and taking into
consideration the classes of the students, the interviews were conducted by creating an environment
where the students could use these phrases in order to determine whether the students had acquired
the competencies of ‘Can ask and tell the day, time and date’, ‘Can use some simple greeting
phrases’, ‘Can say yes, no, sorry, please, thank you, excuse me’, which are stated in the Framework
Programme as indicators of whether the students are before/after Al level and communication
skills, ‘Yes, no, sorry, please, thank you, excuse me. " In order to determine whether the students
have acquired these competences, interviews were conducted by creating an environment where
students could use these patterns, for example, questions such as “What day is today?”’, “How are
you?”, “What time does school start/end?”, “What time is it?” were verbally directed to the
students; but it was observed that the students lacked these competencies.” (Researcher’s Diary)

When the teachers‘ opinions about the students’ communication skills are analysed; T3 stated that
“Students have needs such as communicating, participating in the course and cooperating. These needs
need to be met and language teaching should be done to provide students with Turkish proficiency.”
while T9 expressed the necessity of teaching for language proficiency in a similar way as follows,
“Firstly, I think that the child needs to be able to express his/her needs and understand what is explained
to him/her at a basic level...” And E12 added that “Strong speaking abilities are essential for social
integration. These comments highlight the need for targeted instruction in practical oral communication
and comprehension skills to help bilingual students participate effectively in both class and society.”

To validate and triangulate the qualitative findings, the “Scale for Determining the Language Skills
Needs of Foreign Primary School Students” was administered to classroom teachers. The scale was
specifically designed to assess bilingual students' competencies in communication, comprehension, and
narration skills, as defined by CEFR proficiency statements. Descriptive statistics for the three sub-
dimensions and the overall scale are presented in Table 13.

Table 13.
Descriptive Statistics for Bilingual Students’ Turkish Language Needs
Dimension N X S Minimum-Maximum Values
Communication 516 35.80 4.54 22-45
Comprehension 516 24.13 3.37 14-35
Narration 516 15.05 1.95 9-21
Total scale 516 74.97 841 45-99

According to Table 13, the data show that, on average, students scored moderately in communication
and comprehension, while their performance in narration was comparatively lower. The total mean score
of 74.97 suggests a moderate overall level of language need. However, the lower mean in narration (M
= 15.05) indicates a pronounced deficiency in speaking and writing skills. These findings support the
qualitative results, which also identified narration as the area where students most struggle. The
relatively low mean score in narration aligns with both qualitative data (student writing samples, teacher
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interviews) and CEFR descriptors. Narration, which includes both written and oral expression, requires
not just vocabulary but structured syntax and coherence—areas where bilingual students struggle the
most. This further justifies narrative skill development as a curriculum priority. Consequently both
qualitative and quantitative data revealed that narration skills were identified as the most urgent areas
of need. Students consistently requested more opportunities to speak, and teachers confirmed that
students lacked confidence and competence in producing spoken and written language. These
observations are echoed in studies by Turan and Solak (2023) and Kirmiz1 et al. (2023), which found
that bilingual students exhibit the most pronounced difficulties in expressive skills.

To explore whether these needs varied across different grade levels, a Kruskal-Wallis H test was
conducted. The results are presented in Table 14.

Table 14.
Differences in Language Needs by Grade Level

Dimension  Grade Level N Rank Average X? sd p Source of Difference
Communication 1st grade 58 285.91 6.430 3 .092 -
2nd grade 182 270.18
3rd grade 160 237.13
4th grade 116 255.95

Comprehension 1st grade 58 307.84  31.914 3 .000* 1>3
2nd grade 182  293.11 1>4
2>3

3rd grade 160 215.28

4th grade 116 239.14
Narration 1st grade 58 292.41 11.650 3 .009* 2>3

2nd grade 182 278.32

3rd grade 160  236.49

4th grade 116 240.80

2>4

Total Scale Ist grade 58 297.47 16.751 3 .001* 1>3
2nd grade 182  281.77 1>4
2>3

3rd grade 160 225.79
4th grade 116 247.61

2>4

According to Table 14, the results reveal statistically significant differences across grade levels,
particularly in comprehension, narration, and total scores. First and second-grade students exhibited
significantly fewer needs than those in third and fourth grades. This trend may reflect educational
discontinuity among older students, many of whom entered the school system mid-cycle and missed
early foundational instruction. Similar findings are noted in the literature (Kirmiz1 et al., 2023), which
highlight the compounding effect of interrupted schooling on language acquisition.

Additionally, the Kruskal-Wallis H test was conducted to determine whether students’ nationalities were
associated with differences in language needs. Results are displayed in Table 15.
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Table 15.
Differences in Language Needs by Student Nationality
Dimension Nationality N Rank Average X? sd p

Communication Syrian 332 256.93 11.862 10 .294
Iranian 73 265.38
Uzbek 1 122.50
Kyrgyz 10 238.60
Afghan 32 242.94
African 15 206.13
Somalian 14 252.14
Turkoman 22 263.11
European 6 391.58
American 10 346.20
Russian 1 208.00

Comprehension Syrian 332 258.33 8.253 10 .604
Iranian 73 249.65
Uzbek 1 149.50
Kyrgyz 10 302.20
Afghan 32 223.84
African 15 214.77
Somalian 14 301.96
Turkoman 22 294.36
European 6 289.25
American 10 308.60
Russian 1 267.50

Narration Syrian 332 262.62 8.271 10 .602
Iranian 73 240.58
Uzbek 1 80.50
Kyrgyz 10 301.10
Afghan 32 253.28
African 15 194.43
Somalian 14 274.14
Turkoman 22 253.14
European 6 294.58
American 10 299.45
Russian 1 353.00

Scale Total Syrian 332 257.46 10.536 10 .395
Iranian 73 263.48
Uzbek 1 101.00
Kyrgyz 10 277.55
Afghan 32 233.02
African 15 194.10
Somalian 14 265.25
Turkoman 22 271.43
European 6 349.25
American 10 339.95
Russian 1 250.00

Based on Table 15, it was found that the language needs of the students did not show a significant
difference in terms of the whole scale [X?=10.536; p>.05], communication [X?=11.862; p>.05],
comprehension [X?=8.253; p>.05] and narration [X?=8.271; p>.05] dimensions in terms of student
nationalities. The analysis showed no statistically significant differences in language needs based on
nationality, indicating that challenges in Turkish language acquisition are common across different
linguistic and cultural backgrounds. This finding is supported by Cerna (2019), who emphasized the
role of prior education and language exposure over national origin in second language outcomes.

The quantitative data affirm and extend the qualitative findings, confirming that bilingual students
exhibit substantial needs in comprehension and narration, particularly in speaking and writing. These
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needs were most pronounced among students in grades (3rd and 4th grades). Grammar and vocabulary
emerged as additional concerns, although they were less frequently reported by students themselves.
The absence of significant differences by nationality underscores that language acquisition challenges
are systemic and not limited to specific groups. These insights underscore the need for comprehensive,
level-based, and skill-specific interventions that address the full spectrum of bilingual students’
linguistic and educational needs. Overall, the findings suggest that primary-level Turkish language
instruction for bilingual students remains insufficiently tailored to their diverse linguistic and academic
profiles. As Cummins (2000) argued, language proficiency is foundational not only to academic success
but also to social integration.

