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Abstract

The purpose of this study was to determine if there was a statistically significant
difference in parents’ perceptions of frequency and effectiveness regarding parental
involvement among various demographic groups (ethnicity, education level, socio-
economic status, number of children in the home) based on Epstein’s (2007) six
typologies of parental involvement. Parents were asked to reflect on the degree to
which their child’s school carried out the activities informed by the six parental
involvement typologies of Epstein’s Model of Parental Involvement (i.e., parenting,
communicating, volunteering, learning at home, decision-making, and collaborating
with the community). Findings indicated that parents in this study had significantly
different views regarding the implementation of effective parental involvement
behaviors by schools. Results from the study will provide districts with knowledge
on how to better serve parents as well as close the gap in communication between
home and school.
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Epstein’in ebeveyn katilimi modeli: Kentsel okullarda ebeveyn
algilari

0z

Bu calismanin amaci, Epstein’in (2007) alti ebeveyn katilimi tipolojisine (etnisite,

egitim diizeyi, sosyo-ekonomik durum, evdeki cocuk sayisi) dayanarak cesitli Gonderim
demografik gruplar arasinda ebeveynlerin ebeveyn katilimina iliskin siklik ve etkinlik o1 Mayis 2019
algilari bakimindan istatistiksel olarak anlamli bir fark olup olmadigini tespit Kabul
etmektir. Ebeveynlerden, cocuklarinin okulunun, Epstein’in Ebeveyn Katilimi 29 Eyliil 2019

Modelinin alti ebeveyn katilimi tipolojisi tarafindan bildirilen faaliyetleri (ebeveynlik,
iletisim, gondlliilik, evde ©Ogrenme, karar verme ve isbirligi yapma gibi.)
gerceklestirme derecesini ifade etmeleri istenmistir. Bulgular, bu calismadaki

ebeveynlerin  etkili ebeveyn katilimi davranislarinin  okullar tarafindan

uygulanmasina iliskin olarak oldukea farkli goriislere sahip oldugunu gostermistir. Anahtar kelimeler
Calismadan elde edilen sonuclar bolgelere, ailelere nasil daha iyi hizmet “_ebevevn
edeceklerinin yani sira ev ve okul arasindaki iletisimdeki boslugu kapatmak Ogretmen

kentsel okullar

konusunda bilgi saglayacaktir. ebeveyn katilimi

Onerilen APA atif bicimi: Newman, N., Northcutt, A., Farmer, A., & Black, B. (2019). Epstein’in ebeveyn katilimi modeli: Kentsel
okullarda ebeveyn algilari. Language Teaching and Educational Research (LATER), 2(2), 81-100.
DOI: https://doi.org/10.35207/later.559732
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Introduction

There is robust research about the different factors that influence student achievement.
While teacher skill and communication is important, there are a number of influential factors
for student success that happen outside of school. In fact, research shows that supportive
behavior from parents or guardians correlates with student achievement (Scharton, 2019).
However, not all researchers agree with this theory as not all parental ethnic groups, nor all
parental socio-economic groups, have reported that they feel welcomed by school. The
challenge to engage parents remains for most school districts in the United States (Hayes,
2013).

Although researchers disagree on the benefits of parental involvement for all age
groups (Ferrara, 2015; Rogers, Theule, Ryan, Adams, & Keating, 2009), most researchers agree
that parental involvement is academically beneficial for children (Gonzalez-DeHass, Willems,
& Doan Holbein, 2005; Greenwood & Hickman, 1991). The educational needs of students have
increased along with testing standards, state expectations, and graduation requirements (Allen
& Mintron, 2010; Fan & Chen, 2001; Hill & Craft, 2003). Jeynes (2007) noticed, “When
families, community groups, and schools work together to support learning, children tend to
stay in school longer, do better in school, and like school more” (p. 85). Jeynes, along with
Epstein (2007), Garrett (2008), Gordon and Louis (2009), and Hornby (2011) reported that
students who had regular parental involvement earned higher grades and test scores, enrolled
in higher-level programs, attended school more regularly, earned credits to be promoted, had
better social skills, showed improved behavior, and adapted well to school resulting in
graduation. With these facts in mind, research was warranted on the benefits of parents’
perceptions of parental involvement.

Most research on parental involvment suggests that it will positively affect student
attendance, behavior, and success (Jeyne, 2007). Other researchers, such as Comer (2005),
Desimone (1999), Epstein (2001), Garrett (2008), and Zellman and Waterman (1998), studied
parental involvement and its effects on the educational process and concluded that parental
involvement was the core of a successful adolescent. Although research shows the importance
of having parents involved, many families are overwhelmingly faced with unpredictable
schedules such as juggling school, sports, family, and other responsibilities, which allows
minimal time to provide support to anyone given area (Swap, 1993). When parents are absent
in the academic process of their children, the gap of communication becomes more significant
between the school and the home. However, much remains unknown regarding the
perceptions parents concerning parental involvement (Barge & Loges, 2003). The need for
further research on parental involvement derived from a rising acknowledgment of the
important role of parents and the home-school partnership. When this partnership is formed,
improved levels of achievement and a higher overall quality of the educational experience can
be attained (Barnyak & McNelly, 2009). Most parents perceive a distinct boundary between
the role of the home and that of the school. Therefore, parents expect the school to be the
principal educator of their children while they play a relatively minor, but crucial, supporting
role (Russell & Granville, 2005).

The significance of this study is surrounded by the assumption that if perceptions of the
parents can be ascertained and the data used to inform the positive practices of schools, the
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academic achievement of students could potentially be increased (Allen & Mintrom, 2010). The
purpose of this study was to explore parent perceptions regarding school efforts to increase
parental involvment and to investigate those perceptions as they relate to various demographic
groups (i.e. ethnicity, education level, socio-economic status, and number of children in the
home).

Statement of the problem

Growing national concern over failing schools and the fear that American students
continue to lag behind students in other industrialized nations have generated strong interest
in parental educational involvement among researchers and school reformists (O'Bryan,
Braddock, & Dawkins, 2006). Research suggests that parental engagement practices go together
with many positive child outcomes, such as an increase in academic performance, social
competence, and student motivation (Epstein, 2005; Fan & Chen, 2001; Henderson & Berla,
1994; Jeynes, 2005). Though the definition of practices that constitute parental engagement
remains an area of debate, studies of parental engagement practices within the home and
school settings consistently produce positive relationships between involvement, academic, and
behavioral outcomes (Crosnoe, 2009; Finn, 1998; Jeynes, 2005).

As a result of the positive implications of these practices, schools are finding and
creating more ways to support home-school partnerships (Allen & Mintrom, 2010; Blatz, 2014;
Catsambis, 2001). These types of partnerships allow for encouraging messages regarding the
value of schooling and prosocial behavior to be echoed in multiple environments, which
strengthen their influence. Partnerships such as these encompass parents and school staff
working together to foster similar goals, behavioral norms, and expectations for children. Staff
members within school districts, teachers, and administrators utilize a variety of efforts to
increase these partnerships (Comer, 2005; Davis, 2016; Epstein, 2007; Epstein & Sheldon, 2002;
Jeynes 2010). Approaches include school-to-home communication practices such as newsletters
that inform parents of upcoming school events as well as psychoeducational programs that
provide training on parenting strategies that support academic learning and promote problem-
solving skills (Epstein, 1995; Jones, 2010; Boser, 2014).

School districts use several methods to support parental engagement although not all
these strategies are met with success (Amatea, 2007; Barnyak & McNelly, 2009; Clay, 2005).
According to research, that has looked at parental involvement in education, there are many
possible barriers suggested for involvement (Allen & Mintrom, 2010; El Nokali, Bachman, &
Votruba-Drzal, 2010; Jones, 2010). Parents’ perceptions of contextual factors shape their belief
about their role in their child’s schooling. Included in these are limited skill sets or knowledge
base to assist their child or contribute to their learning, access to certain activities, lack of time,
and perceptions of the invitations they receive that are designed to encourage their
involvement (Addi-Raccah & Arviv-Elyashiv, 2008; Ferlazzo & Hammond, 2009; Epstein,
2005). As it relates to home and school, each of these perceptions may impede their
involvement. Some parents possess alternative ways and unconventional views of how they
should engage in their child’s education (Benson & Martin, 2003; Jacobson, 2005). Cognitions
such as these may, in turn, influence the number of forms of behaviors or practices ultimately
chosen by parents to engage in (Hoover-Dempsey et al., 2005).
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Parents who represent lower socioeconomic classes may view schools as institutions
that “fix” their children, creating a safe place for children to learn behavioral expectations and
appropriate academic expectations that will mold them into productive members of society
(Bernard, 2008). At the same time, parents may perceive their ability to assist in their child’s
behavioral development and academic performance as minimal and unhelpful. This leads to
decreased interest and limited participation in activities that require contact with their child’s
school (Herrell, 2011; Hoover-Dempsey et al., 2005; Mannie, 2016; Mapp & Henderson, 2012).

Although many of these perceptions may not be communicated specifically to school
staff, these varied experiences and connotations related to schools may be held by parents
regarding parental engagement practices which differ from those currently held by school staff.
On the other hand, this may be expressed through minimal engagement in activities promoted
by the school as adequate engagement practices (Comer, 2005; Gutman & McLoyd, 2000;
Lawson, 2013; O'Bryan, Braddock & Dawkins, 2006).

Some researchers argue that studies indicating that parents from low-income
households have limited engagement in schools present a narrow perspective on the definition
of parent engagement rather than the inability or disinterest in parent participation (Boser,
2014; Eccles & Harold, 1996; Epstein, 1995; Lawson, 2003). Parents from low-income
communities are often viewed from a deficit perspective regarding parental engagement and
middle-class values (Barnyak & McNelly, 2009; Drummond & Stripek, 2004; Jacobson, 2002).

As it relates to studies that adhere to a rigid definition of parental engagement, parents
who reside within low-income environments are more likely to be perceived as uninvolved or
disengaged, as they are less likely to participate in practices that are performed and promoted
by parents from middle-class communities (Rothstein, 2014). In spite of the NCLB mandate,
the challenges of closing the school-parent partnership still exist to a degree (Epstein, Coates,
Salinas, Sanders, & Simon, 1997). It was not until 2015, when key lawmakers decided that a
change had to come.

Not all of the problems with parental involvement stem from the parents themselves.
Sometimes issues arise as a result of obstacles or school-related factors (Loop, 2018). While
schools might provide plenty of opportunities to volunteer in the early years, as students reach
upper elementary and middle school, those types of opportunities often dissipate (Loop, 2018).
According to a study done by Hill (1998), nearly one-third of students say their parents have
no idea how they are doing in school. Not only do students feel like their parents have no idea,
but also about one-sixth of those students report that their parents do not care whether they
make good grades in school or not, and more than 40% of those students never make the
appropriate grades to be promoted to the next grade level (Gentry, 2011).

Purpose of the study

Research suggests that parental involvement fosters positive attitudes towards school,
improves homework habits, reduces absenteeism, decreases students’ risk of dropping out of
school, and enhances academic achievement (Allen & Mintrom, 2010; Bandt, 1989; Comer,
2005; Epstein, 2005; Garrett, 2008). Thus, developing strategies to increase parental
involvement is seen as a vital component in building not only academic success, but the overall
child (Barnyak & McNelly, 2009; Ferlazzo & Hammond, 2009; Epstein, 1983; Fan, 2001).
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Research has identified a number of factors that have been consistently demonstrated to
influence levels of parental involvement, including the gender of parents, race/ethnicity, family
socioeconomic status (SES), and parent’s educational attainment. Earlier theories present family
and school responsibilities as distinctly separate, shared, or sequential. The separate perspective
basically portrays schools and families as separate entities that achieve their goal independent
of one another (Epstein & Sheldon, 2002; Zhou, 2014). The purpose of this quantitative study
was to examine if there was a statistically significant difference in parents’ perceptions of (a)
frequency and (b) effectiveness of parental involvement among various demographic groups
(i.e. ethnicity, education level, socio-economic status, number of children in the home).

Conceptual frameworks

The family systems theory by Von Bertalanffy (1969) describes the way school staff
interact with parents, which in turn, affect children’s academic achievement. Von Bertalanffy
(1901-1972), discussed the ways parts of a system interrelated to form a whole, which offered
the world of the mid-twentieth century a different way of viewing science. Instead of the
mechanistic models of the time, Von Bertalanffy's general systems theory argued that
organisms are complex, organized, and interactive. Von Bertalanffy (1969) stressed that all
organisms, from machinery to simple plants, were complex, and each individual part of the
whole should be considered when analyzing the unit. Components of this theory guided the
researcher who looked at how school staff members communicated with parents to impart
news of their children’s school activities.

In addition, this study explored how the children relayed correspondence from the
school staff to their parents as well as how parents communicated with the school staff. It is
important to consider parts of the whole, which consisted of other elements unrelated to
communication, such as the income level, native language, and education level of the parents;
whether the parent group was intact or not; and how many hours each week the parents
worked, among other variables. Various researchers have used Von Bertalanffy’s (1969) family
system theory to explain the interplay within groups of people. Titelman (2014) used this
theory in his work with school counselors and parents. Sexton and Alexander (2015) used the
Von Bertalanffy’s family system theory with their work with social workers to explain the
interplay between and among different family members. In a study on the psychosocial
approach to the family, Hess and Handel (1959) used this theory. Hess and Handel sensitively
explore the dynamics of family life in five narrative case studies. By simultaneously studying
each family as a small group and as a set of individual personalities, the authors were able to
capture the interplay between personality and family as each group worked out its own special
way of coping with its problems. Benishek et al., (2016) used the family system theory as the
framework for research on school-based training and development for school staff to help them
work with parents.

Epstein (2007) created a framework that focused on the family, the school, and the
community, with the child being at the core. In 1995, Epstein established the National
Network for Partnership Schools to assist in connecting research, policy, and practices in
education (Epstein et al., 2007). Epstein et al. (2007) created a framework of six typologies of
involvement that included different challenges, practices, a redefinition of terms, and possible
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results for parents, students, and schools for each type. Since many schools may use the six
typologies of parental involvement as a guide, each one of the schools must choose which
practices they would benefit from in student achievement as well as meeting the goals within
the school and families (Epstein et al., 2007). Epstein listed the six typologies of involvement as:
- Parenting: Helping and assisting families with parenting and child-rearing skills,
understanding child and adolescent development, and setting home conditions that support
children as students at each age and grade level.

- Communicating: Communicating with families about school programs and student progress
through effective school-to-home and home-to-school communications.

- Volunteering: Improving recruitment, training, work, and schedules to involve families as
volunteers and audiences at the school or in other locations to support students and school
programs.

- Learning at home: Involving families with their children’s learning activities at home,
including homework and other curriculum-linked activities and decisions.

- Decision making: Including families as participants in school decisions, governance, and
advocacy through PTA/PTO, school councils, committees, and other parent organizations.

- Collaborating with the community: Coordinating resources and services for families,
students, and the school with businesses, agencies, in other groups, and providing services to
the community. (Epstein et al., 1997, p. 23)

Methodology

This quantitative study utilized a perception survey designed to seek answers to the
following question: Is there a statistically significant difference in parents’ perceptions of
frequency and effectiveness of parental involvement efforts of schools among various
demographic groups (ethnicity, education level, socio-economic status, number of children in
the home)? The study was designed by the researcher based on the six previously mentioned
typologies of Epstein’s model of parental involvement and captured data from parents. The
School Effectiveness Survey was specifically adapted from the School-Family-Community
Partnership survey created by Epstein (2002) to be taken by parents. The same items were
utilized from the original survey; however, the verbiage was adjusted so that the items related
to perceptions of parents regarding the frequency and effectiveness of behaviors carried out by
schools. Data were collected regarding attitudes, opinions, beliefs, and behaviors as exhibited
by school as they relate to increasing parental involvement. The survey incorporated a 5-point
Likert-scale in which participants were asked to rank items with a score of 5 (Always) to 1 (Never),
based on their perceptions of effectiveness and frequency. Regarding perceptions of value,
participants were asked to score on a range from 5 (Very Much) to 1 (Not At All). The researcher
determined internal consistency using Cronbach’s alpha. The reliability coefficients for the
teacher and parent surveys range from questionable 0.70 to 0.86.

Target population and sample

The target population for this study was comprised of parents from public elementary,
middle, and high schools in an urban school system located in the southeast United States
during the 2016-2017 academic school year. Availability sampling was used in this research
study, which is considered a non-probability sampling method that relies on data collection
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from population members who are conveniently available to participate in the study (Creswell,
2008). Three elementary schools, two middle schools, and two high schools within a
Mississippi school district, which served 3,021 students in kindergarten through 12% grade.
The target population consisted of all parents and guardians associated with the students served
in the district. The final sample consisted of 670 parents. Little research has determined the
exact sample size required for non-parametric tests such as the Kruskal-Wallis / used in this
study. However, Lehmann (2006) determined that non-parametric tests never require more than
15% additional subjects, thus researchers should compute the sample size required for a parametric
test and add 15%. Power analysis for an ANOVA with 2 groups was conducted in G*Power to
determine a sufficient sample size using an alpha of 0.05, a power of 0.80, and a large effect size
(f=0.40) (Faul et al., 2013). Based on the aforementioned assumptions, the desired sample size
is 52. This study consisted of a final sample size of 670 participants, significantly higher than
the suggested sample size of 60. Tables 1 provides the demographics of the final parent parent.

Table 1. Parent demographics

Variable Frequency %
Gender
Male 222 33%
Female 448 67%
Ethnicity
Black 440 65.70%
Caucasian 204 30.40%
Hispanic 21 3.10%
Other 5 0.80%
Education Level
GED/Some H.S. 83 12.30%
High School Diploma 80 11.90%
Some College 161 24%
AA 179 26.70%
BA 58 8.70%
Masters+ 109 16.40%
Children in the Home
1-2 285 42.50%
3-4 275 41.10%
5+ 110 16.40%
Income Level
$0-20,000 130 19.50%
$21,000-50,000 326 48.60%
$51, 000+ 214 31.90%

Procedures for data collection and analyses

Before data collect began, approval from the IRB at the researcher’s university was
granted. The researcher then mailed a letter to the associated superintendent for the school
system involved requesting permission to conduct research within that system. Permission was
obtained from the district to conduct the research from August until mid-September of the
2016-2017 school year. The parent questionnaires were mailed to the schools and sent home
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with the students. Each questionnaire was delivered in a sealed envelope along with a consent
form explaining the intent of the study and the importance of completing the questionnaire.
Parents were asked to complete the questionnaire between August 227 and September 19%. A
collection box was placed in the office at each school for parents to return the completed
questionnaire. Parents were also asked to return their questionnaires during the first district
open house event. The building principals collected the sealed envelopes and returned them to
the researcher. The researcher then typed all of the data from the surveys into a Microsoft
Excel spreadsheet and coded data numerically for data analyses using the Statistical Package for
the Social Sciences (SPSS).

The research question sought to determine if there was a statistically significant
difference in parents’ perceptions of frequency and effectiveness of parental involvement
efforts of schools among various demographic groups (ethnicity, education level, socio-
economic status, number of children in the home). Data were analyzed using the Kruskal-
Wallis A test which is the nonparametric equivalent to the ANOVA and appropriate for
between subjects’ design when the data are not normally distributed (Bordens & Abbott, 2011;
Jackson, 2012).

Findings
Effectiveness based on race
The Kruskal-Wallis A test indicated that there was no statistically significant difference
in parents’ perception based on race (x%(2) = 4.903; p=.086). Table 2 presents the results for the
Kruskal-Wallis H test.

Table 2. Kruskal-Wallis H results of parents’ perceptions of effectiveness based on race

Race N Mean Rank
African Am. 445 339.21
Caucasian 204 319.93
Hispanic 21 408.11
Total 670

Test Statistics

Effectiveness of

Race
Chi-Square 4.903
Df 2
Asymp. Sig. (2-tailed) 0.086

Effectiveness based on educational levels

The Kruskal-Wallis A test indicated that there was a statistically significant difference
in parents’ perception based on educational level (x*(5) = 24.851; p =.000). Table 3 presents the
results of the Kruskal-Wallis A test.
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Table 3. Kruskal-Wallis H results of parents’ perceptions of effectiveness based on educational
level

Ed. Level N Mean Rank
GED 83 393.44
High School 79 372.22
Some College 161 293.54
AA. 179 351.43
B.A 58 326.90
M.A+ 109 302.11
Total 670

Test Statistics
Effectiveness
Educational Level

Chi-Square 24.851
Df 5
Asymp. Sig. (2-tailed) 0.000

Effectiveness based on socio-economic levels

The Kruskal-Wallis / test indicated that there were statistically significant differences
in parents’ perceptions based on socio-economic levels (x*(2) = 21.532; p = .000). Table 4
presents the results of the Kruskal-Wallis /1 test.

Table 4. Kruskal-Wallis H results of parents’ perceptions of effectiveness based on income

Income n Mean Rank
$0-20,000 (low SEC) 130 269.80
$21,000-$50,000 (middle SEC) 326 357.72
$51,000+ (high SEC) 21 341.56
Total 670

Test
Statistics
Effectiveness
Income

Chi-Square 21.532

Df 2

Asymp. Sig. (2-tailed) 0.000
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Effectiveness based on children in the home

The Kruskal-Wallis / test indicated that there were statistically significant differences
in parents’ perceptions based on the number of children in the home (x*(2) = 95.912; p =.000).
Table 5 presents the results for the Kruskal-Wallis /A test.

Table 5. Kruskal-Wallis H results of parents’ perceptions of effectiveness based on children in
the home

Children in the home n Mean Rank
1-2 285 271.00
3-4 275 348.10
5+ 110 471.10
Total 670

Test Statistics

Effectiveness
Children in the
Home
Chi-Square 95.912
Df 2
Asymp. Sig. (2-tailed) 0.000

Frequency based on race

The Kruskal-Wallis / test indicated that there was not a statistically significant
difference in parents’ perception based on race (x(2) = 2.346; p = .310). Table 6 presents the
results for the Kruskal-Wallis H test.

Table 6. Kruskal-Wallis H results of parents' perceptions of frequency based on race

Race n Mean Rank
African American 445 330.10
Caucasian 204 341.91
Hispanic 21 387.71
Total 670

Test Statistics
Frequency of Race

Chi-Square 2.346
Df 2
Asymp. Sig. (2-tailed) 0.310

Frequency based on educational levels
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The Kruskal-Wallis A test indicated that there was a statistically significant difference
in parents’ perception based on educational level (x*(5) = 56.931; p=.000). Table 7 presents the
results of the Kruskal-Wallis A test.

Table 7. Kruskal-Wallis H results of parents' perceptions of frequency based on educational
levels

Educational Level N Mean Rank
GED 83 450.80
High School 79 303.94
Some College 161 299.09
AA. 179 366.91
B.A 58 277.03
M.A+ 109 300.82

Total 670

Test Statistics

Frequency

Educational Level
Chi-Square 56.931
Df 5
Asymp. Sig. (2-tailed) 0.000

Frequency based on socio-economic levels

The Kruskal-Wallis / test indicated that there was a statistically significant difference
in parents’ perception based on socio-economic levels (x*(2) = 56.931; p = .000). Table 8
presents the results for the Kruskal-Wallis A test.

Table 8. Kruskal-Wallis H results of parents’ perceptions of frequency based on income

Income n Mean Rank
$0-20,000 (low SEC) 130 330.10
$21,000-$50,000 (middle SEC) 326 341.91
$51,000+ (high SEC) 21 387.71
Total 670

Test Statistics
Frequency
Income

Chi-Square 2.346
Df 2
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Asymp. Sig. (2-tailed) 0.310

Frequency based on children in the home

The Kruskal-Wallis / test indicated that there was a statistically significant difference
in parents’ perception based on children in the home (x*(2) = 103.079; p = .000). Table 9
presents the results for the Kruskal-Wallis / test.

Table 9. Kruskal-Wallis H results of parents' perceptions of frequency based on children in the
home

Children in the Home n Mean Rank
1-2 285 304.15
3-4 275 303.18
>+ 110 497.51
Total 670

Test Statistics
Frequency Children
in the Home

Chi-Square 103.079

Df 2

Asymp. Sig. (2-tailed) 0.000
Discussion

Frequency and effectiveness based on race

The findings revealed there were no statistically significant differences in the
perceptions of African American, Caucasian, or Hispanic parents in regard to how frequently
and how effectively schools incorporated Epstein’s six typologies. This finding contradicts
research conducted by Banerjee, Harrell, and Johnson (2010) which stated that Caucasian
parents perceived schools were doing a better job at providing a well-rounded platform where
parents felt welcomed and a part of the school operations, whereas African American parents
perceived schools were doing a subpar job of providing parents with the basic necessity to play
a major part in their students’ academic success (Bernard, 2008). The mean rank for frequency
was high for all surveyed races, which indicated that all parents perceived that schools
communicated well, allowed for volunteering, assisted with parenting, assisted with learning at
home, provided decision-making platform for parents, and established collaboration with the
community. Additionally, the mean rank for effectiveness was between 319-408, which
represented the mid-range and indicated that parents perceived that schools were
implementing the six typologies but they were not being implemented to the highest degree.

Frequency and effectiveness based on educational level

Findings revealed there were statistically significant differences in the perceptions of
parents in regard to how they perceived how frequently schools incorporated Epstein’s six
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typologies based on educational level. Furthermore, parents who held a GED had the highest
mean rank, which indicated they perceived schools were implementing Epstein’s six typologies
more effectively than any other group. A study conducted by Noel et al (2013) indicated that
parents with higher levels of education are more likely to be involved in their children’s
schools. Additionally, this study reflected on the fact that parents, with a high school diploma,
often viewed schools as a safe haven for their students thus believing that schools were doing a
great job of keeping them informed on a regular basis. Noel et al’s study suggested that parents
with a high school diploma felt this way because they were frequently absent from most school
events; therefore, were unaware when and if things were changing. In their opinion, the mere
fact that some information was provided served as confirmation to the parent.