DISCUSSION

The current study aimed to examine the existing conditions of teaching Turkish as a second language
(TSL) in primary schools and to identify the linguistic, academic, social, and personal needs of bilingual
students. The discussion presented here synthesizes both the qualitative and quantitative findings,
situating them within the broader body of research on second language acquisition (SLA), teaching
Turkish as a second language (TSL), bilingual education, and migration studies.

Analyses of the current state of TSL instruction in primary schools reveal that students often fail to
acquire essential L2 skills, such as comprehension, narration, grammar, vocabulary, and communication
at an adequate level. Krashen (1981) argued that comprehensible input is essential for L2 development,
a claim supported by subsequent empirical studies highlighting the importance of input exposure (Ellis,
2008; Gass & Selinker, 2008). More recent research further supports the view that bilingual learners’
limited exposure to the societal language impedes the development of core skills such as speaking and
writing (Kirmiz1 et al., 2023; Zayimoglu Oztiirk, 2021).

This study concludes that students experienced difficulties in communication skills and were unable to
communicate effectively with teachers and peers. Similarly, Marlia et al. (2023) and Atibrata et al.
(2024) state that EFL learners often feel anxious when communicating, which can prevent them from
actively participating in English language classes. This aligns with recent studies emphasizing how
affective factors such as classroom anxiety and identity insecurity impair language performance and
classroom participation, particularly among refugee and migrant children (Fandrem et al., 2024; Jasemi
& Gottardo, 2023). In contrast to the findings of the present study, Turan and Fansa (2021) concluded
that students did not have difficulty speaking Turkish and attempted to speak it whenever possible.
These contradictory findings in the literature may stem from differences in sample characteristics, such
as length of exposure to Turkish or age at migration. For instance, newly arrived students in the present
study, especially those enrolled during interim periods were found to have significant gaps in
foundational literacy and oral narration, likely due to limited and interrupted schooling (Block, 2007;
Thomas & Collier, 2002). Such differences may be explained by variables including study group
characteristics, reasons for living in Tiirkiye, duration of stay, and level of adaptation to both society
and school.

In the present study, it was found that students, particularly those who started school in interim periods,
experienced difficulties in grammar and vocabulary skills due to limited exposure to Turkish. This
finding aligns with the views of prominent researchers such as Cummins (2000) and Ellis (2008), who
emphasize that insufficient linguistic input in second language acquisition negatively affects core
language competencies. As a reflection of this, it was observed that students whose first languages are
based on the Arabic alphabet faced significant challenges in pronouncing certain Turkish letters and
frequently made orthographic errors. Similarly, Morali (2018), and Kirmiz1 et al. (2023) reported that
differences in alphabet systems lead to pronunciation issues, particularly with non-equivalent sounds,
resulting in incorrect articulation, omission, or elision of letters. Hamdalo et al. (2023) explain this
phenomenon by highlighting the influence of phonological competence developed in a learner’s first
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language (L1) on the comprehension and production processes in the second language (L2). The
interaction between the L1 and L2 phonological systems can hinder accurate production in the target
language, thereby reducing communicative effectiveness. In this context, the findings of the study
suggest that both alphabetic differences and limited language exposure jointly pose cognitive and
communicative challenges for bilingual learners. Therefore, it is essential to provide these students with
rich and consistent exposure to Turkish and to implement instructional strategies that take cross-
linguistic influences into account. This study contributes to the literature by offering concrete examples
of L1-L2 interaction and emphasizing the importance of continuous and rich input in Turkish.

In line with the principle of integrating language skills, this study suggests that students' difficulties in
various language domains are interconnected. Notably, deficiencies in communication skills are often
attributed to challenges in adapting to societal and educational environments. Kirmiz1 et al. (2023)
identified issues among students in areas such as social integration, communication, reading
comprehension, speaking, writing, and vocabulary. These findings align with the current research,
indicating that both alphabetic differences and limited language exposure collectively pose cognitive
and communicative challenges for bilingual learners. Jasemi and Gottardo (2023) emphasized the link
between social adaptation and reading comprehension skills. Their study on Iranian students learning
English as a community language found that refugee students face more significant challenges in English
language skills compared to immigrants, primarily due to migration-related traumas, educational
disruptions, and socioeconomic hardships. Similarly, Hammoud (2025) highlighted that students
encountering greater difficulties in the integration process also struggle with language acquisition. The
present study extends these findings by connecting such deficits to observable classroom behaviors and
student outputs, demonstrating a direct relationship between early educational continuity and language
proficiency.

Yildiz (2024) aimed to assess the development of Turkish as a Second Language (TSL) among bilingual
Syrian students. The study concluded that achievements in writing and reading comprehension skills are
interrelated. It was observed that while initial literacy activities and commencing school during standard
periods positively influenced reading and writing skills, these alone were insufficient to achieve desired
outcomes across all language domains. Starting school during standard periods refers to students
beginning from the first grade and participating in initial literacy activities. A similar conclusion was
drawn by Sirin and Rogers-Sirin (2015), who noted that interrupted schooling negatively impacts
cognitive and linguistic competencies in second language acquisition.

Language proficiency also influences students’ attitudes toward coursework. Those with inadequate
language skills often develop negative perceptions of the course, potentially leading to adverse
behaviors and exclusion from their Turkish peers. This phenomenon was observed in Demir Bagaran's
(2021) study, which reported that in mixed classrooms of bilingual and Turkish students, language
deficiencies could lead to social exclusion. Similarly, Zayimoglu Oztiirk (2021) found that
communication problems resulted in students being marginalized. These findings underscore the
importance of second language mastery in facilitating students' adaptation to school and community life.
In this context, it is seen that second language mastery is an important factor in ensuring students’
adaptation to school and community life. Susar Kirmiz1 et al. (2020) stated that students' attitudes
towards the course are related to the fact that students receive pre-school education and that these
students have positive attitudes towards the course because they know the place of literacy in their lives
and the necessity of learning to read and write. In this study, no inference can be made about the effect
of this situation since there was no focus on the students' pre-school education and there were no
opinions in this direction in the teachers' opinions; however, in the light of the literature and as stated in
Ogretir Ozgelik and Kurt Yahsi’s study (2025) bilingual children can achieve academic success in many
areas, especially literacy skills, by supporting their language needs in pre-school education institutions.
In this context, it can be inferred that preschool education provided to students can be important in
developing positive attitudes towards the course.

The findings of this study reveal that students with lower levels of language proficiency exhibit lower
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motivation towards the course. This result aligns with previous research highlighting the reciprocal
relationship between language competence and learner motivation. For instance, Dunn and Iwaniec
(2022) demonstrated that as English language learners' proficiency increases, so does their motivation,
along with their confidence and participation in class. Similarly, Morali (2018) and Polat (2019) noted
that motivation deficiencies in students learning Turkish as a foreign language often lead to negative
classroom behaviors, including resistance and even aggression. Amin et al. (2023) argued that
shortcomings in basic skills such as pronunciation and vocabulary can negatively affect motivation, but
inclusive education approaches may enhance learners’ confidence in these areas. In addition, Ushioda
(2020) emphasized that when learners can associate their language development with meaningful social
goals, their motivation becomes more intrinsic and lasting. This perspective is consistent with the
motivational dynamics model of Dérnyei and Ryan (2015), which posits that learners’ self-efficacy and
envisioned future selves significantly shape their motivation. Although this study did not directly
investigate the I'YEP (Remedial Education Program in Primary Schools), the literature points to its role
in reducing motivational deficits. For example, Saridogan (2019) found that students who participated
in I'YEP developed more positive attitudes toward Turkish language course. Likewise, Giirol and Giil
(2021) reported that I'YEP made positive contributions to the academic and social development of
disadvantaged students. These findings support the notion that structured programs such as Turkish
support the courses can enhance motivation by strengthening language proficiency. Therefore,
integrating motivational components into such language support interventions emerges as a critical
pedagogical implication for improving the academic success of bilingual learners.

Current analyses reveal methodological challenges in TSL teaching, including insufficient teacher
experience and pedagogical knowledge, with a preference for traditional methods. Similar findings were
reported by Ugurlugen (2019) and Kirmizi et al. (2023), who concluded that teachers’ experience in
teaching Turkish as a second language remains inadequate. Emphasizing teachers’ pivotal role in
integrating Syrian students, Eranil and Kasalak (2024) noted that despite teachers’ positive impact, their
professional competencies in refugee bilingual education are limited. This suggests shortcomings in
differentiated instruction in TSL. Contrarily, Ugurlugen (2019) reported frequent use of authentic
materials by teachers, a difference possibly stemming from sample variation; while the present study
included teachers from both PIKTES and other schools, Ugurlugen’s study involved only PIKTES
teachers, many of whom were trained and certified in TSL. Especially in heterogeneous classrooms,
where students differ in nationality, language, and Turkish proficiency, the awareness and experience
of teachers delivering both first language and TSL instruction are critical. Ozcan and Sallabas (2024)
found that less experienced teachers face higher burnout, negatively affecting teaching. Studies on
interaction in L2 education highlight the need for student-centered, flexible, and responsive teaching.
Bailey (2005) stresses the communicative approach and interactive, task-based learning. Supporting
this, Mendenhall et al. (2017) show that experienced teachers and responsive curricula enhance
linguistic and socio-emotional development. Similarly, Ozmen Yagiz and Alemdag (2025) argue that
effective instruction requires attention to individual learner differences. Together, these findings
underscore the need for communication-based, adaptable, and learner-sensitive approaches in TSL.

This study concludes that bilingual students require communication and adaptation skills to integrate
into school and society, addressing their personal and social needs in Turkish language education. These
skills, particularly communication, are essential for successful integration in both academic and social
settings. Similar results were reported by Kirmizi et al. (2023); Ozer (2023) found that adaptation issues
may even outweigh language problems, though in another study, Ozer (2023) argued adaptation follows
language issues. In this study, communication and adaptation were evaluated holistically without
prioritizing one over the other. It was concluded that both are critically important, though no comparison
was made regarding which is more urgent. Unlike these findings, Turan and Solak (2023) reported that
bilingual students in adaptation classes post-2020 adjusted quickly to school and peer relations. This
discrepancy may stem from the differing time periods of the studies, suggesting that over time, bilingual
students’ integration into Turkish society has improved.

Regarding students’ linguistic needs, the study identifies deficiencies in comprehension, narration,
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communication, grammar, and vocabulary, consistent with findings from current analyses. Qualitative
data highlight narration, especially speaking and writing, as the most prominent need. Students
demonstrated limited vocabulary, gave short responses, struggled with verbal expression and social
interaction, and showed weak speaking skills. Writing issues included difficulty forming grammatically
correct sentences, choosing appropriate words, and expressing ideas coherently. Although narration
skills stood out qualitatively, the language needs assessment scale showed slightly lower scores in
narration than in other areas. This discrepancy may be explained by factors such as teachers’ experience,
students’ interrupted education, nationality, reasons for migration, and attitudes toward the course.
Narration needs were more pronounced in upper grades (3rd-4th), likely due to age-based placement,
lack of early literacy in Turkish, and educational gaps. In contrast, Y1ldiz (2024) found that secondary
school students performed better in writing than primary students, attributing this to their focus on
narration skills during work life. The difference may stem from this study’s exclusion of secondary
students, preventing level-based comparisons.

Consistent with literature (Cummins, 2000; Gass & Selinker, 2008; Turan & Fansa, 2021; Ugurlugelen,
2019), this study also highlights narrative skill needs. However, Bialystok (2009) argues that cognitive
advantages in narration vary based on the quality and frequency of language input in bilingual
environments, suggesting students are not inherently disadvantaged in this area. This variation, also
supported by Bialystok (2011), may stem from factors such as language use intensity, environmental
context (Grosjean, 2010), adequacy of input at school and in society (Ellis, 2008), and structural
differences between L1 and the target language (DeKeyser, 2007). Similarly, Alaraj (2024) found that
limited vocabulary, insufficient practice, and low exposure negatively affect speaking fluency in
bilingual university students. While this study identified comprehension as the second most critical need
after narration, Koda (2005) and Ke et al. (2023) suggest comprehension develops earlier, resulting in
fewer deficits. These differences may again relate to language use intensity, input adequacy, and
linguistic structure. This study also found that comprehension needs increase in higher grades, as with
narration. Interestingly, Yildiz (2024) reported that fourth graders outperformed eighth graders in
reading comprehension. Thus, the present findings on comprehension needs by grade level align with
prior research.

CONCLUSION

This study aims to examine the current state of Turkish as a Second Language (TSL) instruction at the
primary school level in Tirkiye and to identify the linguistic, personal, social, and academic needs of
bilingual students. Findings related to the study's first sub-goal reveal that students face significant
challenges in language skills and competencies within current instructional practices at primary schools.
Many students struggle with basic communication tasks and exhibit deficiencies in core language skills
such as comprehension, expression, grammar, and vocabulary. These shortcomings are particularly
evident in vocabulary acquisition and grammatical competence. Such deficiencies hinder academic
development and negatively impact students’ participation in classroom and school life, indicating a
strong need for support. Linguistic deficiencies are associated with negative attitudes toward lessons,
difficulties in adapting to school and social life, resistance to learning Turkish, low motivation,
disruptive classroom behavior, and ultimately, low academic achievement. This situation aligns with
national studies by Karakog et al. (2024), Ozer (2023), Kirmiz1 et al. (2023), and Giirol and Giil (2021),
which demonstrate that migrant and refugee students in Tirkiye face persistent difficulties in literacy
skills, classroom behavior, and motivation.