Frequency and effectiveness based on socio-economic level

Findings suggested there were significant differences in the perception of parents in
regard to how they perceived the frequency at which schools incorporated Epstein’s six
typologies based on the parent’s socio-economic level. These findings suggested that parents
with high socio-economic levels perceived schools incorporated Epstein’s six typologies more
frequently than parents with a middle socioeconomic level and low socio-economic level. This
contradicts previous research findings which indicated that parents who had a higher
education did not necessarily perceive that schools were doing better. However, a recent study
conducted by Houle (2014) indicated that parents, who have chosen pathways, not including
four-year degrees but technical backgrounds, can make just as much money as a parents with
Master’s degree. Additionally, research conducted by Noel et al (2013) indicated that parents of
students living in a household with income above the poverty level are more likely to establish
a positive home-to-school connection than parents of children living in a household at or
below the poverty line.

Furthermore, findings suggested there were significant differences in the perception of
parents in regard to how effectively schools incorporated Epstein’s six typologies based on the
parents’ socio-economic level. These findings suggested that parents, who were in the middle
socio-economic level, perceived schools were effectively implementing Epstein’s six typologies
more than lower and higher socio-economic parents perceived. Research conducted by
Ipatenco (2016) indicated that most parents from a middle-class socio-economic level have
students that are normally high performing and have less behavioral issues, meaning they do
not normally spend much time at the school outside of volunteering. This fact may have been a
factor that resulted in these particular parents perceiving that schools were effectively
implementing the six typologies of Epstein’s model as they were visually observing the success
of their child, which normally results in a perception that everything is ok.

Frequency and effectiveness based on children in the home

Data revealed there was a statistically significant difference in the perception of parents
in regard to how frequently schools incorporated Epstein’s six typologies based on the number
of children in the home. This finding indicated that parents, with five or more children in the
home, perceived that schools were frequently implementing Epstein’s six typologies at a higher
rate than parents who had 1-2 and 3-4 children. This aligns with a study Hutchings (2013)
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conducted that looked at the demographics of children in the home with regard to parental
involvement. The findings of Hutchings’ study suggested that one of the biggest reasons that
parents with multiple children are so involved is that they have a support system with teachers
that stems from the youngest child to the oldest.

Additionally, data from this study revealed there was a significant difference in the
perception of parents in regard to how effectively schools incorporated Epstein’s six typologies
based on the number children in the home. These findings indicated a significant difference
between the three groups, which, according to research by Epstein (2005), can be a direct
reflection as to why parents did not volunteer often and had a lack of communication with
schools. A study by Epstein (2005) suggested that parents who have less than three children in
school at the same time normally rely on schools to provide them with information about
upcoming events and activities whereas parents with more than three children in school rely
more on the siblings to provide information on what may be going on in the school setting.

Conclusion

Epstein et al. (1997) referred to the school-family-community partnership model, and
emphasized how the school, the family, and the community could work collaboratively to
influence the development and learning of children as overlapping spheres of influence. This
theory suggested that educators provide family-like schools, families create school-like homes,
and communities encourage school-like opportunities and family-like services. When schools,
families, and communities work collaboratively to promote student academic success, they are
conveying the importance of education and informing students of the importance of their
success not only within their school and their family but also within their community.

The failure of one party to meet the expectations of the other is a source of tension
between schools and parents (Hourani, Stringer, & Baker, 2012). Schools cannot provide all the
support that students need to be successful without a sound partnership with parents. The
purpose of this study was to measure parent perceptions of the effectiveness and frequency of
how schools incorporated Epstein’s six typologies of parental involvement based on various
demographics. Parents that had higher degrees, such as Masters and above, had low perceptions
of schools in regard to how frequently and effectively they implemented Epstein’s six
typologies. Additionally, those parents with five or more children in the home and those with
higher socio-economic status also had low perceptions of schools in regard to how frequently
and effectively Epstein’s six typologies were being implemented. By being made aware of the
differing and similar views among parents, the school district surveyed and other surrounding
districts may develop more effective parental involvement practices, increasing effective
communication between the home and school to improve overall student achievement.

Barriers such as lack of time, education, and economic status have created a need to
examine possible solutions to assist parents with becoming more involved in their children’s
educational journey. To assist with these barriers, further research should be conducted to
address how to deal with these barriers. This study also provided a snapshot of the viewpoints
of urban parents from one district across all grades, however, a similar study including a
different urban settings as well as a mixed-methods approach to include interviews with
students, parents, teachers, and administrators would provide a broader understanding of
parental involvement to address positive change.
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This study along with future students are vital because, despite stringent state
standards, urban district students are still falling behind the rest of the nation, standing last in a
school performance evaluation (Wright, 2014). Knowing that there is a significant lack of
parental involvement and a gap between what parents perceive and school efforts, this study
and others may provide (a) a platform for conversations and actions to ensure students are
getting support not only at school but also at home and (b) information for school districts
when planning partnership programs. Data such as this may potentially improve
communication between parents and educators to ultimately increase student success.

Suggestions
Regarding the data from this study, it is noted that educational success should be
emphasized throughout schools, homes, and communities. To ensure effective parental
involvement, schools may have partnership programs in place that continually develop,
implement, evaluate, and improve plans and practices encouraging family and community
involvement. Based on the findings, the following are recommendations for education
stakeholders regarding future practice:

1. The study suggested that Hispanic parents had the highest perceptions of how
effectively Epstein’s model of parental involvement was being implemented. In
contrast, research has shown that schools, unknowingly or knowingly, can marginalize
parents from different cultures by creating involvement opportunities around specific
customs and knowledge or by sending out important memos in English to parents who
speak little or no English. Knowing this, schools should look to equity and access to
involve parents from other cultures. Schools must work to involve parents of other
cultures in equal ways, and must ensure non-English speaking parents have the access
they need to relevant materials.

2. According to this study’s findings, parents with higher degrees and more children had
lower perceptions in regard to how effectively strategies connected to Epstein’s model
of parental involvement were being implemented by schools. To increase visibility of
these strategies to these parents, schools should provide monthly curriculum meetings
where personnel (a) address what the school is offering, (b) reflect on current data, and
(c) explore an overall view of the current state of the school. Additionally, schools
should offer flexible opportunities for involvement for parents that have multiple
children in the home by offering meetings multiple times of the day and providing a
resource community room that is open to the public or bi-weekly community service
projects for parents and scholars.
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Abstract

Content and Language Integrated Learning (CLIL) has a dual focus both on content
and language teaching in which students learn through and about language and
provides contextualized and meaningful situations. Although studies on the impact
of CLIL on learners’ vocabulary knowledge and reading comprehension have mostly
positive results, related research is highly limited in Turkish context. Thus, this study
aims to examine to what extent CLIL students differ from non-CLIL students in terms
of their reading comprehension and vocabulary size (i.e. receptive and productive).
Data were collected from 124 fifth-grade students by means of the reading parts of
the Cambridge Key English Test, the 2,000-word frequency-band of the Vocabulary
Levels Test (Schmitt, Schmitt, & Clapham, 2001), and the adapted version of the
Vocabulary Knowledge Scale (Paribakht & Wesche, 1997). Results of the study
showed that the CLIL students significantly outperformed their non-CLIL
counterparts in reading comprehension, receptive and productive vocabulary
knowledge.
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icerik ve dil entegreli 6grenme metodunun uygulandig ve
uygulanmadig ortamlardaki dgrencilerin okuma becerileri ve
kelime dagarciklari: Bir karsilastirma calismasi

0z

icerik ve Dil Entegreli Ogrenme metodu, dilin ve icerigin dil araciligiyla dgrenildigi,

o6grencilere kendi baglaminda anlamli 6grenme deneyimi sunarak ¢ift odakli bir dil Gonderim
ve icerik 6grenimi saglar. Yapilan calismalar her ne kadar icerik ve Dil Entegreli 28 Ekim 2019
Ogrenme metodunun égrencilerin kelime bilgisi ve okuma becerileri iizerinde olumlu Kabul
etkileri oldugunu gosterse de, Tiirkiye baglaminda bu alandaki ¢alismalar yetersizdir. 02 Aralik 2019

Bu nedenle, bu calisma icerik ve Dil Entegreli Ogrenme metodunun uygulandigi
ortamlarda egitim alan &grencilerin okuma becerileri ve kelime bilgilerinin bu
ortamda egitim almayan 6grencilerden ne kadar farklilik gosterdigini arastirmayi

amaclamaktadir. Veriler 124 tane besinci sinif &grencisinden Ingilizce testi
(Cambridge KET), 2.000 kelime siklik bandindaki Kelime Seviye Testi (Schmitt, Anahtar kelimeler
Schmitt, & Clapham, 2001), ve Kelime Bilgisi Olcegi’'nin (Paribakht & Wesche, 1997) icerik ve dil entegreli 5grenme
uyarlanmis versiyonu ile toplanmistir. Sonuclar, icerik ve Dil Entegreli Ogrenme kollf”mzb?ce”?
metodunun uygulandigi ortamlarda egitim alan 6grencilerin bu ortamda egitim elime dagarcigi
- Lo . A karsilastirma calismasi
almayan akranlarindan okuma becerisi, algisal ve {iretimsel kelime bilgisi agisindan
anlamli bir sekilde daha iyi olduklarini gostermistir.

Onerilen APA atif bicimi: Bayram, D., Oztiirk, R. 0., & Atay, D. (2019). icerik ve dil entegreli 5grenme metodunun uygulandigi ve
uygulanmadigi ortamlardaki 6grencilerin okuma becerileri ve kelime dagarciklari: Bir karsilastirma calismasi. Language Teaching and
Educational Research (LATER), 22), 101-113. DOI: https://doi.org/10.35207/later.639337
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Introduction

The global role of English has increased the need for a more profound way of language
teaching, and interest in Content and Language Integrated Learning (CLIL) has grown
correspondingly (Cenoz, Genesee, & Gorter, 2014; Ioannou Georgiou, 2012; Moate, 2010;
Wolff, 2012). Even if the importance of CLIL has been recognized, a consensus on its definition
has not been reached. In some cases, it is viewed as a broader concept defining a whole
educational program while in others; it implies lessons and teaching tasks with different subject
areas implemented in target language. CLIL, which is defined as an approach in which content
and the language itself are mingled and valued equally with joint roles in instruction to make
students learn through and about language (see Coyle, 2010; Marsh, 2002; Ting, 2010), was
applied to the present study.

As CLIL provides contextualized and meaningful situations for language input (Muifioz,
2007; Pérez-Vidal, 2009) and focuses on the quality of classroom discourse (Canga-Alonso,
2015a), it has become popular worldwide. There has been some research conducted in CLIL
settings to evaluate its impact both on general language proficiency (e.g. Rumlich, 2013; Yang,
2015) and on specific language skills: listening (e.g. Liubiniené, 2009; Papaja, 2014); writing
(Jihad, 2017; Roquet & Pérez, 2015); and speaking (e.g. Belenkova, 2014; Delliou & Zafiri,
2016). There are also CLIL studies focusing on reading skill (e.g. Gomez-Patino, 2017; Sanad &
Ahmed) and vocabulary knowledge (e.g. Brown, 2013; Carloni, 2012) but they are mostly
single-group studies including only CLIL contexts. To our best knowledge, research addressing
reading comprehension or vocabulary knowledge of learners in CLIL and non-CLIL contexts in
a comparative fashion is fewer, though. Thus, the present study fills these gaps in the literature
in terms of both investigated constructs and research methodology. For the purposes of the
present study, related comparative studies have been specifically viewed, after making sure that
each study has the same definition of CLIL as a dual approach.

Literature review

There were studies investigating impact of CLIL instruction on learners’ reading
comprehension. For example, Skogen (2013) compared CLIL and traditional EFL (English as
Foreign Language) instruction for tenth grade students with regards to their reading
comprehension and analyzed data collected through IELTS (International English Language
Testing System) test, questionnaires and interviews with teachers and students. The results
indicated that students in CLIL group achieved higher scores in IELTS and the teachers found
to challenge their students in CLIL group with higher level of difficulty text in classroom
instruction, which may also have contributed to findings. In a similar fashion, Hamidavi, Amiz,
and Gorjian (2016) worked with Iranian junior high school students in a ten week-long
treatment. The results revealed that experimental CLIL group outperformed their non-CLIL
peers significantly in terms of reading comprehension.

On the base of CLIL instruction in vocabulary knowledge, both receptive and
productive vocabulary knowledge were taken into consideration. For example, Cataldn and De
Zarobe (2009) studied the receptive vocabulary size of the CLIL and non-CLIL primary
students with sixth-grade students. Data were collected by means of the 1000-word receptive
test (Nation, 1993), the 2000-word frequency band of the Vocabulary Levels Test (Schmitt,
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Schmitt, & Clapham, 2001), and a cloze test (Corporate Author Cambridge ESOL, 2004). The
results showed that the CLIL students significantly outperformed the non-CLIL group in all
three tests. The finding was echoed in the study of Sylvén and Ohlander (2015), Canga-Alonso
(2015b), and Castellano-Risco (2015). However, there are also studies whose findings are
inconclusive. In on such study, Arribas (2016) reported the higher receptive vocabulary scores
of CLIL fourth-year secondary students than their non-CLIL peers in his study, the difference
between the groups was not significant, though.

There were also vocabulary studies which specifically examined the effect of CLIL
instruction on productive vocabulary knowledge. For example, Canga-Alonso and Arribas
(2015) collected data from tenth-grade students by means of the 2000-word frequency band
version of the Productive Vocabulary Levels Test (Laufer & Nation, 1999; Laufer & Nation,
1995). The results indicated that the CLIL group significantly outperformed their non-CLIL
counterparts. In the same line, Olsson (2016) took a step further and conducted a longitudinal
study and concluded that CLIL students used more vocabulary items than their non-CLIL
counterparts at the beginning of the study but they did not progress more and the gap between
the groups did not widen over time. Unlike the previously-cited comparison studies for
productive vocabulary size, Tragant, Marsol, Serrano, and Llanes (2016) benefited from a
different methodological design and worked with a single group of third-year primary students
who underwent one-semester-long non- CLIL instruction followed by one-semester-long CLIL
instruction. The results of indicated that there were significant improvements in students’
productive vocabulary gains in both contexts. In addition, the comparison of the gains between
the contexts showed that students made significantly more progress in non-CLIL instruction
than in CLIL instruction.

As can be seen in the related literature, CLIL instruction has become more popular and
implemented at educational institutions at different levels. However, in Turkish context, CLIL
studies, with different CLIL definitions, have been observed to be very limited in number and
to approach the issue from the point of learner perception (e.g. Bozdogan & Karhdag, 2013;
Yilmaz & Seker, 2013) and motivation (e.g. Altinkamis, 2009), only one study focusing on the
effect of CLIL instruction on vocabulary knowledge has been detected, though. In his MA
thesis, Nebioglugil (2015) worked with 48 fifth-grade students to examine effect of CLIL
instruction on students’ vocabulary knowledge. Data were collected by means of the adapted
version of the Vocabulary Knowledge Scale (Paribakht & Wesche, 1997), which was
linguistically simplified and had some visually aided, administered once every two weeks for a
period of three months. Each test was enlarged to include the new vocabulary items. Results
indicated significant improvement in the students’ vocabulary scores.

To our best knowledge, there is no comparative study examining reading
comprehension and vocabulary size of CLIL and non-CLIL students in Turkish context. The
present study considers CLIL as a dual approach focusing both on content and language
teaching which are equally valued and aims to fill the gap in the literature through the
following research questions:

1. Is there a significant difference between CLIL and non-CLIL students in terms of
their reading comprehension?

104



Bayram et al.  Language Teaching and Educational Research, 2019-2, 101-113

2. What is the receptive vocabulary size of the students (i.e. CLIL and non-CLIL) in the
sample?
3. Is there a significant difference between CLIL and non-CLIL students in terms of
their:
a. receptive vocabulary size?
b. productive vocabulary knowledge?

Method
Setting

The study took place at two private secondary schools both located in Istanbul, Turkey.
In both schools, fifth grade instruction involves extensive English teaching with 20 class hours
weekly. The schools have similar profiles in terms of students’ socio-economic background and
employing non-native teachers for fifth graders. In both contexts, students have started
learning English at second grade with two hours of instruction and weekly class hours
increased respectively as they moved to higher grades. Until fifth grade, both groups have
received traditional English language instruction (non-CLIL). The students in both contexts
receive two hours of extensive reading activities each week during which they read A2 level
readers and completed tasks requiring character and plot analysis, and comprehension check
questions. The both groups also have in-class activities and extra worksheets to prepare for
Cambridge KET exam.

In CLIL group content and the language are mingled and valued equally in instruction;
the course book “Change” (Broomhead, 2017) used in this group was specifically designed for
CLIL instruction and included units with subject matters: history, geography, math, science,
sports, art, and technology with equal weight on language and content matter tasks. As it was
officially declared in the Preface section, the book was piloted by a group of experts and
changes were made according to the data collected by means of classroom observations, teacher
and students interviews, and reflective surveys from both teachers and students. To ensure
effective use of the book and CLIL instruction, in-service teacher trainings were provided. In
these courses English teachers’ conceptual understanding related to CLIL is built and concrete
instructional activities were provided. The English teachers were also encouraged to
collaborate with other subject teachers to compensate the lack of knowledge in related to
content areas.

Non-CLIL group used Project 3 (Hutchinson, 2017) which consists of grammar,
vocabulary, skills, culture and English across the Curriculum parts in each unit. Although the
book uses CLIL as a synonym for English Across the Curriculum part in its official web page, it
is limited to one-page long for each unit and do not include in-depth information related to the
topics compared to the ones in the CLIL group. Moreover, informal interviews with the
English teachers showed that the implementation of these parts did not reflect our operational
definition of CLIL as only language focused instruction was available. Additionally, it was
concluded from the interviews that the teachers were clueless about the concept and
implementation of CLIL.
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To understand the difference between the instructional designs of the CLIL and non-
CLIL groups, it is better to examine the implementation of similar topics covered in the groups’
coursebooks: “Our Planet” in CLIL group and “The Solar System” in non-CLIL group.

In CLIL group, “Our Planet” is the name of the whole unit and detailed information
related to the topic was presented and elaborated by means of the following activities
cognitively organized ranging from remember to create : Listening and labelling the layers of
the Earth; reading about the characteristics of each layer of the Earth; looking at the
illustration and completing the missing information related to the place of the planets in the
Solar System considering their distance from the Sun; listening and organizing the planets
according to the temperature, color, surface, and calendar year; interpreting statistics and
graphs on different variables of the planets; demonstrating the movement of the Earth around
the Sun (shading activity); diagnosing how the Sun’s angle affects the temperature of the Earth
(science experiment); comparing different landscapes and classifying as natural or human; and
producing a travel brochure for visitors to Earth.

On the other hand, in non-CLIL group, “The Solar System” is just a part of the unit
under the name of English Across the Curriculum and it was organized around a reading
material including eight short paragraphs describing each planet in separate boxes with some
missing information. More specifically, the activities, limited to remembering and
understanding information, were as follows: listening and completing the text with missing
figures, reading the text again and finding the planets described in the activity such as “the
largest in our solar system” and “the nearest to Sun”; and finally answering some
comprehension questions.

Participants

A total of 124 fifth-grade students (n=62 in CLIL, n=62 in non-CLIL) from two different
private secondary schools participate in the study. Students are from three different classes in
both schools and their English proficiency level is A2 according to Common European
Framework of Reference for Languages. To be able to conduct a comparative study, the
following variables are constant: (i) onset of formal exposure to English and (ii) current
weekly-English class hours.

Data collection instruments
Cambridge Key English Test (KET)

To find out whether there is a significant difference between CLIL and non-CLIL
students in terms of their reading comprehension, reading parts of KET were used. KET is a
standardized exam that consists of different parts measuring English language skills (reading,
writing, listening, and speaking) in A2 level under the Common European Framework of
Reference for Languages (CEFR). The reading parts are as follows: signs and sentence matching
(5 questions), sentences with multiple choice gaps (5 questions), conversation completion with
multiple choice questions (5 questions), conversation completion with matching (5 questions),
text with multiple choice questions (7 questions), and text with multiple choice gaps (8
questions). This test was chosen since it matched students’ proficiency level and also students
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in both schools were familiar with related tasks as they had previously taken tests in similar
format.

Vocabulary Levels Test (VLT)

To measure students’ receptive vocabulary knowledge, the 2,000-word frequency-band
of the Vocabulary Levels Test (2K VLT) (Schmitt, Schmitt, & Clapham, 2001, version 2) is used.
In the test, there are 10 sets each consisting six words and three definitions to be matched,
which means there are three extra words in each set.

Vocabulary Knowledge Scale (VKS)

To measure students’ productive vocabulary knowledge, VKS (Paribakht & Wesche,
1997) was adapted as a two-point scale instead of six-points, since the students in this study are
young learners. The VKS includes 20 target words, which are randomly selected from the KET
Vocabulary List developed by Cambridge ESOL. For each item, the students are required to
indicate whether they know the meaning of the word or not. If so, they are expected to write
down the meaning either in their native language (i.e. Turkish) or foreign language (i.e.
English) and form a sentence using the word.

Data collection process

All instruments were administered to both CLIL and non-CLIL groups during class
time on separate days. The participants were first given the KET exam, to be completed in 40
minutes as suggested by Cambridge ESOL. On the other day, students had 30 minutes to
complete the VLT as suggested by Schmitt et. al. (2001). Lastly, they were given the VKS to
complete in 45 minutes considering the productive nature of the task and the previous related
studies. At the beginning of each test, clear instructions were given both orally and in written
form in the students’ mother tongue to clarify what they were supposed to do.

Data analysis

Statistical Package for the Social Sciences (SPSS) 20.0 was used for data obtained from
the KET, VLT, and VKS. To decide on the data analysis methods to be used, the normality of
distribution of scores was assessed by means of the Kolmogorov-Smirnov test. The results
indicated that the data followed a normal distribution for all instruments: KET (z=1.114;
p=.167), VLT (z=1.482; p=.076), and VKS (z=.799; p=.545).

In order to find out the differences between the groups regarding their reading
comprehension (research question 1), an independent samples t-test was applied to the overall
scores of the students coming from the KET, which included equally-weighted 35 questions
scored out of 100 points. To identify the receptive vocabulary size of the students in both
groups (research question 2), Nation’s formula “Vocabulary size = N correct answers multiplied
by total N words in dictionary (the relevant word list) divided by N items in test” (Nation,
1990, p.78) was applied. Finally, in order to compare the groups in terms of their receptive
vocabulary size and productive vocabulary knowledge (research question 3), an independent
sample samples t-test was applied respectively to the overall scores of the VLT, in which a
student received maximum 30 points if s/he matched all the words with corresponding
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definitions, and of the VKS, for which the scoring was done as follows: 1 point for the choice of
“I do not know the meaning of the word”, 2 points for incorrect translation of the word, 3
points for correct translation but no sentence, 4 points for correct translation but semantically
and grammatically inappropriate sentence, 5 points for correct translation and semantically
appropriate but ungrammatical sentence, and 6 points for correct translation and both
semantically and grammatically appropriate sentence. The significance level was set at p<.05.

To measure the extent to which the proportion of variance of the dependent variables
(reading comprehension and vocabulary size) explained by the independent variable (the type
of instruction, CLIL and non-CLIL), effect size was calculated by means of eta squared. In order
to interpret the eta squared values, the guideline by Cohen (1988) was followed: .01=small
effect, .06=moderate effect, and .14=large effect.

Findings
Comparison of reading comprehension
In order to examine whether there was any significant difference between the CLIL
and non- CLIL groups in terms of their L2 reading comprehension, an independent samples t-
test was applied to the overall KET reading scores of students in both groups. The following
table illustrates the difference values between the groups.

Table 1. Difference between the groups in terms of their reading comprehension

Test Group N M SD t-value DF P n?
CLIL 62 63.82 22.50
Readi -2.22 122 .028* .042
@ding  NonCLIL 62 55.46 19.22 028 0

*p<.05, n?=Eta squared

The result of the t-test showed that the CLIL group significantly outperformed the
control group in terms of their overall L2 reading comprehension scores (p<.05). As the eta
squared value indicated, the magnitude of the differences in the means obtained from the KET
was small.

Descriptive of receptive vocabulary size

To calculate the students’ word estimates, Nation’s formula “Vocabulary size = N
correct answers multiplied by total N words in dictionary (the relevant word list) divided by N
items in test” (Nation, 1990, p. 78) was applied.

Table 2. Vocabulary size of the groups

Group M Size
CLIL 15.91 1.061
Non-CLIL 12.12 808

108



Bayram et al.  Language Teaching and Educational Research, 2019-2, 101-113

As can be seen in the table, both groups’ overall sizes were considerably lower than
2.000 words, the CLIL students (M=1.061) were better than the non-CLIL students (IM=808) in
terms of their overall receptive vocabulary size, though.

Comparison of receptive vocabulary size

To see whether there were any significant differences between the CLIL and non-CLIL
groups in terms of their L2 receptive vocabulary size, an independent samples t-test was
applied to the overall scores of students in both groups. The following table illustrates the
difference values between the groups.

Table 3. Difference between the groups in terms of their receptive vocabulary size

Test Group N M SD t-value DF P 52
Receptive CLIL 62 15.91 7.62

-3.25 106.34 .002* .094
Vocabulary Non-CLIL 62 12.12 5.08

*p<.05, n?=Eta squared

It was concluded that L2 receptive vocabulary size of the CLIL students was
significantly higher than the non-CLIL students (p<.05). The eta squared statistic indicated a
moderate effect size.

Comparison of productive vocabulary knowledge

In an attempt to investigate whether there was any significant difference between the
CLIL and non-CLIL groups in terms of their L2 productive vocabulary size, an independent
samples t-test was applied to the overall scores of students in both groups. The following table
illustrates the difference values between the groups.