Teacher perspectives also highlight that these linguistic deficiencies restrict classroom interaction.
Participants noted that Syrian students, in particular, struggle with literacy processes due to encountering
the Latin alphabet for the first time and face significant difficulties in written expression due to their
limited vocabulary. In contrast, speaking skills were observed to develop more rapidly due to social
necessities. This finding parallels studies by Alaraj (2024) and Marlia et al. (2023), which focus on
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speaking challenges among English language learners.

An examination of teacher qualifications and instructional practices reveals methodological issues in
TSL instruction. The majority of participating teachers lack specialized training in this field and display
evident deficiencies in pedagogical knowledge. Instruction is often planned as if for native speakers,
leading to significant practical challenges. Most teachers rely on traditional methods and fail to develop
innovative approaches in terms of materials, teaching techniques, and assessment strategies. Instruction
is predominantly grammar-centered, standard materials are used, and there is a significant lack of
differentiated assessment tools tailored to second language learners. These findings are supported by
Demir Basaran (2021), who highlights inadequacies in teacher competencies for refugee students, and
Turan and Fansa (2021), who point to the absence of structured TSL pedagogy training. Similarly,
Moral1 (2018) and Susar Kirmiz1 et al. (2020) draw attention to the lack of early literacy support for
non-native speakers. Teachers' reluctance to adopt innovative approaches in materials, methods, and
assessment strategies limits their capacity to meet student needs. This issue is also emphasized in
international studies on the educational integration of migrant students, such as Cerna (2019) and Taylor
& Sidhu (2012).

Regarding the study’s second sub-goal, an examination of bilingual students' needs in Turkish language
classes revealed a range of personal and social needs during their adaptation to school and society. The
need to develop effective communication skills to manage daily life tasks and interactions emerged as a
key concern. Accordingly, a comprehensive needs analysis should be conducted at the beginning of
Turkish instruction, and instructional goals should be aligned with the descriptors of the Common
European Framework of Reference for Languages (CEFR). Participants emphasized the importance of
adapting instructional planning and assessment processes in line with CEFR criteria. The CEFR-based
needs analysis framework employed in this study aligns with the literature and empirical findings and
supports the validity and applicability of the framework in bilingual education contexts. These results
are consistent with international research such as North and Piccardo (2016) and national initiatives like
Ogretir Ozgelik and Kurt Yahsi (2025), which focus on CEFR-aligned planning.

According to students, their linguistic needs were primarily ranked as speaking, writing, reading,
listening, all language skills, and vocabulary knowledge. Similarly, teachers identified students' primary
areas of need as narration skills (speaking and writing), followed by grammar, vocabulary, reading, and
listening. Qualitative data (student work and researcher journals) emphasized narration skills, while the
language needs scale highlighted the need for communicative competence. Needs related to narration
skills became more pronounced in higher grade levels such as 3rd and 4th grades. Likewise,
comprehension skills such as listening and reading were found to be more necessary at upper grade
levels. This finding is consistent with Cummins’ (2000) interdependence hypothesis and is supported
by studies such as Giingér Yereyikilmaz & Boyaci (2024) and Kirmizi et al. (2023), which reveal that
bilingual students in higher grades experience greater difficulties in comprehension and writing due to
delayed literacy development and disrupted educational trajectories.

Although no statistically significant differences were found in language needs based on students'
nationalities, the fact that the majority are in Tiirkiye due to forced migration and have experienced
interrupted educational histories clearly impacts their learning processes. This finding confirms the
impact of forced migration and interrupted education on academic risk as emphasized in both national
and international studies by Dryden-Peterson (2016), Hammoud (2025), Sarmini et al. (2020), and
Zayimoglu Oztiirk (2021). Overall, students need support not only in basic language skills but also in
higher-order cognitive and social skills such as communication, self-expression, and interpretation.
Teachers' perspectives reveal that linguistic deficiencies directly affect classroom interaction and
academic performance. These findings support Cummins’ (2000) theory of academic language
proficiency.

In conclusion, the target level of language skill development in primary school Turkish instruction has
not been fully achieved, and all identified areas of deficiency require support. Identifying student needs
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and adapting instruction accordingly is of critical importance. This study provides a comprehensive and
multidimensional perspective on TSL instruction for bilingual primary school students in Tiirkiye. By
utilizing a mixed-methods design and including a wide sample of students, teachers, and field experts
from diverse regions and nationalities, it offers a significant contribution to the field.

The original needs analysis scale developed within the scope of this research represents the first tool
capable of objectively evaluating the Turkish language skills of bilingual students at the primary school
level. As the first validated TSL needs analysis instrument in the Turkish educational context, this scale
contributes both to classroom planning and to the development of evidence-based language policies.
Findings demonstrate that as grade level increases, students’ needs for both narration (speaking and
writing) and receptive (listening and reading) skills increase. This trend aligns with Cummins’ (2000)
theory of academic language proficiency and needs analysis studies conducted by West (2022) and Long
(2005). Moreover, these findings will inform curriculum and material development in TSL instruction.
The study’s limitation lies in the collection of quantitative data from teachers due to students’ low
literacy levels. Adapting the scale for student use may yield different and more direct findings regarding
language needs. This recommendation is in line with the calls of Yildiz (2024) and Ugurlugelen (2019)
for incorporating student voice and direct performance measurement into TSL research.

In summary, the deficiencies in Turkish language skills among bilingual students stem not only from
individual but also pedagogical and structural factors. Therefore, education policies, teacher training
programs, and classroom practices must be restructured with an inclusive approach. Future initiatives
should prioritize early intervention, differentiated instruction, and institutionalized teacher training
programs as prerequisites for building a sustainable and equitable TSL instructional framework. This
study contributes to TSL instruction at both theoretical and practical levels. Analyzing student needs in
alignment with CEFR criteria, restructuring instructional goals, and planning inclusive in-service
training programs for teachers are essential steps for effective TSL instruction. The developed scale
provides an evidence-based foundation for both instructional design and policy-making processes.

Suggestions

Based on the findings of the study, several recommendations are presented for teachers and schools,
policy makers and universities, as well as researchers:

Increasing Linguistic Input: Priority should be given to listening, both prepared and spontaneous
speaking, and individual writing activities. Students should be consistently and meaningfully exposed
to Turkish through communication-oriented activities within and beyond the school environment.

Focusing on Narration Skills: Structured programs aimed at developing speaking and writing skills
should be implemented, and student progress in these areas should be systematically monitored using
clear performance indicators.

Supporting Social Integration and Communication Skills: Instructional materials that facilitate cultural
transmission—such as age-appropriate texts, children’s songs, and traditional games—should be
integrated into the curriculum. Additionally, students should be encouraged to engage in various social
activities to strengthen their interaction with the host community.

Enhancing Phonological Awareness and Pronunciation: Pronunciation activities, especially those
targeting vowel sounds, should be increased. Instruction should include structured exercises that
promote phonological awareness as part of the broader language curriculum.

Expanding Access to Early Childhood Education: Preparatory language programs should be expanded
during early childhood, which constitutes a critical period for second language development.

Implementing Inclusive and Differentiated Educational Practices: Second language instruction should
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be delivered within an inclusive framework, employing teaching strategies that are responsive to
students’ individual needs and learning profiles.

Strengthening Psychosocial Support Mechanisms: School counseling services and peer support systems
should be reinforced to provide a secure learning environment and to enhance students’ self-efficacy
and emotional well-being.

Developing Culturally Responsive Materials: Curricular content should be enriched with visual,
auditory, and authentic materials such as posters, brochures, and leaflets that reflect students’ lived
experiences and sociocultural backgrounds.

Employing Effective Instructional Methods: Instruction should be supported by pedagogical strategies
such as simplified language, visual aids, storytelling, peer learning, drama-based activities, and the
integration of digital tools. Collaborative group work should also be encouraged to foster cooperative
learning environments.

Utilizing Language Proficiency Assessment Tools: Students’ linguistic needs should be systematically
identified through diagnostic tools aligned with the Common European Framework of Reference for
Languages (CEFR), and their development should be monitored throughout the academic year.

Monitoring and Enhancing Support Programs: The effectiveness of educational support programs such
as I'YEP should be regularly assessed, and evidence-based best practices should be disseminated for
broader and more effective implementation.

Advancing Teacher Training and Professional Development: In-service training should be strengthened
in areas such as bilingualism, intercultural competence, and differentiated instruction. At the pre-service
level, academic and pedagogical training for TSL instruction should be provided in a coordinated and
research-informed manner.

Raising Awareness Among School Administrators: Targeted training programs should be designed to
enhance school administrators’ awareness and responsiveness to the specific needs of bilingual learners.

Promoting Research on Bilingualism: Action research and mixed-method studies should be encouraged
to identify effective instructional practices for improving bilingual students’ language competencies and
overall academic achievement.
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GUNGOR YEREYIKILMAZ ve BELET BOYACI; Iki dilli ilkokul égrencilerinin ikinci dil olarak Tiirk¢e 6grenimine yonelik
¢ok boyutlu ihtiyag analizi

TURKCE GENISLETILMIS OZET

Iki dillilik olgusu, arastirmacilarin uzun yillardir calistig ve farkli yaklagimlarla farkli tanimlar yaptig
bir kavram olmustur. Grosjean (2006) iki dilliligi, iki dili kullanma yetenegi ve yeterliligi olarak ifade
etmektedir. Bu dillerden biri ana dili, digeri yabanci dil olabilirken; gd¢/miilteci edilen toplum dili de
ikinci dili ifade edebilmektedir. iki dillilikle ilgili geleneksel yaklasimlarda iki dilde yeterliklerinin de
milkemmel diizeyde olmasi beklenirken; zamanla “iletisim becerisi” odak haline gelmis ve ikinci dilde
iletisim kurabilecek diizeyde yeterlikler bireyin iki dilli sayilmasinda kabul goérmiistiir.

Iki dillilik ile ilgili tanimlar1 “bilissel yeterlilikler” baglamda ele alan arastirmacilar, iki dilli bireylerin
esnekliklerinin, ¢alisma bellegi kapasitesinin ve metalinguistik farkindalik, problem ¢6zme, c¢oklu
gorevleri yerine getirme gibi yeteneklerinin tek dilli gocuklara gore daha yiiksek oldugunu (Antoniou,
2019; Bialystok, 2001; Bialystok & Martin, 2004; Bialystok, vd., 2012) savunmaktadir. Bununla
birlikte, daha giincel arastirmalarda iki dilliligin biligsel performans iizerinde kiiciik olumlu etkileri
oldugu ve bunun da sadece belirli kosullar altinda, belirli gorevler ve gruplar i¢in gecerli oldugu
(Grundy, 2020) belirtilmektedir.

Iki dilliligin toplumsal boyutu da énemli bir degerlendirme kriteri olmaktadir ve “toplumsal ve kiiltiirel
perspektifler” ile ilgili arastirmalarda, bireyin iki dilli olarak goriilebilmesi i¢in ikinci dilin kiiltiirel ya
da sosyal ihtiyaclara ne 6l¢iide hizmet ettigi onem kazanmaktadir. Daha giincel arastirmalarda ise
Norton ve Toohey (2011) ve Creese ve Blackledge (2015) dilin sadece bireysel bir edinim siireci
olmadigini, aym1 zamanda toplumsal gii¢ iliskileri ve kimliklerle sekillendigini belirtmektedir. Bu
yaklagimda, iki dilli 6grencilerin topluma aidiyet gelistirmelerini desteklemenin, dil gelisimi kadar
onemli oldugu vurgulanmaktadir.

Tiirkiye 6zelinde degerlendirildiginde, iki dillilik olgusu gogle birlikte daha belirgin hale gelmis ve iki
dillilik egilimleri, yeni boyutlar kazanmistir. Ozellikle 2011 y1l1 sonrasi artan go¢ hareketleri sonucunda
miilteci ve gogmen Ogrencilerle birlikte yeni iki dilli gruplarin egitim sistemine entegrasyonu énemli bir
konu haline gelmistir (Cerna, 2019; Dryden-Peterson, 2016; Kirmiz1 vd., 2023). Bu yillardan itibaren
Tiirkiye’de “iki dillilik” genellikle kendi ana dillerinde sistematik bir egitim alamayan (Cerna, 2019)
egitim hayatlar1 yarida kalan ve dolayisiyla toplum dili olan Tiirk¢eyi hem iletisim dili hem de egitim
dili olarak edinmeye ¢alisan gogmen ve miilteci dgrencileri tanimlarken kullanilan bir kavram halini
almistir.

Iki dilli 6grencilerin artigt ile birlikte Tiirkge 6gretimi faaliyetlerine hiz verilmistir. Ozellikle yetiskinlere
Halk Egitim Merkezleri ve Tiirkge 6gretim merkezlerinde (TOMER) gergeklestirilen yabanci dil olarak
Tiirkce 6gretiminden kapsayici egitime ve ikinci dil olarak Tiirkge 6gretim siirecine gecis baslamistir.
Bu calismada, ikinci dil (L2) olarak Tiirkgenin 6gretimi; 6zellikle zorunlu nedenlerle Tiirkiye’ye gog
veya iltica eden iki dilli 6grencilere, Milli Egitim Bakanligi’na bagl ilkokullarda verilen toplum dili
Ogretimi baglaminda ele alinmustir.

Tiirkiye’deki ilkokullarda 6grenim géren iki dilli 6grencilerin 6zellikle dinleme-anlama, okuma-anlama,
yazma ve konusma becerilerinde 6nemli giigliikler yasadiklarii (Kirmizi vd., 2023; Turan & Solak,
2023) belirtilmektedir. Dil becerilerindeki eksikliklerin sosyal iletisim ve akademik basari iizerinde
olumsuz etkiler yarattigi (Cummins, 2000) vurgulanmaktadir. Bununla birlikte, dil becerilerinde
yasanan sorunlarin, dgrencilerin topluma ve okula uyumunu zorlastirdig1 ve okulda disiplin sorunlari
yarattig (Kirmizi, vd., 2023; Ozer, 2023) ifade edilmektedir. Ayrica bu dgrencilerin ¢ogu zaman dil
bariyerleri nedeniyle akademik ve sosyal diglanmaya maruz kaldigi (Block, 2007; Cummins, 2000)
belirtilmektedir.