Table 4. Difference between the groups in terms of their productive vocabulary size

Test Group N M SD t-value DF P 5?2
Productive CLIL 62 74.43 24.20

-2.69 122 .008* .063
vocabulary Non-CLIL 62 62.53 25.04

*p<.05, n?=Eta squared

As can be seen in Table 4, the result of the t-tests indicated significant differences
between the CLIL and non-CLIL students in terms of their L2 productive vocabulary size, in
favor of the CLIL group (p<.05). The eta squared statistic indicated a moderate effect size.

Discussion
The present study investigated the differences between CLIL and non-CLIL secondary
school contexts with regards to students’ reading comprehension level, and receptive and
productive vocabulary knowledge. Data collection tools were the reading parts of the
Cambridge Key English Test, the 2,000-word frequency-band of the Vocabulary Levels Test
(Schmitt, Schmitt, & Clapham, 2001, version 2), and the adapted version of the Vocabulary
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Knowledge Scale (Paribakht & Wesche, 1997). The results were mostly parallel to previous
research, but differing at some aspects.

The results regarding reading comprehension part of this study revealed that CLIL
students significantly performed better than non-CLIL students in KET test. This result was in
line with previous studies (Admiraal, Westhoff & de Bot, 2006; Hamidavi, Amiz & Gorjian,
2016; Skogen, 2013) claiming that CLIL instruction enhances students reading proficiency as
CLIL students are exposed to different reading texts with various subject matter in class. This
finding may imply that content driven nature of CLIL instruction contributes to learners’
reading comprehension.

The results concerning the receptive vocabulary size of the participants showed that
although the CLIL students were better than the non-CLIL students, both groups’ overall sizes
were considerably lower than 2.000 words. This result contradicts with previous studies
(Canga-Alonso, 2015a; Canga-Alonso, 2015b; Cataldn & De Zarobe, 2009; Fernandez-Fontecha,
2014) in which the participants’ receptive vocabulary sizes were found to be below 1.000 words
regardless of the type of instruction (i.e. CLIL and non-CLIL) even if 2.000-word frequency
band of the Vocabulary Levels Test was administered. This finding might imply that all the
participants in the present study may have some difficulties in certain tasks in spoken discourse
in English since mastery of 2.000 words is needed to be able to understand around 90% and
94% of spoken discourse in different contexts (Adolphs & Schmitt, 2004).

With regard to the type of instruction, the findings also revealed that the CLIL students
significantly outperformed their non-CLIL counterparts in terms of L2 receptive and
productive vocabulary size. While this result is in line with previous studies (Canga-Alonso,
2015b ; Canga-Alonso & Arribas, 2015; Castellano-Risco, 2015; Cataldn & De Zarobe, 2009;
Sylvén & Ohlander, 2015), The nature of formal exposure to the foreign language might
account for this difference as CLIL instruction provides more meaningful and contextual
content instruction through L2 than traditional non-CLIL EFL instruction (Xanthou, 2011).
However, the kind of vocabulary input to which students were exposed to in their course
materials, classroom interaction (see Tragant, Marsol, Serrano, & Llanes, 2016), and extramural
English activities (see Olsson, 2016) might be related to this finding since they can influence
the students’ performances in the administered tests.

Conclusion

The present study adds to the growing field of CLIL instruction. Furthermore, it
confirms the similar studies by presenting evidence for students’ higher reading comprehension
and vocabulary size. Based on the findings of the study, we can make the following
recommendations for different parties. With appropriate methods and materials, CLIL
instruction was proved to be effective for instructional outcomes. In teacher education
programs, introducing the concept of CLIL makes pre-service teachers familiar with its nature
and increases the possibility of future implementations. In that point, professional support is
also needed to help in-service teachers while selecting/using CLIL resources and adapt their
teaching practices accordingly. Finally, instructional material designers are expected to analyze
different levels of CLIL implementation in order to offer appropriate and various CLIL-aware
resources.
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Further research can be conducted in different contexts, meanly in primary and high
school, in order to get more in-depth data for the comparison of CLIL and non-CLIL
instruction. Moreover, longitudinal studies would be helpful both to determine the students’
growth in the assessed areas within group and to compare this growth across settings (i.e. CLIL
and non- CLIL) with the help of a pre- and post- test research design, which is not applied in
the present study. Another limitation is using single, in that sense limited, instrument to
measure the students’ performances in each area.
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Abstract

This study examines the common pedagogical approaches of L2 Spanish textbooks
that are currently used at the college-level in the United States, and investigates
whether they embrace the notion of input as a key concept in aiding L2 learners in
learning new vocabulary words through activities that guide them from
input/comprehension to output/production in a meaningful way. The analysis
revealed that the textbooks surveyed in this study overall exhibited the common
organization and presentation of the new vocabulary words. Despite these apparent
similarities of organization in presenting new vocabulary, the surveyed textbooks
differed in the manner in which the input-based instruction and the output-based
instruction were employed. More specifically, the activities found in the surveyed
textbooks exhibited varying degrees of manipulation involved in both input and
output-based tasks, and they also differed in the number of input-based and
output-based activities as well as in the logical progression between the two types
of activities. The findings of this study suggest that the surveyed textbooks showed
a predominant tendency towards the output-based instruction of vocabulary,
putting an emphasis on the production of new L2 vocabulary. This study provides
further evidence that the input-based instruction, despite its effectiveness of
teaching and learning L2 as demonstrated in many previous studies, is not
systematically incorporated into most L2 textbooks, thus implying a gap between
theory and practice.
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ikinci dil 6gretiminde kelime 6gretimi ve 6grenimi: ispanyolca
ders kitaplarinda yaklasimlar

0z

Bu calisma, su anda Amerika Birlesik Devletleri'nde tiniversite diizeyinde kullanilan

ikinci dil (L2) olarak ispanyolca ders kitaplarinin ortak pedagojik yaklasimlarini Gonderim
incelemektedir. Bu calisma L2 ispanyolca kitaplarinin 6grenme siirecinin basindan 15 Kasim 2019
sonuna kadar anlamli bir sekilde rehberlik eden etkinlikler yoluyla yeni sézciikler Kabul
6grenme siirecinde L2 6grencilerine yardimci olmada girdi kavramini anahtar bir dge 11 Aralik 2019

olarak benimseyip benimsemediklerini arastirmaktadir. Yapilan analizler sonucunda
bu calismada incelenen ders kitaplarinin genel olarak yeni kelimeleri ortak diizen
icerisinde sundugu sonucuna varilmistir. Yeni kelimelerin sunulma diizenindeki bu

belirgin benzerliklerine ragmen, ankete katilan ders kitaplarinin girdi-temelli
ogretme ve cikti-temelli 6gretim uygulamalarinda farklilik gosterdikleri ) Anahtar kelimeler
belirlenmistir. Daha spesifik olarak, ankete katilan ders kitaplarinda bulunan Ispanyolca ders kitaplari
faaliyetler hem girdi hem de cikti temelli gérevlerde cesitli derecelerde degisiklik _ kelime hazinesi
gostermislerdir. Bunlar ayni zamanda girdi tabanli ve ¢ikti tabanli faaliyetlerin sayisi glrdi-tabaglll ggrletlm
ve iki tip faaliyet arasindaki mantiksal ilerleme bakimindan da farklilik géstermistir. relisieme
Bu calismanin bulgulari, incelenen ders kitaplarinin, yeni L2 kelime hazinesinin

Uretilmesine onem vererek, cikti temelli kelime 6gretimi yoniindeki egilimi

gosterdigini ortaya koymaktadir. Bu calisma, daha 6nceki calismalarda gosterildigi

gibi, L2 6gretme ve 6grenmenin etkinligine ragmen, girdi tabanli 6gretimin ¢cogu L2

ders kitabina sistematik olarak dahil edilmedigine ve dolayisiyla teori ile pratik

arasinda bir bosluga isaret ettigine dair daha fazla kanit sunmaktadir.

Onerilen APA atif bicimi: Yoon, ). (2019). ikinci dil 6gretiminde kelime 6gretimi ve 6grenimi: ispanyolca ders kitaplarinda yaklasimlar.
Language Teaching and Educational Research (LATER), X2), 114-131. DOI: https://doi.org/10.35207/later.647156
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Introduction

Vocabulary teaching and learning has drawn a growing number of researchers’
attention as one of the most popular topics in language acquisition research (Ellis, 2009; Lépez-
Jiménez, 2013; Schmitt, 2019). Knowing words is an important and essential part of learning a
language in order to understand others and communicate fluently, which Lewis (1993: 89)
aptly puts as being “lexis is the core or heart of language”. Previous research on second
language (L2) vocabulary acquisition has suggested that learning words is a complex process
(Schmitt, 2008) and requires mastery of different components of vocabulary knowledge (e.g.,
spelling, word parts, meaning, grammatical functions, collocation) (Nation, 2013). With the
growing interest in finding a better way to teach vocabulary, researchers as well as educators
have been searching for a means to teach and learn L2 vocabulary effectively, particularly
when dealing with textbooks. From a pedagogical point of view, the activities and presentation
of L2 vocabulary in textbooks are reflections of the methodological approach adopted in them;
therefore, employing a certain textbook as a main resource of L2 teaching and learning will
inevitably lead to both instructors and students teaching and learning a second/foreign
language based on the overarching pedagogical principle of the textbook. Therefore, the role of
the textbook in teaching vocabulary cannot be underestimated.

There has been an increase of interest in investigating vocabulary in L2 textbooks
despite the limited availability of previous studies dealing with Spanish as L2. Studies on
vocabulary in L2 textbooks have been manifested in sub-areas of topics such as reading
materials as a main source of vocabulary learning (Gablasova, 2014; Matsuoka & Hirsh, 2010;
Paribakht & Wesche, 1996; Schumm, 1991), frequency and vocabulary size to examine
whether high-frequency vocabulary is most beneficial for L2 learners (Alsaif & Milton, 2012;
Chujo, 2004; Marmol, 2011; Matsuoka & Hirsh, 2010; O’Loughlin, 2012; Sakata, 2019),
descriptions of multiword units (Coxhead at al., 2017; Koprowski, 2005; Lopez-Jiménez, 2013),
and an examination of vocabulary and other components in more specialized textbooks (for
example, medical Spanish textbooks in Hardin, 2012; Spanish legal textbooks in Ramos, 2015;
business English textbooks in Tajeddin & Rahimi, 2017, among others). Vocabulary activities
and presentations themselves in textbooks, however, have not received much attention thus far
as noted in Neary-Sundquist (2015). One of the few studies is found in Lépez-Jiménez (2014),
which examines the various ways Spanish L2 textbooks present new vocabulary (e.g., visual,
list, definitions, translation, etc.) and also what types of activities are included in the textbooks
(e.g., mechanical, communicative, and closed or open).

Approaches to L2 vocabulary acquisition: input-based and output-based instruction

While there may be different ways of carrying out the analysis of the activities and the
presentation of the new vocabulary words presented in textbooks, the criteria for analysis
would naturally reflect what researchers wish to look into, that is, whether or not the
textbooks employ a desirable pedagogical approach that can enhance language learners’ ability
to communicate and understand the target language.
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Input-based instruction

One of the pedagogical approaches that has been prevalent is the Input Hypothesis,
beginning with the works of Krashen (1982, 1985), in which it is argued that L2 learners acquire
vocabulary most efficiently by receiving enriched ‘comprehensible input’ so that they can
make association between the meaning and the form of the word in context. For example,
Krashen (1989) claims that L2 learners acquire vocabulary most efficiently by receiving
comprehensible input while reading. The notion of comprehensible input, according to
Krashen’s input hypothesis, is understood as one level above the L2 learner’s actual proficiency
level, which is commonly known as “i + 1” in which “i” represents a learner’s interlanguage and
“+1” indicates the next level of language proficiency. Its focus on the role of input has had
important implications since then for teaching and learning vocabulary as L2, and
consequently, for designing L2 textbooks according to this proposition (Azizi, 2016).

The notion of the comprehensible input has evolved to specify that textbooks should
not only be comprehensible, but also be structured and manipulated so that L2 learners can pay
attention to the target form and meaning that they are learning. One of the most widely
adopted input-based instructions that reflects this notion of ‘structured and manipulated input’
is VanPatten’s model of input processing, or Processing Instruction (Lee & VanPatten, 2003;
VanPatten, 1993, 1996, 2002). Lee and VanPatten (2003: 142) define structured input as "input
that is manipulated in particular ways to push learners to become dependent on form and
structure to get meaning". In this model, learners are exposed to written and/or aural input in
which they are pushed to pay attention to the target grammar structure or new vocabulary in
order to process them meaningfully in context and successfully complete the given activities.
During this process, students are not required to produce any new vocabulary words or target
structures as they are asked to show that they have simply understood the meaning of the
target form. For example, choosing between two selections (e.g., appropriate vs. inappropriate)
while they listen to the simple descriptions of clothing and the occasions in which they wear
them (e.g., John wears shorts at an interview) is a comprehension activity in which learners
have to understand the meaning of the target vocabulary (i.e., ‘shorts’ in this example). The key
concepts that are involved in this model are “the manipulation’ of the input” and also the fact
that L2 learners are “required to process” (Ellis 2012: 285).

Output-based instruction

While the notion of input has been gaining an important role in implementing better
pedagogical models, there has been an opposing trend, namely the output-based instruction
which emphasizes the role of the production in developing L2 proficiency (Krashen, 1985;
Schwarts, 1993; Swain & Lapkin, 1995; Toth 2006). This approach does not necessarily reject
the crucial role of input in the development of the L2 system. Yet, what is underscored in this
proposition is the fact that input alone is not sufficient to help language learners to develop the
linguistic system in order to ultimately attain the proficiency level they desire to reach
(Rassaei, 2012). The underlying viewpoint of this output-based approach is similar to the
Interaction Hypothesis (Long, 1980), which highlights the importance of the L2 learners’
efforts in finding meaning in authentic interactions of the target language while attempting to
find what is lacking in their L2 abilities (e.g., vocabulary, grammar, pronunciation, and so on).
It is precisely this process of negotiating meaning and checking with the persons whom they
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have interactions with that allows L2 learners to realize the gap in their knowledge, thus
allowing them to produce L2 output. The crucial role of output has been laid out in the concept
of ‘pushed output’ or Output Hypothesis proposed in Swain (1985, 2000, 2005), which claims
that when ‘pushed’ to produce the language, language learners notice a gap between what they
want to convey in their utterances and what they are actually able to say. This process can then
force them to use the language and develop proficiency in the target language.

Importantly, some researches have shown that both approaches are equally valid and
effective (Farley 2001, among others); however, other studies have also provided evidence for
the effectiveness of input-based over output-based instruction (Benati, 2001; Benati & Tanja,
2015; Lee & Benati, 2007; Morgan-Short & Bowden, 2006; see Benati, 2016 for a detailed
overview). Even if the purpose of the present study is not to evaluate the effectiveness of either
approach in teaching and learning vocabulary as L2, this study aims at exploring the
presentations and activities of the L2 vocabulary in Spanish textbooks to investigate the
common trend and approach. More specifically, this study examines the common pedagogical
approaches of L2 Spanish textbooks that are currently used at the college-level in the United
States, and investigates whether they embrace the notion of input (more precisely, structured
input) as a key concept in aiding L2 learners to learn new vocabulary words through activities
that guide them from input/comprehension to output/production in a meaningful way (that is,
the processing instruction which I will occasionally refer to the ‘instruction from input to
output’ following VanPattern, 2002).

The research questions of this study are as follows:

1. What are the approaches to vocabulary instruction in college-level beginner Spanish
textbooks for English L2 learners?

2. What are the common trends of the vocabulary activities in the textbooks that are
based on the instruction from input to output and how do they differ from each other?

Methodology

Data and procedures

A total of 11 beginner-level college Spanish textbooks were initially selected among
many others to determine the overarching pedagogical approaches adopted in each textbook
(indicated in the preface of each textbook). While the selection of these textbooks was done
through random sampling, there were two factors that were taken into account when selecting
them: the number of the edition and the publishers of the textbooks. First, this study attempted
to examine about an equal number of textbooks that were published for the first time (i.e., first
edition), the second or third time (i.e., second or third edition), and more than three times (i.e.,
fourth edition and beyond). Out of the 11 beginner Spanish textbooks, four were published as
first editions, three were published as either second or third editions, and four were published
as the fifth, seventh, and ninth (2 books) editions. Some of them were the most recent editions
while others were not due to the limited availability of the most current editions. In addition,
as mentioned, there were textbooks that had been used for a long time with multiple editions
as well as relatively new textbooks that came to market for the first time, thus allowing the
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author to examine both types of textbooks equally. The reason for including different editions
was that textbooks with multiple editions, for example, typically show their popularity and
wide adoption in Spanish L2 classrooms, and thus are good indicators of what kinds of
textbooks many Spanish L2 classes use. At the same time, textbooks that came to market for the
first time can also show the pedagogical approaches that are employed in more recent
textbooks. Therefore, examining both types of textbooks would provide better insight into the
overall pedagogical trend of presenting vocabulary activities. On the other hand, this study also
attempted to include a variety of textbook publishers in order to examine the overall trend of
the pedagogical approaches adopted by different publishers and editorial teams. The 11
textbooks selected for this study were published by major textbook publishers in the United
States such as McGraw-Hill (3 textbooks), Wiley (2 textbooks), Cengage Learning (2 textbooks),
Pearson (2 textbooks), and Vista Higher Learning (2 textbooks) between 2012 and 2019.

The textbooks analyzed were all commonly used college textbooks designed for L1
English learners of L2 Spanish in the United States, and the level of all the textbooks examined
was for beginning-level (1% year) Spanish which is typically covered throughout a year (i.e.,
two semesters). The beginning-level was chosen in order to examine the common approaches
to teach new vocabulary to students who have not yet mastered a high level of vocabulary. The
list of the beginning-level textbooks surveyed in this study is provided in Appendix. The names
of the individual textbooks, however, will not be identified in the analysis and the discussion of
this study since the purpose of this study is to examine the common pedagogical approaches to
L2 vocabulary teaching, not to evaluate specific textbooks for their pedagogical effectiveness.
Not all the beginning-level Spanish textbooks that are widely and popularly used in U.S. were
included in the analysis since not all of them were available to the author.

Analysis

The analysis of the current study focused on the presentation of the vocabulary as well as
the activities aiming at enhancing the vocabulary learning, and did not concern itself with the
vocabulary-related activities presented in the grammar section that appeared within the same
chapter. Even if some textbooks clearly used the grammar sections as an opportunity to
incorporate the new vocabulary into their structure-oriented activities for reinforcement
purposes, this was not uniformly the case for all the textbooks surveyed in this study.
Therefore, this study left out the activities presented under the grammar section from the
analysis so that the analysis of each textbook could be more comparable. Out of the 11
beginning-level textbooks that I initially examined, 6 textbooks remained for the detailed
analysis of the input-based vs. output-based activities. The detailed procedures and the steps are
explained below.

e The preface of each textbook was examined in order to find the overarching
pedagogical approach employed in the textbook. The initial screening was aimed at
narrowing down the textbooks that specifically mentioned the input-based approach or
the instruction from input-to-output in the preface. Textbooks that mentioned a
‘communicative approach’ only without mentioning the input-to-output approach
were included in the analysis of the general features of the presentation and activities
(the 1 part of analysis), but they were excluded from the analysis of input-based and
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output-based activities (the 274 part of analysis). As the term ‘communicative approach’
could cover a broad range of approaches not necessarily limited to the processing
instruction (i.e., instruction from input to output), this study separated 11 textbooks
into two groups: i) the ones that specifically mentioned the term ‘input’ or an
equivalent in the preface, and ii) the ones that did not mention it anywhere in the
preface. This initial screening left 6 textbooks for further analyses for the second phase
of analysis of input vs. output-based instructions while the remaining 5 textbooks out
of the initial 11 textbooks were excluded from the second phase.

As a second step, the table of contents for each of the 6 textbooks that was chosen was
scrutinized to find the common topic (“clothing and purchase”) that is typically
presented in the first-year Spanish textbooks. All of the 6 textbooks contained this topic
as a theme of a chapter topic so that the comparison of the vocabulary presentation and
activities could be more comparable.

The chapter of each textbook dealing with the topic of “clothing and purchase” (or
something similar) was analyzed for i) the presentation of the new vocabulary (i.e., the
format such as pictures, list of Spanish words translated in English, vocabulary in
reading passages) and ii) the activities (i.e., input-based and output-based).

Input- and output-based activities were further analyzed for their formats (i.e., reading,
conversation/speaking, writing, simple selections such as true/false, fill-in-the blank,
among others) to examine the overall trend of activity types.

The logical transition from input to output activities was also examined to find out if
the progression of the activities was natural and helpful in exposing students to the new
vocabulary and being able to use it eventually.

The input and output activities were also quantified for the purpose of identifying the
number of activities for either type. This kind of analysis is to examine whether there
was a balance between two types of activities in terms of quantity.

If a textbook provides different steps (pasos in Spanish) for one main activity, each step
was coded and counted as if it were one independent activity. This consideration is
important as many textbooks explicitly indicated several steps for one major activity in
order to guide students from simple tasks (which are typically comprehension-based) to
more complex ones (which are typically production-oriented).

In order to increase the reliability of the analysis, each activity (or step) was manually
marked and indicated as either input-based (“I”) or output-based (“O”), then the
classification of both types was rechecked after a week.

The new vocabulary embedded in the cultural reading, cultural video, speaking and
writing activities, and final activities synthesizing what students have learned was not
included in the analysis and the quantification of the input and output-based activities
due to the inconsistent nature of those components in each textbook. Since not all the
books under analysis recycled the new vocabulary in these cultural activities but many
of them used new sets of words in relation to the theme (“clothing”), these cultural
parts were excluded from the analysis for comparison purposes.
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Results

Approaches to vocabulary instruction in college-level beginner Spanish textbooks for English
L2 learners

As for the first research question addressed earlier, the initial screening of the prefaces
of the 11 college-level beginning Spanish textbooks revealed that all of the 11 textbooks (in
Appendix) mentioned or implied that the pedagogical approaches adopted in the textbooks are
communicative approaches or approaches that enhance ‘communication’ and ‘communication
skills’ (see Table 1, column #1), but the term adopted in each textbook did not necessarily mean
the exact same notion of ‘communicative approaches’. Some adopted a rather broad term of
communicative approaches to refer to the fact that the textbook highlights ‘communication’
(which actually could mean ‘production’); others used this term more narrowly in order to
refer to the Processing Instruction, which guides language learners to move from sufficient
input to produce output.

Six of them more specifically mentioned (or implied) the instruction from input to
output, or at least the concept of ‘input’ that was adopted in teaching vocabulary as well as
grammar (see Table 1, textbooks anonymously coded as ‘I-1’, I-2’, etc., the T representing
‘input’). Those textbooks were ;Claro que si! (2015), Dicho y hecho (2012), Exploraciones
(2019), Gente (2015), Pura vida (2014), and 7Tu mundo: espafiol sin fronteras (2014) (in
alphabetical order), and their activities will be analyzed in more detail below when discussing
the second research question.

The prefaces of all of the remaining 5 textbooks that did not specifically mention the
instruction from input to output or the role of ‘input’ in L2 learning (coded as ‘NI-1’, ‘NI-2’,
etc., the ‘NI’ representing ‘no input’) still highlighted the notion of ‘communication’ in varying
degrees: they emphasized “communicative activities”, “communication skills”, “communicative
proficiency”, and “communicative objectives’, which L2 leaners should eventually attain. The
concept of communication, however, was not necessarily supported by the notion of
negotiation of meanings laid out in the Processing Instruction (Lee & VanPatten, 2003;
VanPatten, 1993, 1996, 2002); instead, in 3 of these 5 textbooks (coded as NI-1, NI-2, and NI-3
in Table 1), communicative proficiency was described as an ultimate goal and achievement that
comes at the end rather than as a part of the learning process itself (see Table 1, column #2).
For instance, it was mentioned in one textbook that “practice begins with mechanical
exercises” and progress through more meaningful activities to “end with communicative
activities” in which students can produce personalized responses creatively. The similar point
of view was expressed in two other textbooks, describing that the end result that should be
achieved is “communication” and the vocabulary practice °
activities as a “final set” of activities in which students can use vocabulary creatively.

<. » . . .
wraps-up” with communicative

On the other hand, a closer look at the vocabulary activities themselves in these 5
textbooks revealed that even if their prefaces did not specifically mention the notion of input,
two of them (NI-3 and NI-4) actually appeared to follow the input-to-output progression in
presenting vocabulary activities (see Table 1, column #3). This means that the notion of
communication delineated in the prefaces of these two books could indeed refer to the
structural input-to-output approach adopted in the activities; however, since this pedagogical
approach was not clearly pointed out in the prefaces, this study excluded them from the
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analysis of the second research question. It was also surprising to observe that many textbooks
that mentioned the notion of input in the prefaces actually did not logically follow the order
from input to output in the activities (see Table 1, column #3; textbooks I-1, I-2, I-4, I-6). Only
two of those 6 textbooks followed through the progression from input to output when
presenting vocabulary activities (see Table 1, column #3; textbooks I-3 and I-5). This will be
discussed in more detail below when answering the second research question.

It should be noted that the most common methods in presenting new vocabulary in all
of the 11 textbooks were based on pictures with Spanish captions below them (see Table 1,
column #4) and lists of Spanish words translated in English (Table 1, column #5) at the
beginning of each chapter. The end of each chapter in most textbooks (except textbooks I-1 and
I-3) typically provided the summary of all the new vocabulary of the chapter as a list of Spanish
words translated in English again (Table 1, column #6). Table 1 summarizes the findings thus
far.