Alanyazinda iki dilli 6grencilere Tirk¢e Ogretiminde yasanan sorunlarin ve sorun yasanan dil
becerilerinin belirlenmeye ve ¢oziim onerileri iiretilmeye ¢alisildigi goriilmektedir. Ancak galigmalarin
pek cogunun “Suriyelilere/gd¢menlere/miiltecilere Tiirkge Ogretimi” ve “yabanci dil olarak Tiirkce
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Ogretimi” gibi farkli metodolojilerle ele alindigini soylemek miimkiin olacaktir. Bu ¢aligmada ise iki
dillilik ve ikinci dil 6gretimi arasindaki iliskinin irdelenmesi, miilteci/gd¢men Ogrencilerine yonelik
Tiirkce 6gretim faaliyetlerinin ikinci dil olarak Tiirk¢e Ogretimi kapsaminda ele alinmasinin alan
acisindan 6nemli olabilecegi diisliniilmektedir. Literatiirde belirtildigi {izere, ikinci dil 6gretiminde
ogrenci ihtiyaglarinin bilimsel temelli ihtiyag analizi siireci ile belirlenmesi gerekmektedir (Derwing &
Munro, 2005; Long, 2005; Tollefson & Tsui, 2018; West, 2022). Bu ¢alismada, program gelistirme
agisindan ihtiya¢ analizinde bulunmasi gereken bilimsel siireglere gore ¢cok boyutlu, ¢cok paydasl ve
yansiz bir sekilde gergeklestirilmistir ve Coleman ve Goldenberg’ in (2010) “dilsel”, “akademik”,
“sosyal ve duygusal” ve “kiiltiirel” ihtiyaglar siniflandirmasi (akt. Durmus & Okur, 2013) temel
alimmugtir,

Alanyazinda, iki dilli 6grencilere Tiirk¢e 6gretiminde karsilagilan sorunlara ve bu dgrencilerin dilsel
ihtiyaglarina yonelik ¢esitli aragtirmalar yapilmistir. Ancak mevcut ¢alismalarin biiyiik boliimii, sinirl
saylda paydasin goriiglerine dayanmakta ve farkli diizeylerdeki ogrenci profillerini yeterince
kapsamamaktadir. Bu arastirma, s6z konusu boslugu doldurmak amaciyla, ilkokul 1-4. sinif diizeyinde
egitim goren iki dilli 6grencilerin Tiirkge ihtiyaglarini, &grenciler, smif Ogretmenleri ve alan
uzmanlarinin goriisleri dogrultusunda belirlemeye yonelik ¢ok boyutlu bir yaklagim benimsemektedir.
Aragtirma siirecinde elde edilen ihtiyag analizleri; farkli iiniversitelerden Siif Egitimi, Tiirkce Ogretimi,
Program Gelistirme alanlarinda uzman akademisyenler ile TOMER uzmanlarinin katilimiyla
diizenlenen bilimsel bir ¢alistayda paylasilmis ve degerlendirilmistir. Bu analizler, yazar tarafindan
yiiriitiilen doktora tezinin de temelini olusturarak, 6zgiin bir Tiirk¢e 6gretim programi tasarimi igin
bilimsel bir zemin olusturmustur. Arastirmanin veri seti; hem daldirma hem de batirma modeli
kapsaminda egitim alan, farkli uyruklara ve sinif diizeylerine sahip, Tiirk¢e dil yeterlikleri ve ihtiyaglari
cesitlilik gosteren zengin bir 6grenci profiline dayanmaktadir. Bu yoniiyle calisma, iki dilli 6grencilere
yonelik Tiirk¢e 6gretimi baglaminda daha kapsayici ve ihtiyag temelli bir yaklagim sunmaktadir.

Aragtirmanin 6zgiin katkilardan biri de arastirmacilar tarafindan gelistirilen dil becerilerini belirleme
Olcegidir. Bu oOlgme araci, iki dilli 6grencilerin Tiirkge dil yeterliliklerini nesnel bigimde
degerlendirmeye olanak saglayan ilk yapilandirilmis araglardan biridir. Ayrica 6gretim ortamlarinin
niteligi, materyal yeterliligi ve 6gretmen yeterlikleri de arastirmanin odaginda yer almaktadir. Bu
biitiinciil bakis ag1s1, aragtirmanin yalnizca bir ihtiyag tespiti ¢aligmasi olmanin 6tesine gegerek, 6gretim
ortamlarini geligtirmeye doniik 6neriler sunmasina olanak tanimaktadir.

Sonug olarak, ¢alisma; siirece odakli, saha temelli ve ¢ok paydasli yapist ile iki dilli 6grencilere yonelik
Tiirkce Ogretimi alaninda Onemli ve Ozgilin bir katki sunmakta, mevcut uygulamalarin gozden
gecirilmesi ve gelistirilmesine yonelik giiclii bir temel olugturmustur. Bu kapsamda aragtirmanin genel
amaci, ilkokullarda 6grenim goren iki dilli 6grencilerin ikinci dil olarak Tiirk¢e 6gretimine yonelik
olarak ytiriitiilen Tiirk¢e derslerine iliskin uygulamalarin ve bu 6grencilerin dil becerileri baglamindaki
ihtiyaglariin belirlenmesidir. Bu genel amag¢ dogrultusunda aragtirmada asagidaki sorulara yanit
aranmigtir:

Ilkokullarda ikinci dil olarak Tiirkge 6gretimine yonelik mevcut durum nasildir?

iki dilli ilkokul 6grencilerinin Tiirkce dersine yonelik kisisel ve sosyal, dilsel ve akademik ihtiyaglari
nelerdir?

Karma arastirma desenlerinden yakinsayan paralel desen benimsenen arastirmanin nitel verileri gdzlem
ve arastirmact ginligi, goriisme (y.yapilandirilmis ve goriisme formu) ve Ogrenci iriinleri ile
toplanirken; nicel veriler ise kisisel bilgi formu ve yabanci uyruklu ilkokul 6grencilerinin Tiirkce dil
becerileri ihtiyaglarini belirleme 6lcegi ile toplanmistir. Nitel veriler igerik analizi ile ¢oziimlenirken;
nicel verilerinin analizinde ise SPSS 22 ve dogrulayici faktor analizi igin Lisrel 8.7 programlari
kullanilmistir. Veri toplama araglarinin gegerlik ve giivenirligi kapsaminda kullanilan dlgek igin
giivenirlik analizleri normallik testleri ve i¢ tutarlilik katsayilar1 hesaplanirken; nitel verilerin gecerlik
ve giivenirligini saglamak amaciyla ise Denzin ve Lincoln (1994) tarafindan belirlenen “inandiricilik”
“aktarlabilirlik” “tutarlik” ve “teyit edilebilirlik” Sl¢iitlerinden faydalanilmistir.
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Bu aragtirmada, Tiirkiye’de ilkokul diizeyinde gerceklestirilen ikinci dil olarak Tiirk¢e 6gretiminin
mevcut durumu ve iki dilli 6grencilerin Tiirk¢e 6gretimine yonelik dilsel, kisisel, sosyal ve akademik
ihtiyaclar1 belirlemeye calisilmistir. Arastirmanin birinci alt amact kapsaminda, ilkokullarda ikinci dil
olarak Tiirk¢e 6gretimine yonelik mevcut duruma yonelik elde edilen bulgulardan hareketle 6grencilerin
“dil becerileri ve yeterliklerinde sorunlar” oldugu, 6grencilerin basit iletisim becerilerini yerine
getiremedigi, anlama, anlatma becerileri ile birlikte dilbilgisi ve sdzvarlig1 becerilerini yeterli dl¢iide
edinemedigi goriilmiistiir. Ayrica, kelime bilgisi ve dilbilgisi becerilerinde de zorluklar kaydedilmistir.
Ogrenciler temel iletisim becerilerini yerine getirmekte zorlanmis ve dilbilgisi, kelime bilgisi, anlama
ve ifade becerilerini yeterince edinememistir. Dil becerilerinde tespit edilen bu eksiklikler ve sorunlar
aynt zamanda Ogrencilerin bu becerilere ihtiyaclarinin da oldugunu gosterirken; bu sorunlar,
ogrencilerin Tiirk¢e dersine yonelik olumsuz tutumlari, okul ve toplum yasamina uyum giicliikleri,
Tiirkce 6gretimine direng gosterme ve diisiik motivasyon, sinif ortaminda olumsuz davranis gosterme
ve sonug olarak da diigiik ve yetersiz akademik basari ile iliskilendirilebilmektedir.

Ikinci dil olarak Tiirkge 6gretimine yonelik mevcut durum analizlerinde 6gretmen ozellikleri ve
yeterlikleri ile elde edilen bulgular, ikinci dil olarak Tiirkge 6gretiminde metodolojik sorunlar
yasandigini ortaya koymaktadir. Ogretmenlerin mesleki deneyim ve yeterlikleri kapsaminda ise
ogretmenlerin 6nemli bir kisminin ikinci dil olarak Tiirk¢e 6gretimine yonelik 6zel bir egitim almadig
ve pedagojik anlamda yeterli donanima sahip olmadigi belirlenmistir. Siirecin ana dili olarak Tiirkce
Ogretimine yoOnelik olarak gergeklestirildigi ve bu durumun Ogretim siireglerinde yontemsel ve
uygulamaya doniik sorunlarin yasanmasina neden oldugu, 6gretmenlerin ders materyali, 6grenme-
Ogretme ve Olcme-degerlendirme yontem-teknikleri agisindan geleneksel yaklagimlar tercih ettigi
belirlenmistir. Bu kapsamda, 6gretmenlerin ikinci dil olarak Tiirk¢e 6gretiminde alana ve hedefe yonelik
mesleki gelisim ve destege ihtiyag duydugunu sdylemek miimkiindiir.

Aragtirmanin ikinci alt amaci olan iki dilli 6grencilerin Tiirkge dersine yonelik ihtiyaclar1 dogrultusunda
ogrencilerin kisisel ve sosyal ihtiya¢larinin topluma ve okula uyum saglayabilme ve 6grencilerin giinlikk
islerini kolaylikla gerceklestirebilmeleri igin iletisim kurma ve topluma uyum ihtiyaglarmin oldugu
sonucuna ulagilmustir. Ikinci dil olarak Tiirkge 6gretiminde akademik ihtiyaglarin ihtiyag analizi-
gereksinim belirleme ¢aligmalarinin oldugu ve Tiirkce 6gretimi siirecinin basinda gereksinim belirleme
caligmalarinin yapilmasi, bu ¢alismalarin da CEFR’ de belirlenen dil yeterliklerine gore
gergeklestirilmesi gerektigi sonucuna ulagilmistir. Gereksinim belirleme g¢aligmalarinda akademik
ihtiyaglarin, CEFR’ belirtilen dil yeterlilik tamimlayicilarina uygun olarak kapsamli ihtiyag analizleri ve
degerlendirmelerinin yapilmasinin 6nemi katilimcilar tarafindan da dile getirilirken; ¢alismada CEFR
temel alinarak gelistirilen 6lgek ve Ggrenci iriinlerinin degerlendirilmesi, alanyazin ve elde edilen
bulgularla ortiismektedir.

Ogrencilerin bakis acisina gore dil ihtiyaclarinin sirastyla konusma, yazma, okuma, dinleme, tiim dil
becerileri ve sozvarligi oldugu goriiliirken; benzer sekilde, 6gretmenler de dil ihtiyaclarinin en ¢ok
anlatma (konusma ve yazma) becerilerinde oldugunu; sirastyla dilbilgisi, sozvarligi, okuma, dinleme ve
tiim dil becerilerinde dgrencilerin desteklenmeye ihtiya¢ duydugunu belirtmistir. Ogrenci iiriinleri ve
aragtirma glinliigiinde de 6grenci ihtiyaglarinin anlatma becerisinde yogunlagtigi goriiliirken; nitel
bulgulardan farkli olarak dil becerilerini belirleme 6l¢eginde dil ihtiyaglarinin agirlikli olarak iletisim
becerilerine yogunlagtigimi gostermistir. Nitel bulgularla esgiidiimlii olarak ise 6grencilerin anlatma
becerileri ihtiyaclarmin oldugu ve ozellikle, iist siniflarinda (3. ve 4. smiflar), 6grencilerin anlatma
becerileri ihtiyaglarinin alt siniflara (1. ve 2. siniflar) gore daha fazla oldugu goriilmistiir. Ayni durum,
anlama becerilerinde de gegerli olmus ve iist siniflarda 6grenim goren dgrencilerin dinleme ve okuma
becerilerindeki ihtiyaglariin alt siniflardaki 6grencilere gore daha fazla oldugu sonucuna ulagilmistir.
Bu durum, nitel bulgularda 6gretmenler tarafindan dile getirilen ara donemlerde okula baglama,
“kesintili okullasma” durumu ile iligkilendirilirken; ayn1 zamanda dgrencilerin Tiirkge ilk okuma yazma
stirecinden gegmemesi de bu durumun nedenlerinden olabilecektir.

Ozellikle ikinci dil ve toplum dili 6gretiminde yapilacak ihtiyag analizlerinde, 6grenenlerin uyruklari,
iilkede bulunma, dil 6grenme hedefleri 6nemli bir belirleyici olabilmektedir. Ogrencilerin pek cogunun
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miilteci statiisiinde olmasi ve Tiirkiye’de bulunmalarinin zorunlu nedenlerden kaynaklanmasi nedeni ile
sadece Ogrenci uyruklarina odaklanilmis ve dlgekte 6grencilerin uyruklariin, dil ihtiyaglarinda etkili
olup olmadigl incelenmis; ancak Ogrenci uyruklarinin istatistiksel olarak anlamli bir farklilik
gostermedigi sonucuna ulagilmigtir. Sonug olarak arastirmanin sonuglari, 6grencilerin yalnizca temel dil
becerileri agisindan degil; ayn1 zamanda iletisim kurma, kendini ifade etme ve anlamlandirma gibi
yiiksek diizeyde bilissel ve sosyal becerilerde de destege ihtiya¢ duydugunu gostermistir. Ogretmen
goriisleri de 6grencilerin dil becerilerindeki yetersizliklerin, sinif i¢i etkilesimleri ve ders basarisini
dogrudan etkiledigini desteklemektedir. Bu bulgular, Cummins’in (2000) akademik ve sosyal
entegrasyon i¢in dil yeterliliginin 6nemini vurgulayan karsilikli bagimlilik hipotezini desteklemektedir.