Table 1. Pedagogical approaches to vocabulary teaching and layout of the vocabulary
presentation in L2 beginning-level Spanish textbooks (textbooks coded by a random order)

Textbook #1 #2 #3 #4 #5 #6
Input mentioned in the preface
-1 v v v
I-2 v v v v
I-3 v v v v
I-4 v v v v
I-5 v v v v v
I-6 v v v v
Input not mentioned in the preface
NI-1 v v v v v
NI-2 v v v v v
NI-3 v v v v v v
NI-4 v v v v v
NI-5 v v v v
Note: Textbooks coded as “I” (input) indicate that the concept of input was mentioned in the preface.
Textbooks coded as “NI” (no input) indicate that the concept of input was not mentioned in the preface.
Keys:

#1: Notion of communication (preface)

#2: Communication as an end product and achievement (preface)
#3: Input to output vocabulary activities

#4: Picture presentation

#5: Word lists of Spanish-English at the beginning of each chapter
#6: Summary of new vocabulary list at the end of each chapter
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Input-based activities and production activities

In order to answer the second research question of this study (“What are the common
trends of the vocabulary activities in the textbooks that are based on the instruction from input
to output and how do they differ from each other?”), this study focused on the 6 textbooks that
emphasized the importance of input in the preface and closely examined the activities included
in the chapter dealing with a theme of clothing and purchase (or something similar). Those
textbooks that are repeated here —;Claro que si/ (2015), Dicho y hecho (2012), Exploraciones
(2019), Gente (2015), Pura vida (2014), and 7u mundo: espafiol sin fronteras (2014) (in
alphabetical order)- were published relatively recently between 2012 and 2019, and included 2
textbooks that appeared for the first time (i.e., 1* edition), 2 textbooks in their 3 edition, and 2
textbooks which have been published numerous times (7* and 9* edition, respectively).

In the preface of all the surveyed textbooks stressed the crucial role of input in one way
or another. In Andrade et al. (2014: vi), it is mentioned that “the grammar and vocabulary are
taught through comprehensible input as well as communicative activities”. Likewise, Potowski
et al. (2012: xii) state that “numerous and varied input activities are required before asking
students to produce output using a new structure or new vocabulary”. Blitt and Casas (2019:
xiv) express a similar view as in “[vocabulary activities] will require you to speak minimally at
first and then progress to more open-ended communicative activities”. The concept of the
input is also refined in one of the surveyed textbooks: input can be defined as “meaningful,
comprehensible input” based on “real-life events” which are introduced through meaningful
stories (Lopez-Burton et al., 2014: xxii).

All 6 textbooks (except one, I-4, in Table 2) included both input (comprehension) and
output (production) activities in the chapter or sub-section of a chapter dealing with the theme
of clothing even if they differed in i) type of activities, ii) the amount of input vs. output-based
activities, and iii) the logical progression from input to output activities.

Types and nature of input vs. output activities

The most common input-based activity types included simple selection (e.g.,
logical/illogical, formal/informal, true/false), matching by relating columns (e.g., between
logical conversation order, questions and situations, pictures and cloth descriptions, appropriate
colors and clothing types), and reading short paragraphs or a list of simple sentences that served
to guide L2 learners to a series of production-based activities in the next step. On the other
hand, the common output/production-based activities found in these 6 textbooks included fill-
in-the blank (to ‘complete conversations’ using the new vocabulary, for example), supplying
words/making a list of words, question and answer, picture description, story
narration/creations (between a customer and a store employee, for instance) which could be
written activities as well as oral ones such as simulations or role-plays, uncontrolled spoken
activities without prompts, and a guessing game involving the whole class, among others.

Overall, most of the 6 textbooks combined a variety of activities in terms of complexity,
oral vs. written skills, and work done alone, in pairs, and in groups. Nevertheless, they
somewhat differed in the nature of the input and output activities since some were more
meaningful than others in the sense that students were to negotiate meaning when interacting
and exchanging authentic information with other students, while other activities were less
communicative, such as mechanical drills and writing a list of words for a given question.
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For example, in textbook I-5, students are asked to indicate their preferences in regards
to the selection of clothing and accessories as a structured input activity. For instance, students
see para los ojos ‘for your eyes’ with two possible selections (gafas ‘glasses’ and lentes de
contacto ‘contact lenses’), and they simply need to mark which accessories they prefer. This
process guides students in connecting the meaning and the form (i.e., vocabulary) while
exposing them to the meaningful, manipulated input of words (glasses and contact lenses). The
following step would be comparing their preferences with classmates in groups, thus allowing
the meaningful communications to occur through exchanges of authentic information (which
is guided output). This kind of communicative activity differs from a more traditional,
mechanical fill-in-blank type of activity in which students do not necessarily receive
structured input; rather, they have to supply the target vocabulary words by recalling them
rather than recognizing them.

Amount and logical progression of input-based and output-based activities

While the activities found in 6 textbooks exhibited varying degrees of manipulation
involved in both input and output-based tasks, they also differed in the amount of input-based
and output-based activities as well as in the logical progression between input and output
activities as shown in Table 2.

Table 2. Number of input and output tasks and logical progression from input to output in
vocabulary activities for a chapter/section of clothing (textbooks coded by a random order)

Textbook Input-based activities Output-based activities Logical progression from
input to output

I-1 2 4 no

I-2 2 7 no

I-3 6 6 yes

I-4 0 7 no

I-5 11 14 yes

I-6 1 7 no

Range 0-11 4-14

Average 3.7 7.5

The amount of the input activities and the output activities ranged from 0 to 11 and 4
to 14, respectively, which shows a tendency to emphasize the production activities rather than
input-based activities in L2 textbooks. As shown in Table 2, one textbook, for example, did not
have any input activity (textbook I-4) and another had only one input activity (textbook I-6) in
the surveyed vocabulary section (related to clothing and purchase) while there was a textbook
(I-5) which contained notably abundant 11 input activities. The textbooks that did not offer
any input activity or offered just one input activity, in contrast, provided much more
production activities (7 activity in both textbooks). All 6 textbooks consistently had more
output-oriented activities than input activities, except one (textbook I-3) which had an equal
number of input and output activities. The average number of input-based activities was 3.7
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while for output-based activities, it was 7.5, being approximately double the amount. It is
notable that 2 textbooks (I-3 and I-5) offered a more balanced number of activities between
input and output (6-6 and 11-14, respectively); however, the overall tendency observed in all
other textbooks was geared toward production activities. This is contradictory in a sense since
all of these textbooks suggested the input-based approaches in the preface, but the activities
presented in 4 out of 6 textbooks did not necessarily reflect such approaches.

On the other hand, the amount of input vs. output-based activities itself seemed to
show only a partial picture of how the vocabulary activities were structured and organized. In
order to examine whether the textbooks reflected L2 learners’ acquisition process, this study
further analyzed the logical progression from input to output activities. A closer look at all the
vocabulary activities, including their steps (often called pasos) within each activity, revealed
that only 2 textbooks (I-3 and I-5) faithfully followed through the input-to-output progression
while other 4 textbooks did not always follow this order. In fact, in both textbooks (I-3 and I-
5), the importance of following this progression of input-to-out is highlighted in the prefaces,
as shown in these examples: “Over 30 years of research in second language acquisition indicate
that numerous and varied input activities are required before asking students to produce output
using a new structure or new vocabulary” (I-5), and “When we learn any new skill, we need
lots of structured input at the beginning as we begin to try out our fledgling abilities. As we
become better at it, we produce more (output) and benefit from continued input (but less of it)
as we refine our ability to do the task at hand” (I-3).

For example, smooth transition from input to output was found in textbook I-5 which
presents a vocabulary activity “;Qué puedes ponerte? (What can you wear?)”. It includes
various steps to guide students from input/comprehension to guided output/production. In the
first step (input activity), students are to select the appropriate occasions and places in which
each of the given cloth items could be worn (e.g., sandalias “sandals”, pantalones cortos
“shorts”, etc. as examples of clothing/accessories and /a oficina “the office”, una fiesta “a party”,
etc. as examples of occasions/places). In this step, students are forced to comprehend the
meanings of the new vocabulary words (i.e., clothing/accessories) in order to logically connect
them with their associated places and occasions in which these items can be worn, thus
encouraging them to learn the new vocabulary within cultural norms. Students do not need to
recall or produce any new words at the beginning of the activity, so this first step serves as a
structured input activity. In step 2, students are to compare their choices from step 1 in small
groups in order to find similarities and differences. This step serves as an immediate output
activity that can induce negotiation of meaning while communicating with peers about their
choices. It also serves as a transition from input to output nicely because students need to listen
to and comprehend the list and choices of their classmates (i.e., input) while they are also to
produce words and simple sentences to explain their choices (i.e., output). Step 3, which is the
final step of this activity, then asks students in the same groups to write the list of
clothing/accessories and the appropriate occasions in which these items can be worn. This is a
written output activity that reinforces the previous step (i.e., oral) in which students again can
negotiate the meaning of the communication. All three steps in this activity are well connected
and logically progress from comprehension to guided production activities that invite
meaningful communication with classmates.
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Discussion and Conclusion

This study investigated the pedagogical approaches that are reflected in vocabulary
instruction in college-level beginner Spanish textbooks for English L2 learners. As for the first
research question, this study found that the surveyed textbooks overall exhibited the common
organization and presentation of the new vocabulary words, which consisted of both
traditional/mechanical tasks and structured-input activities. It was common to find a similar
way of presenting new vocabulary through chapter-opening pictures with Spanish captions, a
list of new vocabulary in Spanish translated in English at the beginning of each chapter or
section, and the final section of the vocabulary summary provided at the end of each chapter or
subj-section of the chapter. Despite these apparent similarities of the organization in presenting
new vocabulary, the surveyed textbooks differed in the manner in which they presented new
vocabulary in the activities themselves. A closer look at the preface of each textbook revealed
two diverging pedagogical philosophies about teaching and learning L2 vocabulary: 6 textbooks
that intended to adopt the input-based approach (or the instruction from input to output) and 5
textbooks that only mentioned the importance of the communication, communication skills, or
communication proficiency in rather broad terms without mentioning the role of the input.
This appears to indicate that one of the most prevailing pedagogical approaches to L2
acquisition (that is, the Processing Instruction, the input-based instruction, and the instruction
from input to output, all of which more or less denote the same concept), is not systematically
incorporated into many current L2 Spanish textbooks that were surveyed in the current study.

This was even more apparent when closely examining the 6 textbooks that mentioned
the role of input and/or the importance of gradual progression from input to output in
developing L2 system (which constitutes the second research question of this study). Only 2
textbooks actually offered vocabulary activities that were based on the instruction from input
to output with a balanced number of input and output activities. One of them in particular had
abundant input as well as output activities that were thoughtfully designed with the Processing
Instruction in mind. When quantified the activities in all the 6 textbooks that mentioned the
role of input in the prefaces, it also revealed that there was no uniformity regarding the
number of vocabulary activities that were included to help L2 learners master new words
related to clothing. The abundant vocabulary activities presented in that chapter (or section)
would definitely give instructors and students more options when choosing appropriate tasks
while reinforcing what they have learned in various input-based and output-based activities.
Nevertheless, this would not be the case for the textbooks that had a limited number of
vocabulary activities (even counting both input and output-oriented activities), which might
burden instructors to resort to other resources to ‘borrow’ materials or even create their own.
In addition, the majority of the textbooks surveyed had vocabulary activities heavily based on
production types, sometimes without including context, reminiscent of typical and traditional
methods of teaching L2 vocabulary. The analysis of the logical transition from
comprehension/input-based activities to production/output-based activities also revealed the
similar trend: only very few textbooks followed a more natural progression without requiring
students to recall and produce new words from the very beginning. Furthermore, the surveyed
textbooks exhibited varying degrees of manipulation involved in both input and output-based
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tasks: some activities were more meaningful than others while in most textbooks one can still
find activities that were less communicative and more mechanical.

In spite of this general trend of approaches found in the current study (against the
Processing Instruction), it should be noted that some instructors and students alike would
actually prefer the pedagogical approaches that are based on traditional methodologies that
emphasize production. It is partially because one prefers to learn and teach the way she/he has
learned; in addition, the compounding factor is that there would be limited class contact hours
and time for instructors to cover so much and they would want students to just learn new
vocabulary words in a rush and sometimes on their own (through quizzes and tests).

A question must be raised as to whether it is the recognition (i.e., comprehension) or
the recall (i.e., production) that poses more difficulty for L2 learners when mastering new
vocabulary. Schmitt (2019), in discussing the key descriptor of vocabulary knowledge, pointed
out that more research should be carried out in order to determine where the most teaching
effort need to be placed: in moving “vocabulary knowledge from @ — RECEPTIVE” (which is a
stage of receiving input for the current study), or “from RECEPTIVE — PRODUCTIVE”
(which more or less corresponds to a production stage of applying more output than input in
the current study) (Schmitt, 2019: 263). Schmitt (2019: 264) suggests that the research indicates
that learning words to “receptive mastery” is relatively easier than increasing and
strengthening that knowledge to “productive mastery,” which presents a greater challenge to
language learners. For example, producing right words and using them appropriately in context
when writing and speaking L2 (i.e., stage of production/output) would certainly be more
challenging than simply comprehending a word when reading and listening (i.e., stage of input;
receptive stage). This proposal seems to lead us again to reflect upon the old debate regarding
the input-based instruction vs. the output-based instruction. While it seems true that output
aids L2 learners to attain fluency of language (Rassaei, 2012; Swain, 2005) and enhance the
grammatical accuracy of L2 in a more advanced level (Izumi & Bigelow, 2000), it is beyond the
scope of this study to determine whether the role of output is secondary to the role of input, or
the other way around.

At the same time, the analysis of the current beginning-level Spanish textbooks for L2
English learners has indicated a predominant tendency towards the output-based instruction of
vocabulary. This very likely reflects the observations and research done regarding the essential
role of output, which is to coexist alongside the enriched input that makes acquiring L2
vocabulary possible.

Implications and suggestions for further research

Textbooks are essential tools for foreign/second language instructors who heavily rely
on their content, so that they do not have to invest their own time to teach new vocabulary
properly. Therefore, it seems imperative to adopt a sound pedagogical approach in L2 textbooks
in order to teach and learn vocabulary most effectively. At the same time, as stated in Demir
(2013), one should admit that textbooks alone may not be enough “to equip students with
necessary vocabulary knowledge” beyond a superficial level and also for the long term. The
current study showed the current tendency of the L2 Spanish textbooks widely used in the
United States, and it hopefully suggests to language educators to revisit the overarching
pedagogical approach adopted in textbooks in order to teach L2 vocabulary more effectively. As

127



Yoon, . Language Teaching and Educational Research, 2019-2, 114-131

Schmitt (2019) accurately pointed out, “there are still large gaps in our knowledge of key
aspects of vocabulary”. While the current study did not carry out the fine-grained analysis of
the degree of manipulation exercised on the input-based activities, more studies in the future
that examine the vocabulary activities of the L2 textbooks will be able to help researchers and
educators gain a clearer perspective on the common pedagogical approaches adopted in L2
textbooks.
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Abstract

Technological advances that took place in the 215t century have caused great
changes in our lives. Today, children are growing up in an environment where
internet and interactive technologies are widely used since infancy. Therefore, it is
not possible to remove children from this world who are introduced to the digital
world from a very young age and live a life intertwined with this world. In this case, it
is the duty of parents and teachers to ensure that children are present in a safe and
informed way in digital environments. The aim of the research was to determine the
knowledge of teachers about digital addiction and to find out the solutions
proposed for the students who developed digital addiction. This research is based
on qualitative research type and basic research design. In the research, snowball /
chain sampling method was used to determine the group of participants. The
participants of the study consist of pre-school teachers and classroom teachers
working in different provinces of our country. In the study, semi-structured
interview form was used as data collection tool. Interviews were made face to face,
phone calls or online. Within the scope of the research, the data obtained at the end
of the data collection process on the internet were analyzed and interpreted using
content analysis technique. Data were analyzed in detail, systematized by
thematization and coding and interpreted and evaluated. According to the findings
of the data analysis, while the highest frequency is (f = 16) “not to be separated from
technological devices”, the analysis of teachers thoughts about digital dependence,
problem behaviours teachers observed in their students developing digital
dependence “Aggressive and offensive behaviors” is (f = 8). The highest frequency of
the solution suggestions put forward by the teachers in the fight against digital
addiction in their students is setting boundary (f = 11).
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Dijital bagimliliga iliskin 6g@retmen goriislerinin incelenmesi ve
¢6ziim Gnerileri

0z

21. yilizyilda meydana gelen teknolojik ilerlemeler hayatimizda cok biyiik

degisikliklere neden olmustur. Giiniimiiz ¢cocuklari, bebeklik donemlerinden itibaren Gonderim
internet ve etkilesimli teknolojilerin yaygin bicimde kullanildigi bir ortamda 06 Agustos 2019
biiytimektedirler. Dolayisiyla cok kiiciik yaslardan itibaren dijital diinyayla tanisan ve Kabul
bu diinya ile i¢ ice bir yasam siiren ¢ocuklari bu diinyadan uzaklastirmak miimkiin 22 Kasim 2019

degildir. Bu durumda aile ve 6gretmenlere diisen gérev cocuklarin dijital ortamlarda
giivenli ve bilingli bir sekilde bulunmalarini saglamaktir. Arastirma ile 6gretmenlerin
dijital bagimlilik hakkindaki bilgilerinin tespit edilmesi ve dijital bagimlilik gelistiren

ogrencilerine iliskin 6nerdikleri ¢6ziim yollarinin ortaya c¢ikarilmasi amaclanmistir.

Bu arastirma, nitel arastirma tiirinde ve temel arastirma desenine dayali olarak Anahtar kelimeler
gerceklestirilmistir. Arastirmada katilimel grubunun belirlenmesinde dijital bagimlilik
kartopu/zincirleme 6rnekleme yéntemi kullanilmistir. Arastirmanin  katilimei teknoloji
grubunu, Glkemizin farkli illerinde gorev yapan okul 6ncesi egitim dgretmenleri ve ogretmen
sinif 6gretmenleri olusturmaktadir. Arastirmada veri toplama araci olarak yari Ogrear;;z

yapilandirilmis  goriisme formu kullanilmistir. Gorismeler yiizylize, telefon
goriismesi ya da online olarak yapilmistir. Arastirma kapsaminda internet ortaminda
veri toplama siirecinin sonunda elde edilen veriler, icerik analizi teknigi kullanilarak
coziimlenmis ve yorumlanmustir. Veriler ayrintili olarak analiz edilmis, temalastirma
ve kodlama yoluyla sistematize edilerek yorumlanmis ve degerlendirilmistir.Verilerin
analizi sonucunda ortaya cikan bulgulara bakildiginda, arastirmada 6gretmenlerinin
dijital bagimliligina iliskin diistinceleri analizi ile frekansi en yiiksek ¢ikan kod (f=16)
“Teknolojik cihazlardan ayri kalamamak” olurken, dgretmenlerin dijital bagimlilik
gelistiren 6grencilerinde gozlemledikleri problem davranislar “Agresif ve saldirgan
davranislar"dir (f=8). Ogretmenlerin &grencilerinde gelisen dijital bagimlilik ile
miicadele konusunda ortaya koydugu ¢oziim 6nerilerinden en yiiksek frekansa sahip
olan goriis ise “Sinir koymak”tir (f=11).

Onerilen APA atif bicimi: Avcl, F., & Er, H. (2019). Dijital bagimliliga iliskin 6gretmen gériislerinin incelenmesi ve ¢oziim dnerileri.
Language Teaching and Educational Research (LATER), 2(2), 132-159. DOI: https://doi.org/10.35207/later.602235
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Girig

Yeni dijital ¢ag ile birlikte teknolojide olaganiistii gelismeler yasanmakta, insan yagami
hizla degisime ugramaktadir. Ge¢miste hayal olarak goriilen pek ¢ok durum giiniimiizde gercek
yasamin bir parcas1 olarak karsimiza ¢ikmaktadir. Her yastan bireyin hayatina giren teknoloji
ve internet, toplumu farkli yonlerden etkisi altina almaktadir. Bilgi ve iletigim
teknolojilerindeki gelismelerin sonucunda artik tiim diinyada giderek daha fazla birey, dijital
icerikler, iirtinler ve materyallerle karsilasmaktadir. Artik hayatimizin her aninda ve her
alaninda dijital ekranlar karsimiza ¢ikmaktadir. Nitekim bu aragtirma da bir ekran karsisinda
yazilmaktadir. Dolayisiyla hayatimizi bu denli cevreleyen teknolojik aracglar hayatimizin
vazgecilmez bir parcasi haline gelmistir. Dijital medyanin modern diinyada tegkil ettigi
ekonomik, sosyal ve kiiltiirel 6neminin goz ardi edilmesi elbette ki miimkiin degildir. Dijital
medya araciligy ile yapilan e-satiglar ile biiyiik kar ve istihdam rakamlarina ulasilabilmekte,
bireyler sahip olduklar bilgilerin bir¢oguna dijital medya araglar1 yardimiyla erismekte ve bu
araglar sayesinde diisiincelerinin sekillenmesini saglayan yeni fikirlere, yeni imgelere, gercek
ve kurgusal simgelere ulagilabilmektedirler (Ozmen, 2012). Bu nitelikleri dogrultusunda artik
dijital medya, diinya genelinde yeni bir kiiltiirel ifade ve iletisim sekli olarak kendisini ortaya
koymaktadir.

Dijitallesme kisilere kendilerini ifade etme, onay goérme ve dijjital diinya icerisinde
sosyallesme imkani tanimakta ve insanlar {izerinde 6nemli bir etki payina sahip olmaktadir.
Ayrica ¢ok cesitli konularda zengin icerikler sunarak 6grenmenin daha eglenceli, ilgi cekici
hale gelmesini ve 6grenilenlerin pekistirilmesini saglamaktadir. Ancak her birey dijital medya
araglarinin kullanimi konusunda ortak bir tutuma sahip degildir. Baz1 bireyler dijital araglarin
kullanimina smnir getiremeyerek yogun olarak kullanmaktadirlar. Bu sorunlu kullanimin
sonucunda, bagimlilikla birlikte sosyal yasamdan uzaklagsma, akademik basarida diisme ve
beslenme bozukluklarina sebep olacak risklerle karsilagsmakta ve caresiz kalmaktadirlar
(Horzum, 2011; Giinii¢ ve Kayri, 2010; Beyath, 2012). Ogzellikle iilkemizde cocuk yetisen
evlerin ¢ogunda kitaplik olmamasi, mahallelerde kiitiiphane bulunmamasi ve okul 6ncesi
egitimin zorunlu olmamasi, ¢ocuklarin okul Oncesi egitime katilmamasi onlar1 ekran
bagimliligina mahkiim etmektedir ($irin, 2019).

Seferoglu ve Yildiz’ a gore (2013) bagimlilik, kisilerin belirli bir madde, iiriin ve/veya
hizmeti uzun siire kullanmalar1 sonucunda kendilerini gecici olarak iyi hissetmeleri
durumunun ortaya ¢ikmasi olarak tanimlanmaktadir. Dijital bagimhilik ise en basit tanimiyla
kisinin dijital medya araglarinin agir1 kullanimiyla birlikte, zamanla bu durumdan zarar goriir
ve giindelik yasamla ilgili gorevlerini yerini getiremez hale gelmesi olarak tanimlanabilir. Her
ne kadar dijital bagimhlk tanimindaki bagimlilik terimi farklh arastirmacilar tarafindan
elestirilse de (Pezoa-Jares ve Espinoza-Luna 2013), pek ¢ok arastirmacilarca, kamu kuruluglan
ve kamuoyu tarafindan da benimsenmektedir (Yesilay, 2019).

Dijital bagimhilik kavrami, son zamanlarda dijital medya araglarindaki gesitlenme ile
birlikte, internet bagimliligi, akilli telefon bagimhilig, dijital oyun bagimliligi, sosyal medya
bagimliligs ve televizyon bagimliligi gibi dijital medya bagimliliginin alt boyutlarn1 olarak
degerlendirilen birbirinden farkl bagimlilik tiirlerini biinyesine alan semsiye bir kavram haline
gelmigtir. Dijital arag¢ gereclerin siirekli olarak yenilenmesi ve yasanan teknolojik gelismeler
sonucunda dijital medya bagimlilig1 giincel bir konu olup, gittikce artan oranda da giindeme
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gelmekte, 6zellikte dijital oyun bagimliligi medyada sik sik giindeme gelmektedir. Bu baglamda
dijital medya bagimlilig konulu arastirmalarin 6nemi artmakta, bu konuda kamuoyunun
bilin¢lenmesi gerekmektedir. Bu noktada akademik arasgtirmalar Onemli bir gorev
iistlenmektedir.

Dijjital bagimlillk yasi olmayan bir bagimhlik tiiri olup, oldukca da yaygin bir
bagimhilik tiirii olarak karsimiza ¢ikmaktadir (Horzum, 2011). Dijital bagimhlik gelistiren bir
birey, internette siirekli vakit gecirmekte ve boylelikle yapmasi gereken isleri ihmal
etmektedir. Dolayisiyla bu ihmaller hayatini olumsuz etkileyecek pek c¢ok sorun ile
yiizlesmesine neden olmaktadir. Internet bagimliligi alaninda degerli caligmalari bulunan
Young'in (1998) aragtirmastyla giindeme gelen ve bir rahatsizlik olarak kabul edilen “Internet
Bagimlilik Rahatsizlig1” terimi ise su sekilde tanimlanmaktadir: “internetin takintili bir bicimde
asir1 kullanimi ve internetten yoksun birakildiginda sinir bozucu ya da huysuz davranig
durumu” seklindedir (Mitchell, 2000). Dolayisiyla “Internet Bagimhiligi” bireyin internet
kullanimina yonelik kontroliinii kaybederek, hayatinda problemli sonuglar doguracak kadar
yogun bir kullanimi ifade etmektedir (Young ve Abreu, 2011).