Sonu¢ olarak ilkokullarda ikinci dil olarak Tiirkce ogretiminde gelistirilmesi hedeflenen dil
becerilerinde yeterince gelisme saglanamadigi, sorun yasanilan bu becerilerden tiimiine ihtiyag
duyuldugu soylenebilirken; 6grencilerin dil ihtiyaglariin belirlenerek 6gretimin bu ihtiyaglara gore
sekillendirilmesi 6nemli goriilmektedir. Bu ¢alisma, iilkemizde iki dilli ilkokul 6grencilerine ikinci dil
olarak Tirkce 6gretimi konusunda ¢ok boyutlu ve kapsayici bir yaklasim sunmaktadir. Farkli cografi
bolgelerden ve g¢esitli uyruklardan genis bir 6rneklem ile 6grenci, 6gretmen ve alan uzmani goriislerini
bir araya getiren karma yontemli tasarimimin alanyazina 6nemli katkilar saglayacagi umulmaktadir.
Aragtirmada kullanilan 6zgiin ihtiyag analiz 6l¢egi, iki dilli ilkokul 6grencilerinin Tiirkce dil becerilerini
nesnel bigimde 6lgebilen ilk ara¢ olma 6zelligi tasimaktadir. Ayrica arastirma sonuglarinin, ilkokullarda
Tiirkgenin ikinci dil olarak O6gretimi i¢in program ve materyal gelistirme siireclerine rehberlik
edebilecegi sOylenebilir. Arastirmanin sirliligi olarak nicel verilerin, Ogrencilerin okuryazarlik
diizeyleri yeterli olmadigi i¢in Ogretmenlerden elde edilmesi goriilmekte, O6lgegin Ogrencilere
uyarlanmas1 ile dil becerilerindeki ihtiyaglara yonelik farkli sonuglar elde edilebilecegi
diisiintilmektedir.

Ozetle bu galisma, iki dilli 6grencilerin Tiirkge dil becerilerindeki yetersizliklerin sadece bireysel degil,
ayni zamanda pedagojik ve yapisal faktorlerle de iliskili oldugunu ortaya koymaktadir. Bu baglamda
egitim politikalarinin, 6gretmen egitim programlarinin ve smif i¢i uygulamalarin kapsayict bir
yaklagimla yeniden yapilandirilmas: gerekmektedir. Arastirma bulgular dogrultusunda, Tiirkiye’de
ilkokul diizeyinde 6grenim goren iki dilli 6grencilerin Tiirkge dil yeterliklerini gelistirmek ve akademik
biitiinlesmelerini desteklemek amaciyla asagidaki dneriler sunulmaktadir:

Dilsel girdiyi artirma: Dinleme, hazirlikli/hazirliksiz konusma ve bireysel yazma etkinliklerine 6ncelik
verilmeli; 6grenciler okul i¢i ve disi iletisim temelli etkinliklerle Tiirkgeye siirekli ve nitelikli bigimde
maruz birakilabilir.

Anlatim becerilerine odaklanma: Konugma ve yazma becerilerini gelistirmeye yonelik yapilandirilmig
programlar uygulanmali, bu alanlardaki gelisim sistematik bicimde izlenebilir.

Toplumsal uyum ve iletisim becerisi destegi: Kiiltiirel aktarimi destekleyici ders igerikleri (metinler,
cocuk sarkilari, geleneksel oyunlar) kullanilmali; 6grencilerin yerel toplumla etkilesimini artirmak
amaciyla ¢esitli sosyal etkinliklere katilimlari tegvik edilmelidir.

Fonolojik farkindalik ve sesletim: Ozellikle iinlii harf telaffuzlaria yénelik sesletim etkinlikleri
artirtlmalr; fonolojik farkindalik gelistiren yapilandirilmis uygulamalara yer verilmelidir.

Okul 6ncesi egitimin yayginlastirilmasi: Dil gelisimi acisindan kritik neme sahip okul 6ncesi donemde,
ikinci dile hazirlayici nitelikte programlar yayginlastiriimalidir.

Kapsayict ve farklilastirilmis egitim uygulamalart: Ikinci dil 6gretimi kapsayici bir yaklagimla
yiriitiilmeli; 6grencilerin bireysel farkliliklaria uygun 6gretim stratejileri uygulanmalidir.

Psikososyal destek mekanizmalarinin gili¢lendirilmesi: Okul rehberlik hizmetleri ve akran destek
sistemleri giiclendirilerek gilivenli bir 6grenme ortam1 olusturulmali, 6grencilerin 6z yeterlik duygulari
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desteklenmelidir.

Kiiltiirel olarak duyarli materyal gelistirme: Ogrencilerin yasantilarina uygun gorsel, isitsel ve otantik
materyaller (afis, brosiir, poster vb.) ile ders igerikleri zenginlestirilmelidir.

Ogretim siirecinde etkin yontemler kullanma: Basitlestirilmis dil, gorseller, hikdyelestirme, akran
destegi, drama ve dijital araglar gibi yontemlerle siire¢ desteklenmeli, isbirlikli 6grenmeye dayali grup
calismalar1 yayginlastirilmalidir.

Dil diizeyini belirlemeye yonelik 6lgme-degerlendirme araglari: CEFR uyumlu tanilama araglan ile
ogrencilerin dil ihtiyaglar sistematik sekilde belirlenmeli, gelisim stirecleri y1l boyunca izlenmelidir.

Destek programlarinin izlenmesi ve gelistirilmesi: IYEP gibi programlarin etkinligi diizenli olarak
degerlendirilerek iyi uygulamalarin yayginlastirilmasi saglanmalidir.

Ogretmen egitimi ve mesleki gelisim: Iki dillilik, kiiltiirel farkindalik ve farklilastirilmis 6gretim
konularinda hizmet i¢i egitimler yayginlastirilmali; {iniversite diizeyinde ikinci dil olarak Tiirkce

Ogretimine yoOnelik alan bilgisi ve 6gretim bilgisi esgiidiimlii olarak sunulmalidir.

Okul yéneticilerinin farkindahiginin artirilmasi: ki dilli 8grencilerin ihtiyaglarina yonelik yonetimsel
diizeyde farkindalik kazandiracak egitimler planlanmalidir.

Iki dillilik {izerine arastirmalarin artirilmasi: Dil becerilerine yonelik etkili uygulamalar1 belirlemeye
doniik eylem arastirmalari ve karma desenli ¢aligmalar yayginlagtirilmalidir.
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