Tiirkiye Istatistik Kurumu’'nun verilerine gore 16-74 yas araligindaki internet kullanici
ylizdesi %68,8’dir. Ayrica erkeklerin %75,1i, kadinlarin ise %58,7’si internet kullanmaktadir.
Evlerin ise %80,7’sinde internet erigimi bulunmaktadir (TUiK, 2017). Dijital bagimhilik,
internet bagimlilig1 konusunda 6zellikle ilkogretim, lise ve {iniversite ¢agindaki 6grenciler ile
yapilan pek ¢ok ulusal ve uluslararas: arastirma bulunmaktadir (Beyatli, 2012; Cao & Su 2006;
Cavus, Ayhan ve Tuncer, 2016; Gentile 2009, Rideout, Foehr ve Roberts, 2010; Ghassemzadeh,
Shahraray ve Moradi 2008; Horzum, 2011; Livingstone, Nandi, Banaji ve Stoilova, 2017;
Seferoglu ve Yildiz, 2013; Oncel ve Tekin, 2015). Ayrica sadece genclerin degil aym zamanda
yetigkinlerin de, maillerine bakamadiklarinda, telefonlarindan kisa bir siire bile olsa uzak
kaldiklarinda rahatsizhk duymaya bagladiklarini ve sosyal medyada paylasiminda
bulunmadiklarinda kendilerini kot hissettiklerini belirttikleri, aragtirmalarda ortaya ¢ikmistir
(Kaya, 2013, Laura ve Richard, 2004; Mossbarger, 2008). Eristi ve Avcrmin (2018), yapmis
olduklar1 aragtirmada farkli bir bakis acgis1 benimsenmis, anne babalarin internet
bagimlhiliklarinin okul 6ncesi donemdeki ¢ocuklar tizerinde etkisi irdelenmis ve arastirma ile
cocuklarin anne babalarinin internet bagimlilii sorunundan olumsuz etkilendikleri ortaya
cikmigtir. Ingiltere’de iki bin ebeveynle yapilan bir aragtirmada ise, sosyal medya kullanicist
olan anne baba tarafindan yetistirilen ¢ocuklarin 5 yasina geldiklerinde bine yakin sosyal
medya igerigine konu olduklar ortaya ¢ikarilmistir (Sirin, 2019). Dolayisiyla ebeveynlerin
yogun dijital medya araglarini kullanmalar1 gocuklar: da etkisi altina almaktadir. Ebeveynlerin
tutumlar ¢ocuklarin teknolojik araglarla etkilesiminde belirleyici olmalidir. Ciinkii karsilarinda
cocuklar1 bagimhiliga siiriikleyecek icerikleri gelistirmek icin ¢abalayan profesyonel bir ordu
bulunmaktadir. Cocuklarin mutlu olabilecekleri, zamanlarinin biiyiik bir bolimiinii ekran
karsilarinda gecirmelerine tesvik edici igerikler, oyunlar tasarlamak i¢in devasa bir sektor is
basindadir. Hal boyle olunca ebeveynlere, egitimcilere fazlasiyla sorumluluk diismektedir.
Cocuklarin sorumlulugunu istlenen yetiskinlerin siizgecinden ge¢meyen higbir igerigin,
cocuklarla bulusturulmamasi gereklidir. Ciinkii zihin dijital oyunlarla mutluluga alistirildiginda
bu sahte mutlulugu siirekli aramakta ve bagimliliga adim adim ilerlemektedir. Gergek yasam
icindeki oyunlara alternatif olarak goriilen dijital oyunlar, ¢ocuklar1 ekranlara hapsetmekte,
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¢ok kiymetli yillar olan ¢ocukluk yillarimi saatlerce koltukta, ekran kargisinda harcatmaktadir
(Sakiroglu ve Poyraz Akyol, 2018).

Avrupa Cevrim i¢i Cocuklar (EU Kids Online) projesi kapsaminda yapilan arastirmalar
sonucunda, 2010 yilindan 2015 yilina kadar, Tiirkiye’de ¢evrim i¢i ¢ocuklarin sayisinin 2 kat
arttigin ve interneti ilk kullamm yasinin bes yastan da iki yasa indigini ortaya ¢ikarmistir
(Aslan, 2016). Z kusag1 ve pesinden gelen Alfa kusaginin mensubu ¢ocuk ve genclerin dijital
cihazlar ve internetle ¢ok kiiciik yaslarda tanigmasi nedeniyle bu cihazlara bagimhilik olusturma
olasiliklarinin yiiksek oldugu da arastirmalarda ifade edilmektedir (Ertemel ve Aydin, 2018).
Boylesi 6nemli bir sorun karsisinda ¢oziime ulagma yollar1 sunmas:i baglaminda arastirma
oldukca degerlidir. Ogretmenler okul ¢agindaki cocuklar ile uzun saatlerce ve derinlemesine
etkilesime girmektedir. Ozellikle okul dncesi ve ilkokul déneminde &gretmenler dgrencileri
cok etkileyebilmektedir. Bu anlamda 6gretmenin 6grencisinde ortaya ¢ikan sorunlarin gozlemi,
farkindaligy, gelistirdigi biling, ortaya koydugu tepki, tavir ve davramislar1 6nemlidir. Arastirma
bu fikre dayanarak ortaya ¢ikmis, 6gretmenlerin dijital bagimlilik konusundaki farkindaligini,
gelistirdigi ve bu farkindalik {izerinden ortaya koyarak ¢oziime ulastiracagina inandig: yollar
aciga c¢ikarmayr amaclamistir. Arastirma oOgretmenlerin goziinden dijital bagimliligi ortaya
koymasindan dolay1 da degerlidir ve benzer arastirmalara yol gosterebilecektir.

Aragtirmanin amaci

Cagimizin en 6nemli bagimlilik tiirlerinden biri olarak goriilen dijital bagimlilikla
miicadele de gerek ebeveynlere gerekse egitimcilere 6nemli gorevler diismektedir. Karsilagilan
davranis problemlerinde ortak bir tavir ortaya koymak, problem davranislarin diizeltilmesinde
kolaylastiric1 bir rol iistlenilmesi gerekmektedir. Dijital ortamlarda gorsel uzamsal zekanin
gelisimi (Green ve Bavelier, 2003), baz1 sosyal becerilerin gelisimi (Anderson, Gentile ve Dill,
2012), dijital okuryazarlik becerisinin gelisimi (Gentile ve Anderson, 2006) gibi pek ¢ok alanda
faydali oldugu arastirmalarda ortaya koyulmaktadir. Ancak aragtirmalar, dijital araglarin agir
kullaniminin ¢ocuklarda depresyon ve kaygiya, dikkat ve davranis bozukluklarina sebep
oldugundan ¢ocugun akademik basarisinda diisiis gozlemlendiginden de bahsetmektedirler
(Bianchi ve Philips, 2005; Ceyhan, 2011; Gentile, 2009; Horzum, 2011; Keikhayfarzaneh ve
Jenabadi, 2011; Rooji, 2011).

Dolayisiyla dijital ortamlarin ¢ocuklar i¢in hem olumlu hem de olumsuz etkilerinin
oldugu agiktir. Bu etkilerin odagindaki ¢ocuklarin dijital ortamlarn etkili kullanabilmeleri i¢in
ailelerin ve 6gretmenlerin bilgi, tutum ve yaklagimlari olduk¢a 6nemlidir. Ciinkd bagimlilik tek
bagina bir bireyle agiklanabilecek bir durum degildir. Bagimhilik ayn1 zamanda bireyin iginde
bulundugu kosullarla ilgilidir. Kisacas:1 bagimlilik bir ortam meselesidir ve bu ortami inga
edecek ebeveyn ve Ogretmenlere ciddi is diigmektedir (Sirin, 2019). Dijital teknolojilerin
sundugu imkanlardan ve olasi tehlikelerinden aileler ve egitimcilerin haberdar olmasi, 6zellikle
de topluma yon veren egitimcilerin dijital diinyanin etkileri hakkinda fikir sahibi olmalar1 ve
gerekmektedir. Bu baglamda bu arastirma, Ogretmenlerin dijital bagimlilik hakkindaki
bilgilerini tespit etmek ve dijital bagimhilik gelistiren 6grencilerine iliskin 6nerdikleri ¢6ziim
yollarini ortaya ¢ikarmay1 amaglamaktadir.
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Yontem

Bu arastirma, nitel arastirma tiiriinde ve biitiinciil tek durum desenine dayali olarak
gerceklestirilmistir. Nitel aragtirma tiimevarim yaklagimiyla katilimcilarin bakis agilarim
anlamaya ve yansitmaya odaklanan olay ve olguyu dogal ortam i¢inde betimleyen bir yaklagim
olarak tanimlanmaktadir (Cokluk, Yilmaz ve Oguz 2011; Yildinm ve $imsek, 2012). Dolayisiyla
bu arastirmada “dijital bagimlilik gelistiren O6grencileri olan o6gretmenlerin goriislerinin
incelenmesi ve ulastiklari, {irettikleri ¢oztimlerin betimlenerek ortaya ¢ikarilmasi” bir durum
olarak ele alinmig ve aragtirmanin amaci nispetinde sonuglara ulagilmaya ¢aligilmistir.

Katihmcilar

Aragtirmanin  Ogretmenlerden  olusan  katihmci  grubunun  belirlenmesinde
Kartopu/Zincirleme Ornekleme yontemi kullamlmistir. Kartopu/Zincirleme 6rnekleme
yonteminde arastirmacinin problemine iligkin zengin bilgi kaynag: olabilecek birey veya
durumlarin saptanmas: 6nemlidir (Yildinm ve Simsek, 2012). Yani arasgtirmaya katilan
katilmcilarin  incelenen problem durumu konusunda deneyimli olmalar1 gerekir. Bu
arastirmada da, sinifinda dijital bagimhilik gelistiren ¢ocuklar bulunan 6gretmenlere ulagilmaya
calisilmistir. Aragtirmanin katilimer grubunu, iilkemizin farkh sehirlerinde gorev yapan, okul
oncesi egitim ve simf egitimi branslarindan, deneyimleri ve kademeleri farkli 30 6gretmen
olusturmaktadir. Arasgtirmada iki farkli branstan 6gretmenlere ulasilmasindaki amag, daha
farkl1 bakis acgilarina ortaya koyabilmektir. Dijital bagimlilik gelistiren ve okul 6ncesi, ilkokul
diizeyinde Ogrenim gormekte olan c¢ocuklarin her biri farkli Oykiilere sahip olabilir ve
bulunduklar ¢agin gelisimsel 6zelliklerine gore dijital bagimhilik konusunda farkli bulgular
ortaya ¢ikabilir. Dolayisiyla 6gretmenlerinin ortaya koydugu ¢6ziim onerileri daha biitiinciil
olarak degerlendirilebilir.

Tablo 1. Goriisiilen 6gretmenlere ilisgkin demografik bilgiler

Degiskenler Demografik Ozellikler f
Mesleki Kidem 0-5 Yil 10
6-10 Y1l 5
11-15 Y1l 10
16-20 Y1l 4
21 ve iizeri 1
Yas 20-25 2
26-30 11
31-35 3
36-40 6
41 ve iizeri 10
Cinsiyet Kadin 25
Erkek 5
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Brang Okul Oncesi Egitim 20
Simif Egitimi 10

Egitim Durumu Lisans 24
Yiiksek Lisans 5
Doktora 1

Tablo 1’de yer alan veriler incelendiginde, 6gretmenlerin yirmi besi kadin ve besi erkektir.
Ogretmenlerin yirmi dérdii lisans, besi yiiksek lisans ve bir tanesi de doktora derecesine
sahiptir. Ayrica yirmi tanesi okul 6ncesi 0gretmeni, on tanesi de ilkokul biinyesinde simif

ogretmeni olarak gorev yapmaktadir.

Veri toplama araglan
Alanyazin taramasi

Arastirmada goriisme formu hazirlanmadan oOnce, detayli bir literatiir taramasina
gidilmis, bu baglamda gerek ulusal gerekse uluslararas literatiir taranmigtir. Dijital bagimliliga
iligkin tez, makale, kitap boliimii ve basinda ¢ikan haberler irdelenmistir. Bu baglamda kirk alti
makaleye ulasilmistir. Ulasilan bu makalelerin yirmi yedi tanesi yabanci dergilerde yayinlanan
makalelerdir. Dijital bagimlilik konulu 10 kitap taranmais, Yesilay'in sitesi ziyaret edilmis, dijital
bagimhilik konusunda kiiresel ¢apta gerceklestirilen calismalara ve raporlara bakilmigtir.

Goriisme formu

Arastirmada detayl bir sekilde alan yazin taramasi (Bilgi¢, Duman, ve Seferoglu, 2011;
Ceyhan, 2011; Charlton & Danforth, 2007; Cetin ve Ozgiden, 2013; Cubukgu ve Bayzan, 2013;
Eristi ve Avci, 2018; Horzum, 2011; Gentile, 2006; Green ve Bavelier, 2003; Griffiths, 1999;
Giintig, 2009; Giinti¢ ve Kayri, 2010; Higgins, Xiao ve Katsipataki, 2012; Kirik, 2014; Kuzu,
2011; Livingstone, Nandi, Banaji ve Stoilova, 2017; Ogel, 2012; Plailogou, 2016; Young, 1998,
Yesilay, 2017; Williams, 2010) yapilmig ve ardindan goriisme formunun sorularn
olusturulmustur. Olusturulan bu sorular, nitel arastirma alaminda bir uzman goriisiine
sunulmus, problem durumuna uygunlugu, anlagihirlifs yoniinden incelenmis ve uygun
olduguna karar verilmistir. Form iki kisimdan olusmaktadir. Birinci kisimda katilimc
ogretmenlerin brans, calistiklar okul tiirii, kidem, yas gibi kisisel bilgileri alinmis, ardindan da
aragtirmanin konusunu olusturan dijital bagimhligi tanimlamalar1 ve karsilastiklar1 dijital
bagimlilik vakalar1 ve nasil ¢éziim yollan iirettikleri ile ilgili gériisleri alinmigtir. Ogretmenlere
sunulan bu formda arastirmanin amaci formun st kisminda detaylh olarak agiklanmis ve
goniilli katilim saglandiktan sonra ise 6gretmenlere toplamda ii¢ agik uglu soru yoneltilmis ve
bu sorularicevaplamalar1 istenmistir. Boylelikle 6gretmenlerin diisiinceleri ve deneyimleri
ortaya ¢ikarilmaya calisilmis, derinlemesine bilgi alinmaya ¢aligilmistir. Aragtirmanin katilimci
grubundaki 6gretmenlere yoneltilen goriisme sorulari ise sirasiyla soyledir;

1. Sizce dijital bagimlilik nedir?

2. Dijital bagimhilik gelistiren 6grencinizle ilgili gézlemleriniz nelerdir? Ne gibi giicliikler ve
problem davranislarla karsilagtiniz?
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3. Djjital bagimlilikla miicadelede deneyimlerinize dayanarak gelistirdiginiz ¢6ziim Onerileri
nelerdir?

Gorlismeler yiiz yiize, telefonla ve online goriismeler seklinde yapilmistir. Veriler 2018
yili Eylil ve Ekim aylarinda toplanmistir. Benzer cevaplara ulagilmaya baslandiginda goriisiilen
kisi sayis1 yeterli goriilerek goriismelere son verilmistir. Veri toplama asamasinda goriisme
formunda katiimcilardan isimleri istenmeyerek rahathikla goriislerini ifade etmeleri
saglanmaya calisilmistir.

Verilerin analizi

Arastirmada veri analiz yOntemi olarak, betimsel analiz kullanilmigtir. Nitel
aragtirmalarda, veri analizi kisminda elde edilen verilerin betimlenmesi, agiklanmasi ve
temalagtirilmasi ve yorumlanmasi s6z konusudur. Betimsel analiz yoluyla analiz edilen veriler
arastirma sorular1 ile uyumlu temalar cercevesinde diizenlenip yorumlanmistir. Raporlastirma
kisminda ise olgunun kavramlar ve temalar cercevesinde tanimlanmasi, dogrudan alintilar
yapilmasi olagandir ve arastirmada da dogrudan alintilara yer verilmistir (Yildirnm ve Simsek,
2016).

Aragtirmanin katillmc1 grubunda yer alan Ogretmenler tarafindan yanitlanan
demografik veriler ile dijital bagimlihiga iliskin goriislerin yer aldig1 boliimde yer alan sorulara
verilen cevaplar, kategori ve say1 (f) olarak tablolastirnlmistir. Elde edilen veri setinin farkh
bolgelerinde benzer anlama gelebilecek kavramlar simiflandirilma yoluna gidilerek anlamlh
biitiinler elde edilmistir. Arastirmacilar tarafindan simiflandirilan ve aynmi anlami ifade eden
climleler/paragraflar arasinda ortak yonler bulunarak temalar olusturulmustur. Ayrica goriisme
formunu cevaplandiran 6gretmenlerin konu ile ilgili dikkat ¢ekici ifadelerinden dogrudan
alintilara da yer verilmistir (Creswell, 2013; Yildirim ve $imsek, 2012).

Bulgular

Tablo 2. Ogretmenlerin dijital bagimliliga iliskin diisiincelerine yénelik bulgular

Kategori f  Ifadeler

O3: “Siirekli telefon, tablet veya bilgisayar kullanmak istemek
bunlari yapamam durumu.’
08: ‘Her tirlii seyden vazgecerek dijital ortama bagiml

Teknolojik Cihazlardan Ayn kalmak. Kendisine zarar verdigini bilse dahi vazgecememek.

Kalamamak Madde bagimliligindan farksiz bir aliskanlik.’

(01, 02, 03, 04, 05, 08, 011, 16 018: Dijital araglar1 elden birakamama yoklugunda kendini

013, 018, 019, 020, 025, 027, eksik hissetme.’

028, 029, 030) 025: ‘ Teknolojik aletleri 6. duyu organi gibi kullanmaktir.
029: ‘Kontrolsiizce ekrana baglanmak, akis icerisinde kendini
kaybetmek  saatler  ge¢cmesine  ragmen basindan
ayrilamamaktir.
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O7: ‘Ihtiva¢ disinda telefon bilgisayar vs. siirekli kullanilmas1.’
010: ‘Teknolojinin bize sundugu olanaklarin ihtiyactan fazla

Teknolojik Cihazlan kullanilmast’
Gereginden F 12 . ’
( (..)e;eg(.l.)ns egl 3 ZI(fa.) lliluﬂérirsna O16 026: ‘ Teknolojinin gereginden fazla ve gereksiz kullanimi.’
(..)17’ (..)2’2 (..)2‘; 2 6’ (")28, 029)’ 028: ‘Tablet ve telefon kullaniminin ihtiva¢ disinda olmasi,
’ ’ ’ ’ ’ bunlaria gegirilen siirenin fazla olmasi.’
O2: ‘Internet ortamindan kopamama.’
Sanal Ortamda Siirekli 012: Biriyle konusurken dahi bildirimlere bakmak. Ayni
Gevrimici Olma Istei 5  evin icinde Whatsapp ile haberlesmek.’
©2,0 6g 39, 612, O30) 030: “Siirekli sanal diinyada var olma istegi.’
T ’ O6: Siirekli sanal ortamda yasamini siirdiirmek.’
027: Dijital bagimhilik kisilerin cevreleriyle iletisimi kesip
tamamen dijital ortamlara yonelmesidir.’
Gergek Hayattan Soyutlanma 4 029: ‘Bu aletleri kullanirken dis diinyayla iletisimi kesmesi.’
.. - - - 024: ‘Insanlar1 var olan gercek dogadan alip sanal yapilmi
(024, 027, 029, O30) hayata atmaktir.’ - > g S
030: ‘Gergek diinyanin artik yavas ve sikici gelmesi.’
09: ‘Odaklanma zorlugu yasama her tiirli isi erteleme.’
013: Biriyle konusurken dahi bildirimlere bakmak. Ayni
evin icinde Whatsapp ile haberlesmek.’
024: ‘Kisinin ayn kaldig1 siirece yoklugunu hissetmesi
Problem Davramslarn Sebebi 4 ulasamadigr durumlarda problemli davranis sergilemesi.’
(09, 013, O24 (..;23) 023: ‘Cocuklara bu aletlerin kiiciik yaslarda verilmesi,
TR ¢ocuklarin tablet ya da telefon verilmediginde tutturmasi ve
kendini hirpalayarak elde etmeye ¢alismasi, bu aletleri
kullanirken dis  diinyayla iletisimi kesmesi, kendini
kapatmasi.’
Teknoloiik Cihazlarn 019: ‘Her konuda elinin altindaki bilgiye ulasma zevkinin,
Kullany 131 mndan  Asmi Hag o Z2manve mek4n tanimamasidir.’
Duyulmas: ¥ 021: ‘Teknolojik tiim aletlerden kendini kontrol edemeyecek
(19, 621) kadar haz duyulmasi.
Hastalik 9 023: 21 yy. hastaligr.’
(©23, 014) O14: ‘Tedavi gerektiren amansiz bir hastaliktir.’
Yeni Cikan Teknolojik Cihazlan Ao e e L C e
Siirekli Takip Edip Alma lstegi 1 02: ‘Yeni ¢cikan teknolojik iiriinlerin takip edip alma istegi.

(©2)
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Tablo 2 incelendiginde sekiz kategori oldugu goriilmektedir. Bu kategoriler teknolojik
cihazlardan ayr1 kalamamak, teknolojik cihazlar1 gereginden fazla kullanmak, sanal ortamda
stirekli cevrimici olma istegi, gercek hayattan soyutlanma, problem davranislarin sebebi,
teknolojik cihazlarin kullaniminda asir1 haz duyulmasi, hastalik ve yeni teknolojik cihazlar
siirekli takip edip alma istegi olarak belirlenmistir. Ogretmenlerden bazilar1 dijital bagimhilig1
teknolojik cihazlardan ayr1 kalamamak olarak ifade etmektedirler. Bu konuda sekiz ve yirmi
dokuz numarali katihmcimin Her tirlii seyden vazgegerek dijital ortama bagimli kalmak.
Kendisine zarar verdigini bilse dahi vazgecememek. Madde bagimliligindan farksiz bir
aliskanlik(8), ‘Kontrolsiizce ekrana baglanmak, akis icerisinde kendini kaybetmek saatler
gecmesine ragmen basindan ayrilamamaktr’ (29) seklindeki ifadeleri dikkat ¢ekmektedir.
Ayrica dijital bagimlilifi teknolojik cihazlar1 gereginden fazla kullanmak olarak goren
ogretmenlerde vardir. Bu konuda yirmi ali ve yirmi sekiz numarali katihimcilarin ifadeleri su
sekildedir: ‘Teknolojinin gereginden fazla ve gereksiz kullanimi’ (26), ‘Tablet ve telefon
kullaniminin  ihtiva¢ disinda olmasi, bunlarla gecirilen siirenin fazla olmasi” (28).
Ogretmenlerin bir boliimii siirekli sanal ortamda cevrim ici olma istegini dijital bagimhilik
olarak gormektedirler. Bu konuda on iki ve otuz numaral katihmcilarin Biriyle konusurken
dahi bildirimlere bakmak. Ayni evin icinde Whatsapp ile haberlesmek’ (12), Siirekli sanal
diinyada var olma istegi’(30) seklindeki ifadeleri dikkat ¢cekmektedir.

Dijital bagimlilig1 gercek hayattan soyutlanma olarak géren 6gretmenlerden yirmi dort
ve yirmi yedi numarali katihmcilar 7nsanlar: var olan gercek dogadan alp sanal yapilmis
hayata atmaktir(24), Dijital bagimlilik kisilerin cevreleriyle iletisimi kesip tamamen dijital
ortamlara yénelmesidir(27) seklinde ifade etmislerdir. Dijital bagimhilik bazi 6gretmenler
tarafindan problem davranislarin sebebi olarak goriilmektedir. Bununla ilgili yirmi ii¢ numaral
katihma1 ‘Cocuklara bu aletlerin kiiciik yaslarda verilmesi, ¢ocuklarin tablet ya da telefon
verilmediginde tutturmasi ve kendini hirpalayarak elde etmeye ¢alismasi, bu aletleri
kullanirken dis diinyayla iletisimi kesmesi, kendini kapatmasi.’ seklinde ifade etmistir. Ayrica
dijital bagimlilik Ogretmenler tarafindan teknolojik cihazlarin kullanimindan asirn haz
duyulmasi, bir hastalik ve yeni ¢ikan teknolojik cihazlar takip edip alma istegi olarak
tanimlanmaktadir. Bu konuda o6gretmenlerin ifadeleri su sekildedir: ‘Her konuda elinin
altindaki bilgiye ulasma zevkinin, zaman ve mekdn tanimamasidir(19), ‘Tedavi gerektiren
amansiz bir hastaliktir{14), ‘ Yeni ¢ikan teknolojik tiriinlerin takip edip alma istegi{2).

Tablo 3. Ogretmenlerin dijital bagimlik gelistiren dgrencilerinde gézlemledikleri problem
davranislarla ilgili diisiincelerine yonelik bulgular

Kategori f  Ifadeler

O18: Dijital ortamda izledigi siddet icerigini sinifa tagiyor.’

021: ‘A flest’ i otk lamalar1 oluyor.’
Agresif ve Saldirgan Davranislar 0) gresiflesiyor ve ani dfke patlamalari oluyor.

R 8  028: Saldirgan davramiglar.’
(01, 010, O14, 018, O19, O21, 023: Sidder egilimi var.’

023, 028) O1: ‘Gergin davranislar ve kaygi diizeyinde artis.”
Dikkat Eksikligi ve Odaklanamama 08: ‘Dikkat eksikligi ve Hiperaktivite.’

(68, 016, 023, 024, 027, 029, 7 O16: Dikkatini fazla uzun tutamama.’

030) 036: ‘Odaklanma sikintis1 yasiyor.”’
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0O4: ‘Ogrencimde yogun dikkat bozuklugu konsantre
olamama arkadaglariyla arasinda siirekli iletisim bozuklugu
ve siddete meyil goriiyordum.’

029: ‘Dikkat eksikligi ve algilamada gecikme.’

030: Dikkatini toplamakta zorlandigini gézlemledim.’

Tletisim Bozuklugu
(011, 014, O18, 020, O21, O23)

O11: Tletisim kuramiyor, problemlerini ¢ézemiyor.’

020: ‘fletisim problemi, géz kontag: kuramama.’

023: ‘Arkadaslariyla arasinda siirekli iletisim bozuklugu
goriiyordum.’

Motivasyon Eksikligi
(01, 010, 014, 018, 021, 024)

O1: ‘Motivasyon eksikligi gozlemledim.’

O14: Derse ilgileri az oluyor, okulda uyuklama modunda
olabiliyorlar.’

018: ‘Okula gelmek istemiyor.’

024: ‘Etkinliklere katihmda isteksizlik.’

Sosyal Ortamdan Uzaklagma
(08, 010, 014, 015, 018, 028)

O14: ‘Agresiflesip, Asosyallesebiliyorlar.’

018: Tzledigi siddet icerigini sinifa tasiyor arkadaslariyla
Iletisim kuramiyor.’

028: ‘Bilgisayardan bir sey acildiginda disariyla olan bagini
kesme, kitlenme.’

010: ‘Bu durum onlara sosyal iletisim giicliigii, icine
kapaniklik, hircinlik olarak yansiyor.’

Siirekli Hareket Halinde Olma
(08, 09, 016, 017)

08: Dikkatini fazla uzun tutamama, siirekli hareket halinde
bulunma.’

016: ‘Agresiflik ve siirekli bir hareketlilik hali.’

09: ‘Ani yasayamama, siirekli bir hareketlilik istemesi, akis
istemesi (telefon ya da tabletteki oyunlardaki gibi),
dinlendirici etkinliklere katilmaktan hoslanmamasi.’

O17: ‘Sinifta cok hareketli oldugunu ve dikkatini toplamakta
zorlandigini gézlemledim.’

Algilama Problemi
(64, 09, 015, O16,)

O4: Soylenileni anlamama ve kural tanimama.’
09: ‘Anlatilanlar1 algilamada problemler yasiyor.”
015: ‘Algilamada gecikme.’

O16: Verilen yénergeleri algilamama.’

Gabuk Sikilma ve Doyumsuzluk
(02, 07, 013, 024)

02: ‘Cabuk sikilma ve doyumsuzluk gézlemliyorum.’

O7: ‘Yapilan etkinliklerden keyif almiyorlar.’

013: ‘Cabuk sikilma ve arkadaslari ile oyun kuramama.’
024: ‘Dijital ara¢ gereclerden uzun siireli uzaklasmalarda en
basta sikilma gézlemliyorum.’

Dijital Ortamlardaki Karakterleri

Model Alma
(610, 018, 019)

010: Bilgisayarda oyunlardaki yasantiy1 gercek hayatinda
uygulamaya ¢alismakta, siddet 6gesi artmakta.’

018: Izledigi siddet ierigini sinifa tasiyor.’

019: ‘izlediklerini dogru ve gercek gériip uygulamaya
calismak.’

Kural Tanimama

(014, 018, 025)

014: Soylenileni anlamama ve kural tanimama.’

025: ‘Grup etkinliklerinde ve kuralli oyunlarda uyum
saglayamama ve anlatilanlar1  algilamada  problemler
yasiyorum.’
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O1: Bos bakislar.’

Bakaglarda Bogluk, Ifadesizlik 3 O5: ‘Bakislarda bosluk ve ifadesizlik.’

(01, 05, 07) O7: ‘Sabit bakmalar.”’

Dil Gelisiminde Gerilik 9 021: ‘Ciimle kuramayan bir cocuktu.’

(021, 022) 022: ‘Bazi cocuklarin dil gelisiminde zayiflik gézlemledim.’
Yemek Yeme Bozuklugu 2 O11: Yemekle ilgili ciddi sikintilar yastyorduk.’

(011, 018) O18: Fkransiz yemek yemiyordu.’

09: ‘Hayal giiciiniin kérelmesi s6z konusuydu.’

Hayal Giiciiniin Kérelmesi O18: ‘Hayal diinyasinin cok fazla gelismedigi yaptigi sanat

(09, 018) 2 etkinliklerinde ve Tiirkge dil etkinliklerinde
gozlemlenebiliyordu.’

Depresif ve Melankolik Davranislar ] 06: ‘Ogrencimde depresif haller ve siirekli asir1 melankolik

(66) davranislar gézlemledim.’

D"1“1§i'1k:Akademik Bagan 9 O11: Bilgisayar oyunu bagimhsi égrencilerde akademik

(011, 017) basari azalabiliyor.’

El-Géz Koordinasyonunda

Uyumsuzluk 1 O13: ‘El g6z koordinasyonunda uyumsuzluk gézlemledim.’

(013)

Sorumsuzluk oo i ,

©12) 1 O12: Vurdumduymaz, sorumsuz olarak goriiyorum.

Uykusuzluk 1 O17: ‘FEkran basinda uzun siire gecirmeye bagh olarak

617) uykusuzluk ve asir1 kilo alma oluyor.’

Tablo 3 incelendiginde on dokuz kategori oldugu gériilmektedir. Bu kategoriler agresif
ve saldirgan davranislar, dikkat eksikligi ve odaklanamama, iletisim bozuklugu, motivasyon
eksikligi, sosyal ortamdan uzaklasma, siirekli hareket halinde olma, algilama problemi, dijital
ortamlardaki karakterleri model alma, c¢abuk sikilma ve doyumsuzluk, kural tanimama,
bakislarda bosluk, ifadesizlik, dil gelisiminde gerilik, yemek yeme bozuklugu, hayal giiciiniin
korelmesi, depresif ve melankolik davraniglar, diisik akademik bagari, el-goz
koordinasyonunda uyumsuzluk, sorumsuzluk, uykusuzluk olarak belirlenmistir. Ogretmenler
dijital bagimhilik gelistiren 6grencilerinde saldirgan davranislar sergilediklerini belirtmistir. Bu
konuda on sekiz ve yirmi bir numarali katihmcilar Dijital ortamda izledigi siddet icerigini
sinifa tasiyor’ (18), ‘Agresiflesivor ve ani ofke patlamalari oluyor’ (21) seklinde ifade
etmislerdir. Ogretmenlerden bazilar1 simiflarindaki dijital bagimlilik gelistiren grencilerinde
dikkat eksikligi ve odaklanamama gozlemledigini belirtmistir. Bu konuda dort ve otuz numarah
katihmcilanin ‘Ogrencimde yogun dikkat bozuklugu konsantre olamama arkadaglariyla arasinda
stirekli iletisim bozuklugu ve siddete meyil goriiyordum’(4), ‘Dikkatini toplamakta zorlandigini
gozlemledim’ (30) seklindeki ifadeleri dikkat cekmektedir. Ogrencilerinde iletisim bozuklugu
gozlemleyen yirmi ve yirmi {ic numarah &gretmenler, 7letisim problemi, géz kontag
kuramama’(20), ‘Arkadaslariyla arasinda siirekli iletisim bozuklugu gériiyordum’(23) seklinde
ifade etmislerdir. Ayrica dijital bagimhiligin ¢cocuklarda motivasyon eksikligine sebep oldugunu
belirten 6gretmenler olmustur. On dort ve on sekiz numarali 6gretmenlerin ‘Derse ilgileri az
oluyor, okulda uyuklama modunda olabiliyoriar (14), ‘Okula gelmek istemiyor’(18) seklindeki
ifadeleri dikkat ¢ekmektedir. Ogretmenlerin bazilari bu ¢ocuklarin sosyal ortamdan
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uzaklagtiklarini ifade etmigtir. On ve yirmi sekiz numaral katiimcilarin ifadeleri su sekildedir:
Bilgisayardan bir sey a¢ildiginda disariyla olan bagini kesme, kitlenme’ (28) ‘Bu durum onlara
sosyal iletisim gilicliigii, icine kapaniklik, hircinlik olarak yansiyor{10). Dijital bagimlilik
gelistiren Ogrencilerinde siirekli hareket halinde olma davranisi gozlemleyen Ogretmenler
olmustur. Dokuz ve on yedi numarah katihimcilar ‘An: yasayamama, siirekli bir hareketlilik
istemesi, akis istemesi (telefon ya da tabletteki oyunlardaki gibi), dinlendirici etkinliklere
katilmaktan hoslanmamasr (9), ‘Sinifta ¢ok hareketli oldugunu ve dikkatini toplamakta
zorlandigim1 gozlemledim’ (17) seklinde ifade etmigslerdir. Algilama problemi gozlemleyen
ogretmenlerde vardir. On alt1 ve on bes numarali katihmcilarin ‘Algi/lamada gecikme yagiyor’
(15), Verilen yénergeleri algilamiyor, (16) ifadeleri dikkat ¢ekmektedir. Dijital bagimlilik
gelistiren 6grencilerin dijital ortamlardaki karakterleri model aldiklarini belirten 6gretmenler
olmustur. On ve on dokuz numarali katilimcilarin ifadeleri bunu desteklemektedir.
Bilgisayarda oyunlardaki yasantiy1r gercek hayatinda uygulamaya c¢alismakta, siddet Ogesi
artmakta’ (10), Tzlediklerini dogru ve gercek gorip uygulamaya calismak’ (19). Baz
ogretmenler dijital bagimlilhik gelistiren ogrencilerinin ¢abuk sikildiklarini ve doyumsuz
olduklarin1 ifade etmiglerdir. Iki ve yirmi dért numarali katihmcilarin ifadeleri bunu
desteklemektedir. ‘Cabuk sikilma ve doyumsuzluk gézlemliyorum’(2), Dijital ara¢ gereclerden
uzun streli uzaklasmalarda en basta sikilma gézlemliyorum’ (24). Ayrica 6gretmenler bu
ogrencilerin kural tanimadiklarim ifade etmislerdir. ‘Grup etkinliklerinde ve kuralli oyunlarda
uyum saglayamama ve anlatilanlar algilamada problemler yasiyorum’(25). Ayrica bakislarinda
bosluk ifadesizlik gozlemleyen 6gretmenler olmustur. Bes numarali 6gretmenin ifadesi su
sekildedir: ‘Bakislarinda bosluk ve ifadesizlik var’ (5). Ayrica 6gretmenler dijital bagimhilik
gelistiren ogrencilerinin dil gelisimlerinde gerilik oldugunu, yemek yeme bozukluklar
gozlemlediklerini, hayal giiclerinde korelmeler oldugunu, depresif ve melankolik davraniglar
gozlemlediklerini, bu o&grencilerin diisiik akademik beceriye sahip olduklarini, el goz
koordinasyonlarinda uyumsuzluklar oldugunu, sorumsuz ve uykusuz olduklarini ifade
etmiglerdir. Ogretmenlerin bu goriislerini destekleyecek ifadeler su sekildedir: ‘Baz cocuklarin
dil gelisiminde zayiflik gézlemledim’ (22), ‘Yemekle ilgili ciddi sikintilar yasiyorduk’ (11),
‘Hayal diinyasinin ¢ok fazla gelismedigi yaptigi sanat etkinliklerinde ve Tiirk¢e dil
etkinliklerinde gozlemlenebiliyordu’ (18), ‘Ogrencimde depresif haller ve siirekli asir
melankolik davranislar gozlemledim’ (6), ‘Bilgisayar oyunu bagimlisi 6grencilerde akademik
basari azalabiliyor’ (11), ‘El goéz koordinasyonunda uyumsuzluk gézlemledim{13),
Vurdumduymaz, sorumsuz olarak goriiyorum’ (12)," Ekran basinda uzun siire gecirmeye bagl
olarak uykusuzluk ve asir1 kilo alma oluyor’(17).

Tablo 4. Ogretmenlerin dijital bagimlilikla miicadelede mesleki deneyimlerine dayanarak
gelistirdikleri ¢6ziim 6nerilerine iliskin bulgular

Kategori f Ifadeler

O7: Telefon bilgisayar vb. kullanimi giin icinde sadece
1 belli bir siire olmali ve bu siireye uyuldugu zaman
pekistirilebilir.’
O11: Ben djjital kullanimina karsi bir 6gretmen degilim
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Sinir Koyulmah
(01, 03, 06, 07, 011, 013, 019,
021, 623, 025, 029,)

stiresi olmak sartiyla. Velilerimle alarm sistemini baslattik.
Her giin 30 dakika alarm ¢alana kadar oyun oynayabilir
video izleyebilir diye. Bu da ¢ocuklarin hem istediklerini
karsilamasini hem de ailenin kontroliinde olmasini
saglad.’

019: ‘Kesinlikle sinir konulmall, gozetim sart.’

Ol1: ‘Tamamen hayattan cikarmak yerine siireye bagh
kalarak kontrollii kullanimi éneriyorum.’

029: Velilere bu konuda simirla koymalar1 ile ilgili
tavsiyede bulunuyorum. Ama ¢ogu dinlemiyor. Sadece o
sekilde ¢ocuklarin sustuklarini kendilerinin de rahat
ettiklerini soyliiyorlar.’

Gocuklar Ilgilerine Uygun Farkh
Etkinliklere Yénlendirilmeli

(03, 05, 08, 012, 013, O16, 017,
018, 019, 6:20)

10

05: ‘Cocuklar yapmaktan keyif aldig1 yeni aktivitelere
yonlendirilebilirler.’

017: ‘Ogrencileri farkli alanlara yénlendirmek. Ozellikle
spor ve sanata yonlendirmek bagimliliklarini azaltacaktir.’
019: ‘g etkinlikler
diizenlemek.’

yetenekleri  dogrultusunda

08: ‘Cocuklarimiza bilgisayar ve telefon disinda keyif
alabilecekleri oyunlar oldugu gosterilmeli.’

Aileyle Birlikte Nitelikli Zaman
Gegirilmeli

(05, 08, 018, 027, O30, 024, 621,
027, 62)

9

05: ‘Cocukla beraber ailecek katilimin olacagr aktiviteler
yapilabilir.’

08: ‘Cocugu sosyal faaliyetlere yonlendirmek ve aileyle
kaliteli zaman gecirmek.’

027: ‘Ailecek keyif alacag
éneriyorum.’

024: ‘Aileyle sik iletisim halinde olup telefon tabletten
uzak tutmalarini birlikte daha cok vakit gecirip etkinlik
yapmalarini 6neriyorum. (linki c¢ocuklar okulda degil
evde dijital bagimlilik gosteriyoriar, is ailede bitiyor

etkinlikler yapmalarini

aslinda.’

02: “Ailelerin ¢ocuklar: ile daha ¢ok ve verimli, kaliteli
zaman gegirmelerini 6neriyorum. Her hafta sonu mutlaka
degisik bir etkinlik yapmalarini istiyorum (ailecek).
Ornegin; biiyiikleri ziyaret, cocuk esirgeme kurumunu ya
da huzur evini ziyaret, park eglenceleri, kitap¢iya gitmek,
doga yiiriiytist, tiyatro, sinema vb....’

Akranlariyla Oyun Oynamalan igin
Provoke Edilmeli 6
(01, 09, 013, 015, 020, O24)

O15: ‘Akranlarla oyun oynatmak.’

024: ‘Arkadaslar1 ile oynamasi i¢in ydnlendiriyorum,
tesvik ediyorum.’

020: ‘Akranlan ile daha fazla iletisim ortami olusturup,
dil ve drama etkinliklerine yogunluk veriyorum.’

013: ‘Cocuklar1 daha fazla acik havada ve akranlariyla
vakit gecirmeye yénlendiriyorum.’

09: ‘Cocuklarimiza bilgisayar ve telefon disinda keyif
alabilecekleri oyunlar oldugu gosterilmeli, cocuklarimiz
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gurup aktivitelerine dahil edilmelidir.”

Ebeveynlerle s birligi Yapilmali (09,
010, 014, 018, 022, 030)

6

030: ‘Velilerle is birligi yapip durum anlatiimali. Dijitalde
gecirilen zaman yerine daha kaliteli zaman gegirmeleri
saglanmalr.’

018: ‘Aileyle sik sik iletisim halinde olup telefon tabletten
uzak tutmalarini birlikte daha ¢ok vakit gecirip etkinlik
yapmalarini éneriyorum.’

09: ‘Velilere bu konuda simrlar koymalan ile ilgili
tavsiyede bulunuyorum. Ama ¢ogu dinlemiyor. Sadece o
sekilde cocuklarin sustuklarini kendilerinin de rahat
ettiklerini séyliiyorlar.’

O14: ‘Her seyin temelinde aile bilinci oldugunu
goriiyorum. Bu olmadan istediginiz kadar spora akil
oyunlarina baska seylere yénlendirin; tozu halinin altina
atmaktan baska bir sey olmayacaktir. Bu ¢ocuklarin
bireysel destek almalar1 ve ailelerinin de aile danismani ile
destek almasi gerekir.’

010: ‘Aile ile is birligi yaparak ekran basinda gegirilen
stirenin kademeli olarak azaltilmasina yonelik bir yol
izledim. Ailenin ¢ocukla gecirdigi nitelikli  siireyi
arttirmasina katkida bulundum.’

Yasaklama
(G2, 04, 014, 019, 026)

026: Kesinlikle sinir konulmal, gozetim gart, olumlu
davranis, 6grenmeye yénelik faaliyetlerde bulunmalarina
dikkat edilmelli, gerekirse yasaklanmali.’

Sistematik Duyarsizlagtirma
(01, 023, 018, 027)

Gocuklarla Etkili fletigim Kurulmal
(04, 014, 024, 629)

O1:  ‘Aileyle gorisiip izleme zamamini kademeli
kisaltmasini séyledim.’

027: Kademeli olarak dijital ortamda gegirilen siirenin
kisaltilmasi gerekir.’

O18: Ailesi ile is birligi halinde kisitlamalar koyarak
dijital iiriinlere harcadigi vakti en azami siireye indirmek
ve yavag yavas unutturmak.’

023: ‘Aile ile is birligi yaparak ekran basinda gegirilen
stirenin kademeli olarak azaltilmasina yonelik bir yol
izledim.’

024: Tik isim géz temas: kurmaya calisiyorum, ona
dokunarak soylediklerimi tekrarliyorum.’

O4: ‘Cocuklar1  birey gibi kabul edip onlan
bilgilendirmek.’

O14: Bence ¢ocuklar1 6nce yargilamadan dinlemek sonra
da onlar1 bu kagisa sevk edecek seyleri ortadan kaldirmak
ve devletce milletce daha sevgi dolu aileler daha bilingli
aile yapilanmalar1 olusturmak gerekiyor.’

Aile Egitimleri Verilmeli

(012, 013, 015)

012: ‘En 6nemli sey aile egitimi aileler belli bir aralikta
kampa alinarak uygulamali olarak c¢ocuklariyla vakit
gecirme  becerilerini  gelistirdikten — sonra  ¢ocuga
ulasilabilir.’

0O13: Bence ¢ocuklar: énce yargilamadan dinlemek sonra
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da onlar1 bu kagisa sevk edecek seyleri ortadan kaldirmak
ve devletce milletce daha sevgi dolu aileler daha bilingli
aile yapilanmalari olusturmak gerekiyor.”

O15: ‘Ajlelere temel bilgisayar egitimleri verilmel,
bilgisayar: tanimayan kullanmay1 bilmeyen ebeveyn sanal
ortamdaki kontrol ve giivenligi saglayamayacaktir.’

03: ‘Cocuklari doga ile ic ice farkl ilgi alanlarina

yonlendirmek.’

017:  ‘Cocuklar1  dogal ortamlara  yénlendirmek.
Gocuklar Dogayla Biitiinlegtirilmeli Cocuklarin rahatca oyun oynayabilecekleri, kendileri
(03, 08, 017) olabilecekleri ortamlar yaratmak.’

08: ‘Dijital bagimlilig1 yenmenin yolu gér dokun hisset

yoluyla ogrenmek ve 6gretmektir. Teknolojiyi gerektigi

kadar kullanip yaparak yasayarak 6grenmektir.’

012: ‘Ebeveynlerin ¢ocuklara iyi érnek olmalari icin,
evdeki zamanlarini daha etkili kullanmalar1 konusunda
etkinlik onerileri sunmaliyiz.’

Ebeveynler i¢in Oyun Kitapgiklar 022: ‘Siirekli aile ile irtibat halinde olarak bu bagimliig

Hazirlanmal 3 en aza indirgemek icin aile ve ¢ocuk arasindaki baglari

(012, 022, 09) kuvvetlendirmek adina evde yapabilecekleri etkinlikler
planliyorum.’

09: ‘“Aileye cocuguyla birlikte yapabilecegi etkinlik
tablolar1 hazirliyorum.’

0O14: Velilerle ve rehber dgretmeniyle goriistiyorum ortak
bir 6nlem alinabilir mi diye.’
016: ‘Rehberlik servisiyle gériisiip farkli ¢6ziim yollari
denenebilir.’

4 024: ‘Bu cocuklarin bireysel destek ile ve ailelerinin aile
danigmani ile destek alip bunlarla beraber kademeli olarak

Uzmanlarla Ig birligi Yapilmalh
(014, O16, 024, 030)

uzaklagtirilip yerine giizel aliskanliklar koyulabilir.’
030: ‘Okul biinyesinde bir rehber 6gretmenden yardim
alarak ailelere seminer verilmesini sagliyorum.’

03: 7igilere gore etkinliklere yénlendirme, bol bol kitap

Kitap Okumaya Tegvik okuma kitap dinleme.’

(02, 018, 03) 02: Kitap okumaya tesvik etmek.’

018: ‘Aileyle goriisiip kitap okumalarini séyledim.’

02: Siniflarda akilli tahtalar1 Sgretmen gozetiminde
Yetigkin Denetimi 4 él;]]%;i:g ]1(1 ar1 vermek gerekir.’
(02, 09, O6) : yarl v & :

09: ‘Oynadiklari oyunlarin iceriklerinin anne baba
tarafindan kontrol edilmesi.’

012:  ‘Ogrencilerimizin okul disinda da  giivenilir
ortamlarda, ¢ocuk oyunlari oynamalarini saglamaliyiz.’

017:  ‘Cocuklar1  dogal ortamlara  yénlendirmek.
Cocuklarin rahatca oyun oynayabilecekleri, kendileri

Her Sokak I¢in Giivenli Oyun
Alanlan1 Hazirlanmal 3
(012, 017, 020)
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olabilecekleri ortamlar yaratmak.’
020: ‘Her sokakta geleneksel oyunlarin giivenle
oynanabilecegi oyun alanlan olusturulmals.’

Model Olma
(012, 011, 04)

012: ‘Acikcasi bunun daha ¢ok evie aileyle ilgili bir
durum oldugunu digiiniiyorum. (iinkii okula tablet vs.
getiremiyorlar. Evde ise siire sinirlamasi, kararliik ve
bizim ebeveynler olarak bagimliliktan vazgecmemiz
gerekiyor. Cocuklar: sekillendiren bizleriz sonucta.’

O4: Yetiskinler ¢ocuk yetistirirken kendilerinin Srnek
alindigini  bilmelidir. Ailesiyle birlikteyken telefon ve
bilgisayardan uzak durmaldir.’

Tutarhh Olma

023: Zaman gecirme siiresini kisa tutma bu konuda
tutarli davranma.’

(023, 012) 012: Kararliliktan vazgegmemiz gerekiyor.’

O1: ‘Ogrencilerin diger olumlu davranislarini 6n plana
Sorumluluk Verilmeli ¢rkaracak sorumluluklar vererek kendini kesfetmesini
(61, 013) saglamak.’

013: Sorumluluk verme.’

Cocuklar Teknolojik Araglarla
Olabildigince Ge¢ Tanigmali
(029, O18)

029: ‘Cocuklarin ge¢ tanimasini saglamak.’
0O18: ‘Erken yagta tablet, telefon cocuklara verilmemeli.’

Ebeveyn Oyun Atolyeleri Agilmali
(620)

020: ‘Ebeveynlerin ¢ocuklariyla katilabilecekleri oyun
atolyeleri olmali yasayarak deneyerek uygulamali olarak
yeni oyunlar grenmeliler...’

Her Mahalleye Bir Kreg
(010)

010: ‘Her mahalleye bir kres olmali, anneler cocuklarini
evde ekran karsisina birakmak yerine bu kreslere
birakabilmeli.’

Kamu Spotlan Hazirlanmah
(65)

O5: FEkran bagimliliginin zararlari tipki sigara bagimlilig
gibi kamu spotlariyla anlatiimali.’

Ogretmen Yeterlilikleri
Artinlmahdir
(620)

020: ‘Dijital icerik hazirlama konusunda Ogretmenlerin
yeterlilikleri artirilmalidir. (iinkii kimlerin hazirladigi
bilinmeyen dijital icerikler cocuklara zarar verebilmekte,
cocuklarin  gelisimine uygun olmayan OJgelere yer
verilmektedir. Ogretmenler kendi igeriklerini kendileri
gelistirirlerse bu durumun oniine gegilebilir.’

Tablo 4 incelendiginde yirmi ii¢ kategori oldugu goriilmektedir. Bu kategoriler aileyle

birlikte nitelikli zaman gegirilmeli,

cocuklar ilgilerine wuygun farkli etkinliklere

yonlendirilmeli, sinir koyulmal, akranlariyla oynamalar i¢in provoke edilmeli, ebeveynlerle
igbirligi yapilmali, sistematik duyarsizlastirma, aile egitimleri verilmeli, ¢ocuklarla etkili
iletisim kurulmali, ¢ocuklar dogayla biitiinlestirilmeli, yasaklama, ebeveynler i¢in oyun
kitapgiklar1 hazirlanmali, uzmanlarla igbirligi yapilmali, kitap okumaya tesvik, yetigkin
denetimi, her sokak icin giivenli oyun alanlar1 hazirlanmali, model olma, tutarli olma,
sorumluluk verilmeli, ¢ocuklar teknolojik araglarla olabildigince ge¢ tanmigmali, ebeveyn oyun
atolyeleri agilmali, her mahalleye bir kres, kamu spotlar1 hazirlanmali, 6gretmen yeterlilikleri
artirlmali olarak belirlenmigtir. Ogretmenlerin dijital bagimlilikla miicadelede mesleki
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deneyimlerine dayanarak gelistirdikleri ¢oziim Onerileri arasinda aileyle nitelikli zaman
gecirilmeli Onerisi yer almaktadir. Yirmi dért ve iki numaral 6gretmen ‘Aileyle sik iletisim
halinde olup telefon tabletten uzak tutmalarini birlikte daha c¢ok vakit gecirip etkinlik
yapmalarini éneriyorum. (ilinkii ¢ocuklar okulda degil evde dijital bagimlilik gosteriyorlar, is
ailede bitiyor ashnda’ (024), ‘Ailelerin ¢ocuklar ile daha ¢cok ve verimli, kaliteli zaman
gecirmelerini 6neriyorum. Her hafta sonu mutlaka degisik bir etkinlik yapmalarini istiyorum
(ailecek). Ornegin; biiyiikleri ziyaret, cocuk esirgeme kurumunu ya da huzur evini ziyaret, park
eglenceleri, kitapciya gitmek, doga yiiriyiisi, tiyatro, sinema vb..." (O2) seklinde ifade
etmislerdir. Dijital bagimhiliktan ¢ocuklar1 kurtarmak icin 6gretmenler cocuklarin ilgilerine
uygun farkh etkinliklere yonlendirilmesi gerektigini savunmustur. Bununla ilgili on yedi ve
sekiz numarali 6gretmenler; ‘Ogrencileri farkli alanlara yénlendirmek. Ozellikle spor ve sanata
yonlendirmek bagimhiliklarini azaltacaktir’ (O17), ‘Cocuklarimiza bilgisayar ve telefon disinda
keyif alabilecekleri oyunlar oldugu gosterilmeli’ (O8) seklinde ifade etmislerdir. Dijital
bagimliligin 6niine ge¢cmek icin ¢ocuklara sinirlar koyulmas: gerektigini savunan 6gretmenler
vardir. On bir ve bir numarali 6gretmenler, Ben dijital kullanimina kars: bir ogretmen degilim
stiresi olmak gsartiyla. Velilerimle alarm sistemini baslattik. Her giin 30 dakika alarm ¢alana
kadar oyun oynayabilir video izleyebilir diye. Bu da ¢ocuklarin hem istediklerini karsilamasini
hem de ailenin kontroliinde olmasini sagladi’ (O11), ‘Tamamen hayattan ¢ikarmak yerine
siireye bagl kalarak kontrollii kullanimi éneriyorum’ (O1) seklinde ifade etmislerdir.
Akranlariyla oyun oynamalar i¢in provoke edilmelidir Onerisini getiren ogretmenler,
‘Cocuklar1 daha fazla acik havada ve akranlariyla vakit gecirmeye yénlendiriyorum.’ (O13)
‘Cocuklarimiza bilgisayar ve telefon disinda keyif alabilecekleri oyunlar oldugu gésterilmeli,
cocuklarimiz gurup aktivitelerine dahil edilmelidir’ (O9) seklinde ifade etmislerdir. Dijital
bagimhilikla miicadele Ogretmenler en yakin destekgisi olarak ebeveynleri gormekte ve
ebeveynlerle is birligi yapilmas1 gerektigini ifade etmektedirler. Bununla ilgili otuz ve on dort
numarali 6gretmenlerin ‘Velilerle is birligi yapip durum anlatilmali. Dijitalde gegirilen zaman
yerine daha kaliteli zaman gegirmeleri saglanmali’ (O30), Her seyin temelinde aile bilinci
oldugunu goriiyorum. Bu olmadan istediginiz kadar spora akil oyunlarina baska seylere
yonlendirin; tozu halinin altina atmaktan baska bir sey olmayacaktir. Bu ¢ocuklarin bireysel
destek almalar1 ve ailelerinin de aile danismani ile destek almasi gerekir’ (O14) seklindeki
ifadeleri dikkat ¢ekmektedir. Dijital bagimlilikla ve bagimliliktan dolay: ortaya ¢ikan problem
davraniglarin diizeltilmesinde sistematik duyarsizlastirma kullanilmas: gerektigini ifade eden
ogretmenler vardir. On sekiz ve yirmi {i¢ numarali 6gretmenleri bu konudaki ifadeleri su
sekildedir: ‘Ailesi ile is birligi halinde kisitlamalar koyarak dijital iiriinlere harcadigi vakti en
azami siireye indirmek ve yavas yavas unutturmak’ (O18) ‘Aile ile is birligi yaparak ekran
basinda gecirilen siirenin kademeli olarak azaltilmasina yénelik bir yol izledim’ (O23). Ailenin
vazgecilmez roliine inanan 6gretmenler dijital bagimhilik konusunda ailelere egitim verilmesi
gerektigini ifade ermistir. On iki ve on bes numarali 6gretmenler, En énemli sey aile egitimi
aileler belli bir aralikta kampa alinarak uygulamali olarak ¢ocuklariyla vakit gecirme
becerilerini gelistirdikten sonra ¢ocuga ulasilabilir{O12), ‘Ailelere temel bilgisayar egitimleri
verilmeli, bilgisayari tanimayan kullanmay: bilmeyen ebeveyn sanal ortamdaki kontrol ve
gtivenligi saglayamayacaktir’(O15) seklinde ifade etmiglerdir.
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Dijital bagimliliktan c¢ocuklari uzaklastirmak icin onlarla etkili iletisimle kurulmasi
gerektigini savunan 6gretmenler vardir. Dért ve on dort numaral katihmeilar, ‘Cocuklar: birey
gibi kabul edip onlan bilgilendirmek’(04), ‘Bence cocuklar: énce yargilamadan dinlemek sonra
da onlar1 bu kagisa sevk edecek seyleri ortadan kaldirmak ve devletce milletce daha sevgi dolu
aileler daha bilin¢li aile yapilanmalari olusturmak gerekiyor(14) seklinde ifade etmislerdir.
Ogretmenlerden bazilar1 dijital bagimlilikla miicadelede dogaya vurgu yapmuis, cocuklarin
dogayla biitlinlestirilmesini 6nermistir. On yedi ve sekiz numarali 6gretmenler bu konuda
‘Cocuklar1 dogal ortamlara yonlendirmek. Cocuklarin rahatca oyun oynayabilecekleri,
kendileri olabilecekleri ortamlar yaratmak’ (O17), ‘Dijital bagamhilig1 yenmenin yolu gor dokun
hisset yoluyla Ogrenmek ve Jgretmektir. Teknolojiyi gerektigi kadar kullanip yaparak
yasayarak dgrenmektir’ (O8) seklinde ifade etmistir. Bagimliigin &niine engel koyarak
yasaklayarak gecilebilecegini soyleyen Ogretmenler de olmustur. Bunula ilgili yirmi alti
numarali 6gretmen ‘Kesinlikle sinir konulmali, gozetim sart, olumlu davranis, 6grenmeye
yonelik faaliyetlerde bulunmalarina dikkat edilmeli, gerekirse yasaklanmalr’ seklinde ifade
etmistir. Ailenin desteginin Onemine inanan ve aileler i¢in yapilabilecekleri ortaya koyan
ogretmenler ebeveynler icin oyun kitapg¢iklarinin hazirlanmasim1 6nermistir. On iki ve dokuz
numarali 6gretmenler su sekilde ifade etmistir: ‘Ebeveynlerin ¢ocuklara iyi 6rnek olmalar icin,
evdeki zamanlarini daha etkili kullanmalar1 konusunda etkinlik énerileri sunmaliy1z’ (012),
‘Ailelere etkinlik/oyun énerilerini tavsive edecek rehber kitapciklar hazirlanmali’ (O9).
Uzmanlarla ig birligi yapilmasini vurgulayan 6gretmenler de olmustur. On alt1 ve yirmi dort
numarali 6gretmenin ‘Rehberlik servisiyle gériisiip farkli ¢6ziim yollar1 denenebilir’ (016) Bu
cocuklarin bireysel destek ile ve ailelerinin aile danismani ile destek alip bunlarla beraber
kademeli olarak uzaklastirilip yerine giizel aliskanhklar koyulabilir’ (024) seklindeki goriisleri
dikkat ¢ekmektedir. Kitap okumaya tesvik edilmesi gerektigini 6neren 6gretmenlerimizden ig
numarali dgretmen 7lgilere gére etkinliklere yénlendirmeyi, bol bol kitap okumayi ve kitap
dinlemeyi oneriyorum.’ Dijital bagimhilikla miicadelede yetiskin denetimine vurgu yapan
ogretmenler olmustur. Dokuz numarali 6gretmen ‘Oynadiklari oyunlarin iceriklerinin anne
baba tarafindan kontrol edilmesi’ seklinde ifade etmistir. Her sokak icin giivenli oyun
alanlarinin hazirlanmasinin dijital bagimhilig azaltacag: goriistindeki 6gretmenler vardir. On
yedi ve yirmi numarali 6gretmenler ‘Cocuklari dogal ortamlara yonlendirmek. Cocuklarin
rahatca oyun oynayabilecekleri, kendileri olabilecekleri ortamlar yaratmak’(O17), ‘Her sokakta
geleneksel oyunlarin giivenle oynanabilecegi oyun alanlari olusturulmali’ (020) seklinde ifade
etmislerdir.

Cocuklarin duyduklarindan ziyade gordiiklerini uyguladig: diisiincesiyle model alma
onerisinde bulunan 6gretmenler vardir. On iki ve dort numarali 6gretmenlerin goriisleri su
sekildedir: ‘A¢ikcas: bunun daha ¢ok evle aileyle ilgili bir durum oldugunu diisiiniiyorum.
(linkii okula tablet vs. getiremiyorlar. Evde ise siire sinirlamasi, kararlilik ve bizim ebeveynler
olarak bagimliliktan vazgecmemiz gerekiyor. Gocuklari sekillendiren bizleriz sonucta’ (012),
Yetiskinler cocuk yetistirirken kendilerinin 6rnek alindigini bilmelidir. Ailesiyle birlikteyken
telefon ve bilgisayardan uzak durmalidir’ (4). Ayrica dijital bagimhilkla miicadelede
ogretmenlerin kendi deneyimlerinden yola c¢ikarak gelistirdikleri ¢6ziim yollar1 arasinda
cocuga karsi tutarli olmali, ¢ocuga sorumluluk verilmeli, ¢ocuklar teknolojik araglarla
olabildigince ge¢ tanigmali, ebeveyn oyun atolyeleri agilmali, her mahalleye bir kres yapilmals,
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kamu spotlar1 hazirlamali, O6gretmen yeterlilikleri artirilmalidir seklinde onerilerde
bulunulmustur. Ogretmenlerin bu goriislerini destekleyecek ifadeler su sekildedir: Zaman
gecirme siiresini kisa tutma bu konuda tutarli davranma.’ (023), ‘Ogrencilerin diger olumlu
davranislarini 6n plana cikaracak sorumluluklar vererek kendini kesfetmesini saglamak’ (O1),
‘Erken yasta tablet, telefon c¢ocuklara verilmemeli’ (O18), ‘Ebeveynlerin ¢ocuklariyla
katilabilecekleri oyun atélyeleri olmali yasayarak deneyerek uygulamali olarak yeni oyunlar
ogrenmeliler...” (020). ‘Her mahalleye bir kres olmali, anneler cocuklarini evde ekran karsisina
birakmak yerine bu kreslere birakabilmeli (O10). Ekran bagimlliginin zararlari tipki sigara
bagimlihigr gibi kamu spotlariyla anlatiimal’ (O5), Dijital icerik hazirlama konusunda
ogretmenlerin yeterlilikleri artirilmaldir. (iinkii kimlerin hazirladigi bilinmeyen dijital
Igerikler ¢ocuklara zarar verebilmekte, ¢ocuklarin gelisimine uygun olmayan oOgelere yer
verilmektedir. Ogretmenler kendi iceriklerini kendileri gelistirirlerse bu durumun o&niine
gegilebilir’ (020).

Sonug, Tartigma ve Oneriler

Ogretmenlerin dijital bagimhilik hakkindaki bilgilerinin tespit edilmesi ve dijital
bagimhilik gelistiren Ogrencilerine iliskin Onerdikleri ¢6ziim yollarimin ortaya g¢ikarmasim
amaclayan bu arastirmada okul oncesi egitimi ve sinmif egitimi branslarindan, toplamda 30
ogretmenin katilmiyla veri toplama siireci gerceklestirilmistir. Dijital bagimlilik, dijital
platformlarin asir1 ve kontrolsiiz kullanimi1 ¢ok kii¢iik yaslardan itibaren hem giiniimiiz
cocuklarini, hem de ailelerini tehdit etmektedir. Giintimiizde gerek medyada ¢ikan haberlerde
gerekse bilimsel arastirmalarda siklikla {izerinde ¢alisilan bir konu olan “dijital bagimlilik” ile
ilgili Amerikan Psikiyatri Birligi, konuyla ilgili artan talepler sebebiyle Ruhsal Rahatsizliklarin
Teshis ve Degerlendirme El Kitabimin Mayis 2013’de yayimlanan 5. baskisinin (DSM-V)
ekinde “Internet Kullanim Bozuklugu’na yer verilmistir (APA, 2013; Kuss, Griffiths ve Binder,
2013). Arastirmada, yar yapilandirilmis gériisme sorularindan ilki olan, ‘Sizce dijital bagimlilik
nedir? sorusuna yanit veren katihimc: 6gretmenler, “teknolojik cihazlardan ayr1 kalamama ve
gereginden fazla kullanma, stirekli ¢evrim i¢i olma, toplumdan soyutlanma, problem
davranislarin nedeni” gibi ifadeeler kullanmiglardir. Katilimc1 6gretmenlerin  dijital bagimhlik
konusundaki tamimlarina bakildiginda, dijital bagimliligi tamimlayan pek ¢ok c¢alisma ile
ortlstigl gorilmektedir (Abreu, 2011; Beard, 2005; Greenfield, 1999; Griffiths, 1999; Horzum,
2011; Savcr ve Aysan, 2017; Young, Morgan ve Cotten, 2003; Young, 1998). Griffiths’e gore
(1999) bagimh davrams Olgiitleri; dikkat ¢ekme (durumun kisinin yasaminda en 6nemli sey
haline gelmesi), duygudurum degisikligi (belirli bir etkinlik ile ugrasma sonucu kisinin
belirttigi 6znel deneyimlerdir), tolerans (Istenen etkiyi yasamak icin, 6zel eylemin miktarinin
arttirilmasi), yoksunluk eylem devam etmediginde ya da aniden kesildiginde ortaya ¢ikan, hos
olmayan duygusal ya da fiziksel etkiler), catisma (Bagiml kisiler ile ¢evresindekiler arasindaki
kisileraras: ¢atigmalar ya da igsel ¢atigmalar), ve niiks (bir eylemin tekrar olusmasi egilimi)’ tiir.
Graffiths’in sunmus oldugu Olciitler cercevesinde, veri toplama siirecinde Ogretmenlere
yoneltilen birinci arastirma sorusuna verilen cevaplara bakildiginda 6gretmenlerin dijital
bagimhilik konusunda biitiinsel bir analiz yaptiklarin1 ve tani kriterleri konusunda gergekgi
olduklarini dogrulamaktadir.
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Aragtirmanin  katihmcisi  6gretmenlere yoOneltilen ‘Dijital bagimlilik gelistiren
ogrencinizle ilgili gozlemleriniz nelerdir? Ne gibi giicliikkler ve problem davraniglarla
karsilagtiniz?’ sorusuna verilen cevaplardan ; “agresif ve saldirgan davraniglar, dikkat eksikligi
ve odaklanamama, iletisim bozuklugu, motivasyon eksikligi, sosyal ortamdan uzaklagma,
sirekli hareket halinde olma, algilama problemi” gibi davramislarin 6gretmenlerin
ogrencilerinde siklikla gozlemledigi goriismelerde ortaya ¢ikmistir. Dijital bagimlilik, Dijital
oyun bagimliligi, internet bagimhlig: gibi bagimhlik tiirlerini gelistiren ¢ocuklarin sorunlarim
konu alan calismalara bakildiginda arastirma ile benzer bulgulara ulasildigi goriilmektedir.
Mustafaoglu ve Yasaci (2018), dijital oyunlarin ¢ocuklarin ruhsal ve fiziksel sagliklarina olan
etkilerini inceledikleri arastirmalarinda, Dijital oyun oynamanin ¢ocuklarda, dijital oyun
oynama bagimlihigi, anksiyete ve agresif tutum sergileme ve depresyon, asosyallesme ve aile ici
iletisimde azalma gibi ruhsal bozukluklar basta olamk {izere; omurga, omuz el-el bilegi gibi
viicut boliimlerinde kas-iskelet sistemi problemleri, gozlerde kuruluk, agr1 ve kizarik ve uyku
kalitesinde bozulma gibi fiziksel saglik sorunlarina da neden oldugu sonucuna varmislardir.
Yine alan yazinda taranan gesitli arastirmalarda, kontrolstiz kullanimin; depresyon (Mentzoni
ve ark. 2011), saldirganlik (Anderson ve ark. 2008, Bartholow ve ark. 2005, Bilgi 2005, Bluemke
ve ark. 2010, Demirtag Mardan ve Ferligiil Cakilc1 2014, Gentile ve ark. 2004, Moller ve Krahé
2009, Olson ve ark. 2009, Polman ve ark. 2008, Wang ve ark. 2009), anksiyete (Gentile ve ark.
2004, Mentzoni ve ark. 2011), siddet egilimi (Fischer ve ark. 2010, Williams ve ark. 2011),
olumlu sosyal davranislarda azalma (Greitemeyer ve Miige 2014), dikkat sorunlar1 (Chan ve
Rabinowitz 2006, Gentile 2009), giinliik islerin, gorevlerin aksatilmasi (Byun vd., 2009) gibi
pek ¢ok soruna yol act1g1 iizerinde 6nemle durulmaktadir.

Siralanan tiim bu sonuglar dahilinde, dijital bagimlilik 6zelligi sergileyen 6grencileri
konusunda okul 6ncesi egitimi 6gretmenleri ve simif 6gretmenlerinin iyi bir gozlem yaptiklari,
ogrencilerinin bu durumlarinin farkinda olduklar ve karsilastiklar1 giicliikleri tanimlayarak
ogrencisini dijital bagimhiliga gotiiren yoldaki faktorler arasinda neden sonug iligkisi kurmalar
ve cesitli ¢ikarimlarda bulunmalari bu konuda bilis diizeylerinin belli bir sinirin {iistiinde
oldugunu da ortaya koymaktadir. Ogretmenlerin gézlemleri sonucunda yaptiklan ¢ikarimlar,
bu 6nemli sorunun sinifa yansiyan yoniinii ortaya koyduklarini gostermektedir. Dolayisiyla bir
yoniiyle de arastirma ve arastirmanin verileri, 6gretmenlerin ¢ogu zaman ¢ok da farkinda
olmadiklari, dijital bagimlilia dair Ogrencilerinde kargilastiklar1 sorun durumlara kars:
farkindalik gelistirmeleri ve ¢ozlimler iiretmesi agisindan 6nemlidir.

Arastirmada ii¢lincii aragtirma sorusu olan, 6gretmenlerin dijital bagimlilik konusunda
sunduklar1 ¢6zim onerilerine bakildiginda ise yirmi ii¢ kategori oldugu goriilmektedir. Bu
kategoriler sirasiyla; aileyle birlikte nitelikli zaman gegirilmeli, ¢ocuklar ilgilerine uygun farkh
etkinliklere yonlendirilmeli, sinir koyulmali, akranlariyla oynamalar i¢in provoke edilmeli,
ebeveynlerle igbirligi yapilmali, sistematik duyarsizlastirma, aile egitimleri verilmeli, cocuklarla
etkili iletisim kurulmali, cocuklar dogayla biitiinlestirilmeli, yasaklama, ebeveynler i¢in oyun
kitapgiklar1 hazirlanmali, uzmanlarla isbirligi yapilmali, kitap okumaya tesvik, yetiskin
denetimi, her sokak ig¢in giivenli oyun alanlarn hazirlanmali, model olma, tutarli olma,
sorumluluk verilmeli, cocuklar teknolojik araclarla olabildigince ge¢ tanigmali, ebeveyn oyun
atolyeleri agilmali, her mahalleye bir kres, kamu spotlar1 hazirlanmali, 6gretmen yeterlilikleri
artirtlmali, seklindedir. Savci ve Aysan (2017) caligmalarinda, teknolojik bagimliliklarin
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cocuklarin akran, arkadas ve aile iligkilerini zedeledigini ve sosyal baglilik diizeyini
diisiirdiigiinii sdylemektedirler. Yine Ogel’e (2008) gére sanal ortamlar gercek sosyallesmenin
bozulmasina sebep olmaktadir. Sanal ortamda uzun zamanlar gegiren c¢ocuklar gercek
yasamdan kopmakta, yasindan beklenen sekilde gercek oyun ortamlarina dahil olamamaktadir.
Ashnda tehdit sadece c¢ocukluk c¢agimi kapsamamaktadir. Burada ki bagimhilik tehdidi
yasamsaldir ve ¢ocugun tiim yasamini etkileyecek, bicimlendirecek roldedir. Aragtirmada da,
ogretmenler giivenli ve 6zgiir oyun alanlarinin olusturulmasi, cocugun aile ile birlikte oyunlar
oynayabilmesi konusunda ifadelerde bulunmuslardir. Ancak ailelerde de hem kaliteli zaman
gecirme konusunda hem de sanal oyunlar konusunda, ciddi diizeyde bilingsizlikler mevcuttur.
Coskun ve Filiz’'in (2019), yapmis olduklar1 arastirmada katilimc1 6gretmenlerin teknolojinin
aileler tarafindan c¢ocuklar1 oyalama araci olarak kullamildigini, ¢ocuga o6diil ve ceza
uygulamalarinda basvuruldugu vurgulanmistir. Ayrica ailelerin uzun saatler ¢ocuklarin
teknoloji kullanimina karg1 kayitsiz kaldiklar1 hatta bunu sorumluluktan ka¢ma noktasinda
firsat bildikleri ve dijital araglar, sanal diinya konusunda egitimsiz ve bilgisiz olduklar
arastirmanin katilimcilar olan okul 6ncesi egitimi 6gretmenleri tarafindan ifade edilmistir.
Stirekli olarak ailesiyle zaman geciren ¢ocuklar, rol model goérdiigii aile bireylerini belli
donemlerde taklit etme cabasi i¢ine girmektedir. Bu siireg zarfinda 6zellikle teknoloji kullanimi
bakimindan yanlis rol model olan aile, ¢ocuklarin teknoloji kullanim becerilerini de yanlis
sekillendirecektir. Calismalar internet ve dijital oyun bagimlilig1 gibi bozukluklarin aile i¢i
catigmalarin oldugu ortamlarda daha cok beslendigini (Ogel, 2014) aksine ebeveyn-cocuk
arasindaki iyi/giiclii iligkilerin ise problemi azalttigini (Chiu, Lee ve Huang, 2004, Jeong ve Kim
2011) gostermigtir. Tirkiye’de geng¢ niifusun fazla olmasi, dijital teknolojinin yogun olarak
kullanilmasi, denetim ve koruyucu 6nlemlerin yetersiz kalmas: problemin olugmasini/artmasini
destekleyebilir. Sonug olarak daha sonra yapilacak ¢aligmalarda bu arastirmada ortaya ¢ikan
kategorilerin derinlestirilerek, farkli yontemler ve daha farkli very toplama araglar ile daha
fazla branstan 6gretmene ulagilmasi ve karsilagtirilmalar yapilmasi sonuglarinin 6gretmenlere
sunulmasi, ¢agimizin 6énemli bir sorunu olan ve her yastan insamni ilgilendiren dijital bagimlilik
hakkinda bilin¢glenme noktasinda faydali olabilecegi diisiiniilmektedir. Ayrica arastirma ile
cocuklarinda gelisen dijital bagimlilik konusunda daha fazla bilgi ihtiyaci hisseden ebeveynlere
de yol gosterilmesi miimkiindiir.
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Extended abstract

Introduction

For the fight against digital addiction, which is considered one of the most important
forms of addiction in our age, both parents and educators have important duties. It is necessary
to assume a common attitude in the behavioral problems encountered and to play a facilitating
role in correcting the problem behaviors. Families and educators need to be aware of the
possibilities and potential dangers of digital technologies, especially educators who shape
society and have an idea about the impacts of the digital world. In this context, this research
aims to determine the teachers' knowledge about digital addiction and to find out the suggested
solutions for their students who develop digital addiction.

Methodology

This research is based on qualitative research type and holistic single case design.
Qualitative research is defined as an approach that depicts the events and phenomena in the
natural environment that focuses on understanding and reflecting the perspectives of the
participants with the induction approach (Cokluk, Yilmaz & Oguz, 2011; Yildinm & $imsek,
2012). Therefore, in this research, examining the views of teachers who have students who
develop digital addiction and revealing the solutions they have reached and producing is
considered as a case and the results have been tried to be reached according to the purpose of
the research. The participant group of the research consists of 30 teachers from different
branches of pre-school and classroom education who work in different cities of Turkey. In the
study, a semi-structured interview form consisting of three questions was created as a data
collection tool. Interviews were conducted face-to-face, by phone and online. Data were
collected in September and October 2018. Descriptive analysis was used as data analysis
method. In qualitative research, the data obtained in the data analysis section is described,
explained and thematized, and interpreted. The data analyzed through descriptive analysis
were arranged and interpreted within the framework of themes compatible with the research
questions. In the reporting section, it is usual to define the case within the framework of
concepts and themes and to make direct quotations and direct quotations are included in the
research (Yildirim & Simsek, 2016).

Results

Consistent with the aim of the study, as a result of the answers given to the first
question directed to teachers, it is seen that eight codes were reached when the findings of
teachers' thoughts about digital addiction were examined. These codes are determined as: not
to be separated from technological devices, use technological devices more than necessary,
desire to be constantly online in virtual environment, isolation from real life, cause of problem
behaviors, excessive pleasure in using technological devices, disease and desire to follow new
technological devices continuously. Nineteen codes emerged with the analysis of the findings
for the second interview question in which teachers' thoughts about the problem behaviors
observed in their students developing digital dependence were obtained. These codes are:
aggressive and offensive behaviors, lack of attention and inability to focus, lack of
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communication, lack of motivation, distance from the social environment, continuous
movement, perception problem, modeling of characters in digital environments, quick
boredness and dissatisfaction, lack of rules, glances in expression, lack of expression, language
developmental disability, eating disorder, blindness of imagination, depressive and melancholic
behaviors, low academic success, hand-eye coordination mismatch, irresponsibility, insomnia.
In the findings of the third interview question, which was developed by teachers based on their
professional experience in combating digital addiction, it was seen that there were twenty-
three codes in total. These codes are determined that it is necessary to spend time with the
family, children should be directed to different activities appropriate to their interests, limits
should be set, they should be provoked to play with their peers, cooperation should be made
with parents, systematic desensitization, family education should be provided, effective
communication with children, children should be integrated with nature, prohibition, play
booklets for parents prepare, collaborate with experts, encourage reading, adult supervision,
safe play areas for each street, model, be consistent, responsibility should be given, children
should be introduced to technological tools as late as possible, parent play workshops should be
opened, a nursery and public spots should be prepared for each neighborhood, teacher
competencies should be increased.

Discussion, conclusion and recommendations

In this study, which aims to determine the knowledge of the teachers about digital
addiction and to find out the solutions proposed for the students who develop digital addiction,
data collection process has been realized with the participation of 30 teachers from pre-school
and classroom education branches. Within the results of the study, pre-school teachers and
classroom teachers made good observations about the students who exhibited digital addictive
characteristics, they were aware of these situations and they identified the difficulties they
faced, and they made some inferences between the factors on the way that led the student to
digital addiction, and cognition levels are above a certain limit. The inferences made by the
teachers as a result of their observations show that they reveal the part of this important
problem reflected in the classroom. Therefore, in one aspect, the data of the study are
important for teachers to be aware of and find solutions to the problem situations they
encounter in their students about digital addiction, which they are often not very aware of.
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Yaygin okumanin yabanci dil olarak Ingilizce 6grenen
ogrencilerin okudugunu anlama becerilerine etkisi

0z

Bu calisma, seviyeli hikaye kitabi okumanin {niversitede hazirlik 6grencilerinin

okudugunu anlama puanlari Gzerindeki etkilerini arastirmistir. Calismaya Sel¢uk Gonderim
Universitesi Yabanci Diller Yiiksekokulu'ndan (YDYO) 30 &grenci katilmistir. 16 Nisan 2019
Calismanin basinda her biri 15 6grenciden olusan kontrol ve deney grubu olmak Kabul
tizere iki grup olusturulmustur. Her iki grup da geleneksel YDYO siniflarina devam 24 Eyliil 2019

etmistir; deney grubu ayrica miifredat disi bir etkinlik olarak yaygin okuma
programina katilmistir. Program, akademik yilin ikinci déneminde uygulanmistir.
Gruplarin okudugunu anlama gelisimi, YDYO tarafindan hazirlanan dg¢lincii ve

dordiincii ara sinavlarin bir parcasi olarak verilen okudugunu anlama testleri ile

degerlendirilmistir. Bulgular, deney grubundaki 6grencilerin, yaygin okuma Anahtar kelimeler
programinin sonunda kontrol grubundakilerden énemli 6l¢lide daha yiiksek puan yaygin okuma
aldigini géstermistir. Ayrica, okuma miktarinin 6grencilerin okuma anlama puanlari okuma

okuma gelisimi

izerinde anlamli bir etkiye sahip oldugu goériilmistiir; daha cok kitap okuyan seviyeli kitaplar

ogrenciler daha az okuyanlara kiyasla okudugunu anlamada daha fazla gelisim
kaydetmislerdir. Sonuc olarak, calisma, yaygin okumanin yabanci dil olarak ingilizce
6grenen ogrencilerin okuma gelisimi iizerinde olumlu bir etkiye sahip oldugunu
ortaya koymustur.

Onerilen APA atif bicimi: Bayram, K. (2019). Yaygin okumanin yabanci dil olarak ingilizce 6grenen dgrencilerin okudugunu anlama
becerilerine etkisi. Language Teaching and Educational Research (LATER), 22), 160-172. DOI: https://doi.org/10.35207/later.554716
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Introduction

To be proficient in a foreign language requires commanding every aspect of that
language, and reading being an important aspect of language has a great significance for the
language development. Reading is an essential skill in all languages, and reading in a foreign
language therefore becomes twice as important for the learners to be successful in the target
language. The ability to read fast and with full understanding in a foreign language is one of the
main criteria of competence in that language.

Extensive reading (ER) is a language teaching approach in which learners read a large
quantity of easy materials in the target language (Bay & Damford, 2004, p.1). They select their
own reading material and read it independently with no aid from their teachers. They read for
information and pleasure as well as overall meaning. They are motivated to quit reading once
they find the material uninteresting or if it is too complicated for them to understand. In short,
it is much like the way people read for pleasure in their native languages. Extensive reading is
by no means a new idea. Although many teachers acknowledge the educational benefits of ER
(Krashen, 1993), it is not practiced “extensively” or at all in many schools. It is a means of
language development. ER is a reading style for some researchers and also an instructional
approach to the learning and teaching of reading in a second language (Day and Bamford,
1998).

The role extensive reading plays in improving reading skills and developing learner
language is seen highly valuable. In his book, The Power of Reading, Krashen emphasizes the
role of extensive reading as follows; “When [second language learners] read for pleasure, they
can continue to improve in their second language without classes, without teachers, without
studying and even without people to converse with.” (Krashen 1993, p. 84). Extensive reading
also plays a significant part in the learning of a second language. Nuttall (1996, p.128) states
that "The best way to improve your knowledge of a foreign language is to go and live among its
speakers. The next best way is to read extensively in it”.

Extensive reading programs encourage reading a large range of texts of different genres
in the target language. The material chosen should not be beyond the student’s level of
comprehension and that student should be free to pick what to read. Acording to Brown
(1988), extensive reading is done to get an overal understanding of a text. Long and Richards
(1987) identify it as "occurring when students read large amounts of high interesting material,
usually out of class, concentrating on meaning, reading for gist and skipping unknown words."
For that reason, reading is the primary focus of extensive reading programs. There may be
after-reading activities or supervision from the teacher, yet these should not restrict the desire
to read.

Reading materials utilized in an ER program could be graded readers or authentic texts.
Graded readers are fiction and non-fiction books specially written for learners of English as a
foreign or second language. They are graded into levels of language difficulty (e.g. Stage 1-6,
stage 1 being the lowest level) by means of grammatical features, vocabulary, information load
and cultural background. Graded readers are basically simplified materials. They can be
simplified and adapted from first language originals or could be original texts written for
second language learners (Day and Bamford, 2000). These simplified materials can be graded
according to the language in use—higher frequency vocabulary, simplified phrasing and
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sentence structure, and the use of illustrations (Waring, 2000). The graded system provides a
convenient criterion by which teachers can choose materials suitable for their students’
proficiency levels. Readers can move to a higher-level stage by stage as their reading fluency
develops; they can also move from higher level to lower level whenever they feel like it. One
of the primary functions of graded readers is to provide a basis for foreign language learners to
acquire the ability of reading authentic materials comfortably. It is known that beginners
cannot deal with authentic materials because of their difficulty, so they need to be supported
by the materials of increasing levels of difficulty until they are able to read authentic texts.

One of the issues on which there is no consensus among educators concerning
extensive reading is how much reading must be done before it can be called extensive. Based on
previous research, Susser and Robb (1990) mention seventeen measures that show the variety
of criteria cited by researchers related to extensive reading. These measures include “thirty
pages an hour, three pages an hour, an hour per evening, five hours by a specified date, one
page per day, thirty minutes per day, a chapter per week, one reader per week, at least two
books a week, 60 hours over three months," (p. 165-166). This indicates that while quantity is
essential in extensive reading, researchers think differently in the measurement of "extensive."
The quantity of reading may change depending on the type of program, level of students, and
other variables, rather than the total number of hours or pages (Susser and Rob, 1990: 166).

After reviewing previous research studies concerning extensive reading, it was seen
that extensive reading improves not only reading comprehension skills of learners but their
overall language proficiency, as well. Nevertheless, extensive reading has been disregarded
most of the time by EFL teachers and learners as it is not an integrated part of curriculum. It is
seen simply a supplemental activity that is done if there is enough time. Little attention has
been drawn to this issue, and even less research was conducted in Turkey to explore the effects
of extensive reading programs. As a consequence, this study was aimed at increasing the long-
term reading comprehension development of the students via graded readers while the
students are taught reading strategies in the Turkish EFL context. Focusing on the effects of
extensive reading programs on reading proficiency gains, the study will provide additional
evidence for Second Language Acquisition research. Accordingly, the following questions were
addressed:

1. Does extensive reading have an effect on the reading development of the students
who volunteered to read extensively?

2. Are there significant differences among the reading comprehension scores of the
students in experimental group according to the number of the books read by each student?

Methodology

Participants

Thirty students from Selcuk University School of Foreign Languages participated in the
study. Being at the same proficiency level (elementary), the subjects of the study can be
described as homogeneous. The sample included 22 male and 8 female students between the
ages of 18 and 21 years. A two-group pretest-posttest research design was used. 15 students
were assigned to each group. Control group followed the school program which was limited to
the reading sections of their course book, which means they read intensively. Students in

163



Kara, B.  Language Teaching and Educational Research, 2019-2, 160-172

experimental group were supported with an extensive reading program outside the school
curriculum.

Materials

Books from Oxford Bookworms Series were chosen to use in the extensive reading
program. Students were asked to get a book from each stage (stage 1, 2 and 3) to establish a
kind of classroom library. With the books already available in the class library the total number
reached 60 books. When students read their first book, they were asked if they had any
problems with the book. The answers were affirmative and encouraging. They had no difficulty
reading their first book, and even some stated it was great fun to do such an activity since it
took them beyond the monotonous class instructing. The following weeks, students kept
reading their books regularly, and at the end of the two weeks they brought their books into
the classroom for exchange. Records of the books read by the students were kept by the
researcher.

Taking into account their language level at the beginning of the second term, students
were asked to read one or two readers of stage 1. Four reading comprehension tests were
implemented during the academic year for the collection of data. The reading tests measured
students’ ability to comprehend short reading passages. The first two tests were given in the
first term, and the other two were given in the second term during and after the extensive
reading program. In each test was given a reading text. The texts were usually followed by such
tasks as answering multiple choice and open-ended questions about the text, deciding whether
the statement given is true or false, putting events in the correct order based on the text,
matching titles with paragraphs and answering cloze type questions. An internal consistency
estimate of reliability computed for the first reading comprehension test with Cronbach's
coefficient alpha was 0.69, for the second reading comprehension test 0.71, for the third
reading comprehension test 0.77 and for the fourth reading comprehension test 0.67. For the
reliability, the reading texts and the questions included to assess reading comprehension
performance of the students were sent to the testing committee composed of six ELT experts.
Each text and question item was analysed. The reviews and feedback provided by these experts
were considered and modifications, if necessary, were done accordingly.

Procedure

A pretest-posttest design was used. Two groups with an equal number of participants
(n=15) were formed; control and experimental group. Extensive reading program was carried
out at SOFL (School of Foreign Languages), Selcuk University, Konya. Throughout the first
semester students in control and experimental groups worked on the course book chosen by
the SOFL-within the same language program framework. The program required them to
approach the basic language skills; reading, writing, speaking and listening, equally rather than
to focus on a certain skill. Students in both groups took an exam every week on Fridays. This
exam consisted of questions that measure the structures taught to the students during that
week. That is, students normally had to complete a unit from the course book every week and
at the end of the week they were tested for that week’s subjects. In addition to these exams,
they had two mid-term exams and a final exam which included reading tests to evaluate the
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reading development skills of the students. These reading sections constituted 20 per cent of
the total examination score.

In the second semester, students were divided into two groups as control and
experimental group. The control group would continue in the same way as they did during first
semester. However, students of experimental group were involved in an extensive reading
program at the beginning of the term with the aim of developing their reading skills. This
program was performed as an extra-curriculum activity. They were going to read outside the
school hours. The language ability levels of the students in this group did not show much
difference when their first and second mid-term exams scores were examined.

Because of the students’ tight schedule and heavy load of assignments on diverse
subjects, the researcher came to an agreement on reading demands; one book every two weeks
which were less than the researcher had planned but more realistic. Reading at least one book
(graded reader) outside the classroom every two weeks, they would read at least 8 books
according the schedule. Language level of students was appropriate for reading stage 2 books
given the level that they already reached at the end of the first semester. Yet they were
demanded to begin the program with a stage 1 book in order to motivate them to read more. In
a way, reading a book from this stage was considered to be a warm-up activity to prepare them
for the books of next stages (stage 2 and 3).

During the second term, students took two mid-term exams, which were used to
evaluate the reading performance of the participants. The scores of students in both groups
were recorded. The score of each participant on reading comprehension sections of the exams
was also noted, and these scores were compared to see if there were differences between the
reading comprehension levels of control group and those of experimental group.

Data analysis

The first step in data analysis was calculating the scores for each test. The maximum
score on the sections of the mid-term examinations used in order to determine the group
equivalencies was 80 points. The maximum score on the four reading comprehension tests was
20 points. After getting raw scores, the means and standard deviations were calculated for both
groups on the first and second mid-terms and for the four reading comprehension tests. Next,
the mean scores of the groups were compared by the application of non-parametric statistics;
Mann-Whitney U Test. The Mann-Whitney U test was used for the statistical analysis of the
data. All the results were compared at the ‘0.05" level of significance, as is common in language
studies of this type and proportion. It should be noted that two different types of software were
used for the data analysis; SPSS (Statistical Package for Social Sciences), version 10.00 and
Selcuk Stat 1.09, and the results were compared in order to eliminate possible errors.

Findings
Analyses of treatment group equivalencies
Participants were placed in their respective classes on the basis of their language ability
at the beginning of the academic year. As the extensive reading program was implemented in
the second term of the year, in order to examine the potential influence of the English
instruction given in the first term and other factors on group equivalency, results of the first
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and the second mid-term examinations of the two groups were compared prior to the study.
The mean scores and the standard deviations of the first mid-term examination for the two

groups, which was applied six weeks after the beginning of the first term, are presented in
Table 1.

Table 1. Mann Whitney U analysis for the first mid-term scores

Std. Mann Whitney U
N M
Groups ean Deviation -Z- P
Experimental 15 57.40 11.218 1.889 0.059
Control 15 51.53 10.144

The Mann-Whitney U test, which is appropriate to the case of two independent
samples of observations measured at least at an ordinal level, was used for the statistical analysis
of the data. A Mann-Whitney U test analysis (Table 1) of the first mid-term exam scores was
computed, the z value being 1.889 at the 0.05 level of significance. The results of the Mann-
Whitney U test show that there was no significant difference between the two groups (P >
0.05) regarding their language levels after a six-week instruction.

As a result, both groups were equal in terms of their language levels after a six-week
instruction. It is worth noting here that the mid-term exam included structure, vocabulary,
reading and writing tests. However, since the study aimed at developing the students' reading
comprehension levels, it was necessary to see whether the two groups were equivalent in terms
of their reading comprehension levels at the beginning of the study.

Table 2. Mann Whitney U analysis for the first reading test scores

Std. Mann Whitney U
Groups N Mean Deviation A P
Experimental 15 11.87 2.47 0.491 0.624
Control 15 12.13 2.58

The standard deviations of the two groups for the first reading test (2.47 and 2.58) also
show the close equivalence of the members of the two groups regarding their reading
comprehension levels.

A Mann-Whitney U test conducted on the first reading test scores of both groups
revealed no significant differences between the two groups (z = 0.491, p = 0.624) at the 0.05
level of significance. The results of the Mann-Whitney U test, mean reading comprehension
scores and standard deviations for both groups are presented in Table 2.
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Table 3. Mann Whitney U analysis for the second mid-term scores

Std. Mann Whitney U
N M
Groups ean Deviation -Z- P
Experimental 15 52.27 11.108 0.519 0.604
Control 15 49.6 10.164

The results of the second mid-term examination would be a better indicator of the
equivalence of the two groups as it was given at the end of the first term of the academic year.
A Mann-Whitney U test conducted on the second mid-term scores of both groups revealed no
significant differences between the two groups (P > 0.05), the z value being 0.519 at the 0.05
level of significance. The mean second mid-term test scores and standard deviations for both
groups are presented in Table 3.

A Mann-Whitney U test conducted on the second reading test scores of both groups
revealed no significant differences between the two groups (Z= 0.567, p = 0.57) at the 0.05 level
of significance. The mean reading comprehension scores and standard deviations for both
groups are presented in Table 4.

Table 4. Mann Whitney U analysis for the second reading test scores

Std. Mann Whitney U
G N M
Toups ean Deviation -Z- P
Experimental 15 10.87 255 0.567 0.57
Control 15 11.33 2.33

The Standard deviations of the two groups for the second reading test (2.55 and 2.33)
also show the close equivalence of the members of the two groups regarding their reading
comprehension levels. Accordingly, it can be said that the two groups can be defined as
homogeneous and the research aimed at and reached an adequate level of control.

Reading comprehension levels during the program
The results of the third reading comprehension test were evaluated to see the

effectiveness of the extensive reading program after six weeks.

Table 5. Mann Whitney U analysis for the third reading test scores

Std. Mann Whitney U
Groups N Mean Deviation 7 P
Experimental 15 14.60 2274 1.754 0.079
Control 15 12.87 2918
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It can be seen in Table 5 that the mean scores of the third reading comprehension test
for the two groups, which was applied 6 weeks after the beginning of the extensive reading
program, were 14.60 and 12.87.

A Mann-Whitney U test analysis of the third reading comprehension test scores was
computed, the z value being 1.754 at the 0.05 level of significance. The results revealed that,
although there were statistically no significant differences between the two groups, the group
who attended the extensive reading program scored slightly higher than the other group,
although they had slightly lower reading comprehension scores in the first two mid-terms.

Reading comprehension levels at the end of the program

Table 6. Mann Whitney U analysis for the fourth reading test scores

Std Mann Whitney
Groups N Mean . U p
Deviation
-Z-
Experimental 15 12.13 3.17 3.087 0.002
Control 15 8.33 2.45

A Mann-Whitney U test conducted on the fourth reading comprehension test scores of
both groups revealed significant differences between the two groups (Z = 3.087, p = 0.002) at
the 0.05 level of significance. According to the statistical data, extensive reading group scored
significantly better than the control group.

Amount of reading and reading comprehension

In order to find the correlation between the amount of reading and reading
comprehension development, the numbers of books read by the students who participated in
the extensive reading program were compared. As it was given at the end of the extensive
reading program, the fourth reading comprehension test scores were used for the evaluation of
the effect of the number of books read.

Table 7. Mann Whitney U analysis for the fourth reading test scores depending on the number
of the books read

Std. Mann Whitney U
Groups Mean Deviation -Z- P
Group 1 10.37 2.997 2.209 0.027
Group 2 14.14 2.03

According to Table 7, the average reading comprehension test scores of the first sub-
group were calculated as 10.37, the second sub-group as 14.14. A Mann-Whitney U test
conducted on the test scores of the two sub-groups revealed that the students who read more
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scored significantly better than the other students, the z value being 2.209 at the 0.05 level of
significance.

Discussion

The present study investigated if extensive reading has (positive) effects on reading
development. Learners in the extensive reading group achieved significantly better reading
comprehension than subjects in the control group, and this is strongly supported by the data;
the large and significant differences between the reading comprehension scores of the two
groups at the end of the study, the much greater gains in reading comprehension development
by the extensive reading group support this conclusion.

Sims (1996) conducted an experimental study with 120 freshmen identified as mid-
level proficient in English. One group was instructed through a skill-based approach and the
other using extensive reading. The study revealed that students in the extensive reading group
scored significantly higher than those in the skill-based group. Similarly, our results showed
that reading graded readers extensively and as a complementary reading activity for traditional
intensive reading was beneficial to the development of students reading comprehension.

This study on extensive reading is restricted to its effects on reading development.
There are studies with positive results which investigated its effects on some other skills such as
vocabulary growth, writing development and motivation to reading and effects on linguistic
knowledge. Weitz (2003), for example, examined the role of extensive reading program in
reading comprehension, vocabulary/language acquisition, and the attitude toward reading
among 120 high school students. Half of the students joined classrooms where 15-minute
sustained silent reading took place everyday while the other half took part in their regular
English curriculum. The results showed significant gains in the extensive reading group in the
areas of comprehension, vocabulary, and attitude toward reading. In the control group, some
gains were also noted in comprehension and vocabulary, but not in their attitude toward
reading.

Whether to use authentic or inauthentic materials in language teaching, particularly in
extensive reading, is a controversial issue. Authentic materials can be too cultural-based and
might require a good knowledge of cultural background, and challenging language structures
can result in comprehension problems for lower-level readers (Martinez 2002). Richards (2001)
underlines that unlike simplified materials authentic materials generally include difficult
language, redundant vocabulary and complex language structures. As the sample of our study
consisted of students with low level of language proficiency, graded readers were selected as
reading material because they are more convenient in terms of motivating students to read in
L2 and increasing their reading speed and amount.

The students in the current study were free to choose what they want to read, so they
were provided with a range of reading materials. When students choose their reading materials
according to their reading level and taste, it will likely increase their motivation towards
reading in L2. Harmer (2002:210) suggested that readers should be encouraged to decide and
pick what they want to read for pleasure and general language improvement. Therefore,
teachers are suggested to let their students choose reading materials as they wish. Teachers
should consider the value of exposing students to a wide range of interesting English materials.
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They also need to be aware of the rich variety and the benefits of different types of materials
available for their students, and then, use them wherever and whenever appropriate.

Another conclusion drawn from the current study was that the students who read more
books achieved more reading comprehension development in comparison to those who read
less. This is evidenced by the previous research, for instance, Walker (1997) reported a positive
correlation between the test scores of students and the amount of reading done. For that
reason, considering that reading more leads to more reading success teachers should encourage
their students to do as much extensive reading as possible.

Conclusion

For language teachers, how to promote proficient reading is an important issue. In the
ESL and EFL context, there is a tendency towards the use of skill-building textbooks and
procedures. Little attention has been given to extensive reading for pleasure as a means to
improve reading comprehension, and the value of extensive reading is overlooked most of the
time though many extensive reading studies have shown that extensive reading has a long-term
effect on language learners’ reading development and also on overall language proficiency.
What needs to be done is to incorporate extensive reading into the curriculum. The present
study therefore provides further evidence regarding how reading extensively via graded readers
contributes to reading development of language learners .

The results of the present study also indicated that the reading program based on
graded readers, to which the extensive reading group were exposed, brought about much more
satisfying gains in reading comprehension than the traditional close reading techniques applied
to the control group. Significant difference on gains in reading comprehension strongly
suggests that an extensive reading program based on graded readers is much more beneficial to
the development of reading comprehension than traditional reading lessons based on the close
study of short texts.

On the other hand, the other research question of the current study was to reveal if the
number of books read by the students took part in the experimental group had effect on the
reading comprehension development of the students. For this reason, students in the
experimental group were divided into two sub-groups, and the numbers of books read by the
students who participated in the extensive reading program were compared. This comparison
showed that students who read more books scored significantly better than the other students
reading less books. Thus, we got a favorable result for the effect of the amount of reading on
the reading comprehension development of the students.

We may conclude, therefore, that reading comprehension will develop naturally if
learners are motivated to read interesting simplified materials like graded readers. The
extensive reading program based on graded readers has led to much greater improvement in
learners' reading comprehension than traditional language activities. Although one of the
stated objectives of the material used by subjects in the control group was a 'close and detailed
understanding of the text', it appears that this approach is much less successful in developing
comprehension than providing learners with attractive, high-interest story books, which
learners are well-motivated to read and understand.
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Given the importance reading plays in language acquisition and the support for the
significance of extensive reading for pleasure, it seems logical to consider the use of ER in
language classrooms in order to promote language learning and to create more enjoyable
environments for acquiring the foreign language.

Recommendations for future research

Considering the findings of this study, several recommendations can be made for future
research. This study has focused on a small group of participants (15 students). Another study
with a larger group of EFL students is recommended to see if the findings can be generalized to
a larger group. Additionally, time allocated to this study is just a semester. Same kind of study is
recommended to be carried out in a more extended period; a whole academic year or more.

Since the participants in this study were students of SOFL, they only engaged in
English instructing throughout the year. Most of students do not find it essential to keep busy
with English after they complete SOFL. It may be considered challenging but such a reading
program can be carried over their regular faculties, and it can be observed if continuing reading
extensively helps those students maintain or even develop their existing language proficiency.
The current study has been organized to see if extensive reading has effects on reading
development of EFL students. Further research can be done to see what effects extensive
reading might have on other language skills such as vocabulary development, writing
development or general language proficiency in general.

This study has been performed with graded readers, that is, with simplified materials. It
could be recommended to compare the effect of both types of reading materials on reading
comprehension development and on language proficiency in general. Finally, a similar study
can also be performed with the use of computers. Thanks to the rapid development on
computer assisted language learning students can be guided to do online extensive reading.
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